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Abstract

The role of technology in the field of education continues to grow and the widespread adoption of online
education in recent years has secured the importance attached to Information and Communication Technologies
(ICT). In line with this, the current study aims to unveil pre-service teachers’ perceptions of how well their
teacher training programs prepare them for effective ICT utilization and the level of support they receive from
their teacher training programs as to effective ICT use by employing the synthesis of qualitative evidence (SQD)
scale. With this aim in mind, the study adopts a convergent-parallel mixed methods design and the data have
been garnered from a total of 191 pre-service English language teachers studying at 9 different teacher training
programs across Tiirkiye. The analyses of the quantitative and qualitative data indicate that a majority of pre-
service teachers think that the level of support they receive from their teacher training programs in terms of
effective ICT use is not satisfactory. The perceptions of the participants that consider their teacher training
programs (in)effective in terms of ICT use have also been presented within the study. Finally, several
suggestions have been provided for teacher training programs with the aim of training pre-service with better
and higher ICT utilization skills.

Key words: Pre-service teacher training, ICT, Teacher training programs
Introduction

We have been experiencing a technological transformation in the last two decades and global (such as the
outbreak of the Covid-19 pandemic) as well as local (such as the devastating earthquake series that destroyed 11
cities in Tirkiye) adversities have accentuated the role of technology in the field of education because online
education emerges as the best option during such crisis moments. As we experience technological innovations
and more frequent shifts to online education, expectations from teacher training programs (Mouza et al., 2014;
Tondeur et al., 2016; Tondeur et al., 2020) as well as expected roles and competencies of pre-service teachers
are changing and increasing accordingly (Ay et al., 2015). To be more precise, 21% century teachers are required
to combine various pedagogical skills with Information and Communication Technologies (ICT) if they are to
cater for the needs of their future students by emphasizing communication, collaboration, critical thinking,
creativity, problem-solving and socio-cultural competencies (Angeli & Valanides, 2009; Santos & Castro, 2021;
So & Kim, 2009; Valtonen et al., 2015; Valtonen et al., 2017; Voogt & Roblin, 2012). It should be noted that
the current generation of pre-service teachers have been labeled as digital natives (Prensky, 2001) and they have
generally been assumed to have excelled in ICT skills as to personal and social uses; however, as has been
suggested by several researchers (Agyei & Voogt, 2011; Harvey & Caro, 2017; Kartal et al., 2016; Le2009;
Mouza & Karchmer-Klein, 2013; Niess, 2008; Valtonen et al., 2011; Valtonen et al., 2015; Valtonen et al.,
2020), they still need systematic guidance in combining technology with their didactic skills. In other words, the
fact that they can use certain social networking sites or mobile applications deftly does not necessarily mean that
they can use technology in the best way in their instructional practices; thus, they need to be trained both about
technology and teaching with technology. In support of this, many online foreign language teaching web-sites
and applications (such as Preply, Lingoda, Duolingo, Rype, etc.) have recently emerged and gained quick
popularity, implying that foreign language teachers need to be equipped with the competences to utilize
technology in their instructional practices. It should be noted at this point that although they are not synonyms,
the terms ICT and technology have been used interchangeably throughout this research paper.

The central role played by teacher training programs in preparing pre-service teachers to effectively
utilize technology has been underscored by previous research (Boling & Beatty, 2012; Hofer & Grandgenett,
2012; Jaipal & Figg, 2010; Kwangsawad, 2016; Mouza et al., 2014; Schmidt et al., 2009; Tondeur et al., 2016;
Tondeur et al., 2020; Valtonen et al., 2017; Voogt et al., 2016; Yurdakul et al., 2012). For instance, Yurdakul et
al. (2012) assert that rather than techno-centric approach emphasizing knowledge and skills in using technology,
techno-pedagogical approach blending technology and pedagogy in practice would yield more favorable
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outcomes in teacher training. Similarly, Kwangsawad (2016) claims that pre-service teachers need to be aware
of ICT tools, how to properly use them, and how to make the best use of them pedagogically appropriate to the
content they are to teach. However, it may not be possible for all teacher training programs to attain such
perfectionistic goals. Furthermore, it has even been argued that teacher training programs have often failed to
prepare pre-service teachers sufficiently to utilize ICT tools, and mere exposure, without adequate practice
opportunities, contributes to such failure (Angeli & Valanides, 2009; Mouza & Karchmer-Klein, 2013; So &
Kim, 2009; Wang et al., 2018).

In direct contrast with this, several researchers have concluded that teacher training programs proved to
be quite effective in training pre-service teachers in terms of ICT utilization. For instance, pre-service teachers’
development of ICT utilization skills throughout their teacher training program in the USA context was handled
by Hofer and Grandgenett (2012), who found that the participants improved their skills at the end of a three-
semester MA program. Similarly, Harvey and Caro (2017) construed that explicit teaching of ICT use
throughout the teacher training program yielded favorable results. In a similar vein, Oz (2015) aimed to identify
the extent to which English language teacher training programs in Turkish context prepare pre-service teachers
in using ICT tools and concluded that, according to the perceptions of the pre-service teachers, teacher training
programs have mostly been effective. Additionally, Sarigoban et al. (2019) targeted at measuring the
technological pedagogical and content knowledge (TPACK) level of pre-service English language teachers in
Tiirkiye and observed that they regarded themselves sufficient in all sub-components of TPACK, implying that
their teacher training program prepared them satisfactorily for ICT utilization.

Tondeur et al. (2016) suggest that assisting pre-service teachers in designing ICT-rich lessons and
offering sufficient constructive feedback emerge as the main challenges for teacher training programs. In this
respect, the strategies employed by teacher training programs in training technologically competent pre-service
teachers have shown great variety and lack a coherent and consistent systematicity. Correspondingly, Tondeur et
al. (2012) have introduced and advocated a model, according to which teacher training programs should: a)
employ teacher trainers as role models, b) encourage reflection on instructional uses of technology, c) teach how
to use and integrate technology, d) foster collaboration among peers, e) offer scaffolding, and f) provide
continuous feedback. More specifically, the model specifies that teacher trainers employed by teacher training
programs should function as role models for pre-service teachers and encourage them to reflect on instructional
uses of ICT, teach how to use ICT for instructional purposes and provide continuous feedback, offer scaffolding
when necessary, and stimulate collaboration among peers with the aim of fostering peer-learning and peer-
assessment.

In this respect, the present study has employed the synthesis of qualitative evidence (SQD) scale,
developed and validated by Tondeur et al. (2016). The SQD scale is based on the suggested model and aims to
reveal pre-service teachers’ perceptions of how well their teacher training programs prepare them for effective
ICT use and the level of support they receive from their teacher training programs as to effective ICT utilization.
The SQD scale in tandem with the TPACK-practical scale has recently been employed in Turkish context by
Baran et al. (2019), who aimed to explore pre-service teachers’ perceptions of the support their teacher
education programs provide for developing their TPACK. The findings of their study demonstrated a positive
correlation between teacher education strategies and preservice teachers” TPACK; however, their study was
quantitative by its nature. On the other hand, the distinctive feature of the present study lies in the fact that the
quantitative data has been triangulated by the qualitative data collected via an open-ended survey form.
Therefore, it would be safe to argue that the present study promises to delve into the perceptions of pre-service
teachers as to ICT use more profoundly. In addition, the perceptions of pre-service teachers as to the support
they have been provided by their teacher training programs (including the specific courses offered by the
program) have been taken into consideration, leading to more reliable and relevant conclusions. As a result, the
conclusions drawn by the study may have implications for policy makers, curriculum designers, and teacher
trainers. Furthermore, the suggestions may be employed as a guide for reviewing and updating their teacher
training practices. The findings of the present study promise to enable all the stakeholders to better understand
the type(s) of support needed by pre-service teachers as to effective utilization of ICT in Turkish context. With
all these aims in mind, the present study is intended to provide answers to the following research questions:

1. What are the pre-service teachers’ perceptions toward the use of ICT strategies in their teacher training
program?

1.1. Do the pre-service teachers agree that their teacher training program has prepared them sufficiently to teach
English using ICT effectively?

1.2. What course(s) offered by the teacher training program are considered as helpful for integrating ICT into
teaching English by the pre-service teachers?



Onal 64

Methodology

The current study has been designed to identify pre-service teachers’ perceptions of how well their teacher
training programs prepare them for effective ICT use and the level of support they receive from their teacher
training programs in terms of effective ICT utilization. To achieve this aim, a convergent-parallel mixed method
design has been adopted and the data have been collected from pre-service English language teachers from a
variety of teacher training programs across Tiirkiye. The SQD scale developed by Tondeur et al. (2016) has
been employed for the collection of quantitative data and an open-ended survey form designed by the researcher
has been utilized for the collection of qualitative data. Further information as to the design of the research,
participants, data collection tools and processes has been presented in the following sections of the article.

Research Design

This mixed methods study has been conducted to address pre-service teachers’ perceptions of how well their
teacher training programs prepare them for effective ICT use in their instructional practices and the level of
support they receive from their teacher training programs in terms of effective ICT utilization. In line with this
aim, a convergent-parallel mixed methods design has been employed. Both qualitative and quantitative data
have been collected, merged and interpreted in a convergent-parallel mixed methods design to gather
complementary data on a specific phenomenon at the same time (Creswell, 2012). To be more precise,
qualitative and quantitative data are collected and analyzed separately, but at the same time, to provide multiple
perspectives on the focus of the study (Creswell, 2012; Edmonds & Kennedy, 2017). As has been suggested by
Creswell (2012), the researcher aimed to improve the impact of the study by collecting and combining different
types of data bearing on the same phenomenon and consolidate the reliability and validity of the research via the
triangulation of data.

Participants

The present study has adopted the technique of convenience sampling (Dérnyei, 2007; Nunan, 1992) as the
participants have been included within the study due to their convenient proximity and accessibility to the
researcher. Demographic information as to the participants of the study has been presented in Table 1.

Table 1. Demographic information of the participants

Number of Participants

University Female Male Total University %
Stileyman Demirel Univ. 20 13 33 17,3
Necmettin Erbakan Univ. 10 7 17 8,9
Yozgat Bozok Univ. 13 5 18 9,5
Ondokuz Mayis Univ. 15 9 24 12,5
Pamukkale Univ. 18 8 26 13,6
Alanya Alaaddin Keykubat Univ. 10 7 17 8,9
Bayburt Univ. 11 6 17 8,9
Amasya Univ. 12 6 18 9,5
Trabzon Univ. 13 8 21 10,9
Total 122 69 191 100

As can be seen in Table 1., a total of 191 pre-service English language teachers studying at 9 different
teacher training programs across Tiirkiye participated in the study. 122 female and 69 male pre-service English
language teachers were accessed in the study, and it can be argued that a representative sample of participants
has been included in terms of gender distribution.

Data Collection Tools

Though there are a multitude of instruments that can be used to rate pre-/in-service teachers’ ICT utilization
skills and practices (Baser et al., 2016; Chien et al., 2012; Kartal et al., 2016; Schmid et al., 2020; 2021;
Schmidt et al., 2009; Valtonen et al., 2017; Valtonen et al., 2020; Yeh et al., 2014; Yurdakul et al., 2012), the
Synthesis of Qualitative Evidence (SQD) scale, developed and validated by Tondeur et al. (2016), has been
adopted within the study for the collection of quantitative data since it specifically focuses on the contribution of
teacher training programs to the development of pre-service teachers’ ICT utilization skills and practices. More
specifically, Tondeur et al. (2016) developed the SQD scale with the aim of revealing the extent of support and
training offered by teacher training programs from the viewpoint of pre-service teachers in terms of utilization
of ICT tools in their instructional practices. The items of the SQD scale are based upon the inner circle of the
SQD model that lists effective strategies for ICT use in instructional practices (Tondeur et al., 2012) as well as a
synthesis of 19 qualitative studies and the SQD scale is argued to demonstrate highly satisfactory psychometric
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properties in that the reliability and validity of the SQD scale were confirmed via the analysis of the data
gathered from 688 pre-service teachers in Belgium context (Tondeur et al., 2016). To be more precise, the SQD
scale involves 24 items that are rated on a 6-point Likert-type scale (ranging from 1: totally disagree to 6:
totally agree) and clustered around 6 key factors at micro and institutional levels (1: role model [ROL], 2:
reflection [REF], 3: instructional design [DES], 4: collaboration [COL], 5: authentic experiences [AUT], 6:
feedback [FEE]). The items under the role model factor focus on pre-service teachers’ exposure to good samples
of ICT use by their teacher trainers/professors. Likewise, the items under the reflection factor emphasize the
pre-service teachers’ opportunity to reflect on and discuss the role of ICT in education. The items under the
instructional design factor deal with pre-service teachers’ employment of ICT in their instructional design. In a
similar fashion, the items under the collaboration factor highlight the need for cooperation between and among
the pre-service teachers in their endeavors to make the best use of ICT in their instructional practices. The items
under the authentic experiences factor cluster around the pre-service teachers’ use of ICT in their classroom
experiences such as microteaching and practicum. Finally, the items under the feedback factor delve into the
quality, quantity, and continuity of feedback pre-service teachers receive from their trainers/professors.
Considering the scope of the factors and items, it would be justified to argue that the SQD scale is sufficiently
comprehensive to pinpoint pre-service teachers’ perceptions of how well their teacher training programs prepare
them for effective ICT use and the level of support they receive from their teacher training programs as to
effective ICT utilization.

In support of this, the reliability of the overall scale (Cronbach’s a = .98) as well as the individual
factors of the scale (ROL: a. = .91, REF: o.=.89, DES: a.=.90, COL: o.=.87, AUT: a.= .83, FEE: a = .93) have
been computed by Tondeur et al. (2016). The items of the original SQD scale were in English and as the
participants of the present study are pre-service English language teachers, the SQD scale has been implemented
without any changes. According to the results of the reliability analysis conducted for the present study, the
overall SQD scale (a0 = .91) as well as the factors (ROL: a = .87, REF: a = .84, DES: a = .89, COL: a = .85,
AUT: o= .82, FEE: a = .91) proved to be highly reliable.

As for the collection of the qualitative data, an open-ended survey form (consisting of two open-ended
questions [1: Do you think that your teacher training program has prepared you sufficiently to teach English
using ICT effectively? Why?, 2: What courses you have taken throughout your teacher training program do you
consider as useful for teaching English using ICT effectively?]) has been produced by the researcher and
attached at the end of the SQD scale. The views of two colleagues as to the suitability and comprehensibility of
the open-ended questions for the SQD scale have been granted prior to the implementation of the study. As a
next step, the participants have been requested to answer these questions in a wholehearted manner. The
underlying reason for the collection of qualitative data is to confirm or deny the findings offered by the
quantitative data analyses and delve more into the perceptions of the participants as to the main aim of the
research.

Data Collection Process

The data collection process for this study started in April, 2023, subsequent to the approval of Siileyman
Demirel University Ethics Council (March 22, 2023/134-7), and ended at the end of May, 2023. The data
collection tools have been uploaded on an online platform (forms.google.com) and the link has been shared with
the pre-service English language teachers through their advisors because online education has been adopted by
higher education institutions across Tiirkiye at that period. The participants have been informed about the
content as well as the aim of the study in detail and their consents have been gathered before they have been
requested to participate in the study.

Data Analysis

Both quantitative and qualitative data have been collected in this mixed methods study. For the analysis of
quantitative data, descriptive analyses such as mean score, percentage, standard deviation and score category
breakdown have been computed and the results have been presented in tables. Likewise, qualitative data
collected through the open-ended survey form has been analyzed employing the thematic analysis technique,
which enables the identification of significant codes and categories emerging from the raw data (Boyatzis,
1998). More specifically, the researcher engaged himself with the relevant literature, the nature of the research
questions and his professional experience along with the collected data. To make sure that representative codes
and categories have been identified reliably and consistently, the data have been read, reread, overviewed, and
annotated systematically through manual coding (O'leary, 2004). Consequently, the findings of the thematic
analysis have been presented via the interpretations of the researcher along with the verbatim quotations of the
participants’ responses. As the study has been conducted by a single researcher, inter-rater/-coder reliability
computations have been ignored, which can be regarded as a limitation of the study.
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Ethics Approval

The current study has been conducted after the approval of Siileyman Demirel University Ethics Council (March
22, 2023/134-7) was granted.

Findings

1. What are the pre-service teachers’ perceptions toward the use of ICT strategies in their teacher
training program?

The first — and the main — research question of the study aims to reveal the perceptions of pre-service teachers as
to the use of ICT strategies in their teacher training program. In this respect, quantitative data have been
collected and analyzed employing descriptive analyses such as mean score, percentage, standard deviation, and
score category breakdown. The results of the analyses can be seen in Table 2.

Table 2. Descriptive statistics for SQD and its factors

Factors*/SQD N X Score Category Percentage of sd
Breakdown** scores (%)

ROL 191 2.787 Slightly disagree ~ 46.45 .82
REF 191 2.670 Slightly disagree  44.5 .78
DES 191 2.745 Slightly disagree  45.75 .95
CcoL 191 2.785 Slightly disagree  46.41 .94
AUT 191  2.798 Slightly disagree  46.63 .84
FEE 191  2.593 Disagree 43.21 .75
SQD 191 2.720 Slightly disagree  45.33 .85

*Factors of the SQD: ROL: Role Model; REF: Reflection; DES: Instructional Design; COL: Collaboration; AUT: Authentic Experiences;
FEE: Feedback.

**Score category breakdown has been computed as: 1.00-1.83: totally disagree; 1.84-2.66: disagree; 2.67-3.50: slightly disagree; 3.60-4.33:
slightly agree; 4.34-5.16: agree; 5.17-6.00: totally agree.

As can be inferred from Table 2., the participants slightly disagree (X=2,72) that their teacher training
program sufficiently prepares them for effective ICT use and the level of support they receive from their teacher
training programs in terms of effective ICT integration is satisfactory. More specifically, the participants of the
study slightly disagree with the ROL (X=2,78), REF (X=2,67), DES (X=2,74), COL (X=2,78), AUT (X=2,79)
and disagree with the FEE (X=2,59) factors. In other words, according to the perceptions of the participants,
teacher training programs fail to employ teacher trainers as role models, encourage reflection on instructional
uses of technology, teach how to use and integrate technology, foster collaboration among peers, offer
scaffolding, and provide continuous feedback.

Do the pre-service teachers think that their teacher training program has prepared them sufficiently to teach
English using ICT effectively?

The first sub-research question of the study aims to reveal whether pre-service teachers think that their teacher
training program has prepared them sufficiently to teach English using ICT effectively. In an effort to answer
this research question, qualitative data has been collected through an open-ended survey form and analyzed via
the thematic analysis technique. The findings of the thematic analysis, including categories, codes, frequencies,
and percentages, have been presented in Table 3.

Table 3. Categories and codes for teacher training programs

category 1% code 1%
Lack of role models 47124
Do you think Gap between theory and practice ~ 53/28
that your Insufficient training & 63/33
teacher insufficient  109/57 coursework
training Lack of feedback 51/26
program has Lack of technological equipment  46/24
prepared you Lack of practice opportunities 65/34
sufficiently to Support offered by the professors  34/18
teach English Relevant coursework 38/20
using ICT sufficient 82/43 Microteachings & Practicum 48/25
effectively? Getting feedback 37/19

Observing good examples 40/20
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As can be inferred from Table 3., 57% (n=109) of the participants have reported that their teacher
training program has failed to prepare them sufficiently to teach English using ICT effectively whereas 43%
(n=82) of the participants assume that their teacher training program has prepared them sufficiently to teach
English using ICT effectively. The participants have stated that lack of role models (n=47), gap between theory
and practice (n=53), insufficient training & coursework (n=63), lack of feedback (n=51), lack of technological
equipment (n=46), and lack of practice opportunities (n=65) contribute to their teacher training programs’
failure to prepare them sufficiently to teach English using ICT effectively. For instance, the participants reported
that their professors have failed to be good role models for them in terms of ICT utilization (PST3: Our
professors ask for help when integrating technology [for example when they are using the smart boards], and
they expect us to use them effectively. This is nonsense.). In a similar vein, some of the participants referred to
the gap between theory and practice (PST9: We learn about how to teach with technology, but we are not
exposed to any practice in terms of integrating technology.) and called for more opportunities to allow them to
transform what they have learned into observable practices. In addition, insufficient training and coursework
emerged as another weakness of their teacher training program (PST12: We did not take any courses that
focused on teaching English using technology.).

On the other hand, the participants who suppose that their teacher training program has prepared them
sufficiently to teach English using ICT effectively based their answers on reasons such as support offered by the
professors (n=34), relevant coursework (n=38), microteachings & practicum (n=48), getting feedback (n=37),
and observing good examples (n=40). More precisely, some of the participants expressed their satisfaction in
terms of the support offered by their professors (PST19: Our professors encouraged us to make the best use of
technology while we were designing/conducting our classes.). On the surface, this finding may seem
contradictory because some of the participants complain that their professors failed to act as role models in
terms of ICT use. In contrast, some other participants appreciate the support offered by their professors as to
ICT utilization. However, as the participants of the present study involved 9 different teacher training programs
across Tiirkiye, this seemingly contradictory finding may be attributed to local variations among teacher training
programs across the country. Similarly, some of the participants have stated that relevant coursework provided
by their teacher training program contributed to their ICT utilization skills (PST22: | think that some of the
courses | took contributed greatly to my ICT integration skills.), paying special attention to the courses that
include practice components (PST33: In some of our courses, we are required to conduct microteachings and,
in our final year, we complete our practicum. I think that we get the chance to apply what we learned thanks to
these courses.). In direct contrast to the findings of the quantitative data presented above, some of the
participants report that such practice-based courses assisted them in developing their ICT utilization skills
through the feedback they or their peers received (PST41: When I observe my classmates’ microteachings and
practicum teaching sessions, | take note of good activities designed by them. | sometimes design similar
activities in my own teachings. / PST24: Our professors or mentor teacher give feedback to my classmates after
they do their microteachings or practicum lessons. | also pay attention to the feedback and try to avoid making
similar mistakes in my future teachings.). As can be inferred from these findings, there are seemingly conflicting
perceptions, which can be attributed to local and/or institutional variations; nonetheless, it is clear that the
participants opine that the gap between theory and practice, and lack of role models, training & coursework,
feedback, technological equipment, and practice opportunities contribute to their negative perceptions. In
addition, the participants appreciate the support offered by the professors, and the benefits of relevant
coursework, microteachings & practicum, getting feedback and observing good examples.

What course(s) offered by the teacher training program are considered as helpful for integrating ICT into
teaching English by the pre-service teachers?

The second sub-research question of the research intends to identify the courses offered by the teacher training
program that are considered as helpful and useful for utilizing ICT in teaching English by the pre-service
English language teachers. In this respect, qualitative data has been collected and analyzed. The findings of the
thematic analysis, including categories, codes, frequencies and percentages, have been presented in Table 4.

Table 4. Findings of the thematic analysis for the courses

category 1% code 1%
What courses - None of the 102/53 None of the courses 102/53
offered by courses
%/rc;?r:i;e;cher Practicum 69/36
Some of the Teaching of English
program do courses 89/a7 Language Skills 60/31

you consider Teaching English to Young 58/30
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as helpful for Learners

integrating Teaching of Integrated 56/29

ICT into Language Skills

teaching Materials Development 45/24

English? Instructional Technologies 44/23
Microteaching 43/23

As can be inferred from Table 4., 53% (n=102) of the participants think that none of the courses offered
by their teacher training program has been helpful for the utilization of ICT tools in teaching English. In
contrast, 47% (n=89) of the participants have reported that some of the courses they have taken throughout their
teacher training program have contributed to their ICT utilization skills in teaching English. More precisely, the
participants opine that several courses they have taken throughout their teacher training program such as
practicum (n=69), teaching of English language skills (n=60), teaching English to young learners (n=58),
teaching of integrated language skills (n=56), materials development (n=45), instructional technologies (n=44),
and microteaching (n=43) have helped them to embed ICT into teaching English effectively. Additionally, some
of the participants asserted that the individual professor, rather than the name of the specific course, may be
more influential in terms of ICT use (PST17: In terms of integration of ICT, | think that what matters is the
professor. For example, one of our professors casted the screen of his smart phone on the smart board, which
was novel for me. Then, | learned that it was possible to cast the screen of your smart phone on the smart board.
This happened in our academic reading class.).

Discussion

The findings of the study clearly indicate that, as has been confirmed by the statements of the pre-service
teachers, the level of support they have received from their teacher training programs in terms of effective ICT
use is not satisfactory and they slightly disagree that their teacher training program sufficiently prepares them
for effective ICT utilization. Put differently, they suppose that teacher training programs fail to employ teacher
trainers as role models, encourage reflection on instructional uses of ICT, teach how to use and integrate ICT
tools, foster collaboration among peers, offer scaffolding, and provide continuous feedback in terms of ICT use.
Baran et al. (2019) used the same data collection tool in Turkish context with pre-service teachers from three
different state universities and observed that the most commonly utilized strategies were reflection and modeling
whereas feedback and instructional design strategies received the lowest scores. However, the current study
reveals that all the strategies covered by the SQD scale received low scores and the participants either disagreed
or slightly disagreed with the strategies offered by their teacher training institutions. In a similar fashion, it was
found in the study of Tondeur et al. (2016) that teacher training programs experienced several challenges in
helping pre-service teachers to construct ICT-rich lessons and offering adequate feedback. On the other hand,
Sarigoban et al. (2019)’s study concluded that Turkish pre-service teachers’ perceptions of their teacher training
programs and their ICT competencies were quite satisfactory. Likewise, Oz (2015) also reported that the teacher
training program of the participants proved to be successful in that it provided the pre-service teachers with
the necessary skills and knowledge of technology to be implemented in their practical teaching. These
conflicting conclusions drawn by different studies may be explained with reference to inter-institutional
variations among teacher training programs across the country.

In a similar sense, the findings of the qualitative data indicate that less than half of the participants
regarded their teacher training programs as satisfactory in terms of teaching English using ICT effectively. To
start with, the participants have stated that a lack of role models contributes to this failure. Regardless of the
level they are teaching, teacher trainers/professors should keep up with the latest technology and benefit from it
in their classrooms. In this respect, Kwangsawad (2016) claims that teacher trainers should display the
responsibility of acting as models of technology integration. Likewise, Kaufman (2015) maintains that in order
for pre-service teachers to combine technology with their instructional practices, teacher trainers themselves
should act as role models to encourage them. Furthermore, the participants have referred to the gap between
theory and practice, implying that pre-service teachers need to be allowed and encouraged to make use of ICT in
their practice-based courses such as microteaching and practicum. This imbalance between theory and practice
has been underscored by previous research (Coskun & Daloglu, 2010; Kilic, 2010) and the need to increase the
amount of practice-based courses have been frequently recommended. Additionally, many of the pre-service
teachers assume that they have not had enough training and/or coursework to effectively utilize ICT tools, which
comes to mean that the curricula of teacher training programs need a comprehensive revision. This revision
should include supplementing more practice-based courses that encourage effective ICT use in their content.

The participants that state their pre-service teacher training program has prepared them sufficiently for
the utilization of ICT in their instruction maintain that they have received the necessary support and
encouragement from their professors. This finding may appear contradictory since some of the participants
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regard their teacher training programs as satisfactory whereas others consider them unsatisfactory. As an
explanation, it can be argued that there are variations in terms of curricula among different teacher training
programs across the country, and this inter-institutional diversity may contribute to this inconsistency.
Moreover, even within the same teacher training program, the same course can be given by different professors
and a variation in terms of ICT use can also be observed between different professors, which may also lead to
this discrepancy. In this respect, some of the participants have reported that they have taken relevant courses to
enable them to effectively use ICT in their instruction. To be more precise, the pre-service teachers have
referred to the positive impact of practice-based components (such as microteachings and practicum) of their
teacher training programs. In such practice-based courses, pre-service teachers get the chance to observe their
peers and benefit from the feedback offered to not only themselves but their peers as well. In this regard, it
would be justified to argue that pre-service teachers should be provided with more opportunities to apply what
they have learned through more frequent and extensive microteachings/practicum courses.

As for the courses offered by the teacher training programs, a slight majority of the pre-service teachers
maintain that none of the courses offered by their teacher training program has been helpful for utilizing ICT
tools in teaching English. This can also be interpreted as a clear indication of the need to revise and update the
curricula of teacher training programs and install more courses that focus on practice components. On the other
hand, some of the pre-service teachers have stated that courses they have taken throughout their teacher training
program such as practicum, teaching of English language skills, teaching English to young learners, teaching of
integrated language skills, materials development, instructional technologies, and microteaching have helped
them to use ICT in teaching English effectively. As can be understood from the responses of the participants,
courses that involve practice components have been considered to be more helpful for the utilization of ICT in
teaching English. It should not go without saying that, for some of the participants, the professor rather than the
course itself is a determinant for the effective utilization of ICT. This statement corroborates the fact that a
professor/teacher can guide his/her learners in using technology (by him-herself employing technology) even
when s/he is teaching something not so related to technology.

Conclusion

It would be safe to argue that pre-/in-service teachers with a high level of ICT skills can make the best use of
appropriate technologies when training their students. In this respect, the current study has aimed to address pre-
service English language teachers’ perceptions of how well their teacher training programs prepare them for
effective ICT use in their instructional practices and the level of support they receive from their teacher training
programs in terms of effective ICT utilization. Teacher training programs have been regarded as educational
mosaics involving a variety of courses, students with diverse backgrounds, and instructional support
mechanisms, implying that the analysis of these programs should be conducted at multiple points via a variety
of methods (Hofer & Grandgenett, 2012). As has been suggested by Martin (2015), teacher training programs
should feed pre-service teachers with sufficient preparation by enriching their didactic competences with
innovative instructional technologies. In support of this, it has been claimed that the latest technology needs to
be embedded into content-specific, practice-based methods courses in a holistic fashion to foster pre-service
teachers’ self-confidence and to successfully integrate technology (Baran et al., 2019; Golas, 2010; Hersh, 2013;
Mouza et al., 2014; Tondeur et al., 2016; 2020; Voogt et al., 2016; Wang et al., 2018). To achieve this, pre-
service teacher training programs need to offer intensive, coordinated, systematic, and dedicated efforts if they
are to develop pre-service teachers’ ICT utilization skills (Angeli & Valanides, 2009; Tondeur et al., 2016). This
implies that teacher training institutions need to be restructured holistically to allow for the successful
integration of content, pedagogy, and technology (So & Kim, 2009).

Consistent with the findings of the present study, it has been assumed that the knowledge and skill of
effective ICT use develops over time through long-term exposure and repeated practice, implying that teacher
training programs play the major role in offering both exposure and practice opportunities (Baran & Uygun,
2016; Mouza & Karchmer-Klein, 2013; Yeh et al., 2014). In this respect, Valanides and Angeli (2008) observed
that teachers’ self-confidence and competence in benefitting from technology increased as they gained
experience. On the other hand, Bilici et al. (2016) observed that teacher training programs in Tiirkiye generally
train pre-service teachers in using word processing software and basic internet usage, which is hardly sufficient
for preparing them to make the best use of ICT tools. It should also be noted at this point that what pre-service
teachers learn today may soon become obsolete as the pace of technological innovations is surprisingly rapid.
Consequently, Mouza and Karchmer-Klein (2013) underscore the necessity of continuous professional
development in ICT use by referring to the unstable and constantly changing nature of technology, which
requires teachers to keep up with innovations in software and hardware. Therefore, effective ICT utilization
should not be a concern just for pre-service teachers and in-service teachers should also keep up with the latest
technology through in-service trainings designed with this aim in mind.
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Suggestions

As a final note, the data was collected through the SQD scale and an open-ended survey within the study; thus,
the source of the data was the participants’ self-perceptions rather than actual observations of their field
performances. Accordingly, a limitation of collecting data via self-report surveys is that even though they
provide significant insights in a quick and cost-effective manner (Akyuz, 2018; Baser et al., 2016), participants’
self-perceptions only reflect their beliefs or attitudes (Agyei & Voogt, 2011) and may not match with their
actual implementations (Koh, 2013; Schmid et al., 2021); therefore, as a suggestion, further studies may also
involve observations of the participants’ practices to reveal the congruence between their stated beliefs and
practices. Furthermore, the study was conducted by a single researcher and the analysis of the qualitative data
was implemented by a single rater, which may weaken the reliability of the study. Further studies that involve
qualitative data may employ more than one rater to enhance the reliability of the study.
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Abstract

This study examines pre-service science teachers' cognitive structures and visual images toward the perception
of scientists and engineers. The study group of the research consists of 195 students studying at a state
university in Ankara in the 2023-2024 academic year. The survey model, one of the quantitative research
methods, was used in the study. The study data were collected with an open-ended question about scientist and
engineer, a Word Association Test (WAT) related to the concepts of scientist and engineer, and a draw a
scientist and draw an engineer test. The data obtained from the study were analyzed using content analysis.
Participants mainly explained the differences between scientists and engineers in their working environments.
The pre-service teachers associated scientist with the word laboratory (n=140) the most and obsessive (n=8) the
least. They associated engineer with the word machine (n=101) and physics (n=8). In the drawings, scientists
were mainly depicted as wearing lab coats, having messy hair, working in the laboratory with experimental
materials, being sad or thoughtful, wearing glasses, and being male. Notably, pre-service teachers partially
eliminate traditional ideas as the grade level increases. On the other hand, the engineer is mainly seen as a man
wearing a work apron or daily clothes, with smooth hair, beardless, working in an open area with construction
materials or motor vehicles, partially happy and thoughtful, and wearing a helmet/hat. Whether the grade level
increase changed their mind about this idea is not determined.

Keywords: Scientist, Engineer, Pre-service science teachers, Cognitive structure, Visual image
Introduction

Science and engineering are critical to economic growth, technological innovation, and sustainable
development. These two fields form the cornerstones of social progress, providing solutions that improve the
quality of life and facilitate daily life. While scientific research helps to develop new technologies and solve
applied problems by providing an understanding of the natural world, engineering meets the various needs of
society by transforming this scientific knowledge into practical applications (National Research Council, 2012;
World Economic Forum, 2020). The social perception of scientists and engineers significantly impacts their
educational processes and future career choices.

The importance of science and engineering in the education system is related to the tangible benefits of
these disciplines for individuals and societies and their potential to improve individuals' thinking and problem-
solving skills. Science and engineering education helps individuals to develop scientific thinking, analytical
skills, and creative problem-solving abilities. Science education encourages students to understand the natural
world, learn through experimentation, and solve problems using scientific methods. On the other hand,
engineering education provides opportunities for students to solve real-world problems by giving them the skills
to transform this scientific knowledge into practical applications (National Research Council, 2012). Beginnig
science and engineering education early can increase students' interest in these fields and influence their future
career choices. Education policies and teaching strategies should ensure that these disciplines are effectively
presented to students and allow students to explore their abilities and interests in these fields (OECD, 2016).

The importance of science and engineering education can be listed as follows:

1. Economic and Technological Development: Science and engineering education supports economic
growth and promotes technological progress. Scientific and engineering knowledge enables the
development of innovative products and services, which leads to competitiveness and efficiency in
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the labor market (World Economic Forum, 2020). The importance given to science and
engineering in education contributes to increasing social welfare and economic development.

2. Problem Solving and Creative Thinking: Science and engineering education equips students with
analytical thinking, creative problem-solving, and critical thinking skills. These skills help students
solve complex problems and develop innovative solutions (Linn & Eylon, 2011). Effective
representation of these areas in the education system ensures that students are prepared for the
challenges they will face in their future careers.

3. Social and Environmental Responsibility: Science and engineering education increases students'
sensitivity to social and environmental issues. These disciplines produce solutions to solve
environmental problems, increase energy efficiency, and ensure sustainable development. The
importance of these areas in education helps students understand and fulfill their social
responsibilities (Eilks & Ralle, 2012).

4. Preparing for the Future Workforce: Education in science and engineering is critical in preparing
students for the future workforce. Investments in STEM (Science, Technology, Engineering, and
Mathematics) education allow students to explore career opportunities in these fields and gain
competencies (Davis & Anderson, 2019). In particular, STEM (Science et al.) education provides
students with a broad knowledge base and skill set in science and engineering, preparing them for
future career opportunities (OECD, 2016). The fact that education systems train a highly qualified
workforce in science and engineering ensures the continuity of social development and economic
success.

Science and engineering education is vital to individuals' personal and professional development.
Representing these fields in education is critical for social and economic development. By effectively presenting
science and engineering fields, education policies and teaching strategies can increase students' interest in these
disciplines and contribute to raising competent individuals in these fields. Strengthening science and
engineering education should be a fundamental investment for future social welfare and economic success.

It is the leading occupational group. The perception of these professions in society can significantly
affect the educational process and career choices. Pre-service science teachers' cognitive structures and visual
images of these professions are decisive in their educational strategies and teaching approaches. The 2013
science curriculum emphasized inquiry-based teaching and interdisciplinary learning, which increased the
importance given to Science-Technology-Engineering-Mathematics (STEM) practices (MoNE, 2013). The 2018
science curriculum emphasizes the importance of engineering and design skills in science education, along with
science process and life skills within domain-specific skills (MoNE, 2018). Finally, the science curriculum that
came into force in 2024 adopts a teaching approach based on scientific inquiry and engineering designs to
continue this process (MoNE, 2024). Therefore, it is essential to understand how educators and students
perceive the concepts of scientists and engineers in science education and how they exhibit behaviors in this
direction.

The perceptions carried from past to present influence how pre-service teachers present science and
engineering professions to their students, which can guide students' perceptions and choices about occupations.
Understanding how pre-service teachers perceive images of scientists and engineers enables the design of
educational materials and teaching strategies more inclusively and diversely. Examining pre-service science
teachers' perceptions of “scientist” and “engineer” is essential to improving the processes of defining and
promoting these two professions in the education system.

Investigating pre-service science teachers' perceptions of science and engineering sheds light on
developing educational policies and strategies. If education policies accurately promote science and engineering
professions and teaching strategies address them from a broad perspective, it can help students discover their
abilities and interests in these fields (OECD, 2016). Accordingly, educational systems can enable students to
develop a more realistic and comprehensive understanding of science and engineering professions by allowing a
wide range of science and engineering professions to be represented.

Sub-problems of the research:
1. How are the cognitive structures of pre-service science teachers towards the concept of “scientist”?

2. How are the cognitive structures of pre-service science teachers towards the concept of “engineer”?
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3. How are the visual images of pre-service science teachers towards the concept of "scientist™?
4. How are the visual images of pre-service science teachers towards the concept of “engineer”?

While there are many studies on the perceptions of scientists in the literature, studies on the perceptions
of engineers are more recent, and research in this area is limited, especially in Tirkiye (Benli et al., 2011; Bilen
et al., 2014; Koyunlu et al., 2016). The most striking aspect of this study is that the perceptions of scientists and
engineers were examined and compared together. Although studies that examine both professions together can
be found in the foreign literature (Fralick et al., 2009; Jung & Kim, 2014; Park & Lee, 2014), there is a limited
number of studies on this topic in the Turkish literature (Giilhan & Sahin, 2018). In the literature, Fralick et al.
(2009), Jung and Kim (2014), and Park and Lee (2014) are examples of studies that investigated the perceptions
of scientists and engineers together. In a study of 1600 middle school students in the US, Fralick et al. (2009)
found that scientists are typically portrayed as wearing glasses and lab coats, while engineers are defined as
workers or laborers who use tools rather than scientists. Jung and Kim (2014) showed that elementary school
students defined scientists from a stereotypical perspective and perceived engineers as "people who design
robots, computers, and airplanes" wearing regular clothes. Park and Lee (2014) conducted a study with 512
sixth-grade students in South Korea. They found that students perceived engineers as people who "repair, build,
manufacture, work outdoors in work clothes” and characterized them as less intelligent and creative than
scientists. It should be noted that most studies have been conducted with middle school students. In this context,
it is believed that this study, which examines pre-service science teachers' cognitive structures and visual images
concerning the perception of 'scientist and engineer’, will fill a significant gap in the literature.

Method
Research Design

In this study, the cognitive structures and visual images of pre-service science teachers' perceptions of “scientist
and engineer” were examined, and the survey model, one of the quantitative research methods, was used. The
survey model is an approach that defines a situation in the past or present in its current state and covers the
processes that are applied to ensure learning and the development of desired behaviors in individuals. In this
model, a survey is conducted on the entire population, or a sample is selected to make a general assessment of a
large group (Karasar, 2011).

Sample

A convenience sampling method, one of the non-randomized study methods, was used to determine the study
group (Fraenkel & Wallen, 2006). In this context, the demographic characteristics of the study group are shown
in Table 1.

Table 1. Demographic characteristics of the study group

Grade Level Gender
Female Male Total
N % N % N %

Grade 1 26 86.67 4 13.33 30 100
Grade 2 54 90.00 6 10.00 60 100
Grade 3 42 93.33 3 6.67 45 100
Grade 4 53 88.33 7 11.67 60 100
Total 175 89.74 20 10.26 195 100

Examining Table 1, it can be seen that the study group in the research consists of 195 pre-service
science teachers (Ngrader = 30, Ngrade2 = 60, Ngrade3 = 45, Ngrades = 60). It can be seen that 89.74% of the pre-service
teachers were female students, and 10.26% were male students.

Data Collection Tool

The data for this study, which investigated the cognitive structures and visual images of pre-service science
teachers' perceptions of scientists and engineers, were collected using qualitative data collection tools. The study
data were obtained through an open-ended question about the fields of study of scientists and engineers, a
scientist Word Association Test (WAT), an engineer Word Association Test (WAT), a scientist drawing test,
and an engineer drawing test.
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Open-ended Questions about Scientist and Engineer

One of this study's qualitative data collection tools is the open-ended question directed to the pre-service science
teachers. In the study, an open-ended question prepared by the researchers was directed to determine pre-service
science teachers' views on the concepts of scientist and engineer. The researchers conducted a literature review
and prepared a form as a data collection tool. To ensure the internal and external validity of the open-ended
question, the opinions of a field expert and a language expert were taken. The finalized open-ended question
was applied face-to-face as a form to the pre-service science teachers in the study group. The participants were
asked about the working areas of scientists and engineers and were expected to answer the question within 20
minutes. The pre-service teachers wrote their answers on this form. The ‘scientist and engineer’ question was
asked to evaluate the cognitive structures of pre-service teachers about the characteristics of scientists and
engineers. With the open-ended question, pre-service teachers could freely express their cognitive structures,
experiences, and opinions. This situation allowed the researcher to obtain in-depth and rich data.

Scientist and Engineer Word Association Test

Word association tests aim to reveal the cognitive networks in students' minds. They assess the adequacy and
salience of concepts in long-term memory, examine the accuracy of connections between concepts, and
visualize conceptual relationships. They can also be used to compare how new information is related to existing
information and to compare initial and final word associations (Ercan et al., 2010). Some rules should be
followed when using the word association test. According to Bahar and Ozatli (2003), the concepts to be tested
should be presented in an appropriate number of rows. The opposite side of each concept is left blank, and the
student is expected to write the word that this concept evokes. The time given can vary between 30 seconds and
1 minute, depending on the average age of the group, and should be shorter as the age increases. If more than
one concept is to be questioned, a separate sheet of paper should be provided. Otherwise, the other concepts may
influence the answers as the students will see them together. Therefore, the concepts should be presented
individually in the presence of a supervisor, and the next concept should be introduced when the time is up.

In this study, the cognitive perceptions of pre-service teachers were examined through the critical
concepts of scientists and engineers, and categories were formed based on the frequency distribution of concepts
associated with the key concepts. Each key concept was given 30 seconds. Participants were asked to write five
words that came to mind within 30 seconds for each key concept in the blank space opposite the critical word.
Since Bahar and Ozatli (2003) suggested that the administration time of the Word Association Test (WAT)
could vary between 30 seconds and 1 minute depending on the average age of the group and that the time should
be shorter as the age increases, the recommended time was minimized. The test was administered to the pre-
service teachers.

Draw a Scientist Test and Draw an Engineer Test

In this study, to investigate the visual image of scientists and engineers in the minds of pre-service teachers, they
were asked to draw a picture. The students were given 30 minutes to do this, with guidance. The Draw a
Scientist Test developed by Chambers (1983) and the Draw an Engineer Test developed by Knight and
Cunningham (2004) were used as data collection instruments.

The Draw a Scientist Test is a one-question instrument used to assess the perception of a scientist.
Chambers tested this scale with students from kindergarten to fifth grade. The test is analyzed according to the
drawings' presence or absence of certain elements. The analysis criteria Chambers (1983) identified include
gender, clothing, research tools, and research environment. Schibeci and Sorensen (1983) examined the
reliability of this scale and found an inter-coder agreement rate of between 0.78 and 0.98. These results suggest
that the scale is valid and reliable for measuring scientists' perceptions.

The Draw an Engineer Test is another one-question instrument designed to assess the perceptions of
engineers. The test was administered to 384 students from third to twelfth grade (Knight & Cunningham, 2004).
Karatas (2017) analyzed the test results based on four criteria: appearance, objects, tasks, and work environment
of engineers, focusing on sixth-grade students. In the study, document analysis was employed for data analysis,
and field experts reviewed the results. Pre-service teachers participating in the study were asked to draw an
image of an engineer within a given timeframe.

Data Analysis

The data obtained in the study were analyzed using qualitative data analysis. Qualitative data were analyzed by
using the steps of the content analysis method. The purpose of content analysis is to interpret similar data by
systematically bringing them together. According to Yildirim and Simsek (2021), qualitative data are analyzed
in four stages in content analysis. These stages are coding the data, finding themes and sub-themes, organizing
the data according to the codes and themes, and interpreting the findings. The answers given to the tests and the
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drawings were transferred verbatim. In order to ensure the consistency of the research, two field experts coded
the data simultaneously and reached a consensus. This study transferred participants' test responses and
drawings without modification to maintain authenticity. To ensure the reliability of the analysis, two field
experts independently coded the data. Any discrepancies were resolved through discussion, achieving consensus
and strengthening the study's consistency.

Participants were assigned special numbers as P; for pre-service teacher 1 and P, for pre-service
teacher 2. The open coding method was used in the qualitative data analysis to identify standard codes and
categories from the data. Irrelevant codes and categories were excluded before the analysis was completed.
Inductive analysis was the preferred method of content analysis. The researchers labeled and analyzed the data
using relevant quotations for the identified categories. The stages of inductive content analysis included
planning, coding the data, determining the categories, and interpreting the findings (Yildirim & Simsek, 2021).

The framework for analysis was developed using categories, codes, and representative statements. Each
researcher coded the data independently. The 'agreement' and 'disagreement' levels between the researchers were
identified and documented. Miles and Huberman (2015) proposed the formula reliability = agreement /
(agreement + disagreement) to assess the consistency between researchers. Using this formula, the reliability of
the two coders was calculated to be 0.90, 0.88, and 0.89 for open-ended questions, word association tests, and
drawings, respectively. In qualitative research, a minimum agreement level of .80 between researchers and
experts is required to ensure reliability (Creswell, 2013). The coding process for the pre-service teacher's
opinion was as follows: appropriate code(s) were identified for the pre-service teachers' statement, and these
codes were categorized accordingly. For example, the pre-service teacher's statement, 'Scientists conduct
experiments and make discoveries in laboratories, while engineers work in the field to produce,’ was coded
under the category 'work environments'.

Validity and Reliability of the Study

Data diversity played an important role in ensuring the validity and reliability of the study (Yildirim & Simsek,
2021). Various data sources were used, including participants' responses to open-ended questions, word
association tests, and student drawings. The researcher's role was closely aligned with the field, allowing for
direct observation, direct data collection, and communication with participants when necessary to clarify
ambiguities, increasing the study's validity. In addition, the findings were presented in detail, explicitly
incorporating the participants' perspectives so that the results could be generalized to similar studies and
contexts. To ensure reliability, the researchers analyzed the data independently, minimizing inconsistencies in
codes and categories. Their previous experience contributed positively to the study's data collection, analysis,
and overall conduct. Participants' opinions and drawings were analyzed and explained in detail throughout the
research. Direct quotations from participants' views were included to ensure the findings were presented clearly
and comprehensively.

Ethics approval

Gazi University Social and Human Sciences Ethics Committee granted the ethics committee approval of this
study with the decision dated 27.02.2024 and numbered 4.

Findings

Open-Ended Question Regarding the Concepts of Scientist and Engineer

The results of the content analysis of pre-service science teachers' responses to the open-ended question about
how they explain the terms ‘scientist” and ‘engineer’ are presented in Table 2.

Table 2. Content analysis results regarding the open-ended question on the concept of scientist and engineer
Categories Frequency (f)  Percentage (%) Sample Answers

Study environments 56 28 Scientists ~ conduct  experiments  and
discoveries in the laboratory, while engineers
produce in the field.

Reasons for 36 18 Scientists try to understand nature and the

studying universe and discover new information, while
engineers solve problems.

Modes of study 36 18 Scientists try to prove ideas by testing them,

while engineers try to benefit people and make
their lives easier.
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Fields of study 28 14 Scientists have broader fields of study, while
engineers have narrower fields related to
mathematics and technology.

Study roles 24 12 Scientists deal with things that have not yet
been found, while engineers design.

Study methods 20 10 Scientists make inventions; engineers bring
them to life.

Total 200 100

An analysis of Table 2 shows that the pre-service science teachers' responses to the concepts of
'scientist’ and 'engineer’ can be grouped into six categories. Participants mainly explained the differences
between scientists and engineers regarding their working environment.

Word Association Test Regarding the Concept of Scientist

The results of the word association test regarding pre-service science teachers' responses to the concept of
'scientist' are presented in Table 3.

Table 3. Content analysis results for the word association test on the concept of scientist

Categories Concepts Frequency The total frequency  Percentage
() of the category (%)

Scientist as a Researcher 80 160 26,66
feature Questioner 28

Discoverer 24

Genius 12

Curious 8

Obsessed 8
Scientist as a Science 44 116 19,33
field Physics 24

Chemistry 20

Biology 16

Mathematics 12
Scientist as a Laboratory 151 272 45,33
study environment Study room/Office 52

Nature 49

Library 20
Scientist as a Einstein 24 52 8,68
noun (individual) Aziz Sancar 20

Madame Curie 8
Total 600 100

Looking at Table 3, the pre-service teachers' responses to the word association test regarding the
concept of scientist are grouped into four categories: scientist as a trait, scientist as a field of study, scientist as a
work environment, and scientist as a noun. The pre-service teachers associated the word scientist most with the
word laboratory (n=151) and least with the word obsessive (n=8).

Word Association Test Regarding the Concept of Engineer

The results of the pre-service teachers' responses to the word association test regarding the concept of
engineering are presented in Table 4.

Table 4. Content analysis results regarding the word association test regarding the concept of engineer

Categories Concepts Frequency The total frequency  Percentage
()] of the category (%)

Engineer as a Technology 99 390 40,24
process/activity Invention 98

Product 82

Design 66

Problem 45
Engineer as a field of ~ Machinery 101 410 42,31

study Electrical 93
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Computer 89
Construction 66
Agriculture 42
Chemistry 11
Physics 8
Engineer as a feature ~ Thinking 60 169 17,45
Solving 51
Analytical 38
Producing 20
Total 969 100

Looking at Table 4, the pre-service science teachers' responses to the word association test regarding
the concept of engineering are grouped into three categories (engineer as a process/activity, engineer as a field
of study, and engineer as a characteristic). The pre-service teachers associated the word engineer most with the
word machine (n=101) and least with the word physics (n=8).

Student Drawings Regarding the Concept of Scientist

The results of the pre-service science teachers' student drawings on the concept of scientist are presented in

Table 5.
Table 5. Content analysis results for drawings related to the concept of scientist
Checklist Grade 1 Grade 2 Grade 3 Grade 4 Total
f % f % f % f % f %

] Laboratory coat 21 25 28 33.33 19 22.61 16 19.04 84 100
Clothing Suit 1 5 6 30 5 25 8 40 20 100
features Causal/Sport 3 1875 4 25 4 25 5 31.25 16 100

Unspecified 5 6.66 22 29.33 17 22.66 31 41.33 75 100
Head region Messy hair 15 30 14 28 11 22 10 20 50 100
features Well-groomed hair 5 7.93 20 31.74 16 25.39 22 34.92 63 100
Hairless 10 219 26 3170 18 2195 28 3414 82 100
Facial region Bearded 12 20.68 14 24.13 20 34.48 12 20.68 58 100
features Beardless 18 1313 46 33.57 25 18.24 48 35.03 137 100
Human 2 18.18 3 27.27 4 36.36 2 18.18 11 100
Animal 3 21.42 3 21.42 3 21.42 5 35.74 14 100
Plant 2 14.28 3 21.42 3 21.42 6 42.85 14 100
Chemical experimental 21 14.89 43 30.49 33 23.40 44 31.20 141 100
Other materials
pictures Te_Iephone - - - - - - - - - -
drawn with Microscope 1 25 2 50 - - 1 25 4 100
the scientist 1 elescope 1 25 1 25 2 50 - - 4 100
Electrical materials - - - - - - - - - -
Food ingredients - - - - - - - - - -
Airplane, car, etc. - - - - - - - - - -
Computer - - 2 100 - - - - 2 100
Book - - 2 66.66 - - 1 33.33 3 100
No other picture with the - - 1 50 - - 1 50 2 100
scientist
Female 8 12.30 19 29.23 16 24.61 22 33.84 65 100
Gender Male 16 20.77 25 32.46 16 20.77 20 25.97 77 100
**Gender unclear 6 11.32 16 30.18 13 24.52 18 33.96 53 100
Laboratory 21 15 42 30 33 23.57 44 31.42 140 100
Workroom 4 44.44 - - 2 22.22 3 33.33 9 100
Working Home - - - - - - - - -
environment  poract : ) : : ; ; R ; R )
Space - - - - 1 100 - - 1 100
Location not specified 5 11.11 18 40 9 20 13 28.89 45 100
Happy 5 10.41 10 20.83 12 25 21 43.75 48 100
Angry - - - - - - - - - -
Facial ) Grumpy - - - - - - - - - -
EXPIEsSIon  gaq 8 2424 9 27121 4 1212 12 3636 33 100
Thoughtful 9 16.36 21 38.18 8 14.54 17 30.90 55 100
Unidentified facial expression 8 18.18 20 45.45 6 13.63 10 22.72 44 100
Glasses 12 18.18 18 27.27 20 30.30 16 24.24 66 100

Hat/Cap



Benli Ozdemir, Sahingéz & Géksii Tasdelen

Accessories  Necklace/Earrings/Hair - - - - - - - - -
Buckle/Belt/Tie/Collar R
Handkerchief/Badge/Cloak/Scarf

Accessories not specified 18 13.95 42 32.55 25 19.37 44 34.10 129

80

100

When Table 5 is analyzed, it is seen that the pre-service teachers mostly drew the scientist as a man in a
lab coat, with unkempt hair, working in the laboratory with experimental materials, sad or thoughtful, wearing
glasses and a beardless. Notably, as the grade level increases, pre-service teachers partially get rid of this

ordinary way of thinking.

Some examples of the pictures the pre-service science teachers drew on the concept of scientists are

presented below.

Figure 1. Examples of drawings by pre-service teachers regarding the concept of a scientist

Student Drawings Findings Regarding the Concept of Engineer

The results of the pre-service science teachers' student drawings on the concept of engineering are presented in

Table 6.
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Table 6. Content analysis results for drawings related to the concept of engineer
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Checklist Grade 1 Grade 2 Grade 3 Grade 4 Total
f % f % f % f % f %
Work apron 14 16.27 25 29.06 20 23.25 27 31.39 86 100
Clothing Suit - - - - - - - - - -
features Causal/Sport 10 13.88 20 27.77 18 25 24 33.33 72 100
Unspecified 6 16.21 15 40.54 7 18.91 9 24.32 37 100
Head region  Messy hair 14 15.73 24 26.96 23 25.84 28 31.46 89 100
features Well-groomed hair 13 19.40 20 29.85 12 17.91 22 32.83 67 100
Hairless 3 7.69 16 41.02 10 25.64 10 25.64 39 100
Facial region  Bearded 5 31.25 4 25 3 18.75 4 25 16 100
features Beardless 25 13.96 56 31.28 42 23.46 56 31.28 179 100
Human - - - - - - - - -
Computer 5 17.85 8 28.57 6 21.42 9 32.14 28 100
Motor Vehicle 3 7.89 10 26.31 12 31.57 13 34.21 38 100
(Plane, car, etc.)
Other Construction 12 17.39 29 24.16 14 20.28 24 34.78 69 100
pictures Materials
drawnwith  |eephone - - . . p h . . .
. Electrical cable 3 375 2 25 1 125 2 25 8 100
the engineer Robot ) ) ) ) . ) ) .
Paper materials - - - - - - 1 100 1 100
Food ingredients - - - - - - - - -
Ruler 5 17.85 6 21.42 8 28.57 9 32.14 28 100
Machine 2 15.38 5 38.46 4 30.76 2 15.38 13 100
Book - - - - - - - - - -
No other picture - - - - - - - - - -
with the engineer
Female 2 8 5 20 8 32 10 40 25 100
Gender Male 28 16.47 55 32.35 37 21.76 50 29.41 170 100
**Gender unclear - - - - - - - - - -
Workshop 2 14.28 4 28.57 3 21.42 5 35.71 14 100
Workroom 5 38.46 3 23.07 2 15.38 3 23.07 13 100
Working Home - - - - - - - - - -
environment - open area/Field 9 8.33 38 35.18 30 27.77 31 28.70 108 100
Factory 8 25 8 25 6 18.75 10 31.25 32 100
Location not 6 21.42 7 25 4 14.28 11 39.28 28 100
specified
Happy 12 2142 11 19.64 12 21.42 21 375 56 100
Angry - - - - - - - - - -
Facial Grumpy - - - - - - - - - -
expression Sad 5 17.24 8 27.58 4 13.79 12 41.37 29 100
Thoughtful 11 19.29 21 36.84 8 14.03 17 29.82 57 100
Unidentified facial 2 5.26 20 52.63 6 15.78 10 26.31 38 100
expression
Glasses 10 20.83 12 25 10 20.83 16 33.33 48 100
Helmet/Hat 20 17.54 37 32.45 22 19.29 35 30.70 114 100
Bracelet - - - - - - - - - -
Necklace/Earring/ - - - - - - - - - R
Accessories  Hairpin/Belt/Tie/ R R R R R - - - -
Collar } ) } } ) R ) ) R
Handkerchief/
Badge/Cloak/Scarf
Accessoriesnot 5 13.15 11 28.94 13 34.21 9 23.68 38 100

specified

Table 6 shows that the pre-service teachers mainly draw male engineers who wear work uniforms or

casual clothes, have neat hair and beards, work outdoors with construction materials or motor vehicles, are
partly happy and thoughtful, and wear hard hats. It is noteworthy that the traditional ideas of the pre-service
teachers remain the same as the grade increases.

presented below.

Some examples of pictures of the engineering concept drawn by pre-service science teachers are
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Figure 2. Examples of drawings by pre-service teachers regarding the concept of engineer
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Results and Discussion

This study investigated pre-service science teachers' cognitive structures and visual images concerning their
perceptions of “scientists” and “engineers”.

According to the first result of the study, the answers given by the pre-service science teachers to the
concepts of scientist and engineer were collected in six categories. These categories describe scientists and
engineers in terms of working environments (n=56), reasons for working (n=36), ways of working (n=36),
working areas (n=28), working roles (n=24), and working methods (n=20). The pre-service teachers explicitly
explained the differences between scientists and engineers and emphasized the differences between them. They
define scientists as people who do experiments and discoveries in the laboratory, try to understand the universe,
and have broad fields of work. Engineers work in the field, solve problems, make functional designs and
applications for people, and have narrow fields of work. This finding shows that pre-service teachers must
correct their perceptions of engineers and scientists and know more about engineers than scientists. When
examining the literature, Giilhan and Sahin (2018) and Fralick et al. (2009) also concluded that engineers are
less known than scientists. This may be because pre-service teachers do not interact much with engineers in
their professional careers.

The responses of the pre-service science teachers to the word association test regarding the concept of
scientist were grouped into 4 categories (scientist as a characteristic, scientist as a field of study, scientist as a
working environment, and scientist as a noun). In terms of characteristics, the pre-service science teachers
associated the scientist mainly with the words of the researcher (n=80), science (n=44), and laboratory (n=151)
experiment (n=140). This situation may be because pre-service science teachers perceive scientists as people
who carry out research and experiments in science. The students who also mentioned the names of scientists
most often repeated the word Einstein (n=24). In the study conducted by Oztiirk Irtem and Hastiirk (2021), it
was found that students mostly preferred the laboratory as the working environment of the scientist. When
examining the literature, it is noteworthy that similar results were obtained (Barman et al., 1997; Camci
Erdogan, 2013; Fralick et al., 2009; Gonsoulin, 2001; Giiler & Akman, 2006; Kaya et al., 2008; Korkmaz &
Kavak, 2010; Kiiciik & Bag, 2012; Ocal, 2007; Ozel, 2012; Ozel & Dogan, 2013; Ozsoy & Ahi, 2014; Turgut et
al., 2017; Tirkmen, 2008). This finding can be said to indicate that students have limited knowledge about the
characteristics, working environment, and field of study of scientists and that they have traditional ideas.

The responses of pre-service science teachers to the word association test regarding the concept of
engineering were grouped into 3 categories (engineer as a process/activity, engineer as a field of study, engineer
as a characteristic). Pre-service teachers associated the concept of engineer most with the word machinery
(n=101) and least with physics (n=8). When looking at the field of study category, pre-service teachers
expressed engineer with the words machinery (n=101), electricity (n=93), computers (n=89), construction
(n=66), agriculture (n=42), chemistry (n=11), and physics (n=8). Participants described engineering as a more
physically demanding occupation. Knight and Cunningham's (2004) study concluded that students generally
perceived engineers as people involved in construction and repair work. Similarly, Cunningham, Lachapelle,
and Lindgren (2005) found that students thought engineers were mainly involved in repair and construction
work. In their study of middle school students, Oztiirk irtem and Hastiirk (2021) found that students most often
drew civil engineers and computer engineers when examining information about the field of engineering.

It is observed that pre-service science teachers mainly draw traditionally thought-out male scientists
with lab coats, messy hair, working in the lab with experimental materials, sad or thoughtful, and wearing
glasses. Significantly, they deviate from these traditional ideas to some extent as they progress through the
grades. Oztiirk Irtem and Hastiirk (2021) found that secondary school students mostly pictured a male scientist
working in the laboratory and with laboratory equipment as the gender of the scientist. Similar results
supporting this study can be found in the literature (Benli et al., 2011; Barman et al., 1997; Camci Erdogan,
2013; Fralick et al., 2009; Gonsoulin, 2001; Giiler & Akman, 2006; Kaya et al., 2008; Korkmaz & Kavak, 2010;
Kiiciik & Bag, 2012; Ocal, 2007; Ozel, 2012; Ozel & Dogan, 2013; Ozsoy & Ahi, 2014; Turgut et al., 2017;
Tiirkmen, 2008).

Considering the engineering drawings of the pre-service science teachers, we see that they mainly draw
male engineers wearing hard hats, wearing work aprons or casual clothes in traditional thoughts, with neat hair
and no beard, working outdoors with construction materials or motor vehicles, partly happy and thoughtful. It is
noteworthy that the traditional thoughts of the pre-service teachers remain the same as the level of education
increases. Similar results have been obtained in studies with different groups of students. It is striking that the
participants mostly portray the gender of engineers as male (Capobianco et al., 2011; Fralick et al., 2009;
Giilhan & Sahin, 2018; Karatas et al., 2011; Knight & Cunningham, 2004; Oztiirk et al., 2021). This situation
can be explained by examining the role of gender stereotypes in career choice. It is believed that breaking
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gender stereotypes in career choices is essential for the professional careers of female students, and solutions to
this situation should be developed.

Since most of the pre-service teachers were female students, the views of the study group were not
analyzed based on the gender factor. However, in a similar study conducted by Bal¢in and Yavuz Topaloglu
(2019) with students at the 4th-grade level of primary education, it was stated that male students exhibited more
positive perceptions towards the concepts of scientist and engineer than female students.

Suggestions

Based on the findings of this study, several suggestions were made to curriculum developers, educators, and
researchers:

Suggestions for curriculum developers:

« In this study, pre-service science teachers' cognitive structures and visual images of scientists and
engineers were found to be at a traditional level. Curriculum developers can provide a broader
understanding by offering pre-service teachers different perspectives through interdisciplinary studies
and hands-on activities.

« It is important that as the pre-service teachers' level increases, they partially move away from the
traditional understanding of scientists. However, they do not move away from the conventional
understanding of engineers. In this context, a more comprehensive and realistic understanding can be
developed using real-world examples in the curriculum.

Suggestions for educators:
+ More active studies can be included so that pre-service teachers have a realistic perception.

« The study found that pre-service teachers gave more traditional answers. In order to develop students'
cognitive structures and visual images, cognitive and behavioral gains aimed at getting to know
scientists and engineers can be incorporated using different methods and techniques.

« Concrete examples (success stories of scientists and engineers, etc.) of how scientists and engineers
can be represented differently can be presented to pre-service teachers.

» Educators should encourage pre-service teachers to closely observe the working conditions and
environments of scientists and engineers in real life through out-of-school learning environments.

» Up-to-date, interactive, and participatory methods should support teaching content and materials.
Students should be provided with up-to-date information, encouraged to work in groups and explore
modern definitions in depth through discussion.

Suggestions for researchers:

* The lack of some demographic information in the study is one of the study's limitations. Given the
different demographic characteristics of the students, their cognitive and affective schemas and visual
images of scientists and engineers can be examined.

« Descriptive and experimental studies can be carried out to identify the factors that influence students'
perceptions of scientists and engineers and to evaluate their impact on students' perceptions.

« The study found that as students progressed through the school, their perceptions of scientists became
less traditional, while their perceptions of engineers remained the same. In this context, long-term
monitoring and experimental studies can be carried out to better understand the factors influencing this
perception, using both in-class and out-of-class educational programs.
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Ozet

Bu c¢alismanin amaci, fen bilgisi 6gretmen adaylarmin bilim insani ve miihendis algisina yonelik biligsel
yapilarinin ve gorsel imajlarinin incelenmesidir. Aragtirmanin ¢aligma grubu, 2023-2024 egitim-0gretim yilinda
Ankara’da bir devlet liniversitesinde 6grenim gdrmekte olan 195 6grenciden olugsmaktadir. Arastirmada nicel
aragtirma yontemlerinden tarama modeli kullanilmistir. Arastirmanin verileri, bilim insant ve mithendis ile ilgili
acik uglu bir soru, bilim insan1 ve miithendis kavramlarima iligskin kelime iliskilendirme testi, bir bilim insan1 ve
bir miihendis ¢iz testi ile toplanmistir. Arastirmadan elde edilen veriler, icerik analizi kullanilarak incelenmistir.
Katilimeilar bilim insan1 ve mithendis arasindaki farkliliklart ¢ogunlukla ¢alisma ortamlar: ile agiklamislardir.
Ogretmen adaylari, bilim insanmi en ¢ok laboratuvar (n=140) kelimesi ile en az takintili (n=8) kelimesi ile
iligkilendirmislerdir. Miihendisi ise en ¢ok makine (n=101) kelimesi ile en az fizik (n=8) kelimesi ile
iligkilendirmislerdir. Cizimlerde bilim insan1 ¢ogunlukla laboratuvar 6nliiklii, daginik sacli, deney malzemeleri
ile laboratuvarda calisan, iizgiin ya da disiinceli, gozIliklii ve erkek olarak ifade ettikleri goriilmektedir. Sinif
seviyesi arttikga, Ogretmen adaylarmin geleneksel diisiincelerden kismen siyrildigi dikkat ¢ekmektedir.
Miihendisi ise, ¢ogunlukla geleneksel diisiincelerde is onliigii ya da giinliik kiyafet giymis, diizgiin sacli,
sakalsiz, ingaat malzemeleri ya da motorlu tasitlar ile agik alanda c¢alisan, kismen mutlu ve diisiinceli, baret
takmis erkek olarak ¢izdikleri goriilmektedir. Sinif seviyesinin artmasi bu diisiinceyi degistirmemektedir.

Anahtar kelimeler: Bilim insani, Miihendis, Fen bilgisi 6gretmen adaylari, Biligsel yap1, Gorsel imaj

Giris

Bilim ve miihendislik, giiniimiizde toplumlarm ekonomik biiyiime, teknolojik yenilik ve siirdiiriilebilir
gelisimleri icin kritik 6neme sahiptir. Bu iki alan, toplumsal ilerlemenin temel taslarini olusturarak hayat
kalitesini artiran ve giinliik yagami kolaylastiran ¢oéziimler sunmaktadir. Bilimsel arastirmalar, dogal diinyanin
anlagilmasini saglayarak yeni teknolojilerin gelistirilmesine ve uygulamali problemleri ¢ézmeye yardimci
olurken; miihendislik, bu bilimsel bilgileri pratik uygulamalara doniistiirerek, toplumun ¢esitli ihtiyaglarini
karsilamaktadir (National Research Council, 2012; World Economic Forum, 2020). Bilim insanlar1 ve

miihendislerin toplumsal algis1 hem egitim siirecleri hem de gelecekteki meslek se¢imleri {izerinde 6nemli bir
etkiye sahiptir.

Egitim sistemi i¢inde bilim ve miihendisligin 6nemi, sadece bu disiplinlerin bireyler ve toplumlar i¢in
sagladigi somut faydalarla degil, ayn1 zamanda bireylerin diisiinme yetilerini gelistirme ve problem ¢dzme
becerilerini artirma potansiyeliyle de iligkilidir. Bilim ve miihendislik egitimi, bireylerin bilimsel diisiinme,
analitik beceri ve yaratici problem ¢dzme yeteneklerini gelistirmelerine yardimci olur. Bilim egitimi, 6grencileri
dogal diinyay1 anlamaya, deney yaparak bilgi edinmeye ve bilimsel yontemleri kullanarak sorunlari ¢6zmeye
tesvik eder. Miihendislik egitimi ise, bu bilimsel bilgileri pratik uygulamalara doniistirme becerilerini
kazandirarak, ogrencilere gercek diinyadaki problemleri ¢6zme firsatlari sunar (National Research Council,
2012). Bilim ve miihendislik egitimine erken yaslardan itibaren baslanmasi, 6grencilerin bu alanlara olan ilgisini
artirabilir ve gelecekteki kariyer segimlerini etkileyebilir. Egitim politikalart ve Ogretim stratejileri, bu
disiplinlerin 6grencilere etkin bir sekilde sunulmasini saglamali ve dgrencilerin bu alanlardaki yeteneklerini ve
ilgilerini kesfetmelerine olanak tanimalidir (OECD, 2016).

Bilim ve miihendislik egitiminin énemi asagida belirtilen sekilde siralanabilir:
1. Ekonomik ve Teknolojik Gelisme: Bilim ve miihendislik egitimi, ekonomik biiyiimeyi destekler ve
teknolojik ilerlemeyi tesvik eder. Bilimsel ve miihendislik bilgisi, yenilik¢i {iriinlerin ve
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hizmetlerin gelistirilmesine olanak tanir, bu da is giicii piyasasinda rekabetgilik ve verimlilik saglar
(World Economic Forum, 2020). Egitimde bilim ve mihendislik alanlarina verilen Onem,
toplumsal refahin artirilmasina ve ekonomik kalkinmanin saglanmasina katkida bulunur.

2. Problem Cozme ve Yaratici Diigiinme: Bilim ve mithendislik egitimi, 6grencilere analitik diisiinme,
yaratict problem ¢dzme ve elestirel diisinme becerilerini kazandirir. Bu beceriler, dgrencilerin
karmasik problemleri ¢dozmelerine ve yenilik¢i ¢oziimler gelistirmelerine yardimer olur (Linn &
Eylon, 2011). Egitim sisteminde bu alanlarm etkili bir sekilde temsil edilmesi, 6grencilerin
gelecekteki kariyerlerinde karsilasacaklari zorluklara hazirlikli olmalarini saglar.

3. Sosyal ve Cevresel Sorumluluk: Bilim ve miihendislik egitimi, 6grencilerin sosyal ve c¢evresel
sorunlara duyarliligini artirir. Bu disiplinler, ¢evre sorunlarinin ¢odziilmesine, enerji verimliliginin
artirilmasina ve siirdiiriilebilir kalkinmanin saglanmasina yonelik ¢oziimler {iretir. Egitimde bu
alanlara verilen 6nem, dgrencilerin toplumsal sorumluluklarini anlamalarina ve bu sorumluluklari
yerine getirmelerine yardimci olur (Eilks & Ralle, 2012).

4, Gelecegin Is Giiciine Hazirhk: Bilim ve miihendislik alanlarinda yapilan egitim, dgrencileri
gelecekteki i giiciine hazirlamada kritik bir rol oynar. Ozellikle STEM (Bilim, Teknoloji,
Miihendislik ve Matematik) egitimine yonelik yatirimlar, 6grencilere bu alanlardaki kariyer
firsatlarin1 kesfetme ve bu firsatlara yonelik yeterlilik kazandirma imkan: sunar (Davis &
Anderson, 2019). Ozellikle STEM egitimi, bilim ve miihendislik alanlarinda dgrencilere genis bir
bilgi taban1 ve beceri seti sunarak, gelecekteki kariyer firsatlarina yonelik hazirlik saglar (OECD,
2016). Egitim sistemlerinin, bilim ve miihendislik alanlarinda yiiksek nitelikli i giicii yetistirmesi,
toplumsal kalkinmanin ve ekonomik basarinin siirekliligini saglar.

Bilim ve miihendislik egitimi, bireylerin kigisel ve profesyonel gelisimlerinde énemli bir yer tutar. Bu
alanlarin egitimdeki temsili, toplumsal ve ekonomik kalkinma i¢in kritik 6neme sahiptir. Egitim politikalar1 ve
Ogretim stratejileri, bilim ve miihendislik alanlarini etkin bir sekilde sunarak ogrencilerin bu disiplinlere olan
ilgilerini artirabilir ve bu alanlarda yetkin bireyler yetistirilmesine katkida bulunabilir. Bilim ve miihendislik
egitiminin gili¢lendirilmesi, gelecekteki toplumsal refah ve ekonomik bagari icin temel bir yatirim olarak
degerlendirilmelidir.

Bilim ve miihendislik, modern toplumlarin gelisiminde ve teknolojik ilerlemesinde kritik roller
oynayan iki temel meslek grubudur. Bu mesleklerin toplum i¢indeki algist hem egitim siirecinde hem de meslek
secimlerinde Onemli etkiler yaratabilir. Fen bilgisi 6gretmen adaylarmin bu meslekler hakkindaki biligsel
yapilar1 ve gorsel imajlari, egitim stratejileri ve 6gretim yaklasimlari {izerinde belirleyici bir rol oynamaktadir.
2013 fen bilimleri 6gretim programi ile 6n plana ¢ikan arastirma-sorgulama temelli 6gretim ve disiplinlerarasi
ogrenme Fen-Teknoloji-Miihendislik-Matematik (FeTeMM) uygulamalarina verilen 6nemin artmasini
saglamistir (MEB, 2013). 2018 yilinda yayimlanan fen bilimleri dersi 6gretim programinda benzer mantikla
alana 6zgii beceriler icerisinde bilimsel siire¢ becerileri ve yasam becerileri ile birlikte miihendislik ve tasarim
becerilerinin de fen egitimindeki 6nemi vurgulanmaktadir (MEB, 2018). Son olarak 2024 yilinda yiiriirliige
giren fen bilimleri dersi 6gretim programi bu siirecin devami olarak bilimsel sorgulama ve miihendislik
tasarimlarina dayali bir dgretim yaklasimini benimsemektedir (MEB, 2024). Bu nedenle fen egitiminde
egitimcilerin ve 6grencilerin bilim insan1 ve miihendis kavramlarini nasil algiladiklari, bu dogrultuda nasil
davranislar sergiledikleri biiyiikk 6nem arz etmektedir.

Gegmisten giiniimiize tasidigimiz algilar, 6gretmen adaylarinin 6grencilerine bilim ve miihendislik
mesleklerini nasil sunacaklarini etkiler ve bu da dgrencilerin meslekler hakkindaki algilarini ve segimlerini
yonlendirebilir. Bilim insani ve miithendis imajlarinin 6gretmen adaylari tarafindan nasil algilandigini anlamak,
egitim materyallerinin ve dgretim stratejilerinin daha kapsayict ve gesitli bir sekilde tasarlanmasini saglar. Bu
baglamda, fen bilgisi dgretmen adaylarinin “bilim insani” ve “milhendis” algilarinin incelenmesi, egitim
sisteminde bu iki meslegi tanimlama ve tanitma siireglerini gelistirmek agisindan biiyiik dnem tasimaktadir.

Fen bilgisi 6gretmen adaylarinin bilim ve miithendislik algilarinin arastirilmasi, egitim politikalarinin ve
stratejilerinin gelistirilmesine 151k tutar. Egitim politikalarinin bilim ve miihendislik mesleklerini dogru bir
sekilde tanitmasi ve Ogretim stratejilerinin bu meslekleri genis bir perspektiften ele almasi dgrencilerin bu
alanlardaki yeteneklerini ve ilgilerini kesfetmelerine yardimci olabilir (OECD, 2016). Bu dogrultuda, egitim
sistemleri bilim ve miihendislik mesleklerinin genis bir yelpazede temsil edilmesine olanak taniyarak
ogrencilerin bu alanlara yonelik daha gergekei ve kapsamli bir anlayis gelistirmelerini saglayabilir.

Bu baglamda arastirmada fen bilgisi 6gretmen adaylarinin bilim insan1 ve mithendis kavramlar ile ilgili
algisina yonelik biligsel yapilarinin ve gorsel imajlarmin incelenmesi hedeflenmektedir. Bu nedenle aragtirmanin
problem cilimlesinde fen bilgisi 6gretmen adaylarinin bilim insan1 ve miithendis kavramlarina yonelik algilarinin
nasil oldugu sorusuna odaklanilmaktadir.
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Aragtirmanin alt problemleri:

1. Fen bilgisi 6gretmen adaylarmin "bilim insan1" kavramina yonelik biligsel yapilari nasildir?

2. Fen bilgisi 6gretmen adaylarinin "miihendis" kavramina yonelik biligsel yapilart nasildir?

3. Fen bilgisi 6gretmen adaylarinin "bilim insan1" kavramina yonelik gorsel imajlar1 nasildir?

4. Fen bilgisi 6gretmen adaylarinin "miihendis" kavramina yonelik gorsel imajlart nasildir?
Alanyazinda, bilim insan1 algis1 iizerine yapilan bircok aragtirma mevcutken, miihendislik algist ile ilgili
calismalar daha yenidir ve ozellikle Tiirkiye’de bu alanda yapilan arastirmalar sinirhidir (Benli, Dokme ve
Sarikaya, 2011; Bilen, Irkigatal ve Ergin, 2014; Koyunlu Unlii ve Dékme, 2016). Bu ¢alismanin en dikkat gekici
yoni, bilim insan1 ve mithendislik algisinin birlikte ele alinmasi ve karsilagtirilmasidir. Her iki meslek alaninin
beraber incelendigi ¢calismalar yabanci literatiirde (Fralick ve digerleri, 2009; Jung ve Kim, 2014; Park ve Lee,
2014) bulunsa da Tiirkge literatiirde bu konuda yapilmis ¢alisa sinirli sayidadir (Giilhan ve Sahin, 2018). Alan
yazininda, bilim insani ve miihendislik algisini birlikte inceleyen arastirmalar arasinda Fralick ve digerleri
(2009), Jung ve Kim (2014) ve Park ve Lee (2014) 6rnek olarak verilebilir. Fralick ve digerleri (2009) ABD'de
1600 ortaokul &grencisi ile yaptiklar ¢alismada, bilim insanlarinin genellikle gozIiikli ve laboratuvar onliigii
giymis olarak ¢izildigini, mithendislerin ise bilim insanlarindan daha ¢ok arag¢ kullanan emekgiler veya isciler
olarak tanimlandigini tespit etmislerdir. Jung ve Kim (2014), ilkogretim Ogrencilerinin bilim insanlarini
kliselesmig bir bakis agistyla tanimladiklarini, mithendisleri ise normal giysiler giymis, "robot, bilgisayar, ugak
tasarlayan kisiler" olarak algiladiklarini gostermistir. Park ve Lee (2014) ise Giiney Kore'de 512 altinci sinif
ogrencisiyle gerceklestirdikleri aragtirmada, Ogrencilerin miihendisleri "tamir, insaat, imalat yapan, is
elbiseleriyle a¢ik havada calisan" kisiler olarak gordiiklerini ve onlar1 bilim insanlarma kiyasla daha az zeki ve
yaratict olarak nitelendirdiklerini belirtmistir. Yapilan ¢alismalarin biiyiik ¢ogunlugunun ortaokul 6grencileri ile
gerceklestirildigi goriilmektedir. Bu baglamda Fen Bilgisi 6gretmen adaylarinin “bilim insant ve miihendis”
algisina yonelik biligsel yapilarinin ve gorsel imajlarin incelendigi bu arastirmanin, alanyazindaki 6nemli bir
boslugu dolduracag: diisiiniilmektedir.

Yontem
Arastirma Modeli

Fen Bilgisi 6gretmen adaylarmin “bilim insan1 ve miihendis” algisina yonelik biligsel yapilarinin ve gorsel
imajlarinin incelendigi bu c¢aligmada nicel arastirma yontemlerinden tarama modeli kullanilmistir. Tarama
modeli, gegmiste ya da giiniimiizdeki bir durumu mevcut haliyle tanimlayan ve 6grenmenin saglanmasi ile
bireyde istenilen davraniglarin gelismesi ig¢in uygulanan siiregleri kapsayan bir yaklasimdir. Bu modelde, genis
bir grup i¢inden genel bir degerlendirme yapmak amaciyla, evrenin tamami ya da buradan secilen bir 6rneklem
tizerinde tarama gerceklestirilir (Karasar, 2011).

Cahisma Grubu

Aragtirmanin ¢alisma grubunu belirlerken seckisiz olmayan c¢alisma yoOntemlerinden birisi olan uygun
ornekleme yonteminden faydalanilmistir (Fraenkel & Wallen; 2006). Bu baglamda arastirmanin calisma
grubuna yonelik demografik 6zellikler Tablo 1°de verilmistir.

Tablo 1. Caligma grubu demografik 6zellikleri

Sinif Diizeyi Cinsiyet

Kiz Erkek Toplam

N % n % n %
1. Simif 26 86,67 4 13,33 30 100
2. Sinif 54 90,00 6 10,00 60 100
3. Smuf 42 93,33 3 6,67 45 100
4, Simif 53 88,33 7 11,67 60 100
Toplam 175 89,74 20 10,26 195 100

Tablo 1 incelendiginde, arastirmada yer alan ¢aligma grubunun 195 fen bilgisi 6gretmen adaymdan
(N1.smf = 30, Ny = 60, N3 s = 45, Nggur = 60) olustugu goriilmektedir. Ogretmen adaylarinin %89,74’s1 kiz
ogrencilerden ve %10,26’s1 erkek 6grencilerden olustugu goriilmektedir.

Veri Toplama Araci

Fen Bilgisi 6gretmen adaylarmin bilim insan1 ve miihendis algisina yonelik biligsel yapilarinin ve gorsel
imajlarinin incelendigi bu arastirmanin verileri nitel veri toplama araglar1 ile toplanmistir. Caligmanin verileri,
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bilim insan1 ve miithendisin ¢aligma alanlari ile ilgili agik uglu bir soru, bilim insan1 kelime iliskilendirme testi,
miihendis kelime iliskilendirme testi, bir bilim insani ¢iz ve bir miihendis ¢iz testi ile elde edilmistir.

Bilim Insani ve Miihendis ile ilgili Actk U¢lu Soru

Bu arastirmanin nitel veri toplama araglarindan biri, 6gretmen adaylarina yonlendirilen acik uclu sorudur.
Arastirmada fen bilgisi Ogretmen adaylarinin bilim insan1 ve miihendis kavramlarina iliskin goriislerini
belirlemek icin arastirmacilar tarafindan hazirlanan ag¢ik uclu bir soru yoneltilmistir. Arastirmacilar tarafindan
konu ile ilgili alanyazin taramas1 yapilarak veri toplama araci olarak bir form seklinde hazirlanmigtir. A¢ik uclu
sorunun i¢ ve dig gecerliligini saglamak icin bir alan uzmani ve bir dil uzmaninin goriisii alinmigtir. Son haline
getirilen agik uglu soru ¢alisma grubunda yer alan fen bilgisi 6gretmen adaylarina bir form seklinde yiiz yiize
uygulanmistir. Katilimcilara bilim insant ve miihendisin ¢aligma alanlari sorulmustur ve 20 dakika igerisinde
verilen soruyu cevaplamalari beklenmistir. Ogretmen adaylar1 yamitlarini bu forma yazmislardir. “Bilim insani
ve mithendis” sorusu, 6gretmen adaylarinin bilim insan1 ve miihendisin 6zelliklerine yonelik biligsel yapilarini
degerlendirmek amaciyla sorulmustur. Ag¢ik uglu soru ile 6gretmen adaylart konuyla ilgili biligsel yapilarini,
deneyimlerini ve goriislerini 6zgiirce ifade etme firsati bulmuslardir. Bu durum arastirmanin derinlemesine ve
zengin veriler elde etmesine olanak tanimigtir.

Bilim Insani ve Miihendis Kelime Iliskilendirme Testi

Kelime iliskilendirme testleri, 6grencilerin zihinlerindeki biligsel aglar1 ortaya ¢ikarmay1 amaglar. Bu testlerle,
uzun siireli hafizada yer alan kavramlarin yeterlilik ve anlam diizeyi degerlendirilir, kavramlar arasindaki
baglantilarin dogrulugu incelenir ve kavramsal iligkiler gorsellestirilir. Ayrica, yeni bilgiler ile mevcut bilgilerin
nasil iligkilendirildigi ve ilk ile son kelime iliskileri karsilastirilabilir (Ercan, Tasdere ve Ercan, 2010). Kelime
iligkilendirme testi uygulanirken bazi kurallara uyulmas: gerekir. Bahar ve Ozatli'ya (2003) gore, testte
sorgulanmak istenen kavramlar, uygun sayida alt alta siralanarak sunulmalidir. Her bir kavramin karsis1 bos
birakilarak, 6grenciden bu kavramin ¢agristirdigi kelimeyi yazmasi beklenir. Verilen siire, grubun yas
ortalamasina bagli olarak 30 saniye ile 1 dakika arasinda degisebilir ve yas arttik¢a siire kisalmalidir. Eger
birden fazla kavram sorgulanacaksa, her kavram i¢in ayr1 bir kagit hazirlanmalidir. Aksi takdirde, 6grenci tiim
kavramlar1 bir arada gorecegi icin cevaplari diger kavramlardan etkilenebilir. Bu nedenle, kavramlar gézetmen
esliginde tek tek sunulmali ve siirenin sonunda bir sonraki kavrama gecilmelidir.

Bu aragtirmada, bilim insani ve miihendis anahtar kavramlar1 iizerinden 6gretmen adaylarinin biligsel algilar
incelenmis ve anahtar kavramin iliskilendirildigi kavramlarin frekans dagilimi iizerinden kategoriler
olusturulmustur. Her bir anahtar kavram i¢in 30 saniye siire verilmistir. Katilimcilardan her bir anahtar kavram
icin 30 saniye igerisinde zihinlerinde canlanan bes kelimeyi anahtar kelimenin karsisinda bos birakilan yere
yazmalar1 istenmistir. Bahar ve Ozatli (2003) Kelime Iliskilendirme Testi (KiT) uygulama siiresini, grubun yas
ortalamasina bagli olarak 30 saniye ile 1 dakika arasinda degisebilecegini ve yas arttik¢a siirenin kisalmasi
gerektigini 6nerdigi i¢in Onerilen siire en aza indirilerek 6gretmen adaylarina uygula yapilmustir.

Bir Bilim Insani Ciz Testi ve Bir Miihendis Ciz Testi

Bu aragtirmada, 6gretmen adaylarinin bilim insant ve miihendise yonelik zihinlerinde var olan gorsel imaji
inceleyebilmek amaciyla, resmetmeleri istenmistir. Ogrencilere bunun igin 30 dakika siire verilmistir ve
herhangi bir yonlendirme yapilmamistir. Calismada Chambers’m (1983) gelistirmis oldugu Bir Bilim Insan: Ciz
Testi ile birlikte Knight ve Cunningham (2004) tarafindan gelistirilen Bir Miihendis Ciz Testi veri toplama arac1
olarak kullanilmigtir.

Bir Bilim Insam Ciz Testi, bilim insam algisim1 degerlendirmek igin kullanilan tek sorudan olusan bir
Olgme aracidir. Chambers, bu 6l¢egi anaokulu diizeyinden besinci siif diizeyine kadar olan 6grencilerle test
etmigtir. Testin analizi, ¢izimlerde belirli unsurlarin bulunup bulunmamasina gére yapilmaktadir. Chambers
(1983) tarafindan belirtilen analiz kriterleri arasinda cinsiyet, giydigi kiyafet, arastirma araglari, arastirma ortami
gibi unsurlar yer almaktadir. Schibeci ve Sorensen (1983), bu dlgegin giivenilirligini incelemis ve 0.78 ile 0.98
arasinda degisen bir kodlayicilar arasi benzerlik orant bulmuslardir. Bu sonuglar, 6lgegin bilim insani algisini
tespit etmede gegerli ve giivenilir bir ara¢ oldugunu gostermektedir.

Bir Miihendis Ciz Testi, mithendis algisin1 degerlendirmek i¢in kullanilan yine tek sorudan olusan bir
baska 6lgme aracidir. Test, ti¢iincii siniftan lise on ikinci smifa kadar uzanan bir aralik igerisinde yer alan 384
ogrenci ile uygulanmistir (Knight & Cunningham, 2004). Karatag (2017), testin altinct sinif &grencileriyle
yapilan uygulamasinda, test sonuglarint gériiniim, objeler, miithendislerin gorevleri ve ¢alisma ortami kriterleri
acisindan analiz etmistir. Bu arastirmada da veri analizi siirecinde dokiiman incelemesi kullanilmis ve alan
uzmanlar1 tarafindan degerlendirilmistir. Ogretmen adaylarindan verilen siire igerisinde bir miihendis resmi
¢izmeleri istenmistir.
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Verilerin Analizi

Arastirmada elde edilen veriler nitel veri analizi kullanilarak analiz edilmistir. Nitel veriler, igerik analizi
yontemi basamaklaridan faydalanilarak analiz edilmistir. igerik analizinde amag benzerlik gdsteren verilerin
sistematik olarak bir araya getirilerek yorumlanmasidir. Yildirim ve Simsek’e (2021) gore nitel veriler, igerik
analizinde dort agsamada analiz edilmektedir. Bu asamalar; verilerin kodlanmasi, temalarin ve alt temalarin
bulunmasi, verilerin kodlara ve temalara gore diizenlenmesi ve bulgularin yorumlanmasidir. Uygulanan testlere
verilen yanitlar ve ¢izilen resimler birebir aktarilmigtir. Aragtirmanin tutarliligini saglamak icin iki alan uzman
tarafindan verilerin es zamanli kodlanmasi ve uzlagmaya varmasi ile belirlenmistir.

Nitel verilerin analizi sirasinda agik kodlama yontemi kullanilarak verilerden ortak kod ve kategoriler
belirlenmistir. lgisiz kodlar ve kategoriler elendikten sonra analiz tamamlanmstir. Igerik analiz yéntemleri
arasindan tiimevarimct analiz tercih edilmistir. Bu siiregte arastirmacilar, verileri etiketlemis ve ilgili
kategorilere uygun alintilar yaparak analiz asamalarini gerceklestirmistir. Timevarimcr igerik analizinin
asamalar1 planlama, veri kodlama, kategori belirleme ve bulgulari yorumlama seklinde ilerlemistir (Yildirim ve
Simsek, 2021).

Katilimcilara 6gretmen adayi 1 i¢in O1, 6gretmen aday1 2 icin O, seklinde 6zel numaralar atanmustir. Analizin
cercevesi, kategori, kod ve ornek ifadeler kullanilarak olusturulmustur. Veriler, her bir arastirmaci tarafindan
bagimsiz olarak kodlanmistir. Arastirmacilar arasindaki "Goriis Birligi" ve "Gorlis Ayriligl" durumu
belirlenerek isaretlenmistir. Aragtirmacilar arasindaki tutarliligi degerlendirmek i¢in Miles ve Huberman’mn
(2015) onerdigi Giivenirlik = Goriis Birligi / (Goriis Birligi + Goriis Ayriligl) formiilii kullanilmis ve iki
kodlayicinin giivenirlik orani hesaplanmistir. Sirasiyla agik uclu soru, kelime iligkilendirme testi ve ¢izimler i¢in
giivenirlik degerleri .90, .88 ve .89 olarak elde edilmistir. Nitel arastirmalarda giivenirligin saglanabilmesi i¢in
aragtirmaci ile uzman arasindaki uyumun en az .80 olmasi gerekmektedir (Creswell, 2013). Ornegin, dgretmen
adaymin goriisiiniin kodlanmasinda su adimlar izlenmistir: Ogretmen adaylarinin goriislerine iliskin kodlama
siireci su sekilde gerceklesmistir: Ogretmen adaymin ifadesine uygun kod(lar) belirlenmis ve bu kodlar
kategorilere ayrilmistir. Ornegin, 6gretmen adaymin “Bilim insanlar1 laboratuvarlarda deneyler ve kesifler
yapar, mithendisler ise sahada calisarak iiretim yapar” ifadesi “caligma ortamlari” kategorisi altinda
kodlanmugtir.

Arastirmanin Gegerlik ve Giivenirligi

Arastirmanin gecgerlik ve giivenirligini saglamak icin veri ¢esitliligi 6nemli bir rol oynamistir (Yildirim ve
Simsgek, 2021). Arastirmada, katilimeilarin agik uglu soruya verdikleri cevaplar, kelime iligkilendirme testleri ve
ogrenci ¢izimleri gibi ¢esitli veri kaynaklari kullanilmistir. Arastirmacilarin alana yakin rolleri sayesinde
dogrudan gozlem yapabilmeleri, verileri kendileri toplayabilmeleri, gerektiginde katilimcilarla iletisime gegerek
anlasilmayan durumlari teyit etmeleri gegerligi artirici faktorler olarak gériilmiistiir. Ayrica, bulgular detaylt
bicimde sunulmus ve katilimcilarin goriislerine yer verilmistir, bu da aragtirma bulgularmin benzer ¢alismalara
ve durumlara genellenebilir oldugunu diisiindiirmektedir. Giivenirligi saglamak adina, arastirmacilar verileri ayri
ayr1 analiz etmis ve kod ile kategorilerdeki farkliliklari en aza indirmeye ¢aligmistir. Arastirmacilarin daha
onceki deneyimleri, siirecin yiiriitiilmesi, veri toplanmasi ve degerlendirilmesinde fayda saglamistir. Arastirma
stirecinde katilimcilardan elde edilen goriigler ve ¢izimler analiz edilerek detayli bir sekilde agiklanmistir.
Katilimeilarin goriiglerinden dogrudan alintilar yapilarak bulgular agik ve anlasilir bir bigimde sunulmustur.

Etik Kurul Beyam

Arastirma Gazi Universitesi Sosyal ve Beseri Bilimler Bilimsel Arastirma ve Yaymn Etigi Kurulu'nun
27.02.2024 tarih ve 4 say1li onay1 ile gergeklestirilmistir.

Bulgular ve Yorumlar
Bilim insam ve Miihendis Kavramu ile ilgili Acik U¢lu Soruya iliskin Elde Edilen Bulgular

Fen bilgisi 6gretmen adaylarinin “bilim insan1 ve mithendis” kavramlarini nasil agikladiklarina yonelik agik uglu
soruya verdikleri cevaplara iligkin i¢erik analizi sonuglart Tablo 2°de verilmistir.

Tablo 2. Bilim insani ve mithendis kavramiyla ilgili agik ug¢lu soruya iliskin igerik analizi sonuglari

Kategoriler Kategoriye Ait Yiizde Ornek Cevaplar
Frekans (f) (%)
Calisma ortamlari 56 28 Bilim insanlar1 laboratuvarda deney ve kesif

yapar, mithendisler ise sahada iiretir.
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Calisma nedenleri 36 18 Bilim insanlar1 dogayi evreni anlamaya
calisir ve yeni bilgiler kesfeder, mithendisler ise
problem ¢ozer.

Calisma sekilleri 36 18 Bilim insanlar1 fikirleri deneyerek
kanitlamaya c¢alisir, miihendisler ise insanlara
faydali olup hayatlarmi kolaylastirmaya calisir.

Calisma alanlari 28 14 Bilim insanlarinin ¢alisma alanlar1 daha
genis, miihendislerin ise daha dar
matematik/teknik ile ilgilidir.

Caligma rolleri 24 12 Bilim insanlar1 bulunmamis seylerle ugrasir,

miihendisler ise tasarim yapar.

Calisma yontemleri 20 10 Bilim insanlar1 bulus yapar, miithendisler ise
hayata gegcirir.

Toplam 200 100

Tablo 2 incelendiginde, Fen Bilgisi 6gretmen adaylarinin bilim insan1 ve miihendis kavramlarina
verdikleri cevaplar alt1 kategoride toplanmugstir. Ogretmen adaylar1 bilim insani ve miihendis arasindaki
farkliliklar: gogunlukla ¢alisma ortamlari ile agiklamiglardir.

Bilim insam Kavram ile ilgili Kelime iliskilendirme Testine iliskin Elde Edilen Bulgular

Fen bilgisi 6gretmen adaylarinin bilim insani kavramina yonelik kelime iliskilendirme testine verdikleri
cevaplara iliskin elde edilen bulgular Tablo 3’de verilmistir.

Tablo 3. Bilim insanm1 kavrami kelime iligkilendirme testine iligkin igerik analizi sonuglari

Kategoriler Kategorilerde Frekans Kategoriye ait Yiizde

yer alan kavramlar (f) toplam frekans (%)
Ozellik Arastirmaci 80 160 26,66
olarak bilim insani Sorgulayan 28

Kesfeden 24

Dahi 12

Merakli 8

Takintili 8
Calisma alani Fen Bilimleri 44 116 19,33
olarak bilim insani Fizik 24

Kimya 20

Biyoloji 16

Matematik 12
Calisma ortami Laboratuvar 151 272 45,33
olarak bilim insani Calisma odasi/Ofis 52

Doga 49

Kiitiiphane 20
Birey (isim) Einstein 24 52 8,68
olarak bilim insan1 Aziz Sancar 20

Madame Curie 8
Toplam 600 100

Tablo 3 incelendiginde, Fen Bilgisi 6gretmen adaylarinin bilim insani kavramina ydnelik kelime
iliskilendirme testine verdikleri cevaplar 4 kategoride toplanmistir: 6zellik olarak bilim insani, ¢alisma alant
olarak bilim insam, ¢aliyma ortami olarak bilim insani, isim olarak bilim insani. Ogretmen adaylari, bilim
insanin1 en ¢ok laboratuvar (n=151) kelimesi ile en az takintili (n=8) kelimesi ile iliskilendirmislerdir.

Miihendis Kavramu ile Tlgili Kelime iliskilendirme Testine iliskin Elde Edilen Bulgular

Fen bilgisi 6gretmen adaylarinin mithendis kavramina yonelik kelime iliskilendirme testine verdikleri cevaplara
iligkin elde edilen bulgular Tablo 4’de verilmistir.
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Tablo 4. Miihendis kavrami kelime iliskilendirme testine iligkin i¢erik analizi sonuglari

Kategoriler Kategorilerde Frekans Kategoriye ait Yiizde

yer alan kavramlar ()] toplam frekans (%)
Siire¢/Faaliyet Teknoloji 99 390 40,24
olarak miihendis Icat 98

Uriin 82

Tasarim 66

Problem 45
Calisma alani Makine 101 410 42,31
olarak miihendis Elektrik 93

Bilgisayar 89

Insaat 66

Ziraat 42

Kimya 11

Fizik 8
Ozellik Diisiinen 60 169 17,45
olarak miihendis Cozen 51

Analitik 38

Ureten 20
Toplam 969 100

Tablo 4 incelendiginde, Fen Bilgisi 6gretmen adaylarmin miihendis kavramina yonelik kelime
iliskilendirme testine verdikleri cevaplar 3 kategoride toplanmistir: siire¢/faaliyet olarak miihendis, ¢calisma alani
olarak miihendis, 6zellik olarak miihendis. Ogretmen adaylar1, miihendisi en cok makine (n=101) kelimesi ile en
az fizik (n=8) kelimesi ile iligkilendirmislerdir.

Bilim insam Kavramu ile ilgili Ogrenci Cizimlerine iliskin Elde Edilen Bulgular

Fen bilgisi 6gretmen adaylarinin bilim insan1 kavramina yonelik 6grenci ¢izimlerine iliskin elde edilen bulgular
Tablo 5’de verilmistir.

Tablo 5. Bilim insan1 kavramu ile ilgili ¢izimlere iligkin igerik analizi sonuglari

Kontrol Listesindeki Ozellikler 1. Simf 2. Siif 3. Siif 4. Siif Toplam
f % f % f % f % f %
Kiyafet Laboratuvar onlagii 21 25 28 33.33 19 2261 16 19.04 84 100
ozellikleri  Takim elbise 1 5 6 30 5 25 8 40 20 100
Giinliik/Spor 3 18.75 4 25 4 25 5 31.25 16 100
Belirtilmemis 5 6.66 22 29.33 17 22.66 31 41.33 75 100
Bas bolgesi Dagmik sag 15 30 14 28 11 22 10 20 50 100
ozellikleri ~ Bakimli sag 5 7.93 20 31.74 16 25.39 22 34.92 63 100
Sagsiz 10 2.19 26 31.70 18 21.95 28 34.14 82 100
Yiiz bolgesi  Sakall 12 20.68 14 24.13 20 34.48 12 20.68 58 100
szellikleri Sakalsiz 18 13.13 46 33.57 25 18.24 48 35.03 137 100
Insan 2 18.18 3 27.27 4 36.36 2 18.18 11 100
Hayvan 3 21.42 3 21.42 3 21.42 5 35.74 14 100
Bitki 2 14.28 3 21.42 3 21.42 6 42.85 14 100
Kimyasal deney 21 14.89 43 30.49 33 23.40 44 31.20 141 100
Bilim insam Malzemeleri
ile beraber ~ Telefon - - - - - - - - - -
cizilen diger Mikroskop 1 25 2 50 - - 1 25 4 100
resimler Teleskop 1 25 1 25 2 50 - - 4 100
Elektrik malzemeler - - - - - - - - - -
Gida igerikleri - - - - - - - - - -
Ugak, araba vb. - - - - - - - - - -
Bilgisayar - - 2 100 - - - - 2 100
Kitap - - 2 66.66 - - 1 33.33 3 100
Bilim insaniyla bagka resim- - 1 50 - - 1 50 2 100
cizilmedi
Kadm 8 12.30 19 29.23 16 24.61 22 33.84 65 100
Cinsiyet Erkek 16 20.77 25 32.46 16 20.77 20 25.97 77 100
**Cinsiyet belirsiz 6 11.32 16 30.18 13 24.52 18 33.96 53 100
Laboratuvar 21 15 42 30 33 23.57 44 31.42 140 100
Calisma odasi 4 44.44 - - 2 22.22 3 33.33 9 100
Calisma Ev - - - - - - - - - -
ortami Orman _ _ _ _ _ _ _ _ _ _
Uzay - - - - 1 100 - - 1 100
Yer belirtilmedi 5 11.11 18 40 9 20 13 28.89 45 100
Mutlu 5

10.41 10 20.83 12 25 21 43.75 48 100
Sinirli - - - - -
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Yiiz ifadesi Huysuz -
24.24

27.27

12.12

36.36

100

92

Uzgiin 8 9 4 12 33

Distinceli 9 16.36 21 38.18 8 14.54 17 30.90 55 100

Tanimlanamayan ytiz 8 18.18 20 45.45 6 13.63 10 22.72 44 100

ifadesi

Gozlik 12 18.18 18 27.27 20 30.30 16 24.24 66 100

Sapka / Kap - - - - - - - - - -
Aksesuarlar  Kolye/Kiipe/Sag R R R R R - - - - -

Tokasi/Kemer/Kravat/Yaka_ _ _ N - N N - - -

Mendil/Rozet/Pelerin/Esarp

Aksesuarlar belirtilmedi 18 13.95 42 32.55 25 19.37 44 34.10 129 100

Tablo 5 incelendiginde, 6gretmen adaylarinin cogunlukla olagan diislince tarzi ile bilim insanini
laboratuvar onliiklii, daginik sacli, deney malzemeleri ile laboratuvarda calisan, {izgiin ya da diisiinceli,
gozliikli, sakalsiz bir erkek olarak cizdikleri goriilmektedir. Sinif seviyesi arttikca, dgretmen adaylarinin bu

stiradan diisiinme tarzindan kismen styrildig1 dikkat ¢ekmektedir.

Fen bilgisi 6gretmen adaylarmin bilim insan1 kavramu ile ilgili ¢izdikleri resimlere ait bazi 6rnekler

asagida sunulmustur.

B e

Sekil 1. Bilim insan1 kavramu ile ilgili 6gretmen adaylarinin ¢izimlerinden 6rnekler
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Miihendis Kavramu ile ilgili Ogrenci Cizimlerine iliskin Elde Edilen Bulgular
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Fen bilgisi 6gretmen adaylarinin miihendis kavramina yonelik 6grenci ¢izimlerine iliskin elde edilen bulgular
Tablo 6’da verilmistir.

Tablo 6. Miihendis kavramu ile ilgili ¢izimlere iliskin igerik analizi sonuclari

Kontrol Listesindeki 1. Simf 2. Siif 3. Simf 4. Simf Toplam
Ozellikler
f % f % f % f % f %
Kiyafet Is onliigi 14 16.27 25 29.06 20 23.25 27 31.39 86 100
ozellikleri Takim elbise - - - - - - - - - -
Giinliik/Spor 10 13.88 20 271.77 18 25 24 33.33 72 100
Belirtilmemis 6 16.21 15 40.54 7 18.91 9 24.32 37 100
Bas bolgesi Daginik sa¢ 14 15.73 24 26.96 23 25.84 28 31.46 89 100
ozellikleri Bakimli sa¢ 13 19.40 20 29.85 12 17.91 22 32.83 67 100
Sagsiz 3 7.69 16 41.02 10 25.64 10 25.64 39 100
Yiiz bolgesi Sakalli 5 31.25 4 25 3 18.75 4 25 16 100
bzellikleri Sakalsiz 25 13.96 56 31.28 42 23.46 56 31.28 179 100
Insan - - - - - - - - -
Bilgisayar 5 17.85 8 28.57 6 21.42 9 32.14 28 100
Motorlu Tagit 3 7.89 10 26.31 12 31.57 13 34.21 38 100
(Ugak, araba vb.)
Miihendis ile  nsaat malzemeleri 12 17.39 29 24.16 14 20.28 24 34.78 69 100
beraber Telefon - - - - - - - - -
resimler Robot - - - - - - - -
Kagit malzemeler - - - - - - 1 100 1 100
Gida igerikleri - - - - - - - - -
Cetvel 5 17.85 6 21.42 8 28.57 9 32.14 28 100
Makine 2 15.38 5 38.46 4 30.76 2 15.38 13 100
Kitap - - - - - - - - - -
Miihendisle - - - - - - - - - -
beraber baska
resim ¢izilmedi
Kadin 2 8 5 20 8 32 10 40 25 100
Cinsiyet Erkek 28 16.47 55 32.35 37 21.76 50 29.41 170 100
**Cinsiyet belirsiz - - - - - - - - - -
Atolye 2 14.28 4 28.57 3 21.42 5 35.71 14 100
Calisma odast 5 38.46 3 23.07 2 15.38 3 23.07 13 100
Calisma Ev R - - - R - - - - -
ortami Agik alan/Saha 9 8.33 38 35.18 30 27.77 31 28.70 108 100
Fabrika 8 25 8 25 6 18.75 10 31.25 32 100
Yer belirtilmedi 6 21.42 7 25 4 14.28 11 39.28 28 100
Mutlu 12 21.42 11 19.64 12 21.42 21 375 56 100
Sinirli - - - - - - - - - -
Yiiz ifadesi Huysuz - - - - - - - - - -
Uzgiin 5 17.24 8 27.58 4 13.79 12 41.37 29 100
Diistinceli 11 19.29 21 36.84 8 14.03 17 29.82 57 100
Tanimlanamayan 2 5.26 20 52.63 6 15.78 10 26.31 38 100
yiiz ifadesi
Gozlik 10 20.83 12 25 10 20.83 16 33.33 48 100
Baret/Sapka 20 17.54 37 32.45 22 19.29 35 30.70 114 100
Aksesuarlar  Bileklik - - - - - - - - - -
Kolye/Kiipe/Sag - - - - - - - - - -
Tokasi/Kemer/Kra _ R - R R - - - - -
vat/Yaka
Mendil/Rozet/Peler
in/Esarp
Aksesuarlar 5 13.15 11 28.94 13 34.21 9 23.68 38 100
belirtilmedi

ogretmen adaylariin geleneksel diisiincelerin ayni kaldig1 dikkat ¢ekmektedir.

Tablo 6 incelendiginde, 6gretmen adaylarinin ¢ogunlukla geleneksel diisiincelerde is Onliigli ya da
giinliik kiyafet giymis, diizgiin sacli, sakalsiz, insaat malzemeleri ya da motorlu tasitlar ile agik alanda ¢aligan,
kismen mutlu ve diisiinceli, baret takmig erkek miihendisler ¢izdikleri goriilmektedir. Siif seviyesi arttikca,

Fen bilgisi 6gretmen adaylarinin miihendis kavrami ile ilgili ¢izdikleri resimlere ait bazi &rnekler
asagida sunulmustur.
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Sekil 2. Mithendis kavramu ile ilgili 6gretmen adaylarinin ¢izimlerinden 6rnekler
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Sonuc¢ ve Tartisma

Bu arastirmada, Fen Bilgisi 6gretmen adaylarinin “bilim insan1 ve miithendis” algisina yonelik biligsel yapilari
ve gorsel imajlar1 incelenmistir.

Aragtirmadan elde edilen ilk sonuca gore, Fen Bilgisi 6gretmen adaylarinin bilim insan1 ve miihendis
kavramlarina verdikleri cevaplar alt1 kategoride toplanmistir. Bu kategoriler: ¢aligma ortamlar1 (n=56), ¢alisma
nedenleri (n=36), ¢alisma sekilleri (n=36), ¢alisma alanlar1 (n=28), ¢alisma rolleri (n=24) ve ¢alisma ydntemleri
(n=20) bakimindan bilim insan1 ve miihendisi agiklamaktadir. Ogretmen adaylar1 bilim insan1 ve miihendisi net
ifadelerle ve farkliliklar1 vurgulayarak agiklamuglardir. Ogretmen adaylari, bilim insanlarmi laboratuvarda deney
ve kesif yapan, evreni anlamaya ¢aligsan, genis ¢alisma alanlarina sahip kisiler olarak; miithendisleri ise, sahada
calisan, problem ¢6zen, insanlara faydali tasarim ve uygulama yapan, dar caligma alanlarina sahip kisiler olarak
tanimlamaktadirlar. Bu bulgu, dgretmen adaylarinin miihendis ve bilim insani algilarinda yanliglar oldugu ve
miihendisleri bilim insanlarina gére daha az bildiklerini gostermektedir. Alanyazin incelendiginde, Giilhan ve
Sahin (2018) ve Fralick ve digerleri de (2009) aragtirmalarinda miihendislerin bilim insanlarina gére daha az
bilindigi sonucuna ulagmiglardir. Bu durumun 6gretmen adaylarinin mesleki kariyerlerinde miihendisler ile pek
etkilesimlerinin olmamasindan kaynaklandig: diisiiniilebilir.

Fen Bilgisi 6gretmen adaylarmin bilim insan1 kavramima yonelik kelime iliskilendirme testine
verdikleri cevaplar 4 kategoride toplanmistir (6zellik olarak bilim insani, ¢alisma alani olarak bilim insani,
calisma ortami olarak bilim insani, isim olarak bilim insani). Ogretmen adaylari, bilim insanini 6zellikleri
bakimindan en ¢ok arastirmaci (n=80), fen bilimleri (n=44), laboratuvar (n=151) ve deney (n=140) kelimeleri
ile iligkilendirmislerdir. Bu durumun, fen bilgisi 6gretmen adaylarinin bilim insanlarin1 Fen Bilimleri alaninda
aragtirma ve deneyler yapan kisiler olarak algilamalarindan kaynaklanabilecegi diisiiniilebilir. Bilim insanlarinin
isimlerine de yer veren dgrenciler, en fazla Einstein (n=24) kelimesini tekrar etmislerdir. Oztiirk Irtem ve
Hastiirk (2021) yaptiklar1 ¢aligmada, dgrencilerin ¢gogunlukla bilim insaninin ¢aligma ortami olarak laboratuvart
tercih ettikleri goriilmiistiir. Alanyazin incelendiginde, benzer sonuglara ulasildig1 dikkat cekmektedir (Barman
ve digerleri, 1997; Camc1 Erdogan, 2013; Fralick ve digerleri, 2009; Gonsoulin, 2001; Giiler ve Akman, 2006;
Kaya ve digerleri, 2008; Korkmaz ve Kavak, 2010; Kiiciik ve Bag, 2012; Ocal, 2007; Ozel, 2012; Ozel ve
Dogan, 2013; Ozsoy ve Ahi, 2014; Turgut ve digerleri, 2017; Tiirkmen, 2008). Elde edilen bu bulgu,
ogrencilerin bilim insaninin 6zellik, ¢alisma ortami ve galisma alani ile ilgili kisitli bilgiye sahip oldugunu ve
geleneksel diisiincelere sahip olduklari sdylenebilir.

Fen Bilgisi 6gretmen adaylarmin miihendis kavramina yonelik kelime iliskilendirme testine verdikleri
cevaplar 3 kategoride toplanmistir (Siireg/faaliyet olarak miihendis, ¢alisma alani olarak miihendis, &zellik
olarak miihendis). Ogretmen adaylar1, miihendisi en gok makine (n=101) kelimesi ile en az fizik (n=8) kelimesi
ile iliskilendirmislerdir. Caligma alanlar1 kategorisine bakildiginda, 6gretmen adaylart mithendisi en ¢ok makine
(n=101), elektrik (n=93), bilgisayar (n=89), insaat (n=66), ziraat (n=42), kimya (n=11) ve fizik (n=8) ile ifade
etmiglerdir. Katilimcilar mithendislerin ¢alisma alanlarin1 daha ¢ok fiziksel gii¢ gerektiren igler olarak ifade
etmiglerdir. Knight ve Cunningham (2004) tarafindan yapilan arastirmada, 6grencilerin miihendisleri genellikle
insaat ve onarim igleriyle ilgilenen kisiler olarak algiladiklart sonucuna varilmistir. Benzer sekilde,
Cunningham, Lachapelle ve Lindgren (2005) de 6grencilerin miihendislerin ¢ogunlukla tamir ve ingaat isleriyle
mesgul olduklarm diisiindiiklerini belirlemislerdir. Oztiirk Irtem ve Hastiirk (2021) ortaokul égrencileri ile
yaptiklar1 ¢alismada, mithendisin brangina ait bilgiler incelendiginde 6grencilerin en fazla insaat miithendisi ve
bilgisayar mithendisi ¢izdiklerini gézlemlemislerdir.

Fen Bilgisi 6gretmen adaylarinin ¢ogunlukla geleneksel diisiincelerde laboratuvar onliiklii, dagmik
sacli, deney malzemeleri ile laboratuvarda ¢alisan, {izgiin ya da diigiinceli, gozliklii ve erkek bilim insanlar
cizdikleri goriilmektedir. Sinif seviyesi arttikca, Ogretmen adaylarinin geleneksel diisiincelerden kismen
ayrildign dikkat cekmektedir. Oztiirk Irtem ve Hastiirk (2021) ¢aligmalarinda ortaokul &grencilerinin bilim
insaninin cinsiyeti olarak daha ¢ok laboratuvarda ve laboratuvar arag geregleri ile ¢alisan bir erkek bilim insant
resmettikleri goriilmiistiir. Alanyazinda ¢alismay1 destekleyen benzer sonuglar goriilmektedir (Benli, Dokme ve
Sarikaya, 2011; Barman ve digerleri, 1997; Camc1 Erdogan, 2013; Fralick ve digerleri, 2009; Gonsoulin, 2001;
Giiler ve Akman, 2006; Kaya ve digerleri, 2008; Korkmaz ve Kavak, 2010; Kiigiik ve Bag, 2012; Ocal, 2007;
Ozel, 2012; Ozel ve Dogan, 2013; Ozsoy ve Ahi, 2014; Turgut ve digerleri, 2017; Tiirkmen, 2008).

Fen Bilgisi 6gretmen adaylarinin mithendis ¢izimleri incelendiginde, cogunlukla geleneksel diigiinme
tarzindan hareketle is onliigli ya da gilinlilk kiyafet giymis, diizgiin sagli, sakalsiz, insaat malzemeleri ya da
motorlu tasitlar ile acik alanda calisan, kismen mutlu ve diisiinceli, baret takmis erkek miihendisler ¢izdikleri
gorlilmektedir. Sinif seviyesi arttikca, Ogretmen adaylarinin geleneksel diislincelerin ayni kaldigi dikkat
¢ekmektedir. Farkli caligma gruplar ile yapilan ¢alismalarda da benzer sonuglar elde edilmistir. Katilimcilarin
miihendislerin cinsiyetini ¢ogunlukla erkek olarak resmettikleri dikkat ¢ekmektedir (Capobianco, Diefes-Dux,
Mena ve Weller, 2011; Fralick, Kearn, Thompson ve lyons, 2009; Giilhan ve Sahin,2018; Karatas, Micklos ve
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Bodner, 2011; Knight ve Cunningham, 2004; Oztiirk irem ve Hastiirk, 2021). Bu durumu meslek secimlerinde
toplumsal cinsiyet kalip yargilariin roliiniin varlig ile agiklayabiliriz. Meslek seg¢imlerinde toplumsal cinsiyet
kalip yargilarmin kirilmasimin kiz 6grencilerin mesleki kariyerleri agisindan 6nemli oldugu ve bu duruma
yonelik ¢coziimler tiretilmesi gerektigi disiiniilmektedir.

Ogretmen adaylarmin biiyiik cogunlugunun kiz égrencilerden olusmasindan dolay1 ¢alisma grubunun
goriigleri cinsiyet faktorii tizerinden incelenmemistir. Ancak alanyazinina bakildiginda benzer bir calismada
Balgin ve Yavuz Topaloglu (2019)’nun ilkogretim 4.smif diizeyinde &grenciler ile gerceklestirdikleri
aragtirmalarinda erkek 6grencilerin kiz 6grencilere kiyasla bilim insani ve mithendis kavramlarina yonelik daha
fazla olumlu algi sergiledikleri belirtmislerdir.

Oneriler

Bu arastirmada elde edilen sonuglara gore; uygulayicilara, program gelistiricilere ve arastirmacilara gesitli
onerilerde bulunulmustur:

Program gelistiricilere yonelik oneriler:

e Arastirmada Fen Bilgisi 6gretmen adaylarinin bilim insan1 ve mithendise yonelik biligsel yapilarinin
ve gorsel imajlarinin geleneksel diizeyde oldugu goriilmektedir. Program gelistiriciler
disiplinlerarasi ¢alismalarla ve uygulamali etkinliklerle ¢esitli perspektifler sunarak adaylara daha
genis bir anlayis kazandirabilir.

e Ogretmen adaylarinin sinif seviyesi arttikca bilim insani ile ilgili geleneksel anlayistan kismen
uzaklagtiklar1 ancak miihendis algisindaki geleneksellikten uzaklagmadiklarr dikkat ¢ekmektedir.
Bu baglamda programda, gercek diinya 6rnekleri kullanilarak daha kapsamli ve gergekei bir anlayis
gelistirilebilir.

Egitimcilere yonelik oneriler:

o Opretmen adaylarinin gergekci bir algrya sahip olabilmeleri igin etkilesimli ve daha fazla aktif
olacaklar1 ¢alismalara yer verilebilir.

e Arastirmada dgretmen adaylarmin daha geleneksel cevaplar verdikleri goriilmiistiir. Ogrencilerin
biligsel yapilarinin ve gorsel imajlariin gelismesi i¢in farkli yontem ve tekniklerle bilim insanini
ve mithendisi tanimaya yonelik biligsel ve davranigsal kazanimlara yer verilebilir.

e Ogretmen adaylarina bilim insan1 ve miihendisin genis yelpazede nasil temsil edilebilecegine dair
somut drnekler (bilim insanlar1 ve mithendislerin basar1 dykiileri vb.) sunulabilir.

e Egitimciler tarafindan okul disi 6grenme ortamlar1 araciligiyla 6gretmen adaylarinin bilim insani
ve mithendisin ger¢ek yasamdaki ¢aligma sartlart ve ortamlarmi yakindan gézlemlemeleri tesvik
edilmelidir.

e Egitim igerikleri ve materyalleri giincel, etkilesimli ve katilimci yontemlerle desteklenmelidir.
Ogrencilere giincel bilgiler sunulmali; Ogrencilerin grup calismalari yapmalari, tartismalar
araciligiyla modern tanimlamalari derinlemesine incelemeleri saglanmalidir.

Aragtirmacilara yonelik oneriler:

e Arastirmada bazi demografik bilgilerin eksikligi aragtirmanm smirhiliklar1  arasindadir.
Ogrencilerin farkli demografik 6zellikleri dikkate alinarak bilim insan1 ve miihendise y&nelik
biligsel ve duyussal semalar1 ve gorsel imajlar1 arastirilabilir.

e Ogrencilerin bilim insan1 ve miihendise yonelik algilarini etkileyen faktorleri belirlemek ve
Ogrenci algilar1 tlizerindeki etkisini degerlendirmek igin betimsel ve deneysel aragtirmalar
yapilabilir.

e Arastirmada sinif seviyesi arttikca bilim insanina yonelik algilarin geleneksellikten uzaklastigi
ancak miihendis algisinda bir degisiklik olmadig: dikkat cekmektedir. Bu baglamda, smif i¢i ve
smif dis1 egitim programlarinin etkin kullanimi ile bu algiya etki eden faktorleri daha dogru
anlamak i¢in uzun vadeli izleme ¢aligmalar1 ve deneysel ¢alismalar yapilabilir.
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Abstract

This study aims to determine primary school teachers and parents' views on homework at the primary school
level. The research was conducted using a phenomenological design and qualitative research methods. The
study group consisted of 27 primary school teachers, who were working in various public schools, and 31
parents of primary school students, all from a province in Tiirkiye during the 2023-2024 academic year. The
research was conducted with the appropriate sampling technique, which is within the scope of purposeful
sampling techniques. The researcher created semi-structured interview forms to collect the research data. The
researcher used content analysis to describe the research data. The data analysis revealed six main themes that
pertain to the opinions of primary school teachers, and five main themes, categories, and codes that reflect the
opinions of parents. The study's results revealed that primary school teachers frequently assigned homework to
students to reinforce and practice their learning. Parents' support is crucial for the academic, affective, social,
and behavioral benefits that homework offers students. The study's results show that parents have positive and
negative judgments about homework and assume motivating, guiding, and supervising roles during homework
assignments.

Key words: Primary school teacher, Primary school, Homework, Parents
Introduction

Teachers typically assign homework to students to complete during out-of-school hours (Cooper et al., 2000).
Scholars acknowledge homework as a crucial teaching strategy that fosters study habits and enhances academic
achievement (Cooper et al., 2000; Fan et al., 2017; Wu et al., 2023). For both teachers and parents, homework is
considered an important part of daily life and a frequently used practice in education (Dettmers et al., 2019; Fan
et al., 2017). Therefore, educational researchers, policymakers, and practitioners have long focused on
homework, which supports students' learning outside the classroom (Good, 2022; Guerrero & Reiss, 2020;
Zhang & Bray, 2020). Many studies on homework have focused on levels other than primary school (Chin et al.,
2022; Magalhdes et al., 2020). This situation may be attributed to a lack of a clear perspective on homework at
the primary school level, which can be seen as a contributing factor to the outcomes described (Fan et al., 2017).

Homework in Primary School

Global recognition exists for homework (Rahmani et al., 2024). The value and practice of homework vary from
country to country. While some primary school children are spending more and more time on homework (Jerrim
et al., 2020), less than 7% of fourth graders worldwide have no homework at all (Mullis et al., 2012). In the UK,
the early years of education homework policy mandates one hour of homework per week for children aged five
to seven, and half an hour of homework per night for children aged seven to eleven, with a uniform homework
policy across all schools (Medwell & Wray, 2019). Many elementary schools in the US have begun to adopt a
new trend of no-homework policies (Dolean & Lervag, 2022). Asian countries such as Shanghai and Singapore
give students plenty of homework and after-school tutoring (Bartholomaeus et al., 2023), while in Finland there
is almost no homework or additional work in the first years of schooling (Pierre, 2007; Sharp et al., 2001). In
Tiirkiye there is no overarching policy on homework at the primary school level (Kalsen et al., 2020). The
limited number of homework studies at the primary school level is the reason for the lack of unity in practice
(Fan et al., 2017; Lehner-Mear, 2021; Medwell & Wray, 2019; Negru & Sava, 2023; Norhayati & Rahya, 2023).

Research has determined that homework assignments can enhance students' recall of factual
information, bolster their self-regulation skills by enhancing their comprehension and information processing
abilities, and aid in the development of better study habits and self-discipline (Dilek¢i, 2023; Ramdass &
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Zimmerman, 2011). In addition, there are concrete research results showing that homework assignments provide
academic benefits and positively affect students' achievement (Dolean & Lervag, 2022; Fan et al., 2017).
However, it cannot be generalized that homework always has a significant effect on student achievement at the
primary school level (Chin et al., 2022; Cooper et al., 2000, 2006; Fan et al., 2017; Paschal et al., 1984;
Trautwein et al., 2002; Tsang et al., 2022). There are also studies in the literature that found almost no
relationship between the amount of homework and academic achievement in primary school students (Cooper et
al., 2000, 2006; Fan et al., 2017; Trautwein et al., 2002). Furthermore, it has been found that the amount of
homework can be a source of stress for students, reduce quality time with family and friends, lead to negative
interactions with school (Galloway et al., 2013; 1. R. Katz, 2007; Mo¢ et al., 2020; Pressman et al., 2015),
reduce academic interest, prevent access to leisure and social activities, and lead to problems such as cheating
(Cooper et al., 2000). Studies on the negative effects of intensive homework assigned by teachers provide
remarkable results (Magalhées et al., 2020; Wilder, 2023).

There is also research that emphasizes the long-term benefits of homework at the primary school level
(Medwell & Wray, 2019; Norhayati & Rahya, 2023). These benefits include teaching students beneficial study
habits, promoting self-confidence and self-discipline, improving time management skills, and contributing to
character development (Epstein et al., 2021; Holland et al., 2021; Medwell & Wray, 2019; Norhayati & Rahya,
2023). Teachers must clearly clarify the purpose, appropriateness, method, assessment criteria, rewards, and
positive feedback of homework assignments to motivate students to complete them (Benckwitz et al., 2023;
Dettmers et al., 2019; Rizk & Hillier, 2021). Only with this clarity can we effectively realize the potential
benefits of homework.

The lack of a clear uniformity of practice across countries and a clear definition of the benefits of
homework at the primary school level send mixed messages to teachers and parents. This ambiguity suggests
that we should reconsider homework policies and practices during the primary school years (Benckwitz et al.,
2023; Carrillo-Lopez et al., 2022), a time that shapes students' academic achievement and skills, self-concept,
confidence in their own abilities, and motivation to succeed. Existing literature emphasizes the importance of
homework in improving academic achievement and promoting self-discipline among students (Cooper et al.,
2006; Mbaluka et al., 2021). However, the literature also highlights the potential disadvantages of homework,
such as the risk of excessive workload and negative influences (Benckwitz et al., 2023; Cooper et al., 2006;
Halim et al., 2023; Skaggs, 2007; Trautwein et al., 2002). The role of homework in education has been the
subject of considerable debate among those closely involved in the educational process, including parents and
teachers (Halim et al., 2023). Especially in primary school, there is a lack of qualitative studies that examine
teachers' and parents' expectations and attitudes towards homework in more depth. Therefore, although there are
studies on the subject worldwide, there is a need for more research that addresses the perspectives of teachers

and parents in depth. Understanding the perspectives of primary school teachers and parents on homework can
guide the structure of homework, thereby preparing primary school students for effective educational practices
beyond school hours. In light of these considerations, this study aims to determine the views of primary school
teachers and parents, who are key stakeholders in the educational process, on homework in primary schools.
Within the framework of these aims, the following research questions are sought to be answered:

1. What are the views of primary school teachers on homework?

2. What are the views of parents about homework?
Method

The qualitative research method was preferred. Qualitative methodology enables the investigation of events and
situations in their natural settings and creates a deeper perspective on individuals' understanding and experiences
(Huberman, 2014; Patton, 2014; Thomas et al., 2022). Qualitative research focuses on how people perceive and
interpret their experiences (Holloway, 1997). The study was designed using the phenomenology model, which is
appropriate for determining the views of teachers and parents on homework assignments at the primary school
level. Phenomenology scrutinizes individuals' experiences of a phenomenon, their interpretation of these
experiences, and their impact on them (Creswell, 2013).

Study Group

The study group consists of 27 primary school teachers and 31 parents of primary school students working in
public schools in a province in the Eastern Anatolia Region of Tiirkiye in the 2023-2024 academic year. The
convenience sampling technique, which falls under the category of purposeful sampling techniques, determined
the study's participants. Given the study's aims and objectives, purposive sampling assumes that certain groups
of people may hold significant and differing perspectives on the ideas and issues under investigation, thereby
warranting their inclusion in the sample (Campbell et al., 2020). Kelly et al. (2010) uses purposeful sampling to
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select respondents who are most likely to provide relevant and useful information, and Palinkas et al. (2015)
uses it to identify and select cases that will effectively use limited research resources. Each participant,
including teachers and parents, voluntarily participated in the study and provided a consent form. The study
used codenames (T1, T2, T3... and E1, E2, E3, etc.) to identify the participants instead of their real names. Table
1 presents the self-characteristics of the participants.

Table 1.Participants' Self Characteristics

[N
-~

Participant Gender Female

[y
o

Teacher Male

Professional Seniority 1-5 Years
6-10 Years
11-15 Years
16-20 Years
21 Years and older
Region of Duty Province Center
District
Village
Parent Gender Woman
Male
Graduation Above Bachelor's Degree
License 15
Secondary Education 10

OO NOGINRFR,ONBRwWwO
)] (6, ]

Table 1 shows that 27 primary school teachers (17 female and 10 male) and 31 parents (25 female and
6 male) participated in the study. Upon analyzing the professional seniority of the teachers, we found that 5 had
1-5 years of seniority, 3 had 6-10 years, 4 had 11-15 years, 7 had 16-20 years, and 8 had 21 years or more. In
addition, 15 of these teachers work in the city center, 7 in the district, and 5 in the village. Six of the parents
who participated in the study graduated from postgraduate, 15 from undergraduate, and 10 from secondary
education institutions.

Data Collection

Data were collected using a semi-structured interview form. The researcher informed the participants, prior to
the start of the interview, about the ethical issues surrounding the confidentiality of the collected information
and its intended use within the research. The interview began with the participants’ demographic information.
Then the questions in the interview form were asked. In addition to the questions in the interview form, follow-
up questions such as “... can you give more detailed information about...?”” and “... can you explain... with an
example?” were asked to the participants, and the participant teachers' and parents' views on homework in
primary school were analyzed in detail. Face-to-face interviews lasted approximately 40-45 minutes. A voice
recorder recorded the interviews. The interview recordings were played to the participants, and their consent
was obtained. The interviews were then transferred one-on-one to paper.

Data collection tool

The researcher prepared a semi-structured interview form to gather primary school teachers' and parents'
perspectives on homework at the primary school level. The researcher first drafted the interview form's
questions. Two experts in the fields of classroom education and educational sciences examined these questions.
These experts evaluated the suitability of the form, assessed its internal validity, and gave the necessary
feedback. The experts' feedback guided the finalization of the interview form. This process was implemented to
increase the reliability of the form. Below (Appendix 1) are the interview questions used in the study.

Data Analysis

In order to determine the views of primary school teachers and parents on homework at the primary school
level, data was collected through interviews with primary school teachers and parents. In this context, the
content analysis method was used to describe the responses of teachers and parents in the interviews. Content
analysis deals with situations where facts, meanings, and nuances are keywords (Merriam & Tisdell, 2015). The
author and the research assistant, who were familiar with qualitative data analysis processes, grammar, and
speech marks, carried out the transcription. These were then uploaded to MAXQDA. After the data was entered
into MAXQDA, a comprehensive coding framework with frequency values was created. The initial data coding
process was conducted by the author and a research assistant to ensure the reliability of the study. During the
coding process, the author and the research assistant independently coded the data, then evaluated the coding
consistency by making comparisons and discussed the inconsistencies and reached a consensus. This method
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increased the objectivity and reliability of the coding process. To ensure reliability in this process, the author
and the research assistant independently determined the initial themes of all interviews using the open-coding
method. After the initial themes were identified, they were compared, discussed, and organized collaboratively.
In order to increase the reliability of the study, approximately 40% of the data were recorded, and the inter-rater
agreement rate was assessed using Cohen's Kappa statistic, and it was determined that this rate was at a level
that could be considered high (0.92%). Codes were created to identify specific themes and categories in this
data. We structured these codes in MAXQDA, and assigned them to the relevant pieces of data. The coded data
were analyzed, and similar codes were grouped. Then, themes and categories were created. The study's coding
framework comprises themes and categories that align with the research questions. This framework was
designed to help guide and organize the codes used in the data analysis process.

Ethics Approval

In this article, journal writing rules, publication principles, research and publication ethics rules, journal ethics
rules were followed. The responsibility for any violation that may occur regarding the research belongs to the
author. The research was carried out with the approval of Firat University Social and Human Sciences Scientific
Research and Publication Ethics Committee dated 12.07.2024 and numbered 25738.

Findings

The findings obtained from the opinions of primary school teachers and parents about homework are presented
in the tables below.

Primary School Teachers' Opinions on the Main Purpose of Homework

The themes and codes obtained from the opinions of primary school teachers about the main purposes of

Knowledge Developing
repetition 18 responsibility
10

homework assignments are presented in Figure 1.

Problemsolving

17

Real lfe problers \ 19 \ /
101 Apply what they Purpose of homework . Parental
assignment Reinforcement 3+‘ sivolemeti

have learned
7 8 8
Transfer to different
Providing feedback Self-discipline

Figure 1. Primary school teachers' opinions on the purposes of assigning homework

Understanding
the topic

The participating teachers stated that students receive homework to reinforce their subjects and apply
what they have learned. The study determined that teachers primarily assign homework to students for the
purpose of information repetition, learning retention, and subject reinforcement. Teachers also favor homework
assignments as they foster problem-solving skills, establish real-life connections, and allow students to apply
their acquired knowledge across various fields. The participant of the study, PT7, stated that “.I usually give
homework in order to repeat the subject, stated the study participant, PT7. | also think it will help to reinforce
the subjects and develop a sense of responsibility...". Similarly, PT9 and PT10 explained the reason for giving
homework as “...due to insufficient class time and high class size, | give homework in terms of repetition and
reinforcement of the subjects...”. PT18 said, “Especially in quantitative courses, there is not enough time to
solve different problems. Therefore, | give homework and make them solve more problems and practice
more...”. In the same vein, PT12 expressed his opinion about the homework he gave to increase the permanence
of learning with the following statement: “When students do not repeat, they forget the course content we teach.
In order to repeat, | give homework about the subject we have covered in the class. Thus, it promotes long-term
retention...”.

Primary School Teachers' Views on the Importance of Homework

The themes and codes obtained from the primary school teachers' views on the importance of homework for
students are presented in Figure 2.



Ugras 104

Self-discipline Reinforced of topics

Academic benefits

10 12
enefits of Homework

Behavioral bene ﬁﬂ\
for Students

8
B
15
L Social benefits Affective benefits
12 10 13

‘/—AI . Motivation
Family participations Cooperation

Figure 2. Primary school teachers' views on the importance of homework for students

Self-confidence

The opinions of the teachers determined that homework can be beneficial for students in terms of
academic, affective, social, and behavioral aspects. Teachers stated that homework would provide academic
benefits by reinforcing the subjects, and affective benefits by developing self-confidence and motivation.
Furthermore, the study by (Mbaluk, 2021) shows that homework enhances family involvement, promotes social
benefits through cooperation, and improves self-discipline and time management skills. The participant in the
study, PT21, stated that “... under the current conditions, we cannot convey everything to children in the
classroom environment. For this reason, | aim to gain the support of families by giving homework. | think that
homework will reinforce the subjects and especially increase the sense of responsibility...”. Likewise, PT22
drew attention to the benefits that homework can provide to students and families, saying, “.. I think that it

2

draws families into the process and increases self-discipline and motivation...”.
Primary School Teachers' Views on How They Prepare Homework

The themes, categories and codes obtained from the primary school teachers' views on how they prepare
homework assignments are presented in Figure 3.

Source books

27

i

Homework Preparation Ready resources}ZS{ In textbooks ]

-

25

Ready source on
the internet

Figure 3. Primary school teachers' opinions on how they prepare homework

According to the teachers who participated in the study, they used ready-made resources such as
reference books, textbooks, and the online learning platforms when preparing homework. Among the primary
school teachers who participated in the study, PT5 stated that “... due to lack of time, I assign homework from
ready-made reference books. I also assign questions that I access on the internet as homework...”. PT14 stated
that “.. it is not allowed to buy source books. Families react. For this reason, I take ready-made documents
from internet pages and assign them as homework...”. The research revealed that the majority of primary school
teachers supported PT5 and PT14.
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Primary School Teachers' Opinions on the Frequency of Homework Assignments

The themes, categories and codes obtained from the opinions of primary school teachers about the frequency of

homework assignments are presented in Figure 4.
Sometimes ]—5—{ 2 day ]
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Homework L Dadly I

\ 21
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18

6 day I

Figure 4. Primary school teachers' opinions on how often they assign homework

The study determined that the participating teachers frequently assigned homework for five, six, and
daily periods, and occasionally for shorter periods, like two days. Participant, PT8, stated that ... actually, 1
don't want to give homework too much, but the parents press me a lot on this issue. For this reason, I try to give
homework almost every day...” and explained why he gave homework frequently. PT9 stated that “... I #ry to
give homework daily to reinforce the subjects we cover in the lesson. | only allow my students to rest at
weekends without giving homework for a day...”. On the other hand, PT20 stated that “... I generally do not give
homework. | do not think that homework contributes much to primary school children. For this reason, |

s

sometimes give homework. I usually assign homework on Mondays and Fridays...”.
Primary School Teachers' Views on How They Evaluate Homework

The themes, categories and codes obtained from the opinions of primary school teachers on how they evaluate
homework assignments are presented in Figure 5.

By examining them one by [ Workload ]
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Figure 5. Primary school teachers’ opinions on how they evaluate homework assignments

The teachers who participated in the study stated that they examined homework assignments one by
one in the following lessons and evaluated them individually at different times. However, there were also
opinions that they could not make regular evaluations due to their excessive workload and lack of time. PT12,
who participated in the study, stated that “... I cannot do homework checks because of the high class size...”.
Similarly, PT17 stated that “... I usually cannot control homework assignments. The duration of the lesson and
the number of students prevent me from doing this. I want support from parents in this regard...”. On the other
hand, PT13 stated that “... since I teach in a village school, my class size is small and at the beginning of the
following lesson, I examine the homework one by one and give feedback...”.

Primary School Teachers' Views on Increasing the Efficiency of Homework

The themes, categories and codes obtained from the opinions of primary school teachers on how to increase the
efficiency of homework are presented in Figure 6.
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Figure 6. Primary school teachers' views on increasing the efficiency of homework assignments

needs of students

The teachers who participated in the study emphasized the importance of parental support to increase
the effectiveness of homework. Teachers were of the opinion that the effectiveness of homework can be
increased by parents by tracking homework, supporting learning processes, communicating with teachers, and
being sensitive to students' needs. In addition, teachers were also of the opinion that homework efficiency could
be increased by assigning homework according to students' needs, paying attention to students' needs through
assessments, paying attention to the amount of homework, and communicating with parents. Participant PT6 "...
the most realistic solution is to get parental support. | can't keep up with the controls, so I think that parents
should control homework, provide support while doing homework, and reach out to teachers when they get
stuck..." and emphasized the importance of parental support. PT14 emphasized the importance of parental
support by stating that "... I think it is important for teachers to assign homework according to the subjects that
students are deficient in, and at the same time, to apply homework assignments in accordance with children's
interests. And | think one of the most important things is not to give too much homework. Parents, on the other
hand, should be in contact with their teachers, provide appropriate homework conditions and support students
in every sense...". PT17 stated that ... evaluation should be made rather than homework. Homework should be
enough not to bore children. It should be enough and of a type that will increase the motivation of the students.
Parents should support homework and provide appropriate conditions..." and expressed their views on the
effectiveness and amount of homework.

Parents’ Views on Their Children’s Homework
The themes, categories and codes obtained from parents' views on their children's homework are presented in
Figure 7.

Reinforcement Overload

20 28
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Figure 7. Parents' views on their children's homework
The parents who participated in the study had positive views that homework was reinforcing,
contributed to the development of a sense of responsibility, and encouraged family participation. However, they
also had negative opinions about homework due to the excessive burden of homework, lack of time and
problems within the family. P10, one of the parents who participated in the study, stated that "... | think
homework is useful in understanding the lessons. Also, | am involved and | am aware of her lessons and her
situation. However, there is too much homework and my daughter has a lot of difficulty. When she cannot



AUJES (Adiyaman University Journal of Educational Sciences) 107

complete it, she loses sleep or cries....". P15 stated that ... homework is important in terms of understanding
and retention of the subjects, but it is the reason why | have problems at home. Homework is too much. My
daughter wastes a lot of time doing homework and we constantly have problems because of this..." The majority
of parents responded as P10 and P15.

Parents' Views on the Effects of Homework on Children

The themes, categories and codes obtained from parents' views on their children's homework are presented in

Figure 8.
Reinforcement Causing problems in the
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Figure 8. Parents' Views on the effects of homework on children

The parents who participated in the study expressed the view that homework has positive effects on
children in terms of reinforcing, developing responsibility and increasing academic achievement. However, in
addition to these positive effects, there were also opinions that homework can have negative effects on children
such as creating stress, causing problems in parent-child relationships, reluctance to go to school, lack of time
for extracurricular activities and low motivation. P4, one of the parents who participated in the study, stated that
"... homework helps to understand the subjects. Also, my daughter does not sleep without doing her homework.
It makes me happy to see her in this way about her sense of responsibility..." and mentioned the positive effects
of homework on students. P16 stated, "... | think that my daughter will understand the subjects better because of
homework and accordingly she will be academically successful. However, this child cannot spend much time
with her friends and us because of the intensity of her homework...". P20 stated that "... homework causes
serious stress for my daughter. She cannot complete it because it is too much. When she cannot complete it, she
does not want to go to school. In addition, my relationship with my daughter deteriorates in this process.
Homework is definitely useful, but its harms should not be ignored..." and expressed the negative effects of
homework.

Parents' Views on Children's Homework Doing Processes

The themes, categories and codes obtained from parents' views on children's homework processes are presented
in Figure 9.
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Figure 9. Parents' views on children's homework doing processes

The parents who participated in the study believed that parental involvement in the homework process
had positive effects, and that their children's motivation to complete homework was high. However, in addition
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to these positive opinions, negative effects such as lack of time management, problems in parent-child
relationships, and reluctance were also reported. P13, one of the parents who participated in the study, stated
that "... my daughter has a very high sense of responsibility. For this reason, this increases more with homework
and | observe that her motivation is very high in that process...". P18 stated "... my son does not have time
management. He does not finish his homework until the middle of the night. He is very reluctant and we have
constant fights...". P21 stated, "... | am involved in the process when he does his homework. Sometimes we do it
together. These processes are enjoyable for us...".

Parents’ Views on Their Roles in Children’'s Homework Doing Processes

The themes, categories and codes obtained from parents' views on their roles in children's homework processes

are presented in Figure 10.
[ Contolling ]

A
20
::l [ Making adc.iitional :|
Audit explanations
\ Vg
16

12
Role in the homework .
[ Motivating H e gry ]——»[ Guidance ]
=
10 12

Providin ga comfortable [Helping — planning]
environment

Figure 10. Parents' Views on Their Roles in Children's Homework Doing Processes

Regarding the roles of parents in the process of children doing their homework, it was found that they
had a motivating role by providing a supportive and comfortable environment. In addition, they were also seen
to play a guiding role by helping their children plan and providing additional explanations. In addition, it was
found that they assumed a supervisory role by checking homework assignments. P2, one of the parents who
participated in the study, stated that "... | try to support as much as possible, I check their time planning, I check
their homework at the end...". The majority of the parents gave similar answers to P2. P8 stated that "... |
prepare a suitable room where he will not be distracted to do his homework. | make additional explanations
when he does not understand his homework...". P5 stated that ... | can't leave my son's side until he does his
homework. | have to constantly check on him..." and expressed the role she assumed while her child was doing
homework.

Parents' Views on How to Improve the Efficiency of Homework

The themes, categories and codes obtained from parents' views on how to increase the efficiency of homework
are presented in Figure 11.
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Figure 11. Parents' Views on How to Improve the Efficiency of Homework

The parents who participated in the study were of the opinion that they had expectations from teachers
regarding homework assignments that were appropriate for students' development and interests, given in an
understandable manner, and in sufficient quantity and frequency. They also had expectations that homework
assignments should be evaluated regularly. P4, stated that "... homework should be appropriate for children’s
needs and given in small amounts. Also, teachers should also check the homework that students do....". P8 "... |
don't know how to teach the letters, | don't know what to pay attention to when | make them read. | had the old
style of education. Now it is completely different, so these should be taken into consideration when assigning
homework. Besides, sometimes even | don't understand the questions. Homework should be assigned according
to the level of the students. Also, giving a lot of homework every day alienates children from school and we have
problems with children...”. P1 stated that "... my daughter gets bored of solving questions. I think other types of
homework should be given instead. In addition, homework should be checked and too much homework should
not be given without forgetting that these are children...”

Conclusion Discussion and Recommendations

The aim of the study is to examine the views of primary school teachers and parents on homework at the
primary school level. In this context, interviews were conducted with primary school teachers and parents. The
results obtained from the interviews indicated that,teachers who participated in the study gave homework
assignments in order to repeat information, reinforce learning retention and enhance the understanding of the
subjects, improve students' problem-solving skills, relate the covered subjects to real life, and enable them to use
the information they have learned in different fields. Similar to teachers' views, parents also expressed positive
views that homework is reinforcing, contributes to the development of children's sense of responsibility, and
encourages family participation. However, despite these positive views, parents also expressed negative
opinions about homework due to its excessive burden, lack of time, and issues within the family. According to
the study's findings, teachers' and parents' views on homework are largely similar, but parents also have
negative views about homework. In the literature, it has been reported that homework has the potential to
enhance children's learning and development by contributing to the reinforcement of intellectual study
techniques and basic skills as well as the development of self-esteem, self-efficacy, and self-confidence,
improving students' self-discipline, reinforcing what they have learned, and increasing academic achievement
(Centeio et al., 2018; Cooper et al., 2006; Dilek¢i, 2023; Dolean & Lervag, 2022; Hampden-Thompson et al.,
2013; Norhayati & Rahya, 2023; Syla, 2023). However, a significant number of parents and teachers have
expressed concerns that homework poses a risk of overloading students with excessive work and has negative
effects on student well-being (Cooper et al., 2006; Duru & Cogmen, 2017; Skaggs, 2007). Therefore, even
though most people view homework as beneficial, we should carefully consider its implementation and design
to prevent these issues.

The teachers reported that homework can benefit students academically, affectively, socially, and
behaviorally. According to teachers, homework would provide academic benefits by reinforcing the subjects, as
well as affective benefits by improving self-confidence and motivation (Duru & Coégmen, 2017; Ok, 2018).
They believe that homework can improve parent-student communication, positively affect social skill
development through cooperation, and behaviorally improve self-discipline and time management skills.
Parents, similarly, have positive views, believing that homework has beneficial effects on children by
reinforcing learning, developing responsibility, and increasing academic achievement.. However, despite these
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positive effects, parents also reported that homework can have negative effects on children, such as causing
stress, problems in parent-child relationships, reluctance to go to school, a lack of time for extracurricular
activities, and low motivation. Both teachers and parents perceive homework to benefit students in various
ways, as these results reveal. However, the negative effects emphasized by parents indicate that there are
important points to be considered when implementing homework assignments. The concerns raised by parents
and teachers, particularly about homework's time-consuming nature and the lack of time for extracurricular
activities, provide a critical projection for evaluating homework's effectiveness. These concerns reflect the
findings of studies that warn against the negative effects of excessive homework and emphasize the need for a
balanced approach (Eshun, 2021; Mbogo, 2021; Pollard, 2023). Therefore, teachers can contribute to academic
achievement and support students' affective and social development by adjusting the quantity and quality of
homework to account for individual differences (Feraco et al., 2023; Reeve et al., 2020). This balance is crucial
to maintaining student motivation and interest (Dolean & Lervag, 2022). According to Dolean and Lervag
(2022), homework provides additional practice opportunities, which may have different effects on primary
school students' learning achievement in the short and medium term. Research results show that doing
homework in primary school gives students more self-discipline and improves their time management skills
(Cooper et al., 2006). Long-term, planned practice can enable individuals to achieve expert performance in a
particular field (Anderson & Graham, 2016; Burns et al., 2015; Ericsson et al., 2018; Nelson et al., 2013).
Primary school teachers do not have enough time for extensive practice and review in the classroom (Ballet &
Kelchtermans, 2009; Skinner et al., 2021; Van Droogenbroeck et al., 2014). Therefore, homework can enhance
students' academic performance by providing opportunities for practice and review of acquired skills beyond the
confines of school hours. However, it's crucial to acknowledge that primary school students have faced criticism
regarding homework (Bennett & Kalish, 2007; Kohn, 2006). Therefore, teachers need to develop strategies to
minimize the negative effects of homework while supporting students' academic development. Furthermore, it is
crucial to foster effective communication and collaboration between teachers and parents to guarantee the
preparation and implementation of homework that aligns with its intended purpose. The quantity and quality of
homework assignments should be adjusted in consideration of students' individual differences in order to
contribute to academic achievement and support students' emotional and social development.

The study determined that teachers benefited from ready-made resources like reference books,
textbooks, and internet sites when preparing homework assignments. Demir and Yaman's (2020) study reveals
that teachers often employ these resources (Demir & Yaman, 2020). However, the use of such resources may
pose some problems. For example, the appropriateness and accuracy of the studies on websites are not always
known and checked (Demir & Yaman, 2020). This may increase the risk of students encountering false or
misleading information. For this reason, it is important for teachers to assign homework while considering
students' individual differences. Thus, homework can be useful in supporting students' development in
academic, affective, and social areas (Dolean & Lervag, 2022). In addition, the development of students' skills
will positively affect their academic motivation and interest in general (Dolean & Lervag, 2022). In conclusion,
it is important for teachers to enrich homework by utilizing a variety of resources. However, teachers must
ensure that these resources are appropriate. Furthermore, homework assignments prepared in accordance with
individual differences will be able to enhance students' development. These perspectives from teachers will
increase the effectiveness of homework and contribute positively to students' development in all areas.

The study revealed that the participating teachers frequently assign homework for periods of five days,
six days, or daily, and occasionally for shorter durations like two days. In the literature, there are studies that
have found that repetitive, monotonous, or long-term homework that students cannot do independently should
not be given and that pupils do not like doing such homework (McCrory Calarco et al., 2022; Medwell & Wray,
2019; Wilder, 2023). In addition, children may experience excessive stress and sleep disturbances related to the
amount and nature of homework (Holland et al., 2021). Children staying up late to study can lead to severe
fatigue and depression (Holland et al., 2021; Zhou et al., 2015). Students' emotions are too important to ignore
when completing homework (1. Katz et al., 2012; Kennewell et al., 2022). Boredom with homework can lead to
distraction and negative emotional reactions (Xu, 2013). While negative emotions such as anxiety, lack of
concentration, fear, and procrastination negatively affect students' academic achievement and well-being,
positive emotions support mindfulness, attention, coping, self-efficacy, self-confidence, and a sense of
competence (l. Katz et al., 2012; Kennewell et al., 2022). These findings indicate a close relationship between
the effectiveness of homework, students' emotional states, and academic achievement. Therefore, teachers
should consider students' emotional needs when planning the amount, completion time, and content of
homework assignments, and make sure that homework assignments are interesting, motivating, and accessible
to students. This approach can enhance the efficacy of homework.

The study found that the participating teachers examined each homework assignment individually and
evaluated them at different times. However, some teachers expressed the opinion that their heavy large
classroom, and lack of time prevented them from conducting regular evaluations. The literature asserts that
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when teachers check primary school students' homework and provide feedback, it reinforces their knowledge,
boosts their self-confidence, and encourages them to learn new skills. Conversely, when teachers do not check
homework, students tend to avoid it (Anderson & Graham, 2016). These findings emphasize the importance of
teachers checking homework regularly and providing feedback. If teachers improve their time management
skills and identify strategies to reduce their workload, students may approach homework more positively and
benefit more from this process.

Teachers believed that parents who follow homework assignments, support learning processes,
communicate with teachers, and are sensitive to students' needs can increase the efficiency of homework. In
addition, teachers were also of the opinion that assigning homework according to students' interests and needs,
evaluating assignments, paying attention to the amount of homework, and communicating with parents were
necessary to increase homework efficiency. Parents, on the other hand, expect teachers to assign homework that
is appropriate for students' development and interests, that is understandable, that is given in sufficient quantity
and frequency, and that instructors regularly evaluate these assignments. The literature emphasizes that tailoring
primary school students’ homework to their interests and needs enhances their desire and empathy for
homework (Medwell & Wray, 2019; Negru & Sava, 2023). Moreover, parental behaviors that support their
children's psychological needs not only benefit their children's mental health but also positively affect their
motivation (I. Katz et al., 2012) and effort (Feng et al., 2019) related to homework. Moreover, when parents see
their children succeed in homework, their support adopts an autonomous focus that reinforces this success
(Dumont et al., 2014). The quality of parental involvement in homework is important for providing a supportive
learning environment for students (Feng et al., 2019; I. Katz et al., 2012). The literature frequently emphasizes
that homework in a supportive environment contributes more to students and increases their positive attitudes
towards school (De Roiste et al., 2012; Pomerantz et al., 2007). This engagement has been positively associated
with students' academic performance and well-being (Magalhies et al., 2020; McCrory Calarco et al., 2022).

This study found that parental involvement positively impacted children's homework completion
processes, particularly those with high motivation. However, in addition to these positive effects, there were
also negative effects of parental involvement in the homework process (Czerniawski & Kidd, 2013; Xu & Yuan,
2003), such as lack of time management, problems in parent-child relationships, and reluctance. The literature
reports that children's motivation to continue studying increases when parents participate in the homework
process, provide feedback, and appreciate their efforts (Dettmers et al., 2019; Dolean & Lervag, 2022). The
literature suggests that the quality of parental involvement in homework is positively associated with students'
academic performance and well-being (Dumont et al., 2014; Feng et al., 2019; 1. Katz et al., 2011; Magalhaes et
al., 2020; Pomerantz et al., 2007). The literature has also emphasized that homework can lead to conflicts,
increase stress within the family, and limit the amount of time parents and children can spend together
(Hampden-Thompson et al., 2013; Holland et al., 2021; Pressman et al., 2015; Valle et al., 2019). Parents think
that homework has a positive effect on students' academic performance (Medwell & Wray, 2019; Moorhouse,
2021; Tam & Chan, 2011; Vatterott, 2018; Xu, 2009), which may have influenced their positive view of
homework. These results underscore the significance of parental involvement in homework and the need to
strike a balance in this involvement. It is important for parents to adopt an approach that boosts their children's
self-confidence and motivation while supporting their children's homework and, at the same time, minimizing
the negative effects of the homework process on family relationships. Teachers and families working in
cooperation can ensure that homework contributes to students' development in the most appropriate way. In
conclusion, it is important for both teachers and parents to work in communication in order to increase the
efficiency of homework for children. When creating homework assignments, teachers should pay attention to
individual differences and communicate with parents to ensure that homework assignments are effective for
children. Similarly, parents' support for their children's homework, motivating them, and closely following their
learning processes will positively affect children's academic achievement and general well-being. In this
context, collaboration between teachers and parents can ensure that homework contributes appropriately to
students' development in all areas.

Parents played a motivating role in the homework process by creating a supportive and comfortable
environment. Furthermore, the study revealed that parents took on guiding roles by assisting their children with
planning and offering further clarifications. Furthermore, they believed that they fulfilled a supervisory role by
regularly reviewing their children's homework assignments. The parents who took part in the study expressed
that their involvement in their children's homework had a positive impact on their children's completion,
resulting in high motivation. However, the study also mentioned negative effects like poor time management,
issues in parent-child relationships, and reluctance. The quality of parental involvement in homework is
positively associated with students' academic performance and well-being, according to the literature (Dumont
et al., 2014; Feng et al., 2019; 1. Katz et al., 2011; Magalhaes et al., 2020; McCrory Calarco et al., 2022;
Pomerantz et al., 2007). As Hoover-Dempsey et al. (1995) emphasize, parental involvement in homework plays
a crucial role not only in providing immediate help but also in modeling the positive attitudes and study skills
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necessary for school success (Hoover-Dempsey et al., 1995). Children see competent and relatable parents as
effective models. Morrison et al. (2000) provide support for this by observing a positive correlation between
students' school engagement and their perceptions of parental involvement in their supervision (Morrison et al.,
2000). This aspect of parental involvement provides an additional layer to understanding the effectiveness of
homework (Negru & Sava, 2023). These findings underscore the significance of parental involvement in
homework and the effective methods for achieving it. It is important for parents to adopt an approach that boosts
their children's self-confidence and motivation while supporting their children's homework, as well as
minimizing the negative effects of the homework process on family relationships. Collaboration between
educators and parents can ensure that homework contributes to students' development in the most appropriate
way.

The findings of the study show that homework provides academic, affective, social and behavioral
benefits to students, but that parental support is important for these benefit to be achieved. In addition, it was
determined that parents had positive and negative judgments about homework, assumed motivating, guiding and
supervising roles during homework assignments, and that these roles positively affected students' perspectives
on homework (Farrell & Danby, 2015; Tam & Chan, 2011).

This study is important because it provides a perspective on the role of homework in education, which
has been the subject of considerable debate among those closely involved in the educational process, including
teachers and parents. This study may shed light on the limited number of studies investigating the perspectives
of parents and teachers in primary school.

In this context, teacher-parent collaboration is important to increase the effectiveness of homework.
Teachers at school and teachers at home checking homework and supporting students will increase students'
motivation to do homework. Teachers should prepare homework assignments taking into account students'
interests, needs and individual differences. Homework assignments should support all developmental areas of
students. They should be prepared from a variety of sources and include content that will be of interest to
students. Teachers should consider the emotional needs of students when planning the amount, completion time
and content of homework assignments and make sure that homework assignments are interesting, motivating
and accessible to students. Teachers should regularly check homework assignments and provide feedback.

Parents should support and motivate students’ homework and follow up with their children in
cooperation with teachers. In addition, the views of primary school students and their perspectives should be
sought in order to guide teachers in determining effective homework strategies.

Appendixs 1

Teacher Semi-structured Interview Form:

1. What is your main purpose in assigning homework?

2. What is the importance of homework for students?

3. How do you prepare homework assignments?

4. How often do you assign homework?

5. How do you evaluate homework assignments?

6. How can the efficiency of homework be increased?

Parent Semi-structured Interview Form :

1. What are your views on your children's homework?

2. What are your views on the effect of homework on your child?
3. How is the process of your children doing their homework?

4. What is your role in the process of doing your children's homework?
5. What are your views on increasing the efficiency of homework?
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Ozet

Bu arastirma, ilkokul kademesinde ev ddevlerine iliskin sinif dgretmenleri ve ebeveynlerin goriislerinin
belirlenmesini amaglamaktadir. Aragtirma, nitel arastirma yontemlerinden olgu bilim deseni kullanilarak
gergeklestirilmistir. Aragtirmanin ¢alisma grubunu 2023-2024 egitim dgretim yilinda Tiirkiye'nin bir ilinde,
gesitli devlet okullarinda goérev yapan 27 smif dgretmeni ve 31 ilkokul 6grencisinin velisi olusturmaktadir.
Arastirma, amacl drnekleme teknikleri kapsaminda olan uygun drnekleme teknigi ile yiiritiilmiistiir. Aragtirma
verileri, aragtirmaci tarafindan olusturulan yari yapilandirilmis goériisme formlari ile toplanmistir. Arastirma
verileri igerik analizi yoluyla betimlenmistir. Verilerin analizi sonucunda sinif 6gretmenlerinin goriisleri ile ilgili
6 ana tema, ebeveynlerin goriisleri ile ilgili 5 ana tema, kategori ve kodlar belirlenmistir. Arastirma sonuglarina
gore smif dgretmenlerinin ev Odevlerini, 6grencilerin 6grendiklerini pekistirmeleri ve uygulama yapmalari
amaciyla siklikla verdikleri belirlenmistir. Ev 6devlerinin 6grencilere akademik, duyussal, sosyal ve davranissal
yarar sagladigi, fakat bu yararin saglanabilmesi i¢in ebeveynlerin desteginin 6nemli oldugu belirtilmistir.
Arastirma sonuglar1 ebeveynlerin ev ddevine karsi olumlu ve olumsuz yargilara sahip olduklarini, ddevler
yapilirken motive edici, rehberlik ve denetleme rollerini iistlendiklerini gdstermektedir.

Anahtar kelimeler: Sinif 6gretmeni, {lkokul, Ev 6devi, Ebeveyn

Giris

Ev odevi, dgrencilere 6gretmenler tarafindan verilen ve okul dig1 saatlerde tamamlanmasi gereken gorevler
olarak yaygin bir sekilde tanimlanmaktadir (Cooper vd., 2000). Ev 6devleri, ¢alisma aliskanliklarimi gelistirme
ve akademik basariy1 tegvik etme acisindan 6nemli bir 6gretim stratejisi olarak kabul edilmektedir (Cooper vd..,
2000; Fan vd., 2017; Wu vd., 2023). Hem 6gretmenler hem de ebeveynler igin ev ddevi, giinliik yasamin 6nemli
bir parcasi olarak kabul edilmekte ve egitimde sik¢a kullanilan bir uygulama olarak degerlendirilmektedir
(Dettmers vd., 2019; Fan vd., 2017). Bu nedenle 6grencilerin sinif diginda 6grenmelerini desteklemek amaciyla
kullanilan ev 6devleri, uzun siiredir egitim arastirmacilarinin, politika yapicilarin ve uygulayicilarin ilgi odagi
olmugtur (Good, 2022; Guerrero & Reiss, 2020; Zhang & Bray, 2020). Ev ddevleri ile ilgili yapilmis birgok
calismanin ilkokul disindaki kademelere odaklandig: goriilmektedir (Magalhdes vd., 2020). lkokul
kademesinde ev &devleri ile ilgili net bir bakis agisinin olugamamasi, bu durumun bir sonucu olarak
degerlendirilebilir (Fan vd., 2017).

ilkokulda Ev Odevi

Ev 6devi, kiiresel bir olgu olarak kabul edilmektedir (Rahmani vd., 2024). Ev 6devinin degeri ve uygulanist
iilkeden iilkeye farklilik gostermektedir. ilkokul ¢agindaki bazi ¢ocuklarn, ev ddevlerine giderek daha fazla
zaman ayirirken (Jerrim vd., 2020), diinya ¢apinda dordiinci smif 6grencilerinin %7'sinden azinin hi¢ ev ddevi
yapmadiklar1 belirlenmistir (Mullis vd., 2012). Ingiltere'de, egitimin ilk yillarinda ev 6devi politikasi, bes ila
yedi yas arasindaki ¢ocuklara haftada bir saat, 7-11 yas arasindaki ¢ocuklara ise gecelik yarim saatlik ev ddevi
verilmesini ve tiim okullarin ayni ev 6devi politikasina sahip olmasini1 6ngérmektedir (Medwell & Wray, 2019).
ABD'deki birgok ilkokul, yeni bir trend olan 6dev yapmama politikasini1 benimsemeye baglamistir (Dolean &
Lervag, 2022). Sangay ve Singapur gibi Asya iilkeleri, 6grencilere bol miktarda ev 6devi ve okul sonrasi dersler
verirken (Bartholomaeus vd., 2023), Finlandiya'da 6gretimin ilk yillarinda neredeyse hi¢ 6dev veya ek ¢aligma
yaptirilmamaktadir (Pierre, 2007; Sharp vd., 2001). Tiirkiye’ de ise ilkokul kademesinde ev 6devlerine yonelik
kapsayici bir politika bulunmamaktadir (Kalsen vd., 2020). ilkokul kademesinde ev ddevleri ile ilgili uygulama
birliginin saglanamamasiin sebebinin, bu kademeye yonelik ev ddevi caligmalarmin sinirli olmasindan
kaynaklandig1 sdylenebilmektedir (Fan vd., 2017; Lehner-Mear, 2021).

Ev o6devlerinin, olgusal bilginin daha iyi hatirlanmasina katki saglayabilecegi ve ayni zamanda
ogrencilerin anlama ve bilgi isleme diizeyini artirarak 6z diizenleme becerilerini gii¢lendirebilecegi, daha iyi

Sorumlu Yazar: Hilal Ugras, hugras@firat.edu.tr



http://dx.doi.org/10.17984/adyuebd.1519407
mailto:hugras@firat.edu.tr

Ugras 114

calisma aligkanliklart ve 6z disiplinlerini gelistirmelerine yardimci olabilecegi belirlenmistir (Dilekgi, 2023;
Ramdass & Zimmerman, 2011). Bunlarla birlikte, 6grencilere verilen ev 6devlerinin, akademik fayda sagladig
ve bagarilarin1 olumlu yonde etkiledigine yonelik somut aragtirma sonuglart bulunmaktadir (Dolean & Lervag,
2022; Fan vd., 2017). Fakat ilkokul kademesinde ev 6devlerinin 6grenci basarisi iizerinde her zaman 6nemli bir
etkisinin olacagi ile ilgili genelleme yapilamamaktadir (Chin vd., 2022; Cooper vd., 2000, 2006; Fan vd., 2017;
Paschal vd., 1984; Trautwein vd., 2002; Tsang vd., 2022). Literatiirde ilkokul 6grencilerinde ev 6devi miktari ile
akademik basar1 arasinda neredeyse higbir iliski bulunmadigi ¢aligmalar da yer almaktadir (Cooper vd., 2000,
2006; Fan vd., 2017; Trautwein vd., 2002). Ayrica, 6dev miktarnin fazlaliginin 6grenciler igin stres kaynagi
olabilecegi, aileleri ve arkadaslariyla gegirecekleri kaliteli zamani azaltabilecegi ve okulla ilgili olumsuz
etkilesimlere yol acabilecegi (Galloway vd., 2013; 1. R. Katz, 2007; Mo¢ vd., 2020; Pressman vd., 2015),
akademik ilgiyi azaltabilecegi, bos zaman aktivitelerine ve sosyal etkinliklere erisimi engelleyebilecegi ve
kopya ¢ekme gibi sorunlara yol acabilecegi belirlenmistir (Cooper vd., 2000). Ogretmenler tarafindan verilen
yogun ev Odevlerinin olumsuz etkileri iizerine yapilan calismalar, dikkat g¢ekici sonuglar sunmaktadir
(Magalhées vd., 2020; Wilder, 2023).

[lkokul kademesindeki ev ddevlerinin, uzun vadeli faydalarin1 vurgulayan arastirmalar da mevcuttur
(Medwell & Wray, 2019; Norhayati & Rahya, 2023). Bu faydalar arasinda dgrencilere iyi ¢alisma aligkanliklari
kazandirilmasi, 6zgiivenin ve 6z disiplinin tesvik edilmesi, zaman yoOnetimi becerilerinin gelistirilmesi ve
karakter gelisimine katkida bulunulmasi gibi faydalar belirtilmektedir (Epstein vd., 2021; Holland vd., 2021;
Medwell & Wray, 2019; Norhayati & Rahya, 2023). Ogrencilerin verilen ev ddevlerine motive olmalarimi
saglamak i¢in, 6gretmenler ev 6devlerinin amaglarini, uygunlugunu, yapilma seklini, degerlendirme kriterlerini,
odiilleri ve olumlu geri bildirimleri net bir sekilde agikliga kavusturmasi gerekmektedir (Benckwitz vd., 2023;
Dettmers vd., 2019; Rizk & Hillier, 2021). Ancak bu netlik ile ev 6devlerinin sagladigi potansiyel faydalar etkin
bir sekilde meydana gelecektir.

Ulkeler arasinda net bir uygulama birliginin olmamasi ve ilkokul kademesinde ev &devi ile ilgili
faydanin net olarak belirlenememesi, 6gretmenler ve velilere karmasik mesajlar vermektedir. Bu belirsizlik,
ogrencilerin akademik bagar1 ve becerilerinin, benlik kavramlarinin, kendi yeteneklerine olan giivenlerinin ve
basarili olma motivasyonlarmin bi¢imlendigi ilkokul déneminde (Benckwitz vd., 2023; Carrillo-Lopez vd.,
2022) ev 6devi politikalarinin ve uygulamalarinin yeniden gézden gegirilmesi gerektigini ortaya koymaktadir.
Mevcut literatiir, ev 6devlerinin akademik basariy1 artirma ve 6grenciler arasinda 6z disiplini tesvik etmedeki
6nemini vurgulamaktadir (Cooper vd., 2006; Mbaluka vd., 2021). Ancak, literatiir ayn1 zamanda ev 6devlerinin
asirt is yuki riski ve olumsuz etkiler gibi potansiyel dezavantajlarinin da altin1 ¢izmektedir (Benckwitz vd.,
2023; Cooper vd., 2006; Halim vd., 2023; Skaggs, 2007; Trautwein vd., 2002). Ev G6devlerinin 6grenci
egitimindeki roli, ebeveynler ve dgretmenler de dahil olmak iizere egitim siireciyle yakindan ilgili kisiler
arasinda 6nemli tartigmalara yol agmaktadir (Halim vd., 2023). Bu baglamda 6zellikle ilkokulda, ebeveynlerin
ve 0gretmenlerin bakis agilarini arastiran ¢aligmalarin sinirlt sayida oldugu goriilmektedir. Sinif 6gretmenlerinin
ve ebeveynlerin ev 6devlerine iligkin diisiincelerini anlamak, ilkokul 6grencilerine okul disinda etkili egitim
uygulamalar1 hazirlayabilmek igin ev &devlerinin nasil yapilandirilmast gerektigi konusunda yonlendirici
olabilecek bilgiler sunmaya yardimct olabilir. Bu diisiinceler 1s18inda, bu arastirma, egitim dgretim siirecinin
kilit paydaslar1 olan sinif 6gretmenlerinin ve ebeveynlerin ilkokulda ev 6devleri ile ilgili gortislerini belirlemeyi
amaglamaktadir. Bu amaglar gergevesinde asagidaki arastirma sorularina cevap aranmaktadir:

1. Tlkokul 6gretmenlerinin ev devleri hakkindaki goriisleri nelerdir?

2. Ebeveynlerin ev ddevleri hakkindaki goriisleri nelerdir?
Yontem

Arastirmada nitel aragtirma yontemi tercih edilmistir. Nitel yontem, olay ve durumlarin dogal ortamlarinda
aragtirtlmasina olanak tanir ve bireylerin anlayis ve deneyimlerine dair derin bir bakis agisi olusturur
(Huberman, 2014; Patton, 2014; Thomas vd., 2022) Nitel aragtirmalar, insanlarin deneyimlerini nasil
algiladiklarina ve yorumladiklarina odaklanir (Holloway, 1997). Arastirma, ilkokul kademesinde ev 6devi
verilmesine iliskin d6gretmen ve ebeveyn goriislerinin tespiti i¢in uygun olan fenomenoloji (olgubilim) modeli
kullanilarak tasarlanmistir. Fenomenoloji, bir olgunun bireyler tarafindan nasil deneyimlendigini, bu
deneyimlerin onlar i¢in ne anlama geldigini ve onlar1 nasil etkiledigini incelemektedir (Creswell, 2013).

Cahisma Grubu

Aragtirmanin ¢aligsma grubu, 2023-2024 egitim 6gretim yilinda Tiirkiye’ nin Dogu Anadolu Bolgesinde bulunan
bir ildeki devlet okullarinda gdrev yapan 27 smif 6gretmeni ve 31 ilkokul 6grencisinin ebeveynlerinden
olugmaktadir. Arastirmanin katilimcilari, amacgli drnekleme teknikleri kapsaminda olan uygun 6rnekleme teknigi
ile belirlenmigtir. Amagh ornekleme, calismanin amag¢ ve hedefleri goz Oniine alindiginda, belirli insan
topluluklarinin séz konusu fikirler ve konular hakkinda farkli ve dnemli goriislere sahip olabilecegi ve bu
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nedenle Ornekleme dahil edilmesi gerektigi varsayimma dayanmaktadir (Campbell vd., 2020). Amagh
ornekleme, uygun ve yararh bilgi verme olasiligi en yiiksek olan yanitlayanlari segmek igin kullanilir (Kelly
2010) ve smurli arastirma kaynaklarimi etkili bir sekilde kullanacak vakalari belirlemenin ve se¢gmenin bir
yoludur (Palinkas vd., 2015). Ogretmenler ve ebeveynler ¢alismaya goniillii olarak katilmis olup, katilimcilarin
her birinden goniillii olur formu alinmistir. Calismada katilimeilarin gergek isimleri yerine onlar1 tanimlayan
(01,02,03... ve E1, E2, E3...) kod adlar1 kullanilmustir. Katilimci 6z nitelikleri Tablo1’ de sunulmustur.

Tablol. Katilimcilar1 Oz Nitelikleri

Katilme Cinsiyet Kadn 17
Erkek 10
Mesleki Kidem 1-5 Y1l 5
6- 10 Y1l 3
Ogretmen 11-15 Y1l 4
16-20 Y1l 7
21 Y1l ve iizeri 8
Gorev Yaptig1 Bolge i1 Merkezi 15
Ilge 7
Koy 5
Ebeveyn Cinsiyet Kadin 25
Erkek 6
Mezuniyet Lisans Ustii 6
Lisans 15
Ortadgretim 10

Tablo1 incelendiginde, arastirmaya 27 sinif 6gretmeninin (17 kadin ve 10 erkek) ve 31 ebeveynin (25
kadin ve 6 erkek) katildig1 goriilmektedir. Ogretmenlerin mesleki kidemleri incelendiginde, 5 6gretmenin 1-5
yil, 3 6gretmenin 6-10 yil, 4 dgretmenin 11-15 yil, 7 6gretmenin 16-20 y1l ve 8 dgretmenin ise 21 yil ve lizeri
kideme sahip oldugu belirlenmistir. Ayrica, bu 6gretmenlerin 15' il merkezinde, 7'si ilgede ve 5'i kdyde gorev
yapmaktadir. Arastirmaya katilan ebeveynlerin 6'sinin lisansiistii, 15'inin lisans ve 10'unun ortadgretim
kurumundan mezun oldugu tespit edilmistir.

Veri Toplama

Arastirma kapsaminda veriler, yart yapilandirilmis goériisme formu kullanilarak toplanmistir. Arastirmact
goriigmeye baglamadan Once, katilimcilardan toplanan bilgilerin gizli kalacagt ve arastirma diginda
kullanilmayacagi ile ilgili etik hususlar hakkinda bilgi vermistir. Goriismeye, katilimcilarm demografik bilgileri
alinarak baslanmigtir. Sonra goriisme formundaki sorular sorulmustur. Bu goriisme formundaki sorulara ek
olarak, katilimcilara "... hakkinda daha ayrintili bilgi verebilir misiniz?" ve "... durumunu bir Grnekle
aciklayabilir misiniz?" gibi takip sorulart yoneltilmistir ve katilimcilarin ilkokul kademesinde ev 6devlerine
iliskin 6gretmen ve ebeveyn goriisleri detayli bir sekilde incelenmistir. Yiiz ylize yapilan gorlismeler yaklagik
40-45 dakika stirmiigtiir. Gorlismeler ses kayit cihazi ile kaydedilmistir. Goriisme kayitlart katilimcilara
dinletilerek onaylart alinmigtir. Daha sonra gériismeler bire bir kagida aktarilmistir.

Veri Toplama Araci

Katilimeilarin, ilkokul kademesinde ev odevlerine iliskin sinif Ogretmenleri ve ebeveynlerin goriislerini
belirlemek amaciyla arastirmaci tarafindan yari yapilandirilmig goriigme formu hazirlanmistir. Goriisme formu
icin Oncelikle taslak sorular hazirlanmistir. Hazirlanan bu sorular; siif egitimi ve egitim bilimleri alanlarinda
uzman iki kisi tarafindan incelenmistir. Bu uzmanlar, formun uygunlugunu degerlendirerek i¢ gegerliligini
degerlendirmis ve gerekli doniitler vermistir. Uzmanlardan alinan geri doniitlere gore goriigme formuna son
sekli verilmistir. Bu siireg, formun giivenilirligini artirmak i¢in uygulanmistir. Arastirmada kullanilan gériisme
sorular1 Ek1’ de sunulmustur.
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Veri Analizi

Ilkokul kademesinde ev odevlerine iliskin smif 6gretmenleri ve ebeveynlerin goriislerinin tespit edilmesi
amaciyla, smif O6gretmenleri ve ebeveynler ile goriismeler yapilarak veriler toplanmistir. Bu kapsamda
ogretmenler ve ebeveynlerin goriismelerdeki yanitlarini betimlemek igin icerik analizi yontemi kullanilmustir.
Igerik analizi, olgularin, anlamlarmn ve niianslarin anahtar kelime olarak yer aldig1 durumlar ile ilgilenmektedir
(Merriam & Tisdell, 2015). Transkripsiyon siireci, nitel veri analizi siireglerine, dilbilgisi ve konusma
isaretlerine hakimiyeti olan yazar ve arastirma asistan1 tarafindan gerceklestirilmistir. Bunlar daha sonra
MAXQDA’ ya yiiklenmistir. Elde edilen veriler MAXQDA programina islendikten sonra frekans degerleriyle
birlikte kapsamli bir kodlama cercevesi olusturulmustur. ilk veri kodlamalar1 yazar ve bir arastirma asistani
tarafindan gergeklestirilmistir. Bu siiregte giivenilirligi saglamak amaciyla, yazar ve arastirma asistani tarafindan
acik kodlama yontemi kullanarak goriismelerin tamaminin bagimsiz olarak ilk temalar1 belirlenmistir. 1k
temalar belirlendikten sonra karsilagtirilmig, tartisilmis ve isbirligi iginde diizenlenmistir. Aragtirmanin
giivenilirligini artirmak igin verilerin yaklasik %401 kaydedilmis ve degerlendiriciler aras1 uyum orani Cohen's
Kappa istatistigi kullanilarak degerlendirilmis ve bu oranin yiiksek kabul edilebilecek bir diizeyde oldugu
belirlenmigtir (%0.92). Bu veriler {iizerinde belirli temalar1 ve kategorileri tanimlamak icin kodlar
olusturulmustur. Bu kodlar MAXQDA icinde yapilandirilmis ve ilgili veri pargalarina atanmigtir. Kodlanmis
verilerin analizleri gergeklestirilerek benzer kodlar gruplandirilmistir. Ardindan, temalar ve kategoriler
olusturulmustur. Arastirmada kullanilan kodlama cergevesi, arastirma sorularina uygun olarak belirlenmis
temalar ve kategorilerden olugmaktadir. Bu ¢ergeve, veri analizi siirecinde kullanilan kodlarin yonlendirilmesine
ve organize edilmesine yardimci olacak sekilde tasarlanmigtir.

Etik Kurul Beyam

Bu makalede dergi yazim kurallari, yaymn ilkeleri, arastirma ve yayin etigi kurallari, dergi etik kurallarina
uyulmustur. Arastirma ile ilgili olusabilecek her tiirlii ihlalin sorumlulugu yazara aittir. Arastirma Firat
Universitesi Sosyal ve Beseri Bilimler Bilimsel Arastirma ve Yayin Etigi Kurulu'nun 12.07.2024 tarih ve 25738
sayili onayi ile gergeklestirilmistir.

Bulgular

Arastirmaya katilan sinif 6gretmenleri ve ebeveynlerin ev ddevleri ile ilgili goriislerinden elde edilen bulgular
asagidaki tablolarda sunulmustur.

Simif Ogretmenlerinin Ev Odevi Verilmesindeki Ana Amaclarina iliskin Goriisleri

Sinif 6gretmenlerinin ev 6devi vermelerindeki ana amaclarina iligkin goriislerinden elde edilen tema ve kodlar
Sekil 1’ de sunulmustur.
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Sekil 1. Sinif 6gretmenlerinin ev 6devi verme amaglarina yonelik goriisleri

Calismaya katilan 6gretmenler, ev ddevlerinin 6grencilerin konular1 pekistirmeleri ve 6grendiklerini
uygulamalari igin verildigini belirtmistir. Ozellikle bilgi tekrar1, dgrenme kaliciligi ve konularin pekistirilmesi
amactyla ev 6devlerinin verildigi tespit edilmistir. Ayrica, ev 6devlerinin problem ¢ézme becerilerini gelistirme,
gercek hayatla iliskili kurabilme ve 6grendikleri bilgileri farkli alanlarda kullanmalarini saglama amaglariyla
verilmesi, dgretmenler tarafindan tercih edilmektedir. Arastirmaya katilan SO7 “ev ddevlerini genellikle konu
tekrar1 olmasi agisindan veriyorum. Bununla birlikte konularin pekismesi ve sorumluluk duygusu gelismesi
noktasinda katki saglayacagm diisiiniiyorum” seklinde belirtmistir. Ayrica benzer sekilde SO9 ve SO10 * da
“... ders siiresinin yeterli olmamasi1 ve simif mevcudunun fazla olmasi nedeniyle, konularin tekrar1 ve pekismesi
acisindan ddev veriyorum...” seklinde 6dev verme sebebini agiklamustir. Ogretmenlerden SO18, “Ozellikle
sayisal derslerde farkli problemleri ¢ozmek icin yeterli zaman olmuyor. Bu nedenle 6dev verip daha fazla
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problem ¢dzmelerini ve pratik yapmalarmi sagliyorum...” demistir. SO12, 6grenmenin kalicihigini artirmak igin
verdigi ddevlerle ilgili goriisiinii asagidaki ifadeyle dile getirmistir: “Ogrenciler tekrar yapmadiklari zaman
Ogrettigimiz ders igerigini unutuyorlar. Tekrar yapmak icin isledigimiz konuyla ilgili 6dev veriyorum ev ddevi
olarak. Boylece daha kalici oluyor...” dedi.

Smif Ogretmenlerinin Ev Odevinin Ogrenciler Acisindan Onemine iliskin Goriisleri

Sinif 6gretmenlerinin ev 6devinin 6grenciler agisindan dnemine iliskin goriiglerinden elde edilen tema, kategori
ve kodlar Sekil 2° de sunulmustur.

Konular pekisi Adle katilmm
on rpc<1;.1r$19‘_ ' .
Akademik yarar Sosyal yarar
\ / 10
= IE Odevinin O3renciye ¥: nI e Iy birligi
Ozgiiven v Odev grenciye Yara
15 Oz disiplin
S _10™ P
Duyussal yarar Davramssal yarar
157 8 —
: - Zaman yonetimi
Motivasyon

Sekil 2. Sinif 6gretmenlerinin ev 6devinin 6grenciler agisindan énemine iliskin goriisleri

Calismaya katilan 6gretmenlerin ev ddevlerinin dgrencilere akademik, duyugsal, sosyal ve davranigsal
acidan yararli olabilecegine yonelik goriisleri tespit edilmistir. Ogretmenler, ev odevlerinin konularin
pekistirilmesi yoluyla akademik yarar saglayacagmi, 6z gliven ve motivasyon gelistirerek duyugsal yarar
saglayacagini belirtmistir. Ayrica, ev ddevleri ile aile katiliminin artacagi ve is birligi yapilarak sosyal yarar
saglanacagi, 6z disiplin ve zaman yOnetimi becerilerini gelistirerek davranigsal yarar saglanacagi goriisleri de
belirlenmistir. Arastirmaya katilan SO21 ... mevcut sartlarda ¢ocuklara smif ortaminda her seyi aktaramiyoruz.
Bu nedenle ev oOdevleri vererek ailelerinde destegini almayr amacliyorum. Ev 6devleri ile konulari
pekistirecegini ve dzellikle sorumluluk duygusunun artacagim diisiiniiyorum...” seklinde ifade etmistir. SO22
ise “... aileleri siirecin igine c¢ektigi, 6z disiplin ve motivasyon arttiracagini disiiniiyorum...” seklinde
Ogrencilere saglayabilecegi yarara dikkat ¢ekmistir.

29

Simif Ogretmenlerinin Ev Odevlerini Nasil Hazirladiklarina iliskin Gériisleri

Sinif 6gretmenlerinin ev 6devlerini nasil hazirladiklara iligkin goriislerinden elde edilen tema, kategori ve
kodlar Sekil 3’te sunulmustur.
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Sekil 3. Siif 6gretmenlerinin ev 6devi nasil hazirladiklarina iliskin goriisleri

Calismaya katilan 6gretmenlerin, ev ddevlerini hazirlarken kaynak kitaplar, ders kitaplart ve internet
gibi hazir kaynaklardan yararlandiklarina iligkin goriisleri tespit edilmistir. Arastirmaya katilan simif
dgretmenlerinden SO5 ... zaman yetersizliginden dolay1, hazir kaynak kitaplardan ddevlendirme yapryorum.
Ayrica internet iizerinden de ulastigim sorular1 da 6dev olarak veriyorum...” seklinde belirtmistir. SO14 ise ...
kaynak kitap alinmasma izin verilmiyor. Aileler tepki gosteriyor. O nedenle internet sayfalarindan hazir
dokiimanlar1 alip 6dev olarak veriyorum...” ifade etmistir. Arastirmaya katilan sinif dgretmenlerinin biiyiik
cogunlugunun SO5 ve SO14 gibi diisiindiikleri belirlenmistir.

Smif Ogretmenlerinin Ev Odevlerini Hangi Sikhkla Verdiklerine iliskin Goriisleri

Sinif 6gretmenlerinin ev ddevlerini hangi siklikla verdiklerine iligkin goriislerinden elde edilen tema, kategori ve
kodlar Sekil 4’ te sunulmustur.
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Sekil 4. Sinif 6gretmenlerinin ev ddevini hangi siklikla verdiklerine iliskin gortisleri

Calismaya katilan 6gretmenlerin, ev ddevlerini bes giin, alt1 giin ve giinliik olarak sik sik verdiklerine,
bazen de iki giin gibi daha kisa siireli 6devler verdiklerine iliskin goriisleri tespit edilmistir. Arastirmaya katilan
SO8 “... aslinda ¢ok 6dev vermek istemiyorum ancak veliler bu konuda beni ¢ok sikistirryorlar. O nedenle
hemen hemen her giine bir 6dev vermeye ¢alisiyorum...” seklinde sik 6dev verdigini ve sebebini agiklamistir.
SO9 ise “... derste isledigimiz konularin pekismesi i¢in giinliik ddev vermeye ¢alistyorum. Sadece hafta sonlar
bir giin 6dev vermeden &grencilerimin dinlenmesine izin veriyorum...” seklinde ifade etmistir. SO20 ise ...
genel de 6dev vermiyorum. Odevin ilkokul ¢ocuklarina ¢ok katkisi oldugunu diisiinmiiyorum. Bunun i¢in bazen
odev veriyorum. Genelde pazartesi ve Cuma giinleri 6devlendirme yapryorum...” seklinde belirtmistir.

Smif Ogretmenlerinin Ev Odevlerini Nasil Degerlendirdiklerine iliskin Goriisleri

Sinif 6gretmenlerinin ev ddevlerini nasil degerlendirdiklerine iliskin goriislerinden elde edilen tema, kategori ve
kodlar Sekil 5’te sunulmustur.
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Sekil 5. Sinif 6gretmenlerinin ev 6devlerini nasil degerlendirdiklerine iliskin goriisleri

Calismaya katilan 6gretmenlerin, ev Odevlerini sonraki derslerde tek tek inceledikleri ve farkll
zamanlarda bireysel olarak degerlendirdiklerine iligkin goriigleri tespit edilmistir. Bununla birlikte, i yliklerinin
fazlaligi ve yeterli zaman bulamama nedeniyle diizenli degerlendirme yapamadiklarna dair goriisler de
belirlenmistir. Arastirmaya katilan SO12 ... 6dev kontrollerini siif mevcudunun fazlahgindan dolay1 pek
yapamiyorum...” seklinde belirtmistir. Benzer sekilde SO17 ise “... ddevleri ben genelde kontrol edemiyorum.
Ders siiresi ve dgrenci mevcudu bunu yapmami engelliyor. Bu konuda velilerden destek istiyorum...” seklinde
belirtmistir. SO13 ise “... kdy okulunda Ogretmenlik yaptigim icin, simif mevcudum az ve takip eden ders
basinda verdigim 6devleri tek tek inceleyip, geri doniitler veriyorum...” seklinde ifade etmistir.

Smif Ogretmenlerinin Ev Odevlerinin Verimini Arttirmaya iliskin Gériisleri

Sinif 6gretmenlerinin ev ddevlerinin verimini nasil arttirilabilecegine iligkin goriislerinden elde edilen tema,
kategori ve kodlar Sekil 6° da sunulmustur.
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Sekil 6. Sinif 6gretmenlerinin ev ddevlerinin verimini arttirmaya iligkin goriisleri
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Calismaya katilan 6gretmenler, ev 6devinin etkililigini artirmak igin ebeveynlerin desteginin dnemine
dikkat ¢cekmistir. Ogretmenlerin, ev 6devlerinin veriminin ebeveynler tarafindan édev takibi yaparak, 6grenme
stireclerini destekleyerek, ogretmenlerle iletisim kurarak ve Ogrencilerin ihtiyaglarina duyarlilik gostererek
artirtlabilecegine iliskin goriisleri tespit edilmistir. Ayrica, dgretmenlerin de Odgrencilerin ihtiyaclarina gore
odevlendirme yapmalari, degerlendirmelerle 6grenci ihtiyaclarina dikkat etmeleri, 6dev miktarma &zen
gostermeleri ve ebeveynlerle iletisim kurmalari halinde 6dev veriminin artirilabilecegine dair goriisleri
belirlenmistir. Arastirmaya katilan SO16 ... bunun en gercekei ¢oziimii veli destegi almak. Ben kontrolleri
yetistiremiyorum. O nedenle velilerin 6dev kontrollerini, 6dev yaparken destek verme ve takildiklar1 noktada
o0gretmenlere ulagmalart gerektigini diisiniiyorum...” goriisiiyle ebeveyn desteginin dnemi {izerinde durmustur.
SO14 ise “... dgretmenlerin dgrencilerin eksik olduklari konulara gore ddev vermeleri ve ayni zamanda
¢ocuklarin ilgilerine uygun ddevlendirme sekli uygulamalariin énemli oldugunu diisiiniiyorum. Ve bence en
onemlilerinden bir tanesi de ¢ok fazla 6dev verilmemesidir. Veliler ise 6gretmenleri ile iletisim halinde olarak,
uygun 6dev yapma sartlarini saglamali ve 6grencileri her anlamda desteklemeleri gerekmektedir...” seklinde
ogrencilerin ilgi ve ihtiyaglarina uygun 6dev verilmesi gerektigini belirtmistir. SO17 ise “... 6dev yapmaktan
ziyade degerlendirme mutlaka yapilmaldir. Odevler c¢ocuklari sikmayacak kadar olmalidir. Ogrencilerin
motivasyonlarini arttiracak kadar ve tiirde olmasina dikkat etmek lazim. Velilerde 6devlere destek vermeliler ve
uygun sartlari saglamalilar...” ifadeleriyle 6devlerin etkililigi ve miktari ile ilgili gdriislerini ifade etmistir.

Ebeveynleri Cocuklarimin Ev Odevleri Hakkindaki Gériisleri

Ebeveynlerin ¢ocuklarinin ev 6devlerine iligkin goriislerinden elde edilen tema, kategori ve kodlar Sekil 7°de
sunulmustur.
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Sekil 7. Ebeveynlerin Cocuklarmin Ev Odevlerine iliskin Goriisleri

Calismaya katilan ebeveynlerin, ¢gocuklariin ev ddevlerinin pekistirici oldugu, sorumluluk bilincinin
gelismesine katki sagladigi ve aile katilimint tesvik ettigi yoniinde olumlu goriisleri tespit edilmistir. Bununla
birlikte, ev 6devlerinin asirt yiik olusturmasi, zaman yetersizligi ve aile i¢inde sorunlar yaratmasi nedeniyle ev
Odevlerine yonelik olumsuz diislinceleri de belirlenmistir. Arastirmaya katilan ebeveynlerden E10 ... ev
odevleri derslerin anlagilmasi konusunda fayda saglayacagini diisiiniiyorum. Ayrica bende dahil olarak
derslerinden ve durumundan haberdar oluyorum. Ancak ¢ok fazla 6dev veriliyor ve kizim ¢ok zorlaniyor.
Yetistiremedigi zamanlarda uykusuz kaliyor veya agliyor....” seklinde ev oOdevlerine iligkin bakis agisini
belirtmistir. E15 ise “... ev 6devli konularin anlasilmasi ve kalic1 olmasi agisindan énemli ancak benim evde
sorunlar yasama nedenim. Ev ddevleri ¢ok fazla. Kizim ev 6devi yaparken ¢ok zaman kaybediyor ve bundan
dolay1 stirekli sorunlar yasiyoruz...” seklinde belirtmistir. ebeveynlerin ¢ogunlugu E10 ve E15 gibi cevap
vermistir.

Ebeveynlerin Ev Odevlerinin Cocuklara Etkilerine iliskin Goriisleri

Ebeveynlerin ¢ocuklarinin ev 6devlerine iligkin goriislerinden elde edilen tema, kategori ve kodlar Sekil 8’de
sunulmustur.
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Sekil 8. Ebeveynlerin Ev Odevlerinin Cocuklara Etkilerine iliskin Gériisleri

Calismaya katilan ebeveynlerin, ev 6devlerinin ¢ocuklar iizerinde pekistirici, sorumluluk gelistirici ve
akademik basarty1 artirici olumlu etkileri olduguna yonelik goriisleri bulunmaktadir. Ancak, bu olumlu etkilerin
yani1 sira ev Odevlerinin stres yaratma, ebeveyn-cocuk iliskilerinde sorunlara yol agma, okula gitme isteksizligi,
ders dis1 aktivitelere zaman kalmamasi ve motivasyon diisiikliigi gibi ¢ocuklar iizerinde olumsuz etkileri
olabilecegine dair goriisleri de tespit edilmistir. Arastirmaya katilan ebeveynlerden E4 “... ddevler konularin
anlasilmasini sagliyor. Ayrica kizim 6devlerini yapmadan uyumuyor. Sorumluluk bilinci konusunda onu bu
sekilde gdrmek beni mutlu ediyor...” ifadesiyle ev 6devinin dgrenci iizerindeki olumlu etkisinden bahsetmistir.
E16 ise “... ev ddevlerinden dolay1 kizzimin konular1 daha iyi anlayacagini ve buna bagh olarak da akademik
anlamda basarili olacagim diisiinliyorum. Ancak bu g¢ocuk, 6devlerinin yogunlugundan dolay: arkadaslari ve
bizler ile pek zaman gegiremiyorum...” belirtmistir. E20 ise “... d6devleri benim kizimda ciddi anlamda stres
yapiyor. Cok fazla oldugu igin yetistiremiyor. Yetistiremedigi zaman okula gitmek istemiyor. Ayrica bu siiregte
kizimla iliskilerimizde bozuluyor. Odev muhakkak yararhdir ancak zararlari da goz ardi edilmemelidir...”
seklinde ev ddevlerinin olumsuz etkilerini ifade etmistir.

Ebeveynlerin Cocuklarin Ev Odevlerini Yapma Siireclerine iliskin Goriisleri

Ebeveynlerin ¢ocuklarm ev ddevlerini yapma siireclerine iligskin goriislerinden elde edilen tema, kategori ve
kodlar Sekil 9°da sunulmustur.
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Sekil 9. Ebeveynlerin Cocuklarin Ev Odevlerini Yapma Siireclerine Iliskin Goriisleri

Calismaya katilan ebeveynlerin, ¢ocuklarin ev 6devlerini yapma siireglerinde ebeveyn katiliminin
bulunmasmin ve g¢ocuklarmin yiiksek motivasyonla 6dev yapmalarmin olumlu etkileri oldugu yoéniindeki
goriigleri tespit edilmistir. Ancak, bu olumlu diisiincelerin yani sira zaman yonetiminin olugsmamasi, ebeveyn-
¢ocuk iligkilerinde sorunlar yaganmasi ve isteksizlik gibi olumsuz etkiler de belirtilmistir. Arastirmaya katilan
ebeveynlerden E13 “... kizimin sorumluluk bilinci ¢ok fazladir. O nedenle ddevler ile birlikte bu daha fazla
artiyor ve o siliregte motivasyonunun ¢ok fazla oldugunu gézlemliyorum...” ifade etmistir. E18 ise “... oglumda
zaman yonetimi yok. Gecenin bir vaktine kadar d6devleri bitmiyor. Cok isteksiz davrantyor ve siirekli kavgalar
ediyoruz...” seklinde ifade etmistir. E21 ise “... ddevlerini yaparken bende siirece dahil oluyorum. Bazen
birlikte de yapiyoruz. Bu siirecler bizim adimiza keyifli geciyor...” belirtmistir.

Ebeveynlerin Cocuklarin Ev Odevlerini Yapma Siireclerindeki Rollerine iliskin Goriisleri

Ebeveynlerin gocuklarin ev 6devlerini yapma siireclerindeki rollerine iligskin goriislerinden elde edilen tema,
kategori ve kodlar Sekil 10°da sunulmustur.
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Sekil 10. Ebeveynlerin Cocuklari Ev Odevlerini Yapma Siireclerindeki Rollerine Iliskin Gériisleri

Calismaya katilan ebeveynlerin, ¢cocuklarin ev ddevlerini yapma siireglerindeki rollerine iligkin olarak,
destekleyici ve rahat bir ortam saglayarak motive edici bir role sahip olduklarina yonelik diisiinceleri tespit
edilmistir. Ayrica, ¢ocuklarina planlama yapmalarinda yardimec1 olma ve ek agiklamalar yapma gibi rehberlik
edici roller iistlendiklerine dair goriisler de belirlenmistir. Bunun yani sira, 6devleri kontrol ederek denetleyici
bir rol stlendiklerine yonelik diisiinceler de tespit edilmistir. Arastirmaya katilan ebeveynlerden E2 ... ben
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miimkiin oldugunca destek vermeye calistyorum. Zaman planlamasini kontrol ediyorum. Odevlerini en sonunda
kontrol ediyorum...” seklinde belirtmistir. Ebeveynlerin ¢ogunlugu E2 benzer cevap vermistir. E8 ise, “
odevlerini yapmasi i¢in dikkatini dagilmayacagi uygun bir oda hazirliyorum. Odevleri ile ilgili anlamadig
durumlarda ek agiklamalarda yapiyorum...” seklinde cocuguna olan destek ve rehberligini belirtmigtir. ES ...
oglumun basinda durup, 6dev yapana kadar yanindan ayrilamiyorum. Siirekli onu kontrol etmem gerekiyor...”
seklinde cocugunun ev 6devi yaparken iistlendigi rolii ifade etmistir.

Ebeveynlerin Ev Odevlerinin Veriminin Nasil Arttirilabilecegine iliskin Goriisleri

Ebeveynlerin ev ddevlerinin veriminin nasil arttirilabilecegine iligkin goriislerinden elde edilen tema, kategori
ve kodlar Sekil 11° de sunulmustur.

Anlagilir 6devlerin verilmesii O grencinin gelisimine uygun olma
‘\28 28
I Odev Veriminin A rtma51| Ogretmenlerden beklenti ——20—— O grencilerin ilgilerine gore veribmesi
4 T
» Odevlerin diizenli olarak degerlendirilmesi
Yeterli sayida ve yeterli siklikta 6devlendirme

yapilmasi
Sekil 11. Ebeveynlerin Ev Odevlerinin Veriminin Nasil Arttirilabilecegine iliskin Goriisleri

Calismaya katilan ebeveynlerin, 6grencilerin gelisimine ve ilgi alanlarina uygun, anlasilabilir bir
sekilde verilen yeterli miktarda ve siklikta ev odevleri ile ilgili 6gretmenlerden beklentileri olduguna dair
goriisleri tespit edilmistir. Ayrica, ev ddevlerinin diizenli olarak degerlendirilmesi gerekliligi konusunda da
beklentileri bulunmaktadir. Arastirmaya katilan ebeveynlerden E4 “... 6devlerin ¢ocuklarin ihtiyaglarina uygun
ve az verilmelidir. Ayrica 6grencinin yaptig1 d6devlerin kontrol edilmesi de mutlaka yapilmalidir...” seklinde
belirtmistir. E8 “... harflerin nasil 6gretilecegini bilmiyorum. Okuma yaptirirken nelere dikkat etmem
gerektigini bilmiyorum. Ben eski tarz 6grenim aldim. Simdi bambagka o nedenle 6devlendirme yapilirken
bunlara da dikkat edilmeli. Ayrica sorulari bazen ben bile anlamiyorum. Ogrencilerin seviyelerine gore
odevlendirme yapilmalidir. Ayrica her giin bir siirii 6dev vermek c¢ocuklar1 okuldan sogutmakta ve ¢ocuklar ile
sorunlar yagamaktayiz...” seklinde ev ddevlerinin nasil olmasi gerektigi ile ilgili beklentilerinden bahsetmistir.
El ise “... benim kizim soru ¢dzmekten gok sikiliyor. Onun yerine baska tarz ddevler verilmesi gerektigini
diisiiniiyorum. Ayrica 6dev kontrolleri mutlaka yapilmali ve bunlarin ¢ocuk olduklari unutulmadan ¢ok fazla
odev verilmemelidir...” seklinde goriislerini ifade etmistir.

Sonug ve Tartisma

Arastirmanin amaci, ilkokul kademesinde ev 6devlerine iligkin sinif 6gretmenleri ve ebeveynlerin goriislerini
incelemektir. Bu kapsamda simif 6gretmenleri ve ebeveynler ile goriismeler yapilmistir. Yapilan goriismelerden
elde edilen sonuglar asagida yer almaktadir. Calismaya katilan O6gretmenlerin, ev &devlerini bilgi tekrari,
o0grenme kalicilig1 ve konularin anlagilmasimi pekistirme, Ogrencilerin problem ¢ézme becerilerini gelistirme,
gercek hayatla iligski kurabilme ve Ogrendikleri bilgileri farkli alanlarda kullanmalarini saglayabilmek igin
verdikleri tespit edilmistir. Ogretmen goriislerine benzer sekilde ebeveynlerde ev ddevlerinin pekistirici oldugu,
cocuklarin sorumluluk bilincinin gelismesine katki sagladigi ve aile katilimini tesvik ettigi yoniinde olumlu
goriigleri belirlenmistir. Fakat bu olumlu gorisler ile birlikte ebeveynlerin ev ddevlerinin asirt yiik olusturmasi,
zaman yetersizligi ve aile i¢inde sorunlar yaratmasi nedeniyle ev ddevlerine yonelik olumsuz diisiinceleri de
bulunmaktadir. Arastirma sonuglari, dgretmenler ve ebeveynlerin ev d6devlerine yonelik goriislerinin biiyiik
Olciide benzer oldugunu, ancak ebeveynlerin ev ddevleriyle ilgili olumsuz diisiincelere de sahip olduklarini
ortaya koymaktadir. Literatiirde, ev ddevleri, hem entelektiiel ¢alisma tekniklerinin ve temel becerilerin
pekistirilmesine hem de 6z saygi, 6z yeterlilik ve 6zgilivenin gelismesine katkida bulunarak ¢ocuklarin 6grenme
ve gelisimini artirma potansiyeline sahip oldugu, 6grencilerin 6z disiplinini gelistirdigi, 6grendikleri konular1
pekistirdigi ve akademik basarty1 arttirdigi belirtilmistir (Centeio vd., 2018; Cooper vd., 2006; Dilekei, 2023;
Dolean & Lervag, 2022; Hampden-Thompson vd., 2013; Norhayati & Rahya, 2023; Syla, 2023). Bununla
birlikte, ebeveynlerin ve 6gretmenlerin dnemli bir kismi, ev 6devlerinin 6grencilere asiri ig yiikil riski tagidigi ve
Ogrenci refahi lizerinde olumsuz etkiler yarattigi konusunda endiselerini dile getirmistir. (Cooper vd., 2006;
Duru ve C6gmen, 2017; Skaggs, 2007). Bu nedenle, ev 6devi genel olarak faydali goriilse de, bu problemlerden
kaginmak i¢in uygulanmasi ve tasarimi dikkatli bir sekilde ele alinmalidir.

Calismaya katilan 6gretmenler, ev ddevlerinin 6grencilere akademik, duyussal, sosyal ve davranigsal
agidan yarar saglayabilecegine yonelik goriisler bildirmislerdir. Ogretmenlere gore ev odevleri, konulari
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pekistirerek akademik fayda saglamanin yani sira 6zgiiven ve motivasyonu artirarak duyussal fayda da
saglayacaktir (Duru ve Coégmen, 2017; Ok, 2018). Ogretmenler ev ddevlerinin, konularmn pekistirilmesi yoluyla
akademik yarar; 6z gliven ve motivasyonlarini gelistirerek duyussal yarar saglayacagina yonelik gortisleri
belirlenmigtir. Ev 6devlerinin, ebeveyn-0grenci iletisimini gelistirecegi, is birligi yoluyla sosyal becerilerinin
gelisimini olumlu etkileyecegi ve davranigsal olarak 6z disiplin ve zaman yonetimi becerilerinin
gelistirilebilecegine yonelik goriisleri bulunmaktadir. Ebeveynler ise, ev Odevlerinin c¢ocuklar itizerindeki
pekistirici, sorumluluk gelistirici ve akademik bagariy1r artirict olumlu etkileri olduguna yonelik goriisleri
belirlenmigtir. Fakat, bu olumlu etkilerin yan1 sira ev ddevlerinin ¢ocuklar iizerinde stres yaratma, ebeveyn-
¢ocuk iligkilerinde sorunlara yol agma, okula gitme isteksizligi, ders digi aktivitelere zaman kalmamasi ve
motivasyon diisiikligii gibi olumsuz etkileri olabilecegine dair goriisleri de yer almaktadir. Bu sonuglar, ev
odevlerinin hem 6gretmenler hem de ebeveynler tarafindan 6grencilere ¢esitli agilardan yarar sagladiginin
diistiniildiigiiniic ortaya koymaktadir. Ancak, ebeveynlerin vurguladigi olumsuz etkiler, ev ddevlerinin
uygulanmasinda dikkat edilmesi gereken Onemli noktalar olduguna isaret etmektedir. Ebeveynler ve
ogretmenler tarafindan vurgulanan, 6zellikle ev 6devlerinin zaman alici dogas1 ve ders dis1 etkinliklere zamanin
kalmamasi ile ilgili endiseler, ev ddevlerinin etkinligini degerlendirmek i¢in kritik bir projeksiyon sunmaktadir.
Bu endiseler, asir1 ev 6devinin olumsuz etkilerine karsi uyarida bulunan ve dengeli bir yaklasimin gerekliligini
vurgulayan ¢aligmalarin bulgularin1 yansitmaktadir (Eshun, 2021; Mbogo, 2021; Pollard, 2023). Bu nedenle
Ogretmenlerin, Ogrencilerin bireysel farkliliklarini dikkate alarak, ev Odevlerinin miktarin1 ve niteligini
ayarlamast durumunda hem akademik basariya katkida bulunup hem de O6grencilerin duyussal ve sosyal
gelisimlerini destekleyebilecekleri goriilmektedir (Feraco vd., 2023; Reeve vd., 2020). Bu denge, 6grenci
motivasyonunu ve ilgisini korumak i¢in ¢ok 6nemlidir (Dolean & Lervag, 2022). Dolean ve Lervag (2022) ev
Odevlerinin pratik yapmak icin ek firsatlar sundugunu ve bunun da ilkokul 6grencilerinin 6grenme basarisi
tizerinde kisa ve orta vadede farkli etkileri olabilecegini belirtmistir. Arastirma sonuglari, ilkokulda 6dev
yapmanin Ogrencilere daha fazla 6z disiplin kazandirdigini ve zaman yonetimi becerilerini gelistirdigini
gostermektedir (Cooper vd., 2006). Ayrica bireylerin belirli bir alanda uzman performansina ulagsmasinin uzun
stireli, planl bir pratik yaparak gerceklestirebildikleri goriilmektedir (Anderson & Graham, 2016; Burns vd.,
2015; Ericsson vd., 2018; Nelson vd., 2013). ilkokul Ogretmenlerinin smifta kapsamli uygulama ve tekrar
yapabilecek yeterli zamanlari bulunmamaktadir (Ballet & Kelchtermans, 2009; Skinner vd., 2021; Van
Droogenbroeck vd., 2014). Bu nedenle, 6grencilere kazandirilacak becerilerle ilgili sinirli okul saatleri diginda
da uygulama ve tekrar yapmalarini sagladigi icin ev ddevleri, 6grencilerin akademik performanslarini
artirmalarina yardime olabilir. Fakat, ilkokul 6grencilerine ddev vermenin dnemli derecede elestirildigini de
gbz ardi etmemek gerekir (Bennett & Kalish, 2007; Kohn, 2006). Bunun igin, 6gretmenlerin simf igi
uygulamalarda, ev Odevlerinin 6grencilerin akademik geligsimini desteklerken, olumsuz etkilerini minimize
edecek stratejiler gelistirilmesi gerekmektedir. Bununla birlikte, 6gretmenler ve ebeveynler arasinda etkin bir
iletisim ve is birligi kurularak ev 6devlerinin amacina uygun olarak hazirlanip uygulanmasini saglamak kritik
bir 6neme sahiptir. Ogrencilerin bireysel farkliliklar1 dikkate alinarak, ev ddevlerinin miktar1 ve niteligi
ayarlanmali, boylece hem akademik basariya katkida bulunulmali hem de 6grencilerin duyussal ve sosyal
gelisimleri desteklenmelidir.

Calismaya katilan 6gretmenlerin, ev ddevlerini hazirlarken kaynak kitaplar, ders kitaplart ve internet
siteleri gibi hazir kaynaklardan yararlandiklarina iliskin goriisleri tespit edilmistir. Demir ve Yaman (2020)
tarafindan yapilan ¢alisgmada da Ogretmenlerin bu tiir kaynaklardan siklikla yararlandiklari goriilmektedir
(Demir & Yaman, 2020). Ancak, bu tiir kaynaklarin kullanimi bazi potansiyel sorunlari da beraberinde
getirebilir. Ornegin, internet sitelerindeki ¢alismalarin uygunlugu ve dogrulugu her zaman bilinememekte ve
denetlenmemektedir (Demir & Yaman, 2020). Bu durum, 6grencilerin yanls veya yaniltici bilgilerle karsilagma
riskini artirabilir. Bu sebeple 6gretmenlerin, &grencilerin bireysel farkliliklarimi dikkate alarak ev &devleri
vermesi Onem tasimaktadir. Boylece ev ddevleri, 6grencilerin akademik, duyussal ve sosyal alanlarda
gelisimlerini desteklenmesinde faydali olabilecektir (Dolean & Lervag, 2022). Ayrica ogrencilerin
becerilerindeki gelisimleri, genel olarak akademik motivasyonunu ve ilgisini de olumlu yonde etkileyecektir
(Dolean & Lervag, 2022). Sonu¢ olarak, 6gretmenlerin gesitli kaynaklardan yararlanarak, ev Odevlerini
zenginlestirmeleri 6nemlidir. Ancak, bu kaynaklarin uygunlugu konusunda dikkatli olunmasi gerekmektedir.
Ayrica, ogrencilerin bireysel farkliliklarina uygun olarak hazirlanmig ev ddevleri ile onlarmn gelisimlerini
arttirmak miimkiin olacaktir. Ogretmenlerin bu bakis agilari, ev ddevlerinin etkinligini artiracak ve dgrenci her
alanda gelisimine olumlu katkilar saglayacaktir.

Calismaya katilan 6gretmenlerin, ev ddevlerini bes giin, alt1 giin ve giinliik olarak sik sik verdiklerine,
bazen de iki giin gibi daha kisa siireli 6devler verdiklerine iliskin goriisleri tespit edilmistir. Literatiirde,
ogrencilerin bagimsiz olarak yapamayacagi, tekrarlayan, monoton veya uzun siireli ddevlerin verilmemesi
gerektigi ve bu tiir 6devleri 6grencilerin yapmaktan hoslanmadiklarini tespit eden c¢aligmalar bulunmaktadir
(McCrory Calarco vd., 2022; Medwell & Wray, 2019; Wilder, 2023). Bunlarla birlikte ¢ocuklar, ev 6devlerinin
miktar1 ve dogastyla iliskili olarak asir1 stres ve uyku diizensizlikleri yasayabilmektedir (Holland vd., 2021).
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Cocuklarin ders ¢alismak igin ge¢ saatlere kadar uyanik kalmasi siddetli yorgunluk ve depresyona yol
acabilmektedir (Holland vd., 2021; Zhou vd., 2015). Ev 6devlerinin tamamlanmasinda 6grencilerin duygular
goz ard1 edilemeyecek kadar 6nemlidir (Katz vd., 2012; Kennewell vd., 2022). Ogrenciler édevlerini sikic
bulduklarinda dikkatlerinin dagilma olasilif1 artmakta ve bu durum da olumsuz duygusal tepkilere yol
acabilmektedir (Xu, 2013). Yasadiklari kaygi, konsantrasyon eksikligi, korku ve erteleme gibi olumsuz duygular
ogrencilerin akademik basarisini ve refahini olumsuz etkilerken, olumlu duygular ise farkindaligi, dikkati, basa
¢ikmayi, 6z yeterliligi, 6zgiiveni ve yeterlilik duygusunu desteklemektedir (Katz vd., 2012; Kennewell vd.,
2022). Bu bulgular, ev 6devlerinin etkinliginin sadece akademik basari ile degil, ayn1 zamanda 6grencilerin
duygusal durumlariyla da yakindan iligkili oldugunu gostermektedir. Bu nedenle dgretmenler, ev ddevlerinin
miktarini, bitirme siiresini ve igerigini planlarken Ogrencilerin duygusal ihtiyaglarmi da g6z Oniinde
bulundurmali, &devlerin ilgi ¢ekici, motive edici ve Ogrencilerin ulasabilecegi diizeyde olmasma dikkat
etmelidir. Bu sekilde ev 6devlerinin etkililigi artirilabilir.

Calismaya katilan O6gretmenlerin, ev ddevlerini tek tek inceledikleri ve farkli zamanlarda bireysel
olarak degerlendirdiklerine iligkin goriisleri tespit edilmistir. Ayrica bazi 6gretmenler, fazla is yiikii ve zaman
yetersizliginin diizenli degerlendirme yapmalarini engelledigi goriisiinii dile getirmistir. Literatiir, 6gretmenlerin
ilkokul OGgrencilerinin 6devlerini kontrol edip geri bildirimde bulunmasinin 6grencilerin  bilgilerini
pekistirdigini, 6zgiivenlerini artirdigini ve onlar1 yeni beceriler 6grenmeye tesvik ettigini ileri siirmektedir.
Ogretmenler 6devleri kontrol etmediginde ise, 6grenciler ddev yapmaktan kaginma egilimindedir (Anderson &
Graham, 2016). Bu bulgular, 6gretmenlerin 6devleri diizenli olarak kontrol etmesinin ve geri bildirim
saglamasinin 6nemini vurgulamaktadir. Ogretmenlerin zaman ydnetimi becerilerini gelistirmeleri ve is yiiklerini
azaltacak stratejiler belirlemeleri, 6grencilerin ddevlere daha olumlu yaklagmalarini ve bu siiregten daha fazla
fayda saglamalarini saglayabilir.

Calismaya katilan 6gretmenler ev 6devlerinin veriminin, ebeveynlerin de 6dev takibi yapmasi, grenme
stireglerini  desteklemesi, Ogretmenlerle iletisim kurmasi ve &grencilerin ihtiyaglarma duyarli olmasi ile
artirilabilecegine iligkin goriislere sahip olduklari tespit edilmistir. Ayrica, 6gretmenlerin de Ogrencilerin
ilgilerine, ihtiyaglarina goére ddevlendirme yapmalari, 6devlerle ilgili degerlendirmeler yaparak 6dev miktarina
ozen gostermeleri ve ebeveynlerle iletisim kurmalarinin, 6dev veriminin artirilmast i¢in gerekli olduguna dair
goriigleri belirlenmistir. Ebeveynlerin ise, dgretmenlerin 6grencilerin gelisimine ve ilgi alanlarmma uygun,
anlasilabilir, yeterli miktarda ve siklikta verilen 6devler vermelerini ve 6gretmenlerin diizenli olarak bu 6devleri
degerlendirmeleri beklentisi igerisinde oldugu goriilmektedir. Literatiirde, ilkokul 6grencileri i¢in ddevlerin,
ogrencilerin kendi ilgi ve ihtiyaglarina uygun sekilde cesitlendirilmesinin, édev yapmaya karsi istek ve
sempatilerini artirdigi vurgulanmaktadir (Medwell & Wray, 2019; Negru & Sava, 2022). Ayrica, ¢ocuklarinimn
psikolojik ihtiyaglarini destekleyen ebeveyn davranislarinin, sadece ¢ocuklarinin ruh sagligina fayda saglamakla
kalmay1p, ayn1 zamanda ev 6devleriyle ilgili motivasyonlarmi (Katz vd., 2012) ve ¢abalarin1 (Feng vd., 2019)
olumlu yonde etkiledigi belirtilmektedir. Dahasi, ebeveynler, ¢ocuklarmin ev 6devlerinde basarili oldugunu
gordiiklerinde, destekleri bu basariy1 pekistiren 6zerk bir odagi benimser (Dumont vd., 2014). Ebeveynlerin ev
odevlerine katilim kalitesi, 6grencilere destekleyici bir 6grenme ortaminin saglanmasi agisindan dnemli yere
sahiptir (Feng vd., 2019; Katz vd., 2011). Destekleyici bir ortamda yapilan ev 6devlerinin 6grencilere katkisinin
daha yiiksek oldugu, oOgrencilerin okula kargi tutumlarimi olumlu ydnde arttirdig: literatiirde sikga
vurgulanmaktadir (De Roiste vd., 2012; Pomerantz vd., 2007). Bu katilim, 6grencilerin akademik performansi
ve refahi ile olumlu yonde iliskilendirilmistir (Magalhaes vd., 2020; McCrory Calarco vd., 2022).

Bu caligma, ebeveyn katiliminin, 6zellikle motivasyonu yiiksek olan g¢ocuklarin &dev tamamlama
stireglerini olumlu yonde etkiledigini ortaya koymustur. Ancak bu olumlu etkilerin yani sira, ebeveynlerin ev
odevi siirecine katiliminin zaman yo6netimi eksikligi, ebeveyn-cocuk iliskilerinde sorunlar ve isteksizlik gibi
olumsuz etkileri de bulunmaktadir (Czerniawski ve Kidd, 2013; Xu ve Yuan, 2003). Literatiir, ebeveynler ddev
stirecine katildiginda, geri bildirim sagladiginda ve gabalarini takdir ettiginde ¢ocuklarin ¢aligmaya devam etme
motivasyonunun arttigin1 bildirmektedir (Dettmers vd., 2019; Dolean & Lervag, 2022). Literatiirde,
ebeveynlerin ev Oodevlerine katilimimin kalitesinin, 6grencilerin akademik performansi ve refahi ile pozitif
iliskilendirildigi belirtilmektedir (Dumont vd., 2014; Feng vd., 2019; 1. Katz vd., 2011; Magalhades vd., 2020;
Pomerantz vd., 2007). Bunlarla birlikte, 6dev yapmanin aile i¢inde g¢atigmalara ve stres artisina neden
olabilecegi, ayn1 zamanda ebeveynlerin ve ¢ocuklarin birlikte gecirecekleri aile zamaninin kisitlanabilecegide
literatiirde vurgulanmigtir (Hampden-Thompson vd., 2013; Holland vd., 2021; Pressman vd., 2015; Renning,
2011; Valle vd., 2019). Ebeveynler, ev ddevlerinin 6grencilerin akademik performansi iizerinde olumlu bir
etkisi oldugunu diisinmektedir (Medwell ve Wray, 2019; Moorhouse, 2021; Tam ve Chan, 2011; Vatterott,
2018; Xu, 2009) ve bu da ev ddevlerine olumlu bakiglarmi etkilemis olabilir. Bu sonuclar, ebeveynlerin ev
ddevlerine katiliminin 6neminin ve bu katilimda bir denge kurulmasi gerektiginin altin1 ¢izmektedir. Bu
bulgular, ebeveynlerin ev 0Odevlerine katilimmmin Onemini ve bu katillmimn nasil dengeli bir sekilde
saglanabilecegini vurgulamaktadir. Ebeveynlerin, ¢cocuklarmin 6devlerine destek olurken onlarin 6zgiivenlerini
ve motivasyonlarini artirici bir yaklagim benimsemeleri, ayn1 zamanda ev odevi siirecinin aile i¢i iliskilere
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olumsuz etkilerini en aza indirmeleri 6nemlidir. Ogretmenlerin ve ailelerin is birligi icinde calismasi, ev
odevlerinin &grencilerin gelisimine en uygun sekilde katkida bulunmasimni saglayabilir. Sonug olarak, ev
odevlerinin ¢ocuklar agisindan verimini artirmak i¢in hem dgretmenlerin hem de ebeveynlerin iletisim halinde
calismalarinin 6nemli olacag1 diisiiniilmektedir. Ogretmenlerin, ddevleri olustururken bireysel farkliliklara
dikkat etmeleri ve ebeveynler ile iletisim kurmalari, 6devlerin ¢ocuklar i¢in etkili olmasini saglayacaktir. Benzer
sekilde, ebeveynlerin de ¢ocuklarinin ddevlerine destek olmalari, onlar1 motive etmeleri ve 6grenme siireglerini
yakindan takip etmeleri, cocuklarin akademik basarisini ve genel refahini olumlu yonde etkileyecegi
diisiiniilmektedir. Bu baglamda, 6gretmenler ve aileler arasinda kurulan ig birligi, ev 6devlerinin dgrencilerin
her alandan gelisimine uygun sekilde katkida bulunmasini saglayabilecegi diisiiniilmektedir.

Calismaya katilan ebeveynlerin, ¢gocuklarin ev 6devlerini yapma siire¢lerindeki rollerine iliskin olarak,
destekleyici ve rahat bir ortam saglayarak motive edici bir role sahip olduklarina yonelik goriisleri tespit
edilmistir. Ayrica, ¢ocuklarina planlama yapmalarinda yardimeci olma ve ek agiklamalar yapma gibi rehberlik
edici roller iistlendiklerine dair goriisler de belirlenmistir. Bunun yani sira, 6devlerini kontrol ederek denetleyici
bir rol ustlendiklerine yonelik diisiinceleri de bulunmaktadir. Caligmaya katilan ebeveynler, ev ddevlerine
katilimimin cocuklarinin yiiksek motivasyonla 6dev yapmalarinin olumlu etkileri oldugunu belirtmislerdir.
Ancak, zaman yonetimi eksikligi, ebeveyn-cocuk iliskilerinde yasanan sorunlar ve isteksizlik gibi olumsuz
etkiler de dile getirilmistir. Literatiirde, ebeveynlerin ev ddevlerine katilim kalitesinin, 6grencilerin akademik
performansi ve refahi ile pozitif iligkilendirildigi belirtilmektedir (Dumont vd., 2014; Feng vd., 2019; I. Katz
vd., 2011; Magalhdes vd., 2020; McCrory Calarco vd., 2022; Pomerantz vd., 2007). Hoover-Dempsey ve
digerlerinin (1995) vurguladig gibi, ebeveynlerin ev 6devlerine katilimi, sadece aninda yardim saglamada degil,
okul basarisi i¢in gerekli olan olumlu tutumlari ve ¢alisma becerilerini modellemede de ¢ok onemli bir rol
oynamaktadir (Hoover-Dempsey vd., 1995). Cocuklar: tarafindan yetkin ve iligki kurulabilir figlirler olarak
goriilen ebeveynler, etkili modeller olarak hizmet ederler. Morrison ve digerleri (2000), ebeveynlerin okulla
ilgili faaliyetlere katiliminin, 6grencilerin okula bagliliklar1 ve ebeveynlerin kendi gézetimlerine dahil olma
algilar ile olumlu ydnde iliskili oldugunu belirterek bunu desteklemektedir. Ebeveyn katiliminin bu yonii, ev
ddevlerinin etkinligini anlamaya ek bir katman saglar (Negru & Sava, 2023). Bu bulgular, ebeveynlerin ev
odevlerine katiliminin 6nemini ve bu katilimin nasil etkili bir sekilde saglanabilecegini vurgulamaktadir.
Ebeveynlerin, ¢ocuklarinin ddevlerine destek olurken onlarin 6zgiivenlerini ve motivasyonlarimi artirict bir
yaklagim benimsemeleri, ayn1 zamanda ev ddevi siirecinin aile i¢i iliskilere olumsuz etkilerini en aza indirmeleri
acisindan 6nemlidir. Egitimcilerin ve ailelerin is birligi i¢inde ¢aligmasi, ev ddevlerinin 6grencilerin gelisimine
en uygun sekilde katkida bulunmasini saglayabilir.

Aragtirmanin bulgulari, ev 6devlerinin 6grencilere akademik, duyussal, sosyal ve davranigsal faydalar
sagladigini, ancak bu faydanin saglanabilmesi i¢in ebeveyn desteginin 6nemli oldugunu gosteriyor. Ayrica
ebeveynlerin ev ddevlerine iliskin olumlu ve olumsuz yargilara sahip olduklari, ev 6devleri sirasinda motive
edici, yonlendirici ve denetleyici roller istlendikleri ve bu rollerin 6grencilerin ev 6devlerine iliskin bakis
acilarini olumlu yonde etkiledigi tespit edilmistir (Farrell ve Danby, 2015; Tam ve Chan, 2011).

Bu calisma, 6gretmenler ve ebeveynler de dahil olmak iizere egitim siireciyle yakindan ilgilenenler
arasinda onemli tartigmalara konu olan ev 6devlerinin egitimdeki roliine iliskin bir perspektif sunmasi agisindan
onemlidir. Bu calisma, ilkokulda ebeveynlerin ve Ogretmenlerin bakis agilarini arastiran sinirli sayidaki
calismaya 151k tutabilir.

Odevlerin etkililigini artirmak i¢in 6gretmen-ebeveyn isbirligi énemlidir. Okulda 6gretmenlerin, evde
ogretmenlerin ev ddevlerini kontrol edip, 6grencileri desteklemesi, dgrencilerin 6dev yapma motivasyonunu
artiracaktir.  Ogretmenler, ev ddevlerini dgrencilerin ilgi, ihtiyag ve bireysel farkliliklarmi dikkate alarak
hazirlamalidir. Odevler, 6grencilerin tiim gelisim alanlarim destekleyecek nitelikte olmalidir. Odevler, cesitli
kaynaklardan ve dgrencilerin ilgilerini gekecek igerikleri kapsayacak sekilde hazirlanmalidir. Ogretmenler, ev
odevlerinin miktarini, bitirme siiresini ve i¢erigini planlarken 6grencilerin duygusal ihtiyaglarini da géz oniinde
bulundurmali, 6devlerin ilgi g¢ekici, motive edici ve Ogrencilerin ulasabilecegi diizeyde olmasina dikkat
etmelidir. Ogretmenler ev ddevlerini diizenli olarak kontrol edip geri déniitler vermelidir.

Ebeveynler, 6grencilerin ev ddevlerine destek olmali, motive etmeli ve Ogretmenler ile isbirligi
icerisinde gocuklar1 takip etmelidir. Ayrica ilkokul kademesindeki 6grencilerin de goriislerinin alinip, onlarin
bakis agilarinin &grenilmesi, 6gretmenlerin etkili ev ddevi stratejileri belirleyebilmeleri igin yol gosterici
olabilir.

Ekler

(")gretmen Yar1 Yapilandirilmis Goriisme Formu
Ev 6devlerinin verilmesinde ana amaciniz nedir?
Ev 6devlerinin 6grenciler agisindan 6nemi nedir?
Ev 6devlerini nasil hazirliyorsunuz?
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Ev 6devlerini hangi siklikla veriyorsunuz?

Ev 6devlerini nasil degerlendiriyorsunuz

Ev 6devlerinin verimi nasil arttirilabilir?

Veli Yar1 Yapilandirilmis Gériisme Formu

Cocuklarimizin ev 6devlerine iliskin goriisleriniz nelerdir?

Ev 6devlerinin ¢gocugunuza etkisine iliskin goriigleriniz nelerdir?
Cocuklarimizin ev 6devlerini yapma siirecleri nasildir?
Cocuklarinizin ev 6devlerini yapma siirecindeki roliiniiz nedir?

Ev 6devlerinin veriminin arttirilmasina iligkin goriisleriniz nelerdir?
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Abstract

This study aimed to develop and test a Repair Attempts Scale to measure repair attempts as a conflict
management skill in romantic relationships and test the psychometric properties. The sample consisted of 508
participants, 359 of whom were female (70.7%) and 149 of whom were male (29.3%). First, semi-structured
interviews were conducted with eight people in romantic relationships, and a large item pool was formed. Those
items were evaluated by six field experts and finalized afterward. The study was conducted in two stages. In the
first stage, data were collected from 249 people and exploratory factor analysis was performed to reveal the
scale's construct validity. Exploratory factor analysis results showed that the Repair Attempts Scale had a two-
dimensional structure consisting of eight items. The factors were Cognitive Repair Attempts and Affective
Repair Attempts. In the second stage, data were collected from 259 participants, and confirmatory factor
analysis was performed based on the structure that emerged from EFA. Cronbach's alpha internal consistency
coefficient and test-retest reliability were examined for the scale’s reliability. Item analyses were evaluated by
item-total score correlation coefficients, item average scores of the lower 27% and upper 27% groups were
compared. Criterion-related validity was tested by examining the Pearson product-moment correlation
coefficient of the relationship between the developed scale with the Responses to Dissatisfaction in Close
Relationships — Accommodation Instrument and the Conflict Resolution Styles Scale in Romantic
Relationships. The results showed that the Repair Attempts Scale is a valid and reliable measurement tool.

Key words: Conflict resolution, Repair attempts, Scale development, Validity and reliability.
Introduction

Interpersonal conflict refers to a dynamic process consisting of perceived disagreements between interdependent
parties and their responses to negative emotions and thoughts of interference in achieving their goals. The basic
elements in this process are disagreement, negative emotion, and interference (Barki & Hartwick, 2004).
Conflict is inevitable in the relationship resulting from perceived differences, inconsistencies, incompatible
values, interests, beliefs, and decisions between partners (McNulty & Russell, 2010). The couples' responses
during the conflict, the quality of their communication, the emotions reflected, and how conflicts are handled
and managed are all parts of the conflict process (Saibo, 2016). Couples use constructive and destructive
strategies to resolve conflict. These strategies are behaviors displayed in response to a specific problem or theme
that causes conflict between couples. Constructive strategies include attempts at humor, self-control, flexibility,
sensitivity, tolerance, empathy, and compromise. Destructive strategies include behaviors such as assault, threat,
coercion, retaliation, complaint, excessive rationalization, rigidity, withdrawal, dominance, or submission
(Batista da Costa & Mossman, 2021).

In the literature, various approaches classify conflict resolution styles among individuals. The first
styles are avoiding, accommodating, competing, collaborating, and compromising, which are classified to see
the different dimensions of interpersonal conflict behaviors (Kilmann & Thomas, 1977). Avoiding is not talking
about the conflict exhibited by physical disappearance, avoiding talking, and remaining silent. The purpose of
accommodating is to maintain the relationship. Since the individuals cares about the other individuals, they
suppress the conflict issue and take care to stay in harmony. Competing involves the individual’s attempt to
impose their own decisions and thoughts on the other party through dominant behaviors and attitudes. In the
collaborating style, problems are solved to achieve the optimal outcome for everyone. Both parties get what they
want, and negative emotions are minimized. Finally, in the compromising style, both parties compromise their
wishes. In this approach, where there are no total winners, there are no total losers either. According to another
classification, couples resort to four approaches to end the conflict: submission, compromise, stand-off, and
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withdrawal (Vuchinich, 1990, cited in Arcidiacono & Pontecorvo, 2009; Canel, 2007; Okurcan, 2018). With
individuals who use the submission approach, there is acceptance and giving up their wishes. The individual
usually evaluates the situation from the other individual's point of view and resolves the conflict by submitting it
to them. In the compromise style, couples find a common compromise regarding the problem they are in
conflict with, and in order for this compromise to occur, both parties must make some sacrifices. In the stand-off
approach, partners relinquish the conflict without eliminating the problem. The problem is not talked about, not
solved, and there is no winner or loser. Finally, in the withdrawal approach, one of the partners displays
withdrawal behavior and refuses to communicate. In another study, couples' interactions were observed, and
their positive and negative interactions were classified. While constructive problem-solving and accommodating
behaviors were classified as positive interaction types, defensiveness, stubbornness, criticism, and withdrawal
from interaction (avoidance) were evaluated as negative interactions (Gottman & Krokoff, 1989). In a study
based on Gottman and Krokoff's classification, the responses of spouses during conflict were classified under
four categories: positive problem-solving (finding a satisfactory solution for both parties), compliance
(reluctance to defend one's wishes), withdrawal (reluctance to talk about the conflicting issue), and conflict
engagement (physical or verbal assault) (Kurdek, 1994).

Gottman, on the other hand, attaches importance to conflict management rather than conflict resolution.
According to Gottman, since conflict is inevitable and natural, it is not possible to eliminate it. However, it can
be managed (Gottman & Gottman, 2017). Relationships grow in the process of resolving conflicts and
contribute to the relationship when the conflict is managed functionally (Gottman, 1995). Conflict helps couples
better understand each other's emotional worlds and cope with change. Gottman (1995) argued that couples
approach conflict in different ways. However, individuals in successful marriages use three types of problem-
solving models in their conflicts: validating, conflict-avoidant and volatile approaches. According to the
validating approach, couples generally resolve conflicts by meeting on common ground. Thanks to mutual
respect and empathy, both parties remain calm. In the conflict-avoidant approach, couples are aware that they
are different from each other and accept this. Therefore, they prefer to resolve conflicts over time with their
avoidant and distant attitudes. In the volatile approach, couples express their positive and negative emotions to
each other very clearly. They try to resolve conflicts with positive interactions such as touching, smiling,
complimenting, etc.

Gottman first used the concept of repair attempts in conflict resolution in the Gottman Sound
Relationship House theory and evaluated it as a factor affecting the relationship. According to Gottman's sound
relationship house theory, a happy relationship has several components. The first of these components is to build
“love maps”. Love maps are road maps that partners draw about each other's inner worlds. Building love maps
reveals the feeling of interest between partners and makes them feel that they are known and will continue to be
recognized by their partner. After the love maps component comes the “fondness and admiration” component. It
is possible for partners to include this component in their relationship by communicating their love and respect
for each other and appreciating each other. The third component is “turn towards instead of away”. Rather than
turning away or turning against each other, partners turn towards each other. It is ensured by expressing wishes
and needs verbally and non-verbally. To secure turn towards instead of away, couples display behaviors such as
humor, showing love and attention, sexual contact and warmth, empathy, help or asking for help (Gottman et
al., 1998; Gottman & Gottman, 2008). Gottman argues that when these first three components are ensured, the
foundation for the friendship relationship in marriage is laid, and how the first three components are used forms
the basis of the repair attempts that couples will use. Because an effective repair attempt is not only about how
one of the partners does it, but also about what they have in terms of emotional context as a couple (Gottman &
Gottman, 2017). A repair attempt is any action taken by one partner to reduce conflict or negative affect and
repair the interaction. Anything that interrupts and reduces the negativity associated with conflict is considered
as a successful repair attempt (Gottman, 1999). Gottman defined the couples' repair mechanism as the glue that
helps the marriage survive in tense times and stated that happy couples intensively use repair attempts to
manage conflict (Gottman, 1995).

Gottman et al. (1998) conducted an experimental study between 1989 and 1992 with 130 participants
who had been married for at least six months and had no children. The researchers observed that the emotional
closeness established by couples through repair attempts transformed destructive conflict management styles
into constructive conflict management styles. As a result of this study, repair attempts were coded by Tabares
and Driver. These codes are agreement, affection, compromise, defining the conflict, guarding, humor,
monitoring discussion, repair questions, softening, request for direction, taking responsibility, self-disclosure,
topic change, understanding, and giving the we are okay message. Some of these repair attempts are called
affective repair since they involve partners understanding and accepting each other's emotions and revealing
their own emotions, whereas some are called cognitive repair since they involve conflict management within a
logical framework (Gottman & Silver, 2013; Gottman et al., 2015). According to this study, the affective
closeness that couples establish through repair mechanisms keeps them away from using destructive conflict
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style and encourages them to use constructive conflict style. It also helps couples move from attack-defense
mode to compromise and collaboration mode. Two different qualitative studies indicate that one of the
components of a happy relationship is not to be cross with the partner. The researchers observed that in the face
of the partner who is cross, the other partner engaging in intimacy and repair efforts such as trying to
communicate, showing compensatory behaviors for hurtful behavior, apologizing for his/her part, talking,
making the other laugh, inviting the other to dinner and solving the problem positively affects the relationship
(Durmus & Demir, 2015; Ozdemir-Kemahli, 2019). In her study on happy couples, Ozdemir-Kemahli (2019)
made many references to repair attempts as one of their strengths. In the study, some participants said, "She
invites me to dinner, tries to talk, tries to make me laugh, tries to get on with me (Male Turquois, 31-33)." and
"She hugs, kisses, we make up and it just goes away (Male Red, 47-48)." Ozdemir-Kemahl1 (2019) explained
that statements such as these are important indicators of repair attempts.

The examination of the related literature showed that the scales developed for conflict in romantic
relationships have been scales only about conflict resolution approaches and there have not been any scales
measuring repair attempts (Can et al., 2022; Ozen et al., 2016; Parsons et al., 2020; Taluy et al., 2018; Zacchilli,
2009). For this reason, it is believed that the scale to be developed on this subject will contribute to the
literature.

Method
Participants

The study group consisted of a total of 508 participants, 359 of whom were female (70.7%) and 149 of whom
were male (29.3%). Out of the 508 participants, 238 (46.8%) of them were dating, 27 (5.3%) were engaged, and
243 (47.9%) were married. Hundred and twenty-four (24.4%) participants were in a relationship for less than
one year, 206 (40.6%) between 1-5 years, 73 (14.4%) between 6-10 years, 42 (8.3%) between 11-15 years, and
63 (12.3%) were in a relationship for 6 years or more. Fourteen (2.8%) of the participants were elementary
school graduates, 15 (3%) were middle school graduates, and 148 (29.1%) were high school graduates. Twenty-
eight 28 (5.5%) participants had associate degrees, 262 (51%) had bachelor’s degrees, and 41 (8.1%) had
master's degrees.

Data Collection Tools

Demographic Information Form. Developed by the researchers, the Demographic Information Form includes
questions about participants’ demographic characteristics such as age, sex, education level, as well as the status
of their romantic relationships and the duration of their romantic relationship.

Repair Attempts Scale. The scale developed by researchers to measure partners' repair attempts after conflicts
that occur in romantic relationships. In the present study, findings regarding the validity and reliability results of
the scale are presented. The 5-point Likert scale has eight items and two factors. The psychometric properties of
the scale show that 1%t, 2", 39, and 4™ items are grouped under the Cognitive Repairs sub-factor and 5%, 6™, 7t
,and 8™ items are under the Affective Repairs sub-factor. The scale is scored by calculating the total score, not by
calculating both sub-dimensions separately. An increase in the scale score indicates repair attempts being used.
The results regarding the construct validity, reliability, criterion validity, and item analysis of the scale are
presented in the Findings section.

Conflict Resolution Styles Scale in Romantic Relationships (CRSSRR). Developed by Ozen et al. (2016), the
CRSSRR is a measurement tool that measures couples' conflict resolution styles. According to the results of the
exploratory factor analysis, the 25-item scale has a four-factor structure, namely Negative Conflict Resolution
Styles, Positive Conflict Resolution Styles, Retreat, and Subordination. Cronbach’s alpha coefficients for the
sub-dimensions were .80 for the Positive Conflict Resolution Styles, .82 for the Negative Conflict Resolution
Styles, .74 for the Retreat, and .73 for the Subordination. Item-total correlations ranged from .47 to .67 for
Positive Conflict Resolution Styles, .37 to .68 for Negative Conflict Resolution Styles, .39 to .59 for Retreat,
and .38 and .57 for Subordination sub-dimensions. In the development study of the Repair Attempts Scale, the
Positive Conflict Resolution Styles subscale of the CRSSRR was used to determine criterion validity. In this
study, the Cronbach's alpha internal consistency coefficient of this subscale was found as .70.

Responses to Dissatisfaction in Close Relationships- Accommodation Instrument (RDCR). Examining the
mutual effects of the responses of couples experiencing problems against the difficulties they experienced, the
RDCR was developed by Rusbult et al. (1991). The RDCR was adapted into Turkish for the first time by
Cirakoglu (2006) using only the "individual" dimension and was named My Reactions to Relationship
Problems. In the test study of the My Reactions to Relationship Problems, Cronbach's alpha internal consistency
coefficients were .73 for the Voice, .59 for the Loyalty, .69 for the Exit.,, and .57 for the Neglect sub-
dimensions. Factor analysis was carried out by Taluy (2018) to test the construct validity of the RDCR, and as a
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result of this analysis, a four-factor structure was obtained that was suitable for the original scale in terms of
both the individual's reactions and the perceived reactions of the partner. The factors of this 16-item scale were
grouped under Exit, Voice, Loyalty, and Neglect. Cronbach's alpha internal consistency coefficients of the
factors varied between .53 and .80 for the individual's response, and between .54 and .85 for the individual's
perceived response in their partner. In the development study of the Repair Attempts Scale, the Voice subscale
of this scale was used to determine criterion validity. In this study, the Cronbach's alpha internal consistency
coefficient of this subscale was found as .77.

Scale Development Process

In the first stage of the scale development study, a literature review was conducted on the concept of repair
attempts and previous studies on the subject were reviewed. Then, semi-structured interviews were conducted
with eight randomly selected individuals in romantic relationships. Each individual was asked how they
managed the conflict with their partner and how they approached each other. An item pool of 22 items was
formed in line with the literature and answers received from the semi-structured interviews. The items
developed were shared with six experts in the field and evaluated in terms of content validity. One of the six
experts was an expert both in the field of psychological counselling and in the field of measurement and
evaluation. Following expert opinions, the items were reviewed and suggested changes and corrections were
made. The CVI value calculated on the remaining items was found to be above the minimum criterion value of
.99 (Veneziano & Hooper, 1997) for 6 experts. It was decided to proceed to the next stages with a total of 16
items. Interviews were held with individuals to test whether the items that were reviewed after the changes
would be correctly understood by those who read and answered the scale. Respondents to the scale were asked
"What did you understand from this item?" and “What did you think when answering this item?” By asking
questions like these, the face validity of the items was determined and the scale was finalized.

Data Collection Process

Permission to use the measurement tools used in the research was requested from the researchers. Then,
permission was obtained from Diizce University Scientific Research and Publication Ethics Committee for the
ethical compliance of the research (2023/262, dated 31.08.2023). The data were collected via a link in an online
platform. The scales prepared on the online platform were delivered to married, engaged and dating individuals
via e-mail and online messaging. Before the participants started answering the questionnaire, the purpose,
importance, and scope of the research were explained. In addition, the participants were asked a yes/no question
whether they volunteered to participate in the research, and confidentiality was emphasized.

Data Analysis

After the scale was first administered online to a total of 260 people, the data was analyzed using the SPSS
package program. Before analyzing the collected data, kurtosis and skewness values were tested to examine the
normality of the data distribution. After the outliers were removed from the data set, the kurtosis values of the
249 data varied between -.78 and .15, and the skewness values varied between .51 and .30. Additionally, the Z
value was examined for normality and the value was between +3 and -3. In normality assumptions, kurtosis and
skewness values can be between -2 and +2, and Z value can be between +3 and -3 (Tabachnick & Fidell, 2019).
Therefore, according to the analysis results, the data was accepted as normally distributed. According to
Tabachnick and Fidell (2019), the sample size is sufficient if the number is five times the total number of items.
Thus, the sample size is sufficient to perform the analysis.

Exploratory factor analysis (EFA) was performed on this data set to determine the factor structure of
the scale. Kaiser-Meyer-Olkin (KMO) sampling suitability criterion was used to evaluate the suitability of 249
data for EFA. As a result of the analysis, the KMO coefficient was found to be .80. Since the KMO value was
above 0.6, the data set was deemed suitable for EFA (Biiyiikoztiirk, 2021). Bartlett’s Test of Sphericity was
performed and the value was found to be 399.169 (p<.01). After EFA, the scale took its final form with eight
items.

In the second stage, the finalized 8- item scale was administered online to 270 people in order to
conduct a confirmatory factor analysis (CFA). CFA assumptions were examined for the collected data. Eleven
outliers were removed from the study at this stage and CFA was performed on the remaining 259 data. It was
observed that the kurtosis and skewness values of the data were .82 and -.50. It was known that kurtosis and
skewness values could be between -2 and +2 in normality assumptions (Tabachnick & Fidell, 2019). Therefore,
according to the results of the analysis, it was accepted that the data were normally distributed and provided the
CFA assumptions (Harrigton, 2009).

The sample size of 259 was sufficient for the analyses. In the reliability analysis of the scale,
Cronbach's alpha internal consistency coefficient was examined. In item analysis, item mean scores of the lower
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27% and upper 27% groups were compared using item-total score correlation coefficients and independent
groups t-test. For criterion validity, the Repair Attempts Scale, whose validity and reliability were tested in the
present study, criterion-related validity was tested by calculating the Pearson’s product-moment correlation
coefficient of the relationships between the RDCR and the CRSSRR.

Ethics Approval

In this article, journal writing rules, publication principles, research and publication ethics rules, journal ethics
rules were followed. The author is responsible for any violations that may arise in relation to the article.” Ethical
approval was obtained from the Duzce University Scientific Research and Publication Ethics Committee with
the decision number 2023/262, dated 31.08.2023.

Result
Findings Regarding EFA

Before performing EFA, whether the necessary prerequisites were met was examined. In this direction, inter-
item correlation values were examined to determine whether the data is suitable for factor analysis. There were
significant relationships between the items. Another prerequisite examined was KMO and Bartlett’s Test of
Sphericity results. Biiyiikoztiirk (2021) states that in order to perform EFA, KMO must be higher than .60 and
Bartlett's Test of Sphericity must be significant. In the present study, the KMO sample size coefficient was
found to be .80 and the Bartlett's Test of Sphericity value was 399,169 (p<.01). In addition, missing values,
outliers, normality of distribution and multicollinearity were examined. The data met the multiple normality
assumptions and there was no multicollinearity problem. The direct oblimin rotation technique and maximum
likelihood method were used to examine the factor structure of the scale. Oblimin rotation is used when a
theoretical correlation between factors is assumed (Costello & Osborne, 2005). The most common estimation
method in SEM was the maximum likelihood (ML) method, as it was selected by default in many software
packages. This method can make consistent and unbiased predictions on well-defined models, large sample
sizes, normally distributed independent, continuous and multivariate data sets (Kline, 2023).

First, the eigenvalues were examined to determine the number of factors, and two factors with eigenvalues
greater than one were identified. At the same time, the examination of the scree plot in Figure 1 showed that the
cut-off point for the number of factors was two. In terms of the eigenvalues of the factors, the eigenvalue of the
first factor was 2.9 and the eigenvalue of the second factor was 1.2. In terms of the contribution of the factors to
the variance, the contribution of the first factor was 37.44%, the second factor was 15.9%, and the factors
together explained 53.34% of the variance. In multi-factor measurement tools, it is sufficient for the variance
explained to be between 40% and 60% (Tavsancil, 2019). It can be said that the factors of the scale developed in
the present study explained the variance at a sufficient level. The literature state that the item is acceptable to the
scale if the factor load values are .32 and above. In addition, the value of an item on the factor it loads must be at
least .10 more than the values it loads on other factors. Otherwise, since the relevant item loads on more than
one factor, it is considered an overlapping item and recommended to be removed (Biiyiikoztiirk, 2021;
Tabachnick & Fidell, 2019). In this regard, care was taken to ensure that the items in the sub-factors had a
loading value of .32 and above and that there were no overlapping items. For this reason, the number of 22
items was reduced to 16 depending on the lawshe analysis and 8 depending on the factor analysis. The factors
and load values of the scale are presented in Table 1.

Scree Plot

Eigenvalue

Component Number

Figure 1. Scree plot graph for the Repair Attempts Scale
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As seen in Figure 1, the cut-off point for the number of factors is two. In terms of the eigenvalues of the
factors, the eigenvalue of the first factor is 2.9 and the eigenvalue of the second factor is 1.2.

Table 1. EFA results of the Repair Attempts Scale

Item No Factor 1 Factor 2
11 .69
12 .53
13 .59
14 .54
15 .60
16 .63
17 72
18 51

As seen in Table 1, the EFA results revealed a scale consisting of eight items and two sub-dimensions.
Factor 1 shows the Affective Repairs (four items) dimension, and factor 2 shows the Cognitive Repairs (four
items) dimension.

Table 2. Findings of the Pearson’s product-moment correlation analysis performed to determine the
relationships between factors

Affective Repairs Cognitive Repairs
Affective Repairs 1 .53
Cognitive Repairs .53 1

As seen in Table 2, there is a moderate positive relationship (r=.36) between the factors. A value above
.30 indicate a significant relationship (Kokli et al., 2023). This finding shows that the relationship between the
factors is moderate. In this scale, the two sub-dimensions will not be evaluated separately and the total score of
the scale will be calculated.

Findings Regarding the CFA

In order to test the factor structure of the structure obtained as a result of the EFA, CFA was performed using
the MPLUS program. In order to evaluate the validity of the model in CFA, model fit indices must meet the
necessary criteria (Cokluk et al., 2021; Hu & Bentler, 1999). The findings regarding the fit indices of the model
examined for the CFA conducted in this study are presented in Table 3.

Table 3. Excellent and acceptable values for the examined fit indices

Examined Fit Excellent Fit Acceptable Obtained Result
Indices Fit
x?/sd 0 <x?sd <2 x?/sd < 4-5 1.89 Excellent Fit
CFlI CFI > .95 CF1>.90 .95 Excellent Fit
TLI TLI > .95 TLI > .90 93 Acceptable Fit
SRMR SRMR <.06 SRMR <.09 .04 Acceptable Fit
RMSEA .00< RMSEA <.05 .00< RMSEA <.08 .06 Acceptable Fit

The examination of the fit values of the model shown in Table 3 showed that the ratio of the chi-square
value to the degrees of freedom (Chi-square = 36.956/sd=19) was 1.89. Achi-square/degrees of freedom ratio
between 0 and 2 indicates excellent fit (Meydan & Sesen, 2015). When other fit indices are examined, while
CFI=.95, SRMR=.04 indicates excellent fit, TL1=.93, RMSEA=.06 indicates acceptable fit (Hooper et al., 2008;
Kline, 2023). CFA results revealed that the model fits well and has high construct validity. As a result of these
findings, it can be said that the 2-factor structure of the 8- item Repair Attempts Scale is confirmed.

Figure 2 presents the standardized parameter estimates for the factors and items of the scale. The CFA
results in Figure 2 shows that the item factor loadings for the Affective Repairs sub-factor are between .45 and
.69, and between .56 and .81 for the Cognitive Repairs sub-factor. In terms of the t values for item factor
loadings, all t values were significant.
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Figure 2. Path diagram and factor loadings for the Repair Attempts Scale
Similar Scale Validity

In order to determine the criterion-related validity of the Repair Attempts Scale, the relationship between the
Voice sub-dimension of the RDCR and the Positive Conflict Resolution sub-dimension of the CRSSRR was
examined. The values were between .52 and .60. This finding can be considered as evidence for the criterion-
related validity of the Repair Attempts Scale. The correlation values for the relationship between the scales is
presented in Table 4.

Table 4. Correlation results between the Repair Attempts Scale and the Voice subscale of the RDCR and the
Positive Conflict Resolution subscale of the CRSSRR
Voice Positive Conflict Resolution

Repair Attempts 52" .60™
**p< 01

In terms of the relationships between the Repair Attempts Scale and the relevant sub-dimensions of the
other scales presented in Table 4, there is a moderately positive significant relationship with the Voice sub-
dimension (r=.52, p<.01) and a moderately positive significant relationship with the Positive Conflict Resolution
sub-dimension (r=.60, p<.01).

Findings Regarding the Reliability of the Repair Attempts Scale

Cronbach’s alpha coefficient findings were examined to determine the reliability of measurement tools, which is
expressed as the ability to provide reliable and consistent results. In order for the measurement tool to be
considered reliable, the Cronbach’s alpha coefficient is expected to be .70 and above (Creswell, 2005).

Table 5. Cronbach’s alpha internal consistency coefficients of the scale
Cronbach’s Alfa Item Number

Repair Attempts 75 8

As seen in Table 5, the internal consistency coefficient for the Repair Attempts Scale, which was
evaluated on a single total score, was determined to be .75. Therefore, the scale reliability was met. In addition,
since the test-retest reliability coefficient obtained as a result of administering the scale to the same individuals
twice with an interval of four weeks was found to be .76. In order to test the split-half reliability, the scale was
divided into two forms as odd-numbered items and even-numbered items, and the relationship between these
two forms was analysed. The Spearman Brown coefficient between the two forms was .78, the analyzes
regarding the reliability of the scale were accepted sufficient and the fact that the scale meets the reliability
conditions was accepted.

Examination of Item-Total Correlations

In order to test the suitability of the items for the purpose, Pearson’s product-moment correlation coefficients of
the relationships between the score from each item and the total score from the scale were examined. Based on
Tavsancil (2019) as a reference, according to the item-total correlation values, those less than .20 were regarded
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as items that should be removed from the scale, those between .20 and .30 were regarded as items that need to
be corrected, those between .30 and .40 were regarded as good, and those above .40 were regarded as very good.
are considered to be very good substances. The findings of this study are presented in Table 6.

Table 6. Item-total correlation results

Item No Item-Total Correlation Coefficients
11 .60™
12 65"
13 56"
14 .60™
15 65"
16 60"
17 65"
18 52"

**p< 001

As seen in Table 6, the item-total correlation of the items was between .52 and .65. Item-total
correlations show that the items in the scale measure similar behaviors. Bilyiikoztiirk (2021) stated that item-
total correlation coefficients being .30 and above is a proof of the scale items exemplifying similar behaviors
and scale’s internal consistency being high.

Examination of the t Values Regarding the 27% Lower-Upper Group Difference

In order to determine the discrimination power of the items, the 27% upper group with the highest score from
the item total scores and the 27% lower group with the lowest score were compared using independent sample t-
test. According to Biiylikoztiirk (2021), a significant difference in the results shows the distinctiveness of the
items. By including the 62 people with the highest scores (27%) in the upper group, and the 62 people with the
lowest scores (27%) in the lower group, t values regarding the item total scores of the lower and upper groups
were determined. The findings are presented in Table 7.

Table 7. t Values regarding the 27% lower-upper group difference

F1 F2
(Affective Repairs) (Cognitive Repairs)
Item No t p Item No t p
5 6.97 .00 1 8.6 .00
6 8.94 .00 2 8.48 .00
7 8.65 .00 3 10.3 .00
8 6.84 .00 4 7.77 .00

As seen in Table 7, the t test values for the differences between the item scores of the 27% upper and
lower groups varied between 6.84 and 10.3. The difference between the lower and upper group means of the
items was statistically significant (p <.01).

Conclusion and Discussion

In the literature, there are many different conflict resolution approaches (Kilmann & Thomas, 1977; Gottman &
Krokoff, 1989; Vuchinich, 1990; Kurdek, 1994;). Gottman (1995) emphasizes that managing conflict rather
than resolving it is a more accurate term because conflict cannot be eliminated due to its natural and inevitable
nature. According to Gottman (1999) and Gottman and Silver (2013), individuals in a romantic relationship take
an action against their partner in order to reduce the tension that occurs during and after the conflict. This action
is called a repair attempt. While the purpose of this action is sometimes an effort of intimacy and an emotional
step just to break the ice, sometimes it is an effort to find a solution and a cognitive step to solve the problem.
Gottman et al. (2015) coded repair attempts as affective and cognitive repair attempts.

In the present study, the literature on repair attempts was taken into consideration during the formation
of the item pool and statements expressing attitudes and behaviors such as affection, compromise, defining the
conflict, guarding, humor, monitoring discussion, repair question, softening, request for direction, taking
responsibility, self-disclosure, topic change, understanding, giving the message of we’re okay were added. In
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addition, in the interviews conducted with the couples for the question pool, their expressions along with these
qualities were gathered around two main features.

Two features stood out in the participants' statements: building intimacy and trying to move towards a
solution. As a result of EFA and CFA, these two features presented themselves statistically and were grouped
around two factors. Researchers first named the factors as building intimacy and seeking solution. However,
since the research revealed that the concepts of Cognitive Repairs and Affective Repairs in the literature cover a
similar content, it was decided that it would be more appropriate to name the sub-dimensions of the scale in
parallel with the literature. Accordingly, the scale consists of two subscales, Cognitive Repair and Affective,
which are evaluated over the total score. The researchers considered that repair attempt consists of a
combination of attempts at emotional closeness and turning to solution, when these two together, they decided
that they completely covered the repair attempt. For this reason, it was suggested that the repair attempt scale
should be evaluated over the total score.

The KMO value calculated in this study, which aimed to examine and develop the psychometric
properties of the Repair Attempts Scale, the chi-square value of the Bartlett’s test and the result that the
correlation or covariance matrix is different from the identity matrix, showed that the data set was suitable for
factor analysis (Biiyiikoztiirk, 2021; Cokluk et al., 2021). The findings revealed that the data set had a sufficient
sample size to perform factor analysis and had an appropriate data distribution. In order to test the construct
validity, first, EFA was performed and then CFA was employed according to the findings. According to the
analyzed findings, the scale showed a two-factor structure. This two-factor structure explained 53.34% of the
variance. This rate indicates a sufficient variance explanation rate in social sciences (Kline, 2023).

In the CFA performed to test the two-dimensional structure obtained as a result of the EFA, different fit
indices were evaluated to test the fit adequacy. The examination of the fit values of the model showed that the
ratio of the chi-square value to the degrees of freedom (Chi-square = 36.956/sd=19) was 1.89. A x2/sd value
between 0 and 2 means there is perfect fit (Meydan & Sesen, 2015). When other fit indices are examined, while
CFI=.95, SRMR=.04 indicates perfect fit, TL1=.93, RMSEA=.06 appears to indicate acceptable fit (Hooper et
al., 2008; Kline, 2023). CFA results show that the model has good fit and high construct validity. Based on these
findings, the 2-factor structure of the 8- item Repair Attempts Scale was confirmed.

The fact that the Cronbach’s alpha coefficients were above .70, which indicates the ability of the
measurement tools to provide reliable and consistent results, showed that the Repair Attempts Scale was highly
reliable. In the findings, item-total correlation coefficients of .30 and above showed that the internal consistency
of the scale was high. Since the difference between the means of the 27% lower and 27% upper groups of the
score distribution of the scale was statistically significant (p<.01), it was accepted that the items were
distinctive. The correlation values indicating the criterion-related validity of the scale were found to be between
.52 and .60. Test-retest method result was .76. This finding can be considered as evidence for the criterion-
related validity of the Repair Attempts Scale (Biiyiikoztiirk, 2021; Creswell, 2005).

The findings put forth that the Repair Attempts Scale was sufficient to be used in determining the repair
attempts made by partners after conflicts in romantic relationships. When the psychometric properties of the
scale are examined, it can be accepted that the Repair Attempts Scale is a valid and reliable measurement tool.

Recommendations

The fact that 70.7% of the study group consists of female participants is regarded as a limitation of this study.
For this reason, in different studies to be conducted with the scale, it may be recommended to include more
male participants. It is believed that researchers' study of variables such as psychological resilience of partners,
attachment styles, personality traits, which may be related to repair attempts, and with sample groups with
different demographic characteristics may be useful in revealing the multidimensional effect of repair attempts
on romantic relationships. Researchers can contribute to the related literature by conducting different studies on
repair attempts.

Author(s) Contribution Rate: Authors’s contribution to this article is 50%, 50%.
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Abstract

Textbooks are a decisive and guiding tool in teaching lessons for reasons such as being prepared according to
learning outcomes and being accepted by the Ministry of National Education Board of Education and
Instruction. The Social Studies Curriculum mentions that the course should be supported with literary products
“by using genres such as legends, epics, tales, proverbs, true stories, folk songs and poems”. In this framework,
literary genres should be utilised in the content of textbooks to set an example. This study examines the social
studies textbooks taught in the 4th grade regarding the number of literary genres and their contexts. The
document analysis method, a qualitative research method, was used in this study. The collected data were
analysed via content analysis. As a result, it was determined that the most common genres in the textbook were
interviews, anecdotes, and biographies. The interview, the most common literary genre found in all units, was
analysed in terms of the contexts it addressed. The program's acquisitions, basic skills, values, and explanations
were considered.

Key words: Social studies, Textbook, Literary Product, Interview
Introduction

The social studies course utilises different disciplines. These disciplines comprise the social sciences, integrated
under the name “social studies” under a course title (Degirmenci Toraman, 2018). It is one of the most essential
courses that addresses concepts such as society, citizenship, interpersonal relations, and national and global
values (Aykag, 2007).

Curricula are prepared based on the “General Objectives of Turkish National Education” and the
“Basic Principles of Turkish National Education” stated in Article 2 of the Basic Law on National Education
No. 1739. In the Social Studies Curriculum (2018), the primary purpose of education system is to raise
individuals with knowledge, skills, and behaviours integrated with our values and competencies, as well as the
importance of cultural awareness within the Turkish Qualifications Framework. In addition, regarding the
measurement and evaluation approach in curricula, education should include not only knowing (thinking) but
also feeling (emotion) and doing (action). Adolescence is a critical period for identity acquisition, and the
importance of taking individual development into account is emphasised by the statement that education
increases and manages social interactions that support identity acquisition in this period. Among the specific
objectives of the Social Studies Curriculum is to align with the identity acquisition processes of adolescents by
enabling them to “comprehend the fundamental elements and processes that shape Turkish culture and history,
recognize the importance of preserving and developing cultural heritage for fostering national consciousness”,
and “understand the significance of becoming virtuous individuals by embracing national, spiritual, and
universal values”. One of the issues expected to be considered in the implementation of the programme is stated
as follows:

“Social studies lessons should be supported with literary products using genres such as legends, epics,
tales, proverbs, folk tales, folk songs and poems. Students should be encouraged to read literary
products such as novels, historical novels, stories, memoirs, travelogues, and anecdotes. In addition,
gains deemed appropriate should be supported with traditional or modern art products such as painting,
music, miniature, engraving, calligraphy, sculpture, architecture, theatre, and cinema.” (MEB, 2018).

Human life is the primary source of literary products. As a result of being so intertwined with life and
being used for educational purposes throughout history, it has also found its place in formal education. When
social studies are considered a preliminary presentation of life in the classroom, the importance of using literary
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products can be understood more clearly. Both oral and written products allow the disciplines that make up

social studies to be transferred to the individual and the course to be taught in a way linked to life (Simsek,
2015).

Education is an endeavour and even the art of gaining a perspective. When it is desired to create
sensitivity in the child and to raise cultural awareness, communication with literary texts provides an
opportunity to educate the children about their feelings and thoughts. Literature is a process that can help
children acquire democratic behaviour through intuition. Through literature that offers examples of different
experiences and ways of thinking, students can gain respect, tolerance, empathy, and identification skills for
other personalities. In this process, new experiences are acquired, and the children realise they can improve their
personality or make changes (Sever, 1998). In addition, Social Studies educators acknowledge that literary
studies help teach the course (Oztiirk et al., 2014).

According to Oguzkan (2006), children need literature because it provides numerous benefits.
Literature not only fosters a love of reading but also helps children become good citizens, discover life, and
develop their language skills. Additionally, it serves as a guide for behavioral change, encourages creative
activities in other areas, and enables readers to reflect on meaningful experiences.

The use of literary genres not only enables students to increase their knowledge of the subject but also
serves as a practical task in concretising abstract subjects, attracts students' attention to the lesson, increases
their motivation and thus their success in the course, and helps them gain various skills, such as critical thinking
(Kaymake1, 2013).

This research aimed to examine the use of literary genres in the Social Studies textbook and sought to
answer the following questions:

1. How are literary genres used in the 4th-grade Social Studies textbook?
2. Inwhich contexts are literary genres used in the Grade 4 Social Studies textbook?

Method
Research Model

Research model is a plan developed by the researcher in order to answer the questions or test the hypotheses of
the research. Research model is the organisation of the necessary conditions for collecting and analysing the
data in accordance with the purpose of the research and economic opportunity (Biiyiikoztiirk et al., 2013). In this
study, the survey model was used as the research model. Survey model is a research approach that aims to
describe a past or present situation as it exists. The individual or object that is the subject of the research is tried
to be defined within its own conditions and as it is. No effort is made to change or influence the variables in any
way (Karasar, 2012).

Data Collection

The research data were collected through document analysis, a qualitative research method. Document analysis
involves the analysis of written materials containing information about the phenomenon or phenomena targeted
for investigation (Yildirim & Simsek, 2018). In this study, the Social Studies Textbook taught in the 4th grade
was analysed regarding the use and context of literary genres.

Data Source

The study's data source consists of one 4th-grade Social Studies textbook of Tuna publications distributed free
of charge in primary schools by the Ministry of National Education. The texts constituting the content of the
seven learning areas in the textbook were analysed in terms of their literary genres, quantity, and context. Table
1 below shows the distribution of these seven learning areas and subject headings.

Table 1. Seven Learning Areas and Subject Headings

Sequence No Learning Area Subject Headings

Everyone Has an Identity

Everyone Has a Story
1 Individual and Society What Do I Like? What Can | Do?
If | were him
I am Aware That | Respect Differences
My Family History
National Culture Elements
Children's Games from Past to Present
An Epic of Heroism: National Struggle

2 Culture and Heritage
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Our Directions
Let us Make a Location Recipe

3 People, Places and What is Around Us?
Environments Weather forecast
Where | Live
Let Us Be Ready for Natural Disasters
Technological Products
4 Scie_nce, Technology and Egmg:ggz if;OTr.Ti]r::St to Present
Society
Let us Invent
Let Us Use It Without Harming It
Our Wants, Needs
Economic Activities in My Family and Neighbourhood
Production, Distribution and  Let us Be Conscious Consumers
Consumption Let us Get Our Certificate
5 Let Us Put Our Feet According to Our Duvet
Yes to Consumption, No to Waste
I am a Child; I Exist with My Rights
6 Active Citizenship Taking Responsibility

| Participate in Educational and Social Activities
Freedom and Independence

Recognise Countries

Our Neighbours

7 Global Connections Turkic Republics

Different Cultures

The World is Beautiful with Differences

Analysing The Data

The collected data were analysed via content analysis. Content analysis is the qualitative and quantitative
analysis of the meanings hidden in texts or transcripts or the messages intended to be given there by following a
specific systematic approach in the form of concepts, and categories and analysing these concepts and categories
qualitatively and quantitatively. In qualitative content analysis, the researcher tries to understand the
phenomenon under study instead of generalising from the sample to the universe based on statistical inferences
(Giiler et al., 2015). The literary genres analysed are mentioned in the introduction of this study. The contexts in
which they were used were identified during the readings and are given in the findings section.

In the textbook analyzed in this study, the use and contexts of the literary products listed in the table
below were examined:

Table 2. Oral and written literary products that can be used in social studies teaching (Ata, 2017; Kaymakegt,
2013; MEB, 2005; Oztiirk et al, 2014; Tokcan, 2016; Topkaya & Simsek, 2017; Ulu Kalin, 2017; Degirmenci
Toraman, 2018)

e Lamentations e  Criticisms o Letters

e Clapping, Clapping, e Melodies e  Menakipnamas
Proverbs e Fables e Humour

e Almanacs e Jokes e Monographs

e Anecdotes e Receipt catalogues e Lullabies

e Encyclopaedias e Newspaper clippings e Autobiographies

e Treaty texts e Gazavathamas e Were Dead

e Atlases e Types of Traditional e Guides

¢ Documentaries Turkish Theatre e Roma

e Bibliographies e Travel articles e Interviews

e Riddles e Diaries e Siyasetnamas

e Biographies e Folk tales Memoirs e Conversations

e Biographical novels e Stories e Discourses

e Cenknamas e Cartoons

e Dictionaries
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e Children's songs
e Analysed stories
e Essays

e Magazine articles
e Texthooks

e Epics
e Indexes
e Legends

e Educational comics

Catalogues
Discoveries
Chronologies
Compositions
Articles
Manis
Anthems
Tales

Songs

Poems
Definitions
Historical novels
Nursery Rhymes
Theatre texts
Folk Songs

Twelve of the sixty-five literary text types in Table 2, namely interviews, anecdotes, poems,
chronologies, biographies, essays, discourses, letters, Karagdz plays (a traditional Turkish theatre genre), folk
songs, legends, and stories were included in the textbook. The genres included are italicised in Table 2.

To ensure validity and reliability within the research, the texts were read repeatedly and in detail, and
the results were compared with each other and with the data obtained from a different researcher's examination
of the book. In addition, the data obtained as a result of the analysis were presented to another person who is an
expert on literary genres, and necessary corrections were made.

Findings

The Table containing the number of genres and texts in the learning areas in the book analysed within the scope

of the research is given below.

Species and Densities

Table 3. Number of genres and texts in the learning areas

Learning Area Literary Genre Number
1. Individual and Society Clr?rtgrglivg\]ly 112
(3 Types/15 Texts) Poetry 5
Interview 3
2. Culture and Heritage CBP}[)%r;g:Jc;%y %
(5 Genre/21 Text) Anecdote 9
Letter 1
Karagdz Game 1
Anecdote 2
3. People, Places and Environments Interview 7
(6 Genre/13 Text) Folk Song 1
Poetry 1
Legend 1
4. Science, Technology and Society Anecdote 1
(2 Types/7 Texts)
Interview 6
5. Production, Distribution and Interview 4
Consumption Anecdote 3
(3 Genres/8 Texts) Poetry 1
Discourse 2
6. Active Citizenship Interview 12
(4 Genres/16 Texts) Story 1
Essay 2
7. Global Connections .
Interview 1

(1 Genre/1 Text)

According to Table 3, there are twelve literary genres in the 4th-grade Social Studies textbook.
Interviews were the most preferred genre regarding their number and inclusion in different learning areas. The
interviews were conducted in all seven learning areas, with fifty-five interviews. Anecdotes were included in a
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total of fifteen texts across three different learning areas, while poems appeared in four texts within three
learning areas. Chronologies were featured in two texts across two learning areas. Biographies were included in
one learning area but represented by seven different texts. Essays and discourses were presented as two texts in
a single learning area. Other genres, such as letters, Karagoz plays, folk songs, legends, and stories, were each
included as one text in one learning area. The frequency table below provides a summary of these genres based
on the number of texts.

Table 4. Frequency and Percentage Table According to the Number of Texts

Literary Genre Frequency Per cent
Interview 55 %60.4
Anecdote 15 % 16.4
Biography 7 %7.6
Poetry 4 %4.3
Chronology 2 %2.2
Essay 2 %2.2
Discourse 2 %2.2
Letter 1 %1
Karagdz Game 1 %1
Folk Song 1 %1
Legend 1 %1
Story 1 %1

According to Table 4, interviews are the most common genre in the 4th-grade Social Studies textbook.
Context

The 4th-grade social studies textbook has seven learning areas (units). These are presented in the methods
section of the research with their subject headings. Below, the interview genre, which is the most common
literary genre among the literary genres identified by scanning the texts in the learning areas, is given with its
context. Analysing this single genre in all areas would provide a broad perspective.

Fromm (2017) states that words have no meaning on their own except in the context in which they are
used, except in the character and intention of the person who uses them. If read one-dimensionally without a
deep perspective, they conceal rather than convey ideas. In the dictionary, context is defined as a bundle, a
pattern or connection of events, situations, or relationships in any phenomenon; context is a unit or a set of units
that surrounds a language unit, which comes before or after it, affects the unit in question in many cases,
determines its meaning and value; bent (TDK, 2019). When the Social Studies textbook is examined, the
interview type is prepared within contexts such as fourth-grade achievements and explanations, basic skills,
values education, and the programme's structure.

There were 12 interviews in the Individual and Society unit of the Social Studies book. On pages 16
and 17 of the unit, there is a fictional interview under “Everyone Has a Story”. Biisra provided information
about her life from birth until she reached fourth grade. In the interviews, the acquisition of the unit “puts the
major events of her life in chronological order”; explanations were made on topics such as the date of birth,
when she started walking, talking, eating her food, kindergarten and primary school, the birth of her sibling, and
getting on a plane for the first time. In connection with the learning outcome “Recognises individual interests,
needs and abilities”, it was stated that he participated in theatre activities and wanted to be a dentist. What do |
like about this outcome? What Can | Do? topic, there are six fictional and two actual interviews. The first
natural person was April Deniz, a 13-year-old painter. The questions asked to April Deniz in an online
magazine, and her answers are found on pages 21 and 22 of the textbook. Initially, the reader's attention was
drawn to the necessity of discovering and using talent. In his responses, he described how he began painting,
how his family supported and understood him, and how he struggled to restore his work when his teacher
interfered with his choice of colors or directly intervened in the painting. He also shared how he won second
place with that painting, discussed his favorite painters, and mentioned his other areas of interest. On pages 23
and 24, the interview with Spanish designer Carlos Tiscar is described as a success story by the character Bilge
at the very beginning. In this interview, the person mentioned his family's contribution by saying, “I think my
mother and father influenced my design choice”. Apart from this, he describes the designs he made in his
childhood.

Again, from the gains of individuals and society, “They put themselves in the place of other individuals
with different characteristics.” It is addressed in a fictional interview titled “If I were in his place”. This
character, whose name was introduced as Bilge in the first topic of the Social Studies book, explains different
subjects throughout the book, sometimes through interviews and sometimes through didactic speeches. On
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pages 25, 26 and 27, it is first emphasised that people differ from each other in terms of their physical or
personality characteristics, such as face shape, fingerprints, talent, and tastes. Then, in the context of the
learning outcome “Recognises individual interests, needs and abilities™, listening to music, playing chess, and
liking cherries and tomatoes were mentioned. Bilge mentioned that her classmate Yagmur shared a common
interest in chess, painting, and creating beautiful artwork. However, Bilge criticized Yagmur, pointing out that
despite her interest in painting, she did not make sufficient effort to improve or address her strengths and
weaknesses. In the continuation of the text, Bilge describes how she met children who had fled their war-torn
countries and found refuge in their homeland due to civil unrest. She provides examples of the challenges they
faced in developing empathy and offers advice to children who have lost a parent, urging them to avoid actions
that may remind them of their grief. Additionally, Bilge shares examples related to children with physical
disabilities, emphasizing their struggles and the importance of understanding and supporting them. In addition,
examples of real and fictional campaigns related to these situations were presented. In the real campaign
example, the students helped an orphan student under the leadership of their teacher. The fictional example is
about starting a campaign to collect plastic caps for wheelchairs. The concept of empathy was introduced as one
of the 27 essential skills in the Social Studies Programme. The Turkish Qualification Framework selected these
skills.

There were three interviews in the culture and heritage unit. Bilge's oral history study with her
grandmother is detailed on pages 35, 36 and 37 in the context of the learning outcome: “Conducts a family
history study by making use of oral, written, visual sources and objects”. Bilge describes the stages of her study
in her language as itemised in the information box on page 35. For example, the item “The interview records are
organised and written down.” The information box is expressed in Bilge's interview with the sentence “At the
last stage of my oral history study, | sat down at my computer and started writing my family history, which you
will read below.” The photo album was viewed as a visual source, the grandmother showed the primary school
diploma of Bilge's grandfather, and it was stated in the diploma that her grandfather was most successful in
mathematics.

The interview on page 40 was prepared as fiction for the learning outcome: “Gives examples by
researching the elements reflecting the national culture in their families and environment”. The character Merve,
created by selecting a photograph of a child of the same age as fourth-grade students, describes the
characteristics of Isparta, the city where she lives. She talks about the artefacts exhibited in the ethnography
museum in the town and the scenes where customs are animated. She talks about items such as carpets from
different regions or henna nights, earthen houses belonging to Yoruks, Yoruk women rolling dough on dough
boards, young girls weaving carpets, Yoruk men spinning rope on spinning wheels, censers, and clothes. On
pages 41 and 42, there is an interview with a child named Mehmet about the city of Mardin and its architecture.
Information is given about the fact that the historical Mardin houses do not block each other's views or respect
for the rights of the neighbourhood and that the classroom doors of the Kasimiye Madrasah, which are slightly
more than a metre high, are intended to ensure that the student bows his head when entering the presence of his
teacher.

In the People, Places, and Environments unit, an interview with a character named Riizgér on page 74
addresses the objective of “Observing weather events occurring around him and transferring his findings into
pictorial graphics”, as outlined under the section on Weather. The photograph used for the fictional character
belongs to the child singer Alper Erdzer. This photograph was taken from the publishing house's archive in the
visual bibliography. Riizgér talks about how he observes weather events and shows them in tables and graphs.
In addition, it is stated in the visual bibliography of the textbook that the character Bilge and most of the
photographs used in the fictional interviews were taken from shutterstock.com by paying the copyright. On
pages 78 and 79, an interview with a character named Kiibra about how she uses the information about the
physical map, which has been previously covered while working with her friends, is given under the acquisition
of “Makes inferences about the landforms and population characteristics of the place where she lives and its
surroundings” within the subject of “The Place | Live” in the same unit. In the text, Kiibra states that the dark
green colours on the map she examined express heights up to 200 metres and where these are. She then provides
comments on other color indicators.

In the same unit, five different fictional interviews were given on pages 83, 84, 85 and 86 about the
learning outcome “Makes necessary preparations for natural disasters” under the topic of “Let us Be Ready for
Natural Disasters”. Eda, fictionalised as a child living in Trabzon, made speeches containing information about
natural disasters: landslide; Ozcan, living in Bingol, avalanche; Biisra, living in Rize, flood; Arda, living in
Antalya, storm; and Esma, living in Van, earthquake. This information includes an explanation of the disaster,
the events, and the protection methods used.

In the Science, Technology and Society unit, there are four interviews on pages 111 and 112 under the
subject heading “Develops ideas for designing unique products based on the needs of the environment”. Three
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girls and one boy developed inventions by making additions to the objects they use based on daily life needs.
These inventions, all of which are fictional, are in the form of shoes with heating, a new brush design to
facilitate hairbrush cleaning, a talking medicine box that warns and explains to patients, and a lifeguard balloon
worn on the wrist that can be easily operated in the case of drowning in the sea. The texts explain why this
invention is needed and the device's working principle. Although it is stated in the learning outcome description
that “Exemplary entrepreneurs and their success stories are emphasised”, there is no example from real life.

In the same unit, there are two interviews on pages 115, 116, and 117 under “Let us Use Without
Harm” under the acquisition of “Uses technological products without harming himself, others and nature”. With
the character Hakan, it aims to draw attention to the misuse of computers, mobile phones and televisions. The
text provides suggestions on the appropriate use of mobile phones, such as utilizing them only when necessary
and for short periods. Emre talked with the character Emre about not calling 112 emergency services
unnecessarily.

On pages 127, 128, 129 and 130, under the acquisition of “Recognises the main economic activities in
their families and their immediate surroundings” in the subject of “Economic Activities in My Family and
Environment” within the unit of Production, Distribution and Consumption, Adam, who lives in Zonguldak,
explained the importance of coal mining; Coskun, who lives in Ordu, explained the significance of hazelnuts;
Selin, who lives in Antalya, explained the importance of tourism and greenhouse cultivation; and Nihat, who
lives in Izmit, explained the importance of industrial facilities for the city and the country. It was mentioned
why the business lines formed within the economic activity framework were developed in these cities. “My
father works as a mining engineer in a hard coal quarry within the borders of our province.”, “My father does
not spend all of our income but saves some of it to use when there is a product shortage”. “There are many
hazelnut experts in our neighbourhood, including my uncle”. “My sister works as a food engineer in one of
these facilities.” and “My father is a tourist guide working in and around Antalya”. The families of the fictional
characters are shown working in a business sector in the mentioned economic activity. The examples given
mainly were about men.

In the Active Citizenship Unit, six fictional child interviews were included on pages 154, 155 and 156
under the title “I am a Child, | Exist with My Rights” under the acquisition of “Gives examples of the rights
he/she has as a child”. The character Sevval talked about the right to life; Fatih spoke about freedom of thought
and the right to have a say in decisions; Eda talked about children not being employed and the right to
education; Duru talked about her request for children's rights lesson and the rights to shelter, nutrition and health
care; Yusuf spoke about the rights to name, identity, citizenship, and living with family; Batuhan talked about
the protection of the dignity of children with disabilities, the development of children's personalities, mental and
physical abilities, equality, freedom of expression and the right to live their culture. Fatih talked about his own
life, and Eda talked about a child she witnessed: “My father is a teacher. He has been a very successful student.
However, he has difficulty attending school because he works as a mechanic.” In other narratives, the character
Fatih mentioned, “The state observes the right of children to develop their personalities, mental and physical
abilities. For this purpose, states have built parks and gardens for children to utilise their free time, play games,
and have fun. They open children's clubs, libraries and sports facilities.” A mainly didactic style is adopted.

In the same unit, there are three interviews on pages 159, 160, and 161 under the title “I Take
Responsibility” and the learning outcome “Takes responsibility for their words and actions in family and school
life”. After describing his responsibility, the character Mutlu talks about his dream of keeping animals and how
he started to look after budgies by proving to his family that he has a sense of responsibility. He explains in
detail the additional responsibilities of caring for an animal. The character Ozgiir talks about how he first ran for
class president and then was elected by receiving the highest number of votes and how he fulfilled the duties
that came with it. On the other hand, the character Melih explains how he acted responsibly after joining the
school's table tennis team and says that one of his friends who did not attend the training twice without an
excuse and did not bring his tracksuit was removed from the team by his teachers. All examples are given to
male students, and these students are people who never neglect their duties and never make mistakes.

In the continuation of the same unit, there are three interviews on pages 163, 164 and 165 under the
acquisition “Suggests educational and social activities that are deemed necessary in school life” on the pages
under the heading of Participation in Educational and Social Activities. The character Ezgi talks about the
community they established with their friends and the aims of the community, the concept of Maker Child,
which means a child who does not consume and produce and explains the concept in detail. Sevgi character
provides an interview on a bazaar organised for the benefit of a sister village school. Sevgi talks about her
volunteer work on the bazaar organising committee. The structure of the Social Studies Programme focuses on
learning ways of participating in social services under the unit of Active Citizenship. Solidarity is one of the
values in the sentence, “We left our sister school feeling that our feelings of friendship and solidarity had
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become stronger.” At the end of Ezgi's interview, one of the 18 values was selected for value education in the
Social Studies Curriculum.

An interview on pages 174, 175, and 176 addresses the acquisition of ‘Introducing various countries
around the world’ under the “Let Us Know Countries” topic in the Global Connections unit. The last interview
of the textbook was conducted with the character Bilge, who has been making occasional speeches since the
beginning of the book. Bilge provides information about Finland and Jordan that she has learned from her
research. Finland's capital, population, neighbours, meaning of the country's name, the similarity of its language
with Turkish, geographical, and climatic characteristics, culinary and social relationship cultures, and exciting
practices in Finnish education, such as reading books to cows and dogs, are mentioned. Information about
Jordan includes its capital, population, language, geographical location, food, customs, similar cultural
characteristics, lakes, and tourist places.

Conclusion

In Article 8 of the Social Studies Curriculum, under the heading “Considerations in the Implementation of the
Social Studies Curriculum”, it is stated that the course should be supported with literary products “by making
use of genres such as legends, epics, fairy tales, proverbs, folk tales, folk songs and poems”. Oztiirk and
Otluoglu (2002) state that if written literature is used as a teaching tool in social studies teaching, the acquisition
of affective behavioural characteristics increases significantly, but this can only be possible using different,
qualified, and imaginative works. Only 12 of the 65 literary genres in Table 2 are in the fourth-grade Social
Studies book. Among the genres in the eighth item, only legends, folk songs and poems are included in small
amounts, and genres such as epic, fairy tales, proverbs, and folk tales are not even included. In this case, the
ability of literary products to gain affective behavioural characteristics cannot be used sufficiently.

According to the type of interview analysed, the information about the outcomes was addressed
relatively more intensively. Yigittir and Kaymake1 (2012), in their study examining the distribution of value
education approaches according to grade level, found that, especially in activities in the 4th and 5th grades, the
focus was on programme achievements rather than value education; therefore, value education was not included.

The Social Studies course has no selection of works or genres to ensure fun learning. Beldag and Aktas
(2016) concluded that teachers prefer to use literary works that contribute to a better understanding of the
subject and make the lesson more fun. Accordingly, it would be the preference of the teachers that the textbooks
should be introduced to the selected works without interrupting their contact with their cultural heritage by
taking into account the entertainment understanding of the children of the age.

In the book, there is a negative example of a teacher-student relationship in the April Deniz interview.
The teacher is shown not as a person who guides but as someone who does not give importance to differences
and dictates their taste. Demirtas (2010) stated that a positive school culture causes students to be more
committed to the school's aims, increasing academic achievement. It is, of course, more critical, and vital for
students to encounter positive real-life examples. However, it is expected that providing this in the selected
literary genre will support school culture, provided that it is not too perfect and disconnected from life.

In the oral history interview, it was preferred to show the grandfather's diploma instead of the
grandmother's to build a future with gender equality. When discussing the ethnography museum, examples of
women's work were given, except for the man spinning rope on the spinning wheel, and the examples were
distributed in different ways. Similarly, the male figure was emphasised when discussing the subject of
economic activities. The fields of work in which mothers participated were not mentioned. The budget was
created only with the father in a family budget study given through anecdotal literary genres on pages 138, 139
and 140. The Social Studies Programme examination revealed that gender discrimination is mentioned only in
the Effective Citizenship Unit of the 6th Grade. The programme's learning outcome related to this subject is
“Recognise the value given to women in social life based on Turkish history and current examples.” “Positive
issues such as positive discrimination, economic, political and social representation and negative issues such as
violence against women and gender discrimination are emphasised”. In addition, the National Action Plan for
Gender Equality (2008-2013) includes the target “Educators, education programmes and materials will be made
sensitive to “Gender Equality” among the Education Action Goals and Strategies. Reviewing and revising the
book's content may be appropriate in this direction.

The Social Studies Programme structure states: “Textbook writers should arrange the units' framework
according to these learning areas”. Similarly, in the explanation of the culture and heritage learning area, it is
stated that this unit aims to “create a national consciousness that will ensure the protection and development of a
culture based on the basic elements that make up Turkish culture”. The implications of respect for the
neighbourhood and respect for the teacher mentioned in the interviews about Mardin architecture are included.
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It was observed that real invention examples should have been included under the subject heading Let
us Invent. Lagin Simsek and Simgek (2010) stated that different fields of science should be taught by referring
to their past and the processes/histories that led to the accumulation of knowledge. The fact that students see
real-life examples invented by our country or our people in the past will increase their motivation more than the
work of fiction.

Didactic discourses were emphasized, despite the inclusion of an interview on children’s rights. Maden
(2015) argues that event-based learning will assist children in developing strategies to cope with the challenges
they may face in their daily lives through experimentation. If we want children to learn and defend their rights, it
may be more appropriate to prefer a narrative based on events and conflicts rather than a narrative based on
shoulds and oughts.

In line with the findings and results obtained from the research, the following suggestions were
developed: In the fourth-grade Social Studies book;

1. Interviewing real people rather than fictionalised people may be preferable.

Images taken with permission from real people living in our geography can be used.
Throughout the book, texts can be created by paying attention to gender equality.

Students can be encouraged by including scientific developments from our history in related
subjects.

Positive teacher-student relationships can be given more space.

Tales, epics, folk tales, and proverbs of our culture can also be included.

The number and quality of literary genres can be increased.

The contexts in which literary genres are included can vary.
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Abstract

The main purpose of this study is to investigate the test anxiety status of high school seniors in terms of different
variables. The sample group of this research is a total of 366 high school students, 169 females (46.2%) and 197
(53.8%) male students, who studied in high schools in Mersin province in the 2021-2022 academic year. The
mean age of all participants in the research is 17.28, their age range is 16-21, and the standard deviation (SD) of
the group is .49. Data for the study was collected using the Test Anxiety Inventory for Children and Adolescents
and the Personal Information Form. Descriptive statistics, Pearson correlation analysis, t-test for independent
groups and one-way analysis of variance (ANOVA) were also used in the data analysis of the results. According
to the obtained results of the research, it was concluded that the test anxiety levels of high school seniors
differed depending on these variables, such as gender, having their own rooms, making time for daily work,
eating habits, receiving help from a psychological counsellor, following a regular study schedule, sleeping
patterns and their own perception of success. On the other hand, taking private lessons was found to have no
significant effect on test anxiety among group participants.

Key words: Test anxiety, Adolescents, High School Students
Introduction

When an individual is faced with uncertainty and an existential threat, this situation creates a danger to the
individual's self-esteem (Zeidner, 1998). When a person perceives himself/herself in a potentially dangerous
situation, a sense of anxiety arises (Smith & Lazarus, 1990). Anxiety arises from changes in the perception of
oneself or changes in one's position in life (Salecl, 2004). According to Barlow (2002), anxiety is the state of
uncertainty about potentially disturbing events or one's own emotional response to these events, characterized
by a sense of uncontrollability and a sense of the future. Freud (1936) defined anxiety as “the fear of a real
threat or a danger believed to be such” (p. 13). Anxiety has long been recognized as one of the basic human
emotions. Physiological indicators such as heart palpitations, sweating and trembling, which occur in relation to
anxiety, are shown by Freud as the basic components of anxiety (Spielberger, 1972). The development of
anxiety is influenced by biological and genetic predisposition, past learning and the thoughts of the person
(Cloninger, 1988). In other words, anxiety is subjective and future-oriented (Clark & Beck, 2010).

One of the periods of intense anxiety is adolescence. Since the beginning of written history, problems
related to adolescence have concerned parents, educators, social scientists and philosophers (Dingel, 2006).
Adolescence is defined as “the time of sexual maturation” (Webster's New Pocket Dictionary, 2000). It is a
process of physical maturation in which growth in middle and late childhood accelerates dramatically and
secondary sex characteristics emerge (Susman & Rogol, 2004). At the same time, adolescence is seen as a risky
period in terms of the onset and intensification of anxiety problems (Reardon et al., 2009). Adolescents with
anxiety problems generally experience problems in their family life, social life and academic life (Albano et al.,
2003). In the literature, various studies have been conducted on trait anxiety (Civit¢i, 2006; Kaya & Karaca,
2018), social anxiety (Mercan & Yavuzer, 2017; Tagay et al., 2018), career anxiety (Nalbantoglu Yilmaz &
Cetin Giindiiz, 2016; 2018) and exam anxiety (Giiler & Cakir, 2013; Kapikiran, 2020). One of the areas where
anxiety is experienced intensely is exams. According to Mulvenon (2005), exams create increased anxiety in
students and negatively affect student achievement. According to Pagaria (2020), test anxiety is a psychological
state in which individuals experience extreme distress and anxiety under test conditions and is a form of
performance anxiety. Test anxiety affects students' academic performance on exams. Anxiety is an irrational
distress that can also lead to avoidance of the feared situation. McDonald (2001) stated that an individual has
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test anxiety if he/she does not feel ready before and during the exam, does not trust his/her knowledge, thinks
that he/she will not be successful, feels anxious, distressed, nervous and uneasy. Test anxiety consists of two
subcomponents called “affective” and “delusional” (Kose et al., 2018; Liebert & Morris, 1967). The delusional
part consists of thoughts about one's performance during the exam. The affective part consists of physiological
symptoms such as nausea, flushing, sweating, nervousness, rapid heartbeat, dizziness, and dry mouth (Kése et
al., 2018). Individuals with high levels of anxiety may also experience emotions such as fear, frustration,
helplessness and shame. In addition, anxiety can cause cognitive problems such as distraction, inability to focus,
memory problems, and excessive preoccupation with anxious thoughts. In addition, test anxiety may cause
cognitive and behavioral avoidance reactions related to the test and the moment of the test.

The studies on test anxiety reveals that test anxiety occurs due to various factors. Trifoni and Shahini
(2021) found that some of the factors that cause test anxiety are inadequate preparation for exams and/or
inappropriate test preparation, fear of negative evaluation, bad experiences in previous exams, time constraints
and pressure, increases in the number of questions in exams, and the difficulty of exam content and course
material. Culler and Holahan (1980) attributed the anxiety of students with high test anxiety to their inadequate
learning, lack of study skills, and lack of familiarity with test materials. In addition, parental attitudes (Besharet,
2003), past experiences and beliefs (McDonald, 2001), excessive course loads and time management (Sansgiry
& Sail, 2006) are also effective on test anxiety. Another reason for test anxiety is students' self-doubt and
anxiety in test situations. Here, students' negative thoughts can be seen as the cause of test anxiety (Sarason,
1984). Stoeber (2004) found that students with high levels of test anxiety are more anxious and lack self-
confidence. As a matter of fact, negative thoughts in this direction cause students to focus on their past failures
and fears. This focus creates learned helplessness (Dweck, 1975). As a sign of learned helplessness, students
with high test anxiety begin to direct negative self-talk inward, often telling themselves, 'l am not smart enough'
or 'l can never do this' (Ganz & Ganz, 1988). Indeed, Bagana, Raciub, and Lupu (2011) found that high school
students with high levels of test anxiety had lower levels of self-esteem and optimism. In addition, many of the
students who experience test anxiety use phrases such as “I am unable to sleep”, “If I do not win, I am done”, I
cannot enjoy life” (Baltas, 1995). While experiencing anxiety at a moderate level affects success positively, a
high level of anxiety affects one's success negatively (Aslan, 2005). The causes of test anxiety may include low
motivation level, high expectations of others, lack of preparation, increased competition, inability to manage
emotions, fear of poor performance and low self-confidence (Pagaria, 2020). According to a study, the anxiety
levels of students preparing for the university entrance exam were higher than the anxiety levels of general
surgery patients waiting to be operated on (Baltas, 1995). In the study conducted by Isgor (2016), it was
observed that high school adolescents with high levels of test anxiety had lower levels of psychological well-
being and academic achievement. On the other hand, there is a growing body of research showing that the
presence of test anxiety supports the presence of more common anxiety disorders (Beidel & Turner, 1988).

The most common method used to measure student achievement is the exam. Exams, which are an
inevitable evaluation tool in education, can cause a problem such as anxiety for some students (Ciiceloglu,
2006). In our country, millions of people, mostly adolescents, take university entrance exams every year in order
to get a university education (Giiler & Cakir, 2013). According to the data of the Measurement, Selection and
Placement Center (OSYM), 3,008,287 people took the university entrance exam in 2022 and 838,892 of them
were placed in university quotas (OSYM, 2022). These conditions may cause most candidates to experience
difficulties in the process of preparing for the exam and may cause various problems (Giiler & Cakir, 2013). In
their study, Trifoni and Shahini (2021) found that test anxiety causes physical and psychological problems,
negatively affects motivation, attention and success, increases errors during the exam, creates problems in
remembering what was previously learned and prevents efficient studying. In this context, the importance of
investigating the test anxiety experienced by adolescents during the university preparation process becomes
evident. When we look at the existing studies on test anxiety in our country, it is understood that the
relationships between test anxiety and the following variables were examined: exam anxiety and gender,
irrational beliefs and perceived parental attitudes (Giiler & Cakir, 2013), gender, satisfaction with school and
class, number and order of siblings (Arslan & Aksekioglu, 2017), parental academic achievement pressure and
support, and academic resilience (Kapikiran, 2020), psychological resilience and decision-making skills (Acar,
2018), gender, perceived parental attitude, time allocated for studying, anxiety while taking the exam, type of
high school attended (Demirci & Biitiin Ayhan, 2016), sleep quality (Kose et al., 2018), academic achievement,
loneliness and perceived social support (Yildirim, 2000). In the current study, test anxiety was examined in
terms of variables that may be closely related to test anxiety and reflect the daily functionality of the individual,
such as gender, whether the individual has a room of his/her own, whether he/she receives tutoring support,
whether he/she makes a regular study schedule, allocating time for daily tasks, nutrition, sleep status, perception
of success, and whether he/she receives psychological counseling help. It is thought that this study will be
important for future studies to understand the exam anxiety of adolescents. In fact, Kavakci et al. (2011) found
significant relationships between test anxiety and psychiatric symptoms such as depression, social anxiety and
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trait anxiety. In Yildirim's (2004) study, test anxiety was found to be a significant predictor of depression.
Accordingly, it can be concluded that test anxiety can be a threat to an individual's mental health in addition to
test performance. In this respect, the importance of understanding the conditions associated with test anxiety
becomes evident. In the literature, no similar study was found in terms of variables related to test anxiety. It is
thought that this study will make an important contribution to the literature in understanding the situations
related to test anxiety in adolescents. It is thought that understanding the variables related to test anxiety will
shed light on the work of school counselors and other mental health professionals working with these groups at
the point of planning protective, preventive and intervention studies to be offered to students preparing for
exams.

In this study, since the majority of the examinees are adolescents and Reardon et al. (2009) state that
adolescence is a risky period in terms of the onset and intensification of anxiety problems, senior high school
students were selected as the sample. The aim of this study is to examine the exam anxiety of senior high school
students in terms of various variables.

Method

In this study, a cross-sectional research design based on the descriptive method was used. Cross-sectional
research design is a model in which people with different characteristics are examined in terms of the
characteristics determined at the same time (Fraenkel & Wallen, 2003).

Participants

The study group was formed from Mersin Private iz Science and Anatolian High School, Mahmut Arslan
Anatolian High School, and igel Anatolian High School, as these schools are considered more representative of
the population in Mersin province in terms of achievement and socioeconomic levels. The study group consisted
of a total of 366 senior high school students, 169 girls (46.2%) and 197 boys (53.8%), who voluntarily
participated in the study in the 2021-2022 academic year. According to the demographic information of the
study group, the adolescents participating in the study were between the ages of 16-21, with a mean age of
17.28, SD=.49. 9.3% of the students were only children; 50% had 1 sibling, 19.4% had 2 siblings, 12.3% had 3
siblings, and 9% had 4 or more siblings. While 83.1% of the students' parents were together as married couples,
13.4% were separated. In addition, 2.7% had a deceased mother and 0.8% had a deceased father. Regarding the
students' mother's education level, 2.7% had no education, 15.6% were primary school graduates, 15% were
middle school graduates, 31.1% were high school graduates and 35.5% were university graduates. As for the
father's education level, 0.5% had no education, 11.2% were primary school graduates, 15.3% were middle
school graduates, 29.2% were high school graduates and 43.7% were university graduates. Considering the
family income status of the students, 7.9% had an income of 2500 TL and below, 18.3% had an income of 2500-
4000 TL, 18.6% had an income of 4000-6000 TL, 24.3% had an income of 6000-10000 TL, and 30.9% had an
income of 10000 TL and above. The convenience sampling method was used to determine the research group.
This method involves selecting samples from units where easy access is possible, due to constraints such as
time, workforce, and budget (Biiyiikoztiirk et al., 2018). In convenience sampling, the sample is chosen from an
easily accessible environment (Aziz, 2014), allowing the research process to be more practical and efficient
(Yildirim & Simsek, 2021).

Data Collection Tools

Personal Information Form and Examination Anxiety Scale for Children and Adolescents (EESAS) were used
as data collection tools in the study titled Investigation of Examination Anxiety of Senior High School Students.

Personal Information Form

It was created by the researchers in order to determine the following variables: age, gender, number of siblings,
parental relationship, parental education, household income, having a room of their own, having difficulty in
starting to study, having difficulty in applying a regular study program, taking private lessons, daily study time,
daily sleep, having time for daily tasks, dietary patterns, seeing their own achievements, number of attempts per
week, average practice exam scores, and receiving help from a school psychological counselor.

Test Anxiety Scale for Children and Adolescents

Test Anxiety Scale for Children and Adolescents was developed by Tan (2020). Test Anxiety Scale for Children
and Adolescents consists of 30 items in total. The scale has 3 sub-dimensions: biological, psychological and
social. The scale is a 3-point Likert-type scale. The lowest score obtained from the Test Anxiety Scale for
Children and Adolescents is 30 and the highest score is 90. The lowest score that can be obtained from the sub-
dimensions is 10 and the highest score is 30. According to the results of the Exploratory Factor Analysis
conducted for the construct validity of the scale, the total variance explained by the sub-dimensions of the scale
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was found to be 42.99%. The eigenvalues were 8, 63 for the 10-item biological sub-dimension, 2, 44 for the 10-
item psychological sub-dimension, and 1, 82 for the 10-item social sub-dimension. “Westside Test Anxiety
Scale” and ‘Revised Test Anxiety Scale’ were used for the criterion validity of the Test Anxiety Scale for
Children and Adolescents and a significant relationship was found between the scales. The Cronbach Alpha
internal consistency coefficient value of the scale is .90. The Cronbach's Alpha internal consistency coefficient
value calculated on the data of this study was found to be .93 for the whole scale.

Procedure

For this study, data were collected after obtaining the necessary permissions from Mersin Provincial Directorate
of National Education. The measurement tool and personal information form were applied by the researchers to
volunteer senior high school students. The response time of the volunteers participating in the study was
approximately 10-15 minutes.

Data Analysis

Descriptive statistics, Pearson Correlation Analysis, One-Way ANOVA and t-test for independent groups were
used in data analysis. Tukey test, one of the post hoc tests, was used to determine the difference between the
groups. Before the data analysis of the study, the normality of the data was checked for the assumptions of One-
Way ANOVA and t-test for independent groups. For normality assumptions, the kurtosis and skewness values
of the variables were examined first. Then, Levene's statistic was checked for homogeneity of variances. IBM
SPSS 23 program was used in the analysis of the data. The significance level was set at .05.

Ethics Approval

Adiyaman University Social and Humanities Ethics Committee granted the ethics committee approval of this
study with the decision dated 12.01.2022 and humbered 189.

Findings
Demographic characteristics and descriptive statistics of the study group are presented in Table 1.

Table 1. Characteristics of the study group

Variables f %
Do you have your own room? Yes 311 85
No 55 15
Difficulty Getting Started Studying | don't have any difficulty 19 5,2
Sometimes | have difficulty 165 45,1
| find it difficult most of the time 110 30,1
I'm always struggling 72 19,7
Difficulty Implementing a Regular I don't have any difficulty 24 6,6
Work Schedule
Sometimes | have difficulty 144 39,3
| find it difficult most of the time 118 32,2
I'm always struggling 80 21,9
The Situation of Taking Private Yes 152 41,5
Lessons No 214 58,5
Daily Study Duration Less than 1 hour 51 13,9
1-2 hours 59 16,1
2-3 hours 97 26,5
3-4 hours 77 21
4-5 hours 52 14,2
Over 5 hours 30 8,2
Daily Sleep Duration Less than 2 hour 6 1,6
2-4 hours 21 57
4-6 hours 122 33,3
6-8 hours 192 52,5
8 hours or more 25 6,8
Daily Sleep Status Difficulty falling asleep 50 13,7
Intermittent 38 10,4
Difficulty waking up 91 24,9

Regular 187 51,1
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Allocating Time for Daily Tasks Yes 241 65,8
No 125 34,2
Nutrition Regular 172 47
Irregular 194 53
How you see your own success Low 79 21,6
Middle 248 67,8
High 39 10,7
Number of Weekly Practice Tests 0 34 9,3
1 163 445
2 133 36,3
3 30 8,2
4 1 0,3
5 1 0,3
6 4 1,1
7 and over 0 0
Average Scores from the Mock Test | am not entering 31 8,5
0-100 3 0,8
100-200 23 6,3
200-300 184 50,3
300-400 105 28,7
400-500 20 55
Seeking Help from the School Yes 78 21,3
Psychological Counselor
No 288 78,7

An examination of Table 1 reveals that 85% of the students participating in the research had their own
room, while 15% do not. 5.2% of the students had no difficulty in starting to study, 45.1% sometimes had
difficulty, 30.1% had difficulty most of the time, and 19.7% always had difficulty. 6.6% of the students had no
difficulty in applying a regular study program, 39.3% sometimes had difficulty, 32.2% most of the time and
21.9% always had difficulty. 41.5% of the students took private lessons, while 58.5% did not. Considering the
daily study time of the students, 13.9% of them study for less than 1 hour, 16.1% for 1-2 hours, 26.5% for 2-3
hours, 21% for 3-4 hours, 14.2% for 4-5 hours, and 8.2% for more than 5 hours. In addition, 1.6% of the
students slept less than 2 hours, 5.7% 2-4 hours, 33.3% 4-6 hours, 52.5% 6-8 hours, and 6.8% 8 hours or more.
While 13.7% of the students had difficulty falling asleep, 10.4% had interrupted sleep, 24.9% had difficulty
waking up, and 51.1% had normal sleep. While 65.8% of the students could spare time for daily tasks, 34.2%
couldn’t spare time for daily tasks. 47% of the students had regular eating habits and 53% had irregular eating
habits. 21.6% of the students saw their own achievement at a low level, 67.8% at a medium level, and 10.7% at
a high level. 9.3% of the students took O practice/mock exams weekly, 44.5% took 1 practice exam weekly,
36.3% took 2 practice exams weekly, 8.2% took 3 practice exams weekly, 0.3% took 4 practice exams weekly,
0.3% took 5 practice exams weekly, and 1.1% took 6 practice exams weekly. While 8.5% of the students did not
take the mock exam, 0.8% scored between 0-100 points, 6.3% between 100-200 points, 50.3% between 200-300
points, 28.7% between 300-400 points, and 5.5% between 400-500 points. 21.3% of the students sought help
from a psychological counselor, while 78.7% did not.

The correlation results between the sub-dimensions of test anxiety and total scores are presented in
Table 2.

Table 2. Pearson correlation analysis values related to test anxiety scores.

Variables SD Kurtosis Skewness 1. 2. 3. 4,
1. Biological 14.57 431 75 1.05

2. Psychological 19.48 4,91 -.63 -.01 T3 -

3. Social 19.42 5.0 -.84 .05 B4**  7T7F* -

4. Test Anxiety Total 53.47 12.80 -.45 .30 87*%  93%*  90** -

N=366 **p<.01

When Table 2 is examined, there is a significant positive relationship between the biological sub-
dimension of test anxiety and the psychological sub-dimension (r=.73, p<.01), social sub-dimension (r=.64,
p<.01), and total test anxiety score (r=.87, p<.01). There is a significant positive relationship between the
psychological sub-dimension of test anxiety and the social sub-dimension (r=.77, p<.01) and the total score of
test anxiety (r=.93, p<.01). There is a significant positive relationship between the social sub-dimension of test
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anxiety and the total score of test anxiety (r=.90, p<.01). The kurtosis and skewness values obtained from the
data of the study are between -1.5 and +1.5, indicating normal distribution (Tabachnick & Fidell, 2013).

The results of the t-test conducted to determine whether the test anxiety scores differed between the
groups according to gender, having a room of one's own, taking private lessons, allocating time for daily tasks,
dietary habits and receiving psychological help are presented in Table 3.

Table 3. Independent samples t-test results of test anxiety scale scores according to various variables

Variables Groups N X SD t df p
Female 169 57,19 12,89
Gender Male 197 5027 11.85 5,31 344,674 .001
Yes 311 52,64 12,17
Your Own Room No 55 5814 1518 -2,54 66,826 .013
. Yes 152 53,48 11,95
Private Lesson No 214 53 46 13.40 0,13 345,631 .989
Making Time for Daily Yes 241 51,16 11,76 i
Tasks No 125 57,92 13,57 4,72 222,100 001
. Regular 172 51,43 11,98
Nutrition Irregular 194 5527 13.25 -2,91 363,848 .004
Seeking Help from the Yes 78 56,88 12,31
School Psychological No 288 52,54 12,79 2,73 125,747 .007
Counselor

The results of Levene's test to test the assumption of homogeneity of variances (p>.05) show that
homogeneity of variances is ensured. As can be understood from Table 3, there is a significant difference
between the groups according to gender in terms of test anxiety scores of senior high school students (tfs4.671 =
5.31; p<.001). The level of test anxiety for female students (X = 57.19, SD = 12.89) is higher than that of male
students (X = 50.27, SD = 11.85). There is a significant difference in test anxiety levels among high school
seniors based on whether they have their own room (tes.s26) = -2.54; p< .05). Students without their own room (
X =58.14, SD = 15.18) experienced more test anxiety than those with their own room (X = 52.64, SD = 12.17).
There is no significant difference in test anxiety levels among high school seniors based on whether they took
private lessons (tpss63 = .13; p> .05). However, there is a significant difference in test anxiety levels based on
students' ability to allocate time for daily tasks (tj21) = -4.72; p< .001). High school seniors who couldn’t
allocate time for daily tasks had higher anxiety levels (X = 57.92, SD = 13.57) compared to those who can (X =
51.16, SD = 11.76). There is a significant difference in test anxiety levels among high school seniors based on
their eating habits (tjsss.s4 = -2.91; p<.01). Students with irregular eating habits had higher test anxiety levels (X
= 55.27, SD = 13.25) than those with regular eating habits (X = 51.43, SD = 11.98). Lastly, high school seniors
showed a significant difference in test anxiety levels based on whether they sought help from a psychological
counselor (tpos.7an = 2.73; p<.01). The students who sought help from a psychological counselor had higher
anxiety levels (X = 56.88, SD = 12.31) compared to those who did not (X = 52.54, SD = 12.79).

The results of the One-Way Analysis of Variance, conducted to assess differences in test anxiety levels
based on the implementation of a regular study program, are presented in Table 4.

Table 4. One-way analysis of variance analysis results in terms of test anxiety levels according to the application
of regular study programme

Regular Source

Program N X SD of Sum of df Mean F p Significance
. . Squares Square

Application Variance

No Between

Difficulty 24 45375 13,292 Grouns 2959,145 3 986,382

(1) P

Sometimes |

Have 144 51944 11,679 Within 56874,024 362 157,111

Difficulties Groups

)

Most of the

Time | Have 118 54,762 11,852 Total 59833,169 365 6,278 0,001 3-1; 4-1, 4-

Difficulties 2

(©)

I'm Always
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Struggling 80 56,737 14,612
(4)

Total 366 53,469 12,803

The examination of Table 4 indicates that there is a significant difference among high school seniors'
test anxiety levels based on their ability to implement a regular study schedule (Fs-362) = 6.278; p< .001). The
Levene test for homogeneity of variances (Levene statistic = 2.32, p=.07) indicates that the assumption of
homogeneity of variances is met. According to the Tukey HSD test, which was used to identify the source of the

differences between the groups, students who always struggled to follow a regular study schedule ( X =56.737,
SD = 14.612) experienced higher levels of test anxiety than those who did not struggle at all ( X = 45.375, SD =

13.292) and those who sometimes struggled ( X = 51.944, SD = 11.679). However, no significant difference
was found between students who mostly struggled and those who always struggled. Additionally, students who

mostly struggled to follow a study schedule ( X = 54.76, SD = 11.85) had higher test anxiety levels than those

who always struggled ( X = 56.74, SD = 14.61). No significant differences in test anxiety levels were found
between students who did not struggle at all and those who sometimes struggled, nor between those who
sometimes struggled and those who mostly struggled.

The results of the One-Way Analysis of Variance conducted to determine whether there is a difference
between the groups in terms of test anxiety levels based on daily sleep duration are presented in Table 5.

Table 5. One-way analysis of variance results of test anxiety scale according to daily sleep status

Daily Sleep — Sourceof Sum  of Mean -
Status N X Sb Variance  Squares df Square F P Significance
Difficulty

Fallingasleep 50 57,82 15232 ge“"’ee” 5208762 3 1766,254

) roups

Interrupted 38 55605 13716 \Vithin 54534407 362 150,648

(2 Groups

Difficulty 11,724 0,001 1-4; 2-4; 3-
Waking Up 91 5773 11,841 Total 50833169 365 4

(3)

zgg“'ar 187 49,796 11,26

Total 366 53460 12,803

As illustrated in Table 5, there a significant difference among high school seniors' test anxiety levels
based on their daily sleep patterns (F.ss2) = 11.724; p<.001). The Levene test for homogeneity of variances
(Levene statistic = 2.31, p= .08) indicates that the assumption of homogeneity of variances is satisfied.
According to the Tukey HSD test, which was used to identify the source of the differences between the groups,

students reporting difficulty falling asleep (Y = 57.82, SD = 15.232), those reporting interrupted sleep ( X =
55.605, SD = 13.716), and those reporting difficulty waking up ( X =57.736, SD = 11.841) had higher anxiety

levels compared to students who reported normal sleep patterns ( X = 49.796, SD = 11.26). No significant
differences in test anxiety levels were found among the other groups.

Table 6 shows the results of the One-Way Analysis of Variance assessing differences in test anxiety
levels among groups based on students' perceived achievement.

Table 6. One-way analysis of variance results of test anxiety scale according to self-perception of achievement

How Do N X SD Source Sum of df  Mean F p Significance
You of Squares Square
View Variance
Your
Success
Low
1) 79 59,493 14,404 Between 5749,814 2 2874,907
Groups
Middle
(2) 248 52,883 11,694 Within 54083,356 363 148,990 19,296 0,001 1-2, 1-3; 2-

Groups 3
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High
(3) 39 45 10,412 Total 59833,169 365
Total 366 53,469 12,803

When Table 6 is examined, it can be observed that there is a significant difference in the exam anxiety
levels of high school seniors based on their perception of their own success among the groups (F(2-363=19.30;
p<.001). The Levene test which was conducted to test the assumption of homogeneity of variances (Levene
statistic= 3.24, p=.06) indicated that the homogeneity of variances was met. According to the Tukey HSD test

used to identify the source of the difference among the groups, students who perceived their success as low ( X
=59.493, SD=14.404) had higher levels of exam anxiety than those who perceived their success as moderate (

X =52.883, SD=11.69), and those who perceived their success as high (Y =45, SD=10.412). Additionally, the
exam anxiety levels of students who perceived their success as moderate ( X =52.883, SD=11.694) were higher
than those who perceived their success as high ( X =45, SD=10.412).

Discussion, Conclusion and Recommendations

This study aimed to examine test anxiety among adolescents in their final year of high school. Analysis of
participants' test anxiety scores across various variables revealed significant differences based on gender, having
a private room, time allocated for daily chores, nutrition, receiving psychological counseling, ability to follow a
regular study schedule, daily sleep habits, and self-perceived academic success. However, no significant
difference was found in relation to the variable of receiving private lessons.

According to the results of the research, female high school seniors have higher levels of test anxiety
compared to their male counterparts. This finding is supported by a study conducted by Softa et al. (2015),
which examined the test anxiety of high school seniors and identified that girls are more anxious than boys.
Additionally, various studies in the literature also support these findings (Acar, 2018; Arslan and Aksekioglu,
2017; Cassady and Johnson, 2002; Demirci and Biitiin Ayhan, 2016; Dursun, 2022; Giiler and Cakir, 2013;
Karakog, 2023; Kisa, 1996, Nufiez-Pefa et al., 2016; Yildiz, 2007; Yildiz, 2019; Zeidner and Safir, 1989).
Trifoni and Shahini (2021) also found higher levels of test anxiety among girls. Despite preparing more for
exams, female students reported feeling more anxious and worried. Pagaria (2020) also found that female
students had higher test anxiety scores. This situation has been attributed to the pressure placed on girls by
educators to perform better academically compared to boys, as well as to gender-related roles. It is suggested
that boys might underreport their anxiety levels to avoid undermining their masculinity or appearing weak.
Hanimoglu (2010) emphasized the importance of women’s professions and economic independence in gaining
or shaping their social identity, stating that achieving desired results in university entrance exams is crucial for
women to secure employment. The belief that women will not be able to achieve full economic and social
independence if they do not succeed in university admissions is also thought to influence their test anxiety levels
(Erzen, 2013). However, some national studies have yielded different findings. In Bastiirk’s (2007) research,
male students had higher test anxiety scores than female students. This difference was attributed to traditional
family structures and societal expectations of males to secure good jobs and build a successful future. In
Erdzkan’s (2004) study, male students had higher scores on the scale measuring irrational worry, which was
linked to high societal expectations and fears of failure. Bozkurt (2012), on the other hand, found no significant
gender differences in test anxiety levels.

According to the research findings, students without their own rooms experience higher levels of test
anxiety compared to those who have their own rooms. A review of the national literature reveals studies that
support this finding. Specifically, students with their own rooms have been found to have lower levels of test
anxiety compared to those without (Acar, 2018; Aydn and Keskin, 2017; Dursun, 2022; Korhan et al., 2021).
However, there are also studies in the national literature that report contrary findings, indicating no significant
relationship between test anxiety and the presence of a personal room (Arslan and Aksekioglu, 2017; Kurtaran
et al., 2021). Tekbas (2009) concluded in their study that whether they have a room of their own does not affect
the anxiety levels of high school students, which does not align with the findings of the current study.
Nonetheless, the same research found that elementary school students without their own rooms had higher levels
of test anxiety. This was attributed to the inability of these students to feel comfortable and establish a regular
study environment. Based on the results of the current study, it is possible that students without their own rooms
experience increased anxiety because they are forced to study in crowded family settings or under constrained
living conditions. This may lead them to believe that they are unable to prepare adequately for exams, resulting
in fears of failure.

The findings of the study indicate that there is no significant difference in the levels of test anxiety
among high school seniors based on whether they receive private tutoring. Additionally, some studies in the
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literature support these findings (Arslan and Aksekioglu, 2017; Baspinar Erten, 2020; Eksi, 1998; Erzen and
Odaci, 2014; Kutlu, 2001; Tekbas, 2009). It is suggested that the increasing accessibility of private tutoring and
the opportunities available to students may result in no significant difference in test anxiety levels. Moreover,
while receiving private tutoring is an external factor in the exam preparation process, it may not impact internal
emotional states, such as anxiety. However, there are also studies in the literature that have found significant
differences in test anxiety related to the students' private tutoring situations (Ekici, 2005; Yolcu, 2015). In their
study, Kurtaran et al. (2021) observed that high school students with high levels of test anxiety were more likely
to receive private tutoring. They concluded that high expectations for exam performance could contribute to the
students' anxiety levels.

Another finding from this study indicates that students who report irregular eating habits have higher
levels of test anxiety compared to those who eat regularly. Negative emotions such as anxiety, depression,
stress, and anger can affect eating habits (Macht, 2008). It is thought that the physical consequences of increased
anxiety levels negatively impact the stomach and digestive systems, leading to disruptions in eating patterns.
Macht et al. (2005) stated in their study that students preparing for exams experience more stress as the exam
date approaches, which leads to a tendency to eat more. Supporting this finding, Gokcen and Seylam Kusumler
(2021) found a positive relationship between test anxiety and emotional eating. In a study conducted by
Bayindir Giimiis et al. (2018), the researchers did not establish a significant relationship between anxiety levels
and eating habits among students preparing for university entrance examinations. However, the findings
revealed an inverse correlation between meal frequency and state anxiety scores; specifically, as meal frequency
increased, state anxiety scores decreased. Based on these results, it is advisable for students to maintain regular
meal patterns and prioritize the consumption of nutritious foods to mitigate anxiety.

According to the findings of this study, high school seniors who seek help from psychological
counselors exhibit higher levels of test anxiety compared to those who do not. This situation may be related to
the higher motivation of students with elevated anxiety levels to seek help from psychological counselors.
Additionally, it could be associated with the observation or identification of students with high test anxiety by
counselors and teachers in the school environment, leading to increased referrals to school psychological
counseling and guidance services. This can be likened to a patient-doctor relationship. Research has shown that
individual psychological counseling processes for students with test anxiety (Akkaya and Demirtag Zorbaz,
2023; Isikay, 2019) and group counseling processes (Kaya and Bedir, 2019) have resulted in reduced test
anxiety levels among students. Considering these results, it would be effective for psychological counselors to
have more frequent interactions with students and to work more actively to help alleviate their test anxiety
(Cakici, 2021).

According to the findings of this study, high school seniors who cannot allocate time for their daily
tasks experience higher levels of test anxiety compared to those who can manage their daily activities. Students
with low test anxiety are expected to plan their time better, be more organized, and complete their daily tasks
more comfortably than those with higher anxiety levels. It is possible that students with high anxiety are so
preoccupied with trying to eliminate their anxiety and with their anxious thoughts—i.e., their internal
processes—that they struggle to find time for daily tasks. Regarding the ability to implement a regular study
program, the study found that students who often struggle to follow a regular study schedule experience higher
levels of test anxiety than those who do not struggle at all. Furthermore, students who always struggle with a
regular study program also report higher levels of test anxiety compared to both those who do not struggle and
those who sometimes struggle. Numan and Hasan (2017), in their study with undergraduate students in Pakistan,
found that students who follow a regular study program have lower test anxiety scores. This result aligns with
our study’s findings. Tsegay et al. (2019) also found a significant relationship between the levels of test anxiety
among medical students and the implementation of a regular study plan, noting that as students adhered more to
a study plan, their anxiety levels decreased. This result is consistent with our findings as well. It may be that
students experiencing high levels of anxiety struggle to implement a regular study program because they cannot
effectively manage their anxiety-related emotions.

According to the findings, high school seniors who report difficulties falling asleep, experiencing
interrupted sleep, and struggling to wake up have higher levels of test anxiety compared to those who report
normal sleep patterns. It is believed that students with high levels of anxiety may experience physiological
hyperarousal, possess a worried cognitive structure, and struggle to cope with anxiety symptoms, leading to
difficulties in falling asleep. Several studies in the literature support the findings of this study. For instance,
Kose et al. (2018) concluded that as test anxiety scores increase, sleep quality decreases. In a study by Moalla et
al. (2016) focusing on medical students, it was noted that students experienced anxiety during exam periods,
which negatively affected their sleep quality. Additionally, Lazaratou et al. (2013) found a negative relationship
between sleep duration and anxiety scores in their study conducted in Greece. These findings underscore the
interconnectedness of sleep quality and test anxiety among students.
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According to the perceptions of the senior high school students about their own achievement, it is seen
that those who perceive their own achievement as low have higher levels of test anxiety than those who perceive
their own achievement as medium and high. Additionally, students who perceive their success as medium also
have higher anxiety levels than those who perceive it as high. Students with low exam anxiety are believed to be
more relaxed during exams, leading to better results, which in turn increases their self-efficacy and optimism.
This situation contributes to their perception of themselves as more successful. On the other hand, students with
high exam anxiety may lack confidence in their potential, resulting in a lower perception of their success. A
study by Stoeber (2004) found that students with high levels of exam anxiety experience more anxiety and lack
self-confidence. Khalaila (2015) indicated that academically self-sufficient students possess better intrinsic
motivation, leading them to feel less anxious during exams and consequently be more successful. Steinmayr et
al. (2016) also stated that high levels of anxiety are associated with lower success scores. These findings
contribute to a better understanding of the relationship between exam anxiety and self-perception.

As a result of the study, it was concluded that gender, having a room of their own, allocating time for
daily chores, dietary patterns, receiving help from a psychological counselor, applying a regular study program,
sleep status and perception of their own success affected the test anxiety levels of senior high school students,
while taking private lessons did not affect test anxiety.

Based on the findings from this research, the following recommendations can be made for researchers
and practitioners in the field:

1. Special study areas can be provided for students preparing for the exam.
2. Diet and regular nutrition programs can be made for students preparing for the exam.

3. Students preparing for the exam can be provided with information on how to use time effectively and
guidance on preparing a timetable.

4. Students can be informed about the importance and regularity of sleep and quality sleep, and sleep
hygiene training can be provided.

5. Rewards and reinforcers can be used to improve the perception of success of students preparing for
the exam.

6. In schools, students with intense test anxiety can be identified and individual counseling or group
counseling services based on Cognitive and Behavioral Therapy can be provided for these students.

7. Student, family and school cooperation can be provided about students' test anxiety.
8. The results obtained from this study can be used by school counselors in school guidance services.

9. Since the study is limited to Mersin province, it can be conducted with a larger sample in different
provinces.
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Bu calismanin amaci, lise son sinif dgrencilerinin simav kaygilarini ¢esitli degiskenler agisindan incelemektir.
Arastirmanin ¢alisma grubunu, 2021-2022 egitim-6gretim yilinda Mersin ilindeki liselerde 6grenim géren 169’u
kiz (%46.2) ve 197°si erkek (%53.8) olmak {izere toplam 366 lise son sinif &grencisi olusturmaktadir.
Arastirmaya katilan 6grenciler 16-21 yaglart arasindadir ve yas ortalamalar1 17.28, Ss= .49’dur. Arastirmanin
verileri, Cocuk ve Ergenler icin Sinav Kaygis1 Olgegi ve Kisisel Bilgi Formu ile toplanmistir. Arastirmanin
verilerinin analizinde betimsel istatistikler, Pearson Korelasyon Analizi, Bagimsiz Gruplar i¢in T-testi ve Tek
Yonlii Varyans Analizi (ANOVA) kullanilmistir. Arastirmada elde edilen bulgulara goére lise son sinif
Ogrencilerinin cinsiyet, kendine ait odalarinin olmasi, giinliik islere vakit ayirma durumlari, beslenme diizenleri,
psikolojik danismandan yardim alma durumlari, diizenli ¢alisma programi uygulamalari, uyku durumlari ve
kendi basarilarini algilama durumlarina gore gruplar arasinda simav kaygist diizeylerinin farklilastigi sonucuna
ulastlirken 6zel ders almaya gore gruplar arasinda sinav kaygisi diizeylerinin farklilasmadigi sonucuna
ulagilmgtir.

Anahtar Kelimeler: Smav kaygisi, Ergenler, Lise Ogrencileri

Giris

Birey, belirsizlikle ve varolugsal bir tehditle kars1 kasiya kaldiginda bu durum bireyin benlik saygisi i¢in bir
tehlike olusturur (Zeidner, 1998). Kisi, kendisini tehlikeli olabilecek bir durumda algiladiginda ise kaygi
duygusu ortaya ¢ikar (Smith ve Lazarus, 1990). Kaygi, kisinin kendisine yonelik algisinin degismesinden veya
yasamdaki konumunda meydana gelen degisikliklerden kaynaklanmaktadir (Salecl, 2004). Barlow’a (2002)
gore kaygt; gelecege yonelik bir duygu olarak ve kontrol edilemezlik algisi ile nitelendirilen, potansiyel olarak
rahatsiz edici olaylar iizerindeki belirsizlik durumu ya da bu olaylara kars1 kisinin kendi duygusal tepkisidir.
Freud (1936) ise kaygiyr “Gergek bir tehdit veya boyle olduguna inanilan bir tehlike korkusu” olarak
tanimlamigtir (s. 13). Kaygi, uzun zamandan beri temel insani duygulardan biri olarak kabul edilmektedir.
Kaygiyla ilgili olarak ortaya ¢ikan; kalp ¢arpintisi, terleme, titreme gibi fizyolojik gostergeler Freud tarafindan
kaygmin temel bilesenleri olarak gosterilir (Spielberger, 1972). Kayginin gelisimi; biyolojik ve genetik
yatkinliktan, gegmis 6grenmelerden ve kisinin diisiincelerinden etkilenir (Cloninger, 1988). Yani kaygi, 6zneldir
ve gelecege yoneliktir (Clark ve Beck, 2010).

Kayginin yogun yasandigi donemlerden biri ise ergenlik donemidir. Yazili tarihin baslangicindan
itibaren ergenlikle ile ilgili sorunlar anne-babalari, egitimcileri, sosyal bilimcileri ve felsefecileri ilgilendirmistir
(Dingel, 2006). Ergenlik, “cinsel olgunlasma zamani” olarak tanimlanmaktadir (Webster’s New Pocket
Dictionary, 2000). Orta ve ge¢ ¢ocukluktaki biiyiimenin etkileyici bir sekilde hizlanmasi ve ikincil cinsiyet
ozelliklerinin ortaya ¢iktig1 fiziksel olgunlagma siirecidir (Susman ve Rogol, 2004). Ayn1 zamanda ergenlik
donemi, kaygi sorunlarinin baslamasi ve yogunlagsmasi agisindan riskli bir dénem olarak goriilmektedir
(Reardon ve dig., 2009). Kayg1 sorunu yasayan ergenler genellikle aile hayatlarinda, sosyal hayatlarinda ve
akademik hayatlarinda sorunlar yagamaktadirlar (Albano ve dig., 2003). Alanyazinda ergenlerin yasadigt;
siirekli kayg1 (Civitci, 2006; Kaya ve Karaca, 2018), sosyal kaygi (Mercan ve Yavuzer, 2017; Tagay ve dig.,
2018), kariyer kaygis1 (Nalbantoglu Yilmaz ve Cetin Giindiiz, 2016; 2018) ve sinav kaygisi (Giiler ve Cakir,
2013; Kapikiran, 2020) {izerine ¢esitli aragtirmalar yapilmigtir. Kayginin yogun olarak yasandigi alanlardan biri
ise smavlardir. Mulvenon’e (2005) gore; smavlar, 6grenciler iizerinde artan bir kaygi yaratmakta ve 6grenci

>kBu makalenin 6zeti, 17-19 Kasim 2023 tarihlerinde Ankara Universitesi'nde diizenlenen 24. Uluslararasi Psikolojik
Danismanlik ve Rehberlik Kongresinde "Lise Son Sinif Ogrencilerinin Smav Kaygisi Durumlarinin Incelenmesi" baslig
altinda Mehmet Eren Kiiciilkdogan ve Mehmet Ali Yildiz tarafindan sunulmustur.

Sorumlu Yazar: Mehmet Ali Yildiz, malivildiz@@adiyaman.edu.tr



http://dx.doi.org/10.17984/adyuebd.1472523
mailto:maliyıldız@adiyaman.edu.tr

Kiiciikdogan & Yildiz 162

basarisin1 olumsuz etkilemektedir. Pagaria’ya gore (2020) sinav kaygisi, bireylerin sinav kosullarinda asiri
stkinti ve kaygi yasadiklar1 psikolojik bir durumdur ve performans kaygisinin bir seklidir. Smav korkusu,
ogrencilerin sinavdaki akademik performansini etkiler. Kaygi, korkulan durumdan kagimmaya da yol acabilen
irrasyonel bir sikintidir. McDonald (2001) bireyin sinav Oncesinde ve smav esnasinda kendini hazir
hissetmiyorsa, bilgisine glivenmiyorsa, basarili olamayacagin diisiiniiyorsa, kendisini endiseli, sikintili, gergin
ve huzursuz hissediyorsa bu kisinin sinav kaygisina sahip oldugunu ifade etmistir. Smav kaygisi, “duyussallik”
ve “kuruntu” adryla iki alt bilesenden olusur (Kose ve dig., 2018; Liebert ve Morris, 1967). Kuruntu kismu,
kisinin sinav anindaki performansina dair diisiincelerinden olusur. Duyussal kisim ise mide bulantisi, kizarma,
terleme, gerginlik, hizli kalp atis1, bag donmesi, agiz kurulugu gibi fizyolojik belirtilerden olusmaktadir (Kose
ve dig., 2018). Kaygi diizeyi yiiksek bireyler ayrica korku, hayal kirikligi, caresizlik ve utang gibi duygular
yasayabilirler. Ayrica kaygi; biligsel agidan ise dikkat daginikligi, odaklanamama, bellek sorunlari, endise dolu
diisiincelerle asir1 mesguliyet gibi sorunlara neden olabilir. Bununla beraber sinav kaygisi, sinava ve sinav anina
iligkin biligsel ve davranigsal kaginma tepkilerine de neden olabilir.

Sinav kaygistyla ilgili yapilan ¢aligmalara bakildiginda, sinav kaygisinin gesitli faktorlere bagli olarak
ortaya ¢iktig1 goriilmektedir. Trifoni ve Shahini (2021) smav kaygisina neden olan faktdrlerden bazilarinin
smavlara yeterince hazirlanamama ve/veya uygun olmayan sinav hazirligi, olumsuz degerlendirilme korkusu,
onceki sinavlarda yasanan kotii deneyimler, zaman kisitlamasi ve baskisi, sinavlarda soru sayilarinin arttirilmast
ile smavlarm ve derslerin igeriginin zorlugu oldugunu belirlemislerdir. Culler ve Holahan (1980) yaptiklari
calismada; sinav kaygisi yiiksek olan dgrencilerin bu kaygisina sebep olarak yetersiz 6grenme yasamalarini,
calisma becerilerinden eksik olmalarini ve sinav materyallerine alisik olmamalarin1 bulmustur. Ayrica; anne-
baba tutumlar1 (Besharet, 2003), kisinin ge¢mis deneyimleri ve inanglart (McDonald, 2001), ders yiiklerinin
fazlalig1 ve zaman yonetimleri (Sansgiry ve Sail, 2006) de sinav kaygisi lizerinde etkilidir. Siav kaygisinin bir
diger sebebi olarak 6grencilerin sinav durumlarinda kendilerinden siiphe ve endise duymalari goriilmektedir.
Burada smav kaygisina sebep olarak dgrencilerin olumsuz diisiinceleri goriilebilir (Sarason, 1984). Stoeber
(2004) calismasinda, sinav kaygisi yiiksek diizeyde olan 6grencilerin daha fazla endiseli olduklarini ve 6z gliven
eksikligi yasadiklarini belirlemistir. Nitekim bu yondeki olumsuz diisiinceler 6grencilerin gegmisteki
basarisizliklarina ve korkularina odaklanmalarina sebep olur. Bu odaklanma, 6grenilmis caresizligi yaratir
(Dweck, 1975). Ogrenilmis caresizligi gosteren bir durum olarak, sinav kaygisi yiiksek olan &grenciler
kendilerine yonelik i¢sel tepkiler vermeye baslarlar. Kendilerine ¢ogu zaman “Yeterince zeki degilim” ve “Asla
bunu yapamam” ciimlelerini kurarlar (Ganz ve Ganz, 1988). Nitekim; Bagana, Raciub ve Lupu (2011) sinav
kaygis1 yiiksek diizeyde olan liseli dgrencilerin benlik saygisi ve iyimserlik diizeylerinin daha diisiik diizeyde
oldugunu belirlemislerdir. Ayrica sinav kaygist yasayan 6grencilerin birgogu, “Uyku uyuyamaz durumdayim”,
“Kazanamazsam biterim”, “Hayattan keyif alamiyorum” gibi ciimleleri de fazlaca kullanmaktadirlar (Baltas,
1995). Kaygmin orta seviyede yasanmasi basartyl olumlu yonde etkilerken yiliksek diizeyde olmasi kisinin
basarisint olumsuz yonde etkilemektedir (Aslan, 2005). Simav kaygisinin nedenleri arasinda diisiik motivasyon
diizeyi, ¢evredekilerin yiiksek beklentileri, hazirlik eksikligi, artan rekabet durumu, duygular1 yonetememek,
diisiik performanstan korkmak ve diisiik 6zgiiven olabilir (Pagaria, 2020). Yapilan bir arastirmaya gore,
iiniversite giris simavina hazirlanan 6grencilerin kaygi diizeyleri ameliyat edilmeyi bekleyen genel cerrahi
hastalarinin kaygi diizeylerinden yiiksek ¢ikmustir (Baltas, 1995). isgér (2016) tarafindan yapilan calismada,
yiiksek diizeyde sinav kaygisi olan liseli ergenlerin psikolojik iyi olus diizeylerinin ve akademik basarilarinin
daha diisiik oldugu goriilmiistiir. Ote yandan smnav kaygisinin varhigmin daha yaygin kaygi bozukluklarinin
varligint destekledigini gosteren aragtirmalar giinden giine artmaktadir (Beidel ve Turner, 1988).

Ogrenci basarisint dlgmek igin kullanilan en yaygin ydntem smavdir. Egitimin kaginilmaz bir
degerlendirme araci olan sinavlar bazi 6grenciler igin kaygi gibi bir soruna sebep olabilmektedir (Ciiceloglu,
2006). Ulkemizde her yil ¢ogunlugu ergenlerden olusan milyonlarca kisi iiniversite egitimi alabilmek igin
{iniversite giris smavlarina girmektedir (Giiler ve Cakir, 2013). Olgme, Se¢me ve Yerlestirme Merkezi (OSYM)
verilerine gore 2022 yilinda 3.008.287 kisi {iniversite sinavina girmistir ve bunlardan 838.892 kisi {iniversite
kontenjanlarma yerlesmislerdir (OSYM, 2022). Bu kosullar sinava girecek ¢ogu adayin sinava hazirlanma
stirecinde sikintilar yasamasina sebep olabilmekte ve ¢esitli sorunlar ortaya ¢ikarabilmektedir (Giiler ve Cakar,
2013). Trifoni ve Shahini (2021) ¢alismalarinda; sinav kaygisinin fiziksel ve psikolojik sorunlara yol agtigini,
motivasyonu, dikkati ve basartyr olumsuz etkiledigini, smav sirasinda hatalar1 artirdigini, daha once
Ogrenilenlerin hatirlanmasinda sorunlar yarattigint ve verimli ¢alismayr engelledigini belirlemislerdir. Bu
bakimdan tniversiteye hazirlik siirecinde ergenlerin yasadigi smav kaygisinin arastirilmasi konusunun dnemi
ortaya ¢ikmaktadir. Ulkemizde sinav kaygist ile ilgili yapilan mevcut ¢alimalara bakildiginda; smav kaygisi ile
cinsiyet, akilci olmayan inanglar ve algilanan anne-baba tutumlar1 (Giiler ve Cakir, 2013), cinsiyet, okuldan ve
sinifindan memnun olma, kardes sayisi, kardes siras1 (Arslan ve Aksekioglu, 2017), ebeveyn akademik basari
baskis1 ve destegi ile akademik dayaniklilik (Kapikiran, 2020), psikolojik dayaniklilik ve karar verme becerileri
(Acar, 2018), cinsiyet, algilanan anne baba tutumu, ders ¢alismak i¢in ayrilan siire, sinava girerken kaygilanma
durumu, 6grenim goriilen lise tiirii (Demirci ve Biitiin Ayhan, 2016), uyku kalitesi (Kose ve dig., 2018),
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akademik basari, yalnizlik ve algilanan sosyal destek (Yildirim, 2000) gibi degiskenlerle arasindaki iliskilerin
incelendigi goriilmistiir. Mevcut ¢aligmada ise sinav kaygisi cinsiyet, kendine ait odanin bulunup bulunmamasi,
ozel ders destegi alip almama, diizenli ders program yapip yapmama, giinliik iglere zaman ayirma, beslenme,
uyku durumu, basariy1 algilama bicimi ve psikolojik danisma yardimi alip almama gibi bireyin sinav kaygist ile
yakindan iligkili olabilecek ve giinliik islevselligini yansitan degiskenler agisindan incelenmistir. Bu ¢aligmanin,
ergenlerin sinav kaygist durumlarinin anlasilmasinda yapilacak caligmalar i¢in 6nemli olacag1 disiiniilmektedir.
Nitekim, Kavake1 ve dig. (2011) caligmalarinda; sinav kaygisi ile depresyon, sosyal anksiyete, slirekli anksiyete
gibi psikiyatrik belirtiler arasinda anlamli iligkiler bulmuslardir. Yildirim’m (2004) c¢alismasinda ise sinav
kaygisiin, depresyonun anlamli bir yordayicist oldugu belirlenmistir. Buna gore sinav kaygisinin bireyin sinav
performansmin diginda ruh sagligt agisindan da tehdit edici bir noktaya gidebilecegi sonucuna varilabilir. Bu
bakimdan sinav kaygisi ile iligkili olan durumlarin anlagilmasinin 6nemi ortaya ¢ikmaktadir. Alanyazinda, sinav
kaygis1 ile ilgili degigskenler agisindan yapilmig benzer bir ¢aligmaya rastlanilmamistir. Bu ¢aligmanin
ergenlerdeki smav kaygist olgusu ile ilgili durumlarin anlasilmasinda alanyazina onemli bir katki yapacagi
diisiiniilmektedir. Smav kaygist ile iligkili degiskenlerin anlagilmasinin, sinavlara hazirlanan 6grencilere
sunulacak koruyucu, Onleyici ve miidahale ¢aligmalarmin planlanmasi noktasinda okul psikolojik
danigmanlarinin ve bu gruplarla calisan diger ruh sagligi profesyonellerinin g¢alismalarina 151k tutacagi
diistintilmektedir.

Bu calismada, sinava girecek grubun cogunlugu ergenlerden olustugu ve Reardon ve dig. (2009),
ergenlik donemini kaygi sorunlarinin baslamasi ve yogunlagmasi agisindan riskli bir donem olarak goriildiigiinii
ifade ettigi icin drneklem olarak lise son sinif grencileri secilmistir. Bu caligmanin amaci, lise son sinifta
okuyan 6grencilerin sinav kaygilarini ¢esitli degiskenler acisindan incelemektir.

Yontem

Bu aragtirmada, betimsel yonteme dayali kesitsel arastirma deseni kullanilmistir. Kesitsel arastirma deseni,
farkli 6zellikleri bulunan kisilerin ayn1 anda belirlenen 6zellikler agisindan incelendigi bir modeldir (Fraenkel ve
Wallen, 2003).

Calisma Grubu

Calisma grubu, Mersin ilinde bulunan basar1 diizeyleri ve sosyoekonomik diizeyleri agisindan evreni daha iyi
temsil edecegi diisiiniilen Mersin Ozel Iz Fen ve Anadolu Lisesi, Mahmut Arslan Anadolu Lisesi ve Icel
Anadolu Liselerinden olusturulmustur. Calisma grubu, 2021-2022 egitim-6gretim yilinda okuyan 169’u kiz
(%46.2) ve 197’si erkek (%53.8) olmak iizere arastirmaya goniillii olarak katilan toplam 366 lise son siif
ogrencisinden olusmaktadir. Caligma grubuna ait demografik bilgilere gore caligmaya katilan ergenler 16-21
yaslar1 arasindadir ve yas ortalamalar1 17.28, Ss= .49’dur. Ogrencilerin %9.3’ii tek gocuktur; %50’sinin 1
kardesi, %19.4’iiniin 2 kardesi, %12.3’iiniin 3 kardesi varken %9 unun 4 ve iizeri kardesi vardir. Ogrencilerin
%83.1’inin anne-babasi birlikteyken %13.4’linlin ayridir. Ayrica %?2.7’sinin anne vefat iken %0.8’inin baba
vefattir. Ogrencilerin anne egitim diizeyine bakildiginda %2.7’sinin dgrenimi yok, %15.6’s1 ilkokul mezunu,
%15’1 ortaokul mezunu, %31,1’1 lise mezunu ve %35.5’1 {iniversite mezunudur. Baba egitim diizeyi ise %0.5’in
o0grenimi yok, %11.2°si ilkokul mezunu, %15.3’0i ortaokul mezunu, %29.2’si lise mezunu ve %43.7’si
iiniversite mezunudur. Ogrencilerin aile gelir durumuna bakildiginda %7.9’u 2500 TL ve alt1, %18.3’iiniin
2500-4000 TL, %18.6’simin 4000-6000 TL, %24.3’iiniin 6000-10000 TL, %30.9’unun 10000 TL ve isti gelire
sahiptirler. Aragtirma grubunu belirlemede uygun 6rnekleme yonteminden yararlanilmigtir. Uygun 6rnekleme
yontemi; zaman, isgiicii ve para gibi konulardan kaynakli sinirliliklardan dolay1 6rneklemin kolay uygulamanin
yapilabilecegi birimlerden se¢ilmesidir (Biyiikoztirk ve dig. 2018). Bu yontemde 6rneklem segilirken kolay
ulagilabilen gevre segilir (Aziz, 2014). Bu sekilde aragtirmaya pratiklik ve hiz kazandirtlir (Yildirim ve Simsek,
2021).

Veri Toplama Araclar

Lise Son Smif Ogrencilerinin Smav Kaygilarinin incelenmesi isimli arastirmada veri toplama araci olarak
Kisisel Bilgi Formu ve Cocuk ve Ergenler icin Sinav Kaygis1 Olgegi (CESKO) kullanilmustir.

Kisisel Bilgi Formu

Ogrencilerin yas, cinsiyet, kardes sayisi, anne-baba birlikteligi, anne-baba 6grenimi, hane geliri, kendilerine ait
odalarmmin olma durumu, ders caligmaya baslamakta zorlanma durumu, diizenli bir c¢alisma programi
uygulamakta zorlanma durumu, 6zel ders alma durumu, giinliik ¢aligma siireleri, glinliik uyku durumlari, giinliik
islere vakit ayirabilme, beslenme diizenleri, kendi basarilarin1 gormeleri, haftalik deneme sayilari, ortalama
deneme simavi puanlari, okul psikolojik danigsmanindan yardim alma degiskenlerini belirlemek amaciyla
arastirmacilar tarafindan olusturulmustur.
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Cocuk ve Ergenler i¢in Sinav Kaygisi Ol¢egi (CESKO)

Cocuk ve Ergenler icin Smav Kaygis1 Olgegi (CESKO), Tan (2020) tarafindan gelistirilmistir. CESKO toplam
30 maddeden olusmaktadir. Olgegin; biyolojik, psikolojik ve sosyal olmak iizere 3 alt boyutu vardir. Olgek, 3’1ii
likert tipi bir dlgektir. CESKO’den alinan en diisiik puan 30 iken en yiiksek puan 90’dir. Alt boyutlardan
alinabilecek en diisiik puan 10, en yiiksek puan 30’dur. Olgegin yap1 gegerligi igin yapilan Agiklayici Faktor
Analizi sonuglarina gore dlgege ait alt boyutlarin agikladigr toplam varyans degeri %42.99 olarak bulunmustur.
Ozdegerler; 10 maddelik biyolojik alt boyutunda 8, 63; 10 maddelik psikolojik alt boyutunda 2, 44; 10 maddelik
sosyal alt boyutunda 1, 82 bulunmustur. CESKO niin &l¢iit gecerligi icin “Westside Sinav Kaygis1 Olgegi” ve
“Revize Edilmis Smav Kaygis1 Olcegi” kullanilmistir ve dlgekler arasinda anlaml diizeyde iliski bulunmustur.
Olgegin Cronbach Alfa i¢ tutarlik katsayis1 degeri .90’dir. Bu ¢alismanin verileri iizerinden hesaplanan
Cronbach Alfa ig tutarlik katsayisi degeri ise tiim 6lgek i¢in .93 olarak bulunmustur.

Islem

Bu arastirma i¢in Mersin {1 MEM’den gerekli izinler alindiktan sonra veri toplanmustir. Arastirmacilar
tarafindan goniillii olan lise son smif dgrencilerine 6lgme aract ve kisisel bilgi formu uygulanmistir. Caligmaya
katilan goniilliilerin cevaplandirma siireleri yaklasik 10-15 dakikadir.

Verilerin Analizi

Arastirmanin veri analizinde betimsel istatistikler, Pearson Korelasyon Analizi, Tek Yonli ANOVA ve
bagimsiz gruplar igin t testi kullanilmistir. Gruplar arasindaki farki belirlemek icin post hoc testlerinden Tukey
testinden yararlanilmigtir. Caligmanin veri analizi 6ncesinde Tek Yonlii ANOVA ve bagimsiz gruplar igin t
testinin varsayimlari i¢in verilerin normalligine bakilmigtir. Normallik varsayimlari i¢in ilk olarak degiskenlerin
basiklik ve g¢arpiklik degerlerine bakilmistir. Daha sonra varyanslarim homojenligi i¢in Levene istatistigine
bakilmistir. Aragtirmanin verilerinin analizinde, IBM SPSS 23 programi kullanilmigtir. Anlamlilik diizeyi .05
olarak kullanilmistir.

Etik Kurul Beyani

Arastirma Adiyaman Universitesi Sosyal ve Beseri Bilimler Bilimsel Arastirma ve Yayin Etigi Kurulu'nun
12.01.2022 tarihli 189 sayili onayi ile gerceklestirilmistir.

Bulgular
Caligma grubuna ait demografik 6zellikler ve tanimlayici istatistikler Tablo 1°de sunulmustur.

Tablo 1. Calisma grubuna ait 6zellikler

Degiskenler f %
Kendinize Ait Odaniz Var 311 85
Yok 55 15
Ders Calismaya Baslama Zorlugu Hig zorlanmiyorum 19 5,2
Bazen zorlaniyorum 165 45,1
Cogu zaman zorlaniyorum 110 30,1
Her zaman zorlaniyorum 72 19,7
Diizenli Bir Calisma Programi Hig zorlanmiyorum 24 6,6
Uygulama Zorlugu
Bazen zorlaniyorum 144 39,3
Cogu zaman zorlantyorum 118 32,2
Her zaman zorlaniyorum 80 21,9
Ozel Ders Alma Durumu Evet 152 415
Hayir 214 58,5
Giinliik Ders Calisma Siiresi 1 saatten az 51 13,9
1-2 saat 59 16,1
2-3 saat 97 26,5
3-4 saat 77 21
4-5 saat 52 14,2
5 saat Uzeri 30 8,2
Giinliik Uyku Siiresi 2 saatten az 6 1,6
2-4 saat 21 5,7
4-6 saat 122 33,3

6-8 saat 192 52,5
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8 saat ve tizeri 25 6,8
Giinliik Uyku Durumu Uykuya dalmakta zorluk 50 13,7
Kesintili 38 10,4
Uyanmakta zorluk 91 24,9
Normal 187 51,1
Giunlik Islere Gerekli Zamani Evet 241 65,8
Ayirma
Hayir 125 34,2
Beslenme Diizeni Diizenli 172 47
Diizensiz 194 53
Kendi Basarinizi Nasil Goriiyorsunuz — Diisiik 79 21,6
Orta 248 67,8
Yiiksek 39 10,7
Haftalik Deneme Sinavi Sayis1 0 34 9,3
1 163 44,5
2 133 36,3
3 30 8,2
4 1 0,3
5 1 0,3
6 4 1,1
7 ve lizeri 0 0
Deneme Sinavindan Alinan Ortalama ~ Girmiyorum 31 8,5
Puanlar
0-100 3 0,8
100-200 23 6,3
200-300 184 50,3
300-400 105 28,7
400-500 20 55
Okul Psikolojik Danismanindan Evet 78 21,3
Yardim Alma
Hayir 288 78,7

Tablo 1 incelendiginde, arastirmaya katilan 6grencilerin %85’inin kendisine ait odasi varken %15’inin

kendisine ait odas1 yoktur. Ogrencilerin %35,2’si ders calismaya baslarken hi¢ zorlanmamakta, %45,1’i bazen
zorlanmakta, %30,1 ¢ogu zaman zorlanmakta, %19,7’si ise her zaman zorlanmaktadir. Ogrencilerin %6,6’s1
diizenli bir ¢alisma programi uygulamakta hi¢ zorlanmamakta, %39,3’li bazen zorlanmakta, %32,2’si ¢ogu
zaman zorlanmakta ve %21,9’u her zaman zorlanmaktadir. Ogrencilerin %41,5’i 6zel ders alirken %58,5 dzel
ders almamaktadir. Ogrencilerin giinliik ders calisma siirelerine bakildiginda, %13,9’u 1 saatten azdir, %16,1 1-
2 saat, %26,5 2-3 saat, %21°1 3-4 saat, %14,2’si 4-5 saat ve %8,2’si 5 saat {izeri ders ¢aligmaktadir. Ayrica,
ogrencilerin %1,6’s1 2 saatten az, %5,7’si 2-4 saat, %33,3°li 4-6 saat, %52,5’1 6-8 saat ve %6,8’1 8 saat ve lizeri
giinliik uyku siireleri vardir. Ogrencilerin %13,7’si uykuya dalmakta zorluk yasarken %10,4’ii kesintili, %24,9°u
uyanmakta zorluk ve %51,1’inin normal uyku durumlar1 vardir. Ogrencilerin %65,8’i giinliik islere vakit
ayrabilirken %34,2’si giinliik islere zaman ayrramamaktir. Ogrencilerin %47’si diizenli %531 diizensiz bir
beslenme alisgkanligma sahiptirler. Ogrencilerin %21,6’1 kendi basarisim1 diisek diizeyde, %67,8’si kendi
basarisim orta diizeyde, %10,7’si kendi basarisini yiiksek diizeyde gormektedir. Ogrencilerin %9,3’ii haftalik 0
deneme, %44,5°1 haftalik 1 deneme, %36,3°1 haftalik 2 deneme, %8,2’si haftalik 3 deneme, %0,3’ii haftalik 4
deneme, %0,3’ii haftalik 5 deneme, %1,1°i haftalik 6 deneme ¢dzmektedir. Ogrencilerin %8,5’i deneme
smavina girmiyorken %0,8’i 0-100 puan arasinda, %6,3’i 100-200 puan arasinda, %50,3’# 200-300 puan
arasinda, %28,7’si 300-400 puan arasinda ve %5,5’1 400-500 arasinda puan almigstir. Ogrencilerin %21,3’i
psikolojik danismandan yardim alirken %78,7’si psikolojk danigmandan yardim almamaktadir.

Smav kaygisinin alt boyutlar1 ile toplam puanlar1 arasindaki korelasyon sonuglart Tablo 2’de
sunulmustur.

Tablo 2. Sinav kaygisi puanlarma iligkin pearson korelasyon analizi degerleri

Degiskenler X Ss Basiklik Carpikhik 1. 2. 3. 4,
1.Biyolojik 1457 431 75 1.05 ---

2.Psikolojik 19.48 491 -.63 -.01 J3F* -

3.Sosyal 19.42 5.0 -.84 .05 B64** 77>

4.Sinav Kaygisi Toplam 53.47 12.80 -.45 .30 87**  93**  90** -
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N=366 **p<.01

Tablo 2 incelendiginde, sinav kaygisinin biyolojik alt boyutu ile psikolojik alt boyutu (r=.73, p<.01),
sosyal alt boyutu (r=.64, p<.01) ve sinav kaygisi toplam puani arasinda (r=.87, p<.01) pozitif yonde anlaml bir
iligki bulunmaktadir. Sinav kaygisinin psikolojik alt boyutu ile sosyal alt boyutu (r=.77, p<.01) ve smav kaygist
toplam puani arasinda (r=.93, p<.01) pozitif yonde anlamli bir iligki bulunmaktadir. Sinav kaygisinin sosyal alt
boyutu ile sinav kaygisi toplam puani arasinda (r=.90, p<.01) pozitif yonde anlamli bir iliski bulunmaktadir.
Calismanin verilerinden elde edilen basiklik ve carpiklik degerlerinin -1.5 ile +1.5 arasinda olmasi normal
dagilama isaret etmektedir (Tabachnick ve Fidell, 2013).

Cinsiyet, kendine ait odanin olmasi, 6zel ders alma, giinliik islere vakit ayirabilme, beslenme bigimleri
ve psikolojik yardim alma durumlarina gére simav kaygist puanlarinin gruplar arasinda farkli olup olmadigin
belirlemek icin yapilan t testi sonuglar1 Tablo 3°te sunulmustur.

Tablo 3. Sinav kaygisi dlcegi puanlarinin cesitli degiskenlere gore bagimsiz gruplar i¢in t-testi sonuclari

Degiskenler Gruplar N X Ss t Sd p
Cinsiyet I;iek ig? gg;? ﬁ:gg 5,31 344,674 001
Kendine Ait Oda v o ggij iég 254 66826 013
Ozel Ders EI‘;‘;tlr ;?Z 2222 ié:ig 0,13 345631  .989
Gt B WG 00 n mu o
Beslenme gﬁzzﬁi‘lz i;i gé‘; iégg 291 363848  .004
Psk. Dan. Yardimi EI\EII(;tII' ;28 gg:gj g:?é 2,73 125,747 .007

Varyanslarin homojenligi varsayimini test etmek i¢in yapilan Levene testi sonuglart (p>.05)
varyanslarin homojenliginin saglandigin1 gostermektedir. Tablo 3 incelendiginde, lise son sinif dgrencilerinin
siav kaygisi puanlari agisindan cinsiyete gore gruplar arasinda anlamli bir fark vardir (tfzs,67=5,31; p<.001).

Kiz &grencilerin sinav kaygisi diizeyleri ( X =57,19, Ss=12,89), erkek dgrencilerin sinav kaygisi diizeylerinden

(X =50,27, Ss=11,85) daha yiiksektir. Lise son smif grencilerinin simav kaygisi diizeylerinde kendilerine ait
odas1 olmasina gore gruplar arasinda anlamli bir farklilik vardir (tfese26=-2,54; p<.05). Kendine ait odasi

olmayan dgrenciler ( X =58,14, Ss=15,18), kendine ait odas1 olan dgrencilere ( X =52,64, Ss=12,17) gore daha
fazla smav kaygis1 yasamaktadir. Lise son smif ogrencilerinin sinav kaygist diizeylerinde 6zel ders alma
durumuna gore gruplar arasinda anlamli bir fark yoktur (tse3=,13; p>.05). Lise son smif dgrencilerinin sinav
kaygis1 diizeyleri giinliik islere vakit ayirabilme durumlarina gére gruplar arasinda anlamli bir farklilik vardir

(tp222.17=-4,72; p<.001). Giinliik islerine zaman ayiramayan lise son simif 6grencilerinin kaygi diizeyleri ( X

=57,92, Ss=13,57), glinliik islerine vakit ayirabilen lise son siif 6grencilerine gore ( X =51.186, Ss=11,76) daha
yiiksektir. Lise son sinif 6grencilerinin smav kaygisi diizeyleri acisindan beslenme sekillerine gore gruplar
arasinda anlamli bir farklilik vardir (tgesss= -2,91; p<.01). Diizensiz beslenen 6grencilerin siav kaygisi

diizeyleri (X =55,27, Ss=13,25), diizenli beslenen &grencilerin smav kaygisi diizeylerinden ( X =51,43,
Ss=11,98) daha yiiksektir. Lise son sinif 6grencilerinin siav kaygisi diizeyleri psikolojik danigmandan yardim
almalarina gore anlamli bir farklilik gostermektedir (t[125,7471 =2,73; p<.01). Psikolojik danismandan yardim alan

ogrencilerin kaygi diizeyleri ( X =56,88, Ss=12,31), psikolojik danigmandan yardim almayan 6grencilere ( X
=52,54, Ss=12,79) gore daha yiiksektir.

Diizenli ¢aliyma programi uygulamaya gore siav kaygisi diizeyleri agisindan gruplar arasinda fark
olup olmadigini belirlemeye yonelik yapilan Tek Yonlii Varyans Analizi Sonuglari Tablo 4’te sunulmustur.

Tablo 4. Sinav kaygisi dl¢eginin diizenli ¢alisma programi uygulamaya gore tek yonlil varyans analizi sonuglari

Dizenli Program - 57 g Varyansin - p sd KO F 0 Anlamhilik
Uygulama Kaynagi

Hig

Zorlanmiyorum 24 45,375 13,292 G. Arasi 2959,145 3 986,382

()]

Bazen
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Zorlaniyorum 144 51,944 11,679 G.lgi 56874,024 362 157,111
@)

Cogu Zaman
Zorlaniyorum 118 54,762 11,852 Toplam 59833,169 365 6,278 0,001 3-1;4-1, 4-2
3)

Her Zaman
Zorlantyorum 80 56,737 14,612
)]

Toplam 366 53,469 12,803

Tablo 4 incelendiginde, lise son sinif d6grencilerinin smav kaygi diizeyleri puanlar1 agisindan diizenli
ders calisma programi uygulayabilme durumlarina gore gruplar arasinda anlamli bir fark vardir (F (3-362)=6,278;
p<.001). Varyanslarin homojenligi varsayimint test etmek i¢in yapilan Levene testi (Levene istatistigi= 2.32,
p=.07) varyanslarin homojenliginin saglandigin1 gostermektedir. Gruplar arasindaki farkin hangi gruptan
kaynakli oldugunu tespit etmek igin kullanilan Tukey HSD testine gore diizenli ders calisma programi

uygulamakta her zaman zorlanan &grencilerin (X =56,737, Ss=14,612) hi¢ zorlanmayan &grencilerden (X

=45,375, Ss=13,292) ve bazen zorlanan égrencilerden ( X =51,944, Ss=11,679) daha yiiksek diizeyde smav
kaygist yasadiklari tespit edilmistir. Diizenli ¢alisma programi uygulamakta ¢ogu zaman zorlanan 6grencilere
gore ise gruplar arasinda anlamli bir fark bulunmamistir. Ayrica ¢aligma programi uygulamakta ¢ogu zaman

zorlanan dgrencilerin ( X =54,762, Ss=11,852) smav kaygisi diizeyleri diizenli ders calisma programi

uygulamakta her zaman zorlanan dgrencilere ( X =56,737, Ss=14,612) gore daha yiiksek bulunmustur. Diizenli
calisma programi uygulamakta hi¢ zorlanmayan ile bazen zorlanan ve bazen zorlanan ile ¢ogu zaman zorlanan
Ogrenciler arasinda siav kaygisi diizeyleri agisindan gruplar arasinda anlamli bir fark bulunmamistir.

Gilinliik uyku uyuma durumuna gore sinav kaygist diizeyleri agisindan gruplar arasinda fark olup
olmadigim belirlemeye yonelik yapilan Tek Yonli Varyans Analizi Sonuglar1 Tablo 5°te sunulmustur.

Tablo 5. Sinav kaygisi dlgeginin giinliik uyku durumuna goére tek yonlii varyans analizi sonuglari

Giinliik Uyku
Durumu

v Varyansin
N X Ss Kaynag: KT sd KO F p Anlamlilik

Uykuya
Dalmakta
Zorluk

()

50 57,82 15232 G. Arast 5298,762 3 1766,254

(KZ‘;S'”““ 38 55605 13716 G.lci 54534407 362 150,648

Uyanmakta 11,724 0,001 1-4; 2-4; 3-
Zorluk 91 57,736 11,841 Toplam 59833,169 365 4
©)

Normal
187 49,796 11,26
(4)

Toplam 366 53,469 12,803

Tablo 5 incelendiginde, lise son simif 6grencilerinin siav kaygi diizeyleri glinliik uyku durumlarina
gore gruplar arasinda anlamli bir fark vardir (Fz362=11,724; p<.001). Varyanslarin homojenligi varsayimini
test etmek icin yapilan Levene testi (Levene istatistigi= 2.31, p=.08), varyanslarin homojenliginin saglandigini
gostermektedir. Gruplar arasindaki farkin hangi gruptan kaynakli oldugunu tespit etmek i¢in kullanilan Tukey

HSD testine gore; uykuya dalmakta zorlandigmni bildiren ogrencilerin ( X =57,82, Ss=15,232), kesintili
uyudugunu bildiren 6grencilerin ( X =55,605, Ss=13,716) ve uyanmakta zorlandigimi bildiren 6grencilerin ( X

=57,736, Ss=11,841) kayg diizeyleri uyku diizenini normal bildiren 6grencilere gore ( X =49,796, Ss=11,26)
daha yiiksek oldugu tespit edilmistir. Diger gruplar arasinda ise sinav kaygisi diizeyi agisindan aralarinda
anlamli bir fark bulunmamastir.

Kendi basarilarini algilama durumuna gore sinav kaygisi diizeyleri agisindan gruplar arasinda fark olup
olmadigimi belirlemeye yonelik yapilan Tek Yonlii Varyans Analizi Sonuglar1 Tablo 6’da sunulmustur.

Tablo 6. Siav kaygisi 6l¢eginin kendi basarilarini algilama durumuna gore tek yonlii varyans analizi
sonuglari

Basarinizi N Y Ss Varyansmm KT Sd KO F p Anlamlilik
Nasil Kaynagi
Goriliyorsunuz
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Diisiik

Q) 79 59,493 14,404 G. Aras 5749,814 2 2874,907

Orta

2 248 52,883 11,694 G.Tci 54083,356 363 148,990 19,296 0,001 1-2, 1-3; 2-
3

Yiiksek

3) 39 45 10,412  Toplam 59833,169 365

Toplam 366 53,469 12,803

Tablo 6 incelendiginde, 6grencilerin sinav kaygist diizeyleri kendi basarilarini algilama durumlari
acisindan gruplar arasinda anlamli bir fark vardir (F2363=19,30; p<.001). Varyanslarin homojenligi
varsayimini test etmek icin yapilan Levene testi (Levene istatistigi= 3.24, p=.06) varyanslarin homojenliginin
saglandigini gostermektedir. Gruplar arasindaki farkin hangi gruptan kaynakli oldugunu tespit etmek icin

kullanilan Tukey HSD testine gore; kendi basarilarini diisiik goérenlerin ( X =59,493, Ss=14,404) sinav kaygisi
diizeyleri kendi bagarilarini orta diizeyde gorenlerden (Y:52,883, Ss=11,69) ve kendi basarilarim1 yiiksek
goren Ogrencilerden (Y =45, Ss=10,412) daha yiiksek oldugu belirlenmistir. Kendi basarilarin1 orta diizeyde
goren dgrencilerin (Y =52,883, Ss=11,694) sinav kaygisi diizeyleri, kendi bagarilarini yliksek goren 6grencilere

( X =45, Ss=10,412) gore daha yiiksek ¢cikmuistir.
Tartisma, Sonuc ve Oneriler

Bu calismada, lise son simifta okuyan ergenlerin sinav kaygilarmin incelenmesi amaglanmigtir. Katilimeilarin
simav kaygisi puanlarina ¢esitli degiskenler agisindan bakildiginda; cinsiyet, kendine ait oda, giinliik islere
zaman ayirma, beslenme, psikolojik danismandan yardim alma, diizenli ¢aligma programi uygulayabilme,
giinliik uyku durumlar1 ve kendi basarilarini algilama degiskenleri agisindan anlamli farklilik varken 6zel ders
alma degiskeninde anlamli bir farklilik yoktur.

Aragtirmanin sonuglarina gore, kiz lise son smif 6grencilerinin simav kaygist diizeyleri erkek lise son
smif 6grencilerinden daha yiiksek ¢ikmistir. Caligmanin bu sonucunu destekleyen bir calismada Softa ve dig.
(2015), lise son sinifta okuyan ogrencilerin smav kaygisimi ve onu etkileyen faktorleri inceledikleri
aragtirmalarinda kizlarin erkeklerden daha kaygili oldugunu belirlemislerdir. Ayrica alanyazinda yer alan bazi
¢aligmalar da bu ¢aligmanin bulgularini desteklemektedir (Acar, 2018; Arslan ve Aksekioglu, 2017; Cassady ve
Johnson, 2002; Demirci ve Biitiin Ayhan, 2016; Dursun, 2022; Giiler ve Cakir, 2013; Karakog, 2023; Kisa,
1996; Nuiiez-Pefia ve dig., 2016; Yildiz, 2007; Yildiz, 2019; Zeidner ve Safir, 1989). Trifoni ve Shahini (2021)
yaptiklart ¢alismalarinda, sinav kaygisint kizlar lehine yiiksek bulmustur. Kiz 6grenciler sinava daha fazla
hazirlansalar da kendilerini daha endiseli ve kaygili hissettiklerini ifade etmektedirler. Pagaria’nin (2020)
calismasinda, kiz 6grencilerin sinav kaygisi puanlari daha yiiksek ¢ikmistir. Bu durumun egitimciler tarafindan
kizlarin erkeklere oranla daha yiiksek bir akademik performans gostermeleri i¢in daha fazla baski altinda
tutulmalart ile cinsiyete iligskin atfedilen rollerle iliskili oldugu savunulmustur. Ayrica erkeklerin cinsiyet
acisindan erkekliklerini baltalayacagi ya da zayif goriinmemek icin kaygi diizeylerini oldugundan diistik
gostermis olabileceklerini belirtilmektedir. Hanimoglu (2010), kadinlarin toplumsal kimliklerini kazanmada
mesleklerinin ve ekonomik bagimsizliklarinin 6nemli oldugunu, kadinin meslek sahibi olmasi igin iiniversiteye
girig siavinda istedigi sonucu almast gerektigini ve bu durumun kaygi diizeylerinin yiiksek olmasinda etkili
oldugunu ifade etmistir. Ayrica, kadinlarin iniversiteyi kazanamadiklarinda ekonomik ve sosyal
bagimsizliklarini tam saglayamayacaklari diisiincesinin de sinav kaygisi diizeylerini etkiledigi diisiiniilmektedir
(Erzen, 2013). Bazi ulusal ¢aligmalarda ise farkli bulgular elde edilmistir. Bastiirk’iin (2007) yaptigi arastirmada
erkeklerin smav kaygist puanlar1 kizlardan daha yiiksek ¢ikmistir. Bu farkin sebebi olarak; geleneksel aile
yapisi, iyi bir gelecek kurma ve erkeklerden beklenilen iyi is sahibi olma diisiincesinden kaynakli olabilecegi
ifade edilmistir. Erozkan’in (2004) caligmasinda ise erkeklerin sinav kaygisinin kuruntulu olma puanlari,
kizlardan daha yiiksek ¢ikmistir ve bunun sebebi olarak toplumun erkeklerden beklentilerinin yiiksekliginden
kaynakl1 kaygi yasadiklarin1 ve basarisiz olacagim diisiincesinin bu kaygiyi tetikleyebilecegi ifade edilmistir.
Bozkurt’un (2012) calismasinda ise cinsiyet agisindan gruplar arasinda anlamli bir fark bulunmamastir.

Aragtirma sonuglarina gore, kendisine ait odas1 olmayan 6grenciler kendisine ait odasi olan 6grencilere
gore daha fazla sinav kaygisi yasamaktadirlar. Ulusal alanyazin incelendiginde, mevcut ¢alismanin bulgularini
destekleyen caligmalar bulunmaktadir. Buna gore kendine ait odas1 bulunan 6grencilerin sinav kaygisi diizeyleri
odas1 olmayan o6grencilere gore daha diigiik bulunmustur (Acar, 2018; Aydin ve Keskin, 2017; Dursun, 2022;
Korhan ve dig., 2021). Ulusal alanyazinda arastirmadan elde edilen sonuca karsit bulgular olarak sinav kaygisi
ile 6grencilerin kendisine ait odasi olma durumlar arasinda anlamh iligki elde edilmeyen c¢aligmalar da yer
almaktadir (Arslan ve Aksekioglu, 2017; Kurtaran ve dig., 2021). Tekbas (2009) yaptig1 caligmada, lise
ogrencilerinin kendilerine ait odalarinin olup olmamasinin kaygi diizeyini etkilemedigi sonucuna ulagmistir. Bu,
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¢alismanin bulgulariyla drtiismemektedir. Fakat ayni arastirma kapsaminda ilkdgretim &grencilerinde kendine
ait odas1 olmayan 6grencilerin sinav kaygisinin daha yiiksek oldugu sonucuna ulasiimistir. Buna sebep olarak da
kendine ait odasi olmayan Ogrencilerin kendilerini rahat hissedemedikleri ve diizenli bir ¢alisma ortami
kuramadiklar1 ifade edilmigtir. Mevcut ¢alismanin sonucuna gore kendisine ait odasi olmayan &grenciler,
kalabalik aile ortaminda ya da kisitli olan ev kosullarinda ¢aligmak zorunda kaldiklarindan ve sinava yeterince
hazirlanamadiklarindan dolayi sinavda basarisiz olacaklarini diisiindiikleri i¢in kaygi diizeyleri artiyor olabilir.

Calismadan elde edilen bulgulara gore, lise son 6grencilerinin smav kaygisi diizeylerinde 6zel ders
alma durumlarina gore anlamli bir farklilik yoktur. Ayrica, alanyazinda yer alan bazi ¢alismalar bu ¢aligmanin
bulgularini desteklemektedir (Arslan ve Aksekioglu, 2017; Baspinar Erten, 2020; Eksi, 1998; Erzen ve Odaci,
2014; Kutlu, 2001; Tekbas, 2009). Giiniimiizde 6zel ders almanin ulasilabilirligi ve 6grenciler i¢in sunulan
imkanlarin artmasindan dolay1 6zel ders alma durumunun smav kaygist {izerinde anlamli bir farklilik
olugturmadigi diislinilmektedir. Ayrica 6zel ders almak smavlara hazirlanma siirecinin digsal bir pargasi
olmakla beraber kaygi gibi bireyde igsel olarak gelisen bir duygusal durum iizerinde etkide bulunmayabilir.
Alanyazinda yer alan arastirmalarda, sinav kaygisi ile dgrencilerin 6zel ders alma durumlar arasinda anlaml
farklilik oldugu sonucuna ulasan arastirmalar da mevcuttur (Ekici, 2005; Yolcu, 2015). Kurtaran ve dig. (2021)
yaptiklar1 ¢aligmada, sinav kaygist diizeyi yiiksek olan lise 6grencilerinin 6zel ders aldiklarini gérmiiglerdir.
Buna iliskin olarak 6grencilerde olusabilecek yiiksek sinav beklentisinin 6grencilerde kaygiya sebep oldugu
¢ikarimint yapmislardir.

Bu ¢alismadan elde edilen baska bir bulguya gore, diizensiz beslendigini ifade eden 6grencilerin sinav
kaygis1 diizeylerinin diizenli beslendigini ifade eden 6grencilerden daha yiiksek oldugu goriilmektedir. Kaygi,
depresyon, stres ve kizginlik gibi olumsuz duygular beslenme aligkanliklarini etkilemektedir (Macht, 2008).
Artan kaygi diizeyinin Ogrencilerde yarattigi fiziksel sonuglarinin mide ve sindirim sistemlerini olumsuz
etkiledigi ve bunun da yeme igme diizeninde bozulmalara yol actig1 diigiiniilmektedir. Macht ve dig. (2005)
yaptiklart bir caligmada, sinava hazirlanan 6grencilerin sinav yaklastikga daha fazla stres yaptiklarmi ve bu
yiizden daha ¢ok yemek yeme egilimlerinin oldugunu ifade etmektedir. Calismanin bulgusunu destekleyen bir
calisma olan Gokcen ve Seylam Kusumler (2021)’in ¢aligmasinda, sinav kaygisi ile duygusal yeme arasinda
olumlu yonde bir iligki oldugu goriilmiistiir. Bagka bir ¢aligmada ise Bayindir Giimiis ve dig. (2018), {iniversite
smavina hazirlanan 6grencilerde kaygi diizeyleri ile beslenme aligkanliklari arasinda iliski bulamamuiglardir.
Ancak 6giin siklig1 arttikga durumluk kaygi puaninin diistiigiinii tespit etmiglerdir. Bu yilizden &grencilerin 6giin
atlamamalar1 ve saglikli yiyeceklerle beslenmeleri 6nerilmektedir.

Calismadan elde edilen bulgulara gore, psikolojik danismandan yardim alan lise son sinif 6grencilerinin
simav kaygisi diizeyleri psikolojik danigmandan yardim almayan &grencilere gore daha yiiksek ¢ikmigtir. Bu
durum kaygi diizeyi yiiksek olan ogrencilerin yardim almak igin psikolojik danismanlara bagvurma
motivasyonlarmin daha yiiksek olmast ile iliskilendirilebilir. Ayrica, okul ortaminda psikolojik danigmanlar ve
O0gretmenler tarafindan sinav kaygisi yiksek diizeyde olan 6grencilerin gézlemlenmesi ya da belirlenmesi ile
birlikte okul psikolojik danigma ve rehberlik servislerine daha fazla yonlendirilmeleri ile iligkili olabilir. Bu
durumu bir nevi hasta-doktor iliskisi gibi diisiinebiliriz. Yapilan arastirmalarda, sinav kaygisina sahip 6grenciler
ile yapilan bireysel psikolojik danigma siiregleri (Akkaya ve Demirtas Zorbaz, 2023; Isikay, 2019) ve grupla
danigma siiregleri sonunda (Kaya ve Bedir, 2019) 6grencilerin simav kaygilarinin azaldigi goriilmiistiir. Bu
sonuglara bakildiginda, psikolojik danigmanlarin, 6grencilerle daha sik goriismeler gergeklestirmesi ve daha
aktif caligmas1 6grencilerin sinav kaygilari {izerinde etkili olacaktir (Cakici, 2021).

Calismadan elde edilen bulgulara gore, giinliik islerine zaman ayiramayan lise son sinif grencilerinin
smav kaygist diizeyleri giinliik islerine vakit ayiran 6grencilerden daha yiiksektir. Sinav kaygist diisiik olan
ogrencilerin zamanlarii daha iyi planlamalar1 ve kaygi diizeyi daha yiiksek olan &grencilere gore daha iyi
organize olmalar1 ve giinliik islerini daha rahat yapmalar1 beklenir. Kayg: diizeyi yiiksek olan 6grencilerin
yasadiklar1 yiiksek kaygiy1 yok etmeye caligmalari ve endise dolu diisiinceleri yani igsel siiregleri ile daha fazla
mesgul olduklarindan giinliik islerine zaman ayiramiyor olabilirler. Lise son siif 6grencilerinin diizenli ders
¢alisma programi uygulayabilme durumlarina goére ise diizenli ¢aligma programi uygulamakta ¢ogu zaman
zorlanan Ogrencilerin hi¢ zorlanmayan Ogrencilerden; diizenli ¢aliyma programi uygulamakta her zaman
zorlanan Ogrencilerin hi¢ zorlanmayan 6grencilerden ve bazen zorlanan 6grencilerden daha yiiksek diizeyde
smav kaygist yasadiklari sonucuna ulagilmigtir. Numan ve Hasan (2017) Pakistan’da lisans 6grencileriyle
yaptiklart ¢aligmalarinda, diizenli galisma programi uygulayan 6grencilerin smav kaygisi puanlariin daha
diistik oldugu sonucuna ulasmistir. Bu sonug arastirma sonucuyla paralellik gostermektedir. Tsegay ve dig.
(2019) tip dgrencilerinin smav kaygi diizeyleri ile diizenli ¢aligma plan1 uygulamak arasinda anlamli bir iligki
bulmustur. Diizenli ¢alisma plan1 uyguladik¢a 6grencilerin kaygi diizeylerinin diistiigii goriilmiistiir. Bu sonug
ile arastirma sonucumuz paralellik gostermektedir. Yiiksek diizeyde kaygi yasayan ogrenciler kaygiya iliskin
duygularin etkili diizenleyemedikleri i¢in diizenli bir ¢aligma programi uygulayamiyor olabilirler.
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Lise son smf dgrencilerinin gilinliik uyku durumlarina gére uykuya dalmakta zorlandigini bildiren
ogrencilerin, kesintili uyudugunu bildiren 6grencilerin ve uyanmakta zorlandigini bildiren 6grencilerin sinav
kaygisi diizeyleri uyku diizenini normal bildiren 6grencilerden daha yiiksek oldugu goriilmektedir. Yiiksek
diizeyde kaygi yasayan Ogrencilerin fizyolojik olarak da asir1 uyarilmalari, endiseli bir bilissel yapiya sahip
olmalar1 ve kaygi belirtileri ile bas edememeleri nedeniyle uykuya dalmakta zorluk yasadiklar: diistiniilmektedir.
Alanyazinda mevcut ¢alismanin bulgularini destekler nitelikte bazi galismalar bulunmaktadir. Kose ve dig.
(2018) yaptiklar1 calismada, simav kaygist puanlart arttikca uyku kalitesinin diistiigii sonucuna ulasmustir.
Moalla ve dig. (2016) tip fakiiltesi 6grencileri lizerinde yaptiklar1 ¢alismada, 6grencilerin sinav donemi kaygi
yasadiklarii ve bu yiizden uyku kalitelerinin olumsuz etkilendigini belirtmektedirler. Ayrica, Lazaratou ve dig.
(2013) Yunanistan’da yaptiklar1 ¢alismada, uyku siiresi ile kaygi puanlar1 arasinda negatif bir iligski oldugu
sonucuna ulagmiglardir.

Lise son sinif 6grencilerinin kendi basarilarini algilama durumlarina gore, kendi basarilarini diisiik
algilayanlarin smav kaygisi diizeyi kendi basarilarin1 orta ve yiiksek algilayanlara gore daha yiiksek oldugu
goriilmektedir. Ayrica kendi basarilarini orta algilayanlarin da smav kaygist diizeyi kendi basarilarini yiiksek
algilayanlardan daha yiiksek ¢ikmigtir. Sinav kaygisi diisiik diizeyde olan 6grencilerin, sinavlarda rahat olduklari
ve daha iyi sonuglar aldiklari i¢in 6z yeterlik ve iyimserlik diizeylerinin daha yiiksek diizeyde oldugu ve bunun
sonucunda kendilerini daha basarili algiladiklar1 diistiniilmektedir. Sinav kaygisi yiiksek 6grenciler ise kendi
potansiyellerine ¢ok fazla glivenmiyor ve siiphe iginde olabilirler. Bu nedenle kendi basarilarmi algilama
durumlar1 daha diisiik diizeyde kaliyor olabilir. Nitekim, Stoeber’in (2004) ¢alismasinda sinav kaygisi yiiksek
diizeyde olan 6grencilerin daha fazla endiseli olduklart ve 6z giiven eksikligi yasadiklart sonucuna varilmistir.
Khalaila (2015) yaptigi caligmada, akademik acidan kendini yeterli hisseden Ogrencilerin daha iyi igsel
motivasyona sahip olduklart i¢in sinavlarda daha az kaygili hissettiklerini ve daha basarili olduklarini ifade
etmigtir. Ayrica, Steinmayr ve dig. (2016) yaptiklar1 ¢aligmada, yiiksek diizeyde kaygmin daha diisiik basari
puaniyla iliskili oldugunu ifade etmektedirler.

Aragtirmanin sonucunda, lise son sinif 6grencilerinin; cinsiyet, kendine ait odalarmin olmasi, giinliik
islere vakit ayirma durumlari, beslenme diizenleri, psikolojik danigmandan yardim alma durumlari, diizenli
calisma programi uygulamalari, uyku durumlart ve kendi basarilarini algilama durumlarinin sinav kaygisi
diizeylerini etkiledigi sonucuna ulasilmisken 06zel ders almanin smav kaygisint etkilemedigi sonucuna
ulagilmgtir.

Aragtirmadan elde edilen sonuclar i1g18inda, arastirmacilara ve alanda c¢alisanlara su Onerilerde
bulunulabilir:

1. Smava hazirlanacak dgrencilere 6zel calisma alanlari saglanabilir.
2. Sinava hazirlanan 6grencilerine yonelik diyet ve diizenli beslenme programlari yapilabilir.

3. Smava hazirlanan 6grencilere zamani etkili kullanma yollariyla ilgili bilgilendirme ve zaman
¢izelgesi hazirlanmasi konusunda rehberlik ¢alismalar1 yapilabilir.

4. Ogrencilere uykunun nemi, diizeni ve kaliteli uykuyla ilgili bilgilendirme galismast ve uyku hijyeni
egitimleri yapilabilir.

5. Sinava hazirlanan &grencilerin bagart algilarini iyilestirmek amaciyla 6diill ve pekistiregler
kullanilabilir.

6. Okullarda yogun sinav kaygist yasayan ogrenciler tespit edilip bu 6grencilere yonelik olarak Biligsel
ve Davranigg1 Terapi temelli bireyle psikolojik danisma veya grupla psikolojik danigsma hizmeti verilebilir.

7. Ogrencilerin smav kaygisi durumlari hakkinda dgrenci, aile ve okul isbirligi saglanabilir.

8. Bu arastirmadan elde edilen sonuglar okul psikolojik danismanlar tarafindan okul rehberlik
hizmetlerinde kullanilabilir.

9. Calisma Mersin iliyle sinirlt oldugu i¢in farkl: illerde daha genis bir 6rneklem ile yapilabilir.
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Abstract

The purpose of this study is to determine the views of teachers about teaching career steps. The study group of
the research which adopts a qualitative case study design consisted of 52 teachers working at various education
levels in the 2022-2023 academic year in Tirkiye. The research data were collected through a semi-structured
interview form and employing interviews, and it was analyzed by content analysis. Depending on the findings,
teachers' views on career steps were gathered under the themes of general, exam application conditions,
professional studies and education program, and these themes were categorized under positive and negative
views. While teachers found career steps positive in terms of continuous learning and professional development
in general, they found it negative in terms of separating teachers and disrupting the school climate, exam-related
anxiety and stress, and discrediting the postgraduate education. Some of the suggestions developed by the
researcher within the scope of the research results are as follows: Continuity in practice should be ensured, the
requirement of long working years for the application should be reduced, and the sixteen-year lost service
periods of teachers who have not taken the exam since 2006 should be added to the ten-year and twenty-year
periods. Provided that the candidacy stage has been completed, master's degree graduates in the field and in
educational sciences should be given the title of expert teacher, and doctoral graduate teachers should be
regarded as head teacher without a working-year requirement.

Key words: Teaching Profession, Teaching Career Steps, Expert Teacher, Head Teacher.
Introduction

Education has an important mission in the development of a government. Nations with a high level of education
can be more successful in achieving advanced development. Teachers are one of the most important actors
taking over the duty and responsibilities in achieving educational goals. Despite the rapid developments and
innovations in the 21st century, the place and importance of the teaching profession in the education system
continues because the teacher is at the center of the educational activities offered to the students. That teachers
can give qualified education services depends on their knowledge, skills, and expertise. In a constantly changing
and developing world, teachers' keeping their knowledge up-to-date and being aware of developments and
innovations and ensuring their professional development depend on the continuity of their professional
development. As a matter of fact, all countries in the world are looking for ways and practices to ensure the
professional development of teachers, to make the teaching profession as financially and morally attractive as it
used to be, and to motivate them. One of these practices is the career system that allows teachers to advance in
their careers (Bakan, 2013), and increase the status and reputation of the profession. A satisfactory career offers
a person money, status, self-efficacy, and every teacher needs to balance the importance of these in his/her life
(Donnely, 2002). It is a fact that the regulation of the career system in teaching will make significant
contributions to the development of teacher quality in the Turkish education system. As well as being a notable
source of motivation for teachers who are committed to their profession by eliminating their deficiencies, it will
be an important tool that will enable teachers to take responsibility for their own individual development
(Glimiiseli, 2005).

Career refers to the process of progressing by gaining the necessary competencies from teaching to
specialist teaching, from expert teaching to head teacher, continuously rising from the steps in the organizational
hierarchy, assuming more responsibility, and developing oneself with the personal and professional experiences,
and activities of the individual [Ministry of National Education, Review of Promotion in Teaching Career Steps,
2006]. The pursuit of modernizing the education system, improving the status of teachers, ensuring the
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professional and personal development of teachers, ensuring the necessary reputation for teachers depending on
the importance, difficulty, and responsibilities of their duties (Deniz, 2009), increasing the quality of the
teaching profession, encouraging teachers to follow new developments related to their profession by directing
them to research and examination, increasing the function and efficiency of the teacher in the education system,
and preventing occupational burnout (Demir, 2011), providing the right of teachers to move from one level of
education or order to another level of education (Vural, 2004), the necessity of having a system of education and
promotion that will encourage teachers and administrators to be educated in service (Tekik, 1989) can be
expressed as the necessity of implementing career steps.

There is an ongoing search for professional development of teachers and increasing the reputation of
the profession in Tiirkiye too. In order to increase the quality of the teaching profession, which is a specialized
profession, studies are carried out by the Ministry of National Education (MoNE) in various periods. The issues
of making teaching a profession of career has been included in the National Education Councils since the
foundation of The Republic. The career steps of teaching were established after making a change in the National
Education Basic Law (Law No: 1739, art. 43) having it as, "After the candidacy period, the teaching profession
is divided into three career steps as teacher, expert teacher and head teacher.” As a matter of fact, the regulation
on career steps, which was issued in 2005 and published in the Official Gazette was applied only once after the
exam held in 2006 within the scope of the "Regulation on Promotion in Teaching Career Steps”. It was applied
again as the "Teaching Professional Law™ published in the Official Gazette (Date: February 11, 2022, No:
31750) and the "Regulation on Candidate Teacher and Teaching Career Steps” published in the Official Gazette
(Date: May 12, 2022, No: 31833) within the scope of the Article 11 of the "Regulation on Candidate Teaching
and Teaching Career Steps" (2022), teaching is divided into three career steps after the candidacy period as
teacher, expert teacher and head teacher, and those who successfully complete the candidate teaching period
within the framework of the provisions of the regulation are assigned to the profession as teachers. According to
the Article 12 of the Regulation, the required conditions for those who will apply for the written exam for the
titles of expert teacher or head teacher are stated as follows:

ARTICLE 12:

1- For teachers who will apply for the written exam for the title of expert teacher, these following
requirements are sought:

a) To serve at least ten years in teaching, including candidate teaching, as of the last day of application date for
the written exam,

b) To be a teacher currently,
¢) Not to have been punished for haulting of level progress,

d) To have completed at least 180 hours of Expert Teacher Training Program prepared for the professional
development of teachers,

e) To have completed Expert Teacher Professional Development Practices.

2- For teachers who will apply for the written exam for the title of head teacher, these following requirements
are sought:

a) To have served at least ten years as an expert teacher as of the last day of application date for the written
exam,

b) To be an expert teacher currently,
¢) Not to have been punished for haulting of level progress,

d) To have completed at least 240 hours of Head Teacher Training Program prepared for the professional
development of expert teachers,

e) To have completed Head Teacher Professional Development Practices.

3- The staff currently working as the principal, the chief vice-principal and the vice-principal of the
educational institution may apply for the promotion in the teaching career steps if they meet the requirements for
application of the written exam.

4- Those who have been punished with haulting the level progress may apply for the title of expert teacher or
head teacher after the punishments are removed from the personal file.

According to the Article 13 of the Regulation on Teaching Career Steps (2022), teachers who have
completed their postgraduate education are exempt from the written exam for the title of expert teacher, and
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expert teachers who have completed their doctoral education are exempt from the written exam for the title of
head teacher. Teachers who have completed their postgraduate education may apply for the title of expert
teacher if they meet the requirements of applying for the written exam in line with the first paragraph of the
Article 12, and expert teachers who have completed their doctoral education may apply for the title of head
teacher if they meet the conditions required for applying for the written exam according to the second paragraph
of the Article 12.

According to the Article 15 of the Regulation on Teaching Career Steps (2022), the training program is
determined by the decision of the Board of Education and is carried out within the framework of the MoNE In-
Service Training Regulation (2022). Teachers who have at least ten years of service as of the last day of the
written exam can apply for the Expert Teacher Training Program, and expert teachers having at least ten years
of service as of the last day of the written exam can apply for the Head Teacher Training Program.

Within the scope of the "Directive on Professional Development Practices and Training Program of
Teaching Career Steps" (2022), professional development studies, which are one of the requirements sought by
teachers/expert teachers who will apply for the titles of expert and head teacher, have been determined as three
fields of study as "Education, Teaching and Counseling Studies, Participation in Management and Research and
Development Studies" in a way that all branch/field teachers working in official and private education
institutions affiliated to our Ministry can perform at least one of the tasks in each field. Those who will apply for
the title of expert teacher/head teacher among the teachers/expert teachers working in official and private
education institutions affiliated to the MoNE must complete one study from at least two of the study areas in
order to complete the professional development studies determined as three study areas (MoNE, 2022).

After the training program that started on July 18", 2022, negative criticism has arisen towards the
career system on social media platforms, and this situation has led to a lot of speculation and confusion.
Therefore, investigating the subject according to the scientific research method and evaluating it in the context
of the opinions of teachers who are personally interested, and offering suggestions to policy makers and
decision makers reveal the originality and importance of the research. Although there are studies on career steps
in the literature (Altunkaynak, 2023; Aydogan, Leflef & Ozcan, 2024; Bakioglu & Banoglu, 2013; Boydak-
Ozan & Kaya, 2009; Celikten, 2008; Cobanoglu & flkin, 2023; Dagli, 2007; Deniz, 2009; Giimiiseli 2005;
Demir, 2011; Kaplan & Giilcan, 2020; Kocakaya, 2006; Kurt, 2007; Lagin, 2006; Nartgiin & Ural, 2007; Ozan
& Kaya, 2009; Turan & Turan, 2009; Urfali, 2008; Yang Keo, 2016; Yiicel, 2023) the lack of an up-to-date
study on the regulation in 2022 makes the research significant. Within this context, it was aimed to determine
the opinions of teachers about teaching career steps in this study. In line with this purpose, following research
questions are addressed:

1- What are the teachers' views about teaching career steps?

2- What are their suggestions for teaching career steps practices?
Method

The study adopts a case study design as a qualitative research methodology. Qualitative research approach is
used to obtain in-depth and comprehensive information about a subject (Patton, 2014). Case study is a
methodological approach that involves an in-depth examination of a system using multiple data collection to
collect systematic information about how a limited system operates (Chmiliar, 2010). This type of
invgestigation tries to richly describe events occurring in their natural conditions using various data collection
tools under time and space constraints and they are based on profound basis (Hancock & Algozzine, 2006). In
this context, the purpose of the study is to investigate the teachers' views on career steps in depth and to obtain
information about their perspectives on this issue.

Participants

The study group of the research consisted of 52 teachers working at various educational levels during the 2022-
2023 academic year in Bolu. The participants were reached through online sources. To determine the study
group, maximum variation sampling was used. In order to ensure heterogeneity within the sample group and
reveal the teachers' opinions at different career levels, teachers' with different gender, education level and
seniority levels were selected, and varition was also established by selecting both teachers who would take and
exempt from the exam. Of the teachers, 58% were female (n=30), 42% were male (n=22); 58% were
undergraduate (n=30), 29% were postgraduate (n=15), and 13% were doctoral (n=7) graduates. 21% of the
teachers have 10 years of seniority or less (n=11), 29% of them have 11 to 20 years of seniority (n=15), 27%
have 20 to 30 years of seniority (n=14), and 23% have 20-30 years of seniority (n=12). 58% of the participating
teachers are the ones who would take the exam (n=30) and 42% of them are exempt from the exam (n=22).
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Data Instruments Collection and Procedure

The research data were collected through a semi-structured interview form using the interview method. Semi-
structured form is a flexible and powerful tool that allows the researcher to explore the experiences of
participants who are able to ask additional questions during the interview (Rabionet, 2011). The interview
method allows researchers to investigate situations that cannot be observed by other methods (Wellington &
Szczerbinski, 2007). Before the interview form was prepared, the opinions of two experts - in the field of
Educational Administration and Inspection and Assessment and Evaluation, were taken and the questions were
prepared in this direction. The experts stated in the interview form that general questions would be more
appropriate and that questions could be asked during the interview if necessary. After the interview form was
prepared, five teachers were interviewed for the piloting, and it was determined that the teachers' answers to the
questions were understandable and coincided with the topic of the study. So, the interview form was finalized
and implemented. During the interview, teachers were informed with the necessary explanations about the
questions. Interviews lasted an average of 23 minutes and 37 seconds. The questions in the interview form are
listed below.

1- What are your views on teaching career steps?

2- What are your suggestions for teaching career steps?

Data Analysis

The data were analyzed using the inductive analysis method, one of the content analysis types. Content analysis
provides the opportunity to gather similar data together and analyze them systematically, gather the data around
certain themes, and organize and interpret them in a way that the reader can understand (Yildirim & Simsek,
2015; Mayring, 2000). The data subjected to content analysis is coded, themes are created from the codes and
presented afterwards (McMillan & Schumacher, 2001). Accordingly, the data recorded during the interview
were analyzed in detail in line with the purpose of the research and codes were created. Following the coding
process, categories and themes were identified by analyzing the similarities and differences among codes that
exhibited meaningful relationships with one another. The teachers' views were presented in direct quotations to
support the findings in the results section.

Validity and Reliability

In the qualitative data analysis process, it is important to have an expert opinion on the codes and themes created
by the researcher to check the accuracy of the coding (Kabake¢1r Yurdakul, 2016). The codes, categories and
themes created to ensure the reliability of the research were examined by two expert faculty members in the
field of Assessment and Evaluation and Educational Administration, and it was checked whether the codes were
congruent with the themes. In order to ensure the internal validity, the researcher asked for an expert opinion in
the preparation of the interview questions and the form was finalized after the pilot study. The findings are
presented directly without a comment. As for the reliability, Miles and Huberman's (1994) [Consensus /
(Consensus + Dissensus) X 100] formula was used and the consistency rate of the analyses yielded %94. It can
be said that the conducted analyses are reliable since 80% consistency or over is considered sufficient for the
consensus. The design, participants, and their demographic characteristics, the preparation process of the data
collection tool and the data analysis procedure were explained in detail in the method section and the external
validity was tried to be strengthened. The teachers were informed in detail about the study before the interviews.
Also, the transferability of the research was increased by including the opinions of the participating teachers as
direct quotations. The participants were coded as T1, T2, T3, T52 etc. and ethical principles were complied
with.

Ethics Approval

This research was examined ethically at the meeting of Bolu Abant izzet Baysal University Ethics Committee
for Human Research in Social Sciences dated 04.09.2022 and 2022/09 and approved as ethically appropriate
with the protocol number 2022/340. The research data were collected in September and October followingly.

Findings

In this section, teachers' views and suggestions for the career steps are presented. Teachers' views on the career
steps were gathered under the themes of general views, application conditions for the exams, professional
studies, and training program. The related categories and codes are presented respectively. So, general views of
the teachers on teaching career steps are given in Table 1'.
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Table 1. General views of the teachers on teaching career steps

Theme Categories  Codes f
Providing continuous learning and professional development 12
Positive Being specific to teachers 7
Identifying successful and unsuccessful teachers 4
Enabling experienced teachers to be paid more 2
Having no benefits apart from economic growth 37
Segregating teachers and disrupting the school atmosphere 29
Being a memorization and exam-based system 26
G Lack of continuity in the exam execution and causing loss of rights 22
eneral - g - )
Views Dlscredlt_lng the teach!ng profession _ _ o 19
Not making a change in teachers' personal rights, status, authority and responsibilities17
Negative The exam causing anxiety and stress 14
Decreasing teachers' performance 13
Performing the exam and training program at the wrong time 11
Discrediting the graduate education, thus, spreading of short-term and paid programs 10
Having a multi-staged application process 5
The exam's being insufficient to measure the expertise in the classroom 4
Every teacher being an expert in his/her field already 2

As shown in Table 1, the teachers' general views on career steps are grouped under positive and
negative categories. It emerged that teachers found the regulation of career steps positive in terms of continuous
learning and professional development (f=12), being specific to teachers (f=7), determining successful and
unsuccessful teachers (f=4), and ensuring that experienced teachers receive more wages (f=2). On the other
hand, teachers found it negative in that it does not lead any benefits apart from an increase in income (f=37), it
separates teachers and disrupts the school atmosphere (f=29), it is a system based on memorized knowledge and
exams (f=26), the lack of continuity in the exam execution and the loss of rights. (f=22). Their views were also
negative about the regulation due to its discrediting the teaching profession (f=19), not changing teachers'
personal rights, status, authority and responsibilities (f=17), the exam anxiety and stress (f=14), reducing
teachers' performance (f= 13), the application of the exam and the curriculum at the wrong time (f=11), the
discrediting of graduate education, the opening of short-term and paid programs (f=10), the multi-stage
application processes (f=5), the exam lacking of a quality to measure the expertise in the classroom (f=4).
Besides, they stated their negative views on this regulation since they thought every teacher was an expert in
his/her field already (f=2).

Some of the positive and negative general views of the teachers about career steps are presented below
as direct quotations:

The teachers' statements below can be given as positive examples towards the regulation.

"This regulation enables teachers to learn continuously. These learnings also contribute to professional
development." (T15) "Professional development, continuous learning and renewal are indispensable for a
teacher. Therefore, this regulation can be seen as positive in terms of our learning and professional
development" (T38).

On the other hand, such statements below can be examples for teachers' negative views.

"As a result of this regulation, we will only have a salary increase. Apart from that, there are no benefits"
(T36). “Exam gives me anxiety and stress. What if I don't pass? What do my teachers and friends think? Such
questions increase my anxiety and stress™ (T43). "The fact that the conditions for application are multi-stage
makes it difficult to follow. | heard that there are teachers who miss these stages and become victims.” (T20).

Teachers' views about the requirements for exam application to be an expert and head teacher are given
in Table 2.

Table 2. The teachers' views about the requirements for exam application to be an expert and head teacher

Theme Categories Codes f
Contributing to renewal and development in the profession 8
Exemption of master's and doctoral graduates from exams 7
Requirements Positive Requirements are fine 5
for exam Academic and in-school studies being a criterion 3
application Having a requirement of 10-year service to become an expert teacher and 10-year
service as an expert teacher to be a head teacher 2

Negative  Requirement of working years being too long to become an expert and head
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teacher 28
Non-thesis and non-area master's degree holders being exempted from the exam 13
Existence of unnecessary criteria in professional working conditions 11
Obligation to follow a training program 8

As illustrated in Table 2, teachers' views about the conditions for applying to the expert and head
teacher exams are divided into two categories as positive and negative. Accordingly, teachers expressed a
positive view in terms of contributing to renewal and development in the profession (f=8), graduate and doctoral
graduates being exempt from exams (f=7), fine requirements (f=5), academic and in-school studies being
criteria (f=3), 10-year service to become an expert teacher and 10-year service as an expert teacher to become a
head teacher (f=2). Teachers expressed negative views about the application requirements in terms of the fact
that the minimum service year is too long to become an expert and head teacher (f=28), non-thesis and non-area
master's degree holders are exempt from the exam (f=13), there are unnecessary criteria in professional working
conditions (f=11), and they have an obligation to follow an education program (f=8).

Some of the positive and negative teachers' views about the requirements for applying for expert and
head teacher exams are presented below as direct quotations:

Such statements below can be given as examples for positive teacher views:

"... | also positively evaluate the fact that MA and PhD graduates do not take exams." (T29), "When the
application requirements are considered in terms of year, | think it is correct. | find it appropriate for someone
who has a master's degree or doctorate to be exempt from the exam..." (T38), "I think there should be an exam. |
also positively evaluate the lack of examinations for graduate and doctoral graduates.” (T5), "... I mostly find
the application requirements positive in terms of contributing to teachers' self-renewal and professional
development because a teacher who primarily tries to fulfill the professional duties stated in the application
conditions develops and renews himself/herself professionally.” (T14).

Such statements below can be given examples as negative teacher views:

"...1 do not find it correct to exempt non-field and non-thesis MA graduates. | am in the last semester of my
master's degree with thesis, and | cannot be exempt because | cannot finish it." (T47), "I do not understand the
obligation to follow the training program. If this practice depends on the teacher's request, it should not be
mandatory to follow a training program.” (T43), "I think the minimum ten-year of service is a long time. In the
application conditions, the ten-year requirement can be reduced.” (T16).

Teachers' views on the professional studies included in the expert and head teacher application
requirements are given in Table 3.

Table 3. Teachers' views on the professional studies included in the expert and head teacher application
requirements

Theme Categories  Codes f
| find professional studies positive 17

Positive Having a chance for every teacher to meet the application requirement
Professional among professional studies 9
studies Some criteria’s being unnecessary 14
Negative Difficulty in documenting and uploading previous works to the system 7
Creating a complexity of finding documents to prove professional work 5

As Table 3 shows, teachers' views about professional studies as a requirement for applying to the expert
and head teacher exams are divided into two categories as positive and negative. It was shown that, in terms of
the application criteria, the teachers found the professional studies to be positive with statements such as just
finding it positive (f=17), having a chance for every teacher to meet the application requirement among
professional studies (f=9), however, they found the application requirements negative stating that some criteria
are unnecessary (f=14), it is difficult to document and upload previous studies to the system (f=7), and that it
creates complexity of about finding documents to prove professional studies (f=5).

Some of the positive and negative teachers' views on the application requirements are presented below as
direct quotations:
These statements below are some positive teacher views:

"l find professional studies positive Professional studies are necessary for every teacher to fulfill his/her
profession and to ensure his/her personal and professional development. *(T42), "I find it positive in terms of
encouraging teachers to work professionally.” (T20).

The statements below are the teachers' negative views:
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......... There was a complete confusion in documenting and uploading our previous works to the system. In
addition, there were difficulties in proving some of the studies.” (T6), "I did many studies, but some of them
remained in my old school. How do | document them? This is very difficult.”" (T51).

Teachers' views on the training program applied to take the expert and head teacher exam are given in
Table 4.

Table 4. Teachers' views on the training program applied to take the expert and head teacher exam

Theme Categories  Codes f
Positive Refreshin_g our knowledge 5
Presentation of current approaches 2
The way the training program is presented is monotonous 3
The content of the training program is very detailed and academic 2
Program duration is too long, watching time is short 2
Unnecessary information 2
Not contributing to professional development 2
The training program's not contributing to in-class teaching practices 1
Failure to support the training program with real-life or educational sample
Traini Failure to provide practical suggestions for implementation 1
raining . o
Program _ Obligation to watch the training program 1
Negative Providing the same trainings to teachers in all branches and levels 1
Inclusion of non-area information in the program 1
Insufficient training program 1
Being prepared in a hurry 9
Having us be seated in front of the screen for a long time 7
Being boring 7
Having too many theoretical expressions 5
Fitting the training program and exam schedule into a short period of time 4
Leading to loss of time 2
Having an abstract and complex training program mod 2

As demonstrated in Table 4, teachers' views about training program as a prerequisite of applying to the
expert and head teacher exams are divided into two categories as positive and negative. While the teachers
expressed positive views about the training program in terms of its refreshing the knowledge (f=5) and
presenting current approaches (f=2), their views were negative due to the monotonous style of presentation
(f=32), detailed and academic content of the training (f=28), long duration of program with a limited time for
watching (f=24), unnecessary information (f=21), not contributing to professional development (f=20), not
contributing to in-class teaching practices (f=18), the content not being supported by real-life or educational
sample practices (f=16), not providing practical suggestions (f=16), the obligation to watch the training (f=14),
giving the same trainings to teachers in all branches and levels (f=13), non-area information (f=11), insufficient
training program (f=10), being prepared in a hurry (f=9), being seated in front of the screen for a long time
(f=7), being boring (f=7), having too many theoretical expressions (f=5), fitting the training and the exam
calendar into a short period of time (f=4), leading to loss of time (f=2), having an abstract and complex training
program module (f=2).

Some of the positive and negative teachers' views about the training program are presented below as
direct quotations:

These statements are positive teachers' views on the related construct:

"The topics in the training program enabled me to remember my knowledge and learn up-to-date information.
| find them positive because some subjects provide current education approaches. "(T22), "I had the opportunity
to refresh myself with the training program. Because it's been many years since | graduated as | am a senior
now. Although | attended professional trainings, | could not reach such detailed and comprehensive
information." (T18).

On the other hand, following statements are examples of negative views of the teachers on this issue:

"The training program is very detailed and academic, and there is a lot of information unrelated to the field. |
found it uniform, boring, and tiring." (T10), "The training program should not be common to all branches. The
program is very comprehensive, tightly packed with intense detail." (T32), "There are too many unnecessary
details. There is a lot of detail on some issues. | think that these are not necessary in this era when it is so
easy to access information."” (T2), "I think that the program does not contribute to my professional
development since it does not include sample practices that can contribute to the educational activities of
teachers in the classroom." (T49).
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Teachers' suggestions for regulation of teaching career steps are given in Table 5.

Table 5. Teachers' suggestions for regulation of teaching career steps

Theme Categories Codes f
Carrying out a career regulation according to seniority without an exam 41
Conducting the exam every year 36
Combining horizontal and vertical careers, including promotion 33
Contributing to teachers' personal rights, status, level, stage and additional
indicators in addition to the salary increase 32

Granting to be an expert teacher to the MA graduates and head teacher to the PhD
graduates in their field or educational sciences without minimum working-year

requirement provided that the candidacy stage has been completed 29

Elimination of the loss of rights of the teachers who, in this process, cannot take
General the exam that has not been done for a long time 25
Suggestions  Removing the exemption of postgraduate education that are not field-related or in

educational sciences 23

Creating a system in which all studies are scored and evaluated by dividing
training, exam, professional studies, activities and achievement certificates into
certain percentages 17
Teachers who meet criteria such as academic studies (books, articles, etc.),
projects, and success in sports and artistic fields can become specialists and head

Suggestions teachers without requiring years 11
Extending the salary increase brought by the regulation to retirement as well 6
Being a scoring-based system by scoring the teachers' studies 3
Updating the content and presentation of the program 28
Preparation of programs specific to the different branches 24
Extension of the implementation period of the program 19
- Including the trainings that teachers really need and giving the teachers
Training ; e
Program opportunity to choose among these trainings _ _ 16
Evaluating the program at regular intervals after each time and averaging all
evaluation scores 11
Making the program face-to-face 9
Giving some sample guestions at the end of each topic in the program 4
Having a system based on increasing the level of meeting the professional
Professional ~ working criteria 6
Studies Making the implementation based on professional studies 2
Expansion of professional working criteria 1
Application ~ Reducing the duration of service in expert and head teacher application
Requirements requirements 14

As shown in Table 5, the suggestions of teachers for the implementation of teaching career steps are
collected in the categories of general suggestions, training program, professional studies and application
requirements Teachers' views under the general suggestions category are as follows: carrying out a career
regulation according to seniority without an exam (f=41), conducting the exam every year (f=36), combining
horizontal and vertical careers, including promotion (f=33), contributing to teachers' personal rights, status,
level, degree and additional indicators in addition to salary increase (f=32), granting to be an expert teacher to
the MA graduates and head teacher to the PhD graduates in their field or educational sciences without minimum
working-year requirement provided that the candidacy stage has been completed (f=29), elimination of the loss
of rights of the teachers who, in this process, cannot take the exam that has not been done for a long time
(f=25), removing the exemption of postgraduate education that are not field-related or in educational sciences
(f=23), creating a system in which all studies are scored and evaluated by dividing training, exam, professional
studies, activities and achievement certificates into certain percentages (f=17), teachers who meet criteria such
as academic studies (books, articles, etc.), projects, and success in sports and artistic fields can become
specialists and head teachers without requiring years (f=11), extending the salary increase brought by the
regulation to retirement as well (f=6), being a scoring-based system by scoring the teachers' studies (f=3).

Some of the general views of teachers about career steps are presented below as direct quotations:

"There are colleagues who have master's and doctorate degrees. These people have completed their education
by going through difficult processes. Especially teachers who have completed their postgraduate education in
the field of education should be ensured to be expert and head teachers without the requirement of a year."



Ertiirk 184

(T40), "The career steps exam has not been held for a long time. During this period, many of colleagues,
including myself, waited for the exam to be held. However, since the exam was not held, that period caused the
loss of rights. For this reason, these periods should be taken into consideration and the loss of rights should be
eliminated. " (T23), "The exam should be held every year, when the exam is not held every year, this causes loss
of rights.” (T1).

Teachers' suggestions for the training program are as follows; updating the content and presentation of
the program (f=28), preparation of programs specific to the different branches (f=24), extension of the
implementation period of the program (f=19), including the trainings that teachers really need and giving the
teachers opportunity to choose among these trainings (f=16), evaluating the program at regular intervals after
each time and averaging all evaluation scores (f=11), making the program face-to-face (f=9), giving some
sample questions at the end of each topic in the program (f=4).

Some of the teachers' views about the training program for teaching career steps are presented below as
direct quotations:

"The teacher should be able to follow the subjects they need among the subjects in the training program and
should not be obliged to follow all subjects." (T49), "If this system is to be continued, a completely different
content should be chosen. That content should be guiding so that teachers can renew and improve themselves
with the ‘necessary’ information that will broaden their horizons, feel equipped, and produce quality ideas.
In short, the content of the program should be updated.” (T19), "It would be better if the training is held face-
to-face. because watching video tutorials prevents us from asking questions.” (T22).

It was found out that teachers' suggestions for professional studies were as follows: having a system
based on increasing the level of meeting the professional working criteria (f=6), making the implementation
based on professional studies (f=2), expanding the professional work criteria (f=1). Besides, their suggestions
for application requirements were as follows: reducing the service time, which is an application requirement for
expert and head teacher (f=14).

Some of the teachers' views about the professional studies and application requirements for teaching career
steps are presented below as direct quotations:

"Instead of an exam-based system, it would be better to increase the number of fulfillment of professional work
in the application requirements. Because professional studies consist of activities that expertise the teacher."
(T46), "Having a system based on professional studies will enable teachers to work more diligently.” (T37).

Conclusion, Discussion and Recommendations

This section includes the study findings, discussion, comments and suggestions about the results pertaining to
findings within the scope of the literature.

According to the findings, teachers' views on career steps were grouped under the themes of general
opinions, exam application requirements, professional studies and training program. Teachers' general views on
career steps are both positive and negative. Teachers think positivetly about the regulation of career steps in
terms of continuous learning and professional development, being specific to teachers, determining successful
and unsuccessful teachers, and ensuring that experienced teachers receive more salary. It is a significant finding
that teachers think in positive way about the regulation in terms of learning and professional development.
Because, despite many negativities, teachers' thinking positively about the practice in terms of ensuring their
professional development and learning can be considered as an opportunity to ensure their professional
development. Thus, it will be easier to increase the professional qualifications of teachers and the quality of
education, provide quality teaching services to students, achieve success in the regulation, and contribute to the
development of teachers. As a matter of fact, Demir (2011) Kaplan and Giilcan (2020), Turan Cimbiz and
Kiigiiker (2015) reached results that support this research.

According to findings of the current study, it is remarkable and important to consider that teachers
think that the regulation of career steps separates teachers, disrupts the school atmosphere, discredits the
teaching profession and postgraduate education due to the short-term paid graduate programs, creates stress, and
reduces teachers' performance. Such a regulation is expected to increase the reputation of the teaching
profession, the importance of postgraduate education, the teachers' willingness of work and performance,
improve their status, take more responsibility and develop themselves. However, it leads to negative results
instead, which makes it necessary to take urgent actions and revise the existing regulation. In this respect,
teachers must be able to fulfill their duties and responsibilities in a positive and peaceful school climate in
cooperation to have a successful education system. It could be very difficult for teachers working in a negative
atmosphere to provide qualified education. The quality of teachers' relationships with each other is effective in
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creating a peaceful and positive atmosphere in the school. The quality of these relationships in creating a
positive school environment also contributes to create a positive learning and teaching environment (Sisman &
Turan, 2004). Peaceful and positive school atmosphere positively increases student success, maximizes the
morale, and ensures a positive working learning condition (Wei, 2003). A negative environment, on the other
hand, could lead to students' alienation, teachers' indifference to each other and their students, the school
principal's resistance to change, authoritarian management style and lack of communication with teachers (Ellis,
1988). For this reason, it will have positive effects on the teachers' performance to avoid all kinds of practices
that may negatively affect the school atmosphere or revise them by eliminating their deficiencies. Morover, it
could be stated that it will be very difficult for teachers to fulfill their duties under the stress and anxiety caused
by career practice as constant anxiety can negatively affect teachers' performance by causing stress. Obviously,
teachers with low performance will negatively affect student success.

The discrediting of postgraduate education by the regulation of career steps is against the purpose of
the application. In this sense, for the application to be more useful, it is necessary to take the necessary measures
to ensure that teachers have postgraduate education in educational sciences or field-related area. In this respect,
as the postgraduate education provides an exemption from the exam, many teachers have turned to non-thesis
master's degree in the field, and even distant short-term postgraduate education programs have started to be
opened for a certain fee. Therefore, this situation has led to a damage to the reputation of postgraduate
education, which includes long-term course and thesis period. In the literature, there are studies that support the
results of this research (Demir, 2011; Giimiiseli, 2005; Celikten, 2008; Akgiindiiz, 2022; Urfali, 2008; Ozan &
Kaya, 2009; Kaplan & Giilcan, 2020; Ural, 2011; Bakioglu & Banoglu, 2013; Nartgiin & Ural, 2007).

The findings show that the teachers are open to learning and professional development regarding
their evaluations of the application requirements as contributing to professional renewal and development. The
teachers view positively that academic and in-school studies are included in the application requirements, so this
will contribute them to work more diligently. Educational activities are complete in that they include not only
the class level but also the school. Therefore, the teachers’ positive views will ensure both the increase of their
individual effort and their participation in school activities, and this will increase their productivity of the
school-wide activities and projects.

The findings have also revealed that except for technical problems such as finding the documents
and uploading documents to the system, teachers view it positively to include their professional studies as
required by the application criteria. Professional development is the most important variable determining teacher
quality (Hamdan & Lai, 2015). It will be important for teachers to organize and implement professional studies
in a planned and systematic way since professional development is a long process which includes systematically
planned opportunities and experiences (Guskey, 2000; Wells, 2014) to improve their teaching techniques,
expand knowledge of the field, and take responsibility for educating students in line with the needs of the future
society in the light of the latest information (Hoque, Alam & Abdullah, 2011). As a matter of fact, it can be said
that the most important factor in the progress and promotion of societies to the level of development is the
presence of qualified teachers since it is very important for teachers to provide quality education.

Teachers find the training program positive in terms of updating their knowledge and presenting up-
to-date approaches; however, they find it negative because the training program is presented in a monotonous
way, the content is very detailed and academic, the program duration is very long and the watching time is short.
Giving the same trainings to teachers in all branches and levels, there is unnecessary information, it does not
contribute to professional development, and the education program does not contribute to the teaching practices
in the classroom. In the career steps regulation, the basis of which is to ensure the professional development of
teachers, the training program should be watched and listened to by the teachers with enthusiasm. It is expected
that the training that teachers listen and follow with enthusiasm will contribute more to teachers. In the 21st
century, when technological opportunities are increasing rapidly, the preparation of educational programs in a
way that will attract the teachers’ attention and increase their motivation rather than uniformity, and the
participation of teachers in the program with web 2.0 tools and the opportunity for two-way communication will
facilitate to achieve the program objectives.

According to findings, teachers' suggestions for the regulation of teaching career steps are grouped
under general suggestions, professional studies and application requirements. Thanks to the career steps system,
teachers are offered the opportunity to advance in their professions based on their success, productivity and
performance (Cakiroglu, 2006, as cited in, Giindogdu & Kiziltag, 2008). In this context, teachers’ suggestions
should be taken into consideration, which is very important for the success of the application. For example, the
continuity in the career steps exam will prevent the loss of rights and increase the teachers’ interest in
professional development studies. Teachers will take up graduate education, and their productivity and
performance will increase in project, sports and art activities. In addition, the evaluation of various factors
within the scope of graduate education-such as examinations, professional studies, participation in activities, and
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certifications-will enhance teachers’ professional qualifications. As a matter of fact, these results are in the same
line with the stated findings in the literature. Kaplan and Giilcan (2020) stated that other performance criteria
should be used apart from the exam to rise in the career steps. Also, Bakioglu and Banoglu (2013) expressed
that performance evaluation methods that can be applied outside the exam should be brought to the agenda as
soon as possible. In a similar vein, it could be postulated that the correct management of career planning and
processes and utilizing a contemporary and multifaceted approach including the promotion in profession and
horizontal career will emerge positive and important results in many respects. Received by the teacher, etc. will
enable teachers to operate in many areas and to develop professionally. In fact, career is also socially important
because it enables interaction and integration with many people and gives individuals a status in society in
addition to the income that meet the physiological needs of individuals. Career which has an important place in
psychological job satisfaction and the development of personality also offers the individual the opportunity to
attain more prestige (Sag, 2004). As a matter of fact, Akgay (2005) proposed a career system of horizontal
quality and emphasized that the teaching profession system is structured under the influence of the traditional
career understanding, thus, feeling the effect of the contemporary career approach late. He also indicated that
there are fewer high positions in teaching, so this situation makes the career system less dynamic, and that the
lack of horizontal career opportunities causes the profession to be influenced by the main teaching
understanding in the profession. In this sense, considering that there are fewer vertical career opportunities in
the teaching profession, it can be said that it would be correct to apply a multifaceted career approach that
includes promotion in duty and horizontal career. In this regard, Kaplan and Giilcan (2020) stated that experts
and head teachers could be given priority in the transition to school directorate, inspectorate and branch
directorate. In addition, Erdogmus (1999) emphasized that career should be handled with a new understanding
beyond being an organizational phenomenon, and that career is a phenomenon that is largely shaped by the
responsibility of the individual but supported by the organization (as cited in, Ural, 2011). Therefore, a
multifaceted career approach which is important for the individual to try to learn with self-enthusiasm for rapid
adaptation to changing conditions, that provides the opportunity to be more motivated by protecting personal
ideals and principles (Hall, 2004), and that involves the individual development by relying more on their
relationships and experiences (Deniz, 2009) stands out. In a multifaceted career approach, the goal is
psychological satisfaction, which includes the feeling of success and self-confidence that comes with the
fulfillment of goals in life. Psychological satisfaction gives the individual more movement and autonomy. In the
literature, there are studies that support the results of this research (Bakioglu & Banoglu, 2013; Demir, 2011;
Kocakaya, 2006; Dagli, 2007; Boydak-Ozan & Kaya, 2009; Aydin, 2007; Ural, 2007).

Considering the teachers' suggestions for the education program in the research; the career steps
regulation should be reviewed with the participation of all stakeholders, and it could be put forward that the
application method and the training program will become more feasible with the improvements to be made in
the context of professional studies and application requirements. The leading problem of teachers in developed
and developing countries has emerged as lack of motivation (Crehan, 2016). According to their own success and
work, the teacher can be motivated to learn and improve himself/herself by reaching the next career step
(Kaplan & Giilcan, 2020). The creation of teacher career steps will help to recruit high-performing individuals
and train excellent teachers by supporting and rewarding the teacher's continuous professional and leadership
development through different roles and responsibilities. Teaching career steps will transform schools into
professional work organizations, building the infrastructure to support a stronger and ever-evolving teaching
profession, which over time will ensure a strong profession, high levels of student success, as well as a shift
towards high-performing and equitable school systems across the country (Yang Keo, 2016), thus, increasing
the motivation of teachers. Therefore, the regulation of career steps could be revised and made more feasible,
making it an important force in increasing the teachers’ motivation. There are also researches in the literature
that offer suggestions for the teachers’ career development (Tiimkaya,1996; Ugan, 2001; Alkan, 2000; Ural,
2011).

To conclude, the economic benefit of the career system, teachers expect it to contribute to personal
rights, status, additional courses, grade and level progression, and additional indicators. Despite the negativities,
the regulation of career steps is a very important action in terms of the professionalism of the teaching,
increasing its reputation and ensuring the professional development of teachers. In this sense, the career steps
regulation should be revised without losing time. A long-term system should be established in which all
processes that will contribute to the professional development of teachers are evaluated rationally and the results
of these evaluations should be directed for the teachers’ support and development.

In line with the study findings, the following recommendations have been developed:

1- A system including comprehensive evaluation should be established in which all studies are
scored and postgraduate education, examination, professional studies, activities, audit results and success
certificates are evaluated by dividing them into certain percentages.



AUJES (Adiyaman University Journal of Educational Sciences) 187

2- The salary increases and personal rights brought by the application should also be extended to the
retirement. A contemporary, multifaceted career system including promotion in the profession and horizontal
career should be implemented in addition to salary increase.

3- Reducing the requirements of ten years of work to become an expert teacher and head teacher
after expert teacher will motivate teachers more.

4- These periods should be added to the ten-year and twenty-year periods to compensate for the loss
of rights and sixteen years of service of teachers who have not been able to take the exam which has not been
held since 2006.

5- In addition to the common topics that concern all teachers, teachers could have special training
content for their own field. The content of the training program could be redesigned to contribute to teachers' in-
class activities. In addition to theoretical knowledge, examples of classroom practice including innovative and
integrated approaches should also be included.

6- Continuity should be ensured by holding the exam every year.

7- It can be ensured that those who have obtained a master's degree in their field and in educational
sciences, provided that their candidacy is approved, can be appointed to the position of expert teacher without
the necessity of having spent a number of years in the role. Furthermore, those who have completed a PhD can
be appointed to the position of head teacher.

Limitations

The results of the research are limited to the questions in the semi-structured interview form prepared within the
scope of the research and the opinions of the 52 teachers in the study group on these questions.
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Abstract

This study aims to predict the level to which classroom teachers' program literacy explains their program
evaluation level, utilizing the "Program Literacy Scale" developed by Bolat (2017) and the "Program Evaluation
Scale" developed by Bas (2016). Additionally, we seek to determine the impact of participant demographics,
including gender, age, seniority, and faculty type graduated, on these skills. We employed a quantitative
research method with a scanning design and a random sampling approach. The study involved 380 classroom
teachers from state schools during the 2023-2024 academic year. We analysed the obtained data by using
descriptive analyses, independent t-tests, ANOVA tests, Tukey's HSD test, and Simple Linear Regression.
Analysis revealed significant differences (p<.05) in program literacy based on teacher age, seniority, and faculty
graduation. Additionally, program evaluation skills differed based on gender, seniority, and faculty graduation
factors. Importantly, the study found that program literacy positively predicted the level of program evaluation
skills. These results suggest a link between teachers' program knowledge and their capability to evaluate
program effectively.

Key words: Program evaluation, Program literacy, Classroom teacher
Introduction

Educational environments are considered to play a crucial role in enabling individuals and societies to adapt to
the developments and changes experienced in economies (National Research Council, 2011). Educational
programs, on the other hand, require innovation to cultivate students who can respond to these changes and
contribute to them (Smith, 2015). Since 2000, the PISA exams have been conducted worldwide to reveal the
economic levels, socio-cultural characteristics, basic mathematics, reading, and science competencies of
educational systems (OECD, 2023a). According to this exam, Finland, Japan, and Hong Kong are ranked at the
top. When Steiner, Magee, Jensen, and Button (2018) investigated the reasons behind these countries' high
rankings, they found that they provided high-quality in their educational systems and possessed well-designed
programs.

Programs comprised of aims, content, learning-teaching processes, and assessment-evaluation sections,
function as a roadmap that defines the standards and determines progress within the educational system that will
be implemented nationwide (Cetinkaya & Tabak, 2019; OECD, 2023b). Programs also contribute to directing
the teaching and learning process, cultivating qualified individuals, ensuring societal development, and
enhancing the quality and efficiency of education. By doing so, they emerge as a significant prerequisite for the
realization of high-quality education and instruction (Cetinkaya & Tabak, 2019; Ozdemir, 2012). The
components within programs address the following questions:

Aims section: "Why?"

Content section: "What?"

Learning-teaching process section: "How?"

Assessment-evaluation section: "To what extent?" (Demirel, 2020).

The effectiveness of programs heavily relies on the teachers' abilities to interpret, implement, and
evaluate these programs. Teachers who lack sufficient knowledge and skills might not be able to fully realize
the programs' aims, which could negatively impact the overall success of the educational system. Even though
programs might be very well-designed theoretically and delivered to teachers for implementation, discrepancies
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might likely arise in practice. To address these issues and ensure a more effective application of theoretically
sound programs, teachers require a specific set of skills related to programs. The skills expected from teachers in
comprehending the programs employed in cultivating the human resources needed by the 21st century are also
transforming. According to the report prepared by the Teacher Training and Development Directorate (TTDD)
within the Ministry of National Education (MoNE) in 2017, teachers need to possess the following.

Professional knowledge: Subject matter knowledge, educational theory and practice knowledge, and
relevant laws and regulations knowledge,

Professional skills: Planning instruction, creating learning environments, managing the teaching and
learning process, and assessment and evaluation,

Attitudes and values: National, spiritual, and universal values, student approach, communication and
cooperation, and personal and professional development values.

Competence in educational planning, on the other hand, is described as the ability to prepare plans
following the instructional programs, make economic plans during the teaching process, consider students'
differences, and consider spiritual values when planning the process (MEB, 2017). Program literacy skills, in
this respect, are among the fundamental skills of a teacher (Bolat, 2017). The level of program literacy of a
teacher is considered important enough to allow for interpretation of the teacher's readiness for the profession
and professional performance (Esen-Aygiin, 2019; Siigtimlii, 2022).

Program literacy is defined as the ability of teachers to understand the concepts related to the program,
take the initiative to make necessary changes, and observe the elements of the program (Tanas & Murat, 2023).
Schroeder and Curcio (2022) define program literacy skill as the integration and use of materials specific to this
century in lessons, while Modiba and Van Rensburg (2009) express it as the ability to make necessary changes
in a program that disregards cultural differences. Based on these definitions, the skill of program literacy can be
defined as the ability of teachers to understand the dimensions of programs, adapt them to the target group of
students when it is understood that changes are needed, and create feasible programs by making necessary
adjustments.

According to Moon et al. (2021), providing the same education to teacher candidates in different
branches related to university education programs is quite problematic. It is not possible to speak of a common
program literacy skill for all branches of education programs. In this sense, the program literacy skill varies
from one course to another. For example, the program literacy skill of the mathematics branch may differ from
the literacy skill of another branch (Moon et al., 2021). Despite the differences between branches, program
literacy skill emerges as an important skill that all teachers need to possess for the successful transfer of
programs. Another skill necessary for the success of educational programs is program evaluation.

The failure of programs, which are aimed at training the desired workforce for countries to achieve
prosperity, leads to the training of an unqualified workforce and individuals who cannot respond to the
conditions of the era. The understanding of the importance of evaluating programs has emerged because of the
negative consequences experienced in history. Experts concluded that economic crisis and depression in
America are due to insufficient programs. For this reason, experts needed to evaluate education programs to
prevent such negativity in the future (McCormick & James, 1988). In the UK, the process of evaluating
education programs emerged due to increasing suspicions about universities (Leathwood & Phillips, 2000). In
Tiirkiye, program evaluation began with the method and implementation report on the 1948 Primary School
Program (Turgut, 1983). Nowadays, the evaluation of education programs is managed through scientific
processes by consulting various sources. Among these sources are programs used by different countries,
academic studies, constitutions, legislation, development plans, government programs, Ministry of Education
survey result reports, commission reports, and special reports requested from faculties (Aglar et al., 2024a). In
Tirkiye, it is considered important for programs to be evaluated scientifically, effectively, and collaboratively to
ensure that programs are up-to-date, effective, and successful (Aglar et al., 2024b; Ozdemir, 2009).

To reach their aims and meet current needs, programs need to be continuously developed and
evaluated. In this context, various program evaluation models have emerged over the years. These models differ
according to the emphasis they place on program dimensions. According to Demirel (2020), the main program
evaluation models are shown in Table 1. The developers of program evaluation models, their years of
emergence, and their key features are shown in Table 1.



Aglar & Arslan 192

Table 1. Main program evaluation models

Model Developer Year Main Feature of the Model
Objective-based evaluation R. Tyler 1933- Looks at both the effectiveness of aims and
model 1941 teaching experiences.
Provus' discrepancy approach M. Provus 1966 Measures the difference between program
evaluation model standards and action.

Metfessel-Michael evaluation ~ N. Metfessel & 1967  Evaluation is done with pluralistic participation.

model J. Michael Aims are identified from general to specific and
evaluated.
Congruence-contingency R. Stake 1967 It examines the congruence between the design
model of stake and output. Regular evaluation is essential.
Stufflebeam’s context, input, Stufflebeam 1971 Evaluation is conducted at every stage of the
process, product (CIPP) program.
model
Stake’s responsive evaluation Stake 1974 It focuses on the processes rather than the
model outcomes of the program.
Eisner’s educational criticism Eisner 1979 It consists of description, interpretation, and
model evaluation by expert individuals.
Stufflebeam macro evaluation Stufflebeam 1983 Planning, structuring, implementation, and
model feedback decisions are made.

As seen in Table 1, program evaluation models have emerged in the historical process. These models
highlight various aspects of programs and are designed to meet dissimilar needs. This demonstrates the
importance and diversity of program evaluation. Given the importance of evaluating programs, which are of
such significant importance, it is accepted that teachers who are the implementers of these programs should have
the program evaluation skills to decide on:

- The appropriateness of the aims specified in the program,
- Suitability for the needs of students, society, and the day,

- Teaching-learning processes,

- Assessment-evaluation tools and materials,

- The product or outcome obtained from the program,

-The program’s aims and expectations,

- Whether the program meets the objectives or expectations.

The final stage of the program development process is the program evaluation dimension (Aglar et al.,
2024a). Program evaluation, which makes the education process visible and provides a report on its quality,
aims to respond to the needs of policymakers, administrators, and other sectors of society by identifying areas
that need to be developed in terms of content, method, material, teaching-learning process, and assessment-
evaluation (Bharvad, 2010). The program evaluation skill to be used in this process is considered an important
skill that reveals the deficiencies, errors, and points to be revised in a program and assists in the reorganization
of the program (Demirtag, 2017).

Teachers' ability to teach and evaluate topics covered in programs seems to be possible only through
program literacy and program evaluation skills. Especially for classroom teachers who assume responsibility for
all subjects at the elementary school level and are the main implementers of the program, it is considered
critically important for them to have sufficient knowledge and skills in program literacy and program
evaluation. Therefore, it is important to determine the impact of teachers' program literacy and program
evaluation levels on their explanatory abilities.
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Research Objective

Research shows that teachers who have a deep understanding of program literacy and program assessment skills
are more likely to align their teaching practices with the program, which helps the teacher improve student
learning outcomes, select the most appropriate materials and methods to use in the course, and identify student
needs (Bharvad, 2010; Oner & Cirik, 2023).Conversely, teachers with limited program literacy and program
assessment skills may struggle to effectively support their students' academic progress (Bharvad, 2010; Steiner
et al., 2018). With this study we aim to predict the level to which classroom teachers' program literacy explains
their program evaluation level, utilizing the Program Literacy Scale (CLS) developed by Bolat (2017) and the
Program Evaluation Scale (CES) developed by Bas (2016). Additionally, we seek to determine the impact of
participant demographics, including gender, age, seniority, and faculty type graduated, on these skills.

Contributions to the Scientific Literature

There is no study in the literature investigating the relationship between program literacy and program
evaluation. However, studies state that program literacy will shed light on the development and evaluation of
educational programs (Akmoglu & Dogan, 2012). At the same time, program literacy is considered a
prerequisite for the evaluation of programs. Kiicliktepe and Kerimoglu (2021) state this situation as teachers
with low program literacy cannot evaluate the program correctly. Examining the knowledge and skills of
classroom teachers in program literacy and evaluation is a crucial step toward improving the overall success of
the education system and students’ learning. We expect that this research will play a significant role in
determining the level of knowledge and skills in this area and contributing to developments in this field.

Method

We provide information on the method, design, population, sample, data collection tools, data collection
process, and data analysis of the research in this section.

Research Method

In this study, we preferred a survey design as a quantitative research method. The survey design allows for the
quantitative expression of general trends, attitudes, or opinions towards the population obtained from the sample
selected from within the population (Creswell, 2013). Additionally, the survey design allows for economic data
collection in studies where the population is large, and cross-sectional or longitudinal data collection is preferred
(Fowler, 2014).

Population and Sample

The population of the study consists of classroom teachers working in primary schools in Tiirkiye. We
determined the sample group of the study by using the random method, also known as random sampling. Care
has been taken to ensure that each unit in the population is included in the research without hindering each
other, which is one of the greatest advantages of the random method (Dawson & Trapp, 2001; Sharma, 2017).
Statistical analyses have not been conducted in determining the sample, which allows for the rapid progression
of the process, and any errors can be easily corrected (Giirbiiz & Sahin, 2018).

The sample of the study consists of 380 (144 female - 236 male) primary school teachers working in
schools affiliated with the Ministry of National Education in a city located in the Inner Anatolia region of
Tiirkiye during the 2023-2024 academic year. During the period when the study was conducted, there were 1088
classroom teachers in the city center, and 139 of them were not actively teaching in the classroom due to their
administrative duties. The universe of the study consisted of 949 teachers. Considering the sampling error of d=
+ 0.03 at the significance level of 0.05, it is seen that a number above the minimum number (min=244)
(Yazicioglu & Erdogan, 2014) was reached from this universe. The demographic data of the sample are
presented in Table 2.

Table 2. Demographic data of the sample

Variables f %
Female 144 37.9
Gender
Male 236 62.1
20-30 72 18.9
Age 31-35 20 5.3

36-40 70 18.4
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41-45 50 13.2

46-50 74 195

51+ 94 247

1-5 64 16.8

6-10 26 6.8

11-15 32 8.4

Years of Experience 16-20 58 153
21-25 78 205

26-30 76 20.0

30+ 46 121

Faculty of Education 304 80.0

University Graduation Faculty of Science and Literature 32 8.4
Other Faculties 44 11.6

As seen in Table 2, more than half of the participants in the study are male. The highest participation in
the sample is from the age group of 51 years and above, while in terms of years of experience, the highest
participation is from teachers with 21-25 years of experience. Additionally, eight out of ten of the participants
graduated from the education faculty.

Data Collection Instruments of the Study

The variables to be examined to determine teachers' levels of program evaluation and literacy are gender, age,
teaching experience, and graduated faculty. In this study, we collected the data by using the "Program Literacy
Scale (CLS)" developed by Bolat (2017) and the "Program Evaluation Scale (CES)" developed by Bas (2016).

Program Literacy Scale (CLS): Developed by Bolat (2017), consists of a total of 29 items in the
reading (15 items) and writing (14 items) sub-dimensions. In the scale development study, the reliability of the
reading sub-dimension was .88, the writing sub-dimension was .91, and the overall scale reliability was .94. In
this study, the reliability of the scale is .96 for the reading sub-dimension, .96 for the writing sub-dimension, and
.98 for the overall. The scale, prepared in a five-point Likert type, is rated as "Strongly Agree" and "Strongly
Disagree.” A minimum of 29 and a maximum of 145 points can be obtained from the scale.

The Program Evaluation Scale (CES), developed by Bas (2016), consists of 35 items across four sub-
dimensions: aim (10 items), content (10 items), teaching-learning process (TLP) (10 items), and assessment-
evaluation (AE) (5 items). In the scale development study, the sub-dimension reliabilities were as .89/.88/.87
and .78, respectively, the overall reliability of the scale was determined as .92. In this study, the reliabilities of
the sub-dimensions of the scale are as .88/.91/.93/.83, and the overall reliability of the scale is .97. The scale,
prepared in a five-point Likert type, is rated as "Strongly Agree" and "Strongly Disagree." A minimum of 35
and a maximum of 175 points can be obtained from the scale. Descriptive statistics obtained for CLS and CES
in this study are presented in Table 3.

Table 3. Descriptive statistics for CLS and CES

) Item Item Skewness Kurtosis  Cronbach
Min Max
n < mean  mean SS Alfa
score  score
(1-5) (100)
CLS
Reading 380 15 75 61.24 4.08 81.65 9.48 -1.017 1.646 .964
Writing 380 14 70 57.25 4.09 81.79 9.3 -.787 .982 .960
Total 380 29 145 11849 4.09 81.72 1761 -.958 1.688 975
CES

Aim 380 10 50 35.56 3.56 7112  6.70 -.789 782 .882
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Content 380 10 50 35.81 3.58 71.62  6.88 -.816 913 910
TLP 380 10 50 34.05 3.41 68.10 7.64 -.729 217 .928
AE 380 5 25 16.76 3.35 67.04 3.95 -.559 -.077 .827

Total 380 35 175 122.70 351 70.11  23.50 -.813 .660 970

According to Table 3, participants have a prominent level of program literacy skills based on the total
score obtained from CLS (81.72 > 70), and the general evaluation of primary school programs indicates that
they are sufficient (70.11 > 70). Participants obtained the highest scores in the writing sub-dimension of CLS
with 81.79 points, while in CES, they achieved a score of 71.62 in the content sub-dimension. The reliability
values obtained from the two scales, CLS (.975) and CES (.970), are quite high.

Data Collection Process

We prepared a list of 63 primary schools affiliated with the Ministry of National Education (MoNE) in the city
centre, and we printed the names of the schools on separate pieces of paper and put them into a bag. Then, we
randomly drew the names of 33 primary schools from the bag and noted them down. Subsequently, we visited
the selected schools, where we presented a presentation explaining the purpose, method, and contribution of the
study to the field to potential participants. Any questions related to the research were answered, and photocopies
of the scales were distributed by hand. We ended the data collection process of the research for 21 days, and at
the end of this process, we collected the data from 380 primary school teachers who provided voluntary consent
by reading and approving the informed consent form. Then, we transferred the collected data to the SPSS 26
program for data analysis.

Data Analysis Process

We transferred the data to SPSS 26 program in one day. We checked the 380 scale one by one, but there were
no incorrect filling or missing value, then we checked with SPSS 26 program, but we did not encounter any
extreme outlier within them. Then, we checked the normality values of the entire scale and its sub-dimensions.
We examined recreation assumptions. We determined that there was a simple linear relationship, normality was
at an acceptable level and there was covariance. In this context, we checked the assumptions. Initially, we
examined the frequencies and percentages of the participants, followed by the interpretation of the scores
obtained by the participants from the sub-dimensions and total scores of the scales based on the variables of
gender, age, seniority, and faculty. When we encountered significant differences between groups, the
determination of which groups exhibited these differences was found. Finally, we examined the skills related to
the CES sub-dimensions based on the scores obtained from CLS, and we presented the findings in tables. We
conducted descriptive statistics in the research, followed by checking the normality of the scale. As the scales
did not meet the normality assumption, we examined skewness and kurtosis values. We observed that these
values were within a range that could be considered flexible (Table 2), and thus, we deemed the use of
parametric tests appropriate. In the analysis process, we used independent t-tests for pairwise comparisons
employed one-way ANOVA for comparing multiple groups, and applied Tukey's test for post hoc multiple
comparisons. Finally, we conducted a simple linear regression analysis to determine the level of predicting CES
sub-dimensions based on the scores obtained from CLS.

Ethics Approval

We initiated the data collection process after the ethical approval decision numbered E-50704946-100-363551
dated November 27, 2023, by the Ethics Committee of the Faculty of Education at Sivas Cumhuriyet
University.

Findings

We present the findings obtained from the analysis of the data collected from the participants in the research in
this section in tables, according to the objectives of the study.

Table 4 presents the t-test results regarding gender in CLS and CES scores by sub-dimensional and
overall.
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Table 4. t-test results of regarding gender in CLS and CES scores

Gender n X Sd T Df p
. Female 144 61.43 8.86
Reading 310 378 757
Male 236 61.13 9.85
Female 144 57.60 8.41
CLS  Writing 592 378 .554
Male 236 57.04 9.55
Female 144 119.08 15.72
Total 480 378 .631
Male 236 118.17 18.69
) Female 144 34.93 7.04
Aim -1.399 378 163
Male 236 35.94 6.46
Female 144 34.94 7.13
Content -1.881 378 .061
Male 236 36.33 6.68
Female 144 32.83 8.20
CES TLP -2.435 378 .015*
Male 236 34.79 7.20
Female 144 16.04 4.47
AE -2.806 378 .005*
Male 236 17.20 5.53
Female 144 119.32 25.33
Total -.2201 378 .028*
Male 236 124.76 22.11
*p<.05

According to Table 4, there is no significant difference in CLS based on gender. However, there is a
significant difference in CES in the teaching-learning process (TLP) and evaluation and assessment (EA) sub-
dimensions, as well as the total scores, based on gender. Regarding the Table 4, the significant difference

favoured male classroom teachers (p<.05).

Table 5 presents the ANOVA test results for the CLS scores of classroom teachers according to the age

variable.
Table 5. ANOVA test results for CLS by age variable
Age n X sd Source of Variance  df F p Significant Difference
20-30' 72 60.44 8.29
Between groups 5
31-35% 20 59.10 12.16
) 36-40° 70 62.80 7.09 .
Reading Within groups 374 2.028 .074 -
41-45* 50 61.84 10.64
46-50° 74 58.95 9.62
Total 379
51+6 94 62.63 10.21
20-30! 72 57.33 751 5 .
etween groups
31-35% 20 56.70 11.16 grofp 1>5
» 36-40° 70 58.77 8.39 .
Writing Within groups 374 2.468 .032* 3>5
41-45* 50 57.16 10.00
46-50° 74 54.24 9.65
Total 379 6>5
51+5 94 58.60 9.06
20-30' 72 117.78 14.52 3>5
Total CLS Between groups 5 2396 .037*
31-352 20 115.80 23.02
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36-40° 70 121.57 14.90
41-45* 50 119.00 19.40
46-50° 74 113.19 18.49
51+° 94 121.3 17.99

Within groups

Total

374

379

6>5

197

*p<.05

Upon examining Table 5, we observed significant differences in the writing sub-dimension and the
total score of the CLS (p<.05). The significant differences are between the age groups of 20-30 and 46-50, 36-
40 and 46-50, 51 and over, and 46-50 (1>5, 3>5, 6>5) for the writing sub-dimension, and between the age
groups of 36-40, 46-50, 51 and over and 46-50 for the total score (3>5, 6>5). Regarding Table 5, there is no

significant difference in the reading sub-dimension of the scale.

Table 6 presents the ANOVA test results for the CES scores of classroom teachers according to the age

variable.
Table 6. ANOVA test results for CES by age variable
Age n b sd Source of Variance  df F p Significant Difference
20-30% 72 37.14 473
Between groups 5
31-352 20 33.30 8.71
36-40° 70 35.80 5.87
Aim Within groups 374 1.888 .096 -
41-45* 50 36.36 6.77
46-50° 74 35.03 7.04
Total 379
5146 94 34.64 7.56
20-30 72 37.00 5.71
Between groups 5
31-352 20 34.10 8.23
36-40° 70 36.37 6.43 o
Content Within groups 374 1238 .291 -
41-45* 50 36.36 7.55
46-50° 74 3535 7.34
Total 379
51+6 94 34.89 6.94
20-30' 72 3481 6.22
Between groups 5
31-35%2 20 30.60 9.56
36-40° 70 34.31 7.77
TLP Within groups 374 1.088 .367 -
41-45* 50 34.52 8.30
46-50° 74 34.24 8.06
Total 379
51+6 94 33,60 7.36
20-30' 72 16.44 3.72
Between groups 5
31-35%2 20 14.80 5.02
36-40° 70 17.60 4.09 o
AE Within groups 374 1.867 .099 -
41-45* 50 17.04 3.91
46-50° 74 16.92 3.88
Total 379
51+6 94 16.53 3.74
20-30% 72 126.11 18.35
Between groups 5
31-35% 20 113.30 29.98
Total CES 1.375 .233 -
36-40% 70 124.66 22.35 o
Within groups 374
41-45% 50 124.84 24.85
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46-50° 74 121.92 24.81
51+6 94 120.11 24.30

Total 379

*p<.05

According to Table 6, there is no significant difference in the sub-dimensions or total scores of the CES
scale, based on the age variable of the participants.

We present the analysis results regarding the scores from the CLS according to the seniority variable in
Table 7.

Table 7. ANOVA test results for CLS seniority variable

Seniority N X sd Source of Variance  df F p Significant Difference

1-5! 64 59.10 10.03

Between groups 6
6-10> 26 61.70 5.86
11-15% 32 6550 4.94 >1,3>4, 3>
) Within groups 373 3>1,3>4, 3>,
Reading 16-20* 58 59.55 10.70 2.574 .019*
21-25° 78 62.82 8.59 5>1,5>4
26-30° 76 60.24 10.56 Total 379
30+ 46 62.13 9.64
1-51 64 56.00 9.15
Between groups 6

6-102 26 59.31 5.13

11-15° 32 61.44 6.61 o
Within groups 373

Writing 16-20* 58 55.90 10.41 1.962 .070 -
21-255 78 57.28 9.02
26-30° 76 56.37 9.82 Total 379

30+" 46 58.04 8.89

1-5! 64 115.09 18.14

Between groups 6
6-10> 26 121.00 9.98 3>1, 3>4,
11-15° 32 126.94 10.83 o
Within groups 373
CLS Total 16-20* 58 115.45 20.50 2.376 .029* 3>6
21-255 78 120.10 16.43
26-30° 76 116.60 18.81 Total 379

30+" 46 120.17 18.28

*p<.05

According to Table 7, based on the seniority variable, there are significant differences in the reading
sub-dimension and the total scale scores (p<.05). Specifically, there are significant differences in the reading
sub-dimension between participants with 11-15 years of experience and those with 1-5 years, 16-20 years, and
26-30 years of experience (3>1, 3>4, 3>6), and between participants with 21-25 years of experience and those
with 1-5 years and 16-20 years of experience (5>1, 5>4). There are also significant differences in total scores
between classroom teachers with 11-15 years of experience and those with 1-5 years, 16-20 years, and 26-30
years of experience (3>1, 3>4, 3>6). However, there is no significant difference in the writing sub-dimension.

Table 8 provides the ANOVA test results for participants' scores on CES sub-dimensions and total
scores according to the seniority year variable.
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Table 8. ANOVA test results for CES by seniority year variable

Seniority n X Sd Source of df F p Significant
Variance Difference
1-51 64 37,34 481
, Between groups 5
6-10 26 32,77 6,59 152, 1>4, 1>7,
11-15° 32 38,31 5,47 o
) Within groups 374
Aim 16-20* 58 34,03 6,78 3.588 .002* 3>2, 3>4, 3>6,
21-25° 78 36,23 6,37
26-30° 76 3521 7,38 Total 379 3>1,5>2
30+7 46 34,09 7,86
1-51 64 36,81 6,01
Between groups 5
6-102 26 34,54 6,85
11-15° 32 38,44 6,61 1>4,3>2,3>4
Within groups 374 T
Content 16-20* 58 34,24 7,32 2.312 .033*
21-25° 78 36,69 6,55 3>6, 3>7, 5>4
26-30° 76 3547 7,05 Total 379
30+7 46 34,30 7,33
1-5¢ 64 34,53 6,59
Between groups 5
6-102 26 32,08 8,71
11-15® 32 3581 7,87
Within groups 374
TLP 16-20* 58 32,66 8,70 .986 .435 -
21-25° 78 3451 7,46
26-30° 76 34,13 7,47 Total 379
30+7 46 34,09 7,39
1-51 64 16,69 3,83
, Between groups 5
6-10 26 14,23 4,08 1>2, 3>1, 3>2,
11-15° 32 18,38 4,06
Within groups 374
AE 16-20* 58 16,90 4,29 2.793 .011* 3>5, 4>2, 5>2,
21-255 78 16,69 3,77
26-305 76 16,95 3,91 Total 379 6>2, 7>2
30+7 46 16,83 3,38
1-51 64 126,0 19,53
Between groups 5
6-102 26 114,38 24,58
11-15% 32 131,44 22,00
Within groups 374
CES Total  16-20* 58 118,48 25,54 2.060 .057 -
21-255 78 124,67 22,33
26-305 76 122,11 24,53 Total 379
30+ 46 119,70 24,84
*p<.05

According to Table 8, there are significant differences in the aim, content, assessment, and evaluation
sub-dimensions of CES's scores based on the participants' seniority years (p<.05). In particular, there are
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significant differences in the aim sub-dimension between participants with 1-5 years of experience and those
with 6-10 years, 16-20 years, and 30 years and above of experience (1>2, 1>4, 1>7), between participants with
11-15 years of experience and those with 6-10 years, 16-20 years, 26-30 years, and 30 years and above of
experience (3>2, 3>4, 3>6, 3>7), and between participants with 21-25 years of experience and those with 11-15
years of experience (5>2). There are significant differences in the content sub-dimension between participants
with 1-5 years of experience and those with 16-20 years of experience (1>4), between participants with 11-15
years of experience and those with 6-10 years, 16-20 years, 26-30 years, and 30 years and above of experience
(3>2, 3>4, 3>6, 3>7), and between participants with 21-25 years of experience and those with 16-20 years of
experience (5>4). There are significant differences in the assessment and evaluation sub-dimension, between
participants with 1-5 years of experience and those with 6-10 years of experience (1>2), between participants
with 11-15 years of experience and those with 1-5 years, 6-10 years, and 21-25 years of experience (3>1, 3>2,
3>5), between participants with 16-20 years of experience and those with 6-10 years of experience (4>2),
between participants with 21-25 years of experience and those with 6-10 years of experience (5>2), between
participants with 26-30 years of experience and those with 6-10 years of experience (6>2), and between
participants with 30 years and above of experience and those with 6-10 years of experience (7>2). Based on the
seniority variable, there is no significant difference in the CES's learning-teaching process sub-dimension and
total scores.

Table 9 presents the analysis results for the scores obtained from CLS according to the variable of the
faculty from which the participants graduated.

Table 9. ANOVA test results for CLS by faculty variable

Graduated Source of Significant
n X sd . df F p )
Faculty Variance Difference
Education? 304 61.19 9.28 Between
2 1>2, 3>1,
. groups
Reading ) . o 5.572 .004*
Science&Literature? 32 57.25 11.59  Within groups 377 352
Other® 44 6450 8.07 Total 379
Education? 304 57.14 9.02 Between )
. groups
Writing ) ) o 2.405 .092 -
Science&Literature? 32 55.06 9.65  Within groups 377
Other® 44 5959 9.19 Total 379
Education? 304 118.34 17.45 Between )
CLS groups
] . . 4.281 .015* 3>1, 3>2
Total  Science&Literature? 32 112.31 18.36  Within groups 377
Other Faculties® 44 124.09 16.80 Total 379

*p<.05

According to Table 9, there are significant differences in the scores of the reading sub-dimension and
total scale of CLS according to the faculty variable (p<.05). Significant differences in the reading sub-dimension
are between graduates of education faculty and graduates of arts and sciences faculty (1>2), and between
graduates of other faculties and graduates of education faculty and arts and sciences faculty (3>1, 3>2).
Significant differences in total scores are between graduates of other faculties and graduates of education faculty
and arts and sciences faculty. There is no significant difference in the writing sub-dimension of the scale.

Table 10 presents the analysis results for the scores obtained by participants in the sub-dimensions and
total of CES according to the faculty year variable.
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Table 10. ANOVA test results for CES by faculty variable
Source of Significant
Graduated Faculty n X sd ) daf F p )
Variance Difference
Education? 304 36.07 6.28 Between
) groups
Aim ) ) o 6.704 .001* 1>2,3>2
Science&Literature? 32 31.69 6.74  Withingroups 377
Other Faculties® 44 34.82 8.42 Total 379
Education* 304 36.21 6.77 Between )
groups
Content ) . o 4.633 .010* 1>2,3>2
Science&L.iterature? 32 32.38 5.60  Within groups 377
Other® 44 3550 7.83 Total 379
Education? 304 3432 7.60 Between )
groups
TLP ) ) o 1.806 .166
Science&Literature? 32 31.63 6.59  Within groups 377
Other Faculties® 44 33.95 8.49 Total 379
Education? 304 16.89 3.95 Between )
groups
AE ) . . 3.890 .021* 1>2,3>2
Science&L.iterature? 32 14.94 3.26  Within groups 377
Other Faculties® 44 17.18 4.18 Total 379
Education? 304 124.06 22.80 Between )
CES groups
) ] o 4,757 .009* 1>2,3>2
Total  Science&Literature? 32 110.75 21.21  Within groups 377
Other Faculties® 44 122.00 27.56 Total 379
*p<.05

According to Table 10, there are significant differences in the scores of the aim, content, assessment

sub-dimensions, and the total scale of CES according to the faculty variable (p<.05). Significant differences in
the aim, content, assessment sub-dimensions, and total scale scores are between graduates of the education
faculty and graduates of the arts and sciences faculty, as well as between graduates of other faculties and
graduates of the arts and sciences faculty (1>2, 3>2). There is no significant difference in the teaching-learning
process sub-dimension of the scale.

prediction of participants' program literacy on program evaluation skills.

Table 11. Simple linear regression findings on CLS predicting CES sub-dimensions

Table 11 presents the findings of a simple linear regression analysis conducted to determine the level of

Model
Dependent Variable Independent Variable B t p F R?
()
Constant 18.359 8.474 0.000
Aim 64.409 0.000 0.146
CLS 0.145 8.026 0.000
Constant 16.579 7.567 0.000
Content 78.706 0.000 0.172
CLS 0.162 8.872 0.000
Constant 16.443 6.543 0.000
TLP 50.158 0.000 0.117
CLS 0.149 1.082 0.000




Aglar & Arslan 202

Constant 7.270  5.629 0.000
AE 55.214  0.000 0.127
CLS 0.080  7.431 0.000

Upon examination of Table 11; firstly, the regression model established to evaluate the extent to which
participants' skills in the aim dimension of CES are influenced by CLS is statistically significant (F=64.409;
p<0.05). As teachers' levels of CLS increase, their skills in the aim dimension of CES also increase (=0.145;
t=8.026; p<0.05). Participants' program literacy explains approximately 15% of the evaluation skills in the aim
sub-dimension of CES.

Secondly, the regression model examining the extent to which participants' skills in the content
dimension of CES are influenced by CLS is also significant (F=78.706; p<0.05). As teachers' levels of CLS
increase, their skills in the content dimension of CES are positively affected (f=0.162; t=8.872; p<0.05).
Participants' program literacy explains approximately 17% of the evaluation skills in the content sub-dimension
of CES.

Thirdly, the regression model that teachers' skills in the teaching-learning process dimension of CES
are significantly influenced by CLS (F=50.158; p<0.05). As teachers' CLS scores increase, their skills in the
teaching-learning process dimension of CES are also positively affected ($=0.149; t=1.082; p<0.05). However,
participants' program literacy predicts approximately 12% of the evaluation skills in the teaching-learning
process sub-dimension of CES.

Finally, according to the established model, the level of influence of participants' skills in the
assessment dimension of CES by CLS, is statistically significant (F=55.214; p<0.05). As participants' CLS
scores increase, their skills in the assessment dimension of CES are positively affected (f=0.080; t=7.431;
p<0.05). Participants' program literacy explains approximately 13% of the evaluation skills in the assessment
sub-dimension of CES.

Results, Discussion, and Recommendations

This study aims to determine how classroom teachers' program literacy predicts their program evaluation levels.
It also examines the scores that classroom teachers receive on relevant scales based on variables such as gender,
age, years of seniority, and the type of faculty from which they graduated. The findings from the analysis of the
research data are discussed in this section and evaluated alongside other studies in the literature. Within the
framework of the results obtained, suggestions are made for future researchers, classroom teachers, teacher
candidates, academicians who provide education in classroom teaching departments, and educational policy
makers.

Within the scope of the research, it is observed that the program literacy levels of classroom teachers
are in the value range considered high (81.72 > 70) (Yildirim & Simsek, 2021). This finding is supported by the
literature (Cetinkaya & Tabak, 2019; Erdem & Egmir, 2018; Esen-Aygiin, 2019; Giindogan, San, & Uyar, 2023;
Karakuyu, 2023). However, qualitative research findings by Siier and Demirkol (2023) suggest that more
support is needed for classroom teachers regarding the educational philosophy, aims, values, and competencies
included in the program. According to the results of the Program Evaluation Scale applied to the participants in
the research, primary school programs are at a satisfactory level (70.11 > 70). In the literature, there are
equivalent results measuring classroom teachers' evaluations of program (Bal et al., 2021). Considering the
importance attributed to shaping education through programs, this research seems quite significant.
Additionally, the reliability values of the two scales used in this research are high (Table 3). This finding
indicates that the research meets the prerequisite for correct interpretation (Creswell, 2013).

No significant difference was found between the scores of the participants in the program literacy scale
according to the gender variable. When these results obtained in the study are compared with the results in the
literature, it is seen that they are consistent with the studies of Aslan (2019) and Erdamar and Akpunar (2020).
On the other hand, significant differences were found in all sub-dimensions of the scale in the studies conducted
by Esen-Aygiin (2019), Siigimli (2022) and Giindogan, San, and Uyar (2023). Erdem and Egmir (2018)
determined that there was a significant difference only in the writing sub-dimension in their study. It can be
stated that sample differences are effective in obtaining different results in the studies conducted. In the study, a
significant difference was determined in favor of male participants in the teaching-learning process and
measurement-evaluation sub-dimensions of the program evaluation scale of the participants. In the study
conducted by Ak and Nalgaci (2012), it was concluded that gender did not create a significant difference. Ozeng
and Cakar (2015) concluded in their study that there was a significant difference in favor of female participants
in the measurement-evaluation sub-dimension of the scale. It is thought that the fact that there are not many
courses on program evaluation in faculties, as well as the sample studied, is effective in obtaining different
findings in the literature. There is no course on program evaluation in most of the education faculties. This
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course is only included in some programs in postgraduate courses. This negatively affects the teachers'
competence in making evaluations for the program they are responsible for.

It was determined that the program literacy of the teachers included in the study showed a significant
difference in the total score of the scale and the writing sub-dimension according to the age variable. It was
observed that participants between the ages of 46-50 received higher scores in the writing sub-dimension of the
scale than participants between the ages of 20-30, 36-40, and 51 and above. In terms of the total score of the
scale, it was determined that participants between the ages of 36-40 and 51 and above received higher scores. It
is seen that the findings of this study are not supported in the literature. No significant difference was
determined in the studies conducted by Erdem and Egmir (2018) and Giindogan et al. (2023). The literature
review revealed an absence of studies examining the age variable in the context of program evaluation research.
It was concluded that the program literacy of classroom teachers differed in the total score of the scale and the
reading sub-dimension according to their years of seniority. It was determined that the average scores of
teachers with seniority between 1-5, 16-20, 26-30 years were low, while those with seniority between 11-15 and
21-25 years were high. There are studies in the literature that yielded different results. In the study conducted by
Stigimli (2022) in which he tried to determine the professional experience and program literacy skills of
Turkish teachers; no significant difference was found. A similar finding was reached by Sag and Sezer (2012).
An important finding that draws attention in the study of Sag and Sezer (2012) is that the program literacy levels
of classroom teachers decrease as their seniority years increase. It was commented here that there is a negative
relationship between experience and program literacy. It can be commented that the contents of current
programs can be understood more easily by teachers who graduated recently, but not by teachers who graduated
earlier.

In the scores obtained from the education program evaluation scale according to the seniority variable
of the participants of the primary school programs, differences were found between the groups in the target sub-
dimension of the scale. It was observed that the differences between the seniority groups were in favor of the
participants with 1-5 and 11-15 years of seniority. The situation remains unchanged in the content and
assessment-evaluation sub-dimensions as well, but in all three sub-dimensions, scores are against teachers with
6-10 years of experience. While no significant difference was found between the teaching-learning process and
the total scores on the scale in this study, previous research by Bal et al. (2021), Bulut (2008), and Stigiimlii
(2022) has demonstrated a positive correlation between teachers' experience levels and outcomes. However,
other studies, such as those by Alak & Nalgac1 (2012) and Orbeyi & Giiven (2008) found no significant
differences based on years of experience.

When evaluating the scores received from the literacy scale by classroom teachers based on their faculty of
graduation, a significant difference was found between graduates of the Faculty of Science and Letters and those
of the Faculty of Education. Specifically, graduates from the Faculty of Education scored higher in the reading
sub-dimension of the scale. No significant difference was found in the writing sub-dimension of the scale.
According to these findings, it was concluded that the universities the participants graduated from affected their
program literacy. Esen-Aygiin (2019) determined in his study that the graduates of the faculty of education
received higher scores than the graduates of all the faculties compared in the total and sub-dimensions of the
scale. A similar finding was obtained by Erdem and Egmir (2018) in their study. While the generally expected
result here is that the graduates of the faculty of education receive higher scores, this study contradicts other
studies in the literature. In this study, more than one-third of the classroom teachers working in the city center
were reached. This reveals that a truly important group was worked with. It is thought that the reason for the
difference is that the sample reached in the studies consists of university students. It was determined that the
participants' evaluation levels of educational programs showed a significant difference according to the faculty
of graduation variable. It was determined that the scores of teachers who graduated from the Faculty of
Education were significantly higher compared to those who graduated from the Faculty of Science and Letters,
as well as when comparing the education group with other groups. This finding appears inconsistent with
existing literature on the subject. Bal et al. (2021), Orbeyi and Giiven (2008) did not find a difference according
to the type of faculty of graduation in their studies. When this study is considered together with other studies, it
can be commented that the inadequacy of the courses on program literacy and program evaluation given to
classroom teachers in education faculties is effective. The knowledge and application skills of teacher
candidates who are not trained in the relevant subject are generally similar to other teachers appointed from
different fields. It is thought that these competencies are acquired or not acquired at a similar level in schools
with a study on this subject.

As a result of the research, it is seen that the participants' program literacy positively predicts all sub-dimensions
of the program evaluation scale. According to this result, it can be stated that as the program literacy levels of
teachers increase, their skill levels in all sub-dimensions of program evaluation increase in parallel. No study
has been found in the literature investigating the relationship between program literacy and program evaluation.
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However, it is stated in the studies that program literacy will shed light on the development and evaluation of
program (Akmoglu & Dogan, 2012). At the same time, program literacy is accepted as a prerequisite for the
evaluation of programs. Kiiciiktepe and Kerimoglu (2021) support the result of our research by stating that
teachers with low program literacy cannot evaluate the program correctly.

Conclusions

When the results of this study are evaluated in general, it is seen that the program literacy of classroom teachers
is at a high level and in this context, they express the primary school program as above average. One of the most
striking results of the study is the differences found in terms of age and seniority variables. No increase or
decrease was found in a certain order. Another important finding is that as the program literacy of classroom
teachers increases, it positively predicts their thoughts about the program. It can be thought that teachers with a
high level of literacy evaluate the program they cover in classes more realistically.

Recommendations
Based on the results, we can recommend the following items:

- The program literacy skills of classroom teachers were determined to be at a high level. However,
these results can also be interpreted as teachers perceiving themselves as competent. In order for this result to
reflect reality, it is recommended that a different study be conducted through practical activities regarding
program literacy.

- Program literacy and the ability to evaluate a program in practice are important competencies that a
teacher should have. While it is expected that graduates of education faculties would be in an advantageous
position here, different results were encountered. For this reason, the contents of the courses related to these
competency areas in education faculties should be checked. Considering that these courses are not offered in
most faculties, it can be stated that this is a very important deficiency. It is recommended that the results of this
be examined correctly and the program of education faculties be updated.

- Teachers' program skills vary by age and years of experience. Therefore, we can recommend peer
education among classroom teachers. Seferoglu (2001) states that peer education increases solidarity and
development within the teaching profession group. Therefore, peer education is expected to enhance program
literacy and evaluation skills.
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Ozet

Bu ¢aligma, Bolat (2017) tarafindan gelistirilen "Program Okuryazarhigi Olgegi" ve Bas (2016) tarafindan
gelistirilen "Program Degerlendirme Olgegi" kullanilarak sinif &gretmenlerinin program okuryazarhiginin
program degerlendirme diizeylerini ne diizeyde acikladigini tahmin etmeyi amaglamaktadir. Ayrica, cinsiyet,
yas, kidem ve mezun olunan fakiilte tiirii gibi katilimer demografik 6zelliklerinin bu beceriler tizerindeki etkisini
belirlemeyi amaglamaktadir. Tarama tasarimi ve rastgele 6rnekleme yaklasimi ile nicel bir arastirma yontemi
kullanilmistir. Caligmaya 2023-2024 akademik yilinda devlet okullarindan 380 siif dgretmeni katildi. Elde
edilen veriler ile betimsel analizler, bagimsiz t-testleri, ANOVA testleri, Tukey'in HSD testi ve Basit Dogrusal
Regresyon kullanarak analiz edildi. Analiz, 6gretmen yasi, kidem ve mezun olunan fakiilteye dayali olarak
program okuryazarliginda anlamli farkliliklar (p<.05) oldugunu ortaya ¢ikardi. Ayrica, program degerlendirme
becerileri cinsiyet, kidem ve mezun olunan degiskenlerine gore farklilik gosterdi. Onemli olarak, calisma ile
program okuryazarliginin program degerlendirme becerilerinin seviyesini pozitif sekilde yordadig: goriildii. Bu
sonuglar 6gretmenlerin program bilgisi ile programi etkili bir sekilde degerlendirme yetenekleri arasinda bir
baglant1 oldugunu gostermektedir.

Anahtar kelimeler: Program degerlendirmesi, Program okuryazarligi, Sinif 6gretmeni

Giris

Egitim ¢evrelerinin ekonomilerde yasanan gelismeler ve degismelere uyum saglamasinda birey ve toplumun
basarili olabilmesi énemli kabul edilmektedir (National Research Council, 2011). Egitim programlari ise bu
degisimlere cevap verebilecek ve katki sunabilecek dgrenciler yetistirmek igin yeniliklere ihtiya¢ duymaktadir
(Smith, 2015). 2000 yilindan itibaren diinya genelinde egitim sistemlerinin ekonomik diizeylerini, sosyokiiltiirel
ozelliklerini, matematik, okuma ve fen temel yeterliliklerini ortaya ¢ikaran PISA smavina gore, Finlandiya,
Japonya ve Hong Kong iilkelerinin {iist siralarda yer aldigi goriilmektedir (OECD, 2023a). Steiner, Magee,

Jensen ve Button, (2018) bu iilkelerin egitim sistemlerinin yiiksek kaliteli, iyi tasarlanmig egitim programlarina
sahip olmalar1 bulgusuna erigmistir.

Egitim programlari; hedef, igerik, 6grenme-0gretme siireci ve Olgme-degerlendirme boliimlerinden
olugan egitim programlari, iilke genelinde uygulanacak olan egitim sistemindeki standartlari tanimlamay1 ve
ilerlemeyi belirleyen bir yol haritasi niteligindedir (Cetinkaya ve Tabak, 2019; OECD, 2023b). Egitim
programlar1 ayn1 zamanda, 6gretme ve 6grenme siirecinin yonlendirilmesine, nitelikli bireylerin yetistirilmesine,
toplumsal gelisimin saglanmasina, egitimin kalite ve verimliliginin artirilmasina da katki saglayarak, kaliteli bir
egitim ve 0gretimin gerceklesmesinde onemli bir 6n kosul olarak karsimiza ¢ikmaktadir (Cetinkaya ve Tabak,
2019; Ozdemir, 2012). Egitim programlar igerisinde yer alan; hedef boliimiiyle “neden 6gretiyoruz?”, igerik
bolimiiyle “neler Ogretiyoruz?”, Ogrenme-0gretme siireci boliimiiyle “nasil &gretiyoruz?” ve Olgme-
degerlendirme bolimiiyle “ne kadar?” 6gretiyoruz sorulariin cevaplarini icermektedir (Demirel, 2020).

Egitim programlarinin etkinligi, bilyiik dl¢iide 6gretmenlerin bu programlar1 yorumlama, uygulama ve
degerlendirme becerilerine baghdir. Yeterli bilgi ve beceriye sahip olmayan Ogretmenler, programlarin
hedeflerini tam olarak gergeklestiremeyebilir ve bu da egitim sisteminin genel basarisini olumsuz etkileyebilir.
Egitim programlari her ne kadar teorik olarak oldukca iyi tasarlansa ve uygulanmalart i¢in 6gretmenlere
ulastirilsa da uygulamalarda aksakliklarin yaganmasi olas1 goriilmektedir. Bu sorunlarin giderilmesi ve teorik
olarak iyi olan programlarin daha iyi sekilde uygulanabilmesi adina 6gretmenlerin egitim programlari ile ilgili
birtakim becerilere sahip olmasi gerekmektedir. Yirmi birinci yiizyilin ihtiya¢ duydufu insan giiciiniin
yetistirilmesinde ise kosulan egitim programlarinin anlasilabilmesi i¢in 6gretmenlerden beklenen beceriler de
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farklilasmaktadir. Milli Egitim Bakanligi (MEB) biinyesindeki Ogretmen Yetistirme ve Gelistirme Miidiirliigii
(OYGM) tarafindan (2017) hazirlanan rapora gore 6gretmenlerin;

e alan bilgisi, alan egitimi bilgisi ve mevzuat bilgisi mesleki bilgilerine,

e egitim Ogretimi planlama, 6grenme ortamlart olusturma, 6gretme dgrenme siirecini yonetme
ve 0lgme-degerlendirme mesleki becerilerine,

e milli, manevi evrensel degerler, 6grenciye yaklasim, iletisim ve is birligi, kisisel ve mesleki
gelisim tutum ve degerlerine sahip olmasi1 gerekmektedir.

Egitim o6gretimi planlama yeterliliklerini OYGM (2017), planlari &gretim programlarina uygun
hazirlama, dgretim siirecinde ekonomik planlar yapma, 6grencilerin farkliliklarini gézetme ve siireci planlarken
manevi degerleri dikkate alma olarak agiklamaktadir. Egitim programlar1 okuryazarlig1 becerisi bu yoniiyle, bir
Ogretmenin temel becerileri arasinda yer almaktadir (Bolat, 2017). Bir 6gretmenin program okuryazarlik
becerisi diizeyi, 6gretmenin meslege hazir bulunusluk ve mesleki performansi hakkinda yorum yapilmasina
imkan taniyacak kadar 6nemli kabul edilmektedir (Esen-Aygiin, 2019; Siigiimlii, 2022).

Program okuryazarligi, 6gretmenlerin programla ilgili kavramlari anlayabilmeleri, gerekli degisiklikleri
yapabilecek inisiyatifi alabilmeleri ve programin 6gelerini gdzetmeleri becerisi olarak tanimlanmaktadir (Tanas
ve Murat, 2023).Program okuryazarlik becerisini Schroeder ve Curcio (2022), bu yiizyila 6zgii materyallerin
derslere entegre edilerek kullanilmasi olarak, Modiba ve Van Rensburg (2009) ise kiiltiirel farkliliklar1 géz ardi
eden bir programda yapilmasi gereken degisiklikleri yapma becerisi olarak ifade etmektedirler. Bu tanimlardan
yola c¢ikarak program okuryazarlik becerisiyle ilgili &gretmenlerin egitim programlarmin boyutlarini
anlayabilmeleri, degisiklige gidileceginin anlasilmasi durumunda hedef grubu olan 6grencilere ve duruma gore
uyarlayabilmeleri, gerektiginde degisikliklere giderek ve uygulanabilir programlar ortaya g¢ikarma becerisi
olarak tanimlayabiliriz.

Universitelerde egitim programlariyla ilgili 5retmen adaylarma verilen egitimlerde her brans icin ayni
egitimin verildigi goriilmektedir ve bu durum oldukga sakincali kabul edilmektedir (Moon, Harris ve Hays,
2021). Biitiin branslarin egitim programlar i¢in ortak bir program okuryazarlig1 becerisinden ise bahsetmek
miimkiin degildir. Bu anlamda program okuryazarligi becerisi dersten derse degismektedir, drnegin matematik
bransgmin program okuryazarligt becerisi ile bagka bir bransin okuryazarlik becerisi farklilik gdstermektedir
(Moon et al., 2021). Branglar arast farkliliklar olmasina ragmen, program okuryazarligi becerisi programlarin
basarili bir sekilde aktarilabilmesi adina tiim O6gretmenlerin sahip olmasi gereken O6nemli bir beceri olarak
kargimiza c¢ikmaktadir. Egitim programlarmin basarili olabilmesi igin gerekli olan baska bir beceri ise
programlarin degerlendirilmesidir.

Ulkelerin refaha ulasabilmesi igin istendik is giiciinii yetistirme amaci tastyan egitim ve egitim
stirecinde kullanilan programlarin basarisiz olmasi niteliksiz is giiciine ve kosullara cevap veremeyen insanlarin
yetistirilmesine neden olmaktadir. Programlarin degerlendirilmesinin 6neminin anlagilmasi yasanan bu
olumsuzluklar sonucunda ortaya ¢ikmistir. Amerika’da yasanan ekonomik kriz ve buhranin sebebi olarak egitim
programlarinin yeterli olmadigi sonucuna ulagan uzmanlar, gelecekte bu olumsuzluklart 6nlemek igin egitim
programlarinin degerlendirmesine ihtiya¢c duymuslardir (McCormick ve James, 1988). Ingiltere’de ise egitim
programlarinin degerlendirilmesi siireci iiniversitelerle ilgili siiphelerin artmasi sonucunda ortaya c¢ikmistir
(Leathwood ve Phillips, 2000). Ulkemizde ise program degerlendirmesi 1948 Ilkokul Programi iizerinde yontem
uygulama raporuna yer verilmesi ile baglamistir (Turgut, 1983). Giiniimiizde egitim programlarinin
degerlendirilmesi ¢esitli kaynaklara basvurularak bilimsel siireglerle yonetilmektedir. Bu kaynaklar arasinda
farkli iilkelerin kullandig1 programlar, akademik ¢aligmalar, anayasalar, mevzuatlar, kalkinma planlari, hiikiimet
programlari, Milli Egitim Bakanlig1 anket sonug raporlari, komisyon raporlari ve fakiiltelerden talep edilen 6zel
raporlar yer almaktadir (Aglar vd., 2024a). Tirkiye'de programlarin giincel, etkili ve basarili olmasini saglamak
icin programlarin bilimsel, etkili ve igbirlik¢i bir sekilde degerlendirilmesinin 6nemli oldugu diistiniilmektedir
(Aglar vd., 2024b; Ozdemir, 2009).

Egitim programlarmin hedeflerine ulasabilmesi ve giincel ihtiyaglara cevap verebilmesi i¢in de siirekli
gelistirilmesi ve degerlendirilmesi gerekmektedir. Bu kapsamda, yillar igerisinde g¢esitli program degerlendirme
modelleri ortaya ¢ikmistir. Bu modeller, énem verdikleri program boyutuna gore farklilik gostermektedir.
Demirel'e (2020) gore, baslica program degerlendirme modelleri Tablo 1'de gosterilmektedir. Program
degerlendirme modellerinin gelistiricileri, ortaya ¢ikis yillar1 ve temel 6zellikleri Tablo 1’deki gibidir.
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Tablo 1. Program degerlendirme modelleri, gelistiren kisi, yili ve baslica 6zelligi

Model Gelistiren Yil Modelin Baslica Ozelligi
Hedefe dayali degerlendirme R, Tvler 1933-  Hem hedeflerin hem de dgretme yasantilarinin
modeli Y 1941 etkililigine bakilir.
Provusvun farklar yaklasnpl ile M. Provus 1966 Programin standartlfm }le':' edim arasindaki
degerlendirme modeli fark olciiliir.
Metfessel-Michael N. Metfessel ve 1967 Cogulcu bir katilimla degerlendirme yapilir.
degerlendirme modeli J. Michael Genelden 6zele hedefler belirlenir ve smanir.
Stake’in uygunluk-olasilik Tasarlanan ile ¢iktinin uygunluguna bakilir.
. R. Stake 1967 . T .
modeli Diizenli degerlendirme esastir.
Stufﬂ?beam in Paglam, g1rd1- Stufflebeam 1971 Program’in her asamasinda degerlendirme
stireg ve {iriin modeli yapmak esastir.
Stake’in ihtiyaca cevap verici Programin sonuglarindan ¢ok siirecleri ile
y . . Stake 1974 AR
program degerlendirme modeli ilgilenilir.
Eisner’in egitsel elestiri . Uzman kisilerin betimleme, yorumlama ve
- : . Eisner 1979 2 . .
degerlendirme modeli degerlendirmesinden olusur.
S‘Eufﬂebe.am toplam . Stufflebeam 1983 Planlama, }lagllfmdlrma, uygulama ve geri
degerlendirme modeli doniistim kararlar1 alinir

Tarihsel siirecte program degerlendirmeye yonelik bircok model ortaya ¢ikmustir (Tablo 1). Bu
modeller, programlarin ¢esitli yonlerini 6n plana ¢ikarmakta ve farkli ihtiyaclara cevap vermektedir. Bu durum,
program degerlendirmenin Snemini ve ¢esitliligini acik¢a ortaya koymaktadir. Bu denli 6nemli olan egitim
programlarinin degerlendirilmesi ile ilgili programlarin uygulayicist olan 6gretmenlerin;

—  programda belirtilmis olan hedeflerin uygunlugunu,

— Ogrencilerin, toplumun ve giiniin ihtiyaglarina uygunlugunu,
—  Ogretme-0grenme siireglerini,

—  Olgme-degerlendirme arag-gereglerini,

— programdan elde edilen iiriinii veya sonucunu,

—  programin hedeflerini veya beklentilerini,

— Dbireylerin, toplumun ve iilkelerin ihtiyaglarina gore karsilayip karsilamadigina karar
verebilmesi i¢in program degerlendirme becerilerine sahip olmas: dnemli kabul edilmektedir.

Egitim siirecini goriiniir kilan ve kalitesi hakkinda bir rapor sunma imkan: taniyan program
degerlendirme siireci, egitimde kullanilan; icerik, yontem, materyal, dgretme-6grenme tecriibesi ve dlgme-
degerlendirme siiresi hakkinda gelistirilmesi gereken yonlerin tanimlanmasma yardimci olarak, politika
yapicilara, yoneticilere ve toplumun diger kesimlerinin sorularina cevap verme amacini tasimaktadir (Bharvad,
2010). Bu siiregte kullanilacak olan program degerlendirme becerisi ise bir egitim programinin eksiklerini,
hatalarini, revize edilmesi gereken noktalarimi ortaya ¢ikaran ve programin yeniden diizenlenmesine yardimci
onemli bir beceridir (Demirtag, 2017).

Ogretmenlerin  egitim  programlarinda  yer alan  konulart nasil  dgretebilecekleri  ve
degerlendirebilecekleri bilgilerine sahip olmalari, ancak egitim programlar1 okuryazarligi ve egitim programlari
degerlendirme becerileri ile miimkiin gdziikmektedir. Ozellikle ilkokul seviyesinde tiim derslerin
sorumlulugunu istlenen ve programin temel uygulayicilari olan sinif 6gretmenlerinin, egitim programlari
okuryazarlig1 ve degerlendirme becerileri konusunda yeterli bilgi ve beceriye sahip olmalari, egitim sisteminin
basarisi i¢in kritik dneme sahip oldugu diisliniilmektedir. Bu amagla egitimin &gretmenlerin derslerinde takip
ettikleri egitim programlari okuryazarlik beceri ve egitim programlar1 degerlendirme diizeylerinin belirlenmesi
onemli kabul edilmektedir.
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Arastirmanin Amaci (Arastirma Problemleri)

Arastirmalar, program okuryazarligi ve program degerlendirme becerileri konusunda derin bir anlayisa sahip
Ogretmenlerin 6gretim uygulamalarmi programla uyumlu hale getirme olasiliginin daha yiiksek oldugunu
gostermektedir; bu da 6gretmenin 6grenci 6grenme sonuglarini iyilestirmesine, derste kullanilacak en uygun
materyalleri ve yOntemleri secmesine ve Ogrenci ihtiyaglarini belirlemesine yardimci olmaktadir (Bharvad,
2010; Oner ve Cirik, 2023). Buna ragmen, sinirli program okuryazarlig1 ve program degerlendirme becerilerine
sahip 6gretmenler, 6grencilerinin akademik ilerlemesini etkili bir sekilde desteklemekte zorlanabilmektedirler
(Bharvad, 2010; Steiner ve digerleri, 2018). Bu calisma, Bolat (2017) tarafindan gelistirilen Egitim Programi1
Okuryazarligi Olgegimi (EPOO) ve Bas (2016) tarafindan gelistirilen Egitim Programlari Degerlendirme
Olgegini (EPDO) kullanarak sinif ogretmenlerinin program okuryazarhgmin program degerlendirme
diizeylerini ne diizeyde agikladigini yordamay1 amaglamaktadir. Ayrica, cinsiyet, yas, kidem ve mezun olunan
fakiilte tiirii gibi katiimc1 demografik 6zelliklerinin bu beceriler iizerindeki etkisinin belirlenmesi
amaglanmaktadir.

Bilimsel Literatiire Katkilar

Literatiirde program okuryazarli§i ile program degerlendirmesi arasindaki iliskiyi inceleyen bir calisma
bulunmamaktadir. Ancak, bu alanda yapilacak olan calismalar program okuryazarliinin egitim programlarinin
gelistirilmesi ve degerlendirilmesine 151k tutacagini belirtilmektedir (Akmoglu ve Dogan, 2012). Ayn1 zamanda
program okuryazarlig1 programlarin degerlendirilmesi i¢in bir 6n kosul olarak kabul edilmektedir. Kiigiiktepe ve
Kerimoglu (2021) bu durumu diigiik program okuryazarligina sahip dgretmenlerin programi dogru bir sekilde
degerlendirememeleri olarak belirtmektedir. Siif &gretmenlerinin program okuryazarlifi ve degerlendirme
konusundaki bilgi ve becerilerinin incelenmesi, egitim sisteminin genel basarisini ve 6grencilerin 6grenmesini
iyilestirmeye yonelik onemli bir adim olarak goriilmektedir. Bu arastirmanin bu alandaki bilgi ve beceri
diizeyini belirlemede ve bu alandaki gelismelere katkida bulunmada 6nemli bir rol oynayacag diisiiniilmektedir.

Yontem

Bu boliimde arastirmanin yontemi, deseni, evreni, drneklemi, veri toplama araglari, veri toplama siireci ve veri
analizine yonelik bilgilere yer verilmektedir.

Arastirmanin Yontemi

Bu arastirmada nicel arastirma yontemlerinden tarama deseni tercih edilmistir. Tarama deseni evren igerisinden
secilen drneklemden elde edilen veriler ile evrene yonelik genel trendi, tutumu veya fikirleri nicel olarak ifade
edilmesine olanak saglamaktadir (Creswell, 2013). Tarama deseni ayn1 zamanda kalabalik evreninin biiyiik
oldugu, kesitsel veya boylamsal veri toplamanin tercih edildigi arastirmalarda ekonomik sekilde wveri
toplanmasina izin vermektedir (Fowler, 2014).

Evren ve Orneklem

Arastirmanin evrenini Tiirkiye'deki ilkokullarda gérev yapan simif 6gretmenleri olusturmaktadir. Calismanin
orneklem grubunu, rastgele drnekleme olarak da bilinen rastgele drnekleme ydntemi kullanarak belirledik.
Evrendeki her birimin birbirini engellemeden arastirmaya dahil edilmesine 6zen gosterilmistir; bu, rastgele
yontemin en biiyiik avantajlarindan biridir (Dawson ve Trapp, 2001; Sharma, 2017). Orneklemin
belirlenmesinde istatistiksel analizler yapilmamis olmasi, siirecin hizli ilerlemesine olanak saglamakta ve
herhangi bir hata kolayca diizeltilebilmektedir (Giirbiiz ve Sahin, 2018).

Arastirmanin drneklemini, 2023-2024 egitim dgretim yilinda Tiirkiye'nin I¢ Anadolu bdlgesinde yer
alan bir ilde Milli Egitim Bakanligi'na bagli okullarda gorev yapan 380 (144 kadin- 236 erkek) ilkokul
O0gretmeni olusturmaktadir. Arastirmanin yapildigi donemde il merkezinde 1088 sinif 6gretmeni bulunmakta
olup, bunlardan 139°u idari goérevi nedeniyle sinifta aktif olarak ders vermemektedir. Aragtirmanin evrenini 949
dgretmen olusturmaktadir. Orneklem hatast d= + 0.03 ve anlamlilik diizeyi 0.05 olarak dikkate alindiginda bu
evrenden minimum saymin (min=244) istiinde bir sayiya (Yazicioglu ve Erdogan, 2014) ulasildigt
goriilmektedir. Ornekleme ait demografik veriler Tablo 2’de sunulmustur.

Tablo 2. Ornekleme ait demografik veriler

Degiskenler f %
Cinsiyet Kadin 144 37.9
Erkek 236 62.1
20-30 72 18.9
Yas 31-35 20 5.3

36-40 70 18.4
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41-45 50 13.2
46-50 74 195
51+ 94 24.7
1-5 64 16.8
6-10 26 6.8
11-15 32 8.4
Kidem Yili 16-20 58 15.3
21-25 78 205
26-30 76 20.0
30+ 46 121
Egitim Fakiiltesi 304 80.0
Mezun Olunan Universite Fen-Edebiyat Fakiiltesi 32 8.4
Diger Fakiilteler 44 11.6

Tablo 2’de goriildiigii lizere arastirma katilimcilarinin biiyiikk ¢ogunlugunun cinsiyeti erkektir.
Orneklemde en ¢ok 51 yas ve iizeri yas grubunda olan smif 6gretmenleri yer alirken, kidem yila gére en
yiiksek katilimi 21-25 yillik kideme sahip 6gretmenler gerceklestirmislerdir. Ayrica, drneklemin 5\4’{iniin
egitim fakiiltesi mezunu oldugu goriilmektedir.

Arastirmanin Veri Toplama Araglan

Ogretmenlerin egitim programlar1 degerlendirme ve program okuryazarlhig diizeylerini belirlemek icin
incelenecek degiskenler; cinsiyet, yas, kidem yili ve mezun olunan fakiilte olarak belirlenmistir. Bu ¢alismada
veriler Bolat (2017) tarafindan gelistirilmis olan “Egitim Programi Okuryazarh@ Olgegi (EPOO)” ve Bas
(2016) tarafindan gelistirilmis olan “Egitim Programlarim1 Degerlendirme Olcegi (EPDO)” kullanilarak
toplanmustir.

Egitim Programi Okuryazarligi Olgegi (EPOQO): Bolat (2017) tarafindan gelistirilmis olup, okuma (15
madde) ve yazma (14 madde) alt boyutlarinda toplam, 29 maddeden olusmaktadir. Olgcegi gelistirme
¢aligmasinda okuma alt boyutu .88 yazma alt boyutu .91 ve Slgegin biitiiniiniin giivenirligi ise .94 olarak
belirlenmistir. Bu arastirmada ise 6lgegin giivenirligi okuma alt boyutu .96 yazma alt boyutu .96 ve toplamda
.98 olarak hesaplanmistir. Besli likert tipinde hazirlanan 6lgek “Kesinlikle Katiliyorum” ve “Kesinlikle
Katilmiyorum” seklinde derecelendirilmistir. Olgekten en az 29, en ¢ok ise 145 puan alinabilmektedir.

Egitim Programlarini Degerlendirme Olgegi (EPDO): Bas (2016) tarafindan gelistirilmis olup, hedef
(10 madde), igerik (10 madde), 6gretme-6grenme siireci (10 madde) ve 6lgme-degerlendirme (5 madde) alt
boyutlarinda, toplam 35 maddeden olusmaktadir. Olgegi gelistirme calismasinda alt boyut giivenirlikleri
sirastyla .89/.88/.87 ve .78 olarak belirlenirken, Slgegin biitiiniiniin giivenirligi .92 olarak belirlenmistir. Bu
aragtirmada ise Ol¢egin alt boyutlarinin giivenirligi sirasiyla .88/.91/.93/.83 ve 6lcegin toplam giivenirligi .91
olarak hesaplanmigtir. Besli likert tipinde hazirlanmig olan 6lgek “Kesinlikle Katiliyorum” ve “Kesinlikle
Katilmiyorum” seklinde derecelendirilmistir. Olgekten en az 35, en ¢ok ise 175 puan alinabilmektedir. Bu
aragtirma kapsaminda &lgeklere iligkin elde edilen betimsel bulgulara Tablo 3°te yer verilmektedir.

Tablo 3. Olceklere iliskin betimsel istatistikler

En En Madde Madde

n disik  yiiksek < ort. ort. SS K . Cronltlzach
puan puan (1-5) (100) Skewness  Kurtosis Alfa

EPOO

Okuma 380 15 75 61.24  4.08 81.65 948 -1.017 1.646 .964
Yazma 380 14 70 57.25 4.09 81.79 9.13  -.787 .982 .960
Top. 380 29 145 118.49 4.09 81.72 17.61 -.958 1.688 975
EPDO

Hedef 380 10 50 3556 3.56 71.12 6.70 -.789 782 .882
Icerik 380 10 50 3581 3.58 71.62 6.88 -.816 913 910
00s 380 10 50 3405 341 68.10 764 -729 217 .928
OD 380 5 25 16.76  3.35 67.04 3.95 -559 -.077 .827
Top. 380 35 175 122,70 351 70.11 2350 -.813 .660 .970

Tablo 3 incelendiginde; katilimcilarin EPOO’den elde ettigi toplam puan bakimindan program

okuryazarlik becerileri yiliksek diizeyde (81.72 >70) oldugu belirlenirken, katilimcilarin ilkokul programlariyla
ilgili genel degerlendirmesi sonucunda ilkokul programlarimin yeterli oldugu tespit edilmistir (70.11 >70).
Katilimcilar en yiiksek puanlart EPOO’de 81.79 puan ile yazma alt boyutunda elde ederken, EPDO’de ise



Aglar & Arslan 210

programlarin igerik alt boyutu 71.62 puan elde etmistir. EPOO (.975) ve EPDO (.970) olmak iizere iki dlgekten
elde edilen giivenirlik degerlerinin oldukga yiiksek oldugu tespit edilmistir.

Veri Toplama Siireci

il merkezinde MEB’e bagl 63 ilkokulun listesi ¢ikartilarak ilkokullarin isimleri tek tek kagitlara yazilarak
torbaya atilmistir ve aragtirmacilar rastgele torbadan ilkokullarin isimleri yazili olan kagitlar1 ¢ekerek, 33
ilkokulun ismini not etmiglerdir. Ardindan, belirlenen okullar arastirmacilar tarafindan ziyaret edilerek, olasi
katilimcilara ¢alismanin amaci, yontemi ve alana katkisini anlatan sunum yapilmis ve arastirmayla ilgili varsa
sorular cevaplanarak Olceklerin fotokopileri elden dagitilmistir. Arastirmanin veri toplama siireci 21 giin
stirmiistiir ve bu siirecin sonunda 33 okuldaki sinif 6gretmenlerinden goniilliiliik onam formunu okuyarak onay
veren 380 smif Ogretmeninden elde edilen veriler SPSS 26 programina aktarilarak veri analiz siirecine
gecilmistir.

Veri Analiz Siireci

Veriler bir giinde SPSS 26 programina aktarilmistir. 380°lik 6lgegi tek tek kontrol ettik yanlis doldurma veya
eksik degere rastlanmamistir, daha sonra SPSS 26 programi ile kontrol edilmistir fakat veriler igerisinde ug
degerlere rastlanilmamigtir. Daha sonra 6lgegin tamaminin ve alt boyutlarinin normallik degerlerini kontrol
edilmistir. Rekreasyon varsayimlari incelenmistir. Basit dogrusal iliski oldugu, normalligin kabul edilebilir
diizeyde oldugu ve kovaryans oldugu tespit edilmistir. Bu baglamda varsayimlar kontrol edilmistir. Oncelikle
katilimcilarin frekans ve yiizdeleri incelenmistir, ardindan katilimcilarin alt boyutlardan aldiklar1 puanlar ile
Olceklerin toplam puanlarmin cinsiyet, yas, kidem ve fakiilte degiskenlerine gore yorumlanmasina gegilmistir.
Gruplar arasinda anlaml farklilik gérdiigiimiizde bu farkliliklarin hangi gruplarda goriildiigiiniin belirlenmesine
gecilmistir. Son olarak EPOO’den alinan puanlara gére EPDO alt boyutlarina iliskin beceriler incelenmis ve
bulgular tablolar halinde sunulmustur. Arastirmada tanimlayici istatistikler yapilarak, 6l¢egin normalligi kontrol
edilmistir. Olgekler normallik varsayimini karsilamadigindan ¢arpiklik ve basiklik degerleri incelenmistir. Bu
degerlerin esnek olarak kabul edilebilecek bir aralikta oldugu goézlemlenmistir (Tablo 3) ve bu nedenle
parametrik testlerin kullanim1 uygun goriilmiistiir. Analiz siirecinde, giftler arasi kargilagtirmalar i¢in bagimsiz t-
testleri, coklu gruplari karsilagtirmak icin ise tek yonliit ANOVA kullanilmig ve post-hoc ¢oklu karsilagtirmalar
icin Tukey testi uygulanmustir. Son olarak, EPOQO'den elde edilen puanlara dayanarak EPDO alt boyutlarmin
tahmin etme diizeyini belirlemek igin basit bir dogrusal regresyon analizi gerceklestirilmistir.

Etik Onay Beyam

Veri toplama siireci, Sivas Cumhuriyet Universitesi Egitim Bilimleri Arastirma Onerisi Etik Degerlendirme
Kurulunun E-50704946-100-363551 sayili 27 Kasim 2023 tarihli etik kurul izin kararinin ardindan
arastirmacilar tarafindan baglatilmigtir.

Bulgular

Arastirmada katilimcilardan elde edilen verilerin analizi sonucunda arastirma amaglarina yonelik uygulanan
analizlerden elde edilen bulgular tablolar halinde bu bdliimde sunulmaktadir.

Cinsiyet degiskenine gore sinif dgretmenlerinin egitim program okuryazarlik diizeylerini belirleyen
EPOO ve katilimeilarin ilkokul programlarii degerlendirdikleri EPDO alt boyutlar1 ve toplam puanlara iligskin
analiz bulgularina Tablo 4’te yer verilmektedir.

Tablo 4. Cinsiyet degiskenine gére EPOO ve EPDO t-testi bulgulari

Alt Faktorler Cinsiyet n X sd t df p
ooms Sl HEE S w w

EPOO Yazma Iéffe“kl ;gg g;gg g:gé 592 378 554
o S M40 57 e g

Hedef Iéffe“kl ;gg 23:32 Zjﬁé -1.399 378 163

00 9K Enek 2w aess  bes LS B o8l
jos N MER80 L e

OD Kadin 144 16.04 4.47 -2.806 378 .005*
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Erkek 236 17.20 553
Kadm 144 11932  25.33 .
Toplam £\ ek 236 12476  22.11 -2201 378 028

*p<.05

Tablo 4’e gore katilimeilarin cinsiyet degiskenine gére EPOO’den aldiklar puanlar arasinda anlamli
farklihiga rastlanilmamaktadir. Cinsiyet degiskenine gore EPDO’de OOS ve OD alt boyutlarinda ve toplam
puanlarinda anlamli farklilik tespit edilmistir. Anlaml farkliligin erkek sinif dgretmenleri lehine oldugu tespit
edilmistir (p<.05).

Yas degiskenine gore simf dgretmenlerinin EPOO aldiklar1 puanlara yonelik bulgulara Tablo 5°te yer
verilmektedir.

Tablo 5. EPOO Yas Degiskeni ANOVA Testi Bulgular

Yas n X sd Varyans Kaynag1 df F p Anlaml1 Farklilik

20-30' 72 60.44 8.29

31-352 20 5910 1216 Oruplararasi 5
36-40° 70 62.80  7.09 .
? -
Okuma 41-45% 50 61.84 1064 Gruplar i¢i 374 2.028 .074
46-50°5 74 58.95 9.62
51+ 946263 1021 'OoPlaM 879
20-301 7257.33 751 . 5
31-352 20 56.70 11.16 . pararast o5
36-40° 70 58.77  8.39 .
7 *
Yazma 41-45% 50 5716 10.00 Gruplar igi 374 2.468 .032 gzg
46-50° 74 54.24 965 379
51+6 945860 9.06 P
20-301 7211778 1452 5
31-352 20 115.80 23.02 uplar aras 256
. 36-403 70 121.57 14.90 .
7 *
EPOO Toplam 41-45% 50 119.00 19.40 Gruplar igi 374 2396 .037 6>5
46-50°5 74 113.19 18.49
5145 0412123 17.99 'oplam 379
*p<.05

Tablo 5 incelendiginde; katiimcilarin EPOO’niin yazma alt boyutu ve dlgegin toplaminda aldiklari
puanlar anlam bakimindan farklilik tespit edilmistir (p<.05). Anlaml farklili§in yazma alt boyutu i¢in 20-30 yas
ile 46-50 yas, 36-40 yas ile 46-50 yas, 51 yas ve lizeri ile 46-50 yaslar1 arasinda (1>5, 3>5, 6>5), dlgegin toplam
puanlart i¢in ise 36-40 yas ile 46-50 yas ve 51 yas ve iizeri ile 46-50 yas arasinda (3>5, 6>5) oldugu
belirlenmistir. Olgegin okuma alt boyutunda anlamli farkliliga rastlanilmamustir.

Katilimcilarin yas degiskenine gore ilkokul programlarinin EPDO’den aldiklar1 puanlara yonelik
bulgulara Tablo 6’da yer verilmektedir.

Tablo 6. EPDO Yas Degiskeni ANOVA Testi Bulgular

Yas n X sd Varyans Kaynagi df F p Anlamli Farklilik

20-30' 72 37.14 4.73

31-352 20 3330 871 Oruplararasi 5
36-40° 70 35.80 5.87 .
Hedef 41-45% 50 3636 677 Gruplar igi 374 1888 .096 -
46-50° 74 35.03 7.04
5146 94 3464 7.56 lolam 379
20-30' 72 37.00 571 . c
31-352 20 34.10 8.23 fuplar arast
o 36-40° 70 36.37 6.43 .
Igerik 41-45* 50 36.36 755 Gruplar ici 374 1238 .291 -
46-50° 74 3535 7.34
5145 04 3480 694  1OPlaM 379
20-30T 72 34.81 6.22 Gruplar aras1 c
_aE2
s I e o oo -
’ ) Gruplar ici 374

41-45* 50 3452 8.30
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46-50° 74

34.24

8.06
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5145 04 3360 7.36  |oPlam 379
20-301 72 1644 372 . c
31-352 20 14.80 5.02 fuplar arast

. 36-40° 70 17.60 4.09 .

OD Al454 50 1704 397  Gruplarici 374 1.867 .099 -
46-50° 74 16.92 3.88
5145 04 1653 374  1oPlam 319
20-30' 72 12611 1835 . c
31-352 20 113.30 29.98 p !

. 36-403 70 124.66 22.35 .

EPDO Toplam 41-45% 50 124.84 24.85 Gruplar i¢i 374 1375 .233 -
46-50° 74 12192 2481 L . 379
5146 94 120.11 24.30 P

*p<.05

Tablo 6’ya gore ilkokul programlarmi degerlendirdigi EPDO 6lgeginin alt boyutlar veya toplaminda

elde ettikleri puanlar katilimcilarin yas degiskenine gore incelendiginde anlaml farkliliga rastlanilmamistir.

Katilimcilarin kidem y1li degiskenine gore EPOQ’den elde ettikleri puanlara yénelik analiz sonuglaria

Tablo 7°de yer verilmektedir.

Tablo 7. EPOO Kidem Yili Degiskeni ANOVA Testi Bulgular:

KidemYi n X sd Varyans Kaynagr  df F p Anlamli Farklilik
1-51 645010 1003 . 6
6-102 26 61.70 5.86 ruplar arast 3>1
11-15° 326550 494 . . 373 3>4
Okuma 16-20*  5859.55 1070 ~ruplAriet 2574 .019* 3>6
21-255  7862.82 859 551
26-30° 76 60.24 10.56 Toplam 379 5>4
30+ 46 62.13 9.64
1-51 645600 915 . 6
6-102 2659.31 513 -ruplararasi
11-15° 326144 661 . . .. 373
Yazma 16-20°  5855.90 10.41 ~ruplarid 1.962 070 -
21-255  7857.28 9.02
26-30°  7656.37 9.82  Toplam 379
30+ 4658.04 8.89
1-51 6411509 1814 . 6
6-102 26 121.00 9.98 ruplar arast 351
11-15° 3212694 1083 . . .. 373 3oa
EPOO Toplam 16-20* 58 115.45 2050 ~ Pariet 2.376 020*
21-255  78120.10 16.43
26-30° 76 116.60 18.81 Toplam 379
30+ 46120.17 18.28

*p<.05

Tablo 7’ye gére katilimeilarin EPOO niin alt boyutlar1 veya toplaminda elde ettikleri puanlar kidem yili
degiskenine gore incelendiginde, okuma alt boyutunda ve 6lgegin toplamindan elde edilen puanlarinda anlaml
farklilik belirlenmistir (p<.05). Anlaml farkliligin okuma alt boyutunda 11-15 yillik kideme sahip olan
katilimcilar ile 1-5 yil, 16-20 y1l ve 26-30 yillik kideme sahip olanlar arasinda (3>1, 3>4, 3>6) ve 21-25 yillik
kideme sahip olan katilimcilar ile 1-5 yi1l ve 16-20 yillik kideme sahip olanlar arasinda (5>1, 5>4) oldugu tespit
edilmistir. Toplam puanlar i¢in anlamli farkliligin 11-15 yillik kideme sahip sinif 6gretmenleri ile 1-5 yil, 16-20
yil ve 26-30 yillik kideme sahip siif dgretmenleri arasinda (3>1, 3>4, 3>6) oldugu tespit edilmistir. Olgegin
yazma alt boyutunda ise anlaml1 farklilik tespit edilmemistir.
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Kidem yili degiskenine gore katilimeilarin EPDO’niin alt boyutlar1 ve toplaminda verdikleri puanlara
Tablo 8’de yer verilmektedir.

Tablo 8. EPDO Kidem Yili Degiskeni ANOVA Testi Bulgular:

K;ll Tlm n X sd g:;)g%sl df F p Anlamli Farklilik
1-51 64 3734 481 . c
6-102 26 32,77 6,59  -ruplararasi
3
Hedef 1%—%34 gé gi:gé 2:% Gruplarici 374 35gg gopx 172 1>4, 157, 3>2, 3>4,
21-25° 78 36,23 6,37 3>6,3>7,5>2
26-30° 76 3521 7,38  Toplam 379
30+7 46 34,09 7,86
1-51 64 3681 601 . c
6-102 26 3454 6,85 - uplararasi
3
fcerik iéég‘* gg gg:gi gg; Gruplarici 374 315 3% éij’ 3>2, 3>4, 326, 3>1,
21-255 78 36,69 6,55
26-30° 76 3547 7,05 Toplam 379
30+7 46 3430 7,33
1-51 64 3453 659 . c
6-102 26 32,08 871 fupiar arast
11-15° 32 3581 787 .. o,
OOS 16-20* 58 32,66 8,70 rupfarict 986 435 -
21-255 78 34,51 7,46
26-30° 76 34,13 7,47  Toplam 379
30+7 46 34,09 7,39
1-51 64 1669 383 . .
6-102 26 14,23 4,08 fuplar arast
11-15* 32 1838 4,06 .
OD 16-20 58 1690 429 Oruplarici 374,295 519x ézg 63:21'7322* 3>5, 4>2,
21-255 78 16,69 3,77 » 076
26-30° 76 16,95 3,91  Toplam 379
30+7 46 16,83 3,38
1-51 64 1260 1953 . c
6-102 26 114,38 24,58 ~ruplararasi
. 11-15% 32 131,44 22,00 .
Elgagm 16-20° 58 11848 2554 Oruplarici 374, e 057
21-255 78 124,67 2233
26-30° 76 122,11 24,53 Toplam 379
30+7 46 119,70 24,84
*p<.05

Tablo 8’e gore ilkokul programlarinin EPDO’niin alt boyutlari veya toplaminda elde ettikleri puanlar
katilimeilarin kidem y1li degiskenine gore incelendiginde, hedef, igerik, 6lgme ve degerlendirme alt boyutlarinda
anlamli farklilik belirlenmistir (p<.05). Anlamli farkliligin hedef alt boyutunda 1-5 yillik kideme sahip
katilimcilar ile 6-10 yil, 16-20 yil ve 30 yil ve {izeri kideme sahip katilimcilar arasinda (1>2, 1>4, 1>7), 11-15
yillik kideme sahip katilimcilar ile 6-10 yil, 16-20 yil, 26-30 yil ve 30 yil ve iizeri kideme sahip katilimcilar
arasinda (3>2, 3>4, 3>6, 3>7), 21-25 yillik kideme sahip katilimeilar ile 11-15 yillik kideme sahip katilimcilar
arasinda (5>2) oldugu belirlenmistir. Icerik alt boyutunda 1-5 yillik kideme sahip katilimeilar ile 16-20 yillik
kideme sahip katilimcilar arasinda (1>4), 11-15 yillik kideme sahip katilimeilar ile 6-10 y1l, 16-20 y1l ,26-30 y1l
ve 30 yil ve iizeri kideme sahip olan katilimcilar arasinda (3>2, 3>4, 3>6, 3>7) ve 21-25 yillik kideme sahip
katthmeilar ile 16-20 yillik kideme sahip katilimcilar arasinda (5>4) oldugu tespit edilmistir. Olgme
degerlendirme alt boyutunda ise anlamli farkliligin 1-5 yillik kideme sahip katilimcilar ile 6-10 yillik kideme
sahip katilimcilar arasinda (1>2), 11-15 yillik kideme sahip katilimcilar ile 1-5 yil, 6-10 yil ve 21-25 yillik
kideme sahip katilimcilar arasinda (3>1, 3>2, 3>5), 16-20 yillik kideme sahip katilimecilar ile 6-10 yillik
katilimcilar arasinda (4>2), 21-25 yillik kideme sahip katilimcilar ile 6-10 yillik kideme sahip katilimcilar
arasinda (5>2), 26-30 yillik kideme sahip katilimcilar ile 6-10 yillik kideme sahip katilimeilar arasinda (6>2), 30
yil ve tizeri yillik kideme sahip katilimeilar ile 6-10 yillik kideme sahip katilimcilar arasinda (7>2) anlamh
farklilik tespit edilmistir. EPDO’niin 6grenme-6gretme siireci alt boyutu ve &lgegin toplam puanlari arasinda
kidem degiskenine gore anlamli farkliliga rastlaniimamustir.
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Katilimeilarin mezun olduklar fakiilte degiskenine gére EPOO’den elde ettikleri puanlara yonelik
analiz sonuglarina Tablo 9°da yer verilmektedir.

Tablo 9. EPOO Fakiilte Degiskeni ANOVA Testi Bulgulari

Mezun Olunan n 2 s Varyans df F b Anlamli
Fakiilte kaynagi Farklilik
Egitim® 304 61.19 9.28  Gruplar aras1 2
Okuma Fen-Edebiyat? 32 57.25 1159 Gruplarici 377 5572 .004* ézg 31,
Diger Fakiilteler® 44 6450 8.07  Toplam 379
Egitim? 30457.14 9.02 Gruplararast1 2
Yazma Fen-Edebiyat? 32 55.06 9.65  Gruplar igi 377 2405 .092 -
Diger Fakiilteler® 44 59.59 9.19  Toplam 379
EPOO Egitim* _ 304 118.34 17.45 Gruplar arast 2
Toplam Fen-Edebiyat? 32 112.31 18.36 Gruplarigi 377 4.281 .015* 3>1,3>2
Diger Fakiilteler® 44 124.09 16.80 Toplam 379
*p<.05

Tablo 9’a gére katilimcilarin EPOO’niin alt boyutlar1 veya toplaminda elde ettikleri puanlar fakiilte
degiskenine gore incelendiginde, okuma alt boyutu ve 6lgegin toplamindan elde edilen puanlarinda anlaml
farklilik belirlenmistir (p<.05). Anlamli farkliligin okuma alt boyutunda egitim fakdiltesi mezunlar1 ile fen-
edebiyat fakiiltesi mezunlart arasinda (1>2) ve diger fakiilte mezunlari ile egitim fakiiltesi mezunlar1 ve fen-
edebiyat fakiiltesi arasinda oldugu belirlenmistir (3>1, 3>2). Toplam puanlar i¢in anlamli farkliligin diger
fakiilte mezunlar ile egitim fakiiltesi ve fen-edebiyat fakiiltesi mezunlar1 arasinda oldugu tespit edilmistir.
Olgegin yazma alt boyutunda ise anlamli farklilik tespit edilmemistir.

[lkokul programlarmin EPDO’niin alt boyutlar1 ve toplaminda katilimcilarin fakiilte yili degiskenine
gore aldig1 puanlara Tablo 10°da yer verilmektedir.

Tablo 10. EPDO Fakiilte Degiskeni ANOVA Testi Bulgulari

Mezun Olunan Varyans Jf = Anlaml

Fakiilte X sd kaynagi P Farklilik

Egitim? 304 36.07 6.28  Gruplar aras1 2

Hedef Fen-Edebiya? 32 3169 6.74 Gruplarici 377 5704 .001* 152,352
Diger Fakiilteler® 44 34.82 8.42  Toplam 379
Egitim? 304 36.21 6.77  Gruplar arast 2

Icerik Fen-Edebiyat? 32 3238 560  Gruplarigi 377 4633 .010* 1>2,3>2
Diger Fakiilteler® 44 3550 7.83  Toplam 379
Egitim? 304 3432  7.60  Gruplar arast 2

00s Fen-Edebiyat? 32 3163 6.59  Gruplar ici 377 1.806 .166 -
Diger Fakiilteler® 44 33.95 8.49  Toplam 379
Egitim® 304 16.89 3.95  Gruplar aras1 2

OD Fen-Edebiyat? 32 1494 326  Gruplar igi 377 3.890 .021* 1>2,3>2
Diger Fakiilteler® 44 17.18 4.18 Toplam 379

EPDO Egitim? . 304 124.06 22.80 Gruplar arast 2

Toplam Fen-Edebiyat? 32 110.75 21.21 Gruplar igi 377 4757 .009* 1>2,3>2
Diger Fakiilteler® 44 122.00 27.56 Toplam 379

*p<.05

Tablo 10’a gore ilkokul programlarnin EPDO’niin alt boyutlar1 veya toplaminda aldigi puanlar
katilimcilarin fakiilte degiskenine gore incelendiginde, hedef, igerik, 6lgme degerlendirme alt boyutu ve 6lgegin
toplamindan anlamli farklilik belirlenmistir (p<.05). Anlamli farkliligin hedef, igerik, dlgme degerlendirme alt
boyutlarinda ve 6l¢egin toplam puanlarinda egitim fakiiltesi mezunlar ile fen-edebiyat fakiiltesi mezunlari
arasinda ve diger fakiilte mezunlar1 ile fen-edebiyat fakiiltesi mezunlar1 arasinda oldugu belirlenmistir (1>2,
3>2). Olgegin dgretme dgrenme siireci alt boyutunda ise anlamli farklilik tespit edilmemistir.
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Aragtirmada kullanilan 6lgeklerin alt boyutlar1 ve birbirleriyle olan korelasyonlarma iliskin yapilan
analiz bulgularina Tablo 11°de yer verilmektedir.

Tablo 11. EPOO ve EPDO Olceklerine iliskin Pearson Korelasyon Bulgular

1 2 3 4 5 6 7 8

EPOO Top. 1.00 .948** 944** 406** .382** 415%* 342** 357**
2Okuma 1.00 J91** A424%* .398** A27** .360** 371**
%Yazma 1.00 .343** .323* .358** .286** .303*
“EPDO Top. 1.00 944%* .954** 937** 907**
SHedef 1.00 872** .826** .825%*
bigerik 1.00 .855** 811**
008 1.00 843™
80D 1.00

Tablo 11 incelendiginde; oncelikle katilimcilarin EPDO’niin amag¢ boyutundaki becerilerinin
EPOO’den ne 6lciide etkilendigini degerlendirmek igin kurulan regresyon modeli istatistiksel olarak anlamlidir
(F=64.409; p<0.05). Ogretmenlerin EPOO diizeyleri arttikga, EPDO’niin ama¢ boyutundaki becerileri de
artmaktadir (B=0.145; t=8.026; p<0.05). Katilimcilarin program okuryazarligi, EPDO’niin amag alt boyutundaki
degerlendirme becerilerinin yaklasik %15'ini agiklamaktadir.

Ikinci olarak, katihmcilarin EPDO’niin igerik boyutundaki becerilerinin EPOO’den ne &lgiide
etkilendigini inceleyen regresyon modeli de anlamlidir (F=78.706; p<0.05). Ogretmenlerin EPOO diizeyleri
arttikca, EPDO’niin igerik boyutundaki becerileri olumlu yonde etkilenmektedir (B=0.162; t=8.872; p<0.05).
Katilimcilarin program okuryazarligi, EPDO’niin icerik alt boyutundaki degerlendirme becerilerinin yaklagik
%17'sini agiklamaktadir.

Ucgiinciisii, 6gretmenlerin EPDO’niin  dgretim-6grenme  siireci boyutundaki becerilerinin  EPOO
tarafindan 6nemli olgiide etkilendigi regresyon modelidir (F=50.158; p<0.05). Ogretmenlerin EPOO puanlari
arttikga, EPDO niin 6gretim-6grenme siireci boyutundaki becerileri de olumlu yénde etkilenmektedir (B=0.149;
t=1.082; p<0.05). Ancak, katilimcilarin program okuryazarhigi, EPDO’niin 6gretim-dgrenme siireci alt
boyutundaki degerlendirme becerilerinin yaklasik %12'sini 6ngérmektedir.

Son olarak, kurulan modele gore, katilimcilarin EPDO’niin degerlendirme boyutundaki becerilerinin
EPOQ tarafindan etkilenme diizeyi istatistiksel olarak anlamlidir (F=55.214; p<0.05). Katilimcilarin EPOO
puanlar1 artttkga EPDO’niin degerlendirme boyutundaki becerileri olumlu yonde etkilenmektedir (B=0,080;
t=7,431; p<0,05). Katilimcilarin program okuryazarligi EPDO’niin degerlendirme alt boyutundaki becerilerinin
yaklasik %13'iinii agiklamaktadir.

Sonuglar, Tartisma ve Oneriler

Bu ¢aligmanin amaci, sinif 6gretmenlerinin program okuryazarliginin program degerlendirme diizeylerini nasil
yordadigini belirlemektir. Ayrica, sinif 6gretmenlerinin cinsiyet, yas, kidem yili ve mezun olduklar fakdilte tiirii
gibi degiskenlere gore ilgili dlgeklerde aldiklart puanlart incelemektedir. Aragtirma verilerinin analizinden elde
edilen bulgular bu boliimde tartigilmakta ve literatiirdeki diger ¢aligmalarla birlikte degerlendirilmektedir. Elde
edilen sonuglar gercevesinde gelecekteki arastirmacilara, sinif 6gretmenlerine, dgretmen adaylarina, sinif
ogretmenligi boliimlerinde egitim veren akademisyenlere ve egitim politikasi yapicilarina Onerilerde
bulunulmaktadir.

Aragtirma kapsaminda simif 6gretmenlerinin program okuryazarlik diizeylerinin yiiksek kabul edilen
deger araliginda (81,72 > 70) oldugu goriilmektedir (Simsek ve Yildirim, 2013). Bu bulgu literatiir tarafindan da
desteklenmektedir (Cetinkaya ve Tabak, 2019; Erdem ve Egmir, 2018; Esen-Aygiin, 2019; Giindogan, San ve
Uyar, 2023; Karakuyu, 2023). Ancak Siier ve Demirkol'un (2023) nitel aragtirma bulgulari, sinif 6gretmenlerine
programda yer alan egitim felsefesi, amaglari, degerleri ve yeterlikleri konusunda daha fazla destege ihtiyag
duyuldugunu goéstermektedir. Arastirmaya katilanlara uygulanan Egitim Programlari Degerlendirme Olgegi
sonuglarina gore, ilkokul programlar: tatmin edici diizeydedir (70,11 > 70). Literatiirde sinif gretmenlerinin
programa iliskin degerlendirmelerini 6lcen esdeger sonuglar bulunmaktadir (Bal vd., 2021). Egitimin
programlar araciligtyla sekillendirilmesine atfedilen 6nem g6z 6niine alindiginda, bu arastirma oldukg¢a 6nemli
goriilmektedir. Ayrica, bu arastirmada kullanilan iki 6lgegin giivenilirlik degerleri yiiksektir (Tablo 3). Bu
bulgu, arastirmanin dogru yorumlama i¢in 6n kosulu karsiladigimi géstermektedir (Creswell, 2013).

Katilimeilarin program okuryazarligi 6lgeginden aldiklari puanlar arasinda cinsiyet degiskenine gore
anlamli bir fark bulunmamistir. Caligmada elde edilen bu sonuglar literatiirdeki sonuglarla karsilagtirildiginda
Aslan (2019) ve Erdamar ve Akpunar (2020) tarafindan yapilan calismalarla tutarli oldugu gériilmektedir. Ote
yandan Esen-Aygiin (2019), Stigiimlii (2022) ve Giindogan, San ve Uyar (2023) tarafindan yapilan ¢aligmalarda
Olcegin tiim alt boyutlarinda anlamli fark bulunmustur. Erdem ve Egmir (2018) tarafindan yapilan calismada
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yalnizca yazma alt boyutunda anlamli fark oldugu belirlenmistir. Yapilan ¢aligmalarda farkli sonuglarin elde
edilmesindeki sebebin drneklem farkliligindan kaynakli oldugu diisiiniilmektedir. Bu ¢aligmada katilimcilarin
program degerlendirme Ol¢eginin Ggretme-6grenme siireci ve Olgme-degerlendirme alt boyutlarinda erkek
katilimcilar lehine anlamli fark belirlenmistir. Alak ve Nalgact (2012) tarafindan yapilan ¢aligmada cinsiyetin
anlaml bir fark yaratmadig1 sonucuna ulasilmistir. Ozeng ve Cakar (2015) tarafindan yapilan ¢alismada dlcegin
Olcme-degerlendirme alt boyutunda kadin katilimcilar lehine anlamli bir fark oldugu sonucuna ulasilmistir. Bu
sonucun fakiiltelerde program degerlendirmeye iliskin derslerin ¢ok fazla olmamasmin etkili oldugu
diisiiniilmektedir. Egitim fakiiltelerinin bircogunda program degerlendirmeye iliskin dersler bulunmamaktadir.
Bu ders sadece bazi programlarda lisansiistii derslerde yer almaktadir. Bu durum &gretmenlerin sorumlu
olduklar1 programa yonelik degerlendirme yapma yeterliliklerini olumsuz yonde etkilemektedir.

Aragtirmaya katilan 6gretmenlerin program okuryazarliklarinin yas degiskenine gore 6lgegin toplam
puaninda ve yazma alt boyutunda anlamli bir farklilik gosterdigi belirlenmistir. 46-50 yas araligindaki
katilimeilarin dlgegin yazma alt boyutunda 20-30, 36-40 ve 51 ve lizeri yas araligindaki katilimcilardan daha
yiiksek puan aldig1 goriilmiistiir. Olgegin toplam puani acisindan bakildiginda ise 36-40 ve 51 ve iizeri yas
araligindaki katilmecilarin daha yiiksek puan aldigi belirlenmistir. Arastirmanin bu bulgularin literatiir
tarafindan desteklenmedigi goriilmektedir. Erdem ve Egmir (2018) ile Giindogan vd. (2023) tarafindan yapilan
calismalarda anlamli bir farklilik saptanmamustir. Yapilan literatiir taramasinda program degerlendirme
aragtirmalar1 kapsaminda yas degiskenini inceleyen ¢aligmalara rastlanmamistir. Sinif 6gretmenlerinin program
okuryazarliklarinin kidem yillaria gore dlgegin toplam puaninda ve okuma alt boyutunda farklilagtig1 sonucuna
ulastlmistir. Kidemi 1-5, 16-20, 26-30 y1l olan dgretmenlerin program okuryazarligi puan ortalamalariin diistik
oldugu, kidemi 11-15 ve 21-25 yil olan 6gretmenlerin ise yiikksek oldugu belirlenmistir. Literatiirde farkli
sonuglar ortaya koyan caligmalar da mevcuttur. Siigiimlii (2022) tarafindan Tiirk¢e 6gretmenlerinin mesleki
deneyimi ve program okuryazarligi becerilerini belirleme amaciyla yaptigi calismada anlamli bir fark
bulunamamuistir. Benzer sonuca Sag ve Sezer (2012) tarafindan da ulasilmistir, ayn1 ¢aligmada dikkat ¢eken bir
diger bulgu ise sinif 6gretmenlerinin program okuryazarlik diizeylerinin kidem yili arttikga azalmasidir. Burada
deneyim ile program okuryazarlig1 arasinda negatif bir iliski oldugu yorumu yapilmistir. Bu bulgudan hareketle
mevcut programlarin iceriklerinin yeni mezun 6gretmenler tarafindan daha kolay anlasilabildigi, ancak daha
erken mezun 6gretmenler tarafindan anlasilamadig1 yorumu yapilabilir.

[Ikogretim programlarina katilan 6gretmenlerin kidem degiskenine gore egitim programi degerlendirme
Olceginden aldiklari1 puanlarda, 6lgegin hedef alt boyutunda gruplar arasinda fark bulunmustur. Kidem gruplart
arasindaki farkin 1-5 ve 11-15 yil kideme sahip katilimcilar lehine oldugu goriilmiistiir. Icerik ve 6lgme-
degerlendirme alt boyutlarinda da durum degismemis ancak her ii¢ alt boyutta da puanlar 6-10 y1l kideme sahip
o0gretmenlerin aleyhinedir. Bu ¢alismada 6gretme-6grenme siireci ile dlgekteki toplam puanlar arasinda anlamli
bir fark bulunmazken Bal vd. (2021), Bulut (2008) ve Stigiimlii (2022) tarafindan yapilan 6nceki aragtirmalarda
o0gretmenlerin deneyim diizeyleri ile ¢iktilari arasinda pozitif bir iliski oldugu belirtilmistir. Ancak, Alak ve
Nalgaci (2012) ve Orbeyi ve Giiven (2008) tarafindan yapilan diger arastirmalarda deneyim yilina gore anlamli
bir fark bulunamamustir.

Smif 6gretmenlerinin okuryazarlik oOl¢eginden aldiklart puanlar mezun olunan fakiilteye gore
degerlendirildiginde; fen-edebiyat fakiiltesi mezunlart ile egitim fakiiltesi mezunlari arasinda anlamli fark
bulunmustur. Ozellikle, egitim fakiiltesinden mezun olanlar &lgegin okuma alt boyutunda daha yiiksek puan
almislardir. Olgegin yazma alt boyutunda anlamli bir fark bulunamamustir. Bu bulgulara gore katilimcilarin
mezun olduklar {iniversitelerin program okuryazarliklarini etkiledigi sonucuna varilmistir. Esen-Aygiin (2019)
yaptig1 caligmada, egitim fakiiltesi mezunlarinin Glgegin toplaminda ve alt boyutlarinda karsilastirilan tiim
fakiilte mezunlarindan daha yiiksek puan aldigini belirlemistir. Benzer bulgu Erdem ve Egmir (2018) tarafindan
da yapilan ¢alismada elde edilmistir. Burada genel olarak beklenen sonug egitim fakiiltesi mezunlarmin daha
yiiksek puan almasi olmakla birlikte, bu ¢aligma literatiirdeki diger ¢aligmalarla ¢elisgmektedir. Bu ¢alismada il
merkezinde gorev yapan sinif 6gretmenlerinin tigte birinden fazlasina ulasilmistir. Bu durum gergekten 6nemli
bir grupla c¢alisildigimni ortaya koymaktadir. Farkliligin nedeninin ¢aligmalarda ulasilan 6rneklemin iiniversite
ogrencilerinden olugmasi oldugu disiintilmektedir. Katilimcilarin egitim programlarint  degerlendirme
diizeylerinin mezun olunan fakiilte degiskenine gore anlamli farklilik gosterdigi belirlenmistir. Egitim
fakiiltesinden mezun olan &gretmenlerin puanlarinin, fen-edebiyat fakiiltesinden mezun olan 6gretmenlere gore
ve egitim grubu diger gruplarla karsilastirildiginda anlamli diizeyde yiiksek oldugu belirlenmistir. Bu bulgu,
konu ile ilgili mevcut literatiirle tutarsiz gériinmektedir. Bal vd. (2021), Orbeyi ve Giiven (2008) calismalarinda
mezun olunan fakiilte tiirline gore bir fark bulamamiglardir. Bu c¢alisma diger calismalarla birlikte
degerlendirildiginde egitim fakiiltelerinde sinif 6gretmenlerine verilen program okuryazarli§i ve program
degerlendirme konusundaki derslerin yetersizliginin etkili oldugu yorumu yapilabilir. Tlgili konuda egitim
almayan Ogretmen adaylarmin bilgi ve uygulama becerileri genel olarak farkli alanlardan atanan diger
ogretmenlerle benzerlik gostermektedir. Bu konuda yapilan bir ¢aligmada okullarda bu yeterliliklerin benzer
diizeyde kazanildig1 veya kazanilmadig diisiiniilmektedir.
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Aragtirma sonucunda katilimeilarin program okuryazarliginin program degerlendirme dlgeginin tiim alt
boyutlarni pozitif yonde yordadigi goriilmektedir. Bu sonuca gore Ogretmenlerin program okuryazarligi
diizeyleri arttikca program degerlendirmenin tiim alt boyutlarindaki beceri diizeylerinin paralel olarak arttigi
sOylenebilir. Literatiirde program okuryazarligi ile program degerlendirmesi arasindaki iliskiyi inceleyen bir
calismaya rastlanmamigti. Ancak caligmalarda program okuryazarligmin program gelistirme ve
degerlendirmesine 151k tutacagi belirtilmektedir (Akmoglu ve Dogan, 2012). Aynm1 zamanda program
okuryazarlig1 programlarin degerlendirilmesi i¢in 6n kosul olarak kabul edilmektedir. Kiigiiktepe ve Kerimoglu
(2021) diisiik program okuryazarligina sahip 6gretmenlerin programi dogru degerlendiremeyecegini belirterek
aragtirmamizin sonucunu desteklemektedir.

Sonuclar

Bu calismanin sonuglar1 genel olarak degerlendirildiginde, siif 6gretmenlerinin program okuryazarliginin
yiikksek diizeyde oldugu ve bu baglamda ilkokul programini ortalamanin iizerinde olarak ifade ettikleri
goriilmektedir. Caligmanin en dikkat ¢ekici sonuglarindan biri yag ve kidem degiskenleri agisindan bulunan
farkliliklardir. Belirli bir sirayla artis veya azalis bulunmamistir. Bir diger 6nemli bulgu ise sinif 6gretmenlerinin
program okuryazarligi arttikca program hakkindaki diisiincelerini olumlu yonde yordadigi tespit edilmistir.
Program okuryazarlik diizeyi yiiksek olan o6gretmenlerin derslerde igledikleri programi daha gergekei
degerlendirdikleri diistiniilebilir.

Oneriler
Sonuglara dayanarak asagidaki maddeleri 6nerebiliriz:

- Smif dgretmenlerinin program okuryazarligt becerilerinin yiiksek diizeyde oldugu belirlenmistir.
Ancak bu sonuglar 6gretmenlerin kendilerini yeterli olarak algiladiklart seklinde de yorumlanabilir. Bu sonucun
ger¢egi yansitmasi i¢in program okuryazarligi konusunda uygulamali etkinliklerle farkli bir ¢alisma yapilmasi
onerilmektedir.

- Program okuryazarligi ve bir programi pratikte degerlendirebilme yetenegi bir 6gretmenin sahip
olmasi gereken onemli yeterliliklerdir. Egitim fakiiltesi mezunlariin burada avantajli bir konumda olmasi
beklenirken farkli sonuglarla karsilagilmistir. Bu nedenle egitim fakiiltelerinde bu yeterlilik alanlartyla ilgili
derslerin igerikleri kontrol edilmelidir. Bu derslerin ¢ogu fakiiltede verilmedigi diisliniildiigiinde bunun ¢ok
onemli bir eksiklik oldugu sdylenebilir. Bunun sonuglarmin dogru bir sekilde incelenmesi ve egitim
fakdiltelerinin programlarinin giincellenmesi dnerilmektedir.

- Ogretmenlerin program becerileri yasa ve deneyim yillarina gére degismektedir. Bu nedenle smif
ogretmenleri arasinda akran egitimini dnerebiliriz. Seferoglu (2001), akran egitiminin 6gretmenlik meslek grubu
icinde dayanigsmay1 ve gelisimi artirdigini belirtmektedir. Bu nedenle, akran egitiminin program okuryazarligin
ve degerlendirme becerilerini gelistirmesi beklenmektedir.
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