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Abstract: This study aims to examine the views of experts involved in the identification of gifted children in early
childhood towards identification. The study included 15 experts working in identification at Guidance and Research
Centers (GRCs) in Gaziantep, Erzincan, Malatya, and Istanbul provinces. For this qualitative research study, a semi-
structured interview form, created by the researchers in accordance with the aims of the research, was used to explore the
views of experts involved in early childhood identification. The results of the expert opinions show that the participants
defined special ability as above average performance, creativity, problem solving, quick comprehension, and learning.
Participants emphasized the necessity of identification in early childhood in order to reveal potential and differentiate
education programs. They emphasized the strengths and weaknesses of the tools used in identification. They revealed the
problems experienced in the identification process especially in immigrant and refugee groups. They emphasized the
effect of pre-test preparations and the opinions of families and teachers on the identification process. A number of
recommendations were made in line with the opinions of the experts involved in identification.

Keywords: Giftedness, early childhood, identification, expert opinions

07 Bu caligma erken ¢ocukluk dénemindeki 6zel yetenekli cocuklarin tanilanmasinda gorev alan uzmanlarin tanilamaya
yonelik goriiglerini incelemeyi amaglamaktadir. Calismaya Gaziantep, Erzincan, Malatya ve Istanbul illerindeki
RAM’larda (Rehberlik Arastirma Merkezi) tanilamada gorev alan 15 uzman katilmustir. Nitel bir arastirma olarak
kurgulanan bu ¢aligmada, erken ¢ocukluk doneminde tanilamada gérev alan uzmanlarin gorislerini incelemek icin
arastirmacilar tarafindan olusturulan yari yapilandirilmig goriisme formu kullanilmistir. Uzman goriisleri sonucunda
ortaya ¢ikan bulgularda, katilimeilar 6zel yetenegi daha ¢ok ortalamanin iizerinde performans gosterme, yaratict olma,
problem ¢ozme, hizli kavrama ve ogrenme olarak tanimlanmiglardir. Katilmeilar 6zel yetenekli gocuklarin
potansiyellerini ortaya c¢ikarmak ve egitim programlarmm farklilagtirilmasi agisindan erken g¢ocukluk doneminde
tanilamanin gerekliligine dikkat ¢ekmislerdir. Ayrica tanilamada kullanilan araglarin giiglii ve zayif yonlerine de vurgu
yapmuglardir. Ozellikle gogmen ve miilteci gruplarinda tanilama siirecinde yasanan sorunlar ortaya koymuslardir. Test
oncesi yapilan hazirliklar ve tanilama dncesinde aile ve 6gretmenlerden alinan goriislerin tanilama siirecine olan etkisini
vurgulamislardir. Caligma sonucunda tanilamada goérev alan uzmanlarin goriisleri dogrultusunda birtakim oneriler
getirilmistir.

Anahtar Kelimeler: Ozel yetenek, erken gocukluk dénemi, tanilama, uzman gériisleri

Giiler, O., Canpolat, S., Okcii, M. & Camci, S. (2024). Opinions of experts working on identification of gifted children in early childhood. Erzincan

University Journal of Education Faculty, 26(4), 494-506. https://doi.org/10.17556/erziefd.1435724

Introduction

Early childhood is the period of the fastest growth and
development in an individual's life. This time frame typically
includes the years between birth and age six. Early childhood
plays a crucial role in the physical, cognitive, emotional, and
social development of the child. Early childhood is an essential
period in terms of both individual and social development
(Tungeli & Zembat, 2017; Unver & Erdamar, 2015). Research
emphasizes the significance of early life events for brain
development, and the planned and programmed
implementation of early life events is provided through early
childhood education. The impact of early childhood education
is very important and this impact is undeniable in the field of
identification and education of gifted children (Sankar-
DeLeeuw, 2002). For this reason, early childhood is one of the
most vital periods to be emphasized in order to understand
giftedness and its development (Clark, 2015). At this point, the
importance of early identification, which is the first step in
understanding and developing giftedness, comes into play. In
line with this importance, we aimed to obtain the opinions of
experts involved in the identification of gifted children in early
childhood. That is because the units responsible for the
identification of gifted individuals in the region and carrying
out support education services and guidance and psychological

counseling services for these individuals are Guidance and
Research Centers (GRCs) in line with the 2006 regulation of
the Ministry of National Education (MoNE) and the 2018 Art
and Science Center (ASC) identification directive in Tiirkiye.
In the preschool period, gifted students are identified at these
centers if their families or preschool teachers make a referral.
In this study, the opinions of the experts working in the
identification process in GRCs will be included.

Research suggests that identifying gifted students in early
childhood can provide a number of important advantages in
terms of maximizing potential, implementing appropriate
educational strategies and resources, achieving academic
success, better understanding of self-awareness and needs, and
increasing social-emotional well-being (Robinson, et al.,
2007; Rogers, 2002; Subotnik, et al., 2011). However, the
identification of talent in early childhood can bring about a
number of problems. The identification of gifted students at an
early age can create pressure on children to perform at high
levels, cause stress and anxiety, and create social and
emotional difficulties (Cross et al., 2017; Gross, 1999;
Olszewski-Kubilius & Subotnik, 2018; Robinson et al., 2007).
In addition, if they are unable to locate peers who share their
interests and are on the same level as them, may become
frustrated and distressed (Sankar-Deleeuw, 2002; Leana-
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Tascilar, 2017). Although many researchers increasingly
recognize the benefits of early childhood identification in
terms of early intervention and educational planning (Pfeiffer
& Petscheri, 2008), the debate on early identification
continues.

Both on a global scale and in Tiirkiye, there are some
limitations on the identification of gifted children and students
both in terms of methods and identification tools (Bal-Sezerel,
2020; Cao et al., 2017; Karadag, 2022). One of the most
fundamental limitation of early identification stems from
questions about whether giftedness can be identified reliably
in early childhood (Gottfried et al., 2009). One of these
questions is the adequacy of the measurement tools used in
identification. As a matter of fact, both Thorndike (1940) and
a number of researchers have stated that tests in early
childhood have limitations in detecting intelligence test
performance at school age (Baron & Leonberger, 2012;
Colombo, 1993). Research suggests that intelligence tests
might not capture the whole range of cognitive abilities
associated with giftedness and may be biased against children
from low-income or culturally distinct groups (Callahan,
2017). At this point, it is argued that a number of assessment
tools should be introduced in addition to standardized
intelligence tests. The identification of gifted children is a
complex process that requires the use of multiple criteria and
assessment tools. The use of multiple criteria and assessment
tools in the identification of gifted children is beneficial in
terms of reducing measurement errors, providing a complete
understanding of students' giftedness, including students from
disadvantaged groups, and providing multiple opportunities
for students to demonstrate competence (Geiser et al., 2016;
GoOkdemir, 2017; Hartas et al., 2008; McBee et al., 2014;
Pfeiffer, 2015). However, two controversial issues arise when
using a multi-criteria identification strategy. First, which
assessment tools and/or assessment methods should be used,
and second, how accurately and in detail the information from
different assessment tools, which may or may not contradict
each other, should be combined (Cao et al., 2017). At this
point, itis also important to consider the competence of experts
involved in the identification of gifted students in early
childhood. Pyryt (2004) states that for the correct identification
of gifted students, the experts making the identification should
have expertise in the assessment of gifted students. It is
important to know the characteristics of children and the
identification and assessment tools very well, and to have
expertise in their application, especially in the correct
identification of twice-exceptional children (Leana-Tasgilar,
2020). In addition to expertise in special education, there are a
number of issues that can help specialists involved in the
identification of giftedness in early childhood. These include
parental observation, teacher observation/advice and portfolio
assessments (Shaklee, 1992). Research suggests that parents'
observations of their own children can provide crucial
information for identifying young gifted children (Fan, 2003;
Pletan et al., 1995). Teacher recommendations/nominations
and portfolio assessments have also been widely used to
identify gifted students. However, many studies suggest that
teacher observations in early childhood are less helpful in
aiding identification than parent observations (Gray, 1980;
Gear, 1978; Hadaway & Marek-Schroer, 1992). In general, in
addition to multiple identification criteria, it is considered best
practice to incorporate observations of parents and teachers
(Phelps et al., 2023; Robinson et al., 2007; Sutherland, 2008).
In conclusion, Preiffier and Petscher (2008) state that accurate

identification is the first and most important step in planning
services for gifted preschool students. Preiffer (2008) states
that as the importance of identification rises, the questions of
what, why, how and when come to the fore. At this point, the
answers to these questions given by experts involved in early
childhood identification will be very valuable.

Valler et al. (2016) stated that the next logical study for
future researchers is to interview experts in the field about
giftedness. In addition, Brown et al. (2005) draw attention to
the importance of practitioners' and policy makers' beliefs
about identification. In the literature, there are a number of
opinion, perception and recommendation studies on the
identification and education of gifted students in early
childhood. However, these studies were generally conducted
with parents, preschool and ASC teachers (Alemdar, 2009;
Bildiren et al, 2020; Cetinkaya & Inci, 2019; Senol, 2023;
Tezcan, 2012). There is no research that comprehensively
analyses the opinions of experts involved in identification in
early childhood. Indeed, Grant and Morrissey (2021)
emphasized that the early childhood period has been neglected
in studies on gifted education. Similarly, Demirel-Dinge¢ and
Kiris¢i (2023) stated in their research that leading and
reputable international journals in the field of gifted education
have focused on early identification in recent years. From this
perspective, this research is expected to contribute to the field.
In Tiirkiye, the evaluation of special ability is predominantly
based on the child's mental performance. Mental performance
is generally determined according to the results of group tests
and individual intelligence tests conducted through GRCs
(Tarhan & Kilig, 2014). GRCs, which are responsible for the
identification and placement of gifted students, play a key role
in this process. For this reason, research on the practices in
GRCs and the opinions of the employees are also important in
this respect (Eker & Sar1, 2021). At this point, it is thought that
the opinions of the experts working in identification in GRCs,
who are assumed to have a good command of the dynamics of
the tests, will make constructive contributions to the literature.

Gifted children often exhibit exceptional talents or
strengths in academic, creative or social-emotional areas, or in
some areas. Professionals involved in identification can help
to identify these strengths and provide information that can
help to identify giftedness. By providing information about a
child's strengths and needs, they can help to develop
appropriate education plans and interventions with guidance to
parents and teachers. They can also make recommendations
for appropriate educational and enrichment opportunities that
can support a child's development. Overall, the opinions of
diagnosticians can be an important component of early
childhood giftedness identification as they can provide
valuable and in-depth information that helps to identify a
child's strengths and needs.

Considering the results of the studies mentioned above, this
study aims to address a critical gap in the literature on early
identification of gifted children. Specifically, it seeks to
analyze the strengths and weaknesses of the methods
employed in this process by focusing on the perspectives of
experts directly involved in early identification. Given that
existing studies in the literature predominantly focus on
parents, preschool teachers, and ASC teachers, this study is
expected to make a unique contribution by incorporating the
insights of early childhood identification experts for the first
time. Moreover, considering the growing interest in early
identification within the international literature and the distinct
dynamics of identification processes in the Tiirkiye context,
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this study is anticipated to provide valuable contributions to
both national and international gifted education literature. In
the light of all these predictions, the purpose of this study is to
obtain the opinions of experts involved in the identification of
gifted children in early childhood. In line with this main
purpose, expert opinions on the identification of gifted
children in early childhood are evaluated with a set of
interview questions.

Methodology
Research Design

The aim of this study is to examine experiences of experts
involved in the identification of gifted children in early
childhood. The research employed the phenomenological
approach, a qualitative research method, as its study design.
The phenomenological approach allows for a deeper analysis
and comprehension of a phenomenon or occurrence (Creswell,
2013; Yildinm & Simsek, 2021). This approach is qualitative
research in  which researchers examine participants'
perspectives, emotional experiences, thoughts, and how they
perceive events (Merriam, 2013). In this study, semi-
structured interview technique was used to reveal the
experiences of the participants. The semi-structured interview
technique enables the elicitation of experiences and new and
unexpected meanings, the development and renewal of
intervention methods, the production of policies for needs, and
the researchers to obtain more in-depth and richer information
(Neergaard et al., 2009; Patton, 2002). The procedures carried
out within the scope of the research are given in Figure 1.

Participants

Fifteen experts working in diagnostics in GRCs in Gaziantep,
Erzincan, Malatya and Istanbul provinces, selected through
convenience sampling participated in the study. Convenience
sampling provides practicality and speed to the research as it
selects participants with close and easy access (Yildirmm &
Simsgek, 2021). The data was obtained through interviews with
15 identification experts (psychological counselor) working in
GRCs. Before starting the interviews, appointments were

made with CRCs directors and diagnosticians, and preliminary
interviews were conducted with them. As a result of the
information, participation in the research group was voluntary.

The subjects participating in the research can be handled in
two different structures in the context of the research method.
The first one is the participants, and the second one is the
researchers. In this context, nine of the participants were male
and six were female. All of the participants were experts who
had one or more roles in the identification of gifted individuals
in early childhood and had experience in identification.
Participants are also individuals with experience of identifying
one or more refugee and migrant children. In addition to all
these, the participants were responsible for identifying gifted
children in early childhood to serve the purpose of the study.
All of the participants work in GRCs under the MoNE. In
addition, the researchers, who are the other subjects of the
current study, are doctoral students and doctoral graduates in
the field of giftedness and are experienced in qualitative
research methods.

Instrument

A semi-structured interview form developed by the
researchers in line with the purpose of the study was used to
examine the views of experts involved in early childhood
identification. Semi-structured interview is a qualitative data
collection technique consisting of open-ended questions that
allow the researcher to control the interview on the one hand
and provide flexibility for the participant to answer the focal
question in depth on the other (Willig, 2013). After the
development of the semi-structured interview form, the
opinions of five faculty members who are experts in the field
of gifted education were obtained. Based on the opinions
received, consensus was reached on six of the eight questions,
but 2 questions were suggested to be reorganized. In line with
the feedback from the experts, the two questions were
reorganized. Afterwards, a pilot study was conducted.
According to the results of the pilot application, the interview
questions were revised and the final form was created in line
with the expert opinions. The questions in the interview form
are given below in order:

dcntificatior\
of the

Writing
the report

/

Data
analysis

Data
collection

Pilot

\implcmcntatio

problem

Literature
review

\

Preparation
of interview
questions

Figure 1. Procedures conducted within the scope of the research
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1. What do you think special ability is? How would you
define it?

2. What do you think about the identification of gifted
children in early childhood? (Can you evaluate the
necessity and appropriateness of identification in this
period?)

3. Which characteristics of a child nominated in early
childhood make you think that the child is gifted?

4.  What do you think about the strengths and weaknesses
of the tools used in identification? How do you deal
with these weaknesses?

5. How does the information you get from the family
contribute to the identification process?

6. How does the information you get from the teacher (if
he/she receives preschool education) contribute to the
identification process?

7. What do you think about the competence of
identification tools used in early childhood to identify
disadvantaged groups (refugees, immigrants,
minorities, single-parent families, twice different
children, etc.)?

8. How do you prepare a child for the test before
administering it to a child in early childhood?

Data Analysis

The interview data obtained from the experts was transferred
to a separate word document. The data was then transferred to
the NVIVO 11 program and subjected to content analysis.
Content analysis is an analysis technique in which themes,
categories, and codes are created by using words or groups of
words to reflect the essence of a text (Biiyiikoztiirk, et al.,
2020). The main purpose of content analysis is to explain the
interview data and to reach the concepts and relationships
between concepts (Yildirim & Simsek, 2021). The frequency
() of the analyzed data consisting of explanations and sample
quotations of the interviewees are presented in the findings
section. Interviewer codes were used as Expert 1 (E1), E2,
..E15.

Credibility and Consistency

In the current study, the data collection process was ended with
the data repeating itself. In addition, a consistency study was
conducted in the research and the concept of consistency is
used in the same sense as the concept of reliability in

Identification
i early

Concept of
giftedness

)

quantitative research (Yildinm & Simsek, 2021). In this
context, each action was discussed and explained in detail
during the current research. In addition, the researchers took
care to avoid prejudices and tried to collect the data in detail to
increase credibility. Then, the data analyses were submitted for
expert review. To ensure reliability, it is very important that
the coders reach a consensus and get the opinion of a different
expert (Tire, 2023). Feedback was received from three experts
who are competent in the field. As a result of the feedback
received, corrections were made in the errors detected. At this
point, Miles and Huberman's (1994) calculation methods were
used to ensure inter-coder agreement, and according to Miles
and Huberman (1994) the agreement should be at least 0.70.
In the current study, the agreement between the coders was
calculated as 0.83. Thus, it can be said that the reliability in
the current study is sufficient.

Findings

In this section, the findings obtained as a result of the
interviews with experts working in early childhood
identification are presented. According to the findings, themes
such as the concept of giftedness, signals of giftedness,
identification in early childhood, tests used in educational
identification, pre-test preparations, family and teacher
influence on correct identification were identified. The themes
are given in Figure 2.

These themes are explained respectively. Experts' views on
the concept of special ability are presented in Table 1.

Table 1. Experts' views on the concept of giftedness
Definitions f

Performing above average
Being creative

Problem solving

Fast comprehension-learning
Become a leader

Higher order thinking
Interested in art
Academic achievement
Acting independently
Being curious

Being careful
Overexcitibility
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Total

childhood ‘

Pre-test
preparations
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Signals of ' Tg‘:‘ “s.edm{s .
aiftedness _education influence on
identification

Figure 2. Themes related to the opinions of experts involved
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It is seen that performing above average, being creative,
problem solving, fast comprehension-learning come to the fore
in the special ability definitions of the experts. Again, being a
leader, thinking at a higher level, being interested in art, and
being academically successful are also mentioned by the
experts. Excerpts from the experts' opinions are given below:
In my opinion, special ability is a display of skills in some
areas that are above the average accepted by the society (E1).

In my opinion, gifted individuals are individuals who learn

faster than their peers, like to act independently, are

curious, have high creativity capacity, leadership capacity,
and exhibit a significant performance difference in terms
of abstract thinking skills (E11).

Compared to their peers, they have high learning speed,

developed creativity skills, high capacity in artistic and

leadership issues, can interpret abstract ideas, act
independently in subjects they have knowledge about, and
show high performance in these areas of interest (E4).

Experts conduct interviews with the parents before
administering the test to the child who comes for individual
identification. During the interviews, they ask the parents
questions to get to know the child and try to get to know the
child better. Both during these interviews and their own
observations, they have indicated some signals that they
consider to be strong signals that the child is likely to be gifted.
The opinions on these signals are presented in Table 2.

Table 2. Experts' views on signals of giftedness
Signals

—

Advanced language skills

Creativity

Higher order thinking

Questioning

Fast comprehension-learning

Looking from different

perspectives

Overexcitibility

Focusing

Visual perception

Performing above average

Early walking

Early speech

Imagination

Leadership 1
Total 61
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Among the signals mentioned by the experts, receptive and
expressive language skills, creativity, high-level thinking,
inquisitiveness, rapid comprehension-learning, looking from
different perspectives and hypersensitivity stand out. Excerpts
from the experts' opinions are given below:

Good self-expression skills, high vocabulary, good visual
perception, quick thinking and practical solutions,
perspective on events, logical questions and high
questioning skills make me think that a child is gifted (E2).
Creativity, abstract thinking related to the field of interest,
interpreting situations as they perceive them differently,
the ability to analyze because of their talent, a higher skill
in establishing cause and effect relationships, and an
individual who is aware of themselves and contexts are in
my opinion gifted (E3).

Characteristics such as imagination, functional receptive

and expressive language, capacity for rapid

comprehension, perspective on events, significantly

superior performance in a field compared to peers,

leadership, and sensitivity make me think that a child is

gifted (E7).

Experts also made statements about early childhood
identification. All but one of the experts stated that early
childhood identification is necessary and important. They also
emphasized what should be considered in early childhood
identification. The opinions of the experts on early childhood
identification are given in Table 3.

Table 3. Experts' views on identification in early childhood
Identification in Early Childhood f
To unlock potential 6

For program differentiation 5

For academic development 3
3

3

2

Necessary and

. For social and emotional
important or social and emotiona

development

For planning

Because it's a critical period
Total

Tests inadequate

Play period

Total

Family guidance should be
provided

The possibility of error in
measurement should be 2
considered

Total 8
General Total 32

N
N

Unnecessary

o Nk -

Things to watch out
for

Experts who considered identification necessary and
important in early childhood drew attention to revealing
potential, program differentiation, academic, social and
emotional development, post-identification planning, and the
critical period. Excerpts from the experts' opinions are given
below:

I think that identification in early childhood is important

because it is very valuable in terms of discovering

children's talents, skills and capacities at an early stage
and progressing in this direction, receiving education and
developing (E14).

If gifted children are not identified, they have difficulties in

school processes.  From this point of view, early

identification is a necessity in my opinion. If they can be

identified in the preschool period, we will have the

opportunity to differentiate educational practices (E6).
Early identification of gifted individuals has a very important
place in terms of the measures to be taken and the plans to be
made in the rest of the process (E4).

The expert who considered identification unnecessary in
early childhood explained that this period is a play period, that
a healthy determination cannot be made in this period, and that
tests are insufficient to diagnose children in this period:

In the early childhood period, | believe that we should not
be in too much of a hurry because children are mostly in
the play period and our definition is more of an academic
assessment. But if we consider it as 0-8 years old instead
of 0-6 years old, then yes, the early childhood period may
be more appropriate in the 6-8 age range, and | do not
think that the measurement tools in the definition in the
younger age group generally collect very healthy data in
that age group (E12).
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Although experts generally consider identification in early
childhood necessary and important, they added that there are
some issues to be considered in this process. In particular, they
stated that families should be guided and underlined that the
possibility of error in measurement should not be forgotten.
Excerpts that may be examples of the experts' opinions are
given below:

Early identification is very important, but there is also a

social and psychological dimension, which can put

pressure on the child from an early age. They expect much
more than the child can do, like you are already superior.

Both the family and the teacher can cause the child to be

labeled (E10).

Early childhood years are the years when the development

process is the fastest, and mental development is especially

rapid in these years. Therefore, | see the possibility of

errors in identification activities between the ages of 0-6

as high (E6).

Experts also expressed their opinions about the tests they
used in educational identification. It is seen that there are two
successive stages in the identification of gifted students. The
first one is group screening with the help of tablets, and the
second one is individual identification, which they referred to
as "intelligence tests". Experts stated that the tests used in both
individual and group identification have strengths and
weaknesses. Experts' opinions on the tests used in
identification are given in Table 4.

Table 4. Experts' views on tests used in educational
identification
Educational Identification

f

Being multidimensional 5
Strengths Reliable and valid 2
Individual attention 1
Total 8
Lack of healthy resultsin 1

disadvantaged groups

Small dimensions 8

Failure to consider 8
Weaknesses .

cultural differences

Dissemination of 5

questions

Out of date

Total

1
3
Practical 2
1
1
1

Individual
identification

Strengths
Economic

Reliable and valid

Considering cultural
differences

Total 5
Small dimensions 1
Lack of equal 1
opportunity

Total 2
General Total 52

Group
identification

Weaknesses

When the table is examined, among their strengths, the
experts highlighted the multidimensionality of the tests
employed in individual identification, their validity and
reliability as well as their tailored application. On the other
hand, there were also those who thought that intelligence tests
were not very inclusive as a weakness. All the experts pointed
out that the tests can not measure disadvantaged groups
properly. Specifically, in language-related questions, they
stated that immigrant children failed because they could not
comprehen the instructions and suggested the development of

scales that include disadvantaged groups. In addition, it was
reported that the questions asked in the test were shared on the
internet or other platforms. There was no confidentiality,
children who came to the test saw the questions beforehand
and therefore errors were introduced into the measurement.
Excerpts from the experts' opinions are given below:

I use Anadolu Sak Intelligence Scale (Asis). Asis has many

sub-dimensions; it is powerful in this respect (E9).

Keeping the norm broad, applying it many times and giving

the same results. | can say that it is reliable (E7).

Among refugees and migrants, | think it negatively affects

the outcome in children with poor language development

and adaptation. | also think it significantly affects the
outcome in children traumatized after traumatic events

(E4).

In tests with a verbal dimension, we really have problems

with refugees, migrants and minorities. | mean, especially

in terms of language. This is a big problem. | think scale
developers should pay attention to this (E13).

I have some problems with the tools. The confidentiality of

the scales used has almost disappeared. In other words, the

student who reaches the individual assessment stage in the
definition can obtain data from the content of this scale
outside and access these questions (E6).

Among the strengths of the group identification tests, the
experts indicated that they were practical to administer,
economical because they were administered to many people in
a short period of time, provided reliable and valid findings, and
took cultural differences into account. On the other hand, they
emphasized that the questions were not very inclusive,
measured few dimensions, and were not suitable for equal
opportunity as not everyone had the chance to use the tablet
beforehand. Examples of the experts' opinions are given
below:

It provides the opportunity to identify more than one
student at the same time. It provides practicality in tablet-
based assessments compared to other tests. Its weaknesses
are that it does not cover different abilities of students, and
some students may not be able to show their real
performance during the application process. It provides
disadvantages for students with low economic level (E1).

The tablet application used in group identification is more

appropriate. Independent of culture and language (E6).

It is understood from the opinions of experts that some
preparations are made before the intelligence test. These
preparations are made so that the child can show the best
performance. The opinions of the experts regarding the
preparation before the test are given in Table 5.

Table 5. Experts' views on pre-test preparations

Preparations f
Creating an environment of 13
trust
Information 11
Waiting to be ready 9
Determine if there is a 8
physiological need
Organizing the test room 4
according to the individual
Total 45

It is seen that the experts chatted about daily topics to make
the children feel safe before starting the test and emphasized
that this was not an exam in order to correct possible
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misinformation of the child. In addition, it is understood that
before the test, they check whether the child has any
physiological needs; they organize the room, table and seat
according to the child and wait for the child to feel ready.
Excerpts that may be examples of the experts' opinions are
given below:

Children usually come to the test with high anxiety and

sometimes they get excited because they are young. | attach

great importance to the first contact, when we make
contact with the first child, | show a smiling face and act
warm. | explain that this is not a test (E6).

I explain that we are going to do a study and that this is not

an exam. | give information about the practice we will do

(E3).

| start the test after making sure that his excitement has

subsided, his toilet needs have been met, he has had a good

night's sleep and his stomach is full (E5).

Experts said that they also consulted the views of the
family and teachers in order not to make a decision based only
on the test results. They stated that they examined the form
received from the teacher before the test, if any, and tried to
get to know the individual better by meeting with the family.
The opinions of the experts regarding the influence of family
and teacher on the correct identification are given in Table 6.

Table 6. Experts' views on the influence of family and teachers
in correct identification
Family and teacher influence on correct

identification f
Facilitating expert judgment 10
. Facilitating individual
I_Dosmve recognitiog 8
impact . .
Increasing expert readiness 5
Total 23
Family Manipulating the expert 5
Negative Making it difficult to
. - R 3
impact recognize the individual
Total 8
No impact  No impact 1
Total 1
Facilitating individual 10
Positive recognition
impact Facilitating expert judgment 4
Teacher Total 14
No impact  No impact 1
Total 1
General Total 47

When the table is analyzed, it is seen that the information
received from the family enables the experts to get to know the
child better and makes the decision to be made more valid.
However, it is understood that some families try to mislead and
manipulate the experts by making the child look different from
what he/she really is because they want their children to be
gifted. Excerpts that may be examples of the experts' opinions
are given below:

Families mostly give information about the child's

personal characteristics. |1 get information about the

child's communication and behaviors in the home
environment. This information helps me to know how to
approach the child during the identification (E10).

Family information is very important. Without information
from the family, making a decision based only on the test
result may lead to mistakes (E15).

The information obtained from the family provides

information about the child's personality, attitude and

behavior. It increases the practitioner's readiness for the
identification process (E3).

The family does not contribute much here (E12).

It is seen that the information the experts receive from the
teacher is also useful. Likewise, a detailed information form
from the teacher clarifies the expert's perception of the child
and facilitates the decision to be made. Examples of the
experts' opinions are given below:

The information we get from the teacher is actually more

realistic. Because they do not have any blood ties here, they

can make more objective observations and make more
logical observations (E11).

I've always cared about the child's story. Because

individuals may not always perform well. When we apply

the scale, it may be one of them. Therefore, | think the
history is an indispensable criterion in identification

(E15).

When teachers recommend children here, they fill out a

form. In general, this form does not help us much. They

evaluate them according to their success in the class, they
may not have much information about special ability. This
is what I think at this point (E14).

Discussion, Conclusion and Recommendations

This study examined the opinions of experts involved in the
identification of gifted children in early childhood. The first
finding of the study is the meaning and definition of giftedness.
In the study, the experts involved in identification generally
defined giftedness as performing above average, being
creative, problem solving, fast comprehension-learning. In
addition, they also defined it as leadership, high-level thinking
and artistic capacity, curiosity, hypersensitivity and acting
independently. Considering the definitions, it is seen that the
experts involved in diagnosis know what special ability is.
Children who exhibit exceptional achievement in any one of
the following areas general intellectual skills, special academic
skills, leadership, creative and productive thinking, artistic and
psychomotor skills or who have exceptional potential skills in
any one of these areas are considered gifted, according to the
Marland Report (1972). Special Education Services
Regulation (MoNE, 2018) defines gifted people as those who
learn more quickly than their peers, possess exceptional
academic ability, creativity, artistic and leadership potential,
and the ability to comprehend abstract concepts. They also like
to act independently and perform at a high level. Considering
these definitions, it can be said that experts involved in
identification have general knowledge about special ability. As
we emphasized at the beginning, the experts who took part in
the identification process mostly emphasized the performance
theme. This emphasis is also prominent in the study of Bildiren
et al., (2020), in which they examined the views of preschool
teachers on the concept of giftedness. However, it should not
be forgotten that gifted children may not always be able to
transform their potential into performance. As a matter of fact,
Olszewski-Kubilius and Thomson (2015) emphasize that
gifted children may have a potential talent, and this talent may
turn into performance in the future. Hodge and Kemp (2006)
examined the effectiveness rate of teachers' recognition of
gifted students. In the study, it was found that students with
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high achievement in the classroom were generally identified
more frequently, but children who could not transform their
talents into academic success were only seen as above average.

In the second finding of the study, the experts involved in
identification indicated some signals that they considered to be
strong signals of giftedness in early childhood as a result of
their observations. Among the signals mentioned by the
participants, receptive and expressive language skills,
creativity, higher-order thinking, inquisitiveness, rapid
comprehension-learning, looking from different perspectives
and hypersensitivity stand out. In our research, participants
emphasized language skills the most. In early childhood gifted
children, original and meaningful verbal expressions and
language development are expressed as the most prominent
features that distinguish them from their peers (Porter, 2005;
Perleth et al., 1993). In fact, Gross (1993) found that gifted
children understand words better than their peers and older
children, their speech is more complex and fluent, and they
have advanced language development. In addition, studies
have also revealed that gifted individuals in early childhood
are sensitive to social issues, have a developed sense of
morality and justice, learn easily and quickly, are curious, can
make abstract connections and think differently (Bildiren,
2017; Cukierkorn et al., 2008; Piechowski, 1992).

In the third finding of the study, the participants also made
statements about early childhood identification. All but one of
the participants stated that identification in early childhood is
necessary and important. They also emphasized what should
be considered in early childhood identification. The experts
who considered early childhood identification necessary and
important pointed out the following as reasons, revealing
potential, program differentiation, academic, social and
emotional development, post-identification planning and the
critical period. The participant who considered identification
unnecessary in early childhood stated that this period is a play
period, that a healthy determination can not be made in this
period, and that tests are insufficient to diagnose children in
this period. Although the participants generally considered
identification in early childhood necessary and important, they
added that there are some issues that need to be addressed in
this process. They stated that families should be guided and
underlined that the possibility of error in measurement should
not be forgotten. Identification in early childhood is necessary
and important in realizing the potential of the individual and
making instructional planning (Chamberlin et al., 2007;
Harrison, 2004; Jolly & Kettler, 2008; Pfeiffer, 2015). The
majority of the participants also stated that identification in
early childhood is necessary and important. In addition,
Johnsen and VanTassel-Baska (2022) stated that accurate and
appropriate identification is necessary for gifted students in
early childhood to receive education appropriate to their level
with differentiated programs. Early identification is
considered very important for social and emotional
development as well as academic and educational needs
(Schofield & Hotulainen, 2004). The statements of experts
who stated that identification in early childhood is unnecessary
and insufficient have also been discussed in the previous
research. Eker and Sar1 (2021) compared grade levels in the
identification of gifted children according to expert opinions.
The study shows that the process of identification at an early
age has some disadvantages and limitations. This generally
includes challenges related to the validity and reliability of the
identification process. However, many experts believe that
when these disadvantages are minimized with some additional

measures and appropriate instrumental arrangements, the
advantages of early identification outweigh the disadvantages.
The conclusions indicated that there are four distinct
dimensions in which reducing the age of identification has
drawbacks. According to the views of the participants, it was
revealed that there were difficulties in the identification
process at an early age in terms of students' ability to express
themselves, their level of readiness for the identification
process, their level of understanding the application
instructions and their level of tolerance for the application
period. In addition, Walsh, et al., (2010) state that there is
hesitation about the reliability of identification in early
childhood and that labeling children is inappropriate and a
strong emotion.

In the fourth finding of the study, the participants also
expressed their views on the tests used in educational
identification. It is seen that there are two successive stages in
the identification of gifted students. The first one is group
screening with the help of tablets, and the other one is
individual identification, which is referred to as "intelligence
tests™ in their words. Experts stated that the tests used in both
individual and group identification have strengths and
weaknesses. The strengths of the tests used in individual
identification are that they are multidimensional, provide
reliable and valid results, and are individually administered.
On the other hand, there were some participants who thought
that intelligence tests were not very inclusive as a weakness.
All of the participants pointed out that the tests cannot measure
disadvantaged groups properly. Especially in language-related
questions, they stated that immigrant children failed because
they could not understand the instructions and suggested the
development of scales that include disadvantaged groups.
Considering the provinces where the research was conducted,
our provinces have the highest immigrant and refugee
population. It is very valuable to eliminate the limitations of
the test in terms of integrating the gifted immigrants and
refugees who continue their education in Tirkiye into the
society. In addition, it was reported that the questions asked in
the test are shared on the internet or other platforms, there is
no confidentiality, children who come to the test see the
questions beforehand and therefore errors are introduced into
the measurement. Participants listed group screening tests'
practicality, economy they may be given to a large number of
people in a short period of time reliability and validity of the
results, and consideration of cultural differences as some of its
strengths. On the other hand, they emphasized that the
questions were not very inclusive, measured few dimensions,
and were not suitable for equal opportunity as not everyone
had the chance to use the tablet beforehand. Although the
identification tools used in early childhood have limitations,
they are actively used in identification because they are
multidimensional, and their reliability and validity studies
have been proven. A previous study discovered that school
administrators mostly stated performance measurement and
teachers working in the field of giftedness stated standardized
tests as the most important method in the identification of
giftedness (Schroth & Helfer, 2008). Our participants
mentioned that group intelligence tests are particularly
practical and economical. Since group intelligence tests are
less expensive than individual intelligence tests, they are
frequently utilized as screening tools (Assouline, 1997).
However, research generally does not recommend group
intelligence tests for early childhood identification because
individual tests are better measures of specific ability levels
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than group tests (Gray, 1980; Sattler, 1992). Our participants
also emphasized the weaknesses of the tools used in
identification, and revealing and discussing these aspects are
very valuable in terms of the quality of the tools to be
developed in the future.

The most emphasized finding is the weakness of
identification tools in measuring disadvantaged groups.
Research shows that students from disadvantaged groups often
perform poorly on assessments compared to other students
(Erwin & Worrell, 2012; Vista & Grantham, 2009). In
addition, the use of identification tools developed in Western
countries may not take into account local and cultural concepts
of giftedness, and this incompatibility can be problematic.
Certain research findings indicate that evaluation instruments
created for Western populations might not consistently be
suitable for accurately identifying gifted students from other
cultural backgrounds (Ford et al., 2008; Grant & Morrissey,
2021). Another weakness of identification tools may be related
to the diversity of norm groups. Research indicates that there
is no guarantee of equitable representation of ethnic, cultural,
and linguistic minority groups in special education programs
when intelligence tests, as they are currently designed and
normed, are used to select students (Barkan & Bernal, 1991;
Rogers & Oppenheimer, 1991). In his study with test
developers, Valler (2016) reported that one particularly
intriguing discovery was that many of the popular tests used to
determine giftedness were not created with the gifted
community in mind. Based on Howard Gardner's (1983)
definition of intelligence or human intellectual competence,
Maker (1996) emphasizes that it should be accepted that
intellectual skills and competence may differ between cultural
environments. He stated that there may be traditional
differences in problem solving, problem identification,
creativity, and product creation. Gardner's theory also holds
that the identification and development of exceptional talent in
linguistic, ethnic, and cultural minority groups depends
critically on the cultural context. Maker (1996) also noted in
his research that there is a need for diagnostic practices that are
valid and reliable measures of the abilities found in and valued
by wvarious ethnic, cultural and linguistic groups. The
suggestion of our experts that the scales should be developed
that include disadvantaged groups seems to be in line with
Maker's statements. In addition, in the 2014 update of the
Standards for Testing in Education and Psychology,
significant progress has been made in addressing and better
understanding the concept of bias in more detail under the
heading "Unbiasedness in Measurement”. This update aims to
increase sensitivity to the effectiveness and impartiality of
tests. It identifies common types of bias in testing. For
example, bias due to factors such as gender, ethnicity, cultural
differences, language skills, etc. The update emphasizes the
importance of accurate test sampling. Tests should include
representatives from different demographic groups and
include people with a range of abilities and skills. The update
also emphasized the development of tests that are sensitive to
cultural differences. Cultural adaptability emphasizes that tests
should be designed and administered in a way that is
appropriate to a person's cultural and linguistic characteristics
(American Psychological Association [APA], 2014). Our
participants emphasized the confidentiality of the questions in
the identification tools. This is a sensitive issue that needs to
be addressed in detail. With the development of technology,
privacy risks may increase, but it should be kept in mind that
more secure and protected solutions may also emerge.

Continuous review of security measures to protect the
confidentiality of the tools and questions used in the
identification of gifted children and the use of up-to-date
versions of measurement tools increase the quality of the
identification process. In parallel to this, Giigyeter and Sak
(2020) stated that as a result of using outdated intelligence
tests, more children may be identified as gifted than they
actually are. This situation may lead to low validity of the
identification and thus to educational and social problems.
Although it has been banned in the last few years, a number of
activities were carried out in unofficial institutions and
platforms under the name of ASC preparation courses that
prepared students for the identification processes at an early
age for many years in Tiirkiye. As a result of this situation,
unreliable results are likely to emerge in the identification
process. The study reveals that one of the reasons for the
confidentiality problem expressed by our experts is due to this
reason. For this reason, it is considered very important that the
Directorate General for Special Education and Guidance
Services of the MoNE orders the closure of such courses.

In the fifth finding of the study, the views of the
participants on pre-test preparation were revealed. It is seen
that the experts talked about daily topics to make children feel
safe before starting the test and emphasized that this was not
an exam to correct possible misinformation of the child. In
addition, it is understood that before the test, they agenda
whether the child has any physiological needs; they organize
the room, table and seat according to the child and wait for the
child to feel ready. The Test User's Guide prepared by the
International Test Commission (ITC) mentions a humber of
tasks that a qualified test administrator is expected to fulfill
before administration (ITC, 2001). They are expected to make
all the necessary preparations to prepare the person to be tested
for the test, create the appropriate test administration
environment and prepare the test materials. They should also
properly inform the person or their legal representative about
the content of the test and how the results will be used, explain
their rights and responsibilities, and obtain explicit
authorization from the test taker or their legal representative
before any testing takes place (ITC, 2001). When this finding
of our research is evaluated within the framework of the report
prepared by the ITC, it shows that our participants are aware
of their responsibilities. The preparations made by the
participants are especially valuable for a child in the early
period. This is because in this period, children may be affected
by external factors more quickly and may not pay attention to
the test. This may negatively affect the result of the test and
may even lead to misdiagnosis. Ford and Dahinten (2005)
showed that physical conditions such as objects that may
distract the child's attention in the place where the test is
applied, physical conditions such as temperature and humidity,
and noise in the external environment during the application
are among the reasons that negatively affect the application of
intelligence tests in early childhood.

In the last finding of the study, the views of the participants
on the effect of family and teacher views on the correct
diagnosis were revealed. It is seen that the information
received from the family enables the experts to get to know the
child better and makes the decision to be made more valid.
However, it is understood that some families want their
children to be diagnosed as gifted, and they try to mislead and
manipulate the experts by making the child look different than
he/she really is. It is seen that the information the participants
received from the teacher was also useful. Likewise, a detailed
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information form from the teacher clarifies the expert's
perception of the child and facilitates the decision. According
to our participants, the information received from teachers and
parents before diagnosis complemented each other and
contributed to the process. While parents can better observe
their children's speech development, behaviors and individual
characteristics from birth, teachers can better observe children
comparatively among peer groups. The use of these
observations in the identification process is very valuable in
terms of its contribution to the identification of giftedness in
early childhood. Research also suggests that multiple criteria
such as teacher and parent nominations, creativity
assessments, and non-verbal assessments should be used for
effective early identification (Davis et al., 2013; Kettler et al.,
2017; Lohman & Foley-Nicpon, 2012; Pfeiffer & Blei 2008).
Some of our participants mentioned that the information
provided by some families was exaggerated and manipulated.
This may be due to the fact that some families see giftedness
as social acceptance and prestige. However, some studies
indicate that families tend to underestimate their children's
abilities (Ehrlich, 1980). Both exaggerated information by
some families, as stated by the participants in this study, and
underperforming information may negatively affect the
identification process. Objective information provided by
parents will contribute to the identification process. Numerous
studies have demonstrated that parental observation can yield
important information for identifying gifted young children
when parents provide precise and accurate information about
their young children's development (Fan, 2003; Pletan et al.,
1995).

In line with the findings of the study, several recommendations
were made.

1. In the identification tools to be developed, it is
recommended to include a sufficient norm group from
disadvantaged groups and to consider the language
problems that arise in disadvantaged groups.

2. Due to access and confidentiality issues, it is
recommended that updated versions of current
intelligence tests be used and that confidentiality
policies be reviewed.

3. In order to increase the quality of parent and teacher
referrals, which play an important role in early
identification, it is recommended that comprehensive
programs and trainings on early giftedness be provided
to families.

4. Itis recommended that families should keep a diary of
their children's development and behaviors that catch
their attention since birth. This is because families
sometimes forget the early behaviors and
characteristics of their children. Precise information
given to experts seems to increase the quality of
identification in this period.

5. In Tirkiye, it is seen that the methods and tools for
identifying gifted students vary from year to year. At
this point, it is recommended to introduce a
systematized identification system that takes cultural
values into consideration.

Despite all the contributions of this study, there are some
limitations that should be considered in the interpretation of
the current research. First, the results of this study are based on
the personal perceptions of the interviewed experts and
possible response errors. Also, as the interviews were
conducted at one point in time, there may have been some
difficulties in establishing cause-effect relationships, as no

long-term follow-up or experimental interventions were
conducted. Likewise, as the interviews were conducted with
experts in Gaziantep, Erzincan, Malatya and Istanbul, there is
a possibility that the results of this study may not be fully
representative of the general population. However, it is
important to note that this study is based on qualitative
research methods and therefore does not aim to generalise.
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Oz Yiiksekogretime baslayan 6grenci sayisinda son yillarda biiyiik bir artis yasanmaktadir. Bu anlamda, tam zamanli
bir iste ¢alisirken doktora 6grenimini siirdiirmekte olan 6grenciler giiniimiizde yeni bir trend olarak ortaya ¢ikmistir. Fakat
bir iste calisirken doktora egitimini stirdiirmek bireyler i¢in oldukga yipratici bir siire¢ olabilir. Dolayisiyla bu ¢alisma,
en az bir yildir aktif olarak doktora 6grenimini siirdiiriirken tam zamanl bir iste ¢alisan 6grencilerin doktora egitiminde
karsilastiklar1 giigliikleri incelemeyi amaglamaktadir. Bu ¢alisma igin fenomenoloji yaklasimi kullaniimistir. Orneklem
segiminde tam zamanli bir iste ¢alisirken doktora egitimini siirdiirmekte olan bireylerin bulunmasi amacryla 6lgiit
orneklem kullanilmustir. 20 kisiyle gergeklestirilmis olan bu calismada verilerin elde edilmesi asamasinda agik uglu
sorulardan olusan yar1 yapilandirilmis goriisme formu kullanilmistir. Aragtirmadan elde edilen verilere gore tam zamanl

iste ¢alisan doktora &grencilerinin doktora egitiminde yasadiklari zorluklar "zaman yonetimi ile ilgili sorunlar”, "is
yerinin yiiksek beklentisi ve olumsuz tutumu sonucu ortaya ¢ikan sorunlar", "ulasim ve devamsizlik konusunda yasanan
sorunlar", performans gosterme ve odaklanma ile ilgili sorunlar", "destek ve yardim alma konusunda yasanan sorunlar"
altinda toplanmaktadir. Doktora egitimi aldiklar1 alan ile paralel bir alanda ¢alismakta olan bireyler ile halihazirda
yiiksekdgretim kurumlarinda ¢alisan bireyler, doktora egitiminde daha az sorun durumu yasadiklarini bildirmislerdir. En

fazla yasanan sorun durumunun ise zaman ydnetimi konusunda oldugu tespit edilmistir.
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Introduction USA produces around 53,000 (Halse & Mowbray, 2011).
Thus, PhD education has gained great importance in higher
education institutions.

According to the Higher Information Management System
(2024), the number of master's students has fluctuated in the
last ten years, while the number of PhD students has constantly
increased. It also shows that until the 2019-2020 academic
year, PhD students remained below 100 thousand. The number
of these students has exceeded 100 thousand in recent years
but has not decreased at all in the last ten years. These data
suggest that the number of PhD students will continue to
increase in the coming years and constitute a large population
in higher education. The graph below was created based on the
Higher Education Information Management System data.

In recent years, the number of university students has
significantly increased, especially in Tiirkiye (Yavuzaslan et
al., 2016). Similarly, this trend has emerged all over the world,
and the number of people studying at universities has started
to increase (Skaniakos et al., 2018). In this regard, Temel et al.
(2023) report a considerable demand for PhD education.
Today, there has been a significant global increase in the
number of doctoral enrollments and graduates (Yilar, 2020a).
For instance, between 1983 and 2003, the number of doctoral
students in China surged from 18 to 188,000 within just 20
years following the awarding of its first doctoral degree
(Zhuang, 2007). European Union (EU) nations produce
approximately 100,000 PhD graduates annually, while the
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The Number of Graduate Students between 2013 and 2023 in
Tiirkiye
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Figure 1. The number of graduate students between 2013 and 2023 in Tiirkiye

The quality of PhD students is as significant as their
quantity. In parallel with the increasing number of PhD
graduates in recent years, countries use these individuals to
advance international competitiveness and the knowledge
economy. Furthermore, universities have prioritized policies
to ensure that PhD students do not drop out of their education
and complete it on time (McAlpine et al., 2020). Despite all
efforts, numerous studies show high doctoral dropout rates
(Seger, 2021). In this respect, Déri and Tremblay-Wragg
(2022) report that the average doctoral education dropout rate
is 50% across all disciplines worldwide. Career, family, and
academic issues may play a critical role in the problems of PhD
students (Mbonyiryivuze et al., 2023). According to Mawson
and Abbott's (2017) research, many doctoral students are
pursuing professional careers along with their education. This
can be attributed to the opportunities provided by higher
education graduation, such as better income, higher status, and
a wider range of jobs (Tural, 1995). Thus, full-time working
PhD students are a new trend today.

Doctoral education can be challenging and stressful for
individuals (Mackie & Bates, 2019) because a doctoral student
should be able to think creatively and critically, use research
methods, possess a good command of foreign languages,
provide rational solutions to problems, conduct high-quality
academic research, and make a significant contribution to
humanity through their thesis (Y1lar, 2020b). At the same time,
working a full-time job brings extra burden and difficulty to
PhD students. It is evident that these problematic situations
negatively affect doctoral education. However, no up-to-date
empirical study in the literature addresses the challenges
experienced by full-time working PhD students in their
doctoral education for the Turkish sample. An increasing
number of full-time working PhD students reveals the
necessity of examining this issue.

Working actively in a full-time job and continuing the
doctoral education brings a tremendous financial and moral
burden. As a result, problems can arise for both students and
higher education institutions. For example, Tekneci (2016)
states that the tendency of PhD students to disenroll and drop
out of university is a crucial problem for higher education

institutions and these individuals. Different hypotheses can be
put forward regarding why doctoral students leave their
education unfinished, such as leaving education due to
economic concerns and turning to a job or being overwhelmed
by the problems that come with working in a job and not
finding the strength to continue their doctoral education.
However, today's increase in the number of employed
individuals receiving doctoral education suggests the need to
examine this issue.

There are various suggestions for improving the
educational processes of doctoral students and reducing the
problems they experience. Performance-oriented institutional
policies are recommended for doctoral students to boost their
doctoral education (McGill & Settle, 2012). On the other hand,
too much emphasis on research performance in today's higher
education system has transformed the concept of research from
‘conducting research' to 'creating papers.' (Billot & Codling,
2013). Hence, performance-oriented institutional policies
should be implemented in a balanced way.

Doctoral students' problems can be significantly reduced
when they feel they belong to the scientific community they
are in (Pyhilto et al., 2012). In this respect, doctoral students
experience lower emotional exhaustion when they receive
strong support from their faculty, have high-quality
supervisory relationships, and work with experienced advisors
(Hunter & Devine, 2016). Scientific communities that value
doctoral students and create different opportunities for
doctoral students by cooperating with firms reduce the
problems of doctoral students (Thune, 2009). Additionally,
equipping at an institutional level is seen as necessary for
doctoral students in order to improve their doctoral education
by preventing their problems (Carpenter, 2012). Maximizing
the well-being of doctoral students is another critical element
in improving doctoral education (Sverdlik et al., 2018).
Similarly, Waight and Giordano (2018) emphasize that
supporting mental health is essential in reducing the
educational problems of doctoral students. Taken all together,
the literature highlights the importance of academic and non-
academic support in doctoral education.
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In today's world, doctoral education is now subject to

criticism that it is challenging for students to continue this
process even by focusing only on education (Tucker et al.,
2021; Tutar et al., 2021). In addition to doctoral education, a
job in which students actively work affects their doctoral
education as it takes up a significant portion of their time and
energy. Since doctoral candidates play a very important role in
the formation of the future of countries in terms of their fields
of expertise, explanations should be made about taking the
appropriate measures by the competent institutions and
organizations and making possible legal arrangements in order
to eliminate the obstacles that may adversely affect their
education (Y1ilar, 2020a). This study will be helpful both for
doctoral students to raise awareness on this issue and for
policymakers to take precautions. Whittington and Barnes
(2021) indicate that different trends may emerge in different
countries of the world in terms of doctoral education. Since the
number of full-time working PhD students is increasing in
Tiirkiye, like in most countries, this study is crucial in
identifying the problems experienced by PhD students and
suggesting solutions.
Thus, the current article aims to investigate the views of full-
time working PhD students on the challenges they encounter
in doctoral education. Accordingly, the research problems of
this study are as follows:

1. What are the views held by full-time working PhD
students regarding challenges during their doctoral
education?

2. What are the views held by full-time working PhD
students regarding the impact of the workplace on
their doctoral education?

3. What are the views held by full-time working PhD
students regarding the impact of the coexistence of
their working life and education life on their doctoral
education?

4. What are the views held by full-time working PhD
students regarding the fears and concerns on their
doctoral education?

Method

Numerous studies have been conducted in the literature to
address the problems PhD students face. However, individuals
simultaneously studying for a doctorate and working full-time
have been neglected. Because there is a limited number of
studies on this subject, this study has employed a qualitative
method to investigate the experiences of these individuals in
depth. Within the scope of this study, in-depth interviews were
conducted with full-time working PhD students to gain insight
into their experiences. The study's sample was chosen using
criterion sampling, a type of purposive sampling. For
phenomenological studies, it is recommended that a criterion
sampling technique be used while selecting participants. When
the number of individuals experiencing the identified
phenomenon is high, identifying criteria to select participants
is a critical way to get rich information about the phenomenon
(Creswell, 2007).

The evaluation of qualitative data was conducted using an
interpretative phenomenological approach. This approach is
related to comprehending how individuals perceive
themselves and the world. In this sense, the lived experiences
of individuals are the main concern for this approach (Moriah,
2018). The interpretative phenomenological approach aims to
understand how individuals perceive their experiences and
make sense of them (Smith & Fieldsend, 2021). For this

approach, the complexity and content of the meanings are
more important in the analysis process rather than examining
the frequency of specific meanings. Therefore, the researcher
scrutinizes the transcript from an interpretative perspective
(Prosek & Gibson, 2021).

According to Heidegger (1962), who is a representative of
the interpretative phenomenological approach, individuals'
realities are inevitably affected by the world they live in.
People cannot isolate themselves from the world, and human
subjectivity has no pure, unadulterated content. Therefore,
interpretive phenomenology focuses on what people imply
about their daily life experiences (Lopez & Willis, 2004). This
study focuses on the detailed experiences of participants in a
typical doctoral education and the meaning of these
experiences for them. Interpretive phenomenology refers to
looking at the meanings embedded in individuals' life
experiences beyond simply describing concepts and their
attributes. These meanings are not visible to the participants
but are generated from their stories. Interpretive
phenomenology focuses not on human experiences but on
what people consciously know based on these experiences
(Solomon, 1987). The interpretive phenomenological
approach is an appropriate method for subjects where the
participants' experiences are of primary interest and where
limited studies have been conducted before (Munroe et al.,
2016). That is why the interpretative phenomenological
approach was used for this study.

Sample

This research involved 20 PhD students who were working
full-time jobs. Participants were selected from those who had
completed at least one year of doctoral education and worked
full-time during this period. The duration expected from the
participants in this study is critical in terms of predicting the
formation of the experience. Since it is aimed at reaching the
essence of the experiences related to the phenomenon,
maturation of the experience is required in phenomenological
research (Saban & Ersoy, 2016). Life experience is the state of
consciousness that occurs as a result of a purposeful
relationship of individuals with the phenomenon (Moustakas,
1994). The criteria for achieving this state of consciousness
require participants to have experienced the phenomenon for a
specific period of time, so participants were determined
according to specific characteristics. The characteristics of the
participants can be seen in Table 1.

Tablel. The characteristics of the participants

n %

Gender Female 6 30

Male 14 70

Marital status Single 12 60

Married 8 40

PhD Stage Dissertation period 11 55

Class Period 6 30

Qualification period 3 15

Job Psychological counselor 9 45

Teacher 4 20

Lecturer 2 10

Research Assistant 2 10

Enginer 3 15

Professional 1-5 year 12 60
Seniority

6-10 year 6 30

11-15 year 2 10
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All participants were expected to be active in doctoral
education and work life for at least one year in order to convey
their experiences effectively. The standards of doctoral
programs in public universities in Tiirkiye are regulated by the
same laws because they are all affiliated with The Council of
Higher Education. Individuals from different professional
groups are subject to the same standards in doctoral programs
at public universities. Doctoral duration, doctoral stages, title
received, and postdoctoral achievements are subject to the
same regulations. In developing educational policies regarding
higher education, revealing the experiences stemming from
doctoral education standards in individuals is the first step in
developing recommendations for policymakers. Similarly, the
civil servant status determined for individuals working in the
public sector carries certain conditions and defines rights such
as academic leave during postgraduate education, so another
important participant selection criterion is the experience of
public employees in pursuing their doctoral education within
the standards of the public sector. Thus, the participants are
public employees who continue their doctoral education at
public universities.

Before the study, the purpose of the research was explained
to the participants in detail. Participants were informed that
voice recording would be used during the interview, and they
were assured that the data obtained would not be used for any
other purpose. It was reported that the identity information of
the participants will not be matched with the transcripts.
Participants were informed that participation in the study was
voluntary and that they could terminate their participation at
any time. Voluntary consent forms were obtained from the
participants. No participants withdrew during the interview.
Interviews lasted approximately 15 minutes. Interviews were
conducted between August and October 2023. The data
collected through voice recordings were given numbers to
keep personal information confidential.

Researchers

Researchers continue their doctoral education in the fields of
guidance and psychological counseling and educational
psychology. One of the researchers works as an expert
psychological counselor in the Ministry of National Education
and the other in the Ministry of Family and Social Services.
The researchers have a long experience as full-time working
PhD students. At the same time, researchers have been in
dialogue with full-time working PhD students for many years.

For phenomenological research, it is crucial how the
relationship is established between the individuals whose
experiences are examined and the researchers who interpret
these experiences. Researchers in this relationship need to
suppress their prejudices and previous beliefs about the
feelings and thoughts they are aware of to avoid undermining
the research (Creswell, 2005). In this respect, Tufford and
Newman (2012) indicate that bracketing is a method used by
researchers to minimize the impact of their own
preconceptions on qualitative research, making the research
more rigorous. They also state that bracketing helps protect
researchers from being overly influenced by emotionally
challenging material, allowing for deeper reflection at every
stage of the research process. Since the researchers had similar
experiences with the participants, various discussions were
held to explore their prejudices and beliefs arising from their
experiences during the doctoral education. Researchers
continued the study, taking these discussions into
consideration. Therefore, researchers have bracketed their

biases. The researchers were careful to continue the study
while being as aware of their biases as possible.

Data Collection Tool

In the research, a semi-structured interview form was
developed to collect data. A detailed literature review was
carried out during the preparation phase of the form. A
question pool was created as a result of group work with the
participation of researchers. After that, an interview form was
created by selecting questions suitable for the purpose of the
research. After two experts examined the questions, the
necessary adjustments were made. A pilot application was
carried out before the study to understand whether the
questions in the created form were comprehensible. After the
pilot application conducted with four participants, the
interview form took its final form. The form was then applied
to other participants without any changes.

In the interview guide, various topics related to work-life
and doctoral education were addressed to detail the difficulties
experienced by the participants in doctoral education. During
the interviews, the responses of every participant were
recorded. Transcripts of the audio recordings were created.
The theme contents were analyzed. For ethical permission for
the research, an application was made to Erzincan Binali
Yildirrm University Educational Sciences Ethics Committee,
and approval was obtained (Ethics Committee Decision
Number: 08/02).

Questions included in the interview guide:

- You have been studying for your doctorate and
working a full-time job for more than a year. What are
the difficulties you have experienced during your
education process while continuing both?

- In your opinion, how does working a full-time job
during your doctoral education affect your education
process?

- What does your workplace expect from you? How do
these expectations affect your educational process?

- Inwhat way and how was your life affected when you
started to pursue your job and your doctoral studies
together?

- Do you have fears and concerns about continuing your
PhD studies along with your job? If so, what are they?

Credibility / Transferability / Consistency / Confirmability
Studies

To ensure credibility in the research, the researchers conducted
pre-interviews with participants to explain informed consent
in detail. Then questions were asked to the participants. As in
all qualitative studies, transferability is also essential in
phenomenological research. Therefore, the field of research,
the participants, and how the data were collected and analyzed
should be explained in detail (Cilesiz, 2011). This study
provided detailed explanations regarding the research process
to ensure transferability. In this sense, the development of the
data collection tool, the data collection and analysis, and the
researchers' role are explained in detail.

The expert review technique is among the most helpful and
widely used for credibility in qualitative research. In the expert
review technique, the field expert can be asked whether the
researchers interpreted the data reasonably and whether the
results are consistent with the collected data (Merriam, 1995).
In this research, an expert review technique was used to ensure
the credibility of the data. Additionally, the coding made by
each researcher was compared with that of the other researcher
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to obtain reliable data. Furthermore, detailed reporting in
qualitative research is considered an effective way to ensure
credibility, and it is recommended to include sufficient
information about the participants and direct quotations
(Creswell, 2013). In this context, this study provides detailed
information about the participants and includes direct
guotations. Moreover, researchers have been careful to bracket
themselves. They refrained from using researchers' biases and
experiences in interpreting research data during the data
interpretation process. Daytner (2006) indicates that prolonged
engagement refers to investing a sufficient amount of time in
the research setting. In this sense, researchers used prolonged
engagement by spending a sufficient amount of time with
participants to gain a better understanding.

Analysis Process

During the analysis phase, the statements of full-time working
PhD students were divided into main and subcategories using
the open coding method until no new categories emerged.
Through the next step, axial coding, an attempt was made to
establish a relationship between the codes carried out in the
first step. The main themes were reached as a result of two
cycles of coding. Quotations were made from the statements
of full-time working PhD students while giving their opinions.
The criteria for quotations are based on reflecting similarities.

Findings

The findings determined as a result of in-depth interviews with
full-time working PhD students were discussed within the
framework of the determined themes. These findings were also
supported by quotes from the interview transcripts. After
analyzing qualitative data, five themes were identified
regarding the challenges full-time working PhD students face
during their doctoral education. These are 1) time management
problems, 2) workplace problems arising from high
expectations and negative attitudes, 3) transportation and
attendance problems, 4) problems performing and focusing,
and 5) problems getting support and help.

Theme 1: Time Management Problems

The study participants reported that they mainly experienced
time management problems during their doctoral education.
Participants had positive thoughts about doctoral education
and made positive attributes to doctoral education. In this
sense, while very few participants stated the intensity of
doctoral education as the reason for time management
problems, most of the participants reported the intensity of the
workplace as the cause. Additionally, participants emphasized
that doctoral education is not just about homework and class
attendance. They expressed their motivation to do extra
academic work. However, they reported that they were content
with fulfilling the mandatory and most basic responsibilities of
doctoral education due to time management problems.

The expressions of the participants on this subject are as
follows:

“I cannot find time for myself due to my intense work and

academic schedule. This leaves me unable to pursue

activities | enjoy, and my doctoral education suffers as a

result.”

“During my doctoral education, I have to complete

homework and paperwork, including notes at the

institution where | work. This creates a time management

problem for me.”

“Because of the demanding nature of my lectures and my
job at the school, | faced difficulty in managing my time
effectively. The coursework and assignments from teachers
were particularly challenging to handle. As a result, |
found myself with less time to focus on my personal life. |
had to dedicate most of my time to school and doctoral
courses, leaving me with very little time for myself.”

“Due to working 8-5, | couldn't allocate sufficient time to

master my subjects, which prevented me from mastering

the subjects more.”

“One of the significant challenges 1 encounter while

pursuing my doctoral education alongside a full-time job

is time constraint. Due to lack of time, my learning process
suffers. Because | am in the field of social sciences, this has

led to a decline in the quality and quantity of work that I

produce.”

“I mostly have problems with time management. | have

meeting appointments at the school where | work. |

sometimes have problems completing this on time along
with doctoral education.”

As a result of continuing work and doctoral education
together, individuals do not have time for the activities they
enjoy, which indirectly has a negative impact on doctoral
education. When considering the sanctions individuals will
face if they do not fulfill their work and doctoral
responsibilities, hobbies are among the first to be sacrificed in
case of time problems. Time problems force full-time working
PhD students to make detailed priority planning and force
them to make choices that will affect their doctoral education.
For full-time working PhD students, both work and doctoral
education create a time problem because they impose
responsibilities that must be done on time. Instead of focusing
on just one, both must be carried out in a balanced manner, and
since both require significant effort, a time problem arises.
When time problems occur, doctoral education is prevented
from being productive.

Theme 2: Workplace Problems Arising from High
Expectations and Negative Attitudes

Participants emphasized their co-workers and managers as
critical influencers in maintaining motivation for doctoral
education. All participants pursue doctoral education while
working on weekdays. In this regard, work and doctoral
education processes are highly linked for participants. For this
reason, participants hold specific expectations from their
colleagues and managers. Participants expressed these
expectations as supportive, tolerant, and sensible attitudes. In
this sense, workplace problems may demotivate participants
towards the doctoral education process. Participants stated that
their motivation for work decreases when they encounter
negative attitudes and behaviors from their colleagues and
managers about pursuing their doctoral education. Some
participants indicated that their colleagues showed negative
attitudes later towards them for the days they did not come to
work while continuing their doctoral education. Encountering
a negative attitude at work is likely to reduce participants’
tolerance toward pursuing their education while working full-
time simultaneously.
“Whether or not I could get permission from the school
was a difficult situation for me. | had a problem getting
permission from the head of the school to go to lectures.
So, | could not say | could go to lectures comfortably
whenever | wanted. | was constantly worried about getting
permission from the head of my school.”
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“Since I am a civil servant, academic study is not
encouraged much. They want me to do purely secretarial
work. Sometimes we need to proctor exams, prepare and
implement the program, and make presentations.”
“My job description is to attend class. Nevertheless, I also
have to fulfill the responsibilities given to me by the school.
There may be extra tasks. These expectations inevitably
have a negative impact on my education process because |
spend extra time.”
“The expectations of my workplace from me are to be able
to achieve the goals, but sometimes, | can fail there
because of my PhD. | don't do the work on time as expected
from me. Sometimes, these can fail. Because of my
negligence, I may have problems with the managers at
work.”

“I have to take leave from school. During this process, the

workplace expects performance from me. They tell me at

every opportunity that I need to concentrate on my work.”

“The expectations of my workplace are sometimes not

really realistic. | encounter situations that exceed my

duties and responsibilities. But | still try to do my job well.

Doing my job well and trying to continue my doctoral

education all have a challenging effect on me.”

Full-time working PhD students are concerned about
getting permission to participate in doctoral education if they
have a job that requires them to go every weekday. The fact
that doctoral education is quite challenging on its own makes
it even more difficult for individuals who have permission
problems while participating in education. When leave is taken
to attend doctoral education, the workplace has higher
expectations from the employee in terms of performance in the
workplace. While doctoral education is a newly emerging
responsibility, increasing expectations of the workplace make
doctoral education even more difficult. Also, the fact that the
work done in the workplace is very unrelated to academic
studies and is tiring reduces motivation for doctoral education.

Theme 3: Transportation and Attendance Problems

Some participants pursued their doctoral education in the same
city where they lived, while others continued to do so in a
different city. In this sense, participants evaluated the
transportation issue as challenging regarding time and money.
Moreover, participants reported varying employer attitudes
toward taking leave from work for regular doctoral education
attendance. Furthermore, participants whose workplace and
the university where they received their doctoral education
were in different cities expressed more difficulties in
transportation and attendance to doctoral education. Some
participants claimed they didn't attend classes regularly
because their workplace would only permit their doctoral
education for a few weeks.
“The biggest difficulty I have experienced is that the place
where | work and the place where | do my doctorate are
different places. Commuting here is a problem. It causes
both financial and physical fatigue. For example, it would
be easy if | had completed my doctorate at the same place
I worked. But | work in a different city. The issue of
commuting is my biggest difficulty in the PhD program.”
“There were many difficulties, mainly in terms of
transportation. I could not spare time for my own hobbies.
Doctoral education was taking up a lot of my time. At the
same time, since | do not have my own car, it was a waste
of time, and | could not spare time for other things.”

“Of course, working full-time and getting a doctorate
education also had their problems. There were difficulties
in terms of transportation and time.”

“Since I continue to work, there is a problem with coming

and going regarding my leaves. It's a problem because of

the distance.”

“The difficulties I experience are that I have to work within

my working hours when there are lectures. Therefore, |

have to stay at the institution for specific periods.”

“My job and academic work schedule are very busy. Since

I work at a school, | have problems with the leave

processes related to my doctorate. Therefore, it is a very

tiring process for me. Especially the process of getting
permission from the school was a bit tiring.”

When full-time working PhD students receive their
doctoral education at a distant university, the efficiency of
their doctoral education decreases due to the distance between
their workplace and the place of their doctoral education. The
proximity of the workplace and the university where the
doctoral education is received is a great advantage in regular
participation in doctoral education, as both of them require the
individual to be present on certain days. Experiencing
transportation problems also increases time problems because
most of the individuals' time is spent traveling.

Theme 4: Problems Performing and Focusing

During their doctoral education, participants reported
experiencing intermittent periods of loss of focus and
decreased performance. They expressed high motivation for
doctoral education but reported workplace anxiety negatively
impacted their performance and focus on the responsibilities
for doctoral education. Besides, participants indicated
decreased energy and difficulty continuing their doctoral
education due to negative attitudes from co-workers and work-
related stress. In addition, participants highlighted that their
work life not only takes up their time while they are at work
but also keeps them occupied outside of work with various
responsibilities. They also stated that struggling with obsessive
thinking related to work-life further adds to their difficulties in
staying focused on their doctoral education.
“Of course, I have problems focusing. I work with students,
and there are divisions since | am a research assistant. |
cannot focus on my PhD studies when | have any
responsibilities because | do other jobs, such as
secretarial, independent of my own work.”
“I couldn't focus fully. I can't focus. I spend 8-9 hours a
day in a workplace. | think the quality of education is low
for me because | work a full-time job and cannot focus on
my education.”
“First of all, the difficulty I experienced during the
education process is a factor that significantly reduces my
educational performance while working a full-time job. In
terms of quality, the time | spend on my work is
decreasing.”
“I have a concern about the decrease in the efficiency of
doctoral education. | think that variables such as the
attitude of the academicians and the advisor during the
doctoral process greatly affected my anxiety, fear, and
educational performance.”
“It is necessary to compromise on times such as weekend
holidays and evening time that you can devote to your
family. Because you work so hard, you may feel bored or
lose motivation from time to time.”
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“I had to postpone some essential issues in my life so that

I could continue my doctoral education. Nevertheless, it is

really exhausting to continue working together with

doctoral studies.”

For full-time working PhD students, the fact that their job
is quite different from the field expertise in which they
received their doctorate education means that they are largely
divided. The significant differentiation of responsibilities and
expertise between doctoral education and the workplace
complicates the focus on doctoral education. Also, if the
academic advisor has a negative approach, students' focus and
performance on their doctoral education may decrease.

Theme 5: Problems Getting Support and Help

During their doctoral education, some participants expressed
dissatisfaction with the lack of feedback their advisors and
academics provided. Participants highlighted that because the
doctoral education process is lengthy and has several stages,
they sometimes feel lonely due to inadequate support. Most
participants reported insufficient support from their
workplaces for their doctoral education. Some of them
emphasized that, contrary to the support from the workplace,
they encountered negative attitudes such as jealousy, envy, and
gossip that undermined their doctoral education. Some of them
emphasized that they faced negative attitudes like jealousy and
gossip when they expected support from their workplace.
During their doctoral education, participants more highlighted
the significance of the support they received from their
workplaces.

“How will I write the dissertation? I constantly think. Can

I complete my dissertation? Of course, | am going through

a process that tires my mind. Am | adequate in terms of

time management? | have numerous concerns. | sometimes

worry about getting feedback from my advisor.”

“If  worked at another job, I would be affected worse. For

example, you see your advisor, your dissertation comes to

your mind, and when that happens, it really excites you.

Being in the same environment and working in the same

environment encourages you in that sense.”

“Our workplace generally has expectations that we

complete our doctorate and publish. You already provide

these in your doctoral education. Since | work at a

university, doing a PhD also adapts to the expectations of

the workplace.”

“Unfortunately, my workplace does not want young people

like us who are studying for a doctorate to come to the fore.

Unfortunately, people at work do not want us to get a

doctorate and move up.”

Full-time working PhD students expect great support from
academic advisors during their doctoral studies and rely on
them to alleviate their concerns. Insufficient support in this
sense can significantly increase their concerns about doctoral
education. The fact that individuals receiving doctoral
education work in a university environment and can frequently
reach their academic advisors effectively reduces the
difficulties in doctoral education. It is also important to
motivate individuals more for their doctoral education. In
addition to the support received, being close to the support and
having the support easily accessible is beneficial for doctoral
students. If there is a lack of support for doctoral education in
the work environment, doctoral education will likely be
negatively affected.

Conclusion, Discussion and Recommendations

This study aims to explain the challenges experienced by full-
time working PhD students regarding doctoral education.
After interviews were completed, the following five themes
were identified: 1) time management problems, 2) workplace
problems arising from high expectations and negative
attitudes, 3) transportation and attendance problems, 4)
problems performing and focusing, and 5) problems getting
support and help.

Challenges in doctoral education arise from a multitude of
factors influencing the daily life of full-time working PhD
students. The most mentioned themes were time management
problems and workplace problems arising from high
expectations and negative attitudes. In alignment with the
literature findings, this study found that full-time working PhD
students have numerous problems affecting the quality of
doctoral education (Déri & Tremblay-Wragg, 2022;
Mbonyiryivuze et al., 2023; Seger, 2021).

Long working hours may have a detrimental effect on
individuals' motivation by reducing the energy and time they
devote to doctoral education. Spending a large part of the day
at work reduces focus on doctoral education. At the same time,
it restricts PhD students' social life and prevents them from
relaxing and being motivated. In professions where work-
related responsibilities continue outside of work in addition to
long working hours, it becomes more challenging to attend,
focus, and perform in doctoral education. Currently, research
performance is at the center of doctoral education and requires
significant effort (Billot & Codling, 2013). Thus, high
expectations and negative attitudes of the workplace carry the
risk of reducing the efficiency of doctoral education.

It is evident that long working hours limit the time and
energy PhD students can devote to their doctoral education.
Merely attending class and fulfilling essential responsibilities
are not enough for PhD students and countries. Doctoral
education has a greater mission where extra scientific studies
are expected. Since PhD students are expected to develop the
knowledge economy by countries (McAlpine et al., 2020),
there is a need for policymakers to introduce policies that make
it easier for these students to devote more time and energy to
doctoral education. PhD students who work 8-5 working hours
report that the efficiency of their doctoral education decreases,
so if countries want PhD students to contribute to the country's
development by increasing scientific studies, it may be helpful
to make working hour arrangements directly for these students.
Today, there is no legal regulation binding on workplaces in
Tiirkiye to support and encourage the extra academic studies
of PhD students. More importantly, full-time working PhD
students are sometimes prevented from attending classes by
their workplaces, thus disrupting their doctoral education or
demotivating them by exhibiting negative attitudes. The
decrease in the problems experienced by doctoral students
during the education process mostly depends on their well-
being (Sverdlik et al., 2018). In this sense, when they feel
supported, they feel less emotional exhaustion (Hunter &
Devine, 2016). However, the negative attitude they receive and
the prevention of their participation in doctoral education can
cause their problems to become deep-rooted. Thus, it may be
beneficial to ensure that participation in doctoral education is
secured by law rather than left to the initiative of workplaces.

The lack of precise regulation regarding academic leave in
Tiirkiye is a vital problem. Leaving the initiative to the
administrative manager regarding academic leave and
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prioritizing the workplace causes anxiety and stress in PhD
students. Most participants emphasize that continuing their
doctoral education while working a full-time job is very
challenging. According to the literature, the dropout rate from
PhD education is relatively high (Déri & Tremblay-Wragg,
2022). Hence, there may be a considerable number of
individuals who cannot continue their doctoral education
because they cannot obtain academic leave or who abandon
their doctoral education due to a busy workplace. With binding
legal regulations for workplaces, the continuity of doctoral
education for full-time working PhD students can be effective
in the long term. Until this urgent need is met and settled,
short-term measures should be taken to prevent losing PhD
students who are at risk of dropping out of their doctoral
education. In this regard, increasing doctoral scholarships to a
level that these students can sustain their lives may be
beneficial for full-time working PhD students to quit their jobs
and continue their doctoral education with this alternative
when conditions require.

According to the findings of this study, individuals who
work in a related field to the one in which they study, as well
as those currently employed in higher education institutions,
reported fewer challenges during their doctoral education.
Expectations from individuals working in higher education
institutions are parallel to the requirements of doctoral
education. On the other hand, workplaces outside higher
education institutions are far from displaying a similarly
supportive attitude. There is a need to develop policies,
especially for individuals working outside higher education
institutions and simultaneously receiving doctoral education.
It can be thought that co-workers and managers working in
higher education institutions focus on scientific studies as a
common goal. In this respect, when doctoral students'
belonging to their scientific communities and workplaces
increases, their educational problems tend to decrease (Pyhéltd
et al., 2012). On the other hand, while individuals outside
higher education institutions are not encouraged to receive
doctoral education, situations such as not coming to work to
attend doctoral courses may cause them to be excluded.

Laws are fundamental elements that protect the rights of
both employees and individuals receiving education. It may
also be necessary for attitude change in the workplace because
while duality does not arise regarding the rights regulated by
law, negative attitudes may emerge more apparent in the
absence of a precise regulation. For this reason, it may be an
essential step to at least exclude participation in doctoral
courses from the discretion of workplace managers in the form
of academic leave.

Full-time working PhD students also have different roles
outside of work and education. In parallel with the findings of
Mbonyiryivuze et al. (2023), this study found that the
problems experienced in doctoral education arise from the
combination of responsibilities brought by the different roles
that PhD students have. According to this study, work-life
significantly affects the doctoral education process. This study
was limited to work and education status. Future studies may
consider different variables such as marital status,
socioeconomic status, and gender because the roles of PhD
students may increase or decrease according to these factors.
This study is limited to Tiirkiye, and it is crucial to address this
issue in other countries due to differences in legal regulations
and cultural elements. While there are very few private
universities in Tirkiye, the extra obligations of paid PhD
education abroad should also be taken into consideration.

Effective policies can be created by making comparisons
between countries.

As a result of the interviews, it may be recommended that
full-time working PhD students be supported with
psychoeducation programs on time management. It may be
beneficial to create alternatives by providing more diverse
scholarship opportunities to these students. Increasing and
continuing programs such as "OYP", which was previously
implemented but abolished in Tiirkiye, and "YLSY", which is
still being implemented, may be valuable for PhD students to
continue their education by receiving scholarships to focus on
their doctorates. Increasing the number of job postings in
higher education institutions for PhD students and
encouraging them to work in their fields may be beneficial in
terms of efficiently continuing their doctoral education.
Studies need to examine how the obligations to complete a
master's degree to become a specialist teacher and doctoral
education to become a head teacher, stipulated by the Teaching
Profession Act put into effect by the Ministry of National
Education, change teachers' perceptions about doctoral
education. Policies can be developed by measuring the
effectiveness of today's Teaching Profession Act in practice.
Evaluating the Teaching Profession Act in terms of its
contribution to teachers' perspectives on doctoral education is
crucial. Similarly, enacting laws that encourage doctoral
education for other professional groups may be beneficial.

The findings of the study show that full-time working PhD
students have difficulties in their doctoral education and reveal
the necessity of regulations that facilitate their participation in
doctoral education for individuals working outside higher
education institutions. During this process, they should be
supported in terms of time management and mental health
problems. There is a need to make arrangements for full-time
working PhD students to attend PhD courses. By ensuring
harmony between the family member, employee, and student
roles of full-time working PhD students, workplaces and their
families should be encouraged to support the doctoral
education of these individuals. Thus, support programs should
be developed considering the different individual needs of full-
time working PhD students.
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Abstract: Gambling poses new risks for individuals due to technological developments and easier and faster access to
online games. The increase in participation in online gambling activities such as betting and games of chance further
increases the prevalence of gambling and the risk of addiction. Identifying risk groups and factors is critical to prevent
these harmful activities with adverse psychosocial and economic consequences. This study aimed to investigate the effect
of gender and dark personality traits on online gambling addiction. Data were obtained from 376 Turkish university
students (M =20.40, SD=1.96). The current study revealed the tendency of men towards online gambling addiction.
93% of participants were above the addiction score threshold. The findings showed a positive association between
narcissism and psychopathy and online gambling addiction and no relationship between Machiavellianism and this
addiction. Narcissism and psychopathy personality traits were determined to be risk factors for online gambling addiction.
Since this study identified that men and students with the personality traits of narcissism and psychopathy are prone to
online gambling, interventions with these groups may help prevent the negative consequences of online gambling before
they occur.

Keywords: The Dark Triad traits, narcissism, machiavellianism, psychopathy, online gambling addiction, university
students

0z Kumar, teknolojik gelismeler ve gevrimici oyunlara daha kolay ve hizl erisim saglanmast nedenleriyle bireyler i¢in
yeni riskler olusturmaktadir. Bahis ve sans oyunlart gibi ¢evrimici kumar faaliyetlerine katilimin artmasi, kumarin
yaygmligini ve bagimlilik riskini daha da artirmaktadir. Olumsuz psikososyal ve ekonomik sonuglari olan bu zararl
faaliyetlerin onlenmesi igin risk gruplarimin ve faktorlerinin belirlenmesi kritik 6neme sahiptir. Bu ¢alisma, cinsiyet ve
Karanlik Uglii kisilik 6zelliklerinin ¢evrimici kumar bagimlilig1 iizerindeki etkisini aragtirmay1 amaglanustir. Veriler 376
Tirk tniversite 6grencisinden elde edilmistir (M =20.40, Ss=1.96). Mevcut ¢alisma erkeklerin ¢evrimi¢i kumar
bagimliligina olan egilimini ortaya ¢ikarmistir. Katilimcilarm %93 bagimlilik puan smirin tizerindeydi. Bulgular
narsisizm ile psikopati ve ¢evrimi¢i kumar bagimliligi arasinda pozitif iliski oldugunu ve Makyavelizm ile bu bagimlilik
arasinda herhangi bir iliski olmadigimi gostermistir. Narsisizm ve psikopati kisilik 6zelliklerinin ¢evrimi¢i kumar
bagimlilig i¢in risk faktorii oldugu belirlenmistir. Bu galigma, erkeklerin ve narsisizm ve psikopati kisilik 6zelliklerine
sahip Ogrencilerin ¢evrimi¢i kumara yatkin oldugunu belirlediginden, bu gruplara yonelik miidahaleler, ¢evrimici
kumarin olumsuz sonuglarmin ortaya ¢tkmadan 6nce 6nlenmesine yardimet olabilir.

Anahtar Kelimeler: Karanlik Uglii kisilik 6zellikleri, narsisizm, makyavelizm, psikopati, gevrimici kumar bagimhhigi,
iiniversite 6grencileri
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Introduction

The prevalence of gambling among individuals is of concern
in the fields of public health and addiction. Gambling can be
defined as betting on something of value, such as money,
where the outcome is by chance (Ladouceur, 2002). Easier and
faster access to games through technological developments
leads to an increase in online gambling rates, and preventing
gambling becomes more difficult. It has been reported that
10% of offline gambling has been replaced by online
gambling, and the likelihood of becoming a problem gambler
has increased by 8.8-12.6% (Effertz et al., 2018). Although
some of these games and bets are age-restricted or illegal
activities in most countries, online sites have made it easier to
access such activities, and subsequently, the prevalence rate
and risk of gambling disorder are increasing (Gonzalez Bueso
et al., 2021). More importantly, individuals are constantly
exposed to advertisements which lead to monetary spending
on gambling activities or problematic gambling (Kristiansen
& Severin-Nielsen, 2022). Thus, individuals’ participation in
these risky activities raises concerns.

Similar to other countries, studies in Tiirkiye have shown
that economic crises, financial difficulties, low-income levels,
and debts make gambling attractive and that individuals turn
to gamble to improve their quality of life, add joy and
attraction to their lives, seek excitement, get rid of stress, and

earn money (Celik, 2016; Vayisoglu et al., 2019). In addition,
online gambling may lead to psychological, social, and
academic problems. A study revealed that participants who
engaged in online gambling became depressed, experienced
sleep problems, and had difficulty concentrating in classes due
to the addictive potential of online gambling (Amoah-Nuamah
et al., 2023). Problem gambling has also been identified as a
potential risk factor for suicidality (suicidal thoughts and
suicide attempts) for both genders (Wardle & McManus,
2021). These results demonstrate the harmful and even
irreversible effects of online gambling on individuals due to its
easily accessible nature.

The term Dark Triad includes three socially aversive traits:
narcissism, Machiavellianism, and psychopathy. Narcissism
refers to a personality that is self-centered, self-aggrandizing,
dominant, entitled, and manipulative. Narcissists have inflated
perceptions of themselves, but the opposite is true for others.
Since this personality has a low communion ability, their
perceptions of others are deflated (Sedikides et al., 2013).
Machiavellianism is a personality trait characterized by
individual differences in manipulativeness, insincerity, and
callousness (Christie & Geis, 2013). Machiavellians plan for
the future, form alliances, and strive to maintain a positive
reputation (Jones & Paulhus, 2014). The psychopathy trait can
be defined as the callous, ruthless manipulation and
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exploitation of others. Psychopaths exhibit impulsive
behavior, abandon people around them, such as friends and
family, and their reputation is not very important (Hare &
Neumann, 2008). This personality type can be considered as a
psychological cause of antisocial and criminal behavior (Hare
et al., 2013). Although the origins of the Dark Triad are
different, this leads to socially malevolent characters with
tendencies towards self-promotion, emotional coldness,
hypocrisy, and aggression (Paulhus & Williams, 2002).
Furthermore, the subclinical prevalence of the Dark Triad is
assumed to be much higher than the prevalence of clinical
levels of the Dark Triad (Wu & Lebreton, 2011).

Previous literature has shown a clear link between the Dark
Triad traits and behavioral addictions. A study with
undergraduate students showed that high narcissism, high
Machiavellianism, and high psychopathy personality scores
had an impact on susceptibility to internet addiction (Lee &
Lim, 2021). Instagram addiction, social media addiction,
problematic smartphone use, and gaming disorder were
predicted by these traits (Demircioglu & Goncii Kose, 2021;
Nikbin et al., 2022; Servidio et al., 2021; Tang et al., 2020).
These studies highlight the Dark Triad traits as a potential risk
factor for addictive behaviors.

Machiavellianism, characterized by strategic planning and
manipulation, is not expected to be associated with gambling
because it is not associated with impulsivity and risk taking
(Jones & Paulhus, 2011). The associations of narcissism and
psychopathy with gambling may be explained by a
combination of risk-taking tendencies (Jones & Paulhus,
2011), sensation-seeking tendencies (Emmons, 1981; Marcus
etal., 2013) and cognitive biases in assessing risk (Foster et al.
2009). Narcissistic individuals share several characteristics in
common with high sensation seekers, such as needing variety,
being autonomous, dominant, and grandiose (Emmons, 1981).
Since psychopathy involves fearless dominance and self-
centered impulsivity, individuals with this trait may violate
social norms and have sensation-seeking tendencies (Marcus
et al., 2013). On the other hand, narcissists' risk-taking
behaviors are associated with increased perceptions of benefits
resulting from risky behaviors (Foster et al., 2009). In addition,
narcissism and psychopathy were associated with behavioral
risk, but Machiavellianism was not associated with risk-taking
(Jones & Paulhus, 2011). Indeed, manipulation and
callousness lie at the core of the Dark Triad. When these are
combined with the characteristics of narcissism and
psychopathy personality types, it becomes clear that
individuals are willing to take risks. Although
Machiavellianism is also a personality trait of manipulation
and insensitivity, strategy and long-term planning are
important for these individuals (Malesza & Ostaszewski,
2016). Therefore, they may not engage in risky behavior such
as online gambling.

Emerging adulthood is roughly between the ages of 18 and
25, including adolescence and young adulthood (Arnett,
2000). In this developmental period, which corresponds to the
university years, individuals begin to gain autonomy and there
are changes in normative expectations regarding their social
roles and behavior. Sussman and Arnett (2014) stated that this
age range is the period when risky behaviors are most tolerated
and, in some cases, encouraged, so it is possible for some
substance and behavioral addictions to emerge during this

period. Accordingly, we conducted our study based on this age
range. In addition, there are studies regarding the link between
personality traits and online activities, problematic internet
use, online game addiction, and gambling (Kim et al., 2008;
Kircaburun & Griffiths, 2018). For example, neuroticism,
openness, and impulsivity were associated with pathological
gambling (Myrseth et al., 2009). A study with adults showed
that narcissism, Machiavellianism, and psychopathy were
positively related to the blackjack task (Refaie et al., 2024).
Another study with undergraduate students who identified as
sports gamblers investigated the relationship between Dark
Triad traits and problem gambling (Onyedire et al., 2021).
Considering these studies, it appears that they focus on offline
gambling, or the sample of these studies consists of gamblers
or awide age range. It is known that the use of online gambling
has become widespread among people who are very interested
in gambling, that for some, this environment significantly
contributes to gambling problems (Gainsbury, 2015), and that
emerging adulthood is a critical period for this risky behavior.
However, to our knowledge, little attention has been paid to
the Dark Triad traits (narcissism, Machiavellianism, and
psychopathy) of online gambling users, and there is no
research in both domestic and international literature including
the relationship between these traits and online gambling
addiction, especially in emerging adulthood. To address this
gap, in this study, we aimed to investigate the effect of gender
and dark personality traits on online gambling addiction. To
this end, the following hypotheses were generated:

H1: There would be a significant gender difference in

online gambling addiction.

H2: Narcissism and psychopathy would predict online

gambling addiction, while Machiavellianism would not

predict online gambling addiction.

Method
Participants

The required sample size for this study was determined using
G*Power software version 3.1. 9.7. A priori power analysis
calculated that a sample size of 119 participants was required
for a medium effect size (f>= 0.15) at an alpha of 0.05 to
achieve a power of 0.95 (Cohen, 2013). 376 participants were
reached. The power analysis was repeated with the same
criteria using a post hoc procedure, and the power of the
sample size (1-B error probe) was calculated as 0.99. This
value indicates that the sample had adequate power.

376 university students aged 18-25 participated in the
research. The mean age was 20.40 years (SD = 1.96). Table 1
presents the demographic characteristics of participants. 191
(50.8%) of the students were women, and 185 (49.2%) were
men. 136 (36.2%) of the participants were freshmen, 79
(21.0%) were sophomores, 51 (13.5%) were juniors, and 110
(29.3%) were senior students. 102 (27.1%) participants were
from low-income families, 220 (58.5%) participants were
from middle-income families, and 54 (14.4%) participants
were from high-income families. 182 (48.4%) students stated
that they were interested in games of chance or betting
advertisements, and 190 (50.5%) students reported that they
were willing to earn money by online gambling. 182 (48.4%)
students stated that they gambled online within a year.
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Table 1. Demographic characteristics of participants

Predicting online gambling addiction with the dark triad traits

N %

Gender Women 191 50.8
Men 185 49.2
Freshman 136 36.2
. Sophomore 79 21.0
Education Junior 51 135
Senior 110 29.3
Low 102 27.1
Income Moderate 220 58.5
High 54 14.4
. . . Yes 182 48.4
Interest in games of chance or betting advertisements No 194 516
s . . Yes 190 50.5
Willingness to make money by online gambling No 186 495
Online gambling in a year Yes 182 48.4
g gihay No 194 51.6

Total 376 100.0

Measures about the content of the study and the rights of the participants.

Dirty Dozen Scale: Jonason and Webster (2010) developed
the scale, and Satici et al. (2018) adapted the scale into Turkish
culture. The scale measures the extent to which individuals are
prone to the Dark Triad personality traits. The 12-item scale is
a 9-point Likert type ranging from 1 = strongly disagree to
9 =strongly agree. The scale consists of three dimensions:
narcissism, Machiavellianism, and psychopathy. Each sub-
dimension consists of 4 items, and the scores that can be
obtained from the sub-dimensions vary between 4 and 36
points. High scores indicate a tendency towards the high Dark
Triad traits. Example items are "I tend to manipulate others to
achieve my own goals.", “I don’t regret what I’ve done.” and
"I expect special attention from others.". The Cronbach’s
Alpha coefficients were obtained as 0.87 for narcissism, 0.79
for Machiavellianism, and 0.71 for psychopathy. For this
study, the Cronbach’s Alpha coefficients were calculated as
0.83 for narcissism, 0.84 for Machiavellianism, and 0.72 for
psychopathy.

Online Gambling Addiction Scale: Karaibrahimoglu et
al. (2021) developed the scale. The scale aims to measure
online gambling addiction. The 21-item scale is a 5-point
Likert type ranging from 1 =never to 5=always. The scale
consists of three dimensions: motivation, addiction, and
negative psychology. The total score that can be obtained from
the scale varies between 21 and 105. The cut-off value is 27
points, and scores higher than this indicate internet gambling
addiction. Example items are "I gamble/play games of chance
on the internet to earn money.", “I have difficulty in
controlling online gambling/games of chance.” and "I think
that gambling/games of chance on the internet negatively
affects my daily life.". The Cronbach’s Alpha coefficient was
obtained as 0.92. For this study, the Cronbach’s Alpha
coefficient was calculated as 0.95.

Procedure

Using Google Form, an anonymous online survey form was
created. Data were collected using the convenience sampling
method, which is a sampling procedure aimed at reaching
people in the most suitable situation. The inclusion criteria for
the study were being between the ages of 18-25 and being a
university student. The researcher collected data from
volunteer participants by sending a link to group
representatives of classes at a state university. The form was
sent to the participants after the researcher informed them

A consent form was obtained from the participants. The ethics
committee of Agri Ibrahim Cecen University approved this
study (Ethic Code: 98263).

Data Analyses

This study was carried out with the relational scanning model,
which aims to determine the change between two or more
variables and the effects of these variables on each other
(Karasar, 2007). Cronbach's alpha values were calculated.
Kurtosis and skewness values of all scales were examined for
normality assumptions of the data with acceptable values
between +1.5 and —1.5 (Tabachnick et al., 2013). Gender
differences in online gambling addiction were examined by T-
test for independent groups. The relationship between
dependent (online gambling addiction) and independent
variables (narcissism, Machiavellianism, and psychopathy)
was examined by Pearson Correlation Analysis. After the
necessary criteria for regression analysis were met, the
predictive power of Dark Triad personality traits on online
gambling addiction was examined by Multiple Linear
Regression analysis. Analyses were performed with SPSS
version 27. The statistical significance value was accepted as
p<0.05.

Results

Table 2 presents means, standard deviations, skewness and
kurtosis values, and correlations. It was determined that the

mean scores of online gambling addiction (X = 47.70, Sd=
18.76, min.= 24.00, max.=93.00) were above the cut-off score
of the scale, 27 points. 93% of the participants were above this
value. This showed that participants may be prone to online
gambling addiction. Skewness values were between 0.28 and
0.95, and kurtosis values ranged between —0.14 and —1.14.
These values indicated that there were no values that violate
the normality assumption. Correlation analysis results showed
that narcissism (r=0.60, p<0.001) and psychopathy
(r=0.65, p<0.001) had significant positive correlations with
online gambling addiction. Machiavellianism
(r=0.06, p>0.05) had no significant correlation with online
gambling addiction. Narcissism had a positive correlation with
Machiavellianism  (r=0.12, p<0.05) and psychopathy
(r=0.64, p<0.001). Machiavellianism had a positive
correlation with psychopathy (r=0.21, p<0.001).
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Table 2. Mean, standard deviation, skewness, kurtosis, and correlations

Variables M SD Skewness Kurtosis g:orrelanor; 3 2
1. Narcissism 16.03 7.85 .28 -1.14 -
2. Machiavellianism 14.00 7.33 .76 -.61 A12* -
3. Psychopathy 13.45 6.24 72 -14 B4** 21%* -
4. Online gambling 4770 1876 95 47 60%* 06 65%* -
addiction

Notes: M = mean, SD = standard deviation, *p < 0.05, **p < 0.001.

Table 3. Independent sample t-test scores in terms of gender

Gender N X Sd df t p

Online gambling Women 191 40.34 15.37 o
addiction Men 185 55.30 18.94 354 -8.394 00

Notes: X = mean, Sd = standard deviation, df = degrees of freedom, **p < 0.001.

Table 4. Multiple linear regression analysis results on the Dark Triad traits variable as predictors of online gambling addiction

. Zero- .
Variable B SE B t p order r Partial r LB UB
95% CI

Constant 19.48 2.03 9.577 .00** 15.48 23.48
Narcissism 72 A1 .30 6.279 .00** .60 31 .50 .95
Machiavellianism -.19 .09 -.07 -1.958 .05 .06 -.10 -.38 -.01
Psychopathy 1.42 14 A7 9.594 .00** .65 A4 1.13 1.71
R=.701 RZ= 491
F372= 119.638 p = .00**

Notes: B = unstandardized coefficient, SE = standard error, p = standardized coefficient, **p < 0.001.

Table 3 presents the results of whether there was a gender
difference in online gambling addiction. T-test results showed
that there was a gender difference (p<0.001). When the
difference was examined in terms of gender, it was determined
that men had statistically significant higher scores on the
online gambling addiction scale (tsss= -8.394, X = 55.30,
p<0.001). In addition, it was determined that the online
gambling addiction scores of women (X = 40.34) and men (X
= 55.30) were above the cut-off score of 27. It was also
determined that 89% of women (n= 170) and 98% of men (n=
182) were above the cut-off score.

Table 4 presents Multiple Linear Regression analysis
results. Cohen (2013) determined the correlation coefficients
as a small relationship between .10 and .29, a moderate
relationship between .30 and .49, and a strong relationship
between .50 and 1.00. When the correlations and partial
correlations between the predictor variables and the predicted
variable were examined, a positive, significant, and strong
relationship was found between online gambling addiction and
narcissism (r = .60, p<0.001) and psychopathy (r = .65,
p<0.001). No relationship was determined between
Machiavellianism and online gambling addiction (r = .06,
p>0.05). When the other variable was controlled, it was
observed that there was a positive, significant, and moderate
relationship between online gambling addiction and
narcissism (r = .31, p<0.001) and psychopathy (r = .44,
p<0.001). A positive significant relationship was found
between online gambling addiction and narcissism and
psychopathy variables (R= 0.701, p<0.001). These two
variables together explained 49% of the total variance in online
gambling addiction (R>= 0.491). The standardized regression
coefficients showed that the relative importance of the
predictive variables on online gambling addiction was
psychopathy (B = 0.47) and narcissism (f = 0.30).

Discussion

Online gambling is a common phenomenon among university
students. It is essential to determine the predictors of this
harmful habit. This study found that men were at greater risk
of online gambling than women. The majority of university
students were above the online gambling addiction threshold.
In addition, narcissism and psychopathy predicted online
gambling addiction, but Machiavellianism did not. These
results indicate a tendency for men and people with narcissistic
and psychopathic personality traits to have online gambling
addiction.

The results of this study revealed that men were more
prone to online gambling addiction than women. This result is
consistent with previous studies providing evidence that the
prevalence of gambling, in general, is higher in men than in
women. For example, Blanco et al. (2006) found that the
lifetime prevalence rate of pathological gambling is higher in
men than in women due to differences in social horms and
biological underpinnings. Similarly, men were more likely
than women to engage in disordered gambling (Trombly &
Zeigler-Hill, 2017). Therefore, it should be taken into
consideration that men's gambling tendency may be
exacerbated by online applications and preventive studies
should be prioritized.

This study found a positive relationship between
narcissism and psychopathy and online gambling addiction
and no relationship between Machiavellianism and online
gambling addiction. Narcissism, and psychopathy predicted
online gambling addiction, Machiavellianism wasn’t the
predictor of this addiction. One possible reason for this result
is that narcissism and psychopathy were associated with
financial risk-taking, but Machiavellianism had no connection
(Sekscinska & Rudzinska-Wojciechowska, 2020). Gambling
is an activity that requires taking risks (Mishra et al., 2010).
Therefore, individuals with high Machiavellian personality
traits who engage in long-term strategic planning with a cold
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and cynical worldview may not prefer online gambling
because they avoid taking risks. In empirical research, past
studies have presented conflicting results regarding the
relationship between Dark Triad traits and gambling. Trombly
and Zeigler-Hill (2017) determined a positive relationship
between narcissism and psychopathy and gambling disorder,
as well as a positive relationship with Machiavellianism,
which contradicts our results. Another study showed that
psychopathy was positively related to problem gambling,
narcissism had a negative relationship, and Machiavellianism
was not associated with problem gambling (Onyedire et al.,
2021). These different findings emphasize that the mechanism
underlying the Dark Triad traits and gambling relationship
needs to be further investigated. One possible reason for these
different results may be culture. A cross-cultural study
determined that culture influences the Dark Triad traits (Aluja
etal., 2022).

According to Sedikides et al. (2013), narcissists can derive
meaning from three areas: achievement, materialism, and
reflections of glory. Narcissists are preoccupied with success,
vanity, and victory. The reason for this is that these
orientations instill positivity into their self-system by making
them feel special, strong, important, and successful. They may
also do this to compensate for internal fragility. In addition, it
can be said that narcissists probably cannot gain the admiration
they desire, feel excluded, feel unloved by others, and
experience problematic social relationships in which they
cannot have a pleasant and fun time (Nikbin et al., 2022;
Twenge & Campbell, 2003). Therefore, online gambling may
offer an opportunity for them to turn to alternatives that can
meet their needs that cannot be met in offline environments,
gain admiration, and feel successful.

The personality type whose basic elements are
manipulativeness, callous affect, and strategic calculation is
Machiavellianism (Jones & Paulhus, 2014). In particular,
Machiavellians are strategic, not impulsive (Jones & Paulhus,
2011). They do not engage in behavioral tactics that could be
perceived as weakness and damage their reputation (Shepperd
& Socherman, 1997). They may stay away from online
gambling because losing in gambling may be perceived as loss
of reputation.

The main character elements of psychopathy include high
impulsivity and sensation seeking as well as low empathy and
anxiety (Paulhus & Williams, 2002). Because individuals with
high levels of psychopathy are often impulsive and risk-takers
(Lilienfeld et al., 2016), they may be motivated by the potential
gains from gambling without adequate consideration of the
potential losses that often accompany online gambling
(Onyedire et al., 2021).

Gambling activities such as internet casino games, sports
betting, and bingo were associated with problem gambling
(Moore et al., 2013). Baymdir (2018) found that the most
preferred games and bets in Tiirkiye are lotto games, legal
games of chance organized by the National Lottery
Administration, slot machine games, and horse racing. These
games, which can be started for fun or to try luck, can become
a habit over time. While those who experience the feeling of
winning continue to experience this pleasure again and earn
more, they can continue to play these games to regain what
they lost when they lose. In addition, the legality of some
games of chance and betting, played through dealerships and
supported by the state, allows people from all parts of the
society to participate with a small amount of money (Bayindir,
2018). University students may also be interested in these

Predicting online gambling addiction with the dark triad traits

games as they are at the beginning of adulthood and have less
parental control. Accordingly, it is critical to pay attention to
gambling behavior that can lead to addiction, especially in
emerging adulthood, and to organize preventive practices.

Although this study has several strengths, the results
should be interpreted within the context of a number of
potential limitations. One potential limitation is the sample of
the study. The sample consisted of university students in
emerging adulthood. Future studies may focus on other
developmental periods. A second potential limitation is that
our results are based solely on self-report measures, which are
likely to be influenced by socially desirable responses. Social
desirability is a common issue where participants may have to
exaggerate or underestimate their responses to form positive
or negative attitudes. Finally, the current study was a cross-
sectional study. Additional methodologies, such as
longitudinal studies, may be used in further studies to increase
the validity of the present results.

In conclusion, legal gambling and online gambling appear
to play a role in the spread of gambling and problems among
young people. On the other hand, there is an age limit for
games of chance and betting in Tiirkiye. However, online sites
have made it easier to access such activities, and some
personality types may influence the tendency towards online
gambling. This study confirmed the tendency of men towards
online gambling addiction. The online gambling addiction
averages of both women and men were above the limit. The
findings revealed the positive association between narcissism
and psychopathy and online gambling addiction and no
relationship between Machiavellianism and this addiction. The
most important result of this study was the predictive effects
of the Dark Triad traits (narcissism and psychopathy) on online
gambling addiction. Based on the current study results, it is
possible to say that men and university students with high
narcissism and psychopathy personality traits are vulnerable to
online gambling addiction, but Machiavellianism wasn’t a
predictor of online gambling addiction. In this regard, given
the adverse impact of online gambling on students’ future,
preventive and awareness-raising practices by parents,
universities, psychologists, and psychological counselors
towards this problem are essential. It may be useful to identify
personality traits and develop practices to alleviate the adverse
effects of these traits on the probability of online gambling
addiction.
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0z Tirkiye’de 6gretmen istihdam politikalarindan alan degisikligi uygulamasi, iicretli 6gretmenlik uygulamasi ve
bolgelere gore orantisiz 6gretmen hareketliliginin egitime yansimalarini aragtirmayr amaglayan bu c¢alisma karma
aragtirma yontemlerinden Tamamen Karma, Sirali, Baskin Statiilii Tasarim’a gore desenlenmistir. Arastirmada veriler tlig
asamada toplanmis ve analiz edilmistir. Birinci asamada arastirmacilar tarafindan gelistirilen ve agik uglu sorulardan
olusan yar1 yapilandirilmig goriisme formu kullanilmis, elde edilen veriler igerik analizi yontemiyle analiz edilmistir.
ikinci asamada dokiiman incelemesi yontemiyle elde edilen veriler tematik analiz siirecinden gegirilmistir. Ugiincii
asamada da resmi kurumlarin raporlarindan derlenen istatistiki veriler SPSS programiyla analiz edilmistir. Arastirmada
alan degisikligi, ticretli 6gretmenlik ve orantisiz 6gretmen hareketliligi gibi bazi istihdam politikalar1 ele alinmig ve
arastirma sonuglar1 tiim bu uygulamalarin egitimin niteligini olumsuz yonde etkiledigini ortaya koymustur.

Abstract: This study aims to examine the impact of three specific teacher employment policies on education in the
context of Turkey: field change, hourly-paid teaching, and unbalanced teacher mobility in regions. It was carried out with
Fully Mixed Sequential Dominant Status Design as a type of mixed methods research. The data were collected and
analyzed in three stages. First, a semi-structured interview form with open-ended questions was prepared by the
researchers and the data obtained in this way were processed with content analysis. Second, document analysis was
conducted, and collected data were interpreted through thematic analysis. Lastly, statistical analysis was conducted on
the relevant state reports in SPSS. The results revealed that all of the abovementioned policies impair the usual course of
formal education in the country. It has been suggested that education policies should be reviewed in order to have a

positive impact on education through the employment types of teachers.

Keywords: Education policy, teacher employment, hourly-paid teaching, field change, teacher mobility
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Giris

Egitim, iilkelerin kalkinmasinda ihtiya¢ duyulan nitelikli insan
tipini yetistirmede 6nemli bir yere sahiptir. Egitimin toplumsal
kalkinma ve gelismeyi saglamada iizerine diisen gérevi yerine
getirebilmesi iyi yetismis, nitelikli gretmenlerle miimkiindiir.
Iyi yetismis Ogretmenlerse sadece toplumsal kalkinma ve
gelismeyi degil ayni zamanda kaliteli bir egitimin temelini
olusturur.

Nitelikli bir egitimi tesis etmede Ogretmenlerin hangi
kaynaktan istihdam edildikleri onem arz etmektedir. Tiirk Dil
Kurumuna gore istihdam kelimesi, bir iste veya gorevde
kullanmaktir (TDK, 2024). Bir baska deyisle hizmet etmesini
istedigimiz kisilerin gorevlerini belirli bir sekilde yapmasidir.
Orgiitler, isgiicii ihtiyaglarm belirlemek, isgiicii kaynaklarin
etkili bir sekilde kullanmak ve gelecekteki ihtiyaglari
karsilamak i¢in istihdama yonelik boyutlar1 degerlendirmek
durumundadirlar (Sabuncuoglu, 1997). Bu kapsamda ele
alinacak istihdama yon veren boyutlart su sekilde
degerlendirmek miimkiindiir; i) Miktar: Istihdamin miktari, bir
orgiitte ¢alisan insan sayisidir. Bu, isgiiciine katilim orani,
igsizlik orani ve istihdam orani gibi gostergelerle olgiiliir; ii)
Kalite: Istihdamin kalitesi, isgiiciindeki calisanlarin beceri
diizeyi, egitim seviyesi ve deneyimi gibi faktorlere dayanir.
Daha yiiksek kaliteli istihdam genellikle daha yiiksek
verimlilik ve ekonomik biiylime ile iliskilendirilir; iii)
Dagilim: Istihdamin dagilimu, belirli sektorler, meslekler veya
demografik gruplar arasindaki isgiicii dagiliminm ifade eder.
Ornegin, cinsiyet, yas, etnik koken veya cografi bolgelere gore

istihdam dagilimini ele alir; iv) Giivence: Istihdamin
giivencesi, calisanlarin is gilivencesi, sosyal gilivenceleri ve
calisma kosullar1 gibi faktorlere dayanir. Giivenceli istihdam,
calisanlarin daha istikrarli bir gelire, sosyal haklara ve kariyer
gelisimine erisimini saglar; v) Esneklik: Istihdamin esnekligi,
oOrgiitlerin ihtiyaglarina gore isgiicii arz ve talebine gore gerekli
uyum yetenegini ifade eder. Esnek istihdam, orgiitlerin hizli
degisen taleplere cevap verebilmesini saglar ancak calisanlar
icin belirsizlik ve giivencesizlik yaratabilir. Bu baglamda
O0gretmen istihdaminin egitime olumlu veya olumsuz
yansimalar1 lizerine s6z konusu olan alan degisikligi, ticretli
ogretmenlik ve &gretmen hareketliligi 6gretmen istihdamin
boyutlarint kapsamaktadir. Ayrica biitiinciil bir sekilde farkli
uygulamalarin istihdama nasil yansidig ile ilgili sonuglarin
degerlendirilmesi miimkiin gdziikmektedir.

Ogretmen istihdamma yonelik egitim  politikalari
irdelenirken oOncelikle {izerinde durulmasi gereken kavram
egitim planlamasidir. Egitim planlamasi, rasyonel ve diizenli
analiz tekniginin, egitimde verimi arttirmak ve toplumun
ihtiyaglara en {ist diizeyde cevap verebilmek igin egitim
stirecine uygulanmasidir (Aydin ve digerleri, 2014). Egitimin
planlamasinin amaci, egitim sektoriindeki dar bogazlari
ortadan kaldirmak ic¢in ¢Oziim yollarinin  sonuglarimi
kestirmek, uzun doénemli bir planin genel c¢ergevesini
hazirlamak, s6z konusu cer¢ceveye dayali amaglar1 saptamak
ve bu amaglar gerceklestirmek i¢in ayrintili bir plan
hazirlamaktir (Aydin, 2010).

Milli Egitim Bakanliginin dgretmen istihdami planlamalar1
incelendiginde bakanliga bagli okullarda gorev yapan
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Ogretmenlerin, egitim fakilteleri disinda bircok farkli
kaynaktan istithdam edildigi goriilmektedir. Tiirkiye’de
Cumhuriyet déneminden baslayarak hizli bir sekilde artan
niifusa bagli olarak 6gretmen ihtiyaci da hizli bir sekilde
artmistir.  Artan Ogretmen ihtiyacin1 Ogretmen yetistiren
kurumlarin karsilayamamasindan dolay1 6gretmen ihtiyacini
gidermek amaciyla hiikumetler az maliyetli ve hizli sonug
verebilecek g¢esitli uygulamalar1 hayata gecirmislerdir.
1970’lerde 46.000 6grenci 6gretmen yetistiren programlara
mektupla 6gretim yoluyla alinmis ve ¢ok kisa siirede 6gretmen
olarak mezun olmalar1 saglanmistir. Ayrica binlerce lise
mezunu 1978’de hizlandirilmis egitim adiyla 45 giinde bir
simif gegmek kaydiyla 6gretmen olmustur (Demirel, 1995, s.
102-103) 1961°den itibaren ortaokul ve lise mezunlar1 bir
kurstan gecirilerek 6gretmen olarak atanmislardir. 1970’ lerden
itibaren de ¢esitli fakiilte mezunlarina pedagojik formasyon
kurslari verilerek 6gretmen olarak atanmiglardir (Esme, 2009;
Akyiliz, 2019). Pedagojik formasyonla o6gretmen atama
uygulamalar1 zaman zaman kesintiye ugrasa da giiniimiize
kadar siirmiistiir. Ayn1 zamanda agik ogretim fakiiltelerinin
okul 6ncesi, ¢cocuk gelisimi ve rehber dgretmenlik gibi bazi
programlarindan mezun olanlar da yakin zamana kadar
Ogretmen  olarak  atanmiglardir.  Egitimin  Onemiyle
bagdasmayan bu uygulamalarin, egitimin niteligini olumsuz
yonde etkiledigi ve 0gretmenlik meslegini degersizlestirerek
meslege zarar veren uygulamalar oldugu sdylenebilir. Zira
OSYM verilerine gére 2011 yilinda en diisiik devlet
iiniversitesi okul dncesi 0gretmenligi puani ile agik 6gretim
okul oncesi boliimii arasinda yaklasik 26 puan fark vardir
(Cesur ve Saglam, 2022). Bu baglamda 18. Milli Egitim
Surasinda bir ihtisas meslegi olan dgretmenlik meslegine agik
ogretim fakiiltesi mezunlarinin alinmasi uygulamasinin sona
erdirilmesi karar1 alimmistir (MEB, 2010).

Diger taraftan MEB, kadrolu 6gretmenlerle gideremedigi
Ogretmen ihtiyacini vekil 6gretmenlik, icretli 6gretmenlik,
asker ogretmenlik gibi gecici istihdam tipleriyle gidermeye
calismaktadir. Ozellikle Tiirkiye’nin dogu ve giineydogusu ile
iilkenin diger kirsal kesimlerinde bu istihdam tiplerine siklikla
bagvuruldugu sdylenebilir (Tiirk-Egitim Sen, 2022). Ancak bu
uygulamalarin en yaygimni olan {icretli 6gretmenlik ile ilgili
yapilan aragtirmalarda Polat (2013) ticretli 6gretmenlerin okul
kiiltiriine ayak uyduramadiklari, 6grenciler iizerinde yeterince
etkili olamadiklari, velilerle iyi iletisim kuramadiklari ve bu
durumun veliler tarafindan tepkiyle karsilandigmi ifade
etmigtir.  Glivercin  (2014) Tcretli  6gretmenlerin - kendi
benliklerine ve mesleklerine yabancilastiklarmi; Ogiilmiis,
Yildirrm ve Aslan (2013) ficretli 6gretmenlerin meslege
bagliliklart ile performans ve yetkinliklerinin diisiik oldugu
belirtmislerdir. Dogan, Demir ve Turan (2013) iicretli
Ogretmenlerin meslege ve kuruma aidiyet gelistiremedikleri
icin basarisiz olduklarimi, Erol ve Merze (2023) iicretli
Ogretmenlerin kendilerini gegici olarak gordiikleri igin
kendilerini gelistirmediklerini ifade etmislerdir. Evci, Evci,
Arisan  ve Gergek (2024) de cretli Ogretmenlerin
gorevlendirildikleri alana hakim olmadiklar1 sonucuna
ulagsmiglardir. Diger taraftan Milli Egitim Bakanlig1 657 sayili
Devlet Memurlar1 Kanunu’nun 4/B maddesine gore 2005
yilindan itibaren 6gretmen istthdam tiplerinde degisiklige
gitmis ve sozlesmeli dgretmenlik uygulamasina gecilmistir.
Sozlesmeli d6gretmenlik uygulamasina iliskin Giindiiz (2008)
yaptigt  arastirmada  sOzlesmeli  Ogretmenlerin s
giivencelerinin olmadigi ve kadrolu &gretmenlerle ayni
haklara sahip olmak istediklerini ifade etmistir. Giirciioglu
(2019) sozlesmeli Ogretmenlik uygulamalarimin egitimin

niteligi agisindan olumlu sonuglar dogurmayacagi sonucuna
varmigtir. Demirkaya ve Unal (2017) sosyal bilgiler 6gretmen
adaylarmin sozlesmeli 6gretmenlik uygulamasina genel olarak
olumsuz yaklastiklarin1 belirtmistir. Karadeniz ve Demir
(2010) ise yapmis olduklart calismada uygulamanin, 6zlik
haklar1 bakimindan kadrolu Ogretmenlere goére daha
dezavantajli olan sdzlesmeli 6gretmenlerin motivasyonunu ve
is doyumlarini olumsuz yonde etkiledigini vurgulamislardir.

MEB, belli donemlerde (2012 yilindaki 4+4+4
uygulamasi) bazi branslarda (Tiirkge, matematik, Ingilizce,
beden egitimi vb.) ortaya ¢ikan Ogretmen ihtiyacini
kargilayabilmek i¢in alan degisikligi yoluna gitmis ve binlerce
smif 6gretmeni kendi alanlar1 disinda yan alanlarinda istihdam
edilmistir (MEB, 2012; Gokyer, 2014). Ersozlii, Mavis, Ozel
ve Kiirsadoglu (2014), Oztas ve Diindar (2021) ile Siimer
(2022) alan degisikligi yapan sinif 6gretmenlerinin gegtikleri
alanla ilgili bilgi yetersizligi, ergenlik ¢cagindaki ¢ocuklarla
iletisim, disiplin saglama gibi konularda uyum sorunlar ile
karsilastiklar1 ifade etmiglerdir. Gokyer (2014), 2012 yilinda
alan degisikligi yaparak yan alanlarina gegen 6gretmenlerin
egitimde niteligin  diismesine neden olacagint ileri
sirmektedir. Giines (2014) ile Celik ve Tag (2021)
aragtirmalarinda, alan degistiren 6gretmenlerin ¢ogunlugunun
bu uygulamadan memnun oldugunu, yeni alanlarinda bagaril
olacaklarini diisiinmekte iken bu durumun alan degistirmeyen
Ogretmenler nezdinde olumlu karsilanmadigi, yan alanina
gecen Ogretmenlerin  bagarili  olamayacaklari sonucuna
varmistir. Erol ve Karsantik (2021), smif 6gretmenliginden
Ozel egitim O6gretmenligine gecis baglaminda 6gretmenlerin
gectikleri alanla ilgili bazi konularda kendilerini yetersiz
gordiikleri, yoneticiler ve diger 6gretmenler tarafinda olumsuz
bir bakis agisiyla karsilagtiklari, en biiyiik sorun olarak da
velilerin kendilerine karsi olumsuz bir tutum gelistirdikleri
sonucuna ulagmistir.

Tiirkiye’de o6gretmen isttihdaminda diger bir sorun da
Ogretmenlerin Dogu ve Giineydogu Anadolu Bdlgelerinde
diger bolgelere kiyasla yeterli siire istihdam edilememeleridir.
Son yillarda Ogretmen atamalarinin biiyik bolimii bu
bolgelere yapilmakta; ancak atanan 6gretmenler ii¢ yillik
zorunlu ¢aligma siirelerini doldurduktan hemen sonra es
durumu, saglik ve giivenlik gibi ¢esitli mazeretler ileri siirerek
bolgeden ayrilmaktadirlar (Ushurova, Tosten ve Kayra, 2023;
Kiziltas, 2021; Egitim-Bir-Sen, 2019; ERG, 2017; Turhan,
2016). Dolayistyla bu bolgelerde dgretmen ihtiyaci tamamen
kargilanamamakta, bununla birlikte ¢ok fazla Ggretmen
degisimi olmakta ve genellikle de tecriibesiz Ogretmenler
gorev yapmaktadir. Bu baglamda Sahin (2018), arastirmasinda
asir1 6gretmen hareketliliginin yani bir okulda 6gretmenlerin
cok kisa siireler gorev yaparak ayrilmasmin 6grencilerin
basarisin1 dogrudan olumsuz etkileyen onemli bir faktor
oldugu sonucuna varmigtir. Altun (2019) ve Yilmaz (2001)
Tirkiye’de egitim basta olmak tizere bircok konuda bolgesel
esitsizliklerin var oldugunu ifade etmislerdir. Ayrica
arastirmalarinda Giineydogu Anadolu bolgesinde gorev yapan
Ogretmenlerin yagam standartlarinin olduke¢a diisiik oldugunu
ve buna bagli olarak da ogretmen hareketliliginin fazla
oldugunu vurgulamislardir. Ushurova ve digerleri (2023),
Kiziltas (2021) ve Oktay (2012) ise bolgedeki yogun dgretmen
hareketliligine dikkat ¢ekerek bunun endise verici boyuta
eristigini ve basarisizliklarin altindaki en dnemli nedenlerden
biri oldugunu belirtmektedir.

Ogretmen istihdam1 bakimindan iicretli dgretmenlik,
Ogretmenlerin kendi alanlar1 diginda farkli bir alanda istihdam
edilmeleri ve orantisiz O0gretmen hareketlili§inin egitime
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olumsuz yansimalart olabilecegi diisiiniilmektedir. Bu
baglamda alan yazin incelendiginde Tiirkiye’de &gretmen
istihdam politikalar1 (Kesbig¢, 2021; Giil ve Kavakli, 2021;
Dali, 2017; Dogan, Demir ve Turan, 2013) ve Ogretmen
yetistirme (Baskan, Aydin ve Madden, 2006; Esme, 2009;
Akdemir, 2013; Yildirim, 2020; Cetin, Unsal ve Hekimoglu,
2021) konularinda arastirmalar yapildigir goriilmektedir.
Ancak bu aragtirmalarin genel olarak ya ticretli 6gretmenlik ya
sozlegmeli 6gretmenlik ya da alan degisikligi gibi yalnizca tek
bir konuya odaklanmis olduklar1 sdylenebilir. Bu ¢alisma ise
“alan degisikligi uygulamasi, ticretli 6gretmenlik uygulamasi
ve bazi bolgelerdeki orantisiz 6gretmen hareketliligi” gibi ii¢
temel konunun egitime etkilerine biitiinciil bir sekilde bakmay1
saglamasi acisindan 6nemli bir caligmadir. Egitim sisteminin
temelinde yer alan 6gretmenlerin istihdami bakimindan biiytik
Ooneme sahip oldugu diigiiniilen bu konularin biitiinsel olarak
ele alnip egitime etkilerinin tartigilmasinin  sonraki
arastirmalar ve politika yapicilar i¢in farkli bir pencere
acabilecegi diisliniilmektedir. Bu baglamda ¢alismanin amaci,
Tirkiye’de  6gretmen istthdam politikalarindan  alan
degisikligi uygulamasi, iicretli 6gretmenlik uygulamasi ve
bolgelere gore orantisiz 6gretmen hareketliliginin egitime
yansimalarini arastirmaktir. Bu baglamda calismada, alan
degisikligi uygulamasinin egitime etkileri, iicretli 6gretmenlik
uygulamasinin egitime etkileri ve bdlgelere gore orantisiz
ogretmen hareketliliginin egitime etkileri ele alinacaktir.

Yontem
Arastirmanin Modeli

Tirkiye’de  6gretmen istthdam  politikalarindan  alan
degisikligi uygulamasi, iicretli 6gretmenlik uygulamasi ve
bolgelere gore orantisiz 6gretmen hareketliliginin egitime
yansimalarini aragtirmayr amaglayan bu c¢alisma karma
aragtirma yontemlerinden Tamamen Karma, Sirali, Baskin
Statiilii Tasarim’a gore desenlenmistir. Bu yontem farkli veri
kaynaklarindan elde edilen bulgularin karsilikli olarak
dogrulanmasi, ¢esitlendirilmesi ve biitiinlestirilerek daha genis
gecerlilik saglanmasi i¢in tercih edilmistir.  Arastirmada
Tamamen Karma, Sirali, Baskin Statiilii Tasarim yaklagiminin
vurgusu, siirecin hem nitel hem de nicel asamalarinin olup
olmadigiyla ilgilidir. Tasarim, nicel ve nitel verilerin tamamen
karigtirlldig1, aragtirmada nitel ve nicel yontemlerin sirali
sekilde kullanildig1 ve arastirma sorusu/sorulari veya bir
bilesenin onemli 6l¢iide daha yiiksek 6ncelige sahip oldugu
aragtirma desenidir (Leech ve Onwuegbuzie, 2009).

Bu baglamda arastirma, ‘nitel-nitel-nicel” siralama
diizenine gore tasarlanmistir. Arastirmanin birinci alt amacina
iligkin  yiriitilen c¢alisma olgubilim desenine godre
tasarlanmistir. Alan degistiren 6gretmenler ve alan degistiren
Ogretmenlerin gorev yaptigi okul midiirleriyle goriismeler
yapilarak olguyu yasayan bireylerin deneyimlerinden konu ile
ilgili ayrintili bilgi elde edilmeye ¢alisilmistir. Arastirmanin
ikinci alt amacinda dokiiman incelemesi ydntemi
kullanilmistir. Alan yazinda iicretli 6gretmenlik ile ilgili
bilimsel makaleler, tezler ve kitaplar taranarak konu ile ilgili
daha oOnce ulagilan sonuglar hakkinda bilgi edinmeye
caligtlmistir.  Arastirmanin  liglinci alt amacina iliskin
yuriitiilen c¢aligma ise iligkisel arasgtirma yoOntemine gore
desenlenmistir. MEB’in PISA 2018 Tiirkiye On Raporu,
TIMSS 2019 Tiirkiye On Raporu’ndan elde edilen
Ogrencilerin bolgelere gore basar1 puanlart ve GAP Bolge
Kalkinma Idaresi’nin Giineydogu Anadolu Bolgesinde
Ogretmen hareketliligi projesi degerlendirme raporundan

(2018) elde edilen sayisal veriler arasinda iliski olup olmadigi
karsilastirmali olarak incelenmistir.

Creswell ve Creswell’e (2017) gore her aragtirma
yonteminin hem sinirlamalart hem de giiclii yonleri vardir.
Arastirma problemi veya sorular1 hakkinda daha giiclii bir
anlay1s gelistirmek i¢in aragtirma yontemlerinin giiclii yonleri
birlestirilebilir. Bir anlamda bu, bir soruna iligkin daha fazla i¢
gorii, karistirma veya nicel ve nitel verilerin entegrasyonudur.
Bu “karistirma” veya “biitlinlestirme” verilerin, sorunun daha
giicli bir sekilde anlagilmasini sagladigi veya bir olgunun
birden ¢ok yontemin bir arada kullanilmasi ile tim ydnlerinin
ortaya cikarilmasini sagladigi yontemdir. Karma yontem
aragtirmasi, bu nedenle, basitce veri tabanlarini entegre ederek
daha fazla “madencilik” yapmak anlamina gelmektedir. Bu
baglamda arastirmada gériisme yontemiyle elde edilen veriler
yine nitel veri toplama yontemlerinden olan dokiiman
incelemesi ve iligkisel tarama yontemiyle elde edilen nicel
verilerle desteklenmis ve zenginlestirilmistir.

Arastirmanin Calisma Grubu

Arastirmanin birinci alt amaci olan “alan degisikligi”
uygulamasi nitel aragtirma yontemlerinden olgubilim desenine
gore tasarlanmig ve arastirmanin c¢alisma grubu Olgiit
ornekleme yontemiyle belirlenmistir. Olgiit &rnekleme,
aragtirmaci tarafindan oOnceden belirlenen bazi Olgiitleri
kargilayan birey ve gruplarla calisilmasidir (Patton, 2014).
Arastirmanin bu bolimii iki ¢aligma grubu ile yiiriitilmustiir:
Ilki mezun olduklari alanda goérev yapmakta iken
diplomalarinda  belirtilen yan alanma gecen dokuz
O0gretmenden olugmakta iken ikinci c¢alisma grubu bu
ogretmenlerin alan degistirdikten sonra gorev yaptigi alti
okulun miidiiriinden olugmaktadir. Katilime1 6gretmenlere
iligkin bilgiler Tablo 1’deki gibidir:

Tablo 1. Katilimci 6gretmenlere iligkin bilgiler

Atama alam Gecis yaptigl alan

K1 Sinf Muhasebe

K2 Smif Tiirk Dili ve Edebiyati
K3 Smif Beden Egitimi

K4 Sinif Din Kiiltiirii ve Ahlak
K5 Simif Matematik

K6 Smif Ozel Egitim

K7 Smif Ozel Egitim

K8 Smf Ozel Egitim

K9 Smif Beden Egitimi

Tablo 2. Katilimci okul mudiirleri

Gorev yaptigi okul tiirii

Y1 Ortaokul

Y2 Meslek Lisesi

Y3 Imam-Hatip Lisesi
Y4 Ortaokul

Y5 Meslek Lisesi

Y6 Ortaokul

Arastirmanin ikinci ve Ugiincli alt amacinda ise tercih
edilen aragtirma desenleri bakimindan calisma gruplariyla
calisilmamastir.

Veri Toplama Araci

Aragtirmada veriler {i¢ agamada toplanmistir. Birinci asamada
alan degisikligi uygulamasma yonelik veri toplama araci
olarak arastirmacilar tarafindan gelistirilen ve agik uclu
sorulardan olusan yar1 yapilandirilmis goriisme formu
kullanilmigtir. Taslak olarak gelistirilen goriisme formu
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O0gretmen ve yoneticiler i¢in ayr1 ayr1 hazirlanmistir. Belirli bir
mantik c¢ercevesinde hazirlanan sorularla konunun biitiin
yonleriyle ele alinmasi ve gelistirilmesi hedeflenmistir
(Forrester ve Sullivan, 2018). Taslak goriisme formlari egitim
yonetimi alaninda uzman iki Ogretim {yesinin goriisleri
alinarak yeniden diizenlenmistir. Sorular dil ve ifade agisindan
iki Tiirkge 6gretmeni tarafindan incelenmis ve 6gretmenlerin
climlelerin agiklik konusundaki Onerileri dogrultusunda
gerekli diizeltmeler yapilmustir. Ardindan veri toplama
aracinin pilot uygulamasi arastirma kapsaminda olmayan

Ogretmen ve yoneticilere yapilmig ve daha sonra
uygulanmustir.
Ikinci asamada dcretli Ogretmenlik uygulamalarinin

egitime nasil yansidigini ortaya c¢ikarmak iizere bu konuda
yazilan ulusal makaleler ve tezler dokiiman incelemesine tabi
tutulmak suretiyle veriler elde edilmistir. Dokiiman
incelemesi, aragtirmaya kaynak olabilecek basili ve elektronik
materyallerin elde toplanmasi ve analiz edilmesi (Bowen,
2009) olarak tanimlanmaktadir.

Uciincii  asamada ise veriler, Tiirkiye’de orantisiz
Ogretmen hareketliliginin egitime yansimalari, PISA 2018
Tiirkiye On Raporu, TIMSS 2019 Tiirkiye On Raporu ve GAP
Bolge Kalkinma Idaresi’nin Giineydogu Anadolu Bélgesinde
Ogretmen hareketliligi projesi degerlendirme raporundan
(2018) elde edilmistir.

Veri Toplama Siireci

Aragtirmanin  ilk asamasinda aragtirmacilar tarafindan
gelistirilen ve agik uglu sorulardan olusan yar1 yapilandirilmig
goriisme formu kullanilarak konu ile ilgi ayrintili ve nitelikli
veriler elde edilmeye calisilmistir. Arastirma kapsaminda 9
6gretmen ve 6 okul miidiiriiyle tek tek goriismeler yapilmistir.
Goriismeler katilimcilarin istedigi, kendileri i¢in en uygun giin
ve saatte gergeklestirilmistir. Gorlismelere baglamadan 6nce

katilimcilarla  sohbet edilerek samimi  bir iletisim
gelistirilmeye  ¢alistlmistir.  Aragtirmada  katilimcilarin
isimlerinin ve gdrev yaptiklar1 okullarin isimlerinin

verilmeyecegi taahhiidiinde bulunularak giivenli bir iletisim
kurulmustur. Her bir katilimecr ile yaklasik 35-40 dakika

goriisiilmiis ve veri kaybmin Oniine gegebilmek igin
katilimcilarin onayiyla ses kaydi yapilmistir.
Ikinci  asamada  veriler,  “licretli  &gretmenlik

uygulamalarinin” egitime nasil yansidigini ortaya g¢ikarmak
lizere bu konuda yazilan ulusal makalelerden ve tezlerden
dokiiman incelemesi yontemiyle elde edilmistir. Bu baglamda
Google akademik ve YOK Tez veri tabanindan “{icretli
Ogretmenlik” “Ogretmen istthdami” anahtar kelimeleri
kullanilarak taramalar yapilmistir. Veri tabanlarinda yapilan
taramalar 2010 yilindan itibaren yapilarak sinirlandirilmigtir.
Taramalar sonucunda “iicretli Ogretmenlik” “&gretmen
istihdam1” anahtar kelimelerinin yer aldigi ve metnin
tamamina ulasilmis, bilimsel kriterlere uyan 16 adet makale 2
adet yiiksek lisans tezi olmak iizere toplam 18 adet ¢alisma
arastirmaya dahil edilmistir.

Ugiincii  asamada ise Tiirkiye’de orantisiz dgretmen
hareketliliginin egitime yansimalarinin ne sekilde oldugu
ortaya c¢ikarilmaya c¢alistimistir. Bu baglamda oOncelikle
MEB’in PISA 2018 Tiirkiye On Raporu ile TIMSS 2019
Tiirkiye On Raporu’ndan &grencilerin bélgelere gore basar
puanlar1 derlenmistir. Daha sonra GAP Bolge Kalkinma
Idaresi’nin  Giineydogu Anadolu Bélgesinde &gretmen
hareketliligi projesi degerlendirme raporundan (2018) ise
Ogretmenlerin bolgelerden ayrilma oranlar1 ve sayilart elde
edilmistir. Son olarak da farkli kaynaklardan elde edilen bu

verilerin birbirini destekleyip desteklemedigine bakilmistir.
Verilerin Analizi

Arastirmanin ilk asamasinda goriisme yoluyla elde edilen
veriler icerik analizi yontemiyle analiz edilmistir. Goriismeye
ait toplam 520 dakikalik ses kaydi herhangi bir miidahaleye
tabi tutulmadan ham olarak word uygulamasina aktarilmistir.
Bu asamada bilgisayar ortamina aktarilan veriler ile ses
kayitlarinin tutarli olup olmadigr bir uzman tarafindan
denetlenmis ve her iki ortamdaki verilerin tutarli oldugu tespit
edilmistir. Bilgisayar ortamina aktarilmis olan veriler,
aragtirmact ve nitel aragtirmalar konusunda bir uzman
tarafindan kodlanmistir (Miles ve Huberman, 2016). Yapilan
kodlamalar teker teker okunarak karsilagtirilmig ve ortak bir
anlayis gelistirilmistir. Bu ortak anlayis neticesinde
siniflandirilan ve birgok koddan olusan, arastirma sorularina
cevap niteliginde kategoriler olusturularak (Corbin ve Strauss,
2008) yorumlanmigtir. Arastirmanin ikinci asamasinda
aragtirmaci ve egitim yonetimi alaninda bir uzman tarafindan
“licretli Ogretmenlik” ve “Ggretmen istihdami1” anahtar
sozciikleri kullanilarak “gdzden gegirme” yoluyla tarama
yapilmigtir. Tarama sonucunda ulagilan akademik ¢alismalar
yontemleri, bulgu ve sonuglari bakimindan arastirmaci ve
egitim yoOnetimi alaninda bir uzman tarafindan ayri ayri
incelenmis ve elde edilen veriler “ayrintili okuma” yoluyla
temalara doniistiiriilmiistiir. Tematik analiz silirecinden
gecirilen veriler “yorumlanarak” okuyucuya sunulmustur
(Corbin ve Strauss, 2008). Arastirmanin son asamasinda ise
MEB ve GAP Bolge Kalkinma Idaresi’nin raporlarindan elde
edilen istatistiki veriler, SPSS programinda, iligki testleri ile
analiz edilmistir.

Gegerlik ve Giivenirlik

Nitel arastirmalarda katilimcilar ile diger kaynaklardan elde
edilen verilerin giivenilir ve inandiriciligimi saptamak igin
gecerlige odaklanilir (Lincoln & Cuba, 1985). Gegelik de
aragtirmacinin katilimcilardan elde ettigi bilgilerin analiz
siirecine ve arastirma digindaki farkli uzman goriislerine
baghidir (Creswell & Plano Clark, 2020) Bu arastirmanin nitel
asamalarinda elde edilen verilerin kodlanmasi aragtirmacilar
ile arastirmacilar disinda farkli bir uzman tarafindan
yapilmigtir. Arastirma, iizerinde fikir birligine varilan kodlar
ve temalar izerinden yiiriitilmistiir. Ayrica arastirmanin
gecerligini saglamak adina katilimct kontrolii yapilmistir. Bu
baglamda bulgular, katilimcilara Ozetlenerek onlarin
deneyimlerini yansitip yansitmadigi dogrulanmaya caligilmis
ve bulgularin  katilimer deneyimlerini  yansittigi  tespit
edilmistir. Egitim yoOnetimi alaninda iki uzmanin goriisii
alinmistir.  Ozellikle arastirmanin  ydntemi ve kapsami
konusunda uzmanlar tarafindan ydneltilen Onerilerden
faydalanilmistir. Katilimcilarin goriigleri siklikla dogrudan
alintilama yOntemiyle aktarilmigtir. Ayrica ¢alismada
istatistiki  verilere yer verilerek aragtirmanin gegerligi
saglanmaya calisilmistir. Diger taraftan c¢alisma karma
yontemle  yapildigindan  (nitel-nitel-nicel) hem nitel
arastirmalarin hem de nicel arastirmalarin tek basina
kullanildiklarinda karsilagilabilecek dezavantajli durumlar en
aza indirgenmistir. Patton’a (1990) gore, farkli yontemlerle
elde edilen veriler birbirini destekleyici ve dogrulayict rol
oynayarak ¢alisma ile ilgili dnyargilari ortadan kaldirmaktadir.
Bu da aragtirmanm giivenilirligini artirmaya yardimci
olmaktadir.
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Tablo 3. Alan degistiren 6gretmenlerin alan degisikligi yapmaktaki amaci

Kategori Kod Katilimcilar

Imkanlarinin Cekiciligi Imkanlarnin daha iyi olmast K2
Tayin yaptirmanin daha kolay olmasi K7, K1
Kosullarin uygun olmasi K2
Emekli olunca 6zel rehabilitasyon merkezlerinde ¢alisma imkant1 K8
Ek ders iicretinin fazla olmasi K8

Alana Kars1 Ilgi Duymak Cok sevdigi ve o alanda yapmak istedigi i¢in K3,K6,K9
Alana karg1 6zel bir ilgi K4,K5
Ozel gereksinimli gocuklara verilecek egitimin manevi boyutu K8
Yeni bir alan olmasi K7

Mesleki Tiikenmislik Alanin sorumlulugunun ¢ok fazla olusu K2
Yogun ders yiikiinden kurtulmak K3
Bransin gerektirdigi sabir eksikligi K5
Yilgilik K9

Oz Yeterlilik Onceki alanda yeterli olmadig diisiincesi K5
Gegilen alanda daha basarili olacag: diisiincesi K6,K9
Kendini daha iyi ifade edecegi diisiincesi K3

Istemedigi Alanda Calismak

Istedigi alanin disinda gorev yapiyor olmak

K2,K3,K4,K5,K6,K9

Bulgular

Bu ¢aligma ile Tiirkiye’de 6gretmen istihdam politikalarindaki
ti¢ farkli uygulamanin (iicretli 6gretmenlik, alan degisikligi ve
bolgelere gore Ogretmen hareketliligi) egitime nasil
yansidigin1 ortaya c¢ikarmak amaglanmistir. Arastirmada
birinci alt amag¢ olaraank Milli Egitim Bakanligi’nin ihtiyag
duydugu zamanlarda uygulamakta oldugu alan degisikligi
uygulamasi, ikinci alt amagcta iicretli 6gretmenlik uygulamasi,
liglincli alt amagta da Tirkiye’de bolgelere gére 6gretmen
hareketliligi ele alinmistir.

Alan degisikligi uygulamasi ile ilgili elde edilen bulgular
alti temada yapilandirilmis, alan degisikliginin egitime
yansimalarini ortaya ¢ikarmak iizere:

a) Alan degistiren ogretmenlerin alan degisikligi
yapmaktaki amact imkanlarinin g¢ekiciligi, alana karsi ilgi
duymak, mesleki tiikenmislik, 6z yeterlilik ve istemedigi
alanda ¢alismak olmak iizere bes kategoride yapilandirilarak
Tablo 3’te sunulmustur:

Alan degistiren 6gretmenlerin alan degisikligi yapmaktaki
amaglar1 incelendiginde alana karsi ilgi duymak ve
imkanlarinin ¢ekiciligi ve mesleki tiikkenmislik kategorilerinin
on plana ciktig1 goriilmektedir. Ayrica, istemedigi alanda
calismak ve 6z yeterlilik kategorileri de katilimcilar tarafindan
vurgulanmaktadir.

Alan  degistiren Ogretmenler alan  degistirmedeki
amaglarini agiklarken genel olarak, gegtikleri alana karsi ilgi
duyduklarindan dolay1 alan degistirdiklerini belirtmislerdir.
Gegtikleri alana karsi duydugu ilgiyi katilimcilarin geneli
“Cok sevdigi ve o alanda gorev yapmak istedigi i¢in”
ifadesiyle belirtirken K8 “Ozel gereksinimli ¢ocuklara
verilecek egitimin manevi boyutu beni ¢ok etkiledigi i¢in bu
alana gectim.” seklinde ifade etmis, K4 ise “Alana karsi
onceden beri 6zel bir ilgim vardi. Simif Ogretmenligi yaptigim
sire boyunca Bilim Teknik dergilerindeki matematik
sorularint ¢ozmeye calisirdim. 2007 yilinda daha alan
degistirmeden 8 y1l 6nce matematik ile ilgili ilgimi ¢eken soru
ve bilgilerin de oldugu web sitemi yayina almistim.” seklinde
goriis bildirmistir.

Alan degistiren dgretmenlerin amaclarindan bir digeri de
“imkanlarin ¢ekiciligi” seklinde agiklanmistir. Imkanlarin
cekiciligi 6zlik haklarinin daha iyi oldugu seklinde de ifade

edilebilir. Bu baglamda “Tayin yaptirmanin daha kolay olmasi
bu alana gegcmemde etkili oldu.” sinif 6gretmenliginden 6zel
egitim 6gretmenligine gegen K7 tarafinda ifade edilirken, sinif
dgretmenliginden dzel egitim alanmna gegen K8 “Ozel egitim
alanma gegiste bazi avantajlarin olmasi alan degistirmemde
etkili olmustur. Soyle ki; 6gretmen olarak ek dersin yiizde
yirmi bes fazla olmasi, emekli olunca 6zel rehabilitasyon
merkezlerinde ¢alisma imkani vb. ekonomik nedenler
sayilabilir.” gibi avantajlarina vurgu yapmistir. Sinif
ogretmenliginden Tiirk Dili ve Edebiyati &gretmenligine
gecen K2 de kosullarin uygunluguna “O donemde sinif
Ogretmenleri kullip c¢aligsmasi veya sinif rehberlik {icreti
alamryordu. Ayni zamanda bos saat veya bos gilin gibi bir
olguya sahip degildi smif &gretmenleri. Ders dist egitim
faaliyetleri de kisitl idi. Ornegin atama brangim Tiirk Dili ve
Edebiyati olduktan sonra birgok alanda ders disi egitim
caligmalar1 yapma hakkia sahip oldum.” ifadeleri ile dikkat
¢ekmistir.

Alan degistiren dgretmen goriislerine gore, 6gretmenlerin
alan degistirmedeki amaglarindan biri de yasadiklar1 “mesleki
tikenmislik” ten kurtulmak oldugu goriilmektedir. Bu durumu
K3 “Yogun ders yiikiinden kurtulmak” seklinde ifade ederken
K5 “Genel olarak o6gretmenligi sevmeme ragmen yillar
gectikce kiiciik 6grencilere 6gretmenlik yapmak i¢in bilgiden
daha ziyade yeterli sabira sahip olunmasi gerektigini anladim.
Bu konuda eksikligim oldugunu diisiinmeye basladim.”
ifadesiyle ortaya koymus, K9 da 6nceki alana kars1 mesleki
tilkenmisligini “Her giin bir¢ok derse hazirlanma gerekliligi
beni alana kars1 soguttu.” olarak ifade etmistir.

Ogretmenlerin alan degistirmedeki baska bir amaci ise “6z
yeterlilik” tir. Ogretmenler gectikleri alanda daha yeterli
olduklarn1 diisindiikleri i¢in bu alanda daha basarili
olacaklar1 kanisini tagimaktadir. Bu baglamda K5 goriislerini
“Alan degistirmeden 6nce ¢ok verimli olamadigimi diislinerek
siif dgretmenligini biraktim ve matematik kadar ilgimin
oldugu bilgisayar {iizerine yogunlastim.” seklinde ifade
ederken, alan degisliginin basarisini olumlu etkileyecegini K9
“Gegis yaptigim alanda daha basarili olacagimi diislindigiim
icin alan degisikligi yaptim.” olarak agiklamis, K3 ise
“Kendimi bu alanda daha iyi ifade edecegimi diisiindiigiinden
alan degisikligine karar verdim.” seklinde ortaya koymustur.
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Tablo 4. Alan degisikligi sonrasinda katilimcilarin yasadigi problemler

Kategori Kod Katilimcilar
Ozel Alan Bilgisinde Eksiklik Hissetme Kendini giincelleme gerekliligi K1,K4
Alana ait bir¢ok bilgiyi unutmak K2
Miifredat degisikligi K2,K4
Onceki alan kadar yeterli olamama K2
Konuya hakim olamamak K2,K4
Alan bilgisi eksikligi K2,K4,K7
Yontem ve teknikler bakimindan sorunlar K2,K4,K7
Sinif yonetimi ve disiplin bakimindan sorunlar K4
Bu alanda eksik oldugunu hissetme K4,K7
Kazanimlara ulasma konusunda basariya ulagamama K4
Zorlayic1 deneyimlerin olmast K7
Alanla ilgili egitimin yetersiz olusu K7
Uyum Sorunu Uyum sorunu K5
Alan 6gretmenleri ile kaynasmakta zorlanma K6
Ogrenci profiline alismakta zorlanma K2,K4
Mevzuatin farkli olmasi K2
Ogrencilerle iletisim kurma sorunu K4
Yipratici olusu K8
Algilanan Olumsuz Tutum Ogretmenlerin olumsuz ve onyargili bakiglart K6,K8,K9
Okul idarelerinin olumsuz tutumu K9
Psikolojik sorunlar yagsama K8
Cevrenin ve velilerin olumsuz tutumu K8,K9

Ogretmenler alan degistirmedeki amaclarini agiklarken son
olarak “istenmedigi alanda c¢aligmak” ifadesiyle aslinda
yillardan beri istemedikleri ve sevmedikleri bir alanda gorev
yaptiklarin1  belirtmektedirler. Bu durumun katilimer
Ogretmenlerin ¢ogu igin gecerli oldugunu, yani ¢ogunlugun
goriisii oldugunu sdylemek miimkiindiir. Katilimcilar bu
diisiincelerini “Istedigi alanin disinda gorev yapmak” seklinde
ifade etmislerdir.

b) Alan degisikligi sonrasinda katilimcilarin yasadigi
problemler; 6zel alan bilgisinde eksiklik hissetme, uyum
sorunu, algilanan olumsuz tutum olmak {izere ii¢ kategoride
yapilandirilarak Tablo 4’te sunulmustur:

Alan degisikligi sonrasinda katilimcilarin yasadigi sorunlar
incelendiginde 06zel alan bilgisinde eksiklik hissetme
kategorisinin 6n plana ¢iktig1 goriilmektedir. Bundan bagka
katilimcilar tarafindan uyum sorunu ve algilanan olumsuz
tutum kategorileri de vurgulanmustir.

Katilimeilarin ~ goriislerine gore, Ogretmenlerin  alan
degistirdikten sonra yasadiklari sorunlarin basinda 6zel alan
bilgisinde eksiklik hissetme, sorununun geldigi gériilmektedir.
Katilimcilar, karsilagilan sorunlarin sebeplerini K4 “Din
Kiiltiirti ve Ahlak Bilgisi miifredat: ve alan bilgisi konularinda
bilgilerimi yeniden giincelleme ihtiyacimi ortaya ¢ikardi.”, K7
“Alanla ilgili egitimin yetersiz olusu”, K2 “Alana ait bir¢ok
bilgiyi unuttugumu fark ettim” seklinde ifade etmiglerdir.
Yasanan sorunlar1 K1 “Alanim mesleki egitim oldugu igin
kendimi giincellemem gerekti.”, K2 “Konuya hakim
olmadigimdan sikintilar yasadim.” K7 “Yoéntem ve teknikler
bakimindan birgok eksigim vardi ve bunlar1 zamanla
giderebildim.” ve K4 “Sinif yonetimi ve disiplin bakimimdan
ortadgretim ogrencilerinin yas grubu oOzellikleri nedeniyle
zaman zaman sorunlar yasadim.” olarak ifade etmislerdir.
Ogretmenler ayrica alan degisikligi sonrasinda yasadiklar
sorunlarin zaman zaman basarisizliga neden oldugunu ve aci
tecriibeler yasadiklarini belirtmiglerdir.

Alan degistiren 6gretmenlerin yasadigi diger bir sorun

“uyum sorunu” olarak gdze carpmaktadir. Ogretmenler gerek
gevre gerek Ogrenci gerekse ilgili mevzuata uyum konusunda
sorun yasadiklarint belirtmislerdir. K6 yasadigi uyum
sorununu “Alan Ogretmenleri ile kaynagmakta zorlandigimi
soyleyebilirim.” seklinde ifade ederken, K4 “Ogrenci profiline
alismak zaman aldi.” seklinde ifade etmis, K2 ise “Alan
degistirdikten sonra farkli bir egitim kademesine gectim.
Burada mevzuatin farkli olmasi zorlandigim konulardan
biriydi.” ifadesiyle uyum sorununa dikkat ¢ekmistir.

Ogretmenlerin ~ goriislerine  gore, alan  degisikligi
sonrasinda Ogretmenlerin yasadigi sorunlardan biri de
“algilanan olumsuz tutum” dur. Alan degistiren 6gretmenlere
karg1 okul idaresi, 6gretmen, 6grenci ve velilerin olumsuz
tutumu ogretmenlerin karsilagtigt 6nemli sorunlardan biridir.
Okul idaresinin alan degistiren 6gretmenlere ders dagitiminda
yetersiz olduklar1 gerekgesiyle sinava hazirlanan siniflarin
dersine vermeyisi bu anlayisin bir gostergesidir. Ayni sekilde
velilerin de kendi c¢ocuklarinin dersine alan degistiren
Ogretmenlerin girmesini istememesi bunun bir gostergesidir.
K9 bu durumu “Okul idaresinin ve velilerin alan degistiren
Ogretmenlere karsi olumsuz bir tutum i¢inde olmalar1 benim
i¢in zorlayict bir durumdu.” seklinde, K6 “Ogretmenlerin
olumsuz ve o6nyargili bakislar1 elbette ki bizleri olumsuz
etkiledi.” ve K8 de “Normal okullar igerisine yerlestirilmis
6zel alt siniflarin(hafif)egitimini veren dgretmenler bu okulda
bulunan diger personeller tarafindan higbir is yapmiyor algist
icerisinde degerlendirmede bulunuyorlar.” seklinde ifade
etmislerdir. Ayrica bazi 6gretmenler kendilerine kars1 var olan
olumsuz tutumun psikolojik sorunlara sebep oldugunu
belirtmistir.

c)Katilimeilarin, su anki imkanlar ayni1 kalmak kosulu ile
asil alanlarina donmeyi isteyip istemediklerine iligkin
goriisleri; alanin rahat olusu, is doyumu ve kendi alaninin
Ozglnliigli olmak tizere ii¢ kategoride yapilandirilarak Tablo
5’te sunulmustur:
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Tablo 5. Katilimcilarin, su anki imkanlar ayni1 kalmak kosulu ile asil alanlaria donmeyi isteyip istemediklerine iligkin gériisleri

Kategori Kod Katilmcilar
Alanin Rahat Olusu Zaman kazanma K3
Eve is tasimama K3
Az yipranma K3
Derse hazirlanmanin kolay olmasi K3
Onceki alanin zor olusu K4
Is Doyumu Ilgili oldugu alana gegmis olmak K5
Hayalini ger¢eklestirmis olmak K6
Egitim kademesinin uygun olusu K7, K8, K9
Alaninda motive olma K7, K9
Saglanan manevi doygunluk K8
Yalnizca bir alanda ¢aligmay1 istemek K9
Kendi Alanmin Ozgiinliigii Onceki brangmin daha 6zel olduguna inanma K2
Tablo 6. Okul yoneticilerinin alan degisikligi uygulamasini nasil degerlendirdiklerine iligkin goriigleri
Kategori Kod Katimcilar
Ogretmenlik Ogretmen yeterliklerinin dnemsenmemesi Y1l
Meslegine Olumsuz ~ Ogretmenlerin egitime tabi tutulmamalar Y1l
Etkisi Stirecin sorunlu ilerlemesi Y1
Asil alan gibi olamayacagi inanci Y2
Liyakatsizlik Y2
Islemsel Adalet Haksizlik Y2
Esas alani olan insanlarin kadrolar iggal edilerek adaletsizlige neden oldugu Y5
Egitime Olumsuz Egitim sisteminin zayif yonlerinden biri Y3
Etkileri Bilimsel bakistan uzak Y3,Y4
Glini kurtarma Y3,Y4,Y5
Egitimin hedeflerine ulasamama Y4
Egitimi 6onemsiz gérme Y4
Ulkenin gelecegi icin olumsuz bir uygulama Y4
Ogrenci Agisindan Akademik basar1 sorunu Y4
Olumsuzluklar1 Uyum problemleri Y5
Bir alanda belli bir siire ¢aligmigsa uyum sorunu yasanir Y5

Katilimeilarin su anki imkénlar ayni kalmak kosulu ile asil
alanlarina donmeyi isteyip istemediklerine iligkin goriisleri
incelendiginde alanin rahat olusu, is doyumu ve kendi alaninin
0zgilinliigii kategorilerinin 6n plana ¢iktig1 goriilmektedir.

Ogretmen goriislerine gore, alan degistiren 6gretmenlerin
onceki alanlarma genel olarak donmek istemedikleri
gorillmektedir. Bu durumun sebepleri incelendiginde
6gretmenlerin rahat olusu, kendilerine uygun olusu, ilgi, istek
ve kolaylik gibi gerekgelerle 6nceki alanlarina donmeyi
istemedikleri  anlagilmaktadir. Eski alanina donmeyi
istememesini K3 “Tekrar bransa donmek istemem ¢iinkii bos
giinlerim var ve daha az yipraniyorum. Eve isimi tagimiyorum.
Smif 6gretmeni iken sonraki giin i¢i evde yogun ders hazirligi
yapmam gerekiyordu.” seklinde ortaya koyarken, K4
“Dénmeyi istemem, ancak sinif Ogretmenliginin tiim
Ogretmenlik branslart icerisinde en kutsali en mesakkatlisi
olduguna inaniyorum.”, K7 “Hayir istemem. Ciinkii bu
ogrencilerle calismay1 seviyorum. Onlar1 gérdiigiimde benim
de ¢ocugum engelli olabilirdi, diye diisliniiyorum.” K6 da
“Hayir istemem. Ciinkii hayalimi gerceklestirdim.”
ifadeleriyle belirtmislerdir. Onceki ananma dénmeyi ise
yalnizca bir katilimeinin istedigi goriilmektedir. Bu baglamda
K2 “Ayni haklara sahip olarak dénmeyi isterim. Ciinkii bana
ve topluma gore asil Ogretmenlik smnif Ogretmenligidir.”
seklinde goriis belirtmistir.

d) Okul yoneticilerinin alan degisikligi uygulamasini nasil
degerlendirdiklerine iliskin goriisleri gretmenlik meslegine
olumsuz etkisi, egitime olumsuz etkileri, islemsel adalet ve
ogrenci agisindan olumsuzluklari olmak iizere dort kategori
altinda yapilandirilarak Tablo 6’te sunulmustur:

Okul yoneticilerinin alan degisikligi uygulamasini nasil

degerlendirdiklerine iligkin goriisleri incelendiginde egitime
olumsuz etkileri goriisii 6n plana ¢ikmaktadir. Diger taraftan
ogretmenlik meslegine olumsuz etkisi, iglemsel adalet ve
ogrenci acgisindan olumsuzluklar1 goriislerinin de katilimeilar
tarafindan vurgulandig1 goriilmektedir.

Okul yoneticilerinin goriislerine gore, alan degisikliginin
gesitli sakincalari olmakla birlikte en Onemlisi egitime
olumsuz etkileri, olarak ifade edilmektedir. Katilimcilara gore
“Bilimsel bakistan uzak (Y4)”, “Egitim sistemine sas1 bir
bakisin sonucu (Y3)” ve “Gilinii kurtarma (Y5)” adina yapilan
bu uygulama “Egitimin hedeflerine ulasmasina darbe vurur
(Y4)”, “Egitime 6nemsiz oldugunu gosterir (Y4) ve “Ulkenin
gelecegi icin olumsuz bir uygulama (Y4)” dir. Katilimcilar
ayrica alan degisikligine genel olarak olumsuz bakmanin
yaninda belli bir siire bir alanda goérev yaptiktan sonra bagka
bir alana gegmeyi de uygun bulmamaktadir.

Okul yoneticileri, alan degisikligi uygulamasina
“ogretmenlik meslegine olumsuz etkisi” olacagi diisiincesiyle
de olumlu bakmadiklar1 yoniinde goriis bildirmislerdir. Bu
goriiglerini  mevecut  6gretmenler  bakimindan Y1
“Ogretmenlerin yan alan iizerinden gecis siirecinde
yeterlilikleri ne yazik ki belirlenmedi 6zel egitim alanina gegis
hari¢ diger alanlarda Ogretmenler bir egitime de tabi
tutulmadilar.” ifadesini kullanirken, Y2 alan degistiren
ogretmenlerin durumunu “Higbir zaman asil alaninda yetismis
bir 6gretmen gibi olamazlar.” seklinde ifade etmistir. Y5 ise
“Alan degisikligi ile esas alani olan insanlarin kadrolarmin
isgal edilmesi ile adaletsiz bir durum ortaya ¢ikmaktadir.”
seklindeki ifadesiyle atama bekleyen 6gretmenler bakimimdan
uygulamanin sakincalarini dile getirmistir.
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Tablo 7. Okul yoneticilerinin, alan degistiren 6gretmenlerin mesleki yeterliligini ne diizeyde goérdiiklerine iligkin deneyimleri

Kategori Kod Katilimcilar
Olumsuz Tutum  Sayisal alanlara gecenlerin daha fazla zorlanmasi Y2
Basarisi iist diizeyde olan 6grencilere yetememek Y2,Y4
Ust siniflarin derslerinde zorlanmak Y2,Y4
Velilerin olumsuz tutumu Y2,Y4
Igsellestirilmis alan bilgisinden yoksun Y3,Y4,Y5
Ozel alan bilgisi bakimindan eksikler Y2,Y3,Y4,Y5,Y6
Egitim siirecinde aksakliklara neden olma Y4
Yeterli Degisime ve yeniliklere acik Y1
Katilimcilar ayrica uygulamanin  “6grenci agisindan f) Yoneticilerin, alan degistiren bir 6gretmenin kendi
olumsuzluklar1” oldugu kanaatini tasimaktadirlar.  ¢ocugunun dersine girmesini isteyip istememesine iliskin

Yoneticilere gore alan degistiren 6gretmenler uyum yoniinden
ve akademik olarak &grencileri olumsuz etkileyebilir. Bu
durumu Y4 “Ogrencilerin istenen akademik basariya
ulasabilmelerini olumsuz yonde etkileyen bir uygulamadir.”
seklinde ifade ederken, Y5 “Ogretmen bir alanda 10-15 yil
calistlmigsa gecise izin verilmemelidir, ¢linkii bu uyum
problemleri dogurur.” ifadesiyle ortaya koymaktadir.

e) Okul yoneticilerinin, alan degistiren Ogretmenlerin
mesleki yeterliligini ne diizeyde gordiiklerine iliskin
deneyimleri, yetersiz ve yeterli olmak iizere iki kategoride
yapilandirilarak Tablo 7’te sunulmustur:

Okul yoneticilerinin, alan degistiren 6gretmenlerin mesleki
yeterliligini ne diizeyde gordiiklerine iliskin deneyimleri
incelendiginde yetersiz gOriligiiniin  6n plana ¢iktig1
goriilmektedir. Yalnizca bir katilimer alan  degistiren
ogretmenlerin yeterlilik diizeyleri icin yeterli seklinde goriis
belirtmistir.

Katilimer okul yoéneticilerinin geneli alan degistiren
Ogretmenlerin  mesleki yeterlilik diizeylerini  yetersiz
gormektedirler. Katilimcilardan Y6 bu 6gretmenlerin “Higbir
egitim almamalarindan dolay1”, Y5 gectikleri alanla ilgili
“Derinlemesine bilgi sahibi degildir” Y4 “Igsellestirilmis alan
bilgisinden yoksun” olduklarint ifade etmiglerdir. Diger
taraftan bu eksikliklerin birgok sorunu da beraberinde getirdigi
vurgulanmigtir. Yasanan bu sorunlart Y2 “Sayisal alanlara
gecenlerde alan yetersizleri daha belirgindir” ve “Iyi 6grenci
karsisinda yetersizlikleri daha ¢ok ortaya ¢ikar” seklinde ifade
etmis, Y4 “7 ve 8.simiflara ders vermekte zorlanirlar” ve Y2 de
“Veliler istemez” seklinde goriis bildirmislerdir. Ayrica alan
degistiren Ogretmenlerin mesleki yeterlilik diizeylerini
“yeterli” goren bir katilimci bulunmaktadir. Katilimei, sz
konusu Ogretmenlerin  mesleki yeterlilik  diizeylerini
“Degisime ve yeniliklere acgik” olduklar1 seklinde goriis
bildirmek suretiyle yeterli oldugunu ifade etmistir.

goriisleri; istemem, sarta bagli kategorileri altinda
yapilandirilarak Tablo 8’da sunulmugtur:

Yoneticilerin, alan degistiren bir Ogretmenin kendi
cocugunun dersine girmesini isteyip istememesine iligkin
goriigleri incelendiginde istemem seklinde goriiglerin 6n plana
ciktig1 goriilmektedir. Az da olsa sarta bagh seklindeki
goriigler de ifade edilmistir.

Calismanin bulgularina gore, yoneticiler ¢ogunlukla alan
degistiren bir 6gretmenin kendi ¢ocugunun dersine girmesini
istememektedir. Katilimcilar bu goriisii  genellikle alan
degistiren Ogretmenin bir¢ok bakimdan yetersiz oldugunu
diisiindiiklerinden dolayr ileri siirmektedirler. Bunu Y2
“Istemem, ¢iinkii 6gretim boyutunda cok biiyiik eksiklikleri
oldugunu diigiiniiyorum.” seklinde ifade ederken, Y3 “Basarili
olamayacagim diisiindiiglim i¢in istemem”, Y1 ise “Mesleki
olarak tiikenmislik yasadiklart icin alan degistiriyorlar,
dolayisiyla  gectigi  alanda da  basarili  olacagim
distinmiyorum.” ve “Kendi alanint benimsememis bir
O0gretmenin yan alanini benimsemesini ve basarilt olmasi
ihtimalini diisiik goriiyorum.” seklinde agiklamaktadirlar.
Diger taraftan bazi katilmcilarin alan degistiren bir
ogretmenin kendi g¢ocugunun dersine girmesini isteyip
istememesi konusuna olumlu yaklastiklar1 goriilmektedir. Bu
tutumunu Y1 “Hayalini gergeklestirmek i¢in  alan
degistirmigse” olabilir seklinde ortaya koyarken, Y5 ise
“Kendini gelistirmigse olabilir” ifadesiyle ortaya koymustur.

Istihdam politikalarindan iicretli Ogretmenlik
uygulamalarmin egitime nasil yansidigimni ortaya ¢ikarmak
iizere bu konuda yapilan ulusal makaleler dokiiman incelemesi
yontemi ile belirlenmeye c¢alisilmistir. Bu baglamda {icretli
Ogretmenligin hangi boyutlarda nasil bir etkisi olduguna
iligkin ilgili caligmalar ve sonuglar1 incelenmis ve Tablo 9’de
gosterilmistir:

Tablo 8. Yoneticilerin, alan degistiren bir §gretmenin kendi ¢ocugunun dersine girmesini isteyip istememesine iligkin goriigleri

Kategori Kod Katilimcilar
Istemem Ogretim boyutunda ¢ok biiyiik eksikliklere sahip Y2,Y6
Yetersiz olabilecegini diisiinme Y2,Y3,Y4,Y5
Basarili olamayacagini diistinme Y2,Y3,Y4
Alaninda donanimli olmama Y2,Y3,Y4,Y5
Alan1 benimsemeyecegini diisiinme Y1,Y5
Mesleki tiikenmislik yasamalari Y1
Sarta Bagli Kendini gelistirmisse olabilir Y1,Y5
Hayalini ger¢eklestirmek i¢in alan degistirmigse Y1l
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Tablo 9. Ucretli gretmenligin egitime etkileri

Arastirma konusu

Turan ve Bozkurt (2010) ile Turhan (2011), Ucretli 6gretmenlik sistemine iliskin X

Ogretmen goriisleri
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Ogiilmiis, Yildirim ve Aslan (2013), Ucretli 6gretmenlerin karsilastiklar1 sorunlar ve X X X
tcretli 6gretmenlik uygulamasinin okul yoneticilerince degerlendirilmesi
Yalgin (2017), Ucretli 6gretmenlik uygulamasinin grencilerin matematik dersine X X X X X

kars1 tutum olusturmadaki etkisi

Giil, Kavakli (2021), Ucretli 6gretmenligin is doyumu ve is performansiyla iliskisi X X X

Polat (2013), Ucretli 6gretmenligin sorunlart
Kiziltas (2021), Ogretmen hareketliligi ve iicretli 6gretmenlik
Gozler, Konca (2021), Ucretli 6gretmenlige yonelik alg:

Tuncer (2012), Ucretli gretmenlerin iicretli 6gretmenligi degerlendirmesi

Oktay (2012), Tiirkiye’de 6gretmen istihdaminda yaganan sorunlar
Dali (2017), Ucr;_:tli ogretmenlik uygulamalar
Soydan (2012), Ogretmen istihdamindaki doniisiim

X X X X X X

Giivercin(2014), Ogretmenlik mesleginde kdkten bir doniisiim: {icretli dgretmenlik X X

Dogan, Demir ve Turan (2013), Ucretli 6gretmenlik uygulamasinin

degerlendirilmesi
Yilmaz (2018), Ucretli 6gretmenlerin karsilastiklar1 sorunlar
Eroglu (2022), Tiirkiye'de 6gretmen istihdami politikalari

x
x
x
x
x

x
x
x

Erol ve Merze (2023), Ozel Egitim Okullarinda Ucretli Ogretmenlik Uygulamasi ve X X X X X
Uygulamanim Egitime Yansimalar1 Hakkinda Okul Yonetici Gorusleri
Evci, Evci, Arisan ve Gergek (2024), Ogretmen istihdam bigimleri: Ucretli X X X

dgretmenlik

Ilgili arastirmalarda iicretli dgretmenligin egitimi bircok
yonden olumsuz olarak etkiledigi konusunda goriis birligi
oldugu sdylenebilir. Turan ve Bozkurt (2010), Oktay (2012),
Dali (2017), Soydan (2012), Yilmaz (2018), Turhan (2011),
Eroglu (2022), Erol ve Merze (2023), Evci, Evci, Arisan ve
Gergek (2024), aragtirmalarinda yetersiz sayida yapilan
kadrolu  &gretmen  atamalarmin  {cretli  &gretmenlik
uygulamasina sebep oldugunu ifade etmekte ve bu durumun
egitim Ogretim siirecini  olumsuz yonde etkiledigini
belirtmektedir. Gozler ve Konca (2021), Giil ve Kavakh
(2021), Eroglu (2022), tarafindan yapilan arastirmalarda
iicretli ogretmenlerin kadrolu ve sozlesmeli Ogretmenlere
kiyasla daha diisiik {icret elde ettikleri ve daha diisiik
performans gosterdikleri belirlenmistir. Ucretli 6gretmenlerin
sadece girdikleri dersin iicretini aldiklari, bu ve benzer
sorunlar {icretli &gretmenlerin is doyumunu, dolayisiyla
performansini  olumsuz etkiledigi sonucuna varimustir.
Aragtirmada ayrica, dgretmenlerin is doyumu diizeyleri ile
performanslari arasinda anlamli bir iligki oldugu bulgularina
ulagilmigtir. Dogan, Demir ve Turan (2013), Kiziltas (2021),
Evci, Evci, Arisan ve Gergek (2024), calismalarinda ticretli
O0gretmenlik uygulamasimin ¢ofu zaman iicretlerin azligi,

Ozlik haklarinin yetersiz olusu ya da KPSS’ye calisma
bahanesi gibi gerekgeler ileri siiriilerek istifalarin yagsanmasina
neden oldugunu belirlemistir. Bu durumda istifa eden {icretli
Ogretmenin yerine tekrar {icretli 6gretmen gorevlendirmek
suretiyle egitim ogretim siirdiiriilmeye ¢aligilmaktadir. Bu da
alan disinda birgok tcretli Ogretmenin sisteme girmesi
anlamma gelmektedir ki arastirmalarda bu uygulamanin
dogurabilecegi sorunlara dikkat cekilmektedir. Tuncer’in
(2012), arastirmasinda da iicretli 6gretmenlik uygulamasinin
istekle icra edilen bir gérevden ¢ok zorunlu nedenlerle yerine
getiriliyor olmasindan dolay1 verimliliginin ve islevselliginin
diisiik oldugu, ayrica diisilk maliyetlerle egitim diizeyi daha
diisiik ve niteliksiz 6gretmen istihdam etmenin egitimde kalite
endiselerini attirdig1 ifade edilmektedir.

Turan ve Bozkurt (2010) ¢alismalarinda egitimin ayrilmaz
bir pargasi olan “rehberlik hizmetleri” nin yerine
getirilmesinde ticretli dgretmenlerin yetersizliklerine dikkat
cekmektedirler. Diger taraftan Yilmaz (2018), iicretli ilgili
arastirmalarda ticretli dgretmenligin egitimi birgok ydnden
olumsuz olarak etkiledigi konusunda goriis birligi oldugu
sOylenebilir. Turan ve Bozkurt (2010), Oktay (2012), Dali
(2017), Soydan (2012), Yilmaz (2018), Turhan (2011), Eroglu
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(2022), Erol ve Merze (2023), Evci, Evci, Arisan ve Gergek
(2024), arastirmalarinda yetersiz sayida yapilan kadrolu
O0gretmen atamalarmin {cretli 6gretmenlik uygulamasina
sebep oldugunu ifade etmekte ve bu durumun egitim dgretim
stirecini olumsuz yonde etkiledigini belirtmektedir. Gozler ve
Konca (2021), Giil ve Kavakli (2021), Eroglu (2022),
tarafindan yapilan arastirmalarda {cretli Ggretmenlerin
kadrolu ve sozlesmeli 6gretmenlere kiyasla daha diisiik Gicret
elde ettikleri ve daha diisiikk performans gosterdikleri
belirlenmistir. Ucretli dgretmenlerin sadece girdikleri dersin
ticretini aldiklari, bu ve benzer sorunlar iicretli 6gretmenlerin
is doyumunu, dolayisiyla performansini olumsuz etkiledigi
sonucuna varilmigtir. Arastirmada ayrica, 0gretmenlerin is
doyumu diizeyleri ile performanslari arasinda anlamli bir iligki
oldugu bulgularina ulasilmistir. Dogan, Demir ve Turan
(2013), Kiziltas (2021), Evci, Evci, Arisan ve Gergek (2024),
calismalarinda ticretli 6gretmenlik uygulamasinin ¢ogu zaman
ticretlerin azligi, ozlik haklarinin yetersiz olusu ya da
KPSS’ye calisma bahanesi gibi gerekgeler ileri siiriilerek
istifalarin yaganmasina neden oldugunu belirlemistir. Bu
durumda istifa eden tcretli 6gretmenin yerine tekrar iicretli
Ogretmen  gorevlendirmek  suretiyle egitim  dgretim
siirdiiriilmeye calisilmaktadir. Bu da alan disinda birgok ticretli
Ogretmenin sisteme girmesi anlamma gelmektedir ki
aragtirmalarda bu uygulamanin dogurabilecegi sorunlara
calisan ogretmenlerin ¢ok biiylik bir bolimiiniin calistigi
okullarda huzurlu olmadigin1 ve “psikolojik sorunlar”
yasadigini belirlemistir. Ogiilmiis, Y1ldirrm ve Aslan (2013),
Yalgin (2017), iicretli 6gretmenlik uygulamasinin gegici bir
istihdam tipi olmasindan kaynakli olarak sik sik Ggretmen
degisimini de beraberinde getirdigi ve Ogrenciler iizerinde
“uyum ve disiplin sorunlar1” na yol agtigin1 belirlemislerdir.
Polat (2013), Dogan, Demir ve Turan (2013), Kiziltag (2021),
tcretli Ogretmenlerin  karsilastigi  sorunlar bakimindan
Ogrencilerle yasanan uyum sorunlarmmin basta geldigi
sonucuna ulagmistir.

Oktay (2012), Dali (2017), Yilmaz (2018), Giil ve Kavakl1
(2021), Gozler ve Konca’nmin (2021), Eroglu (2022),
aragtirmalarinda gegici 6gretmenligin gerek ekonomik olarak
gerekse  Ozlik haklar1 bakimindan istenen diizeyde
olmamasinin  ¢alisanlarin ~ “motivasyonunu”  diisiirdiigi,
dolayisiyla bunun da 6grenci basarisini olumsuz yonde
etkiledigi sonucuna varilmistir. Polat (2013), Dogan, Demir ve
Turan (2013), Yal¢in (2017), Dali’nin (2017), arastirmalarinda
hem “6zel alan bilgisi” hem de “dgretmenlik yeterlikleri”
bakimindan Ticretli 6gretmenlerin yeterli olmadigi ifade
edilmistir.

Turan ve Bozkurt (2010), Polat (2013), Yalgmn (2017),
Dali (2017), Yilmaz (2018), Gozler, Konca (2021), tarafindan
yapilan ¢alismalarda katilimeilar iicretli dgretmenleri “6gretim
yontem ve tekniklerini uygulama” ile “dlgme ve
degerlendirme” bakimindan yetersiz bulduklarini, bunun
yaninda {cretli dgretmenlik uygulamasmin getirmis oldugu
basta ekonomik sorunlar olmak {izere diger sorunlarin egitim
Ogretim silirecinde Ogrencilerin  “akademik basaris1” mni
olumsuz yonde etkiledigini ifade etmislerdir. Yine ilgili
aragtirmalarda iicretli Ogretmenlerin mesleki yeterlikler
bakimindan istenilen diizeyde olmayisinin egitim ortamlarinda
cesitli sorunlara sebep oldugu sonucuna vartlmstir.

Oktay (2012), Tuncer (2012), Dali (2017), Giil ve Kavakl

(2021), aragtirmalarinda Ticretli 6gretmenlerin kadrolu ve
sozlesmeli Ogretmenlere kiyasla daha digiik iicret elde
ettikleri, ticretli 6gretmenlerin sadece girdikleri dersin ticretini
aldiklari, sosyal giivenlik primlerinin kismi olarak yatirildig:
gibi bu ve benzer “ekonomik sorunlara” ulasmislardir. lgili
arastirmalarda ekonomik gelir diizeyinin okuldaki uyumu
etkileyen Onemli bir etken oldugu, gegcici statiide calisan
Ogretmenlerin elde ettigi iicretin alay konusu oldugu, bu
ogretmenlerin gelecege yonelik egitim-dgretimi gii¢lendirici
kararlar almalarin1 beklemenin dogru bir yaklagim olmayacagi
vurgulanmaktadir. Ayrica diisiik maliyetlerle egitim diizeyi
daha diisiik ve niteliksiz 6gretmen istihdam etmenin egitimde
kalite endiselerini attirdig1 ifade edilmektedir.

Turan ve Bozkurt (2010), Turhan (2011), Oktay (2012),
Tuncer (2012), Ogiilmiis, Yildirrm ve Aslan (2013), Polat
(2013), Dogan, Demir ve Turan (2013), Dali’nin (2017),
aragtirmalarinda velilerin, 6grencilerin, kadrolu 6gretmenlerin
ve okul yoneticilerinin iicretli 6gretmenlik uygulamasindan
memnun olmadiklari, tcretli 6gretmenlik uygulamasinin
olumsuzluklarinm farkinda olan velilerin bu gérevlendirmeler
nedeniyle okul yonetimlerine ve milli egitim miidiirliiklerine
baski yaptiklari, 6grencilerin iicretli Ogretmenleri ‘gergek
Ogretmen’ olarak gormedikleri ifade edilmistir. Ayrica iicretli
Ogretmenlere yonelik “olumsuz algi ve tutum” nedeniyle
iicretli 0gretmenlerin statiilerinin hem ogrenciden hem de
veliden gizlendigi ifade edilmistir. Turhan (2011), Ogiilmiis,
Yildirim ve Aslan (2013), Gozler ve Konca (2021), is
giivencesinden yoksun olarak calisan iicretli dgretmenlerin
“gelecek kaygis1” tasidiklari ve bunun egitim siireglerine
olumsuz yansimalarinin oldugu, iicretli 6gretmenlerin tasidig
kaygmin o6grencileri olumsuz ydnde etkiledigi sonucuna
varilmigtir.

Turan ve Bozkurt (2010), Dogan, Demir ve Turan (2013),
Dali (2017), iicretli 6gretmenlerin meslege bagliliklarinin
zayif oldugu, okula karst aidiyet duygusu gelistiremedikleri,
“okul kiiltiirtine uyum” saglayamadiklar1 ve okul kiiltiiriine
olumlu katkida bulunmalar1 pek miimkiin gériinmemektedir.
Tuncer (2012) okul yonetimi ve 6gretmenlerin kadrosuz
Ogretmenlerle olan iletisiminin olduk¢a zayif oldugu, okulun
kadrolu personelinin kadrosuz 6gretmenlere yonelik olumsuz
tutumunun okul iklimine zarar verdigi belirlenmistir. Giivercin
(2014), is giivencesiz olarak istthdam edilen dgretmenlerin,
meslegine ve benligine yabancilastigi, diger 6gretmenlerle
dayanisma igerisinde gorev yapmak yerine rekabet ve
giivensizlik temeline dayanan bir &gretmenlik modelinin
gelistigi vurgulanmaktadir.

Turhan (2011), arastirmasinda T{cretli Ogretmenlik
uygulamasinin  “6gretmenlik mesleginin itibarina zarar
verdigini” ifade etmigstir. Giivercin (2014), ise {icretli
ogretmenlik uygulamasinin 6gretmenlik mesleginde koklii bir
degisikligi de beraberinde getirdigi, is glivencesiz olarak gorev
yapan Ogretmenlerin egitim 0gretimin ana aktdrii olmaktan
cok asli gorevi denetim ve goOzetim olan bir ¢aligana
doniismekte oldugu, dolayisiyla Ogretmenlik mesleginin
etkisizlestirildigi sonucuna varmistir.

Tiirkiye’de orantisiz 6gretmen hareketliliginin egitime
yansimalari, bolgelere gore uluslararast PISA ve TIMSS
sinavlarindan elde edilen puanlar baglammda ortaya
konulmaya g¢aligilmistr.
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Tablo 10. Tiirkiye’de bolgelere gore 6gretmen hareketliligi ve uluslararasi sinavlarla iligkisi

Yillara Gore Gorev Yaptigi

Ortalama Gorev

Bolge Bolgeden Ayrilan (")gretmen .o . PISA 2018 TIMSS 2019
Siiresi
Sayisi ve Orani

2015 3.841 %6,4 Okuma 479,9
Istanbul 2016 3.857 %6,9 5,1 yil Mat 465,6 Mat 540,0
2017 4870 %7,8 Fen 481,2 Fen 5447

2015 1.724 %29 Okuma 500,6
Bati Marmara 2016 1471 %2,6 5,1yl Mat  468,0 Mat 514,3
2017 1.993 %3,2 Fen 489,0 Fen 530,6

2015 3.553 %5,9 Okuma 481,6
Dogu Marmara 2016 3.092 %5,6 5,1 yil Mat 475,5 Mat 560,3
2017 4.159 %6,6 Fen 488,3 Fen 562,9

2015 3.574 %5,9 Okuma 471,2
Ege 2016 3.071 %5,5 4,7 yil Mat 4524 Mat 551,0
2017 3.917 %6,2 Fen 473,8 Fen 5559

2015 2.710 %4,5 Okuma 479,4
Bat1 Anadolu 2016 2.827 %5,1 4,7 y1l Mat 469,7 Mat 548,1
2017 3.740 %6,0 481,9 Fen 5552

2015 4,126 %6,9 Okuma 469,8
Akdeniz 2016 3.789 %6,8 4,9 yil Mat 462,5 Mat 519,0
2017 4642 %7,4 Fen 468,3 Fen 523,8

2015 3.240 %5,4 Okuma 442,5
Orta Anadolu 2016 2.498 %45 4,9 y1l Mat 4244 Mat 544,3
2017 3.439 %5,5 Fen 4454 Fen 550,5

2015 2.907 %4,8 Okuma 483,2
Bat1 Karadeniz 2016 2.311 %4,2 4,8 yil Mat 467,5 Mat 510,5
2017 3.526 %5,6 Fen 479,5 Fen 5245

2015 2.323 %3,9 Okuma 452,1
Dogu Karadeniz 2016  1.782 %3,2 4,8 yil Mat  438,0 Mat 547,2
2017 2.271 %3,6 Fen 460,5 Fen 5495

Kuzeydogu 2015 6.417 %10,7 Okuma 423,6
Anadolu 2016 5.869 %10,6 3,1yl Mat 411,0 Mat 486,4
2017 6.264 %10,0 Fen 430,6 Fen 4925

2015 9.320 %15,5 Okuma 409,4
Ortadogu Anadolu 2016 8.955 %16,1 3,1yl Mat 407,4 Mat 495,6
2017 8.487 %13,5 Fen 4235 Fen 4974

Giineydogu 2015 16.459 %27,3 Okuma 430,8
Anadolu 2016 16.044 %28,9 3,2 yil Mat 425,9 Mat 477,2
2017 15.391 %245 Fen 437,2 Fen 475,8

*Tablo 10 PISA 2018 Tiirkiye On Raporu, TIMSS 2019 Tiirkiye On Raporu ve GAP Bélge Kalkinma Idaresi’nin Giineydogu
Anadolu Bolgesinde 6gretmen hareketliligi projesi degerlendirme raporundan (2018) elde edilen verilerle olusturulmustur.

Ogretmen hareketliligi ile uluslararasi sinav puanlart
(MEB, 2019; MEB, 2020) arasindaki karsilagtirmalar igin
2015-2017 yillart arasinda ogretmenlerin  goérev yaptigi
bolgeden ayrilma oranlarmin ortalamasi (GAP Bolge
Kalkinma Idaresi, 2018) alinmus, bu veriler iizerinden istatistik
analizler yapilmistir. Ogretmen hareketliligi ile uluslararas
sinav puanlar1 arasinda Kolmogorov Smirnov ve Shapiro Wilk
testleri yapilarak normallik dagilimina bakilmis, verilerin
normal dagilmamas:1 {izerine non parametrik testler
yapilmistir.

Ogretmenlerin bolgeden ayrilma orami ile smav puanlar
arasindaki iligkiyi ortaya ¢ikarmak igin birincil veriler
iizerinden Sperman Korelasyonu katsayisina bakilmistir. Elde
edilen veriler Tablo 11°da gosterilmistir.

Buna gore, dgretmen hareketliligi orani ile uluslararasi
pisa-okuma smav puanlar1 arasinda anlamli ve ters orantili bir
iliski ortaya cikmustir ( Fspearman = -.627, p = .015.). Ogretmen
hareketliligi orani diistiikce PISA-OKUMA puanlarinin arttigi
goriilmektedir. Ogretmen hareketliligi oran1 ile uluslararas
PISA-FEN sinav puanlari arasinda anlamli ve ters orantili bir

iliski ortaya cikmustir ( Fspearman =-.571, p = .026). Ogretmen
hareketliligi orani diistiikce PISA-FEN puanlarinin arttigi
goriilmektedir. Ogretmen hareketliligi orani ile uluslararas
TIMSS -FEN sinav puanlari arasinda anlamli ve ters orantili
bir iliski ortaya gikmugtir (Fspearman =-.529, p = .039). Ogretmen
hareketliligi oran1 diistilkge TIMSS -FEN puanlarinin arttigi
goriilmektedir. Ogretmen hareketliligi orani ile PISA-MAT ve
TIMSS -MAT sinav puanlari arasinda ise anlamli bir iligki
tespit edilmemistir. Elde edilen veriler uluslararast TIMSS ve
PISA smmav  puanlarimin  6gretmen  hareketliliginden
etkilendigini  gostermektedir. Buna gore, Ggretmen
hareketliliginin yiiksek oldugu Dogu Anadolu ve Giineydogu
Anadolu Bolgelerindeki uluslararasi sinav puanlarinda disiis
gozlemlenirken; &gretmen hareketliliginin diisiik oldugu
bolgelerde ise sinav puanlarinda artis gozlemlenmektedir.

Bolgelere gore Ogretmenlerin ortalama gorev siiresinin
uluslararasi sinav puanlarina etki edip etmedigini tespit etmek
icin Kruskal Wallis Testi yapilmistir.
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Tablo 11. Calismadaki Degiskenlerin Betimleyici Istatistikler ve Spearman Korelasyonu

Degisken n  PISA-OKUMA PISA-MAT PISA-FEN  TIMSS -MAT  TIMSS -FEN
Ogretmen hareketlilik orani 12 -,627" -,466 -571" -,452 -,529"
**Anlamlilik diizeyi 0.01
* Anlamlilik diizeyi 0.05
Tablo 12. Sinav puanlarinin, §gretmenlerin bolgelerdeki ortalama gorev siiresine gore farklilagmasi
- oo Kruskal Wallis H
Ogretmen Degisimi N 2 0
PISA-OKUMA 12 6,846 ,033*
PISA-MAT 12 5,346 ,069
PISA-FEN 12 6,269 ,044*
TIMSS -MAT 12 7,615 ,022*
TIMSS -FEN 12 7,192 ,027*
Tablo 13. Gruplar arasindaki fark
Gruplar N Sira Ortalamasi Sira Toplam U P
2.Grup 6 6,50 39,00
PISA- 3.Grup 3 2.00 6,00 -2.324 020
OKUMA 1.Grup 3 5,00 15,00
3.Grup 3 2.00 6,00 1,964 ,050
2.Grup 6 6,33 38,00
3.Grup 3 2,33 7,00 -2.066 039
PISA-MAT
1.Grup 3 5,00 15,00 -1.964 050
3.Grup 3 2,00 6,00 ' '
2.Grup 6 6,50 39,00
3.Grup 3 2,00 6,00 2324 020
PISA-FEN
1.Grup 3 5,00 15,00 -1.964 050
3.Grup 3 2,00 6,00 ' '
2.Grup 6 6,50 39,00
3.Grup 3 2.00 6,00 -2.324 020
TIMSS -MAT
1.Grup 3 5,00 15,00 -1.964 050
3.Grup 3 2,00 6,00 ' '
2.Grup 6 6,50 39,00
3.Grup 3 2.00 6,00 -2.324 020
TIMSS -FEN
1.Grup 3 5,00 15,00 -1.964 050
3.Grup 3 2,00 6,00 ' '

Buna gore; PISA-OKUMA, PISA-FEN, TIMSS -MAT ve
TIMSS -FEN puanlar1 6gretmenlerin bolgelerdeki ortalama
gorev siiresine gore anlamli bir farklilik gostermektedir.
Ogretmenlerin bolgedeki ortalama gorev siiresi arttik¢a
uluslararas1  smav  puanlarinda artis  gozlemlenirken,
Ogretmenlerin daha az gorev yaptigi bolgelerde bu sinavlardan
elde edilen puanlar diismektedir.

Farkliliklarin hangi gruplar arasinda oldugunu anlamak
i¢cin Mann-Whitney U Testi yapilmustir.

1.grup; Istanbul, Bati Marmara ve Dogu Marmara’dan
olugmakta olup, bu gruptaki O6gretmenlerin ortalama gorev
siiresi 5,1 yildir. 2. grup; Ege, Bati Anadolu, Akdeniz, Orta
Anadolu, Bat1 Karadeniz ve Dogu Karadeniz bolgelerinden
olugmakta ve bu gruptaki 6gretmenlerin ortalama gorev siiresi
4,7 yil ila 4,9 yil arasinda degismektedir. Ogretmenlerin
ortalama gorev siiresinin 3,1 ila 3,2 y1l arasinda degistigi 3.
grup ise Kuzeydogu Anadolu, Ortadogu Anadolu ve
Giineydogu Anadolu bolgelerinden olugsmaktadir. Bu
baglamda Tablo 13’te p<.05 degerlerinden anlasilacag lizere
Ogretmenlerin bolgedeki ortalama gorev siiresine gore 2. grup
ve 3. grup arasinda uluslararasi sinav puanlart bakimindan
pisa-matematik testi digindaki diger testlerde anlamli bir
farklilik tespit edilmistir. Bu farkin 2. grupta yer alan
bolgelerin lehine oldugu goriilmektedir. Etki degeri=z/vn1+n2
formiiliiyle hesaplandiginda, etki degeri= 2,324V6+3= 0,7746

bu deger 6gretmenlerin bolgedeki ortalama goérev siiresinin 2.
ve 3. grup arasinda sinav puanlarina 2. grubun lehine oldukga
etki ettigini gostermektedir.

Tablo 13°te p<0.05 degerlerinden anlasilacagi gibi
Ogretmenlerin bolgedeki ortalama gorev siiresine gore 1. grup
ve 3. grup arasinda ise uluslararast sinav puanlar1 bakimindan
tiim testlerde anlamli bir farklilik tespit edilmistir. Bu farlilik
da 1. grupta yer alan bélgeler lehinedir. Etki degeri=z/\n1+n2
formiiliiyle hesaplandiginda, etki degeri = 1,964/N3+3=0,801.
Bu deger 6gretmenlerin bolgedeki ortalama gorev siiresinin 1.
ve 3. grup arasinda sinav puanlarina, 1. grubun lehine oldukca
etki ettigini gostermektedir.

Sonug, Tartisma ve Oneriler

Arastirmada, Tiirkiye’de Ogretmen istihdam politikalarinin
egitime etkilerini ortaya ¢ikarmak iizere; alan degisikligi
uygulamasi, iicretli 6gretmenlik uygulamasi ve bolgelere gore
onemli farliliklar gosteren 6gretmen hareketliligi konular1 iig
ayrt alt amacta incelenmistir. Birinci alt amagta alan
degisikligi uygulamast ele alinmig, alan degistiren
ogretmenlerin; imkanlarinin ¢ekiciligi, alana kars1 ilgi
duymak, 6zel egitimde ¢alisma olanaklar1 ve istemedikleri bir
alanda goérev yapmalarindan dolayr alan degistirdikleri
sonucuna varilmistir. Alan degistiren 6gretmenlerin 6zel alan
bilgisinde eksiklik hissetme, uyum sorunu yagama ve ¢evrenin
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kendilerine karst olumsuz tutum sergiledigi sonucu elde
edilmistir. Calismada ayrica alan degistiren O6gretmenlerin
genel olarak oOnceki alanlarina donmek istemedikleri
anlagilmaktadir. Calismada okul yoneticileri ise alan
degisikligi uygulamasmin egitime ve 6gretmenlik meslegine
olumsuz yansimalarmin oldugunu, ayrica alan degistiren
Ogretmenlerin mesleki yeterliliklerini diigiik bulduklarini ifade
etmislerdir. Arastirmadan elde edilen bu sonuglara paralel
olarak Ersozlii, Mavis, Ozel ve Kiirsadoglu, (2014), Celik ve
Tag (2021), Oztas ve Diindar (2021), Erol ve Karsantik (2021)
da c¢aligmalarinda; tayinlerde oncelikli olabilme, norm kadro
fazlas1 olmama, prestij saglama, ders yiikiinden kurtulma gibi
nedenlerle Ogretmenlerin alan degistirdikleri sonucuna
varmistir. Gokyer (2014) calismasinda mezun oldugu alan
disinda bagka bir alan gegen Ogretmenlerin egitimde nitelik
sorunlarina sebep olacagi; Sicak, Arslan ve Burunsuz (2015)
ile Oztas ve Diindar (2021) da alan degistiren 6gretmenlerin
¢ogunlugunun gesitli sebeplerden dolay1 uyum sorunlari ve
zorluklar yasadiklar1 sonucuna ulasmustir. Tiiysiiz, Ozer,
Bozkurt ve Ozdemir (2013) alan degistiren &gretmenlerin
onceki alanlarinda kendilerini daha yeterli gordiikleri
sonucuna ulagmistir. Diger taraftan Tirk-Egitim Sen (2012)
Milli Egitim Bakanligina yazmis oldugu yazida tayin
olamama, norm kadro fazlasi olma ve bagka nedenlerle
zorunlu olarak alan degistiren 6gretmenlerin bir kisminin;
gectikleri alanda yetersiz olduklari, uyum saglayamadiklari
bundan dolayr mutsuz olduklart ve psikolojik sorunlar
yasadiklarini 6gretmenlerin mektuplarindan alintilayarak ifade
etmis ve bu O6gretmenlerin tekrar eski alanlarina dénmeleri
talebinde bulunmustur.

2012 yilinda 4+4+4 sisteminin uygulamaya konulmasiyla
ilkokullarda binlerce 6gretmen norm kadro fazlasi durumuna
diismiis, ortaokullarda ise Ogretmen ihtiyact dogmustur.
Ortaokullardaki bu ihtiyaci gidermek, ilkokullardaki norm
kadro fazlasi Ogretmenleri de eritmek amaciyla alan
degisikligi uygulamasma gidilmis ve Tiirk-Egitim Sen’in
(2012) ulastig1 verilere gére 2012 yilinda 30326 6gretmen alan
degistirmistir. Ayrica Milll Egitim Bakanligi, 2011°de
Ogretmen  Istihdam  Projeksiyonlar1  Stratejileri  ve
Sistemlerinin Gelistirilmesi Projesi (IKOP) kapsaminda ilk
defa kendi alani diginda istihdam edilen 6gretmen oranlarini
aciklamigtir. Bu oran smif gretmenligi’ nde %55.5, Ingilizce’
de %53.4, Tirkce ’de 48.3, fen ve teknolojide %74.6,
okuloncesi  Ogretmenliginde  %33.5, oOzel  egitim
Ogretmenliginde %37.9, matematik ve tarihte %26.5, fizik,
kimya ve biyolojide %30, cografyada %33 seklindedir (ERG,
2015). Gorildigli lizere uzmanlik alani diginda istihdam
edilme oran1 bu kadar yiiksek iken 2012 yilindaki alan
degisikligi uygulamastyla bu oran daha da artmistir. ilgili
aragtirmalar, hem alan1 diginda atanan 6gretmenlerin hem de
meslek iginde alan degistiren Ogretmenlerin 6nemli bir
kisminin bulundugu alanda mutlu olmadigini gostermektedir.
Bu baglamda o0gretmen istihdamindaki alan degisikligi
uygulamasinin  egitimin  niteli§ini  olumsuz  ydnde
etkileyebilecegi, Ogretmenlerin mezun olduklar1 alanlarda
istihdam edilmesinin egitim sistemini daha giiglii hale
getirebilecegi sdylenebilir.

Aragtirmanin ikinci alt amacinda iicretli O6gretmenlik
uygulamasinin  egitime yansimalari irdelenmistir. Bu
baglamda ilgili makalelerde iicretli 6gretmenlerin kadrolu ve
sozlesmeli 6gretmenlere kiyasla daha diisiik ticret elde ettikleri
ve daha diisiik performans gosterdikleri (Gozler ve Konca,
2021; Gul ve Kavakli, 2021); Tcretli 6gretmenlik
uygulamasinin ¢ogu zaman iicretlerin azligi, 6zliikk haklarinin

yetersiz olusu ya da KPSS’ye ¢alisma gerekcesi gibi nedenler
ileri siirtilerek istifalarin yasanmasina sebep oldugu ve istifa
edenlerin yerinin de yine iicretli 6gretmenlerle dolduruldugu
(Dogan, Demir ve Turan, 2013) sonucuna varilmistir. Bununla
baglantili olarak da sik Ogretmen degisiminin O6grenciler
iizerinde “uyum ve disiplin sorunlar1” na yol actig1 (Ogiilmiis,
Yildirim ve Aslan, 2013; Yalgin, 2017) vurgulanmaktadir. Ote
yandan diisik maliyetlerle, egitim diizeyi daha disiik ve
niteliksiz Ogretmen istthdam etmenin egitimde Kkalite
endiselerini artirdigr (Tuncer, 2012), gegici dgretmenligin
gerek ekonomik olarak gerekse ozliik haklari bakimindan
istenen diizeyde olmamasmin calisanlarin “motivasyonunu”
diistirdiigii ve kendilerini mutsuz hissettikleri, bunun da
Ogrenci bagarismma olumsuz yansidigi (Oktay, 2012; Dali,
2017; Yilmaz, 2018; Giil ve Kavakli, 2021; Gozler ve Konca,
2021; Ushurova ve digerleri, 2023) sonucuna ulagilmistir.
Ayrica “rehberlik hizmetleri”nin yerine getirilmesi ile (Turan
ve Bozkurt, 2010) “6zel alan bilgisi” ve “Ogretmenlik
yeterlikleri” bakimindan (Polat, 2013; Dogan, Demir ve
Turan, 2013; Yalgin, 2017; Dali, 2017) {icretli 6gretmenlerin
yeterli olmadigi anlasilmaktadir. Diger taraftan birgok
arastirmada licretli 6gretmenlerin meslege baglhiliklarinin zay1f
oldugu, okula kars1 aidiyet duygusu gelistiremedikleri, “okul
kiiltiiriine uyum” saglayamadiklar1 (Turan ve Bozkurt, 2010;
Dogan, Demir ve Turan, 2013; Dali, 2017; Tuncer, 2012;
Giivercin, 2014) sonucuna varilmistir.

Ucretli 6gretmenlik uygulamasi ile ilgili yapilmis olan
akademik caligmalar ile ulusal ve uluslararasi kuruluslarin
raporlariin tamaminda uygulamanin sakincalari
vurgulanmaktadir. (ERG, 2015; MEB, 2017; Tiirk Egitim Sen,
2020). MEB Ogretmen Strateji Belgesi’nde (2017) de iicretli
Ogretmenligin  okullar  arasinda  egitimin  kalitesini
farklilagtirdigi, egitimde esitsizlige neden oldugu ve
bakanligin hedefleri dogrultusunda &gretmen ihtiyacinin
icretli Ogretmenler yerine sdzlesmeli Ogretmenlerle
giderilmeye c¢aligilacagi ifade edilmektedir. Ancak, Tiirk
Egitim Sen’in (2022) arastirmasina gore, Tiirkiye genelinde
2021-2022 egitim-6gretim yilinda 85 bin 513 ticretli 6gretmen
gorevlendirilmis ve sonraki yilda da {cretli S6gretmen
gorevlendirmeleri devam etmistir. Bir egitim sisteminin
giiclinii 6gretmenlerinden aldig1 diisiincesinden hareketle, tim
vatandaslara esit ve kaliteli egitim imkani sunulmasi ve okullar
arasindaki esitsizliklerin giderilmesi bakimindan iicretli
ogretmenlik uygulamasindan vazgegilip kadrolu
ogretmenlerin sisteme dahil edilmesi ile Tiirkiye’de egitim
sisteminin 6nemli 6l¢iide iyilestirilebilecegi diistiniilmektedir.

Arastirmanin {igiincii alt amacinda ise Tiirkiye’de orantisiz
Ogretmen hareketliliginin egitime yansimalari, uluslararasi
sinavlar baglaminda ortaya konulmaya ¢alisilmistir. Aragtirma
sonuglarma gore uluslararas1 TIMSS ve PISA smav
puanlarinin dgretmen hareketliliginden etkilendigi, 6gretmen
hareketliliginin yiiksek oldugu Dogu Anadolu ve Giineydogu
Anadolu Bolgelerindeki uluslararasi smav puanlarinin daha
diisiik oldugu gozlemlenirken; 6gretmen hareketliliginin az
oldugu bolgelerde ise smav puanlarinin yiiksek oldugu
gozlemlenmektedir. Arastirmada ayrica uluslararast TIMSS ve
PISA smav puanlarinin dgretmenlerin bolgelerdeki ortalama
gorev siiresine gore degisiklik gosterdigi; Ogretmenlerin
bolgedeki gorev siiresi arttikga smav puanlarinin  arttigi,
bolgedeki gorev siiresi azaldikca sinav puanlarinin da azaldig:
sonucuna ulagilmistir. Aragtirma sonuglariyla paralel olarak
Giineydogu Anadolu Bolgesinde dgretmen sirkiilasyonunun
(yer degistirme hareketliliginin) egitimdeki en Onemli
sorunlarin basinda geldigi (Ushurova ve digerleri, 2023;
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Altun, 2019), bunun da Ogrenme kazanimlarini olumsuz
etkiledigi (Kesbig, 2021) ifade edilmektedir. Bununla birlikte
Koése Sirin, Ugkardesler ve Dinger’in (2014) arastirmasinda
ogrenci devamsizligi ile sik 6gretmen degisimi arasinda iliski
oldugu, 6gretmen degisiminin yiiksek oldugu illerde 6grenci
devamsizliginin da yiiksek oldugu gorilmiistir. Aym
arastirmada sik 6gretmen degisiminden dolay1 6grencilerin bir
bolimiiniin okuma-yazma dahi 6grenemeden ilkokulu
bitirdikleri ve bu Ogrencilerin ortaokulda dersleri takip
etmekte zorluk yasadiklari, bu nedenle devamsizligin ve okul
terklerinin yiiksek oldugu ifade edilmistir.

MEB son yillarda Ogretmen atamalarmin %70’ inden
fazlasini1 Dogu ve Giineydogu Anadolu Bolgelerine yapmasina
ragmen Dbir tirli bu Dbolgelerdeki Ogretmen agifi
kapatilamamaktadir. Dogu ve Gilineydogu Anadolu
Bolgelerine atanan oOgretmenler ii¢ yillik zorunlu caligma
stirelerini doldurur doldurmaz es durumu, saglik ve giivenlik
gibi ¢esitli mazeretler 6ne siirerek bolgeden ayrilmakta ve
yerlerine ya iicretli 6gretmenler gorevlendirilmekte ya da
yeniden Ogretmen atanmaktadir. Bu da 6grencilerin bazen
yilda birka¢ kez Ogretmenlerinin degismesini beraberinde
getirmektedir. Neredeyse her yil ayni dongiiniin yasandigi
bolgede hem tecriibesiz dgretmenler gorev yapmakta hem de
Ogretmenler bolgede ¢ok az siire kalmaktadirlar. MEB
O0gretmen istihdamindaki bu Onemli sorunu Dogu ve
Gilineydogu Anadolu Bolgelerinde gorev yapmay cazip hale
getirerek  ¢oziilebilir. Bu  bolgelerde gdrev  yapan
Ogretmenlerin basta giivenlik endiselerinin giderilmesi olmak
lizere ilave licret 6denmesi ve konut yardimi yapilmasi gibi
birgok farkli uygulamayla bolgede daha uzun siire gorev
yapmalart saglanabilir. Boylelikle {icretli 6gretmenlik
uygulamasimin onemli 6lgiide ortadan kaldirilabilecegi gibi
egitimde bolgeler arasi esitsizliklerin de en az seviyeye
indirilebilecegi diisiiniilmektedir.

Aragtirma sonuglari, 6gretmenlerin mezun olduklart alan
disinda istihdam edilmelerinin egitimin niteligini olumsuz
yonde etkiledigini ortaya koymustur. Ozellikle {icretli
Ogretmenlik ve orantisiz dgretmen hareketliliginin iilkenin
dogusunda ve kentlerde gelir diizeyinin diigiik oldugu kenar
mabhalle okullarinda yogunlastigi gériilmektedir. Dolayisiyla
orantisiz Ogretmen hareketliligi ile {iicretli 6gretmenlik
uygulamasi arasinda sebep sonug iliskisinden bahsedilebilir.

Aragtirmada alan degisikligi, tcretli Ogretmenlik ve
orantisiz 6gretmen hareketliligi olmak {izere ti¢ konu istihdam
politikalart baglaminda ele alinmuistir. Egitim istihdaminin
planlama ile baslayip Ogretmen yetistirme ve ihtiyaci
kargilayacak ogretmen atama islevinin alan degisikligi ve
iicretli Ogretmen ile doldurulmaya calisilmasinda egitime
etkilerinin istenmeyen sonuglarin oldugu anlasilmaktadir.
Ayrica  Ogretmenlerin  g¢alisma  bdlgelerinde  orantisiz
hareketliligin de egitime olumsuz yansidigini gostermistir.
Buna ilave olarak bu durum egitimde zaten var olan
esitsizlikleri artirmakta ve egitim sisteminin sorunlarini daha
da derinlestirmektedir. Bu baglamda Tiirkiye’de, egitim
politikalar1 ve 6gretmen istihdam politikalarinin bolgeler arasi
ve okullar arasi1 farkliliklar1 gidererek biitiin vatandaslara esit
ve nitelikli egitim sunulmasi bakiminda sosyal kapsayicilik
saglayacak sekilde yeniden diizenlenmesi bir zorunluluk
olarak durmaktadir.
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gerceklestirmistir. Ikinci yazar makalenin yazimi konusunda
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Tiirkiye’de iicretli 6gretmenlik, alan degisikligi ve orantisiz 6gretmen hareketliliginin egitime yansimalari

Extended Abstract

Education plays an important part in bringing up the qualified
human resources needed for the development of countries. It
is possible to see the fulfilment of this role only if a society has
well-trained and highly qualified teachers. Well-trained
teachers form the basis of not only the social development but
also high-quality education.

The way teachers are recruited bears importance in
establishing high-quality education. As a part of examining the
education policies for teacher employment, education
planning stands as the priority to focus on. Educational
planning is the application of a rational and regular analysis
technique to the education process in order to increase
educational efficiency and to respond to the needs of the
society at the highest level (Aydn et al., 2014). There are
several purposes of education planning such as to predict the
results of the solutions targeting the bottlenecks in the
education sector, to lay the general framework of a long-term
plan, to determine the objectives based on the said framework,
and to develop a detailed plan to realise these objectives
(Aydin, 2010). It is difficult to directly determine the impact
of different types of employment of teachers on the quality of
education and identify related variables based on the prepared
plans. Factors such as student and parent profiles, socio-
economic status, school culture and the climate, and leadership
are also involved in the quality of education in addition to
teacher qualifications. This research focuses on teacher
mobility of different types of employment, including
switching fields, hourly-paid teaching, and teacher relocation.
The study aims to indirectly assess the impact of these types
of employment on education by using the experiences of
teachers and school principals, content analysis of relevant
studies, and international exam results based on teacher
mobility.

Method

This research consists of three objectives to reveal the effects
of field change, hourly-paid teaching application, and
unbalanced teacher mobility in different regions of Turkey.
Among mixed methods research patterns, "Fully Mixed
Sequential Dominant Status Design” was selected in this
study. The present study was designed in qualitative-
qualitative-quantitative sequence. The research was carried
out with two study groups. The first consisted of nine teachers
who previously taught their major but were later transferred to
their minor teaching field. The other sub-group was composed
of six principals managing the schools where these teachers
were were working in their new branch at the time of the study.
At the first stage of the research, a semi-structured interview
form of open-ended items was developed by the researchers as
the data collection instrument. The interview form was
prepared in two versions, one addressed to teachers and the
other to school administrators. In the second stage, which was
planned to explore the effects of "hourly-paid teaching" policy,
data were collected through document analysis. In the last
stage, the data was collected via scanning of the state reports.
Similar to the data collection process, the analysis was also
carried out in three stages. First, the data obtained through
interviews were analyzed with content analysis method. In the
following stage, the data obtained through review of the
academic papers were read in detail and themes were elicited.
The data were processed with thematic analysis and then
interpreted for readers to make sense of it (Corbin & Strauss,

2008). In the last stage, the statistical data obtained from the
MoNe and GAP Regional Development Administration
reports were analyzed by using relational tests provided by
SPSS, and the results were interpreted accordingly.

Discussion and Conclusion

This study scrutinized the impact of three chosen teacher
employment policies on education in Turkey, which are field
change, hourly-paid teaching, and greater difference in teacher
mobility between different regions of the country, as three
distinct objectives. Regarding the first objective, the practice
of field change was discussed. The results showed that field-
switching teachers did so due to the benefits in the new field,
their interest in the new field, job potentials of the new field
for special education, and having worked in the unfavourite
field. The teachers who changed teaching fields perceived
themselves deficient in their special field knowledge, had
compliance problems, and faced a low opinion towards
themselves in their social and professional circle. Also, it was
understood that field-changing teachers are not eager to teach
their major again. When it comes to the school administrators’
views, they stated that field change has negative consequences
for education and the teaching profession, and those teachers
have weaker professional competence.

In 2012, a new schooling model was introduced in Turkey.
Called 4+4+4, this new plan resulted in the changing status of
thousands of primary school teachers. Most classroom
teachers were reserved as redundant staff members while the
need for teachers increased in middle schools. In order to meet
this need in middle schools and to appoint the surplus
classroom teachers, field change application was launched.
Tiirk-Egitim Sen (2012) announced that a total of 30.326
teachers changed their field of teaching within the year 2012.
In addition, the Ministry of National Education announced the
rate of teachers employed outside their field for the first time
in 2011 within the scope of the Development of Teacher
Employment Projections Strategies and Systems Project
(IKOP). It was seen that 55.5% of classroom teachers, 53.4%
of English, 48.3% of Turkish, 74.6% of science and
technology, 33.5% of preschool teachers, 37.9% of special
education, 26.5% of mathematics and history, 30% of physics,
chemistry and biology teachers, and 33% of geography
teachers were teaching a field other than their background
(ERG, 2015). As can be seen, such a high rate of employment
outside the field of specialization even increased more with the
application of the field change policy in 2012. The literature
shows that a considerable portion of teachers who have been
appointed in a field other than their major and those who have
changed their teaching field are discontent with their new area.
It can be suggested that field change as a teacher employment
policy may adversely affect the quality of education, but
directing this labor force to the teachers’ fields of graduation
is likely to strengthen the education system.

With regard to the second objective, the outcomes of
hourly-paid teaching for education was investigated. Previous
research has shown that hourly-paid teachers earn lower wages
and perform lower than permanent and contracted teachers
(Gozler & Konca, 2021; Giil & Kavakli, 2021). It was also
seen that hourly-paid teaching application often gives rise to
resignations of teachers under the excuse of low wages, poor
personal rights, and sparing time to study for KPSS. In
addition, the vacancies are occupied by new hourly-paid
teachers (Dogan et al., 2013). As a consequence of frequent
teacher replacements, compliance and discipline problems are
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observed among students (Ogiilmiis et al., 2013; Yalgin,
2017). Moreover, employment of unqualified teaching staff
with inadequate educational background for the sake of
incurring lower fees raises the concern about the quality of
education (Tuncer, 2012). Temporary teaching positions are
not satisfactory for the employees both financially and legally.
This lowers the "motivation" of the employees and makes
them troubled, which in turn does harm to student success
(Oktay, 2012; Dali, 2017; Yilmaz, 2018; Giil & Kavakli, 2021;
Gozler & Konca, 2021; Ushurova et al., 2023). Additionally,
hourly-paid teachers are not found capable of providing
"counselling services" (Turan & Bozkurt, 2010), possessing
adequate "special content knowledge" and "teaching
competencies" (Polat, 2013; Dogan et al., 2013; Yal¢in, 2017;
Dali, 2017). Many other studies reported that hourly-paid
teachers have weaker attachment to their profession, they
cannot develop a sense of belonging to the school, and they
cannot adjust to the "school culture™ (Turan & Bozkurt, 2010;
Dogan et al., 2013; Dali, 2017; Tuncer, 2012; Giivercin, 2014).

It was seen that drawbacks of hourly-paid teaching came to
light in all of the academic papers and reports of national and
international organizations examined here (ERG, 2015; MEB,
2017; Tirk Egitim Sen, 2020). In the Ministry of National
Education Teacher Strategy Document (2017), it is stated that
hourly-paid teaching practice leads to nonstandardised
education in schools and inequality in education, and that the
Ministry will try to narrow the teacher gap by hiring contracted
teachers instead of hourly-paid teachers. Nonetheless, Tiirk
Egitim Sen (2022) showed that 85.513 teachers were
employed on hourly-pay basis during the 2021-2022 academic
year across Turkey and this employment method remained in
effect throughout the following year. Keeping in mind that
education system obtain its power from its teachers, it is
believed that the Turkish education system can be significantly
improved if hourly-paid teaching application is left to employ
teachers in permanent positions, equal and high-quality
education opportunities are provided for all citizens, and
inequalities between schools are eliminated.

Finally, the third study objective was to examine the effects
of disproportionate teacher mobility on education in Turkey by
analyzing the international test scores. The results showed that
TIMSS and PISA exam scores of students were affected by
teacher mobility. Specifically, the scores obtained from these
international exams were lower in Eastern Anatolia and
Southeastern Anatolia, where higher teacher mobility rates are
recorded, compared to the regions with less mobility of
teachers. Also, TIMSS and PISA scores varied depending on
the stability of of teachers in the given regions. In other words,
the exam scores were higher in regions where teachers worked
steadily for longer periods. In contrast, the exam scores
decreased as the teachers’ working period in a region
decreased. Other scholars also concluded that higher
circulation of teachers in Southeastern Anatolia is one of the
major problems in national education (Altun, 2019; Ushurova
et al.,, 2023) since it undermines achievement of learning
outcomes (Kesbig, 2021). Kése Sirin, Ugkardesler, and Dinger
(2014) demonstrated that there is a relationship between
student absenteeism and frequent teacher replacement, and
that student absenteeism is high in provinces where teacher
replacement is high. The researchers also found out that due to
frequent teacher changes, some students leave the primary
school illiterate so they can barely learn lessons in the middle
school, and they end up with a high rate of absenteeism and
dropouts.

Lately, the Ministry of National Education has appointed
more than 70% of teachers in Eastern and Southeastern
Anatolia Regions. Still, the shortage of teachers in these two
regions is persisting. Teachers sent to these parts of Turkey
soon stop working there by making various excuses. The
resulting vacancies are either filled by hourly-paid teachers or
they remain open until new teachers are appointed there. In
some cases, students complete one academic year after being
taught by several teachers rather than one same teacher. This
cycle in Southeastern Anatolia is repeated almost yearly; as a
result, not only students keep learning from inexperienced
teachers but also teachers work in this region for quite short.
This serious problem in teacher employment might be resolved
if the Ministry of National Education offers inviting working
conditions in Eastern and Southeastern Anatolia Regions. In
the first place, teachers’ security concerns should be
terminated for a peaceful experience. Other measures for
ensuring a longer period of working in the region, the teachers
could be given additional wages and housing in that region. It
is thought that in this way hourly-paid teaching practices could
recede and also educational inequalities between regions can
be minimized.

This study addressed the influence of certain teacher
employment policies such as field change, hourly-paid
teaching and unbalanced teacher mobility across regions on
education. The results proved that all these practices harm
education in Turkey. In particular, the hourly-paid teaching
and unbalanced teacher mobility are more widespread in the
eastern part of the country and in the suburban schools where
the families’ income level is low. This situation worsens the
existing inequalities in education and deepens the flaws in the
education system. To ensure social inclusiveness, it seems
imperative to rearrange the education policies and teacher
employment policies in Turkey so that inequalities among
regions and schools can be eradicated and qualified education
can be equally made available to all citizens.
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Abstract: The main premise of this study is to investigate to what extent syntactic complexity (SC), lexical diversity
(LD), and text length (TL) correlate to foreign language (FL) writing quality scores assigned by human judges for the
English essays of 204 pre-service teachers of English of two different curricular levels (first and fourth-year students).
The study adopts a sequential-explanatory mixed-method research design. To that end, eight instructors rating student
papers for 16 years on average were interviewed. The statistical analyses reveal that the 4th-year students outperformed
the 1st-year students in TL, writing scores, and five indices of SC and LD. Subsequent regression analyses explained the
variance in overall writing scores. The qualitative results showed variability in the instructors' ability to detect and
prioritize these linguistic features, showing that while some instructors had a nuanced understanding of SC and LD, others
emphasized overall content and organization more than linguistic complexity. The role of syntactic complexity, linguistic
diversity, and text length as predictors of foreign language writing quality revealed that while human raters recognize
these linguistic features to varying extents, their evaluation can be enhanced through standardized assessment practices
and the integration of automated tools.

Keywords: Composition, proficiency, writing assessment, English as a second foreign language

Oz > Bu calismanin ana amaci, Ingilizce deneme yazilarmin degerlendirilmesi igin insan hakemler tarafindan verilen
yabanci dil yazma kalite puanlarmi ne 6l¢iide ciimle yapisi karmasikligi (CYK), kelime ¢esitliligi (KC) ve metin uzunlugu
(MU) ongorebilecegini incelemektir. Calisma, ardisik-agiklayici karma yontem arastirma tasarimini benimser. Bu
amagla, ortalama 16 y1l 6grenci yazilarini degerlendiren 8 egitmenle goriigmeler yapilmustir. Istatistiksel analizler, 4. smif
ogrencilerinin MU, yazma puanlar1 ve CYK ve KC'nin toplam 5 géstergesinde 1. sinif 6grencilerinden daha basarili
oldugunu ortaya koymustur. Ardindan yapilan regresyon analizleri, genel yazma puanlarinin varyansini agiklamistir.
Nitel sonuglar, egitmenlerin genel puanlama prosediiriine ve CYK ve KC'yi puanlama siirecinde ne kadar iyi kavrayip

dikkate aldiklarina iliskin i¢goriiler saglamistir.

Anahtar Kelimeler: Kompozisyon, yeterlilik, yazma degerlendirmesi, ikinci yabanci dil olarak Ingilizce

Susoy, Z. & Durmusoglu Kése, G. (2024). An evaluation of syntactic complexity, lexical diversity and text length as predictors of foreign language
writing scores. Erzincan University Journal of Education Faculty, 26(4), 542-553. https://doi.org/10.17556/erziefd.1483282

Introduction

Writing instruction necessitates a process fundamental to a
student's academic career. Students who struggle to express
themselves clearly in writing may underachieve in class and
possibly fail to graduate. Most of these risks come from high-
stakes exams requiring advanced first-language (L1) writing
abilities (Jenkins et al., 2004). Writing proficiency has a
significant impact on academic success in L1 primary and
higher education, as well as on future professional endeavors
(Geiser & Studley, 2001). These advanced L1 writing abilities
have been linked to sophisticated linguistic traits and linguistic
elaboration (McNamara et al., 2010). Writing in a highly
qualified manner in foreign languages (FL) has also been
found to contain linguistic traits connected to more complex
languages (McNamara et al., 2009). In the vast majority of
prior research, the sophistication of language employed in
written FL works, which influences writing quality
evaluations, was primarily connected with syntactic
complexity (SC) and lexical diversity (LD) (Crossley and
McNamara, 2010, 2011; Ellis & Yuan, 2004; Lu, 2011;
Mazgutova & Kormos, 2015). However, the notion of
‘complexity’ is a complex notion itself, in which complexity
and diversity mostly overlap. According to Bulte and Housen
(2012), L2 complexity has been handled from two
basic perspectives: global complexity and local complexity.
The first refers to the general L2 system of the learners and its
dynamic nature, while the second refers to the particular items

and structures. Following this distinction, we use the "global”
view to define complexity and variety in our study:

“The learner’s L2 system or ‘“repertoire” that is, the

quantity, variety, and richness of various structures and

items the learner knows or employs—is referred to as
global or system complexity. Examples of this include
whether the learner is proficient in a small or large range
of words or grammatical structures, whether he controls
all or only a portion of the L2 sound system, and so on”

(Bulte & Housen 2012, p. 25).

According to Ortega (2012), up to now, the greatest
number of researchers has concentrated on at least three key
objectives while looking into complex issues in L2: “a)
defining and measuring proficiency, b) describing and
comparing performance, c) understanding how development
proceeds concerning different factors such as age, initial
competence, aptitude for language learning, and input quantity
and quality” (p. 128). The threefold premise of the current
investigation is similar. The learner’s L2 system identifies
correlations and determines how much a syntactic complexity
and lexical variety—the quantity, variety, and richness of
learner-knows structures and items the student uses,
“repertoire”—is called global or system complexity (Hmelo et
al., 2000). Examples can range from whether or not someone
knows many or few words and grammatical structures in their
second language while also taking into account how much of
the actual sound system they have mastered. Global
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complexity or system complexity is when someone talks about
the second language acquisition system or the “repertoire” of
learners. Repertoire refers to the quantity, diversity, and
affluence of different structures and items available in a
student's knowledge base or active production process. For
instance, examples are, if a learner can range through many or
few words and/or grammatical structures, if either all or part
of the L2 sound system is under his control or not. The
student’s language system in the foreign language or
"repertoire”—meaning the amount, diversity, and number of
distinct structures and more specific items that a learner knows
in a given language—is termed as general or systemic
complexity. For example, one learner may be proficient with
only a few words or structures while another may know many
more but still not all of them as well as he would like in
speaking; still others may come close to mastering some
features though always falling short somewhere else. The
student’s L2 system is known as system complexity at the
global level or it is his/her or her global or systemic
complexity. For instance, according to a paper by Muter et al.
(2004), whether a learner is good at a small or big range of
words or grammatical structures can be one of the examples.
A different illustration is if he controls the overall sound
system of L2. Global or systemic complexity indicates the
extent, diversity, or richness of structures or items that the
learner knows or uses in a second language. This is evident
when the learner knows few or many words and grammar
rules, controls some or all the sounds in L2, etc. To account for
this diversity in writing quality among FLs, it examines how
these factors relate to human ratings for FL writing quality.

The present study’s second objective is to appraise the
proposed connection between syntactic complexity, lexical
diversity, and writing quality in second language learner
writings from both developmental-based and proficiency
perspectives in a more human-like manner that would appeal
more to the general audience of researchers and educators who
are working together with us on this project. (Crossley &
McNamara, 2014; Ortega, 2012; 2015). The current study’s
third premise is to explore the perceptions of instructors related
to SC and LD who have been scoring undergraduates’
academic writing in an English Language Teaching
Department. Thus, we aim to see the extent to which these
instructors are aware of SC and LD in their scoring procedures.
The findings and recommendations made by earlier studies are
inconsistent and have a variety of flaws, including a small
amount of data, learners' identical proficiency profiles, and
insufficient sampling (Ortega, 2003). However, the present
research suggests that using a reliable text-processing tool to
incorporate several metrics across differing proficiency levels
in one extensive dataset might offer a clearer view concerning
how syntactic complexities are related to lexical diversities in
the field of FL writing. In addition, our participating students
are EFL pre-service instructors who are expected to instruct
English language and FL writing at various levels, in contrast
to the research that has been examined.

Literature Review

Measuring Syntactic Complexity and Lexical Diversity:
Methods and Problems

Numerous measures of SC and LD have been proposed in the
literature. For decades, there have been research initiatives to

identify and validate a trustworthy measure of these constructs
(Ortega, 2003; Wolfe-Quintero et al., 1998). The majority of
this research has concentrated on identifying the measure(s)
that might be objectively used to gauge writing proficiency,
tracking SC and LD components in writing. The amount of
data, the operationalization of the language tasks and genres in
the data collection processes, as well as the variability and
consistency of the complexity measures, lead to discrepancies
in the findings of these studies (Lu, 2010; 2011; Ortega, 2003;
Wolfe-Quintero et al., 1998). The inability to pool the findings
of earlier studies is hampered by not just the inconsistent
metrics utilized but also their scarcity and the small amount of
available data. For instance, only four of the twenty-five cross-
sectional studies evaluated in Ortega's (2003) thorough
analysis of the development of syntactic complexity in writing
in a foreign or second language that used four to five different
metrics. Only three metrics were used in the other twenty-one
investigations. The mean number of words in each written
sample is 234 with a standard deviation of 110, while the
average number of written data obtained in these
investigations was fewer than 100. In subsequent work, the
same issues persisted. For instance, in one study only clauses
per-T Unit measures were used to syntactically examine 300
learner emails (Stockwell & Harrington, 2003). In a different
study, Beers and Nagy (2009) employed mean clause length in
addition to the T-unit ratio to assess 41 essays in two different
genres, Ellis and Yuan (2004) used only clauses per T-unit
measure to analyze 52 narratives. Text length as a measure of
syntactic complexity, however, poses serious problems of
reliability. Although text length was often associated with
overall writing quality scores assigned by human judges (Guo
et al., 2013), some other studies showed that text length does
not necessarily increase along with syntactic complexity
indices (Becker, 2010; Stockwell, 2005)

Also, problems arise when trying to measure lexical
diversity. The first method applied in the past in the
measurement of lexical diversity is several different words
(NDW). The major challenge for NDW is that it relies too
much on text length. "Most probably the number of different
words in a language sample will depend on the total number
of words in total" as stated by Malvern et al. (2004). This is
the fundamental problem facing lexical (vocabulary) diversity
measurements” (p. 16). Another one of the most widely
applied lexical diversity measures is the type-token ratio
(TTR). While type counts the variety of words in the text,
token counts the entire number of words in the text. Thus, it
has been recommended to employ a type/token ratio to
enhance the reliability of NDW. It is more precise to calculate
a ratio instead of just counting unique words, but TRR suffers
from the same problem as for text length.

Recent Computational Approaches to the Measurement of
SCand LD

The study of big textual material in terms of linguistic
components has become possible because of the current
availability of computing tools for discourse processing. Coh-
Metrix, an automated tool for precise and thorough textual
analysis, conveniently provides specific syntactic difficulty
and lexical diversity indices (Graesser et al., 2004). Table 1
following provides a general summary of Coh-Metrix.
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Table 1. Questions and answers about Coh-Metrix

Questions

Answers

What is Coh-Metrix?

What function does it serve?

Why should we rely on Coh-
Metrix?

Computational linguistics and recent advances in text processing technologies have lately
created a large sum of complicated discourse indicators. A team at the Institute for Intelligent
Systems at The University of Memphis has developed a text processing tool named Coh-
Metrix that incorporates these novel and sophisticated text indices (McNamara et al., p. 164)
Coh-Metrix provides a wide number of linguistic and discourse features of a text through
plentiful indices of readability, language, and cohesion. Coh-Metrix provides its textual
analysis whereby automated syntactic trees and parsing, and latent semantic analysis as well
as “conventional textual metrics like average sentence and word lengths and the readability
formulae of Flesch Reading Ease and Flesch-Kincaid Grade Level (Klare, 1974-1975)”
(McNamara, et. al., 2014).

Syntactic complexity and lexical diversity research have started to widely benefit from Coh-
Metrix for the analysis of multilevel textual features (Graesser et al., 2011) to offer subtler
predictors. There has been a broad approval and employment of the tool in the related research
community. The syntactic and lexical indices provided by this automated tool have been
validated by several recent studies that investigated linguistic textual features as well as
textual cohesion, coherence, lexical diversity, and lexical proficiency (Crossley &
McNamara, 2011; Crossley et al., 2011; McNamara et al., 2010)

What are we specifically using it for? In our study, we are peculiarly interested in three syntactic complexity and two lexical

diversity indices.

Research Questions

The current study seeks to provide answers to the following
research questions based on its stated objectives:

1. s there a difference between syntactic complexity,
lexical diversity, text length, and writing quality
scores of learners at different curricular levels?

2. What is the relationship between syntactic
complexity, lexical diversity, text length, and L2
writing quality scores assigned by human raters?

3. To what extent are syntactic complexity and lexical
diversity pertinent in the perception of writing
instructors who evaluate undergraduates’ academic
writings?

Methods
Participants

Three cohorts make up the study's participants. Table 2 shows
that most participants are undergraduate and senior ELT
students, with teachers and raters making up a small part of the
group. The students are exposed to a variety of academic
genres in spoken and written form, and they are required to
produce language in the form of numerous assignments,
reports, and presentations during their four-year degree
program in ELT at a Turkish public university. As Wolfe-
Quintero et al. (1998) wrote, “program level may be the most
valid developmentally” (p. 9). We acknowledge that our first-
and fourth-year students may have different levels of linguistic
proficiency in light of the claim that syntactic complexity and
lexical diversity in L2 writing develop over time with more
instruction and exposure and vary across proficiency levels
(Harley & King, 1995; Linnarud, 1986; Mazgutova &
Kormos, 2015; Treffers-Daller et al., 2016; Vyatkina, 2015).

Table 2. Distribution of participants

Participants Number
4™ Year Students 102
1t Year Students 102
Instructors 8
Raters 3
Total 215

Secondly, we obtained our qualitative data through semi-
structured interviews with eight instructors who had been
working in the same public university's four-year ELT
program. The mean year of experience of instructors in
teaching and assessing student writing was 16.6. Thirdly, two
different scorers—one with over thirty years of expertise in
teaching and grading various types of academic writing, one
with over ten years of experience in teaching and assessing
academic writing, and an English-native speaker who is
pursuing her MA in the ELT program—evaluated the essays.
A third scorer was recruited to resort to only when there was
an inconsistency of 1 point or more between the two scorers.

Procedures

In this study, a sequential-explanatory mixed-method research
design was employed to investigate the relationship between
SC, LD, and writing quality scores in FL essays. The design
was chosen to integrate quantitative and qualitative
approaches in a structured manner. In the first phase,
quantitative data were collected through statistical analyses,
focusing on how SC, LD, and text length predicted overall
writing scores assigned by human raters. Quantitative analyses
included independent t-tests, correlation analyses, and
hierarchical regression to examine the relationships among the
variables.

In the second phase, qualitative data were gathered through
semi-structured interviews with eight instructors, each with an
average of 16 years of experience in rating student papers. This
phase aimed to further explain the quantitative results by
exploring how the instructors perceived SC and LD during the
writing assessment process. The qualitative insights provided
a deeper understanding of the factors influencing the scoring
procedures and how instructors integrated syntactic
complexity and lexical diversity into their judgments. This
two-phase approach allowed for a comprehensive analysis,
where the qualitative data helped to interpret and explain the
patterns observed in the quantitative results.

Materials and Data Collection

We gathered an undergraduate student learner corpus as the
core data of the present study. The corpus was compiled in a
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way that minimized the confounding effects of task (Ellis &
Yuan, 2004, p. 78; Ong & Zhang, 2010; 2013) and text
variables (Beers & Nagy, 2009; Halliday & Hassan, 1985;
Ravid, 2005) such as genre (i.e., opinion essay) and task
conditions (i.e., timed and unplanned writing within the
article). Our decision-making procedure for choosing the
writing topic for the opinion essay included consulting the
opinions of experts via a specifically created questionnaire.
This procedure aimed to immobilize the so-called topic effect.
The questionnaire was comprised of 10 topics, all of which
were compiled from an IELTS study recommendation page
found on http://ieltsliz.com/100-ielts-essay-
questions/education/ web address. The selected topics were
about education, university and campus life, learning, and
teaching in general. The candidate topics were presented to 20
experts who had been teaching or scoring student writing in
the same department where the study was conducted. The
experts were required to select the top three subjects that they
believed our participants could write about with maximum
ease and amount. The topic prioritized the most by 15 experts
and thus selected for the current study was:

“University students frequently have a selection of housing

options. The options available to them include living in

town apartments, private student houses, or dorms on
campuses. Which place would you rather live? Why? Give
the rationale for your choice.”

Afterward, the topic was placed on a writing sheet that was
designed for the data collection procedure with the duration of
the task, which was one hour- slightly more than a regular class
hour.

The present study is based on a mixed research paradigm.
Therefore, it utilizes a qualitative inquiry, as well. We profited

Table 3. Overview of research methodology

from semi-structured interview questions to investigate the
degree to which syntactic complexity and lexical diversity are
involved in the perceptions of human scorers. We conducted
interviews with eight instructors who had been grading
students' academic papers and recorded their answers. The
researcher derived the semi-structured interview questions
from the related literature. After seeking expert comments
throughout two feedback sessions, the questions were finally
revised and given their final forms.

Data Analysis and Tools

All essays were typed on Microsoft Word 2016 once they had
been collected and were then processed using Coh-Metrix. The
intended indices about lexical diversity and syntactic
complexity were provided by Coh-Metrix. Data analysis and
tools can be seen in Table 3.

The syntactic complexity and lexical diversity indices
provided by Coh-Metrix as well as writing quality scores were
transferred into a statistical analysis software SPSS for further
analysis. The total of five intended SC and LD indices
provided by the Coh-Metrix interface can be seen in the
following Figures 1 and 2:

For the qualitative inquiry, procedures suggested by both
Weber (1990) and Creswell (2012) were employed. Firstly, the
researcher broadly read the transcribed data on several
occasions by taking margin notes by hand. These margin notes,
afterward, evolved into broad themes which were few. The
first themes, after having been discussed for feedback with an
expert, were transferred into NVivo 11 pro, which is a
qualitative analysis tool for further and detailed analysis (see
Figure 3).

Research Questions Number of Variables at Play Statistical Analysis
Participants (n)

1) Isthere a statistical difference 204 *Mean number of words before *Descriptive Statistics
between syntactic complexity, the main verb *Independent Samples
lexical diversity, text length, and *Mean number of modifiers per T-Tests
writing quality scores of learners noun clause
at different curricular levels? *Syntactic similarity

*Measure of Textual Lexical
Diversity (MTLD: McCarthy and
Jarvis, 2010)

*VocD (Malvern et.al., 2004).
*Text length

*Overall Writing Quality Scores

2) What is the relationship between 204 Same as above *Correlation Analysis
syntactic complexity, lexical *Hierarchical
diversity, text length, and L2 Regression Analysis
writing quality scores assigned
by human raters?

3) To what extent are syntactic 8 Transcribed interviews Content Analysis on

complexity and lexical diversity
pertinent in the perception of
writing instructors who evaluate
undergraduates’ academic
writings?

NVivo
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Figure 1. A Coh-Metrix screenshot displaying syntactic complexity indices
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Figure 2. A Coh-Metrix screenshot displaying lexical diversity indices

Nodes
% Name ’ & Files References Created On Created By
(_) An Analogy Between Complexity and Diversity 3 3 5.12.201911:49 ZS

=) Embedying LD as a Construct 5 5 5.12.201911:47 ZS

w

mples of Lexical Diversity 7 5.12.201912:56  ZS

=] (:‘) Embodying SC as a Construct 4 6 5.12.201911:02 ZS
(O Examples of Syntactic Complexity 4 4 51220191241 ZS
=) TheRoleof LD in Scoring 5 6 5.12201911:48 ZS
() Correct Use of Words 1 1 51220191346 ZS
=) TheRoleof SCin Scoring 5 11 5.12.201911:48 ZS

() Correct Use of Structures 3 4 51220191347 ZS
=) C) The scoring procedure is like... 3 3 19.12.201914:38 ZS
(:) SC and LD Overshadowed by Content and Organization 3 6 16.12.201912:41 ZS
n‘;) Scorers read mere than once to score 5 5 19.12.201914:40 ZS

Figure 3. Screenshot for the categorical themes created on NVivo
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The first drawn themes were labeled as codes in NVivo and
thoroughly read more than once to define persistent codes.

Overall Scoring and Intra-rater/inter-rater Reliability
Check

The essays were rated by two separate raters: one with over
thirty years of experience in teaching and grading various
kinds of academic writing, one with over ten years of
experience in teaching and assessing academic writing, and a
native speaker of English who is following her MA degree in
the ELT program. When there was a discrepancy of more than
one point between two raters, a third rater was brought in. A
standardized rubric used to score TOEFL iBT essays was
employed to assess the quality of the essays (see Appendix).
This rubric uses a scale of 0 to 5 to evaluate essays' overall
quality, with 5 being the best possible grade.

Our scorers scored the student papers twice to ensure intra-
rater reliability along with inter-rater reliability. The second
scoring was carried out 6 months after the first one. The
reliability check procedure was run separately across two
groups of participating students. Running the Pearson product-
moment correlation across scorers and scoring sessions is one
method to assess the inter- and intra-rater reliability (Evans,
1996). The scorers’ pseudonyms were the initial letters of their
actual names (Rater Z and Rater B).

Table 4 displays both the intra-rater reliability and the
inter-rater reliability across scorings for first-year students.

In terms of intra-rater reliability, though on a medium
scale, only Rater Z displayed a statistically significant
correlation between her scores. When it comes to inter-rater
reliability scores, the two scorers — though statistically
significant again- could show a weak consistency between
themselves in both of the scoring procedures. Table 5 displays

both the intra-rater reliability and the inter-rater reliability
across scorings for the fourth-year students.

We observe some higher correlation values when it comes
to the intra and inter-rater reliability values in the essays of
fourth-year students. Rater Z and Rater B achieved higher
correlations both within themselves and between each other in
both of the scoring procedures.

Results

Curricular Level Differences Among the Investigated
Variables

In this subsection, we aimed to answer the first research
question of our study which was questioning whether there
was a difference between text length, overall writing quality,
syntactic complexity, and lexical diversity scores of learners at
different curricular levels (e.g. 1% and 4™ year students).

Differences in Text Length

An independent samples t-test was run to find out if the mean
differences in word count between groups were statistically
significant or not. In Table 6, the t-test finding showed that
4th-year students’ essays (M=361,38; SD=113,7) contain
more words than 1st-year students’ essays (M=280,86;
SD=71,6) and that this mean difference is statistically
significant t (202) =6,048, p=.000.

Differences in Overall Writing Scores

An independent samples t-test was conducted to see if there is
asignificant difference between 1% year and 4th-year students’
writing quality scores. There was a significant difference
between the means of 1st-year students’ writing quality scores
(M=3.2, SD=.3.20) and 4th-year students’ writing quality
scores (M=3,7, SD=.619) as displayed in Table 7.

Table 4. Results of Pearson correlations coefficients between two raters across two scoring procedures (for 1st-year

students’ scores)

Rater Z 1st RaterZ2ndScoring Rater B 1st Rater B 2nd
Scoring Scoring scoring

Rater Z 1st Scoring 1

Rater Z 2nd Scoring 449** 1

Rater B 1st Scoring 342%* .198* 1

Rater B 2nd Scoring .003 .047 132 1

** Correlation is significant at the 0.01 level (2-tailed).

Table 5. Results of Pearson correlations coefficients between two raters across two scoring procedures (for 4th-year students’

scores)
Rater Z 1st Rater Z 2nd Rater B 1st Scoring Rater B 2nd scoring
Scoring Scoring
Rater Z 1st Scoring 1
Rater Z 2nd Scoring .509** 1
Rater B 1st Scoring 546** .346** 1
Rater B 2nd Scoring .331** .316** A469** 1
Table 6. A numerical comparison of 1% and 4" year students’ essays
Curricular Level n Total Word Count Min. Max. M Std. Deviation
1% Year Students 102 28.648 113 473 281 71.619
4" Year Students 102 36.861 127 685 361 113.792
Table 7. Results of independent samples t-test for writing quality scores by curricular level
1%t Year Students 4™ Year Students
M SD n M SD n t df p
Writing Quality in the First Scoring 3.2 3.20 102 3.7 .619 102 -9.95 202 .000
Writing Quality in the Second 55 a9 g 38 344 102  -666 202 .00

Scoring
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Table 8. Results of independent samples t-test for ‘3 SC indices of Coh-Metrix’ by curricular level

1%t Year Students 4t Year Students

M SD n M SD n t df p
Number of words before the main verb 3.76 123 102 415 124 102 -2.24 202 <.05
'F\,"ﬁ's‘e Number of Modifiers per Noun 520 151 150 636 136 102 325 202 <001
Syntactic Similarity 11 .028 102 121 .033 102 -2.36 202 <.05

Table 9. Results of independent samples t-test for ‘2 LD indices’ by curricular level

1t Year Students 4™ Year Students

M SD n M SD n t df p
MTLD 68.37 14.27 102 71.51 15.67 102 -1.49 202 >.05
VocD 75.70 15.46 102 80.59 14.89 102 -2.23 202 <.05

Specifically, these results suggest that our 4th-year
students scored higher than the 1st-year students and this
difference in the mean scores was found to be statistically
significant [t (202) =-9.957, p=.000)].

Differences in Syntactic Complexity

In independent samples t-test results, we found a mean
difference in the number of ‘words coming before the main
verb’ in each sentence of the compositions of Ist (M=3.76
SD=1,24) and 4th-year students (M=4,15 SD=1,26), these
mean differences are statistically significant as seen in Table
8.

Second, Coh-Metrix provides noun phrase (NP) density
and the mean ‘number of modifiers per NP’ as a syntactic
complexity index. A statistically significant mean difference
was found in this index as well. The fourth-year students used
a higher number of modifiers per NP than 1st-year students
and this difference was found statistically significant (p<.001).
Third, the mean scores of 1%t(M=.111 SD=.028) and 4th-year
students (M=.121 SD=.033) in the ‘syntactic similarity’ index
of Coh-Metrix were also different; these mean differences
were found to be statistically significant. However, Coh-
Metrix measures syntactic similarity differently from the other
two syntactic complexity indices, which is important to notice.
In other words, the lower the number, and less comparable the
structures are, indicating a broader variety of syntactic
structures used in an essay.

Differences in Lexical Diversity

We used lexical diversity indices reported by Coh-Metrix,
which are more sophisticated, and reliable than traditional
measures like TTR and free from text length effect. They,
namely, are the Measure of Textual Lexical Diversity (MTLD:
McCarthy and Jarvis, 2010) and VocD (Malvern et al., 2004).

We found statistically significant differences within two
measures for lexical diversity between compositions written
by students in the first year and those in the fourth year. The
4th-year students outperformed the 1st-year students in both
indices based on different mean scores, but only in VocD was
the difference statistically significant as shown in Table 9.

Correlations of Syntactic Complexity, Lexical Diversity,
and Text Length with Writing Quality and Variances
Explained

In this section, we aim to answer our 2" research question
which was about the relationships of syntactic complexity,
lexical diversity, and text length with writing quality scores.
We computed a Pearson product-moment correlation
coefficient to examine the relationship between Syntactic
Similarity and the Number of Modifiers, Number of words
before a Main verb, MTLD, VocD, Text Length, and Writing
Quality. The value is displayed in Table 10. Text length,
though moderate but on a statistically significant scale, showed
the highest positive correlation with writing quality. As comes
to SC and LD, only two modifiers per NP2 and VocD could
yield weak but statistically significant positive correlations
with the dependent variable. It is noticeable that human scorers
could not grasp subtle details related to the complexity and
diversity of a text from a syntax or vocabulary perspective,
which is discussed more in detail in the Discussion part.

Another noteworthy finding of the correlation test is that
LD indices positively correlated with each other implying that
these are valid and reliable indices. The same goes for SC
indices as well with one subtle difference. The 'Syntactic
similarity' index negatively correlated with other Coh-Metrix
indices since it worked peculiarly. Higher scores of 'syntactic
similarities' are a sign of repeating patterns of syntax and
repetitive vocabulary in contrast to complexity and diversity
notions.

Table 10. Results of Pearson correlations coefficients among seven variables

Syntactic Number of Number of MTLD VocD Text Writing
Similarity Modifiers  words  before Length  Quality
the Main verb

Syntactic Similarity 1

Number of Modifiers -.219** 1

Number of words before -.417** .383** 1

the Main verb

MTLD -.222%* 246%* 223** 1

VocD -.139* .192** .156* .815** 1

Text Length .038 .155* .170* 011 .053 1

Writing Quality .092 141* 110 .088 A77* AQ9** 1

** Correlation is significant at the 0.01 level (2-tailed)
*Correlation is significant at the 0.05 level (2-tailed)
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Table 11. Hierarchical multiple regression analysis with a three-layered model (dependent variable; writing quality overall

scores)
Model R R Standard F Model R  Square F Change
Square Error Change
Text Length 449 202 422 51.02* .202 51.02*
Lexical Diversity Indices 480 230 416 19.95** .029 3.72**
Syntactic Complexity Indices .495 .245 415 10.66** .015 1.28**

Variances Explained in Writing Quality Scores

Hierarchical Multiple Regression Analysis with a Three-
Layered Model is displayed in Table 11. The hierarchical
multiple regression analysis regarding the factors that
influence students' overall writing scores. It indicates that text
length by itself was a significant predictor, accounting for
20.2% of the variance in the writing scores, meaning it had a
strong impact on how the scores varied. In contrast, when
looking at SC and LD together, they could only explain 4.4%
of the variance, suggesting that while these linguistic features
do contribute to the scores, their combined influence was much
smaller compared to text length. Essentially, text length was
the most significant factor in determining writing quality,
while SC and LD played a more limited role.

Unfolding SC and LD: Embodying them as a Construct

In this section, we responded to the third research question,
which was designed to explore how ELT teachers view
LD and SC as they evaluate undergraduates’ academic writing.
The first theme focuses on how eight instructors who have
been grading essays for students for an average of 16 years
have conceptualized SC and LD.

Complex writing is associated with the use of various

clauses (adverbial, adjective, and noun clauses) and

conjunctions. Simple sentences following a subject-verb-
object order are considered elementary, and a lack of these
complex structures in writing diminishes its sophistication.

(Inst.5)

Lexical diversity, including synonyms, antonyms, idiomatic

expressions, and chunks, is vital in writing. In tasks like

cause-and-effect essays, students should avoid repetitive
phrases like "first cause” and use varied terms such as

"impact” or "influence" to display linguistic sophistication.

(Inst.1)

Providing structural variety is one of the most prominent
features that have been associated with SC. Likewise, the
repetitive and frequent word use is seen as contrary to LD
since, as the name implies, lexical diversity is closely related
to the wide range of words, both in meaning and number.
When it comes to the examples or signs of SC and LD in a text,
the instructors regard using passive structures and prepositions
correctly as well as embedded structures and inversions are
among the patterns that signal SC;

Using advanced-level vocabulary, especially noun forms of

verbs, is viewed as a mark of higher proficiency. Less

common vocabulary elevates the perceived quality of the
writing. (Inst.8)

In the interviews, noun forms, synonyms, antonyms,
phrasal verbs, and collocations were counted as the patterns of
lexical usage that point out LD;

I can say [lexical diversity is in the writings] which consists

of advanced level vocabulary and perhaps noun forms.

Noun forms of most verbs are accepted as more advanced.

Therefore, [the use of less common vocabulary] (Inst.2)

The interviewees’ comments highlight that varied use of
both syntax and vocabulary should be accurate and appropriate
for the task. The task requirements and linguistic accuracy, for
the sake of SC and LD, should not be given up.

The Role of SC and LD in Scoring the Students’ Essays

In our analysis, we focused on the question of how
syntactic complexity perceived by our instructors affects their
scores. We already reported what kind of constructions would
evoke syntactic complexity in our instructors’ minds. Two
instructors discuss their high expectations for English
language teaching majors, stating that these students should
have a high degree of language ability and show this
proficiency in their writing by using syntactically complicated
sentences. According to these professors, employing solely
straightforward yet true statements will not result in good
marks:

We are telling them [our students], 'You are going to be

English teachers." So, there must be a level of mastery.

They must show us that they can use different forms and

structures. If you are only using simple sentences, even if

they are grammatically correct, you may not get high
grades. | expect that complexity. (Inst.3)

If sentences are accurate but simple, they cannot get high

scores because what | expect from an ELT student is not

simplicity (Inst.6)

Similarly, according to an instructor, in addition to
affecting the language score of the writing, a large variety of
vocabulary can reflect a vast variety of writing idea units:

[Lexical diversity] | think affects the language score. If the
language is correct, of course, this will positively affect the
content. There's a difference between a student always
saying 'thing or cause' to express an idea. However, if they
use 'thing' sometimes and ‘cause’ at others, this variety, |
suppose, affects the content score. (Inst.2)

Inst 2 above stated the close relation of linguistic and
rhetorical features of a text to be evaluated while saying that
LD could also affect the content of the writing. In that verbatim
quotation and elsewhere, we witnessed that content and
organizational patterns may overshadow SD and LD. Our
instructors, as they reported in interviews, make an order of
importance on their minds while reading student papers and in
this order of importance, content and organization come first,
leaving SC and LD behind. One instructor (Inst. 7) said that
“an essay written with a good command of English can make
me suppose that the content is also well developed, thus at the
very beginning | divide these dimensions from each other”.
The below given verbatim quotations exemplify the point;

I generally start scoring the content. | love scoring with a

focus on content and organization. Because the mechanic

part of the writing can affect me negatively (Inst. 7)

First of all, I look into the content. And then | look into our

expectations. For example, is there what there should be in

an opinion essay? | review again like this and lastly, I look

into grammar, spelling, and punctuation. (Inst. 5)
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Figure 4. The Thematic Display of ‘Qualitative Results Summary’

Figure 4 displays an overview of the qualitative findings of
the present study. The findings include browsing the contents
of SC and LD as well as their examples in a given text and
their contribution to the overall writing score given by human
judges. The results also highlight the perceived significance of
content and organization in the process of assessment of
student writings in foreign languages. Both quantitative and
qualitative findings of the study will be discussed in depth in
the following chapter.

Discussion
Issues of Syntactic Complexity with Regards to Scoring

One of the current study's most notable conclusions is that as
students' compositions get syntactically more complex, their
general language competency increases. This finding is
consistent with several other studies that found better writers
might produce more complicated works of writing with greater
exposure to and practice with the language (Johansson &
Geisler, 2011; Mazgutova & Kormos, 2015; Norris & Ortega,
2009; Stockwell & Harrington, 2003; Stockwell, 2005;
Vyatkina et al., 2015). It has been proposed in the literature
that learning more advanced and specific grammatical
constructions might help learners come up with novel terms
and complex ideas (Beers & Nagy, 2009). As for the
relationship of syntactic complexity and writing quality scores,
our study which was carried out in a FL context could only
pose weak correlations between syntactic complexity and
writing quality. This finding contradicts several previous

studies in the literature. On the other hand, we should
remember that comparing the studies on complexity issues
needs much attention partly due to a lack of uniformity in the
complexity measures and more importantly due to the lack of
a clear definition of the complexity construct (Bulte & Housen,
2014).

In line with our study, “nominalizations, attributive
adjectives, and prepositional phrases” (Beers & Nagy, 2009, p.
187) were found to be visible in evaluating the syntactic
complexity of written pieces. Likewise, we also found -though
very weak- a positive correlation between the number of
modifiers (as an index of SC) and writing quality.

In a seminal work of research synthesis, Ortega (2003)
concluded that in syntactic complexity and writing
relationship research which was conducted in ESL settings,
participants generated more complex writings compared to
those in the studies conducted in EFL instructional settings
One reason for this could be the differences between EFL and
ESL instructional settings. As suggested by Ortega (2003), in
EFL learning environments learners might not have the
experience of learning a language as in ESL settings, which
may be hindering the fast development of learners in FL
settings. Another reason for the weak correlations between
syntactic complexity and writing quality might be the
individual beliefs and approaches of human scorers to
complexity in writing. As can be understood from our
participating scorers’ remarks, some demand and seek
syntactic complexity from their students while some do not
and value simplicity and accuracy more. Moreover, general
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impressions of human scorers, even if they follow a
standardized criterion, are more prone to detect some
organizational and content issues in writing. Human scorers
might be overlooking the details and delicate signs of syntactic
complexity. On the other hand, automated text processing
tools like Coh-Metrix in our case can well detect and calculate
syntactic complexity in a computerized certainty. Therefore, it
is important to emphasize that the weak and low correlations
are between the overall scores given by human raters and the
individual indices generated by a computerized text analysis
tool. In addition, human scorers might have different
expectations from their students’ writings in terms of the
number and nature of examples given or the genre-specific
rules to be followed. Whereas automated text processing tools
do not hold any judgments or expectations, but rather only
calculate syntactic complexity based on several pre-ordered
indices.

Issues of Lexical Diversity with Regards to Scoring

Regarding methods for comprehending and defining lexical
diversity, our study proposed, in light of qualitative data, that
it consists essentially of employing as many unique and
obscure terms as feasible in FL student writing. The key to
comprehending lexical diversity was discovered to be the
number of words that are present in a student text. A large body
of prior research supported this finding. To date, lexical
diversity has been referred to by several names, including
"lexical variation” (Engber, 1995), "lexical density"
(O'Loughlin, 1995), "a combination of lexical variation and
lexical sophistication" (Laufer, 2003, p. 24), and "lexical
richness" as coined by (Daller et al., 2003). Overall, the
number of words is what determines these various
characterizations.

Some earlier studies that compared the lexical diversity of
written texts were conducted between native and non-native
groups of English learners (Harley & King, 1989; Linnarud,
1986). Others were conducted in short-term (Bulte & Housen,
2014) or long-term (Mazgutova & Kormos, 2015) ESL
language programs and with learners of English of different
L1 backgrounds (Jarvis, 2002; Yu, 2009). In all of these
studies, lexical diversity was found to be developing over time
and with more exposure to language through instruction.
Likewise, our study produced similar findings in that our 4th-
year students wrote essays that were lexically more diverse
than those of our 1st-year students.

As for the lexical diversity and its relationship with overall
FL writing quality scores, our study showed only a weak and
positive correlation, though statistically significant, with the
Vocab-D measure of lexical diversity and overall quality
scores. The other index of lexical diversity (MTLD) could not
yield any statistically significant correlation. These findings
accorded with several previous studies. In the literature, some
studies produced statistically significant and positive
correlations between LD and FL writing quality as well as
studies that did not. For example, as for predicting overall
writing quality, the D-value exerted a weak and non-
significant correlation in Bulte and Housen (2014). Likewise,
Engber (1995) also put forward a non-significant and low
correlation with writing quality scores (r=.23), which means
that the “percentage of lexical words has little, if any,
relationship to quality” (p. 148). Similarly, in a study with
English learners of different L1 backgrounds, Jarvis (2002)
presented, though moderate, a significant and positive
correlation only between Swedish students’ lexical diversity

and writing scores. The same study, however, showed
statistically non-significant and low correlations between
lexical diversity and writing scores of American and Finnish
students.

There were, of course, previous studies which contradicted
our findings. In other words, several studies found a positive
and moderate or strong correlation between lexical diversity
and writing quality scores. However, the methodology of each
research study was different. For example, Crossley et.al.
(2010) broadly characterized lexical diversity as a knowledge
“breadth of lexical knowledge, depth of lexical knowledge and
the accessibility to core lexical items” (p. 1). These three broad
categories were measured through 10 different incidences
provided by Coh-Metrix and the findings produced a positive
correlation (r=.66) between these broad categories of lexical
knowledge and writing quality scores assigned to 240 essays.

Issues of Text Length with Regards to Scoring

Text length in our study was the variable that produced the
strongest correlation with human scorers. We found a
moderately strong and positive correlation which was
statistically significant between text length and writing quality
scores assigned by human raters. This finding is likely since
text length is comparatively easier for human scorers to detect
and evaluate. As our participating scorers stated, scorers might
read the student essays more than once to evaluate it from
several respects and one of these respects could be the text
length since it can be caught even with a glimpse of eye.
Similarly, Jarvis et al. (2003) found that text length positively
correlated with all 21 linguistic features of 160 ESL and 178
EFL student essays which were assigned high scores by human
raters.

Text length has been strongly associated with evaluation
and writing quality. Text length also showed up in our study
as a major variable that affected participants' writing quality
scores. However, contrary to our findings, some research
found that more proficient learners could pack more complex
ideas into smaller sentences, thus producing smaller or shorter
texts (Becker, 2010). On the other hand, Bi and Jiang (2020)
rather more recently considered text length as an indicator of
syntactic complexity and found out that text length together
with complex nominals per clause, and clauses per T-unit as
the best predictors of human judgments of 410 narratives of
Chinese EFL learners. Therefore, it is possible to claim that
text length in terms of syntactic complexity has an ambiguous
nature as in our study we found a moderate positive correlation
between text length and writing quality scores.

Text length, in our study as a confounding variable, also
explained the variance in writing quality scores on a significant
scale. Both alone and together with SC and LD on the three-
faceted model, text length explained 20% and 24% of the
variance respectively. Mellor (2011) also yielded similar
findings in his study. Mellor (2011) wrote that “lexical
diversity together with text length can more accurately predict
essay quality than either feature alone in this set of essays”
(Mellor, 2011, p. 9). Essay length, however, was found
superior over lexical diversity indices in predicting essay
quality.

Conclusion and Implications for EFL Writing Pedagogy
and Future Research

This study investigated the relationship between SC, LD, TL,
and writing quality in the context of FL writing among pre-
service teachers. The results indicated that text length was the
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strongest predictor of writing quality scores, followed by
modest contributions from SC and LD. Fourth-year students
significantly outperformed first-year students in all the
examined indices, suggesting that linguistic features develop
with greater exposure and instruction. However, qualitative
data from the interviews revealed that human raters varied in
their awareness and prioritization of SC and LD, with some
instructors emphasizing content and organization over
linguistic features.

The findings suggest several implications for EFL writing
pedagogy. First, the emphasis on SC and LD in writing
instruction should be balanced with training that enhances
students' overall organization and content-generation skills.
The weak correlations between SC/LD and writing quality
scores imply that while linguistic complexity contributes to
writing quality, it is not the sole determinant. Therefore,
writing pedagogy should not only focus on enhancing
syntactic and lexical features but also on ensuring that students
can organize and articulate their ideas effectively.

Moreover, the study highlights the need for standardized
writing assessment practices in EFL contexts, where human
raters may place different emphases on linguistic versus
content-related features. Incorporating automated tools like
Coh-Metrix into the assessment process could help reduce
subjective variations and provide a more consistent evaluation
framework.

Future research should expand the scope of this study by
exploring the relationship between SC, LD, and writing quality
across different genres and proficiency levels. Longitudinal
studies tracking the development of these linguistic features
over time would provide further insights into how SC and LD
evolve with instruction. Additionally, integrating more
comprehensive qualitative measures to examine how
instructors' perceptions of writing complexity influence their
scoring would enrich the understanding of human judgment in
FL writing assessments.

Several limitations must be acknowledged. First, the
study’s focus on pre-service teachers in a single institutional
context limits the generalizability of the findings. Replicating
the study across different educational settings and with a more
diverse participant pool would provide more robust
conclusions. Second, the use of Coh-Metrix, while beneficial
for measuring SC and LD, does not capture the full complexity
of human judgment in writing assessments. Lastly, the cross-
sectional design of the study restricts our ability to track how
students’ writing skills develop over time, necessitating future
longitudinal research.

Author Contributions

All authors took an equal part in all processes of the article.
All authors have read and approved the final version of the
study.

Ethical Declaration

Anadolu University Ethics Committee granted approval for
the present research on 29.04.2019 (Protocol No. 31064).

Conflict of Interest

The authors declare that there is no conflict of interest with any
institution or person within the scope of the study.

References

Becker, A. (2010). Distinguishing linguistic and discourse
features in ESL students’ written performance. Modern
Journal of Applied Linguistics, 2, 406-424.

Beers, S. F., and Nagy, W. E. (2009). Syntactic complexity as
a predictor of adolescent writing quality: Which measures?
Which genre? Reading and Writing, 22(2), 185-200.

Bi, P., and Jiang, J. (2020). Syntactic complexity in assessing
young adolescent EFL learners’ writings: Syntactic
elaboration and diversity. System, 91, 102248.
doi.org/10.1016/j.system.2020.102248

Bult¢é, B., and Housen, A. (2012). Defining and
operationalizing L2 complexity. Dimensions of L2
performance and proficiency: Complexity, accuracy, and
fluency in SLA, 32, 21.

Bulté, B., and Housen, A. (2014). Conceptualizing and
measuring  short-term  changes in L2  writing
complexity. Journal of Second Language Writing, 26, 42-
65. doi.org/10.1016/j.jslw.2014.09.005

Casal, J. E., and Lu, X. (2021). ‘Maybe complicated is a better
word’:  Second-language English graduate student
responses to syntactic complexity in a genre-based
academic writing course. International Journal of English
for Academic Purposes: Research and
Practice, 2021(Spring), 95-115.

Creswell, J. W. (2002). Educational research: Planning,
conducting, and evaluating quantitative. Prentice Hall

Crossley, S. A., and McNamara, D. S. (2010). Cohesion,
coherence, and expert evaluations of writing proficiency.
In S. Ohlsson and R. Catrambone (Eds.), Proceedings of
the 32nd Annual Conference of the Cognitive Science
Society (pp. 984-989). Austin, TX: Cognitive Science
Society.

Crossley, S. A., and McNamara, D. S. (2011). Understanding
expert ratings of essay quality: Coh-Metrix analyzes first
and second-language writing. International Journal of
Continuing Engineering Education and Life Long
Learning, 21(2-3), 170-191.
doi.org/10.1504/1JCEELL .2011.040197

Daller, H., R. Van Hout, and J. Treffers-Daller. (2003).
‘Lexical richness in the spontaneous speech of bilinguals,’
Applied Linguistics 24: 197-222.
doi.org/10.1093/applin/24.2.197

Evans, J.D. (1996) Straightforward statistics for the behavioral
sciences. Pacific Grove, CA: Brooks/Cole Publishing

Foster, P., and Skehan, P. (1996). The influence of planning
and task type on second language performance. Studies in
Second Language Acquisition, 18(3), 299-323.
doi.org/10.1017/S0272263100015047

Geiser, S., and Studley, R. (2001, October). UC and the SAT:
Predictive validity and differential impact of the SAT I and
SAT Il at the University of California. Paper presented at
the Meeting of the Board of Admissions and Relations with
Schools of the University of California.

Graesser, A. C., McNamara, D. S., and Kulikowich, J. M.
(2011). Coh-Metrix: Providing multilevel analyses of text
characteristics. Educational Researcher, 40(5), 223-234
doi.org/10.3102/0013189X11413

Guo, L., Crossley, S. A., and McNamara, D. S. (2013).
Predicting human judgments of essay quality in both
integrated and independent second language writing
samples: A comparison study. Assessing Writing, 18(3),
218-238. doi.org/10.1016/j.asw.2013.05.002

552


https://doi.org/10.1016/j.system.2020.102248
https://doi.org/10.1016/j.jslw.2014.09.005
https://doi.org/10.1504/IJCEELL.2011.040197
https://doi.org/10.1093/applin/24.2.197
https://doi.org/10.1017/S0272263100015047
https://doi.org/10.3102/0013189X11413260
https://doi.org/10.1016/j.asw.2013.05.002

Z. Susoy & G. Durmusoglu Kose / Erzincan University Journal of Education Faculty, 26(4)

Halliday, M. A. K., and Hassan, R. (1985). Language, context,
and text: Aspect of language in a social semiotic
perspective. Geelong, Australia: Deakin University Press.

Harley, B., and King, M. L. (1989). Verb lexis in the written
compositions of young L2 learners. Studies in Second
Language Acquisition, 11, 415-439.
https://doi.org/10.1017/S0272263100008421

Hmelo, C., Holton, D., and Kolodner, J. (2000). Designing to
Learn About Complex Systems. Journal of the Learning
Sciences, 9, 247 - 298.
https://doi.org/10.1207/S15327809JL.S0903_2.

Jarvis, S. (2002). Short texts, best-fitting curves, and new
measures of lexical diversity. Language Testing, 19(1), 57-
84. doi.org/10.1191/02655322021t2200a

Jarvis, S., Grant, L., Bikowski, D., and Ferris, D. (2003).
Exploring multiple profiles of highly rated learner
compositions. Journal of Second Language Writing, 12(4),
377-403. doi.org/10.1016/j.jsIw.2003.09.001

Jenkins, J. R., Johnson, E., and Hileman, J. (2004). When is
reading also writing: Sources of individual differences on
the new reading performance assessments. Scientific
Studies of Reading, 8(2), 125-151.
doi.org/10.1207/s1532799xssr0802_2

Johansson, C., and Geisler, C. (2011). Syntactic aspects of the
writing of Swedish L2 learners of English. Language and
Computers-Studies in Practical Linguistics, 73(1), 139.
doi.org/10.1163/9789401206884 009

Laufer, B. and P. Nation. (1995). ‘Vocabulary size and use —
lexical richness in L2 written production,” Applied
Linguistics 16: 307—22. doi.org/10.1093/applin/16.3.307

Lennon, P. (1990). Investigating fluency in EFL: A
quantitative approach. Language learning, 40(3), 387-417.
doi.org/10.1111/j.1467-1770.1990.th00669.x

Linnarud, M. (1986). Lexis in composition: A performance
analysis of Swedish learners' written English. Malmo,
Sweden: Liber Forlag Malmo.

Lu, X. (2011). A corpus-based evaluation of syntactic
complexity measures as indices of college-level ESL
writers' language development. Tesol Quarterly, 36-62.
doi.org/10.5054/tq.2011.240859

Lu, X. 2010. Automatic analysis of syntactic complexity in
second language writing. International Journal of Corpus
Linguistics 15(4): 474-496. doi.org/10.1075/ijcl.15.4.02lu

Malvern, D. D., Richards, B. J., Chipere, N., and Duran, P.

(2004). Lexical diversity and language
development. Houndmills, Hampshire, UK: Palgrave
Macmillan.

Mazgutova, D., and Kormos, J. (2015). Syntactic and lexical
development in an intensive English for Academic
Purposes  program. Journal of Second Language
Writing, 29, 3-15. doi.org/10.1016/j.jslw.2015.06.004

McNamara, D. S., Crossley, S. A., and McCarthy, P. M.
(2010). Linguistic features of writing quality. Written
Communication, 27, 57-86.

McNamara, D. S., Graesser, A. C., McCarthy, P. M., and Cai,
Z.(2014). Automated evaluation of text and discourse with
Coh-Metrix. Cambridge University Press.

Muter, V., Hulme, C., Snowling, M., and Stevenson, J. (2004).
Phonemes, rimes, vocabulary, and grammatical skills as
foundations of early reading development: evidence from
a longitudinal study. Developmental psychology, 40 5,
665-81. https://doi.org/10.1037/0012-1649.40.5.665.

Norris, J. M., and Ortega, L. (2009). Towards an organic
approach to investigating CAF in instructed SLA: the case

of complexity. Applied Linguistics, 30, 555-578.
doi.org/10.1093/applin/amp044

Olinghouse, N. G. and J. Wilson. (2013). ‘The relationship
between vocabulary and writing quality in three genres,’
Reading and Writing 26: 45-65

Ong, J., and Zhang, L. J. (2010). Effects of task complexity on
fluency and lexical complexity in EFL students’
argumentative writing. Journal of Second Language
Writing, 19, 218-233. doi.org/10.1016/j.jsIw.2010.10.003

Ong, J., and Zhang, L. J. (2013). Effects of manipulation of
cognitive processes on English-as-a-foreign-language
(EFL) writers’ text quality. TESOL Quarterly, 47, 375-
398. doi.org/10.1002/tesq.55

Ortega, L. (2003). Syntactic complexity measures and their
relationship to L2 proficiency: A research synthesis of
college-level L2 writing. Applied Linguistics, 24, 492-518
doi.org/10.1093/applin/24.4.492

Ortega, L. (2012). Interlanguage complexity: A construct in
search of theoretical renewal. In B. Kortmann and B.
Szmrecsanyi (Eds.), Linguistic complexity: Second
language acquisition, indigenization, contact (pp. 127—
155). Berlin: De Gruyter.

Ortega, L. (2015). Syntactic complexity in L2 writing:
Progress and expansion. Journal of Second Language
Writing, 29, 82-94. doi.org/10.1016/j.jslw.2015.06.008

Pallotti, G. (2015). A simple view of linguistic
complexity. Second Language Research, 31(1), 117-134.
doi.org/10.1177/0267658314536435

Ravid, D. (2005). Emergence of linguistic complexity in later
language development: Evidence from expository text
construction. In Perspectives on language and language
development (pp. 337-355). Springer, Boston, MA.

Reading, 8, 125-151 doi.org/10.1207/s1532799xssr0802_2

Stockwell, G. and Harrington, M. (2003). The incidental
development of L2 proficiency in NS-NNS email
interactions. CALICO Journal 20(2): 337-359.

Stockwell, G. (2005). Syntactical and lexical development in
NNS-NNS asynchronous CMC. The JALT CALL
Journal, 1(3), 33-49.

Treffers-Daller, J., Parslow, P., and Williams, S. (2016). Back
to basics: how measures of lexical diversity can help
discriminate between CEFR levels. Applied Linguistics,
39(3), 302-327. doi.org/10.1093/applin/amw009

Vyatkina, N., Hirschmann, H., and Golcher, F. (2015).
Syntactic modification at early stages of L2 German
writing development: A longitudinal learner corpus
study. Journal of Second Language Writing, 29, 28-50.
doi.org/10.1016/].jslw.2015.06.006

Weber, R. P. (1990). Basic content analysis (2nd ed.).
Thousand Oaks, CA: Sage Publications

Wolfe-Quintero, K., Inagaki, S., and Kim, H.-Y. (1998).
Second language development in writing: Measures of
fluency, accuracy, and complexity. Honolulu, HI:
University of Hawaii Press.

Yu, G. (2009). Lexical diversity in writing and speaking task
performances. Applied Linguistics, 31(2), 236-259.
doi.org/10.1093/applin/amp024

553


https://doi.org/10.1017/S0272263100008421
https://doi.org/10.1207/S15327809JLS0903_2
https://doi.org/10.1191/0265532202lt220oa
https://doi.org/10.1016/j.jslw.2003.09.001
https://doi.org/10.1163/9789401206884_009
https://doi.org/10.1093/applin/16.3.307
https://doi.org/10.1111/j.1467-1770.1990.tb00669.x
https://doi.org/10.5054/tq.2011.240859
https://doi.org/10.1075/ijcl.15.4.02lu
https://doi.org/10.1016/j.jslw.2015.06.004
https://doi.org/10.1037/0012-1649.40.5.665
https://doi.org/10.1093/applin/amp044
https://doi.org/10.1016/j.jslw.2010.10.003
https://doi.org/10.1002/tesq.55
https://doi.org/10.1093/applin/24.4.492
https://doi.org/10.1016/j.jslw.2015.06.008
https://doi.org/10.1177/0267658314536435
https://doi.org/10.1207/s1532799xssr0802_2
https://doi.org/10.1093/applin/amw009
https://doi.org/10.1016/j.jslw.2015.06.006
https://doi.org/10.1093/applin/amp024

Erzincan Universitesi Egitim Fakiiltesi Dergisi

Erzincan University Journal of Education Faculty

2024 Cilt 26 Say1 4 (554-564) https://doi.org/10.17556/erziefd.1485760

Arastirma Makalesi / Research Article

Coding Analogy
Analojiyi Kodlamak
Aykan Kog¢ 1 (?) Elif Tashibeyaz?

1 Asst. Prof. Dr. Erzincan Binali Yildirim University, Faculty of Education, Erzincan, Tiirkiye
2 Assoc. Prof. Dr. Erzincan Binali Yildirim University, Faculty of Education, Erzincan, Tiirkiye

Makale Bilgileri
Gelis Tarihi (Received Date)

17.05.2024

Kabul Tarihi (Accepted Date)

30.09.2024

*Sorumlu Yazar

Ayhan Kog

Erzincan Binali Yildirim
University, Faculty of
Education, Erzincan, Tiirkiye

ayhankoc@Erzincan.Edu. Tr

Abstract: This study aimed to examine the pre-service teachers’ experiences in preparing and using analogies within
a programming course to better understand and evaluate the concepts. The research design of this study was identified as
a case study. The 21 participants of the study took an elective introductory programming (Python) course at a state
university over 14 weeks. They prepared analogies during the course, and 11 of them attended a focus group interview at
the end of the course. The data collection tools used in the study included a questionnaire in which learners indicated the
topics they found challenging within the programming course, the analogies they created based on programming
education, and interview questions that explored their views at the end of the course. These data were analyzed
descriptively. The results indicated that although learners experienced difficulties in understanding algorithms,
programming logic, and learning loops, the use of analogies in programming education offered positive contributions.

Keywords: Analogy, programming, programming education, Python, pre-service teachers

Ozi Bu caligmanin amaci, programlama dersinde kavramlart daha iyi anlamak ve degerlendirmek i¢in analoji hazirlama
ve kullanma konusunda 6gretmen adaylarinin deneyimlerini incelemektir. Bu ¢aligmanin arastirma tasarimi bir durum
calismasi olarak belirlenmistir. Caligmanin 21 katilimeisi, 14 hafta boyunca bir devlet iiniversitesinde segmeli bir
Programlamaya Giris (Python) dersi almustir. Ders sirasinda analojiler hazirlamiglar ve 11'i dersin sonunda odak grup
goriismesine katilmistir. Arasgtirmada kullanilan veri toplama araglari arasinda; 6grencilerin programlama dersi igerisinde
zorlandiklarimi belirttikleri bir anket, programlama 6gretimine dayali olarak olusturduklari analojiler ve ders sonunda
onlarim gorislerini ortaya ¢ikaran goriisme sorulari yer almaktadir. Bu veriler betimsel olarak analiz edilmistir. Sonuglar,
ogrencilerin algoritmalari, programlama mantigini ve 6grenme dongiilerini anlamada zorluklar yasamalarina ragmen,
programlama egitiminde analoji kullaniminin olumlu katkilar sagladigini gostermistir.
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Introduction

21st century skills encompass a wide array of abilities aimed
at preparing individuals for social and occupational demands.
Key skills include critical thinking, problem-solving,
technological literacy, effective communication,
collaboration, programming, and computational thinking
(Altbach et al., 2009; Ambrosio, 2014; Dede, 2013; Tiirel et
al., 2023). These skills are crucial for keeping pace with
contemporary developments and contributing to society. One
of the most significant areas focused on this contribution is
undoubtedly education. Therefore, educational institutions are
increasingly emphasizing the development of these skills to
adapt to the rapidly evolving and changing conditions
(Longjun, 2023).

Programming skill is frequently emphasized in educational
environments (Raman, 2020). It is a fundamental skill for
securing success and employment opportunities in the future
society (Yang et al., 2018). Programming is also recognized as
a valuable 21st century skill that prepares individuals for the
digital era and the future job market (Yang et al., 2018).
Particularly, the development of problem-solving and
computational thinking skills, often highlighted as essential for
the 21st century, is associated with programming-related
activities. It is even suggested that programming education
starting at an early age can enhance these skills (Laato et al.,
2020). In Turkey, programming education is increasingly
incorporated into the curricula at primary and secondary
education levels (Atabas, 2018; Betchie, 2019; Deniz &
Eryilmaz, 2019). This integration of programming skills
development into educational settings emphasizes the

importance of preparing learners for the demands of the
contemporary world.

Numerous academic studies have been published in the
literature with an increasing interest in programming
education. Some of these studies have explored the
relationship between programming education and different
skills. The findings indicate that programming education
positively affects students' computational thinking and
problem-solving skills, as well as their ability to think
algorithmically (Boom, 2022; Hromkovic et al., 2017; Kiss &
Arki, 2017; Kong & Wang, 2020; Rim, 2017; Selby, 2015).
The problem-solving skills present in learners positively
contribute to the ability to learn programming (Y1ldiz Durak,
2020). On the other hand, there has been a positive correlation
between mathematical skills and programming (P6rn et al.,
2021).

Some of the research in programming education also
focuses on the methods and techniques used to enhance its
effectiveness and success. For example, problem-based
learning approaches are identified as effective in programming
education (Bawamohiddin & Razali, 2017; Chung et al., 2020;
Goletti et al., 2021; Peng, 2010). To overcome the challenges
in teaching and learning programming languages, a problem-
based e-learning model that integrates traditional problem-
based learning with e-learning environments has also been
proposed (Bashir & Hoque, 2016). The positive impact of
online instructional design in programming education has been
emphasized, highlighting the importance of peer-assessment
and the design of online learning environments (Sabarinath &
Quek, 2020). Another method utilized in programming
education is blended learning. Studies suggest that blended
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learning models in programming courses can improve
educational outcomes (Shi & Zheng, 2019). Specifically,
programming education conducted using the Flipped
Classroom Model has been found to be more efficient than
traditional methods, with positive effects on student learning,
motivation, and engagement in the courses (Alper & Oztiirk,
2019; Herala et al., 2015; Tolano-Gutiérrez et al., 2022).
Lastly, it has been emphasized that game-based learning
methods are increasingly popular techniques to enhance
learning, interest, and comprehension in programming,
particularly among younger students (Kanika & Chakraborty,
2020).

One of the techniques employed in programming education
involves the use of analogies. Analogies are cognitive
mechanisms that facilitate the application of knowledge from
one situation to another by identifying similarities and
differences (Gentner & Hoyos, 2017). They are extensively
used in science and mathematics education to assist students
in understanding complex concepts and reasoning (Jonane,
2015; Heywood, 2002). Analogies, which support engagement
in the learning process (Heywood, 2002), can simplify the
teaching of challenging scientific concepts, making them more
accessible and comprehensible to learners. This approach can
be particularly effective in programming education, where
abstract concepts and logical structures often parallel patterns
in mathematics and science, allowing analogies to bridge the
gap between familiar knowledge and new programming skills.

The focus is on the use of analogies, metaphors, and
various scenarios in programming education studies in
literature. Although analogies and metaphors have different
properties and roles, they are similar elements used
interchangeably (Yildirim & Giirsu, 2018). In fact, metaphors
can shape thought, especially in relation to complex concepts.
Sometimes metaphors are used in a situation where words are
insufficient or in a situation where the expression needs to be
strengthened. On the other hand, analogy helps to explain an
unknown, unfamiliar phenomenon with similarities and
differences (Gentner & Hoyos, 2017) and directly compares
two fields (Nakiboglu & Yildirim, 2019). One of the studies
on this subject Gokoglu (2017) investigated computer
programming students' perceptions of the concept of
algorithms through metaphor analysis, aiming to categorize
the emergent metaphors under conceptual categories. Kandin's
(2019) thesis examined the use of metaphors and scenarios in
early programming education while other studies have also
focused on the impact of analogy techniques used in teaching
concepts in Mathematics, Information Technologies, and
Science courses (Kaya, 2011; Ketenci, 2019; Ozcan, 2013).
The results of these studies generally highlight the positive
effect of metaphors and analogies used in classrooms on
learning the subjects. These research contributions are
significant in understanding the effects of various methods and
techniques used in education and improving educational
processes. While metaphors are generally used in
programming teaching, which is the subject of our research,
the number of studies using analogies is quite limited.
However, in teaching some courses such as programming,
explaining abstract and difficult concepts by comparing them
with familiar concepts can facilitate learning. Therefore, the
current study focused specifically on analogies.

Moreover, the present research selected pre-service
teachers taking a programming course, and analogies related
to programming education were prepared by these students.
Similarly, Harper et al., (2023) formed groups within a

programming course, asking students to prepare analogies
about key concepts. These analogies were then presented, as it
was believed that analogies prepared by learners could
contribute more to learning and encourage deeper reflection
than those prepared by teachers (Fincher et al., 2020; Harper
et al., 2023). Additionally, as stated in the constructivist
learning approach, better learning outcomes emerge when
learners are active and construct their own learning (Mascolo
& Fischer, 2005). In our study, students individually prepared
analogies and these were presented in a classroom setting to
gather peer and instructor feedback.

In conclusion, our study will provide guidance on the use
of analogies in programming, as the participants are pre-
service teachers, and will be able to offer a different
perspective to overcome the challenges in programming
teaching. In addition, the study is notable in terms of focusing
on the use of analogies in programming teaching and the
preparation of these analogies by pre-service teachers. This
process can enable them to prepare analogies to help their own
learning and to use them in their future teaching to facilitate
the learning of their students. Therefore, this study aims to
examine the pre-service teachers’ experiences in preparing and
using analogies within a programming course to better
understand and evaluate the concepts. The research questions
of the study are as follows:

1. How have the analogies prepared in the programming
course affected the pre-service teachers' understandibility
of the subjects?

2. What are the experiences of pre-service teachers in
preparing and using analogies in the context of
programming education?

3. What are the views of pre-service teachers on preparing
analogies in other subjects?

Method
Research Design

This study is qualitative research. A case study was used in the
study. The case study included an in-depth examination of the
research question (Yildirim & Simsek, 2013). Prior to the
analogy generation process, a pre-questionnaire and post-
questionnaire focusing on programming difficulties were
administered. Following this, the experiences of pre-service
teachers regarding the analogy generation process and views
about preparing analogies were deeply examined. Finally, a
focus group interview was conducted with students to examine
their views on the use of analogy in programming education in
depth.

Participants

The participants of the study were 21 pre-service teachers who
took an elective course on introductory programming (Python)
at a state university for 14 weeks. These participants were
students in the 2nd, 3rd, and 4th years of the Mathematics
Department at the Faculty of Education. These participants
were students in the 2nd, 3rd, and 4th years of the Mathematics
Department at the Faculty of Education. They enrolled in the
introductory programming (Python) course. There were 21
people, 13 girls and eight boys. Since they were selected from
among the students taking the programming course, a
purposive sampling method was used. Given the subject
matter focused on teaching programming, this course's
students were included in the study. In our study, before and
after the programming course, volunteers responded to a
questionnaire titled "Topics that participant found most
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challenging” (Appendix-1), with 18 participating in the pre-
questionnaire and 16 in the post-questionnaire. Following the
course, a focus group discussion was conducted with 11
participants who were selected from among the participants
voluntarily.

Data Collection Instruments

The data collection instruments used in the study include a
questionnaire where participants indicated the topics, they
struggled with during the programming course, analogies
prepared by them based on programming education, and the
interview questions that examined learners' views on learning
and their views on analogies at the end of the course.

The questionnaire asked learners to mark the topics
covered in the course that they found challenging. It was
created and administered using Google Forms. This
questionnaire was reapplied after the analogies were prepared
and reviewed in class. This questionnaire was prepared by the
course instructor. The questionnaire included topics covered in
the course. Students were asked to choose one of the topics in
this questionnaire that they had difficulty with.

The interview questions (Appendix-2) were designed to
explore learners' attitudes and learning experiences within the
scope of the research questions. These questions were prepared
by the researchers of the study in light of the research
questions. These were then reviewed by field experts and
finalized. These questions were posed to students during a
focus group interview. This format was chosen to facilitate
rich data collection, allowing participants to remind each other
as necessary. In order to ensure consistency in the research,
expert opinions were sought during the preparation of data
collection tools and data analysis stages. Both quantitative and
qualitative data were presented to support the research findings
and for credibility. In addition, while presenting qualitative
data for confirmability, sample answers to the questions were
presented in the findings as direct quotes.

Analogy Preparation Process

The analogies were created by the participants on topics
mentioned in the course selected during the course and were
reviewed in class with peer and instructor evaluations. The
analogies were updated by them in the following week. While
creating the analogies, participants followed the stages below
(Harper et al., 2023):

1. Identifying the target concept and its essential
characteristics: This involves understanding the new or
complex concept that the analogy aims to explain.
Detailed information and example applications are
provided to students during the class on the topics they
would use to create analogies.

2. Brainstorming on potential source domains that share
similarities with the target concept: This encourages
divergent thinking and helps students explore various
familiar concepts that can be used in the analogy. After
selecting the topics for their analogies, students are shown
various examples of analogies and given the opportunity
to develop ideas.

3. Selecting the most suitable source domain: This step
emphasizes the need to carefully choose the source
domain that best fits the target concept. Students are
asked to find an example analogy related to the topic they
chose.

4. Mapping the similarities between the source and target
domains: This step focuses on creating a clear and

Coding analogy

accurate correlation between the two domains. Students
are asked to list the similarities between the topic they
chose and the analogy.

5. Identifying and addressing differences or limitations in
the analogy: This step fosters critical thinking by helping
students recognize and address the limitations of the
analogy. In this part, students are asked to list the
differences between the topic they chose and the analogy.
The analogies in this study aim at aiding subsequent
learners and facilitating the acquisition of programming
skills, are presented in the appendix (see Appendix-3).

The Role of Researchers

One of the researchers in the study was the instructor of the
course. This researcher asked the learners to fill out a
questionnaire regarding the topics they struggled with during
the course. In this questionnaire, students individually marked
the topics they found difficult to learn. Subsequently, learners
were assigned to prepare analogies related to the topics
covered. Each student selected a topic within the course and
created an analogy related to it. These analogies were
presented in class a week later and subjected to peer and
instructor evaluations. After the evaluations, the analogies
were finalized in the following week. At the end of the course,
the researcher reapplied the questionnaire and asked the
learners to reflect on whether the analogies helped them
understand the topics they struggled with.

The researchers of this study reviewed and edited the
analogies submitted by the students. They also developed
interview questions as part of the study. In the final week of
the course, they conducted a focus group interview with 11
voluntarily participating students, recorded the interview with
the students' permission, and later analyzed the responses to
the interview questions and other data.

Data Analysis

The data obtained from the questionnaire were descriptively
analyzed, and frequency values were derived. The results were
presented in tables and charts. The data from the focus group
interview were subjected to descriptive content analyses. In the
analysis, the participants' perspectives on the topics they found
challenging in programming education were coded according
to the subjects and objectives of the course. Additionally, the
responses regarding the contributions and suggestions of the
process were subjected to content analysis. In content analysis,
data collected from participants are analyzed, similar data are
grouped under a common theme, and interpreted (Yildirim &
Simgek, 2013). During the analysis, the qualitative findings
were coded by the researchers and these codes were subjected
to expert opinion. In order to ensure the transferability of the
research findings, the participants were described in detail and
the codes obtained were presented with their coding numbers.
In addition, the participant names were kept confidential and
coded as Participants 1-11 in the findings section, and direct
quotes from some participants were included in the findings
section.

Findings

The study aims to examine the pre-service teachers’
experiences in preparing and using analogies within a
programming course to better understand and evaluate the
concepts. The findings of these studies are presented below in
light of the research questions.
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Table 1. Topics that participant found most challenging

Topics

Pre-questionnaire Post-questionnaire

f % f %
Loop Structures (for, while) 13 68,4 13 76,5
Nested Control Structures (if, else, elif) 12 63,2 4 23,5
Control Structures (if, else) 11 57,9 3 17,6
String Operations (len, etc.) 10 52,6 4 23,5
Data Type Conversions 5 26,3 3 17,6
Logical Operators (and, or, not) 5 26,3 2 11,8
Array Definition and Usage (list definition) 4 211 6 35,3
Comparison Operators (<, >) 3 15,8 0 0,0
Problem Solving Process 2 10,5 1 59
Algorithms 2 10,5 0 0,0
Variables and Data Types 2 10,5 1 59
Assignment Operators (=, +, -) 2 10,5 1 59
Computer and Programming & What is Programming? 1 5,3 0 0,0

Total (Participants)

18 16

Participants' Understanding of the Subjects

In this section, the results of the "Topics that participant found
most challenging” questionnaire, administered as pre- and
post-questionnaire, before and after the analogy preparation
process, were evaluated and presented in Table 1.

It was evident from the pre-questionnaire responses in the
programming  education  session  that  participants
predominantly struggled with loop structures (f=13), nested
control structures (f=12), control structures (f=11), and string
operations (f=10) in Table 1. Moderate difficulties were
observed in other topics.

Following the analogy creation process, the post-
questionnaire responses revealed a significant decrease in
difficulties previously identified in the pre-questionnaire,
particularly in nested control structures (f=4), control
structures (f=3), and string operations (f=4). Additionally,
there were notable decreases in other areas such as data type
conversions (f=3), logical operators (f=2), comparison
operators (f=0), problem-solving processes (f=1), algorithms
(f=0), variables and data types (f=1), assignment operators
(f=1), and an introduction to computers and programming
(f=0). According to Table 1, loop structures (for, while)
remained a challenging topic for the students, with no

Conversely, an increase in difficulty was noted in the area of
array definition and usage (list definition) in the post-
questionnaire (f=6).

Participants' Experiences on Analogy Preparation and
Usage Process

The process of preparing analogies was examined after which,
based on the guiding research questions, interview questions
were developed. These questions were then administered
through a focus group discussion. The outcomes were
analyzed using content analysis, and the results were presented
in Table 2. organized by categories, codes, frequencies, and
sample quotes.

It was observed that, in accordance with the feedback from
the participants, the most challenging topics in programming
education are syntax rules and loops in Table 2. Participants
expressed that they struggle with writing code due to spelling
errors (such as the need to close a parenthesis, not using
Turkish characters when defining variables, etc.), thus
encountering difficulties during the coding process. Moreover,
both types of loops, whether with an undefined repetition
structure or a defined one, were found to be the subjects
participants  struggled with the most in terms of
comprehension. This finding was further supported by Table

observed improvement post-analogy process (f=13). 1
Table 2. Perspectives on the most challenging topics in programming education
Category Code f Sample Quotes
Loops Code 1: While Loop 6 Codel “While loops...” P3
Code 2: For Loop 6 Code 2 “For loops...” P2
Spelling Rules Code 3: Syntax Rules 3 Code 3 “...Spelling rules and parentheses are a bit of a hassle.” P4

Table 3. Topics of analogy prepared by participants

Code (Node) f Sample Quotes

Code 1: Comparison Operators 3 "Mine was one of the comparison operators." P10

Code 2: Loops 2 "Mine was the While loop..." P2

Code 3: Arrays (Lists) 1 "l had done an array, it was a list." P9

Code 4: Nested Controls 1 "It was nested controls..." P8

Code 5: Logical Operators 1 "... logical operators." P1

Code 6: String Operations 1 "Mine was also string operations." P6

Code 7: Problem-Solving Process 1 "Mine was the problem-solving process.”" P5

Code 8: Programming Logic 1 "Computer programming and what programming is about, that was

the topic." P11
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Table 4. The views on difficulties encountered when creating analogies

Category Code

f Sample Quotes

Thinking Process Code 1: Defining and Selecting
Characteristics

Code 2: Setting Boundaries

Code 3: Identifying Differences

2 "... I struggled a bit there, wondering which features to
add..." P7
2 "... when you determine a very large area, you can't just

make it up, you have to find boundaries. It's a bit
difficult to set those boundaries." P3

1 "... at first, we focus on their similarities and start
writing. Then, when it comes to their differences, well,
now you have to think a little about what those
differences are." P10

Table 5. The views of analogy creation process

Category Code

f Sample Quotes

Peer Support Code 1: Idea Exchange

Code 2: Comparison

Code 3: Peer Review

w

"When preparing with P5, we looked at each other's
work. We had a for loop in P5 too. We looked
together.” (P 4)

2 "So, | did mine, then they did theirs. Finally, we
compared each other's work. We supported each other
to make it look a bit more professional, for example.”
(P3)

1 "l write and send it. | wonder if it's okay? P7 sends it

back, asking where | can fix it." (P6)

It was noted that, according to the feedback from the
participants, the topics most frequently analogized were
comparison operators and loops in Table 3. Additionally,
analogies were formed in topics such as arrays, nested
controls, logical operators, string operations, problem-solving
processes, and programming logic. This finding suggested that
the analogies created by participants in these topics facilitated
the understanding when interpreted alongside the pre-
questionnaire and post-questionnaire data from Table 1.
Interestingly, the lack of sufficient analogies in topics such as
loops and array declaration might indicate that difficulties
persist in these areas.

Participants primarily struggled with the process of
thinking about how to create analogies. They mentioned
experiencing difficulty in translating abstract concepts in
programming education into analogies. In the analogies they
created, participants found it most challenging to identify the
characteristics, set boundaries or in other words, determine
similarities and differences in programming concepts when
making comparisons.

Table 5 presents the participants' views on the process of
preparing analogies. Although assignments were given

Table 6. The views in contributions of analogy creation process

individually, participants were found to collaborate during the
process of selecting a topic from programming subjects and
creating analogies related to that topic. These collaborating
individuals expressed engaging in idea exchange, comparing,
and verifying the analogies they prepared during the analogy
creation process. This finding, while not imposing any
limitations on our research, actually encouraged collaboration,
demonstrating that mutual exchanges of ideas not only led to
the formation of better examples but also contributed more to
the participants' learning process through mutual idea
exchanges.

According to Table 6, participants not only expressed a
positive view (f=5) regarding the contribution of the analogy
preparation process to their understanding of programming
topics but also noted its beneficial aspects in making
programming topics more meaningful (f=2), facilitating the
understanding of both the chosen topic in the analogy and the
programming subjects (f=1), and reinforcing the subjects
(f=1). Additionally, participants expressed the opinion that the
experience gained from the process was enjoyable (f=1).

Category Code f Sample Quotes
Learning Code 1:Contribution 5 "... | think it contributes." (P7)

Code 2: Making Information 2 "At first, these loops, operators, and so on seem

Meaningful meaningless. Then, when you relate them, they become
a bit more meaningful." (P6)

Code 3: Mutual Understandability 1 "At first, to think of an analogy, you need to understand
its definitions first. When creating an analogy, we also
understand its definition at the same time, it happens
simultaneously. So, both make it easier for each other
to understand.” (P3)

Code 4: Reinforcement 1 "... helped with reinforcement.” (P8)

Experience Code 5: Experience 1 "Moreover, it is a good experience, in my opinion."
(P6)
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Table 7. The views about usage of analogies in different courses

Category Code f

Sample Quotes

Positive Mathematics Code 1: Analytical 2

Geometry

Code 2: Analysis 1

Code 3: Algebra 1

Code 4: Probability 1

Computer 1
Science Code 5: Algorithm and
Programming
Partially 1
Code 6: Algebra
Code 7: Abstract contents 2
and subjects

Negative

"... in analytical geometry, most of the class, even the teacher
sometimes gets stuck. If they were connected to an analogy, and
then discussed in a narrative process, there would likely be
easier learning, especially with newly added topics." (P3)

"... can be used in subjects like analysis, which are a bit more
concrete, manual, and suitable for calculation.”" (P4)

"... example topics can be very abstract in algebra for children.
What are these x's and y's? How am | going to find this? It's like
going from basic arithmetic to algebra. Analogies can be very
useful in these topics..." (P7)

"Probability also comes to mind. In probability, for example, an
event occurs, then when another example is given, it presents
another event. ... probabilities can be built upon a single
analogy." (P3)

"... used in classes involving programming or algorithms.
Especially Python, Java..." (P4)

"... can be used to some extent in algebra, | think..." (P3)

"So, the very abstract ones are very difficult. Because they
inherently have very abstract expressions.” (P4)

The Views of Participants on Preparing Analogies in
Other Subjects

According to Table 7, participants expressed their views
regarding the use of analogies, particularly in mathematics
classes. It was noteworthy that these pre-service teachers, who
are students of mathematics education, emphasized the use of
analogies, especially in teaching abstract concepts in
mathematics (f=5). There was also emphasis on the
importance of using analogies in computer science classes
(f=1). Additionally, participants highlighted the challenge of
structuring highly abstract subjects (f=2) using analogies as a
negative comment.

Discussion

The remarkable responses given to the interview questions
prepared under the research questions were discussed in light
of previous studies in this section.

Students mentioned that they had difficulty in creating
analogies due to the abstract structure of programming. This
first major finding has also been emphasized in previous
studies and the difficulty in teaching has been expressed as the
difficulty of teaching programming (Gomes & Mendes, 2007).
The topic of algorithms, the problem-solving process, and
establishing programming logic were also the difficulties
encountered in programming, mentioned by the participants
(Giinbas & Tlgiin, 2023; Ozmen & Altun, 2014; Sayginer &
Tiiziin, 2017). Other challenging topics in programming were
syntax rules, loops, and decision structures. Participants
expressed struggling with spelling errors (such as the need to
close parentheses, not using Turkish characters when defining
variables, etc.) while coding, leading to difficulties in the
coding process. The finding was interpreted as consistent with
previous research by Baltali (2016) and Jancheski (2017)
indicating that students faced difficulties in syntax in
programming education. Furthermore, participants’ struggles
with topics such as loops, decision structures, and operators
align with other challenges encountered in text-based
programming languages (Kadin, 2019).

Another finding was related to the participants' processes
of creating analogies. The process of creating analogies
contributed to making topics more meaningful and reinforced

the subjects. This finding aligned with the findings of studies
conducted by Dinger (2005), Eriimit et al. (2019), Harper et al.
(2024) and Kaya & Durmus (2011) in the field of Computer
Science. Similarly, there were studies suggesting that creating
analogies in different subjects supports learning (Bayazit,
2011; Bozkurt, 2019; Sahin et al., 2001; Yilmaz et al., 2002).

Participants encountered difficulty in determining the
characteristics and differences when selecting source and
target concepts during the analogy preparation process. This
finding was supported by studies suggesting that students may
face challenges in establishing connections between source
and target concepts during the analogy preparation process
(Harper et al., 2023; Ugar, 2021). According to Kobal et al.
(2014), it was also believed that this difficulty experienced
during the process may stem from students' insufficient prior
knowledge about the source concept. Based on the research
findings, collaborative work with peers during the analogy
preparation process, involving mutual idea exchanges and
comparisons, proved effective in overcoming this difficulty at
various stages of the process. In addition to peer support during
the analogy preparation process, instructor was contributed to
completing participants' prior knowledge about the source and
target concepts in the analogy and reinforcing the
understanding of unfamiliar topics.

Finally, the participants had positive views mentioned in
Table 7 regarding the use of analogies in their field
(mathematics education) for teaching abstract concepts. This
finding was supported by research on the use of analogies in
mathematics education (Bayazit, 2011; Ozcan, 2013; Saygils,
2008). Analogies were commonly used in science and
mathematics education to assist learners in understanding
complex concepts, reasoning, and forming correct
interpretations (Jonane, 2015; Heywood, 2002). Additionally,
analogies facilitated the learning of abstract concepts and
helped overcome misconceptions (Zorluoglu & Sozbilir,
2016).

Conclusion and Suggestions

The research findings demonstrated that the use of analogies
in programming courses Yyielded positive contributions to
programming education. It was observed that the process of
preparing analogies by pre-service teachers contributed to
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making programming topics more understandable for learning.
The utilization of analogies in programming courses emerged
as a facilitator for students' comprehension of abstract
concepts and supported the learning process. These findings
underscore the significance of employing analogies in
programming education and indicate their potential to
contribute to students' learning more effectively.

In the research, participants were involved in creating
analogies. Although they encountered certain difficulties
during the process of analogy formation, it enhanced their
ability to establish connections between source and target
concepts. Collaborative work among them and teacher support
during the analogy preparation process played a significant
role in helping them overcome challenging topics.
Additionally, the fact that the target audience of this study was
pre-service teachers may contribute to both assisting their own
learning through analogy preparation and facilitating their
future professional practices.

Based on the research findings, specialized training
programs can be provided to teacher candidates to enhance
their skills in preparing analogies for programming courses.
These programs could assist them in understanding the
analogy formation process and effectively implementing it.
Additionally, receiving regular feedback is crucial for
evaluating the impact of using analogies in programming
courses. To achieve this, new research could be planned by
employing various analogy techniques in different groups to
assess their effectiveness.

Author Contributions

All authors took an equal part in all processes of the article.
All authors have read and approved the final version of the
study.

Ethical Declaration

This study was conducted with the approval of the Erzincan
Binali Yildirrm University Applied Research Ethics Center,
Human Research Ethics Committee (Protocol No. 06/17),
obtained at the meeting held on 29.03.2024.

Conflict of Interest

The authors declare that there is no conflict of interest with any
institution or individual related to this study.

References

Alhazbi, S. (2016, December). Using flipped classroom
approach to teach computer programming. In 2016 IEEE
International Conference on Teaching, Assessment, and
Learning for Engineering (TALE) (pp. 441-444). |IEEE.

Alper, A., & Oztiirk, S. (2019). Programlama Ogretimindeki
Ters-Yiiz Ogretim Yéonteminin Ogrencilerin Basarilarina,
Bilgisayara Yénelik Tutumuna ve Kendi Kendine Ogrenme
Diizeylerine Etkisi. Bilim Egitim Sanat Ve Teknoloji
Dergisi, 3(1), 13-26.

Altbach, P. G., Reisberg, L. & Rumbley, L. E. (2009). Trends
in global higher education: Tracking an academic
revolution. The United Nations Educational, Scientific and
Cultural Organization.
http://atepie.cep.edu.rs/public/Altbach, Reisberg, Rumbl
ey _Tracking_an_Academic_Revolution, UNESCO 2009
.pdf

Ambrosio, A. P., Almeida, L. S., Macedo, J., & Franco, A. H.
R. (2014). Exploring core cognitive skills of computational

Coding analogy

thinking. Psychology of Programming Interest Group
Annual Conference 2014, Brighton.
https://hdl.handle.net/1822/30076

Anne, Jantos., Lisa-Marie, Langesee. (2023). 21st century
skills in higher education - an empirical analysis of current
challenges and potentials at a university of excellence.
INTED proceedings,
https://doi.org/10.21125/inted.2023.0438

Atabas, S. (2018). Programlama basarisini etkileyen bazi
faktorlerin incelenmesi. [Investigation of some factors
affecting programming success] [Unpublished Master's
thesis]. Ondokuz Mayis Universitesi Egitim Bilimleri
Enstitiisii, Samsun.

Baltali, S. (2016). Programlama 6gretiminde kullanilabilecek
yazilimlara iliskin 6gretmen goriisleri. [Teachers' views on
software that can be used in  teaching
programming][Unpublished Master’s Thesis]. Uludag
Universitesi Egitim Bilimleri Enstitiisii, Bursa.

Bashir, G.M., & Hoque, A.S. (2016). An effective learning and
teaching model for programming languages. Journal of
Computers  in  Education, 3, 413 -  437.
https://doi.org/10.1007/s40692-016-0073-2

Bawamohiddin, A. B., & Razali, R. (2017). Problem-based
learning for programming education. International Journal
on Advanced Science Engineering Information
Technology, 7 (6).2035-2050
https://www.doi.org/10.18517/ijaseit.7.6.2232

Bayazit, I. (2011). Ogretmen adaylarinin matematik
ogretiminde analoji kullanimlar1 konusundaki goriis ve
yeterlilikleri. Selcuk Universitesi Ahmet Kelesoglu Egitim
Fakiiltesi Dergisi, 31, 139-158.

Betchie, E., Aguinaldo. (2019). 21st Century Learning Skills
Predictive Model Using PART  Algorithm.
https://doi.org/10.1145/3310986.3310992

Boom, K. D., Bower, M., Siemon, J., & Arguel, A. (2022).
Relationships between computational thinking and the
quality of computer programs. Education and Information
Technologies, 27(6), 8289-8310.

Bozkurt, U. (2019). Ogretmenlerin analojive yénelik
goriislerinin degerlendirilmesi. [Evaluation of teachers'
views on analogy] [Unpublished Master's thesis]. Erzincan
Binali Yildirim Universitesi Fen Bilimleri Enstitiisi,
Erzincan.

Chang, C. S., Chung, C. H., & Chang, J. A. (2020). Influence
of problem-based learning games on effective computer
programming learning in higher education. Educational
technology research and development, 68, 2615-2634.

Chen, H. R., & Hsu, W. C. (2022). Do flipped learning and
adaptive instruction improve student learning outcome? a
case study of a computer programming course in Taiwan.
Frontiers in Psychology, 12, 768183.
https://doi.org/10.1007/s11423-020-09784-3

Dede, C., Mishra, P., & Voogt, J. (2013, October). Working
group 6: Advancing computational thinking in 21st century
learning. In EDUsummIT 2013, International summit on ict
in education.
http://www.edusummit.nl/fileadmin/contentelementen/ke
nnisnet/EDUSummIT/Documenten/2013/Advancing_com
putational_thinking_in_21st_century learning.pdf

Deniz, G., & Eryilmaz, S. (2019). Tiirkiye’de Programlama
Egitimi ile Ilgili Yapilan Calismalarin Incelenmesi: Bir
Betimsel Analiz Caligmasi. Egitimde Kuram Ve
Uygulama, 15(4), 319-338.
https://doi.org/10.17244/eku.645387

560


http://atepie.cep.edu.rs/public/Altbach,_Reisberg,_Rumbley_Tracking_an_Academic_Revolution,_UNESCO_2009.pdf
http://atepie.cep.edu.rs/public/Altbach,_Reisberg,_Rumbley_Tracking_an_Academic_Revolution,_UNESCO_2009.pdf
http://atepie.cep.edu.rs/public/Altbach,_Reisberg,_Rumbley_Tracking_an_Academic_Revolution,_UNESCO_2009.pdf
https://hdl.handle.net/1822/30076
https://doi.org/10.21125/inted.2023.0438
https://doi.org/10.1007/s40692-016-0073-2
https://www.doi.org/10.18517/ijaseit.7.6.2232
https://doi.org/10.1145/3310986.3310992
https://doi.org/10.1007/s11423-020-09784-3
http://www.edusummit.nl/fileadmin/contentelementen/kennisnet/EDUSummIT/Documenten/2013/Advancing_computational_thinking_in_21st_century_learning.pdf
http://www.edusummit.nl/fileadmin/contentelementen/kennisnet/EDUSummIT/Documenten/2013/Advancing_computational_thinking_in_21st_century_learning.pdf
http://www.edusummit.nl/fileadmin/contentelementen/kennisnet/EDUSummIT/Documenten/2013/Advancing_computational_thinking_in_21st_century_learning.pdf
https://doi.org/10.17244/eku.645387

A. Kog & E. Taslibeyaz / Erzincan University Journal of Education Faculty, 26(4)

Dinger, S. (2005). Bilgisayar ve teknolojileri 6greniminde
analoji (benzetme) yoOnteminin yararlar1 ve ydntemleri.
Akademik Bilisim Konferansi, Gaziantep.

Erimit, K. A., Karal, H., Sahin, G., Aksoy, D. A., Gencan, A.
A., & Benzer, A. 1. (2019). A model suggested for
programming teaching: Programming in seven steps.
Egitim ve Bilim, 44(197), 155-1883.
https://doi.org/10.15390/EB.2018.7678

Fincher, S., Jeuring, J., Miller, C. S., Donaldson, P., Du
Boulay, B., Hauswirth, M., ... & Petersen, A. (2020).
Notional machines in computing education: The education
of attention. In Proceedings of the working group reports
on innovation and technology in computer science
education pp. 21-50).
https://doi.org/10.1145/3437800.3439202

Gentner, D., & Hoyos, C. (2017). Analogy and abstraction.
Topics in cognitive science, 9(3), 672-
693.https://doi.org/10.1111/tops.12278

Gokoglu, S. (2017). Programlama egitiminde algoritma algisi:
Bir metafor analizi. Cumhuriyet International Journal of
Education, 6(1), 1-14.
https://doi.org/10.30703/cije.321430

Goletti, O., Mens, K., & Hermans, F. (2021, June). Tutors'
Experiences in Using Explicit Strategies in a Problem-
Based Learning Introductory Programming Course. In
Proceedings of the 26th ACM Conference on Innovation
and Technology in Computer Science Education V. 1 (pp.
157-163). https://doi.org/10.1145/3430665.3456348

Gomes, A., & Mendes, A. J. (2007). Learning to program -
difficulties and solutions | Academic Conference Paper. In
International Conference on Engineering Education—
ICEE, 7(May), 3-7.
https://www.researchgate.net/publication/228328491 L ea
rning_to_program_-_difficulties_and_solutions

Giinbas, N., & Ilgiin, S. (2023). Algoritma ve Programlama
Dersinin Matematik Ogretmen Adaylar1 Perspektifinden
Degerlendirilmesi. In Ondokuz Mayis University Journal
of Education Faculty (Vol. 42, Issue December).
https://doi.org/10.7822/omuefd.1298139

Gutierrez, H. T., Valdez, L. A., Pefiufiuri, L. T. P., & Brindis,
J. C. V. (2022). Methodology for teaching programming:
Integrating best practices in the teaching and learning
process with undergraduate students. Revista de Docencia
e Investigacion FEducativa: Journal of Teaching and
Educational Research, 8(22), 1-7.
https://www.doi.org/10.35429/JTER.2022.22.8.1.7

Harper, C., Bockmon, R., & Cooper, S. (2023). Investigating
Themes of Student-Generated Analogies. CompEd 2023 -
Proceedings of the ACM Conference on Global Computing
Education, 1, 64-70.
https://doi.org/10.1145/3576882.3617914

Harper, C., Rance, J., Owens, P., & Cooper, S. (2024). Tool-
Driven Scaffolding of Student-Generated Analogies in
CS1. ACM International Conference Proceeding Series, 5—
8. https://doi.org/10.1145/3633053.3633061

Herala, A., Vanhala, E., Knutas, A., & lkonen, J. (2015,
November). Teaching programming with flipped
classroom method: a study from two programming
courses. In Proceedings of the 15th Koli Calling
Conference on Computing Education Research (pp. 165-
166). https://doi.org/10.1145/2828959.2828983

Heywood, D. (2002). The place of analogies in science
education. Cambridge Journal of Education, 32(2), 233-
247. https://doi.org/10.1080/03057640220147577

Hromkovi¢, J., Kohn, T., Komm, D., & Serafini, G. (2016).
Examples of algorithmic thinking in programming
education. Olympiads in Informatics, 10(1-2), 111-124.
https://doi.org/10.15388/i0i.2016.08

Jancheski, M. (2017). Improving teaching and learning
computer programming in schools through educational
software. Olympiads in Informatics, 11, 55-75.
https://doi.org/10.15388/i0i.2017.05

Jonane, L. (2015). Analogies in science education.
Pedagogika/Pedagogy, 119(3), 116-125.
https://doi.org/10.15823/p.2015.027

Kandin, E. (2019). 5. sinif dgrencilerine programlama
ogretiminde hedefe dayali senaryo kullaniminin etkisi ve
ogrenci goriisleri. [The effect of goal-based scenario used
for programming education of 5th graders and students'
opinions] [Unpublished Master's thesis], Ondokuz Mayis
Universitesi Egitim Bilimleri Enstitiisii, Samsun.

Kanika, Chakraverty, S., & Chakraborty, P. (2020). Tools and
techniques for teaching computer programming: A review.
Journal of Educational Technology Systems, 49(2), 170-
198. https://doi.org/10.1177/0047239520926971

Kaya, S., & Durmus, A. (2011). Bilisim Teknolojileri
Ogretimi Icin Gelistirilen Ornek Analojilerin Incelenmesi.
Ahi Evran Universitesi Egitim Fakiiltesi Dergisi, 12(2),
235-254.

Ketenci, O. (2019). Madde ve Isi Konusunda Uygulanan
Analoji (Benzesim) Uzerine Bir Arastirma. [A research on
analogy applied in matter and heat] [Unpublished Master’s
Thesis] Necmettin Erbakan Universitesi Egitim Bilimleri
Enstitiisti, Konya.

Kiss, G., & Arki, Z. (2017). The influence of game-based
programming education on the algorithmic thinking.
Procedia-Social and Behavioral Sciences, 237, 613-617.
https://www.doi.org/10.1016/j.sbspro.2017.02.020

Kobal, S., Sahin, A., & Kara, I. (2014). Fen ve teknoloji
dersinde analojilere dayali &gretimin  dgrencilerin
basarilart ve hatirda tutma diizeyi iizerindeki -etkisi.
Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 36(36),
151-162.

Kong, S. C., & Wang, Y. Q. (2020). Formation of
computational identity through computational thinking
perspectives development in programming learning: A
mediation analysis among primary school students.
Computers in  Human Behavior, 106, 106230.
https://doi.org/10.1016/j.chb.2019.106230

Laato, S. Rauti and E. Sutinen, (2020). The Role of Music in
21st Century Education-Comparing Programming and
Music Composing.
http://dx.doi.org/10.1109/ICALT49669.2020.00088

Mascolo, M. F., & Fischer, K. W. (2005). Constructivist
theories. Cambridge Encyclopedia of Child Development
(pp. 49-63). Cambridge, England: Cambridge University
Press.

Mithun, S., & Evans, N. (2018, June). Impact of the flipped
classroom on students' learning and retention in teaching
programming. In 2018 ASEE Annual Conference &
Exposition. http://dx.doi.org/10.18260/1-2--30608

Mozelius, P., Tomos, F., Shabalina, O., Miller, C., Malliarakis,
C., C Balan, O., & Chickerur, S. (2016). Game-based
technologies in teaching programming in higher education:
Theory and practices. Recent Patents on Computer
Science, 9(2), 105-113.
http://dx.doi.org/10.2174/2213275908666151030212745

Nakiboglu, C., & Yildirim, S. (2019). 10. Sinif Ogrencilerinin

561


https://doi.org/10.15390/EB.2018.7678
https://doi.org/10.1145/3437800.3439202
https://doi.org/10.1111/tops.12278
https://doi.org/10.30703/cije.321430
https://doi.org/10.1145/3430665.3456348
https://doi.org/10.7822/omuefd.1298139
https://www.doi.org/10.35429/JTER.2022.22.8.1.7
https://doi.org/10.1145/3576882.3617914
https://doi.org/10.1145/3633053.3633061
https://doi.org/10.1145/2828959.2828983
https://doi.org/10.1080/03057640220147577
https://doi.org/10.15388/ioi.2016.08
https://doi.org/10.15388/ioi.2017.05
https://doi.org/10.15823/p.2015.027
https://doi.org/10.1177/0047239520926971
https://www.doi.org/10.1016/j.sbspro.2017.02.020
https://doi.org/10.1016/j.chb.2019.106230
http://dx.doi.org/10.1109/ICALT49669.2020.00088
http://dx.doi.org/10.18260/1-2--30608
http://dx.doi.org/10.2174/2213275908666151030212745

Kimyasal Bag ile ilgili Algilari, Kimyasal Bagi
Tanimlamada Kullandiklar1 Metaforlar1 ve Yaptiklari
Benzesimler. Turkiye Kimya Dernegi Dergisi Kisim C:
Kimya Egitimi, 4(2), 61-80.

Ozcan, F. Z. (2013). Analoji tekniginin égrencilerin akademik
basarilarina etkisinin incelenmesi ve bu siirece iligkin
ogrenci goriiglerinin belirlenmesi: 5.sinif matematik dersi
ornegi. [The analysis of effects of analogy method on
students academic success and the determination of
students opinions about the process: A sample of 5th grade
maths class] [Unpublished Master’s Thesis]. Gazi
Universitesi Egitim Bilimleri Enstitiisii, Ankara.

Ozmen, B., & Altun, A. (2014). Undergraduate Students’
Experiences in Programming: Difficulties and Obstacles
Universite  Ogrencilerinin Programlama Deneyimleri:
Giigliikler ve Engeller. Turkish Online Journal of
Qualitative Inquiry, 5(3), 9-27.
https://doi.org/10.17569/t0jqi.20328

Pawelczak, D. (2017, June). Comparison of traditional lecture
and flipped classroom for teaching programming. In
Proceedings of the 3rd International Conference on
Higher Education Advances (pp. 391-398). Editorial
Universitat Politécnica de Valéncia.
http://dx.doi.org/10.4995/HEAd17.2017.5226

Peng, W. (2010, September). Practice and experience in the
application of problem-based learning in computer
programming course. In 2010 International Conference on
Educational and Information Technology (Vol. 1, pp. V1-
170). IEEE. https://doi.org/10.1109/ICEIT.2010.5607778

Porn, R., Hemmi, K., & Kallio-Kujala, P. (2021). Inspiring or
Confusing--A Study of Finnish 1-6 Teachers' Relation to
Teaching Programming. LUMAT: International Journal
on Math, Science and Technology Education, 9(1), 366-
396. http://dx.doi.org/10.31129/L UMAT.9.1.1355

Raman, Nambiar. (2020). Coding as an Essential Skill in the
Twenty-First Century. https://www.doi.org/10.1007/978-
981-15-7018-6_29

Rim, H. (2017). A Study on Teaching using Website'Code.
org'in Programming Education based on Computational
Thinking. Journal of Korea Multimedia Society, 20(2),
382-395.http://dx.doi.org/10.9717/kmms.2017.20.2.382

Sabarinath, R., & Quek, C. L. G. (2020). A case study
investigating programming students’ peer review of codes
and their perceptions of the online learning environment.
Education and Information Technologies, 25(5), 3553-
3575. https://doi.org/10.1007/s10639-020-10111-9

Sahin, F., Mertoglu, H., & Comek, A. (2001). Ogrencilerin
olusturduklar1 analojilerin 6grenmeye etkisi. Yeni Bin Yilin
Basinda Tiirkiye'de Fen Bilimleri Egitimi Sempozyumu,
Istanbul.

Saygili, S. (2008). Analoji ile dgretim yonteminin 9. simf
ogrencilerinin  matematik bagsarilarina ve yaratict
diistinmelerine etkisi. [The effect of analogy-enhanced
teaching on mathematical success and creative thinking
ability of 9th high school students] [Unpublished Master's
thesis]. Canakkale Onsekiz Mart Universitesi Egitim
Bilimleri Enstitiisti, Canakkale.

Saygmer, $., & Tiziin, H. (2017). Programlama Egitiminde
Yasanan Zorluklar ve Coziim Onerileri. 11th International
Computer Education and Instructional Technologies
Symposium.

Selby, C. C. (2015, November). Relationships: computational
thinking, pedagogy of programming, and Bloom's
Taxonomy. In Proceedings of the workshop in primary and

Coding analogy

secondary  computing  education  (pp.
https://doi.org/10.1145/2818314.2818315

Shi, Y., Huang, S., & Zheng, C. (2019, June). Research on
programming courses teaching based on blended learning.
In Proceedings of the 5th International Conference on
Frontiers of Educational Technologies (pp. 30-34).
http://dx.doi.org/10.1145/3338188.3338198

Taspolat, A., Ozdamli, F., & Soykan, E. (2021). Programming
language training with the flipped classroom model. Sage
Open, 11(2), https://doi.org/10.1177/21582440211021403

Tolano-Gutierrez, K., Amavizca-Valdez, O., Tadeo
Portelapefiufiuri, L., & Vazquez-Brindis, C. (2022).
Methodology for teaching programming: Integrating best
practices in the teaching and learning process with

80-87).

undergraduate students. Journal of Teaching &
Educational ~ Research/Revista de Docencia &
Investigacion Educativa, 8(22).

http://dx.doi.org/10.35429/JTER.2022.22.8.1.7

Tiirel, Y. K., Simsek, A., Sengiil Vautier, C. G., Simsek, E., &
Kiziltepe, F. (2023). 21. Yiizy1l Becerileri ve Degerlere
Yonelik Aragtirma Raporu.
https://ttkb.meb.gov.tr/meb_iys_dosyalar/2023 05/11153
521 21.yy becerileri_ve_degerlere_yonelik_arastirma_ra
poru.pdf

Ugar, E. U. (2021). Fen bilgisi gretmen adaylarinin bireysel
analoji olusturmalarina ve uygulamalarina yénelik bir
arastrma. [A study on the making and applications of
individual analogy of science teacher candidates]
[Unpublished Master’s Thesis]. Kastamonu Universitesi
Fen Bilimleri Enstitiisii, Kastamonu.

Yang, J., Wong, G.K.W., Dawes, C. (2018). An Exploratory
Study on Learning Attitude in Computer Programming for
the Twenty-First Century. In: Deng, L., Ma, W., Fong, C.
(eds) New Media for Educational Change. Educational
Communications and Technology Yearbook. Springer,
Singapore. https://doi.org/10.1007/978-981-10-8896-4 5.

Yildiz Durak, H. (2020). The effects of using different tools in
programming teaching of secondary school students on

engagement, computational thinking and reflective
thinking skills for problem solving. Technology,
Knowledge and Learning, 25(1), 179-195.

https://doi.org/10.1007/s10758-018-9391-y

Yildirim, A., & Simsek, H. (2013). Sosyal bilimlerde nitel
aragtirma yontemleri. Ankara: Segkin Yaymevi

Yilmaz, S., Eryilmaz, A., & Geban, O. (2002). Birlestirici
benzetme yoOnteminin lise &grencilerinin  mekanik
konularindaki kavram yanilgilar1 {izerindeki etkisi. V.
Ulusal Fen Bilimleri ve Matematik Egitimi Kongresi Tam
Metin Kitabi, Ankara.

Zhao, D., Muntean, C. H., Chis, A. E., Rozingj, G., &
Muntean, G. M. (2022). Game-based learning: enhancing
student experience, knowledge gain, and usability in higher
education programming courses. IEEE Transactions on
Education, 65(4), 502-513.
http://dx.doi.org/10.1109/TE.2021.3136914

Zhou, L. (2023). How to Develop 21st Century Skills in
Students: The Role of LEGO Education. Science insights
education frontiers,15(2), 2281-2283.
https://www.doi.org/10.15354/sief.23.co066

Zorluoglu, S. L., & Sozbilir, M. (2016). Iyonik ve kovalent
baglar konusunda uygulanan analoji tekniginin 6grenci
basarisina etkisi. Bayburt Egitim Fakiiltesi Dergisi, 11(1),
84-99.

562


https://doi.org/10.17569/tojqi.20328
http://dx.doi.org/10.4995/HEAd17.2017.5226
https://doi.org/10.1109/ICEIT.2010.5607778
http://dx.doi.org/10.31129/LUMAT.9.1.1355
https://www.doi.org/10.1007/978-981-15-7018-6_29
https://www.doi.org/10.1007/978-981-15-7018-6_29
http://dx.doi.org/10.9717/kmms.2017.20.2.382
https://doi.org/10.1007/s10639-020-10111-9
https://doi.org/10.1145/2818314.2818315
http://dx.doi.org/10.1145/3338188.3338198
https://doi.org/10.1177/21582440211021403
http://dx.doi.org/10.35429/JTER.2022.22.8.1.7
https://doi.org/10.1007/s10758-018-9391-y
http://dx.doi.org/10.1109/TE.2021.3136914
https://www.doi.org/10.15354/sief.23.co066

A. Kog & E. Taslibeyaz / Erzincan University Journal of Education Faculty, 26(4)

Appendix-1

Topics that participants found most challenging
Loop Structures (for, while)
Nested Control Structures (if, else, elif)
Control Structures (if, else)
String Operations (len, etc.)
Data Type Conversions
Logical Operators (and, or, not)
Array Definition and Usage (list definition)
Comparison Operators (<, >)
Problem Solving Process
Algorithms
Variables and Data Types
Assignment Operators (=, +, -)
Computer and Programming & What is Programming?

Appendix-2

Interview Questions

e What are the most challenging topics in programming
education?

e  Which topic did you create an analogy on?

e Can you tell us about your experience creating an
analogy?

e  What were the difficulties you encountered during the
process?

e  Were there any parts you liked during the process?

e Do you think the analogy creation process
contributed to your learning?

e What do you think about its use in other courses?

Appendix-3

Analoji-1: Canli yagsam ve Su iliskisi

1-) Kosul ifadeleri (if-else):

Analoji: Kosul ifadeleri, gezegenlerdeki canli yasamiyla
benzetilebilir. Ornek; "Eger gezegende su varsa, canli yasami
vardir. Aksi halde canli yasami yoktur." seklinde bir diisiince,
kosul ifadeleriyle benzerlik tasir.

2-) Kosul Ifadeleri (if):

Analoji: "Gezegende su  varsa" ifadesi,
Gezegenlerdeki canli yasaminda bir kosul ifadesini temsil
eder. Bu durumda, belirli bir sart gergeklesirse (Gezegende su
varsa) belirli bir duruma varilir (canlt yasami vardir).

3-) Else (aksi halde):

Analoji: "Aksi halde, canli yasami yoktur" ifadesi,
kosul ifadesinde saglanan sartin karsilanmamasi durumunda
yapilacak ¢ikarimi belirtir. Yani, eger su yoksa canli yagami
yoktur.

Bu analoji, Canli yasami ve su iligkisi iizerinden kosul
ifadelerini agiklar. Her iki durumda da belirli sartlar altinda
farkli  durumlar  gergeklestirilmesi  gerekliligi, kosul
ifadelerinin temel mantigiyla benzerlik gosterir.
Benzerlikler

e Canli yasami ve su iliskisiyle kontrol yapilarmm

benzer olmasmin sebebi islem asamasinda
gergeklestirilen eylemlerin bir kosula bagli olacak
sekilde yapilmasidir.

e Siralama yoninden benzerdirler. Mesela canli
yasamini su ile iliskilendirdigimiz zaman suyun
olmadig1 bir durumda (bu bir kosul ifadesidir) belirli
bir sonuca varilabilir. Ayn1 sey kontrol yapilar1 i¢inde

gegerlidir. Coziim belli bir kosulu baz alarak
yapildig1 i¢in bu kistmda asamalar benzerlik gosterir.

Farkhhklar

e Dogal yasamda, suyun akist ve etkilesimi dogal
olarak geligirken, programlama kontrol yapilar
insanlar tarafindan bilingli bir sekilde tasarlanir ve
uygulanir.

e Dogal yasamdaki kontrol yapilar1 genellikle dogal
secilim ve evrimsel siirecler tarafindan sekillenirken,
programlama kontrol yapilar1 insanlar tarafindan
bilingli olarak uygulanir.

Analoji-2: Sayilarin karsilastirilmasi

Karsilastirma operatorlerini, iki sayr arasindaki iliskiyi
karsilastirmak i¢in kullanilan birer terazi olarak diisiinebiliriz.
Terazinin bir kefesine bir say1y1, diger kefesine ise diger say1y1
koyarsak, terazinin hangi kefenin agir bastigini gorebiliriz. Bu
bize iki sayinin birbirine gore biiylikliik, kiiciiklik veya esitlik
iliskisini verir. Ornegin, 5 ve 3 sayilarini karsilastirmak igin 5'i
bir kefeye, 3'i ise diger kefeye koyarsak, terazinin 5'in
bulundugu kefeye dogru agir bastigini gorebiliriz. Bu bize 5'in
3'ten biiyiik oldugunu gosterir.

Benzerlikler

e Her ikisi de iki degeri karsilagtirir.

e Her ikisinin de sonucu bir degerdir.

e Her ikisinin de sonucu, karsilagtirilan degerler
arasindaki iliskiyi gosterir.

Farkhhklar

e Kargilastirma operatorleri, sayilar, karakterler,
dizeler, listeler ve diger veri tiirleri gibi farkli
degerleri karsilastirabilir. Terazi ise sadece agirliklar
karsilastirabilir.

e Kargilastirma operatorlerinin - sonuglari, sayisal
degerler olabilir. Terazinin sonuglari ise agirlik
degerleridir.

Analoji 3- Bulusma Plani
Dongiileri, 06grencilerin her haftasonunda bir kafede

bulugmalarina benzetebiliriz. Her hafta belirli bir kosul, yani
hafta sonu, saglandiginda bulugma tekrarlanir. Ancak, bir hafta
sonu herkesin uygun olmadigi1 durumda veya bagka bir etkinlik
planlandiginda, bu déngii disindaki bir durumu temsil eder.
Yani, belirli bir diizeni olan ancak esneklik saglayan bir yap1
s6z konusudur.

Benzerlikler

e Her hafta belirli bir diizene gore tekrarlanir.

e Belirli bir kosul, hafta sonu, saglandiginda
tekrarlanir.

e  Belirli bir islemi tekrarlamak i¢in kullanilir.

e Dongii igindeki islemler belirli bir diizene gore
yapilir.

Farkhhklar

e For dongiileri, belirli bir iterable (liste, demet vb.)
iizerinde dolagir.

e Sona erme kosulu, otomatik olarak iterable'ln sona
ermesidir. Bulugsma diizeni, hafta sonu veya uygunluk
durumu gibi kullanici tarafindan belirlenen bir sarta
baghdir.
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Coding analogy

For Dongiisii; saya¢ veya iterable'm i¢indeki
elemanlart kontrol eder. Diger taraftan kisiler
belirlenen bir sartin saglanip saglanmadigini kontrol
eder.

For Dongiisii; sabit bir diizeni tekrarlar, degiskenlik
saglamaz. Bulusma plani, belirli bir diizen iginde
olmasina ragmen, esneklik ve adaptasyon saglar.
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Introduction report, when the mobile phone usage rate was examined by age
group, the rate was 75.0% for youths between the ages of 11
and 15. Due to its prevalence, concerns associated with
adolescent mobile phone use’s possible effects on behavior
and psychological health have increased (Sharma & Singh,
2023). One of these concerns is mobile phone addiction.
Several negative effects on both physical and mental health are
related to mobile phone addiction. Overuse of mobile devices
can lead to headaches, exhaustion, insomnia, memory loss, and
hallucinations (Sandstrom et al., 2001). An increasing amount
of research has demonstrated that dependence on mobile
phones results in poor quality sleep, interpersonal issues, poor
academic performance, and increased symptoms of anxiety
and depression (e.g., Cheng & Meng, 2021; Elhai et al., 2016;
Lepp et al., 2014). Considering the prevalence and mobile
phone addiction's detrimental effects on adolescents,
investigating the mechanisms underlying adolescent mobile
phone addiction is crucial. In this regard, the relationships
between dysfunctional emotion regulation, self-control,
mindfulness and mobile phone addiction were examined in the
current research.

People's daily lives worldwide have been significantly
impacted by the internet, which uses smartphones or mobile
phones as its primary carrier due to the rapid growth of
information technology (Cheng et al., 2020). Globally, the use
of mobile phones has increased (Zhang et al., 2023), and they
have become a part of people's daily lives because of their
varied functions (Liu et al., 2020). Accordingly, all age groups
started using mobile phones. One of these groups is
adolescents, who use mobile phones most frequently (Huang
et al., 2022; Lee & Busiol, 2016). According to market
research, 83% of youths in the UK between the ages of 12 and
15 own a smartphone, and 59% own a tablet, indicating that
the likelihood of owning a smartphone rises with age
(OFCOM, 2019). Adolescents are increasingly dependent on
their mobile phones due to their widespread use for
communication, entertainment, and information-seeking
purposes (Sharma & Singh, 2023).

An increasing number of adolescents are unable to live
without their mobile phones (Mi et al., 2023; Volkmer &
Lermer, 2019), and adolescents are more susceptible to
problematic mobile phone use than adults are (Kuss et al., Mobile Phone Addiction and Emotion Regulation
2014). According to the Turkish Statistical Institute (2021)
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Mobile phone addiction is commonly defined as an impulsive
and uncontrollable desire to use a mobile phone (Liu et al.,
2018). The symptoms and risk elements for mobile phone
addiction are similar to those of other types of addiction.
Similar to substance addictions to alcohol and drugs, mobile
phone addiction presents with symptoms such as cravings,
emotional changes, salience, withdrawal symptoms, and a
sense of being out of control (Lee et al., 2014; Lin et al., 2016).
Addiction risk factors are thought to include difficulties
regulating emotions (Aldao et al., 2010; Hayes et al., 2004;
Macklem, 2008; Tang et al., 2016). For instance, maladaptive
coping mechanisms with negative emotions are proposed to be
a major contributing factor in the development of addictive
behavior in the integrated process model of internet addiction
(Miiller & Wolfling, 2017). In this context, those who overuse
internet use video games and virtual worlds as a way to escape
unpleasant emotions (Li et al., 2021; Lindenberg et al., 2020).
Similarly, emotional disorders and problematic technology use
are closely linked, according to the CIUT (Compensatory
Internet Use Theory, Kardefelt-Winther, 2014) and the I-
PACE (Interaction of Person-Affect-Cognition-Execution)
theoretical model (Brand et al., 2016). According to these
theories, people who are experiencing psychosocial or
emotional problems in the real world sometimes turn to mobile
phones or virtual networks to prevent unpleasant emotions (Fu
et al., 2020; Li et al., 2021). As can be seen, dysfunctional
emotions, which constitute a significant issue across all forms
of addiction, including mobile phone addiction, and the
dysfunctional emotion regulation skills employed to cope with
these emotions are also included in more comprehensive
theories of problematic technology use.

According to Phillips and Power (2007), there are four
different types of emotion regulation techniques: functional or
dysfunctional, utilizing a lot of internal or personal resources,
and using a lot of external or environmental resources. The
mechanisms by which strategies function (e.g., avoiding or
blocking emotion versus engaging with it) and the long-term
effects they have on emotional intensity (e.g., increases versus
decreases in negative emotion) can be used to categorize
strategies as dysfunctional or functional (Fitzpatrick et al.,
2019). Internal- and external-dysfunctional emotion regulation
pertains to ineffective methods people employ to cope with
their emotions. Internal-dysfunctional emotion regulation
encompasses cognitive and emotional processes that are
directed inward, such as excessive rumination, self-criticism,
or the suppression of emotions. Even though these techniques
aim to cope with emotional turmoil, they frequently exacerbate
negative feelings and result in lasting issues like addiction,
depression and anxiety (Compare et al., 2014; Duy & Yildiz,
2014; Gadassi Polack et al., 2021; Phillips & Power, 2007). In
contrast, external-dysfunctional emotion regulation involves
behaviors directed outwardly in response to emotional distress,
like aggression, blaming others, or seeking excessive
reassurance. These outward behaviors may momentarily
relieve emotional discomfort but can strain interpersonal
relationships and foster social conflict. For example, lashing
out or blaming others may lead to negative feedback from
others, increasing feelings of isolation or rejection (Duy &
Yildiz, 2014; Phillips & Power, 2007).

Mobile phone addiction is closely linked to internal-
dysfunctional emotion regulation. For instance, in a study
conducted by Yildiz (2017) on Turkish adolescents, it was
found that internal-dysfunctional emotion regulation predicted
mobile phone addiction in a significantly positive way. People

who find it difficult to manage their internal emotions,
employing methods like rumination, emotional suppression,
and self-criticism, frequently use cell phones to divert their
attention from negative feelings (Li et al., 2021; Lindenberg et
al., 2020). This dependency establishes a loop where
avoidance strengthens habitual phone usage, which
undermines internal coping abilities and results in adverse
mental health effects, including heightened anxiety,
depression, and social isolation.

The relationship between external-dysfunctional emotion
regulation and mobile phone addiction has not been
sufficiently investigated. A study was conducted by Yildiz
(2017). In this study, it was determined that external-
dysfunctional emotion regulation positively predicted mobile
phone addiction. In addition, the relationships between
external-dysfuntional emotion dysregulation and the other
variables of this study, mindfulness and self-control, have not
been sufficiently examined. Finally, Phillips and Power (2007)
stated that the use of internal resources increases with age, but
the use of internal and external resources continues in a
functional and dysfunctional way. Therefore, they emphasized
that young people's internal and external strategies should be
evaluated. For these reasons, we used external and internal
dysfunctional emotion regulation as predictive variables in this
study, and based on previous research, the following
hypothesis is put forth:

Hypothesis 1. Internal-dysfunctional emotion regulation is

positively associated with mobile phone addiction.

Hypothesis 2. External-dysfunctional emotion regulation is

positively associated with mobile phone addiction.

The Mediating Role of Mindfulness

Brown et al. (2007) characterize mindfulness as “a receptive
attention and awareness toward current events and
experiences.” To practice mindfulness, people must monitor
their feelings and ideas in connection to these ongoing events
from a distance (Reina & Kudesia, 2020). Through awareness
and attention, mindfulness brings people closer to the present
moment without passing judgment or making any evaluations
(Schultz & Ryan, 2015). Awareness is essential for good self-
regulation according to the self-determination theory (SDT;
Ryan & Deci, 2000). SDT contends that a key component of
healthy regulation is awareness. Being aware is necessary to
be a self-regulating being. (Schultz & Ryan, 2015). Individuals
can only effectively control their behavior if they are aware of
what they are doing or have another means of learning about
their reactions (Tice & Bratslavsky, 2000).

Adolescents who meditate have the chance to learn how to
recognize and control their reactions (Wisner, 2017). Acting
with awareness was positively connected with adaptive
emotion control techniques. Noticing one's emotions and
verbalizing one’s internal experience is one way that
mindfulness can impact emotion regulation. Through this
process, one can become more emotionally clear and learn that
emotions are just a fleeting combination of thoughts and
sensations (Lani et al., 2019). Mindfulness may increase
feelings of happiness and reduce feelings of sadness (Bajaj et
al., 2016). People with high levels of mindfulness are more
likely to maintain a positive attitude and let go of negative
emotions when under stress (Liu et al., 2018). Additionally,
prior research has demonstrated the connection between
emotion regulation and mindfulness (e.g., Giilden & Yalgin,
2024; Tang et al., 2016; Zhang & Zhang, 2021).
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High mindfulness levels may also buffer people from
addictive behaviors (Liu et al., 2020). Mindfulness training can
help people replace stress- and affect-induced habitual
reactions with more adaptive reactions by teaching them to
simply observe unpleasant body and mental states instead of
reacting to them (Brewer et al., 2015). Nonjudgmental
observation of thoughts and behavioral urges (such as
cravings) is the way that mindfulness for addictive behaviors
is delivered (Schwebel et al., 2020). Therefore, we explored
whether the association between adolescent mobile phone
addiction and dysfunctional emotion regulation is mediated by
mindfulness. Considering SDT and previous research, we put
forward the following hypothesis:

Hypothesis 3. Mindfulness mediates the association

between internal-dysfunctional emotion regulation and

mobile phone addiction.

Hypothesis 4: Mindfulness mediates the association

between external-dysfunctional emotion regulation and

mobile phone addiction.

The Mediating Role of Self-Control

Self-control is the capacity to withstand both internal and
external pressures in order to maintain long-term objectives
(Tangney et al., 2004). In the theory of self-control, emotion
regulation holds a distinct place in the theory of self-control
despite its similarities to many other forms of self-control. This
is because it can significantly contribute to the failure of other
forms of self-control (Tice & Bratslavsky, 2000). According
to the strength model of self-control, a person's ability to
exercise self-control is restricted (Baumeister et al., 1994).
One way to think about self-control is as an energy model.
There is a limited amount of energy, and exercising self-
control could weaken it (Muraven & Baumeister, 2000).
People who struggle with negative emotions try to control
them at the expense of self-control, which makes them more
prone to self-control failure. When people are depressed, they
often want to feel better and giving in to temptations they
would otherwise use self-control to avoid can help them feel
better (Tice & Bratslavsky, 2000). Self-control is necessary for
managing stress, controlling negative emotions, and
restraining oneself from temptation. As a result, self-control
attempts to come again are more likely to be unsuccessful
(Muraven & Baumeister, 2000).

The self-control resource model postulates that negative
emotions can weaken self-control and inhibit executive
functions, which can lead to mobile phone addiction and
reduce an individual's resistance to addictive objects (Tong &
Meng, 2023). Delaying gratification is a crucial self-control
exercise because it calls for controlling one's impulsive
responses to postpone gratification and reap the benefits later
(MacKenzie & Baumeister, 2015). In this regard, according to
some researchers, mobile phone addiction is a disorder of
impulse control (Song & Park, 2019; Young, 1996) and a
failure of self-control (Cheng et al., 2020). Khang et al. (2013)
posit that individuals with low self-control may be prone to
compulsive mobile phone use. Because of their insufficient
self-control and strong desire for the extensive features of
mobile phones, adolescents are particularly vulnerable to
developing an addiction to these devices (Liu et al., 2018).
Therefore, we explored whether self-control plays a mediating
role in the association between dysfunctional emotion
regulation and mobile phone addiction among adolescents.
Based on self-control theory and previous research, we suggest
the following hypothesis:

Hypothesis 5. Self-control mediates the association
between internal-dysfunctional emotion regulation and
mobile phone addiction.
Hypothesis 6. Self-control mediates the association
between external-dysfunctional emotion regulation and
mobile phone addiction.

The Serial Mediating Role of Mindfulness and Self-
Control

Emotion is only momentarily subdued by dysfunctional
emotion regulation techniques (Sheppes et al., 2011). Emotion
regulation can occur implicitly or nonconsciously as well as
intentionally (Tang et al., 2016). On the other hand,
mindfulness can enhance present-moment clarity of
experience and contact with life, which can directly improve
well-being (Brown & Ryan, 2003). Mindfulness enables
practitioners to discern with clarity what motivates their
behavior and whether it is guiding them toward or away from
their objectives (Brewer et al., 2015). When awareness of
internal and external conditions is inhibited, the ability to
mobilize and consciously self-organize and regulate actions is
also inhibited (Ryan et al., 2012). To promote self-control,
mindfulness practices that emphasize present-moment
awareness and nonjudgmental acceptance are essential (Teper
et al., 2013). In other respects, it is possible to see addiction as
a lack of self-control (Song & Park, 2019). It has been
proposed that people having low self-control are more prone
to becoming addicted to mobile phones (Khang et al., 2013),
and a meta-analysis revealed a positive relationship between
impulsivity and internet addiction (Li et al., 2021). Therefore,
we explored whether both self-control and mindfulness play a
mediating role in the association between dysfunctional
emotion regulation and mobile phone addiction.
Hypothesis 7. The association between internal-
dysfunctional emotion regulation and mobile phone
addiction is serially mediated mindfulness and self-control.
Hypothesis 8. The association between external-
dysfunctional emotion regulation and mobile phone
addiction is serially mediated mindfulness and self-control.

The Current Study

In this research, two studies were conducted. The objective of
Study 1 is to evaluate the psychometric properties of the Five
Facet Mindfulness Questionnaire-Short Form (FFMQ-S) and
the Self-Control Scale (SCS) were investigated in adolescents,
which have been previously validated in adult populations.
Given that adolescents are in a distinct age and developmental
phase, it is imperative to validate the factor structure of both
scales within this specific age and developmental context. In
this context, we believe that Study 1 will provide valid and
reliable measurement tools that can be used in studies
conducted with this age and developmental group.

The objective of Study 2 was to examine the relationships
between dysfunctional emotion regulation (internal and
external) and mobile phone addiction and the mediating effects
of mindfulness and self-control variables on these
relationships. Although it has been demonstrated that mobile
phone addiction is associated with dysfunctional emotional
regulation, not all adolescents may be equally impacted.
Earlier research has paid attention to the direct association
between emotional regulation and mobile phone use. What is
known about the relationships between internal- and external-
dysfunctional dimensions of emotion regulation and mobile
phone addiction and the factors mediating these relationships

567


https://www.sciencedirect.com/science/article/pii/S0376871616001174#bib0175
https://www.sciencedirect.com/science/article/pii/S0376871616001174#bib0175
https://www.frontiersin.org/articles/10.3389/fpsyg.2022.888175/full#ref30

C. Giilden & K. Polat / Erzincan University Journal of Education Faculty, 26(4)

is limited. To our knowledge, this is the first research using
serial mediation to test the effects of self-control and
mindfulness on the relationship between dysfunctional
emotion regulation and mobile phone addiction among
Turkish adolescents. Thus, the goal of this study is to close
these gaps by examining the mediating function of self-control
and mindfulness in this relationship (see Figure 1). We believe
that the findings of this study can help researchers and
professionals gain a better comprehension of adolescents’
mobile phone addiction and aid in the prevention of mobile
phone addiction among adolescents. In order to provide
prevention and intervention services for mobile phone
addiction, it is crucial to comprehend the underlying
mechanism behind the mobile phone addiction.

Study I

In Study I, the psychometric properties of the Five-Facet
Mindfulness Questionnaire- Short Form and Self-Control
Scale were examined among adolescents. The scales have
previously been adapted to Turkish adults (18 years and older).
However, adolescents have different characteristics than
adults because they are in a younger age group and at a
different developmental stage. For these reasons, the
psychometric properties of the scales for adolescents were
examined.

Method
Participants

A total of 308 voluntary high school students (139 females and
169 males) in Ankara, the capital city of Turkey, participated
in the study. The participants' average age was 15.27 years
(SD=1.10, 13-18 years). In this study, convenience sampling
was used, and the data were collected via a web-based survey.
A total of 34.4% of the participants were 9" grade students,
21.1% were 10" grade students, 30.8% were 11" grade
students and 13.6% were 12" grade students.

Measures

Five-Facet Mindfulness Form

(FFMQ-S)

Questionnaire-Short

The scale was adapted by Tran et al. (2013) and was
subsequently adapted into Turkish by Deniz Ayalp and Hisli
Sahin (2018). The scale consists of five subscales: observe
(e.g. I pay attention to sensations, such as the wind in my hair
or sun on my face), describe (e.g. I can usually describe how [
feel at the moment in considerable detail), act aware (e.g. [ am
easily distracted), nonjudge (e.g. I think some of my emotions
are bad or inappropriate and I shouldn’t feel them) and

Mindfulness

nonreact (e.g. I perceive my feelings and emotions without
having to react to them). The scale contains 20 items on a 5-
point Likert scale (1 = never to 5 = almost always). Increased
mindfulness is indicated by a high score on the measure.
According to the findings, the scale is valid and reliable.
Cronbach's a reliability coefficient was 0.71 for the entire
scale, 0.69 for observe subscale, 0.69 for describe subscale,
0.85 for act aware subscale, 0.76 for nonjudge subscale and
0.71 for nonreact subscale (Deniz Ayalp & Hisli Sahin, 2018).

The Self-Control Scale (SCS)

Rosenbaum (1980) developed the scale and Duyan et al.
(2012) adapted it into Turkish. The original form of the scale
consists of a single dimension, while the Turkish form consists
of three subdimensions: experiential self-control (e.g. I often
find it difficult to overcome my feelings of nervousness and
tension without any outside help), reformative self-control
(e.g. When I do a boring job, I think about the less bonng parts
of the job and the reward that I will receive once I am finished)
and restorative self-control (e.g. When I am feeling depressed
I try to think about pleasant events). The scale contains 36
items on a 6-point Likert type (-3 = does not suit me
completely to +3 = suits me completely). A high self-control
level is indicated by a high score on the scale. According to the
findings, the scale is valid and reliable. Cronbach's a reliability
coefficient was 0.81 for the entire scale, 0.84 for experiential
subscale, 0.76 for reformative subscale and 0.73 for restorative
subscale (Duyan et al., 2012).

Data Analysis

The construct validity of the scales was tested using CFA and
the maximum likelihood estimation method. LISREL was
used for analysis. Chi-square, RMSEA, CFI, TLI and SRMR
values were examined to evaluate model fit. We examined the
Cronbach's alpha (o) coefficients for reliability.

Ethics and Procedure

Prior to the study, the Sivas Cumhuriyet University
Educational Sciences Research Proposal Ethics Review Board
gave its approval (No: 17, Date: 26.12.2022), and research
consent was acquired from the Ministry of National Education
of the Republic of Tiirkiye. After ethical approval and research
permission, the scales were converted into online forms and
sent to the participants. Participants completed the forms in 15-
20 minutes.

Self-Control

M)

Dysfunctional emotion

Y

(M)

Mobile phone addiction

regulation

X)

Y

(09]

Figure 1. Conceptual framework of the model
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Table 1. Factor intercorrelations, reliability, and descriptive analysis results of the FFMQ-S

Factor 1 2 3 4 M SD Cronbach a
1. Observe - 13.94 2.99 0.64
2. Describe -0.01 - 13.26 3.16 0.67
3. Actaware -0.10 0.59™ - 10.92 3.79 0.85
4. Nonjudge -0.16 0.44™ 0.60™ - 11.56 3.39 0.73
5. Nonreact 0.24™ 031" 0.25™ 0.02 12.08 3.26 0.70
FFMQ-S? 61.77 9.66 0.77
Note. **p<.05 # Values of the entire Five Facet Mindfulness Questionnaire-Short Form
Table 2. Results of the factor intercorrelations, reliability, and descriptive analysis of the SCS
Factor 1 2 3 M SD Cronbach a
1. Experiential - -5.15 11.93 0.74
2. Reformative -0.25™ - 10.30 14.23 0.83
3. Restorative -0.20™ 0.82" - 5.97 12.50 0.79
SCS? 11.11 24.10 0.79
Note. “*p<.05 ? Values of the entire Self-Control Scale
Results
Measures

CFA revealed that the 5-factor structure of the Five Facet
Mindfulness Questionnaire-Short Form had an acceptable
model fit: ){2(df: 160, N =297) = 349.00, p<.001; CFI = 0.930, TLI
=0.910, SRMR = 0.072, RMSEA = 0.063 (90% CI =0.054 ~
0.072). All item loadings are significant and range between
0.39 and 0.84. Finally, reliability analysis revealed that the
Cronbach's alpha (o ranging from 0.64-0.85) were acceptable.
Table 1 presents the findings of the factors' descriptive
analysis, reliability, and correlation.

CFA revealed that the 3-factor structure of the Self-Control
Scale did not have an acceptable model fit: y%ur=so1, N = 208) =
1273.74, p<.001; CFI = 0.900, TLI = 0.890, SRMR = 0.074,
RMSEA = 0.062 (90% CI = 0.058 ~ 0.067). On a theoretical
basis, the error variances between item pairs 5-13, 23-31 and
14-19 were correlated. Following modification, the CFA
revealed that the scale's model fit was within an acceptable
range: ){z(df: 588, N=298) = 1099.15,p<.001; TLI= 0.920, SRMR
= 0.070, CFI = 0.920; RMSEA = 0.054 (90% CI = 0.049 ~
0.059). All item loadings are significant and range between
0.23 and 0.68. Table 2 displays the findings of the descriptive
analysis, reliability, and correlation.

Study IT

Following the examination of the scales' psychometric
qualities in Study I, the relationships between dysfunctional
emotion regulation, mindfulness, self-control and mobile
phone addiction were examined, and hypotheses were tested
in Study II.

Method
Participants and procedures

Study II included 374 high school students [237 female
(63.4%) and 137 male (36.6%)] with an average age of 15.57
years (SD=1.10, 14-18 years) residing in Ankara, Tirkiye.
Online survey data were collected via Google Forms. In this
study, convenience sampling was used. The forms were sent
to the students' WhatsApp class groups in their schools. The
data were collected from five high schools in Ankara. First,
personal data were collected. Information regarding mobile
phone usage was included in this study. This was followed by
the psychometric exams. The design of the online survey
allowed respondents to discontinue participation at any time.
More comprehensive data regarding the participants is given
in Table 3.

In this study, in addition to the Five-Facet Mindfulness
Questionnaire-Short Form and Self-control Scale, which are
the scales used in Study 1, the following scales were also used.

Test of Mobile-phone Dependence (TMD)

Choliz (2012) developed the scale, which Firat and Balc1 Celik
(2017) adapted it into Turkish. Three subscales make up the
scale: tolerance/interference (e.g. Since I got my mobile phone,
I have increased the number of SMSs I send), lack of
control/problems (e.g. I have been called on the carpet or
warned about using my mobile phone too much), and
abstinence (e.g. I need to use my mobile phone more and more
often). 22 items on a 5-point Likert scale make up the scale.
The first 10 items of the scale are rated between 0 = never and
4 = frequently, and the remaining 12 items are rated between
0 = completely disagree and 4 = completely agree. On the
scale, a high score denotes a high level of smartphone
addiction. According to the findings, the scale is valid and
reliable. Cronbach's o reliability coefficient was 0.92 for the
entire scale, 0.82 for tolerance/interference subscale, 0.77 for
lack of control/problems subscale and 0.87 for abstinence
subscale (Firat & Balci Celik, 2017).

The Regulation of Emotions Questionnaire (REQ)

Duy and Yildiz (2014) adapted the scale into Turkish after it
was developed by Phillips and Power (2007). The internal-
functional, internal-dysfunctional, external-functional, and
external-dysfunctional subdimensions of emotion regulation
make up the scale. The emotion regulation scale is composed
of the internal-dysfunctional (e.g. I harm or punish myself in
some way), internal-functional (e.g. I review (re-think) my
thoughts or beliefs), external-dysfunctional (e.g. I fake my
feelings out on others verbally), and external-functional (e.g. /
talk to someone about how I feel) subdimensions. The scale
contains 18 items on a S5-point Likert scale (1 = not at all to 5
= always). Within this research, the internal-dysfunctional and
external-dysfunctional emotion regulation subscales of the
scale were used. According to the findings, the scale is valid
and reliable. Cronbach's a reliability coefficient was 0.68 for
the internal-dysfuntional subscale, 0.74 for internal-funtional
subscale, 0.76 for external-dysfuntional subscale and 0.59 for
external-functional subscale (Baki & Yildiz, 2014).
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Table 3. Participant characteristics

Variable Frequency (n) %
Grade
9% Grade 81 21.7
10t Grade 135 36.1
11" Grade 103 27.5
12" Grade 55 14.7
Average time spent on mobile phone during weekdays
Never 3 R
Less than 1 hour 5 1.3
1-2 hours 42 11.2
2-3 hours 90 24.1
3-4 hours 80 21.4
4-5 hours 62 16.6
5-6 hours 40 10.7
6 hours or more 52 13.9
Average time spent on mobile phone during weekends
Never 2 .5
Less than 1 hour 5 1.3
1-2 hours 16 43
2-3 hours 43 11.5
3-4 hours 66 17.6
4-5 hours 81 21.7
5-6 hours 51 13.6
6 hours or more 110 29.4
Frequency of checking mobile phone
Always 83 22.2
Every 5 minutes 53 14.2
Every 15 minutes 59 15.8
Every half an hour 71 19.0
Once an hour 34 9.1
Every few hours 46 12.3
A few times a day 28 7.5
Purpose of mobile phone usage
Spending time having fun 149 39.8
Alleviating boredom 131 35.0
Talking on the phone 11 2.9
Messaging on the phone 46 12.3
Watching lesson videos/Doing research for the lesson 20 53
Playing games 17 4.5
Parental restrictions on mobile phone usage
Never 128 342
Sometimes 182 48.7
Usually 54 14.4
Always 10 2.7
Data Analysis outside the range of £3.29 (Tabachnick & Fidell, 2010). The

The process of data analysis was performed in phases. First,
descriptive statistics and statistical assumptions were
examined. Second, serial mediation analysis was performed.
The analysis was performed with the PROCESS v4.2 (Model
6; Hayes, 2022) plugin. The significance of the mediating
effect was examined by performing 5000 resamples using the
bootstrapping estimation method. The confidence interval (CI)
was set at 95%, and confidence intervals not approaching zero
were considered to indicate statistical significance.

Results
Descriptive Statistics

Table 4 displays the findings of the correlation analysis and
descriptive statistics. Descriptive statistics were examined for
the assumptions required for analysis. Univariate outliers were
examined with z standard scores, and there were no data

Mahalanobis distance was calculated for multivariate extreme
values. Three data points exceeding the critical value were
removed from the analysis. Kurtosis and skewness values were
calculated for univariate normality. The values for kurtosis and
skewness vary from -0.325 to 0.216 and -0.076 to 0.522,
respectively. Tabachnick and Fidell (2010) state that these
values fall within a range of +1.5. According to Mardia's
(1970) multivariate skewness (1, = 36.837, p<.05) and
kurtosis (Y1, = 0.743, p>.05) values calculated utilizing the
online tool MVN to evaluate multivariate normality (Korkmaz
et al., 2014), the data did not show multivariate normality. For
the multicollinearity problem, Durbin Watson coefficients
(1.836), variance inflation (ranging from 1.279-1.648),
tolerance (ranging from 0.607-0.782) and correlation (ranging
from -0.498-0.444) values were examined. It was considered
that there was no multicollinearity problem because the values
were within recommended limits (Field, 2013).
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Table 4. Descriptive statistics and correlation results

1 2 3 4 5
1. Mobile phone addiction -
2. Internal-dysfunctional emotion regulation 0.317" -
3. External-dysfunctional emotion regulation 0.349"" 0.378™ -
4. Self-control -0.312™ -0.251™ -0.274™ -
5. Mindfulness -0.411™ -0.498™" -0.294™ 0.444™ -
Mean 43.310 15.248 11.981 12.455 61.075
Standard deviation 14.795 4.248 4.226 21.316 8.127
Skewness -0.076 0.142 0.522 0.043 -0.023
Kurtosis -0.130 -0.325 -0.026 0.216 0.041
Cronbach alpha 0.887 0.709 0.718 0.757 0.661
VIF 1.319 1.452 1.279 1.301 1.648
Tolerance 0.758 0.689 0.782 0.768 0.607

Note. p<.01

According to Pearson's correlation analysis, all
relationships between variables were statistically significant
(see Table 4). Mobile phone addiction was positively
correlated with internal-dysfunctional emotion regulation (r =
0.317, p<0.01) and external-dysfunctional emotion regulation
(r =0.349, p<0.01) and negatively correlated with self-control
(r = -0.312, p<0.01) and mindfulness ( = -0.411, p<0.01).
Internal-dysfunctional emotion regulation was positively
correlated with external-dysfunctional emotion regulation (r =
0.378, p<0.01) and negatively correlated with self-control (r =
-0.251, p<0.01) and mindfulness (r = -0.498, p<0.01).
External-dysfunctional emotion regulation was negatively
correlated with self-control (» = -0.274, p<0.01) and
mindfulness (» = -0.294, p<0.01). Finally, self-control was
positively correlated with mindfulness (r = 0.444, p<0.01).

Common Method Bias

To test for common method bias, Harman's single-factor test
was employed (Harman, 1967). Exploratory factor analysis
was utilized to test the items on the four scales that were used
in this investigation. Principal component analysis was used in
the analysis, and no rotation was performed. As a result of the
analysis, 24 factors with eigenvalues greater than 1 were
obtained. These factors explained 63.59% of the total variance.
Additionally, the first and most important factor explained
11.60% of the total variance. This value was less than 50%,
which is the threshold value for Harman's single-factor test
(Podsakoff et al., 2012). According to this result, it was
accepted that common method bias had no discernible impact
on the interpretation of the data and that no single factor
accounted for the majority of the total variance.

Serial Multiple Mediation Analysis

The study employed serial mediation analysis to investigate
the potential serial mediating role of mindfulness and self-
control in the association between mobile phone addiction and
dysfunctional emotion regulation. In the analysis, as stated
before, the independent variable (dysfunctional emotion
regulation) was considered internal-dysfunctional and
external-dysfunctional emotion regulation, and two different
serial mediation models were tested. Figure 2 shows the serial
mediation analysis results of Model 1. Internal-dysfunctional
emotion regulation is the predictive variable in Model 1. The
findings revealed that internal-dysfunctional emotion
regulation (f = 0.143, p<0.05), mindfulness (f = -0.271,
p<0.001) and self-control (f = -0.156, p<0.01) had direct
significant effects on mobile phone addiction among
adolescents. Additionally, internal-dysfunctional emotion

regulation had a significant negative effect on mindfulness (8
= -0.498, p<0.001) and had not a significant effect on self-
control (f = -0.040, p>0.05). Finally, mindfulness had a
positive significant effect on self-control (5 = 0.425, p<0.001).

In the serial mediation analysis of Model 1, three mediation
paths were tested, and the results are presented in Table 6. The
total indirect effect was statistically significant (f = 0.606, SE
= 0.109, 95% CI: 0.396 ~ 0.831). The mediating effect of
mindfulness on the relationship between internal-
dysfunctional emotion regulation and mobile phone addiction
was statistically significant (f = 0.470, SE = 0.107, 95% CI:
0.262 ~ 0.679). The mediating effect of self-control on the
relationship ~ between  internal-dysfunctional  emotion
regulation and mobile phone addiction was statistically
insignificant (5 = 0.022, SE = 0.031, 95% CI: -0.034 ~ 0.089).
The serial mediating effect of mindfulness and self-control on
the relationship between internal-dysfunctional emotion
regulation and mobile phone addiction was statistically
significant (f = 0.115, SE = 0.047, 95% CI: 0.031 ~ 0.217).
The results validated the mindfulness and self-control serial
mediating effect on the relationship between internal
dysfunctional emotion regulation and mobile phone addiction.
In summary, internal-dysfunctional emotion regulation
increases the severity of mobile phone addiction, but this
relationship can be reduced by high levels of self-control and
mindfulness.

Figure 3 shows the serial mediation analysis results of
Model 2. Model 2 used external-dysfunctional emotion
regulation as the predictive variable. The results revealed that
external-dysfunctional emotion regulation (f = 0.232,
»<0.001), mindfulness (8 = -0.290, p<0.001) and self-control
(B =-0.120, p<0.05) had direct significant effects on mobile
phone addiction among adolescents. Additionally, external-
dysfunctional emotion regulation had a significant negative
effect on mindfulness (5 =-0.294, p<0.001) and self-control (
= -0.157, p<0.01). Finally, mindfulness had a positive
significant effect on self-control (5 = 0.498, p<0.001).

In the serial mediation analysis of Model 2, three mediation
paths were tested, and the results are presented in Table 5. The
total indirect effect was statistically significant (f = 0.413, SE
= 0.082, 95% CI: 0.260 ~ 0.583). The mediating effect of
mindfulness on the relationship between external-
dysfunctional emotion regulation and mobile phone addiction
was statistically significant (f = 0.298, SE = 0.073, 95% CI:
0.168 ~ 0.450). The mediating effect of self-control on the
relationship  between internal-dysfunctional  emotion
regulation and mobile phone addiction was statistically
insignificant (f = 0.066, SE = 0.039, 95% CI: 0.002 ~ 0.156).
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The serial mediating effect of mindfulness and self-control
on the relationship between internal-dysfunctional emotion
regulation and mobile phone addiction was statistically
significant (§ = 0.049, SE = 0.027, 95% CI: 0.002 ~ 0.108).
The results validated the mindfulness and self-control serial
mediating effect on the association between mobile phone
addiction and externally dysfunctional emotion regulation. In
conclusion, poor external emotion regulation exacerbates the
severity of cell phone addiction; however, strong self-control
and mindfulness can mitigate this relationship.

Discussion

The first aim of this study was to conduct a reliability and
validity study of the FFMQ-S and SCS scales on Turkish
adolescents. The findings showed that both measures are valid
and reliable scales for Turkish adolescents. The second
objective of the study was to examine the relationship between
dysfunctional emotion regulation (internal and external) and
mobile phone addiction. The findings of the study revealed
that there were positive relationships between these variables.
In addition, mindfulness and self-control variables were found
to have a serial mediation effect between these variables.

Mindfulness P Self-control
(M) —dy; = 0425 —> (M)
a;=-0.498"" a, 0040 by =-0271"" by =-0.156""
Internal-dysfunctional . . -
emotion regulation ¢'=0. 143“ > Mobile phone addiction
0 c=0317 M

Figure 2. Results of Model 1's serial mediation analysis: “p < 0.05, “*p < 0.01, ™ p <0.001.
Coefficients that have been standardized are displayed

Mindfulness

(M]) _dzl =0.498 —>

Self-control
(M)

a,=-0.294"" ay_-0.157" by =-0.290"" b, =-0.120"
External-dysfunctional & =0232""" Mobile phone addiction
emotion regulatlon " s >
0 ¢=0.349 ™

Figure 3. Results of Model 2's serial mediation analysis: “p < 0.05, *p < 0.01, “p < 0.001.
Coefficients that have been standardized are displayed

Table 5. The mediating effect of self-control and mindfulness

Unstandardized Bootstrapping (95% CI)

Model Patways coefficient () SE Lower Limit Upper Limit
Model 1

Total effect 1.103 0.190 0.730 1.478
Direct effect 0.497 0.202 0.100 0.895
Total indirect effect 0.606 0.109 0.396 0.831

ID > MF > MPA 0.470 0.107 0.262 0.679

ID - SC > MPA 0.022 0.031 -0.034 0.089

ID > MF = SC > MPA 0.115 0.047 0.031 0.217
Model 2

Total effect 1.223 0.168 0.892 1.554
Direct effect 0.810 0.174 0.468 1.152
Total indirect effect 0.413 0.082 0.260 0.583

ED - MF > MPA 0.298 0.073 0.168 0.450

ED - SC > MPA 0.066 0.039 0.002 0.156

ED 2> MF = SC > MPA 0.049 0.027 0.002 0.108

Note. ID = internal-dysfunctional emotion regulation, ED = external-dysfunctional emotion regulation, SC = self-control, MF =

mindfulness, MPA = mobile phone addiction.
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The results confirmed the third and fourth hypotheses of
the present study (H3, H4). The role of mindfulness as a
mediator in the connection between addiction to mobile
phones and dysfunctional emotion regulation (internal and
external) among adolescents was tested, and the hypothesis
was confirmed. Dysfunctional emotion regulation is inversely
associated with mindfulness among adolescents. Furthermore,
increased mindfulness predicts decreased mobile phone
addiction. Mindfulness training increases awareness of the
present moment and embodied experience and reduces verbal-
conceptual elaboration in response to emotions, which can
prolong or exacerbate the initial emotional response and result
in depression, anxiety, and other persistently negative states
(Jain et al., 2007). For example, Devcich et al. (2017) reported
that an 8-week mindfulness-based program led to significant
increases in well-being outcomes among students between
nine and 11 years old. Similarly, Ekblad (2009) observed that
mindfulness practices are strongly correlated with increased
positive emotional experiences. People who practice
mindfulness are better able to employ more adaptive coping
mechanisms (Weinstein et al., 2009). Tomlinson et al.’s (2018)
systematic review revealed that higher mindfulness is linked
to lower perceived stress, and people who have higher
mindfulness react to stressful situations more adaptively and
show less emotional and stress reactivity when faced with
adversity. Similarly, Lani et al. (2019) investigated the
relationship between specific mindfulness skills and emotion
regulation strategies. The findings showed that describing had
a negative correlation with dysfunctional emotion regulation
and a positive correlation with functional emotion regulation
techniques. Suppression of emotional expression, reappraisal,
suppression of emotional experience, and acceptance were all
positively connected with nonreactivity. Adaptive emotion
control techniques were positively correlated with acting with
awareness.

The results did not confirm the fifth hypothesis of the
present study (H5). Adolescents' mobile phone addiction and
internal-dysfunctional emotion regulation are not mediated by
self-control. This result can be interpreted by considering the
complex relationships in the literature on the mediating role of
self-control on emotion regulation. Studies have frequently
shown that mindfulness and self-control can work together to
influence addictive behaviors. For example, mindfulness has
been found to reduce the impact of dysfunctional emotion
regulation strategies by supporting self-control mechanisms
(Baer et al., 2006; Bowlin & Baer, 2012). In this context,
mindfulness may have played a role in breaking or weakening
the indirect effect of internal dysfunctional emotion regulation
on self-control. It is possible that in individuals with high
levels of mindfulness, internal dysfunctional emotion
regulation strategies have a less direct effect on self-control.

The results confirmed the sixth hypothesis of the present
study (H6). Adolescents' mobile phone addiction and external-
dysfunctional emotion regulation are mediated by self-control.
Increased external-dysfunctional emotion regulation was
associated with decreased self-control, which appeared to
predict greater mobile phone addiction. The study findings
revealed that dysfunctional emotion regulation was inversely
associated with self-control. This result is in line with earlier
studies suggesting that mobile phone addiction and self-
control are inversely correlated (Ding et al., 2022; Mazili &
Giiltekin, 2020; Ozdemir et al., 2014; Song & Park, 2019;
Zeng et al., 2022) and with the strength model of self-control.
As a result of the study conducted by Mazili and Giiltekin

(2020) with 868 high school students, a moderate negative
significant relationship was found between the level of mobile
phone addiction and the level of self-control in adolescents.
Several tasks such as managing emotions, eat up and exhaust
the limited resources needed to maintain self-control, which,
according to the strength model of self-control, results in the
failure of self-control (Baumeister et al., 2007). People with
little capacity for self-control are less effective at controlling
their emotions (Muraven et al., 1998). When people are in a
bad mood, they frequently want to feel better and giving in to
temptations that they usually resist self-control can make them
feel better. Because emotional distress is so unpleasant, in an
effort to feel better, people usually prioritize ending it (Tice &
Bratslavsky, 2000). Self-control has a major impact on the
likelihood of becoming dependent on a mobile phone (Kim et
al.,, 2018). Delaying gratification is a crucial self-control
exercise because it calls for controlling one's impulsive
responses to postpone gratification and reap the benefits later
(MacKenzie & Baumeister, 2015). Due to their inability to
control the impulse to use their phones, adolescents may use
them excessively (Liu et al., 2018). People who use the internet
problematically have trouble controlling their impulsive
behaviors and accepting negative emotions (Pettorruso et al.,
2020).

Finally, the seventh and eighth hypotheses of the current
study were confirmed (H7, H8). The association between
dysfunctional emotion regulation and mobile phone addiction
is serially mediated by mindfulness and self-control. In this
framework, dysfunctional emotion regulation (internal and/or
external) is inversely linked to mindfulness and self-control,
mindfulness and self-control is inversely linked to mobile
phone addiction, and both mindfulness and self-control predict
decreased mobile phone addiction. Earlier research’s findings
are consistent with these findings. Song and Park (2019)
reported that stress and internet addiction were negatively
correlated with self-control. Cho et al. (2017) proposed that
self-control acts as a mediator in the link between smartphone
addiction and stress. Zhang and Zhang (2021) revealed that
mindfulness-based interventions can improve adolescents’
levels of mindfulness and self-control in addition to helping
adolescents lessen emotion dysregulation. The findings of the
current study showed that by increasing mindfulness and
thereby lowering the likelihood of becoming addicted to
mobile phones, self-control had a dual mediating effect on
addiction. Because mindfulness cultivates present-moment
awareness and nonjudgmental acceptance, it is essential for
fostering self-control, which improves the response to early
affective cues that signal the need for control, such as efficient
emotion regulation, and increases sensitivity to affective cues
in the experiential field (Teper etal., 2013). According to Yang
et al. (2023), mindfulness among teenagers is positively
correlated with self-control but negatively correlated with
addiction to mobile phones. Another study found that self-
control and mindfulness play a role in mediating the
relationship between stress and internet addiction (Song &
Park, 2019).

There are a few things to keep in mind when interpreting
the study's results. First, the study was based on self-report
measures, which could diminish the internal validity of the
findings. Second, the results have limited generalizability. The
generalizability of the results is restricted because the current
sample consists solely of high school pupils in Ankara,
Turkey. To enable the generalization of the findings, different
regions of Turkey and adolescents of different age groups
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should be taken into account, and our model should be retested
in future research. Third, there is no cause-and-effect
relationship since the research is cross-sectional. In this way,
the results will be strengthened by repeating hypothesis testing
using various experimental and longitudinal design
measurement techniques. To improve our understanding of
how dysfunctional emotion regulation, mindfulness and self-
control contribute to mobile phone addiction, more research
using randomized and actively controlled research designs is
needed.

Despite these limitations, these findings may help
researchers and practitioners obtain a better understanding of
adolescents’ mobile phone addiction. The current study has
potential implications for preventing mobile phone addiction
among adolescents by improving their levels of emotion
regulation, mindfulness, and self-control. Counseling services
and other professionals should consider the role of these
variables to understand and prevent mobile phone addiction
among adolescents. According to research, mindfulness can
also be developed through practice (Bishop et al., 2004;
Giilden & Yalgin, 2024). In addition, self-control ability is
similar to a muscle that can be strengthened with consistent
training and exercise according to strength model (MacKenzie
& Baumeister, 2015). Similarly, in this respect, programmes
focused on mindfulness and self-control could be developed
and implemented. Considering that changes in the brain are
most likely to occur in adolescence (Huttenlocher, 2009), such
interventions are likely to be beneficial for adolescents.

Conclusion

To our knowledge, the current research was the first to
examine mindfulness and self-control as serial mediators of
the relationship between dysfunctional emotion regulation and
mobile phone addiction in adolescents. Greater dysfunctional
emotion regulation directly heightens the risk for mobile
phone addiction. Specially, in serial fashion, greater
dysfunctional emotion regulation is related to lower
mindfulness and self-control, which is linked to greater mobile
phone addiction. Stated differently, the extent of mobile phone
addiction is heightened by both external and internal
dysfunctional emotion regulation; however, these associations
can be mitigated by practicing mindfulness and self-control.
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Abstract: Though parental efficacy is emphasized in much admirable research, very few social programs have been
assessed. Parenting is a potential protective or risk factor for the development of the child and predicts outcomes related
to the child’s developmental processes. In this study, the effect of a psychoeducation program on the childhood
education efficacy perceptions of mothers was examined. The study is a quasi-experimental design with a pre-test and
post-test control group. 20 mothers with primary school children residing in Turkey, 10 in the experimental group and
10 in the control group, participated in the research. Each mother in the experiment group completed a psychoeducation
program comprising 10 sessions lasting 50 minutes. Prior to the psycho-education, it was determined that there was no
significant difference between the scores of the experimental and control groups obtained from the Child Education
Efficiency Scale (CEES) as well as the Bringing Responsibility, Communication-Interaction, Knowing the Child,
Developing the Child, and Guiding the Child subscales. The result of the research revealed that the experimental group
had significantly higher scores for the Child Education Efficiency Scale and all subscales after receiving
psychoeducation compared to before the training. On the other hand, there was no significant difference between the
scores of the control group from the CEES or any subscales before and after psychoeducation. In addition, after
psychoeducation, the scores of the experimental group were significantly higher for the CEES and Bringing
Responsibility, Communication-Interaction, and Developing the Child subscales compared to the control group. There
was no significant difference in the Guiding the Child, Knowing the Child subscales. The results indicate that the
efficacy levels of mothers can be increased and explain the probable mechanisms that may affect efficacy.

Keywords: Maternal education, psychoeducation, perception of efficacy, self-efficacy, experimental study

Oz Ebeveyn yeterligini takdir arastirmalarla vurgulanan bir olgu olsa da bu konuda az sayida topluluk programi
degerlendirilmistir. Oysa ebeveynlik, cocugun gelisiminde 6nemli bir faktordiir ve gocuklarin gelisimsel siiregleriyle
ilgili sonuglar1 dngérmektedir. Bu aragtirmada annelere yonelik psiko-egitim programinin, annelerin ¢ocuk egitimi
yeterlilik algisina etkisi incelenmistir. Bu kapsamda gergeklestirilen ¢alismada on-test son-test kontrol gruplu yart
deneysel desen kullanilmistir. Arastirmaya deney grubunda 10, kontrol grubunda 10 olmak iizere Tiirkiye’de ikamet
eden, ilkokul cocuguna sahip 20 anne katilmistir. Deney grubundaki annelere her biri 50 dakika siiren 10 oturumdan
olusan psiko-egitim programi uygulanmustir. Psiko-egitim ¢alismasindan 6nce deney ve kontrol grubunun Cocuk
Egitimi Yeterligi Olgegi (CEYO) ve dlgegin sorumluluk kazandirma, iletisim-etkilesim, gocugu tanima, ¢ocugu
gelistirme ve cocugu yonlendirme alt boyutlarindan aldiklar1 puanlar arasinda anlamli bir farklilik olmadigi
saptanmugtir. Arastirma sonucunda deney grubunun psiko-egitimden sonra aldiklari CEYO ve &lgegin alt boyut
puanlarinin tamami, psiko-egitimden once aldiklar1 puanlara gore anlamli diizeyde yiiksek bulunmustur. Kontrol
grubunun ise psiko-egitimden énce ve sonra CEYO ve sorumluluk kazandirma, iletisim-etkilesim, cocugu tanima,
¢ocugu gelistirme, ¢ocugu yonlendirme alt boyutlarindan aldiklar1 puanlar arasinda anlaml bir farklilik olmadigi
saptanmistir. Ek olarak psiko-egitimden sonra deney grubunun kontrol grubuna goére CEYO ve sorumluluk
kazandirma, iletisim-etkilesim, ¢ocugu gelistirme alt boyutlarindan aldiklari puanlarm anlamli diizeyde daha yiiksek
oldugu, cocugu yonlendirme, ¢ocugu tanima alt boyutlarinda ise anlamli bir farkliligin olmadig1 saptanmistir.
Calismanin sonuglari, annelerin yeterlik diizeylerinin arttirilabilecegini ortaya koymakta ve yeterlik iizerinde etkili
olabilecek muhtemel mekanizmalari agiklamaktadir.

Anahtar Kelimeler: Anne egitimi, psiko-egitim, yeterlik algisi, 6zyeterlik, deneysel ¢aligma

Teke, E., Baltaci, U. B. & Avsaroglu, S. (2024). Examining the efficacy of psycho-educational program for mothers on mothers' perception of child
education competence. Erzincan University Journal of Education Faculty, 26(4), 579-592. https://doi.org/10.17556/erziefd.1519487

Introduction

The association between parenting approaches and the child’s
developmental processes forms a broad-scale topic of

obtained results about the negative effects of negative
parenting on the brain (Jiang et al., 2011). However, research
also reported a negative correlation between positive parenting
with internalized and externalized behaviors (Barrera et al.,

investigation. Positive parenting is defined as an approach
supporting the social and psychological development of
children; negative parenting, on the other hand, is considered
a significant risk factor due to its negative effects on these
developmental areas (Dallaire et al., 2006; Yang et al., 2023).
Research provides much evidence that negative parenting may
be associated with internalized and externalized behavior like
anxiety, depression (Clayborne, 2021; Smokowski et al.,
2015), aggression, and overreactions (Dishion & Patterson,
2006; Snyder et al., 2005) in children. Additionally, studies

2002; Boeldt et al., 2012) and associations with high self-
esteem and optimism about the future (Smokowski et al.,
2015). The studies have drawn attention to the association
between parenting and children's developmental processes as
well as emphasized that parental competence, which includes
the knowledge, skills, and attitudes necessary to support
children's development, possesses a significant role in
exhibiting positive parenting traits (Coleman & Karraker,
1998; Hamovitch, 2019). While studies have drawn attention
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to the connections between parenting and the child’s
developmental processes in this way, they emphasized that
those with high parental efficacy may display positive
parenting features (Coleman & Karraker, 1998; Hamovitch,
2019). Studies with the purpose of decreasing the impact of
risk factors while increasing the effect of protective factors
encourage positive parenting (Rodrigo et al., 2012) and point
out that more studies should be conducted regarding parental
competence (Amin et al., 2018; Zorbaz, 2018) so that the
effectiveness of intervention programs can be significantly
increased. Though several studies revealed promising results
concerning developing parental efficacy with intervention
programs, they are inconsistent (Ruiz-Zaldibar et al., 2018;
Sarabi, 2011), and more studies are required about this topic
(Enebrink et al., 2015). In addition to all of this, studies
advocate the opinion that the child education efficacy of
parents, especially of mothers, is significant for the child’s
education and development (Lara & de los Pinos, 2016).
Education level of mothers, parenting approaches, and the
emotional support they provide have a direct impact on
children's cognitive, social, and emotional development
(Miller, 2008; Santrock, 2015). Research has shown that the
safe and supportive environment provided by mothers assists
children in developing a sense of self-esteem and having
positive experiences in their social relationships (Coleman &
Karraker, 2000; D'Aoust, 2008); besides, mothers' attitudes
and behaviors towards their children play a decisive role in
their academic achievement and social adaptation (Santos et
al., 2013; Tezel Sahin, 2014). Furthermore, mothers' tendency
to spend more time in the care of children and to provide
emotional support from their early years reinforces these
findings (Kiligaslan, 2007; Shahraki et al., 2016). Therefore,
this fact reveals that the competence of mothers in child
education becomes a primary subject as a determining factor
in the general development of children as well as indicates the
importance of studies to be conducted on this theme (Kim and
Moon, 2005). However, it was revealed that studies about this
topic are limited in Tiirkiye and need to be expanded (Yesil et
al., 2018; Aksiit, 2022). Based on these results, a
psychoeducation program developed and implemented to
increase child education efficacy perceptions of mothers will
contribute to filling this gap and drawing attention to
protective factors. In this regard, the purpose of the study was
to investigate the effect of a psychoeducation program for
mothers on the child education efficacy perceptions of
mothers. The framework for the theoretical-based approach for
the development of the program with this target is presented
below.

Theoretical Background

Self-efficacy is a belief of people concerning their capability
to be able to complete any work or tasks expected of them and
their skills related to this (Bandura, 1977). Social learning
theory explains self-efficacy as it reveals the individual’s
potential to mobilize for the stated task, the effort they will
expend for the duty, and the duration they will work despite
obstacles (Bandura, 1995). When self-efficacy overlaps with
outcome expectations, the action and effort expended by the
individual will increase to the degree to which they trust their
own efficacy (Bandura & Schunk, 1981). Bandura (1993)
proposed that self-efficacy functions as a mediator between
belief, information, and implementation.

From the view of Bandura’s social learning theory
(Bandura, 1994, 1999), self-efficacy is supported by four basic

sources of information. Among these information sources,
successful experiences are based on the individual’s real
experiences and have a clear and strong effect on mastery
expectations. Indirect experience includes watching activities
completed by others and may be correlated with the mastery
capacity of the observer. Verbal persuasion represents verbal
feedback emerging from others regarding the individual’s
potential for success. Physiological and emotional stimuli are
the final source of information ensuring the emergence of self-
efficacy beliefs. For this information source, aversive
physiological stimuli may be associated with the individual’s
expectations of failure, while fewer of these stimuli may be
associated with expectations of success. In addition to all of
this, contextual factors such as the four psychosocial processes
of cognitive process, affect process, chosen process, and
motivation status, and the social, situational, and temporal
conditions in which the event occurs, affect self-efficacy. As
these factors and the intervening assessment processes are
complicated and interrelated with each other, it was noted that
self-efficacy is a variable construct, not a fixed construct
(Bandura, 2012; Jones & Prinz, 2005).

Bandura (1986, 1997) asserted that self-efficacy possessed
three dimensions, which are magnitude, strength, and
generality, based on social learning theory. Magnitude is
predictions related to the difficulty the individual will have in
succeeding at the task. If the person thinks the task is very
difficult, they may give up on making the effort. The strength
dimension is a measure of the person’s trust in themselves in
succeeding at the task. People with successful experiences may
trust themselves when they need to complete the same task
again. Generality represents the individual being able to
transfer their successful experiences to others. If a person can
generalize their successful experiences to others, they are
thought to have high self-efficacy (Coleman & Karraker,
1998).

The concept of self-efficacy in Social Learning Theory was
found to be closely associated with parental competence;
hence the effects of parents' experiences in child-rearing
processes on their children's development as well as their
perceptions of self-efficacy were investigated (McMahon et
al., 1981; Miller & Prinz, 1990; O'Connor et al., 2013; Scott &
Dadds, 2009; Shaffer et al., 2009; Snyder et al., 2013). Based
on this conceptual background, definitions, practices, and
research have been completed about parenting efficacy (Aksiit,
2022; Bagatarhan & Nazli, 2013; McCoy et al., 2020). In this
context, Teti and Gelfand (1991) defined parenting self-
efficacy as beliefs regarding the capability and skill of parents
in their parenting role. Coleman and Karraker (1998) proposed
that there were a range of requirements for parents to feel
adequate, when self-efficacy is applied to the field of parenting
based on social learning theory. They stated that for parents to
feel adequate they need to believe that they have information
about interventions related to appropriate child care, trust their
abilities to be able to apply this information successfully, and
that their children appreciate these efforts; moreover, other
people will encourage these efforts. In a study based on social
learning theory, Morelli et al. (2020) discovered that the
correlation between psychological distress in parents and a
child's emotional regulation and variability/negativity was
influenced by parenting self-efficacy and parental regulative
emotional self-efficacy. They suggested that parental
confidence in managing parenting responsibilities could act as
a protective factor for the emotional health of the child.
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Bandura (1997) stated that efficacy beliefs of parents are
an important basis for parenting practices. In fact, studies
revealed that high efficacy levels of parents will ensure they
make more effort (Bandura, 1997), support the growth
environment for a healthy child (Kiligaslan, 2007), positively
affect the parent-child adjustment (Jones & Prinz, 2005),
support the child’s health and development (Coleman &
Karraker, 2003; Sari & Altay, 2020; Takacs et al., 2019),
positively affect the mother’s sensitivity level (Leerkes &
Crockenberg, 2002), and reduce depressive symptoms and
stress levels in the mother (Bloomfield & Kendall, 2012;
Takacs et al., 2019). To illustrate, in a study researching the
correlation between parental stress with parenting efficacy and
parenting behavior of mothers with small children, Kim and
Moon (2005) found parenting efficacy and parenting stress
significantly correlated with parenting behavior, and the
mother’s parenting efficacy mediated the correlation between
parenting stress and parenting behavior of the mother.
Consequently, the research results found correlations between
parenting efficacy with psychological health of parents
(Bloomfield & Kendall, 2012; Lavende & Kestler-Peleg,
2017; Teti et al., 1996), positive parenting behavior (Gartstein
& lverson, 2014; Teti & Candelaria, 2002), and the cognitive
(Coleman & Karraker, 2003), emotional (Weaver et al., 2008),
physiological (Leerkes & Crockenberg, 2002), and social
(Aydogdu et al., 2021) development of the child. Additionally,
several studies noted parenting efficacy as a construct that may
vary according to environmental, personal, and behavioral
factors (Bandura, 2012; Jones & Prinz, 2005), and current
experimental studies offered evidence that it may be increased
(Mouton & Roskam, 2015; Sofronoff & Farbotko, 2002). For
this reason, parenting efficacy, being a variable, enhanceable,
and increasable construct, attracts attention to the potential role
of parent education in increasing parental efficacy.

Parental education refers to educational interventions designed
to assist parents in altering their interactions with their children to
discourage adverse child behavior (Croake & Glover, 1977).
Studies about child education of parents, especially mothers,
revealed this education contributed to reducing behavior
problems in their children (Scott & Dadds, 2009), developing
positive identity (Karairmak et al., 2016), ensuring educational
rights (Oktaria & Putra, 2020), and psychological well-being
(Jones & Prinz, 2005). Additionally, studies found that parent
education had positive effects on parenting skills (Lara & de
los Pinos, 2016) and parental efficacy (Bloomfield & Kendall,
2012; Enebrink et al., 2015) of parents. For instance, Bradley
et al. (2003) performed a randomized controlled assessment of
a four-session psychoeducation group offered in public
institutions for mothers and fathers of preschool children with
behavior issues. The research revealed a substantial
improvement in parenting practices among participants who
received the intervention, resulting in a notable decrease in
their children's negative behaviors compared to those in the
control group. Bloomfield and Kendall (2012) discovered an
association between parental self-efficacy and stress
experienced by parents in research that explored the influence
of a parenting program on parental self-efficacy, stress levels,
and alteration in child behavior. The study finding suggests
that increased parenting self-efficacy is correlated with
decreased stress levels.

The outcomes of both parent education programs and
interventions about parenting efficacy are promising in the
literature (Ruiz-Zaldibar et al., 2018). Though studies stated
that parenting efficacy is a changeable construct affected by

many variables (Bandura, 2012; Jones & Prinz, 2005), there is
a need for additional studies based on a robust theoretical
framework to be able to sufficiently understand this construct.
In addition to this, studies support the view that adequate child
education of parents, especially mothers, is important for the
child’s education and development (Lara & de los Pinos,
2016). Because mothers' perceptions of competence form the
cornerstones of child-rearing practices. Research has shown
that the safe and supportive environment provided by mothers
assists children in developing a sense of self-esteem and
having positive experiences in their social relationships
(Coleman & Karraker, 2000; D'Aoust, 2008), as well as that
mothers' attitudes and behaviors towards their children play a
decisive role in their academic achievement and social
adaptation (Santos et al., 2013; Tezel Sahin, 2014). Mothers
with a high level of competence contribute positively to their
children's development processes by allocating more time to
them (Kiligaslan, 2007). These mothers not only strive to
ensure that their children grow up in a healthy environment but
also encourage positive parenting behaviors (Coleman &
Karraker, 1998; Hamovitch et al., 2019). In this context,
increasing the competence levels of mothers is critical both for
their own psychological health and for the development of
their children (Miller, 2008). Therefore, supportive programs
for mothers are regarded as an important element in shaping
the future of children (Kim and Moon, 2005). However, it was
noted that the studies on this topic in Tiirkiye are limited and
more studies are required (Aksiit, 2022). It was emphasized
that studies, especially education-focused experimental
studies, were so few as to be non-existent (Yesil et al., 2018).
In this study, the aim was to contribute to resolving this gap
and comprehending this construct by focusing on increasing
the child education efficacy of mothers.

Present Study

Based on social learning theory, one of the features required
by parents to be able to feel they are adequate in terms of
parenting is to have sufficient levels of information about child
care (Coleman & Karraker, 1998). Intervention studies
revealed that programs for parents lead to an increase in the
self-efficacy of parents (Adamson et al., 2013; Morawska et
al., 2014). In addition, studies emphasize that parenting self-
efficacy is associated with mothers' level of knowledge on
child development (Hess et al., 2004), that child education
competencies of mothers are vital for their children's social,
emotional, and cognitive development (Santrock, 2015), and
that supportive programs for mothers play a decisive role in
forming the future of children (Kim and Moon, 2005). For this
reason, this psychoeducation program, prepared based on
social learning theory, is expected to increase efficacy levels
by contributing to the information about child education of
mothers. All of this will provide the opportunity to understand
this construct and to become aware of protective factors. In
conclusion, the objective of this research was to investigate
how a psychoeducation program for mothers influences
mothers' perceptions of their efficacy in educating their
children. The following hypotheses were tested in the study:
(H.) the post-test scores of mothers in the experiment group
participating in the psychoeducation program will be higher by
a statistically significant level compared to the control group;
(H2) the post-test scores of mothers in the experiment group
participating in the psychoeducation program will be higher by
a statistically significant level compared to their pre-test
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scores; and (Hs) pre-test and post-test scores of mothers in the
control group will not significantly differ.

Method

Research Model

In this study, a pretest-posttest controlled, semi-experimental
pattern was utilized. Besides a 2x2 split plot pattern with the first
factor defined as two separate groups (experiment-control) was
utilized while the second factor was two separate processes
(pretest-posttest) (Biiyiikoztiirk, 2010). The research model can
be observed in Table 1.

Table 1. Research model

Group Pre-test Procedure Post-test

Experiment CEES Psychoeducation CEES
program

Control CEES - CEES

Note. CEES: Child Education Efficiency Scale
Study Group in the Research

The study group comprised 20 volunteer people residing in
Konya. The participants were determined by the convenience
sampling method; 10 of them were in the experimental group, and
10 of them were in the control group.

The experiment and control groups were selected from
mothers of students attending primary education in a state school
based on volunteering. The personal information form (PIF) and
the CEES were applied to all 47 mothers who volunteered.
Following the scale, the scores for each mother were calculated
and ranked. The analysis of scale scores was based on
psychometric features. The experiment and control groups were
determined by random allocation of those with scores below 50
out of 100 (assessed as inadequate and very inadequate). Finally,
10 mothers were included in each group.

Inclusion criteria were considered when determining the
experiment and control groups. Inclusion criteria were
volunteering for the study, not using medication, and having no
diagnosis. Additionally, an important point is to control for
possible effects of confounding factors not researched but
affecting the dependent variable in experimental studies. As a
result, a control group equivalent to the experiment group was
formed to remove this risk from the study (Ulasan, 2018). In the
research, the numbers of mothers included in the experiment and
control groups were equal; they were at least primary school
graduates, were in the development period of young adulthood,
were married for at least seven years, and were not employed.

Table 2 shows the demographic information of mothers in
both groups. The mean age of mothers in the experiment group
was 32.5 years. Of mothers, 60% were primary education
graduates, and 40% were secondary education graduates. Of
mothers, 30% had one child, 40% had two children, and 30% had
three children. Of the mothers, 70% were married for 7-10 years,
and 30% were married 10-15 years. Mothers included in the
experiment group were not employed.

The mean age of mothers in the control group was 33.3 years.
Of mothers, 60% were primary education graduates and 40% were
secondary education graduates. Of mothers, 30% had one child,
50% had two children, and 20% had three children. Of mothers,
40% were married for 7-10 years, and 60% were married for 10-
15 years. No mother in the control group was employed.

Examining mothers in the experiment and control groups
for significant differences between them initially to identify
suitability for the research, mothers in both groups were
equivalent in terms of pre-test scores prior to the experimental
intervention, and they were assessed as abiding by the
preconditions for the experimental intervention.

Development and Implementation of Psychoeducation
Program for Mothers

Psychoeducation programs target the development of skills to
both cope with current problems and to prevent the emergence of
problems. Additionally, the aim is that individuals interact and
learn from each other with information-based teaching (Brown,
1998; 2004; Geroski & Kraus, 2002). In this psychoeducation
program developed for mothers, the objective was to develop their
child education-related skills and thus to increase their child
education efficacy perceptions.

Preparing a psychoeducation program requires good
planning and conducting needs analysis studies and literature
reviews (DeLucia-Waack, 2006). In this context, in order to
develop a psychoeducation program for mothers, publications
on the development and implementation of psychoeducation
programs, Family Education Programs, studies for families
and mothers, group sessions, and related literature are
benefited together with the topics determined following the
needs analysis studies (Akosmanoglu, 2023; Bandura, 1977,
1994, 1999; Bagatarhan & Nazli, 2013; Brown, 2004;
Coleman & Karraker, 1998; Giigray et al., 2009; DeLucia-
Waack, 2006; Faber & Mazlish, 2023; Mackenzie, 2000;
Lightning, 2017; Green et al., 2018; Yildirim, 2018). The
subscales of the CEES of giving responsibility (GR),
communication-interaction (CI), knowing the child (KC),
developing the child (DC), and guiding the child (GC) were
considered. The social learning theory was regarded as the
basis. Within the framework of Social Learning Theory, the
four basic sources of information of the concept of self-
efficacy were considered in the program aimed at improving
the child education competencies of mothers. In the program,
it was aimed to enhance individuals' perceptions of self-
efficacy through activities reinforcing their success
experiences. In addition, with indirect experience, participants
were allowed to assess their own skill capacities by drawing
on each other's experiences. Through verbal persuasion
strategies, expert opinions, and group discussions, participants
were provided encouraging feedback enabling them to realize
their parenting potential. At the point of managing emotional
and physiological stimuli, anxiety management and stress
coping strategies were applied. In addition, the participating
mothers had an opportunity to observe each other's
experiences with the modeling method. The activities aimed at
improving mothers' self-efficacy perception (e.g., | know my
child) were the focus of the program. Thus, it was aimed to
enable mothers to discover the developmental characteristics
of their children, as well as to reinforce their self-efficacy
beliefs. Through drama activities performed in order to
improve effective communication skills, both increasing the
self-confidence of the participants and establishing a healthier
interaction with their children was the main purpose. Besides,
positive reinforcement methods were included in the program
to enhance the strengthening of mothers' perceptions of self-
efficacy by highlighting and celebrating their achievements.
Through group discussions and practice sessions, participants
shared their experiences and activated social support
mechanisms. Thus, in the design of the program, systematic
approaches based on social learning theory and the concept of
self-efficacy were used. Through creating an effective
structure to increase the child education competencies of
mothers, it was aimed to ensure that the knowledge gained by
the participants was applied and reinforced in practice and to
create lasting effects on the development of parenting skills.
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Table 2. Demographic information

. Experiment Experiment Control grou
Variables glE)oup 5 grgup (%) Control group (f) (%)g P
Mother’s age 25-30 years 3 30 2 20

31-35 years 5 50 5 50
36-40 years 2 20 3 30
Mother’s Primary education 6 60 6 60
educational status Middle education 4 40 4 40
Number of children 1 3 30 3 30
2 4 40 5 50
3 3 30 2 20
Duration of 7-10 years 7 70 4 40
marriage 10-15 years 3 30 6 60
Mother’s Employed 0 0 0 0
employment status ~ Unemployed 10 100 10 100

Expertise is required to manage psychoeducation groups.
The aim of the leader is not just to present information to the
group. The leader must also facilitate personal learning and be
supportive of group members expressing themselves and their
emotions. They must encourage new learning practices and
create the environment and opportunities for this (Brown,
2004). They must focus on the skills that are to be acquired. In
this context, role-play and socio-drama methods, the empty
chair technique, and example cases should be used in sessions,
and homework should be given. Sessions may assist in
participants being able to develop life and communication
skills, unearth problems, and develop appropriate skills (Furr,
2000). In addition, provided that the first session introduces
group members and is a preparatory session, it may assist in
reducing the anxiety of group members. Participation in
sessions by group members should be increased, and they
should be given the opportunity to open up about their feelings
in a comfortable way (Yalom & Leszcz, 2005). At the same
time, rules should be determined in the first session, and the
final session should be a termination (DelLucia-Waack, 2006).
In the developed psychoeducation program, introductory
activities and the creation of group rules were included in the
first session, while the final session was the termination. In
addition to teaching information, dramatization studies, group
discussions, brainstorming, example practices, stabilization
techniques, and a variety of activities were included in the
program. The requirement of sharing and practice in each
session was considered.

Though the number and duration of psychoeducation
sessions may differ linked to time and the development period
of the participants, psychoeducation comprises an average of
6 to 20 sessions (Giigray et al., 2009). It is generally
appropriate to perform psychoeducation sessions once per
week. The frequency of the sessions may vary according to the
target of the group, the status of participants and their
circumstances (Brown, 2004). In this context, this
psychoeducation program for mothers developed, comprising
10 sessions with one session per week, and each session is
structured to last 50 minutes. The psychoeducation program
was presented to two experts who are specialized in the field
of Guidance and Psychological Counseling as well as
experienced in the development processes of psychoeducation
programs. Following the opinions received and the
preliminary application (it consisted of 10 sessions, lasted 10
weeks, and was conducted with 10 mothers), the required
revisions were made, and the program, consisting of 10
sessions, was finalized. In the first session of the implemented
program, the participants socialized with each other through

the meeting activity, received information on the content of the
program, and group rules were created. With the "Who am 1?"
activity, mothers discovered their identities by introducing
themselves. In the second session, the social, emotional,
cognitive, and physical development characteristics of the 7-
11 age period were discussed, and mothers were enabled to
develop awareness regarding their children with the "I know
my child" activity, which was used in other sessions to
encourage these awareness-raising activities. In this session,
mothers discussed the resources of their children. In the third
session, topics such as effective communication, active
listening, and giving feedback were shared with the child, and
mothers improved their communication skills by dramatizing
child-mother roles. In the fourth session, parental attitudes
(authoritarian, overly permissive, overprotective, and
democratic) and sibling relationships were lectured. At this
point, the mothers' shares and opinions were also included. In
the fifth session, the issue of anxiety in children was discussed,;
concerns were expressed with the "My Anxiety Story" activity,
and mothers were encouraged to discover their own calming
methods with the "My Calming Window" study. In addition,
mothers expressed the methods their children use to calm
down. In the sixth session, the concept of privacy in children
was emphasized; With the "Creating a Picture of Trust”
activity, the sense of trust was reinforced, and painting
privacy-related activities were carried out. In the seventh
session, strategies for giving children responsibility were
discussed, and responsibilities were determined with the "My
Responsibility Chart" activity. In the eighth session, the
concept of boundaries in children was discussed; "Border
training and border map" activities were carried out. In the
ninth session, participants were lectured on the use of screens
for children; the effects of screen use in terms of
communication, anxiety, privacy, and boundaries were
evaluated, and the topics were reinforced with collage work.
In the tenth session, following the general evaluation of the
program, "Good wishes" were applied with the participants
and the post-tests were applied. The content of the 10 sessions
is shown in Table 3 in brief.

Data Collection Tools
Personal Information Form (PIF)

The PIF was employed for demographic information of
mothers. The PIF included questions regarding the age,
educational status, number of children, marriage duration, as
well as employment status of mothers.

Table 3. Content of the psychoeducation program
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Sessions Content

1 Introduction activities
Describing content of the program
Creating group rules
Who am | activity

2 7-11 year development period features
I know my child
My child and resources

3 Information about effective communication
with the child
Dramatization of communication with the
child

4 Parental attitudes

Sibling relationships
Example applications

5 Anxiety in children
The story of my anxiety activity
My calming window

6 Privacy of children
Creating a safe picture activity
Privacy coloring study

7 Giving the child responsibility
My responsibility timeline

8 Boundaries in children
Boundary education and boundary map
study

9 Use of screens by children

Communication with children and screens
Anxiety in children and screens
Privacy of children and screens
Boundaries of children and screens
Collage study

10 Assessment
Good wishes implementation
Posttest application

Child Education Efficiency Scale (CEES)

This scale was developed by Yesil, Aslanderen and Sahan
(2018) with the aim of determining perceptions of parents on
child education efficacy. The scale is based on self-assessment
and comprises 37 items (e.g., “I can explain my thoughts in a
way my child will understand”). The scale involves the
following subscales: Bringing  Responsibility (BR),
Communication-Interaction (Cl), Knowing the Child (KC),
Developing the Child (DC), Guiding the Child (GC). 5-point
likert scale rating—Never (0), Rarely (1), Sometimes (2), Most
of the time (3), Always (4) was utilized. Scores obtained from
the scale can be calculated based on the arithmetic mean or
standard scores in a 100-point system. The scale had Cronbach
alpha internal consistency coefficients of 0.92 for the total
score, 0.86 for the GR, 0.85 for the Cl, 0.85 for the KC, 0.74
for the DC, and 0.76 for the GC subscales.

In this study, the reliability coefficients for the CEES were
found 0.93 for the total score, 0.79 for the GR, 0.87 for the Cl,
0.89 for the KC, 0.72 for the DC, and 0.85 for the GC
subscales.

Data Collection

The required analysis studies were performed prior to
commencing the research. Opinions of parents and teachers
were requested, and data from studies completed by the school
guidance and psychological counseling services were
investigated. Finally, it was decided to implement a

psychoeducation program about increasing the efficacy
perceptions of parents, and we identified the required topics.
The study was conducted with the approval decision received
from the XXX Social and Human Sciences Scientific Research
and Publication Ethics Committee (Protocol No. 2024/03) at
the 2024/03 meeting dated 21.03.2024. Following the
announcements of the planned study, parents who volunteered
were determined. A total of 47 mothers applied for the study.
The PIF and the CEES were applied to mothers. The PIF and
the CEES were completed in approximately 15-20 minutes.

Among those with inadequate and very inadequate child
education levels, the experiment group included 10 mothers,
and the control group included 10 mothers. The
psychoeducation program was applied in 10 sessions, each
lasting 50 minutes for the experiment group in the study.
Immediately after the program, the CEES was reapplied to
participants of both groups, thus the post-test scores of mothers
were obtained.

Analysis of Data

Pre-test scores were determined from the first application of
the CEES to parents. Post-test scores were calculated for the
experiment and control groups after the sessions ended and the
scale was reapplied. The data was analyzed via the SPSS 25.0
program. For analysis, descriptive statistics, the Mann-
Whitney U test and the Wilcoxon signed ranks test were used.

Results

Table 4 shows pre-test and post-test mean scores of the
experiment and control groups, skewness and kurtosis
coefficients, and Shapiro-Wilk test p-values. The Shapiro-
Wilk test is employed when the number in the study group is
less than 50. To ensure normal distribution, the p-value should
be larger than .05 (Rockinson-Szapkiw, 2013). The skewness
and kurtosis values being in the 1 interval is an indicator of
normal distribution (George & Mallery, 2019). There were
subscales with skewness and kurtosis values varying from -
1.71 to 3.35 and the Shapiro-Wilk test p-value was smaller
than .05. Non-parametric statistics should be used in situations
with less than 30 in the study group (Sedgwick, 2012).
Considering the number of participants was fewer than 30, the
decision was made to use non-parametric statistical methods
in this study.

Table 5 shows Mann Whitney U test results for the scores
in the experiment and control groups. As it is observed from
the participants in the experiment and control groups, there
were no statistically significant differences in the pre-test
scores received for the CEES (z= -.425, p >.05) and GR (z=-
722, p >.05), ClI (z=-.191, p >.05), KC (z=-.229, p >.05), DC
(z=-.661, p >.05), and GC (z=-.500, p >.05) subscales. In this
context, before beginning psychoeducation, the experiment
and control groups had equivalent scores for the CEES and
subscales. When the post-test scores received by experiment
and control group participants for the CEES (z= -3.782, p
<.05) and GR (z= -2.456, p <.05), Cl (z=-3.377, p <.05), and
DC (z=-2.690, p <.05) subscales were examined, a statistically
significant difference in favor of the experiment group was
identified. This means after psychoeducation, the experiment
group had significantly higher scores for the CEES and GR,
Cl, and DC subscales compared to the control group. The
differences in post-test scores for the KC (z= -1.932, p >.05)
and GC (z= -1.912, p >.05) subscales were not found to be
significant.
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Table 4. Distribution and normality test results for pre-test and post-test scores of individuals in the experiment (E) and control

(C) groups
Variables Test N Mean SE SD Skewness Kurtosis Shapiro-Wilk
Pretest — CEES E 10 48.0 .95 3.00 -.28 -1.33 24
C 10 485 101 322 -.82 -.64 .03*
E 10 600 204 6.46 .30 -1.71 17
Posttest- CEES C 10 483 .81 2.56 -.82 17 43
Pretest - GR E 10 492 154 488 -.34 -.02 .69
C 10 505 211 6.68 -.38 -1.53 .08*
Posttest- GR E 10 598 180 571 -.01 .59 .36
C 10 512 221 701 -.01 -1.23 .58
Pretest - ClI E 10 438 188 5097 -41 -.22 .75
C 10 429 254 8.04 -.27 -.97 .22
Posttest- ClI E 10 570 213 6.75 .61 -.82 45
C 10 416 217 6.88 A1 -.22 .50
Pretest - KC E 10 545 3.00 9.48 -.82 .63 A7
C 10 562 314 994 74 27 .29
Posttest- KC E 10 655 328 10.39 -.57 45 .78
C 10 565 329 1042 46 -.39 74
Pretest- DC E 10 475 300 950 -1.39 3.35 .06*
C 10 465 236 747 .36 -.15 .85
Posttest- DC E 10 600 357 11.30 .00 -1.34 .39
C 10 45.5 2.52 7.97 41 -.13 44
Pretest - GC E 10 42.6 537 16.98 44 -.65 .70
C 10 446 344 10.90 41 -1.67 .04*
Posttest- GC E 10 566 412 13.05 .00 42 .95
C 10 440 412 13.03 -41 -.52 .55

Note. Child Education Efficiency Scale: CEEFC, Bringing Responsibility: BR, Communication-Interaction: Cl, Knowing the
Child: KC, Developing the Child: DC, Guiding the Child: GC, *p<.05

Table 5. Mann Whitney U test results for scores in the experiment (E) and control (C) groups

Variables Test Groups N Mean Rank Sum of Ranks U z p
CEES Pretest E 10 9.95 99.50 44,500 -.425 671
C 10 11.05 110.50

Posttest E 10 15.50 155.00 .000 -3.782  .000*
C 10 5.50 55.00

GR Pretest E 10 9.55 95.50 40.500 -.722 470
C 10 11.45 114.50

Posttest E 10 13.70 137.00 18.000 -2.456  .014*
C 10 7.30 73.00

Cl Pretest E 10 10.75 107.50 47.500 -191 .848
C 10 10.25 102.50

Posttest E 10 14.95 149.50 5.500 -3.377  .001*
C 10 6.05 60.50

KC Pretest E 10 10.80 108.00 47.000 -.229 .819
C 10 10.20 102.00

Posttest E 10 13.05 130.50 24.500 -1.932 .053
C 10 7.95 79.50

DC Pretest E 10 11.35 113.50 41.500 -.661 .509
C 10 9.65 96.50

Posttest E 10 14.00 140.00 15.000 -2.690 .007*
C 10 7.00 70.00

GC Pretest E 10 9.85 98.50 43.500 -.500 .617
C 10 11.15 111.50

Posttest E 10 13.00 130.00 25.000 -1.912 .056
C 10 8.00 80.00

Note. Child Education Efficiency Scale: CEEFC, Bringing Responsibility: BR, Communication-Interaction: Cl, Knowing the
Child: KC, Developing the Child: DC, Guiding the Child: GC, *p<.05
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Table 6. Wilcoxon signed ranks test results for comparison of pre-test and post-test scores in the experiment group

Variables Ranks N Mean Rank Sum of Ranks z P
CEES Negative Ranks 0 .00 .00 -2.803 .005*
Positive Ranks 10 5.50 55.00
Ties 0
GR Negative Ranks 0 .00 .00 -2.807 .005*
Positive Ranks 10 5.50 55.00
Ties 0
Cl Negative Ranks 0 .00 .00 -2.807 .005*
Positive Ranks 10 5.50 55.00
Ties 0
KC Negative Ranks 1 1.00 1.00 -2.706 .007*
Positive Ranks 9 6.00 54.00
Ties 0
DC Negative Ranks 0 .00 .00 -2.552 .011*
Positive Ranks 8 4.50 36.00
Ties 2
GC Negative Ranks 1 2.00 2.00 -2.442 .015*
Positive Ranks 8 5.38 43.00
Ties 1

Note. Child Education Efficiency Scale: CEEFC, Bringing Responsibility: BR, Communication-Interaction Cl, Knowing the
Child: KC, Developing the Child: DC, Guiding the Child: GC, *p<.05

Table 7. Wilcoxon signed ranks test results for comparison of pre-test and post-test scores in the control group

Variables Ranks N Mean Rank Sum of Ranks z p
CEES Negative Ranks 5 4.40 22.00 -.566 572
Positive Ranks 3 4.67 14.00
Ties 2
Negative Ranks 1 1.00 1.00 -1.069 .285
GR Positive Ranks 2 2.50 5.00
Ties 7
Negative Ranks 4 3.75 15.00 -1.000 317
Cl Positive Ranks 2 3.00 6.00
Ties 4
KC Negative Ranks 2 2.00 4.00 -.378 .705
Positive Ranks 2 3.00 6.00
Ties 6
DC Negative Ranks 2 1.50 3.00 -1.414 157
Positive Ranks 0 .00
Ties 8
GC Negative Ranks 2 3.00 6.00 -.378 .705
Positive Ranks 2 2.00 4.00
Ties 6

Note. Child Education Efficiency Scale: CEEFC, Bringing Responsibility: BR, Communication-Interaction Cl, Knowing the

Child: KC, Developing the Child: DC, Guiding the Child: GC

Table 6 presents the Wilcoxon signed ranks test results for
the comparison of pre-test and post-test measures for the
experiment group. As seen in Table 6, the differences between
pretest and posttest scores for the CEES (z=-2.803, p <.05) and
GR (z=-2.807, p <.05), Cl (z=-2.807, p <.05), KC (z=-2.706,
p <.05), DC (z=-2.552, p <.05), and GC (z=-2.442, p <.05)
subscales in the experiment group were significant. In other
words, after psychoeducation, the scores received by the
experiment group for the CEES and subscales were higher by
a significant level than scores before psychoeducation.

Table 7 shows the Wilcoxon signed ranks test results for
comparison of the pre-test and post-test scores in the control
group. As seen in Table 7, there was no significant difference
between pre-test and post-test scores for CEES (z=-.566, p
>.05) and GR (z=-1.069, p >.05), CI (z=-1.000, p >.05), KC
(z=-.378, p >.05), DC (z=-1.414, p >.05), and GC (z=-.378, p
>.05) subscales in the control group.
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Discussion

The purpose of the current study is to examine the effect of a
psychoeducation program for mothers on the child education
efficacy perceptions of mothers. Based on findings, the
experiment group had significantly higher level of scores for
the CEES and GR, CI, KC, DC, and GC subscales after
receiving the psychoeducation compared to before the
training. Additionally, it was identified that the pre-test and
post-test scores for the CEES and GR, CI, KC, DC, and GC
subscales did not differ by a significant level in the control
group. After psychoeducation, the experiment group had
significantly higher scores for CEES and GR, Cl, and DC
subscales compared to the control group. Additionally, no
significant difference was identified for the post-test scores of
the GC and KC subscales in the experiment and control
groups.
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In the study, it was emphasized that the scores for the
CEES and GR, Cl, KC, DC, and GS subscales of the
experiment group after psychoeducation were significantly
higher compared to the scores received before
psychoeducation. Following the psychoeducation, the
experiment group was determined to have statistically
significant higher CEES and GR, CI, and DC subscale scores
than the control group. Studies in the literature are consistent
with the findings of the current research. The findings of both
psychoeducation studies and other research based on group
psychological counseling, trainings and individual counseling
for parents appear to be similar to the results of the current
research (Akosmanoglu & Bedel, 2023; Berge et al., 2010;
Bloomfield & Kendall, 2007, 2012; Cabuk & Sahin, 2017,
Kim & Chung, 2006; Morawska et al., 2014; Neslitiirk &
Deniz, 2014; Oh & Cho, 2009; Pehlivan, 2008; Puckering et
al., 1994; Roghanchi et al., 2018; Sofronoff & Farbotko,
2002). For example, researchers reported a significant effect
of psychoeducation for mothers on the interest, discipline and
participation subscales comprising development of self-
efficacy perceptions in the experiment group (Akosmanoglu &
Bedel, 2023). Another study by Pehlivan (2008) detected a
significant increase in mothers being satisfied with the
emotional relationships experienced with their children for
those in a psychoeducation experiment group. Similarly,
researchers in a study determined that a maternal education
program positively affected the communication of mothers
with their children (Cabuk & Sahin, 2017). A study by
Neslitiirk and Deniz (2014) found increases at a significant
level for communication skills between mothers and children
and taking responsibility after a values training program
applied to mothers. The results of a psychoeducation study
performed with 21 mothers experiencing serious parenting
problems found increases in warmth, sensitivity and effective
control (Puckering et al., 1994). Another study by Oh and Cho
(2009) reported that mothers in a group receiving counseling
had more indecision regarding emotional expression, more
adverse communication and more adverse parenting behavior
than the comparison group. Researchers dealing with group
psychological counseling for mothers and daughters
concluded that it was efficient in enhancing the relationship
between parents and children, as well as the overall
functioning of the family. (Roghanchi et al., 2018). Kim and
Chung (2006) indicated that a parent education program
completed based on solution-focused therapy, Satir’s
experiential family therapy and cognitive-behavioral therapy
reduced parental stress of mothers, significantly increased the
feeling of parental efficacy and positive maternal behavior
during mother-child interactions and developed the self-
confidence of mothers and maternal attitudes about raising
children. In a study by Berge et al. (2010), researchers
identified statistically significant improvements in family
functioning and undesirable behavior in the child after
participants completed a parenting psychoeducation group.
Sofronoff and Farbotko (2002) concluded that an intervention
program targeting development of parental self-efficacy for
management of problematic behavior related to Asperger
syndrome was effective. In the study by Bloomfield and
Kendall (2012), they found an increase in parenting self-
efficacy after participation in a parenting program. Morawska
et al. (2014) reported that a short parenting discussion group
about regulating the eating times of children increased
parenting self-efficacy. A study investigated 53 parenting
programs and concluded that the results of data obtained from

parents participating in the programs were promising
(Bloomfield & Kendall, 2007).

As seen in current research and in studies consistent with
this research, parenting programs are proposed to enhance the
short-term psychosocial health of mothers (Barlow et al.,
2003). Parenting self-efficacy appears as a key factor
encouraging healthy functioning between parents and children
(Albanese et al., 2019). Additionally, systematic structured
psychoeducation may be assessed as a complementary
approach leading to the development of individuals and
reducing problems (Srivastava & Panday, 2016). These
programs are founded on social learning theory, behavioral
and cognitive learning theories and contribute to strengthening
the parenting skills of parents (Selinger, 2019; Thompson &
Datchi, 2019). Additionally, it is crucial that participants take
an active role in the process according to social learning theory
(Davis et al., 2017). Parenting interventions based on social
learning principles are considered to be critical for the
development of children (Mazzucchelli, 2018). The social
learning theory and cognitive-behavioral perspectives form the
theoretical basis for psychoeducation groups. Behavior and
skills can be learned; thus, they may be changed with new
behavior and learning is facilitated within a group offering the
opportunity to observe and apply new behavior in a safe
structured environment (Kuechler & Andrews, 1996). When
evaluated within this scope, it is an expected finding that the
psychoeducation program for mothers increased the child
education efficacy perceptions of mothers.

No significant difference was detected in the post-test
scores for the GC and KS subscales in the experiment and
control groups in the research. Cekic (2019) reported that most
mothers stated they knew their children in a study performed
with Turkish mothers. Research stated that mothers perceive
themselves as having a guiding function for their children (San
Jose et al., 2022). Mothers may have a tendency to plan and
guide their children’s future lives in many ways (Wall, 2010).
Considering the relevant literature, no significant difference
may have been identified between the two groups after
psychoeducation as perceptions of mothers about knowing
their children well and guiding them are already present.

There are studies that do not overlap with the findings of
this research (Sarabi, 2011; Simsek & Atak, 2021). For
example, the study by Simsek and Atak (2021) found no
significant difference in communication functions after
psychoeducation for parents with children aged 12-18 years.
Simsek and Atak (2021) found the content of their
psychoeducation program on developmental features of the
adolescent period mainly and completed it with a video
conferencing method. In the current study, the
psychoeducation study was completed in the face-to-face
environment and applied with interactive participation of
group participants based on social learning theory. The
literature emphasizes that participation in interactive sessions
is important for participants in psychoeducation groups
(Cowls & Hale, 2005). The differences between these two
studies may be due to intense interactive participation in the
current study. The study by Sarabi (2011) investigated the
effect on the self-efficacy of mothers of children with autism
in the preschool period and they concluded that the parental
education and skills training program was unable to increase
self-efficacy. The study included families with children
displaying normal development. The difference between these
two studies may be due to parents of children with autism
diagnosis experiencing more difficulty in child-raising and
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communication with their children compared to parents of
children with normal development (Meirsschaut et al., 2010).

Within the scope of this research, the following
suggestions are provided for both researchers and field
practitioners: In this research, a psychoeducation program was
implemented to increase the child education efficacy
perceptions of mothers. Parents' increased perception of
parenting self-efficacy is an essential factor for the well-being
of both themselves and their children (Albanese et al., 2019).
Thus, researchers stated that the competence of fathers in child
education is notable (Greco & Morris, 2002; Wilson & Prior,
2011). Further studies may be performed to increase the child
education efficacy perceptions of fathers. This research is
limited to the quantitative data collected. Future studies may
be completed with mixed patterns. The psycho-educational
study in this research was based on social learning theory.
Field practitioners can apply psycho-educational studies
developed on the basis of social learning theory to increase
parents' self-efficacy perceptions in counseling processes. In
addition, seminars organized to increase the perception of self-
efficacy for parents can be created in accordance with the basis
of social learning theory. Moreover, participants in the group
study were not employed and comprised mothers who were
preschool and middle school graduates. It appears no
consensus has been reached among researchers related to the
differentiation of efficacy perceptions with the employment
and educational status of mothers (Yesil et al., 2018, Kuzu &
Kisa, 2019, Kwok, & Wong, 2000). This may affect the
generalizability of the research.
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Introduction skills, which are defined as survival skills, cooperation,
leadership, taking responsibility, entrepreneurship, effective
communication, curiosity, and imagination. Kennedy et al.
(2016) define 21st-century skills under four headings. These
are ways of thinking (creativity, critical thinking, problem-
solving, decision-making, learning), ways of working
(communication and collaboration), tools necessary for work
(information and communication technology, information
literacy), and skills for social life (citizenship, life, and career,
personal and social responsibility).

Learning and teaching processes change according to the
period in which they live and the foreseen for the future. The
trends that emerged toward the end of the 20" century also
expect the individuals of the future to have different
competencies. In order for existing education systems to meet
this need, studies have focused on determining the skills
expected from individuals in the 21% century and gaining these
skills. 21t century skills classified differently by many
institutions and organizations. In P21 (Partnership for 21
Century Skills, 2009) learning and innovative skills (creative
thinking, innovation, critical thinking, problem solving,
communication, collaboration, learning to learn), information,
media and technology skills (information literacy, media
literacy, information and communication technology literacy),
life and career skills  (flexibility, adaptability,
entrepreneurship, social and cultural skills, productivity,
responsibility, leadership) are classified as three different
themes. OECD (2005) defines it as interaction with
heterogeneous groups and use of technology tools. In
NETS/ISTE (2007), it is defined as creativity and innovation,

Conceptual Framework

When 21% century skills are considered in terms of basic and
literacy skills, critical thinking is among these basic skills
(Cansoy, 2018). This can be considered to mean that the
importance of critical thinking will continue in the future
(Caligkan, 2019). Critical thinking skills is a way of thinking
that is logical, reflective and oriented toward deciding what to
do and what to believe (Ennis, 1985). Skilles such as
questioning life, distinguishing between right and wrong,
criticizing the increasingly polluted information, claims, and
propositions; being honest in their judgment, support their

critical thinking, problem solving and decision making,
communication and cooperation, digital citizenship,
technological applications and concepts, research and
knowledge fluency (Belet -Boyaci and Giiner-Ozer, 2019).
According to Wagner (2008, cited in Egmir & Erdem, 2021),
21st-century skills are critical thinking and problem-solving

views on sound grounds, enables students to eliminate the
dependency on authority by thinking critically (Alkin-Sahin &
Tunca, 2015). For this reason, the implementation of 21st-
century skills in schools and gaining them for students is an
inevitable necessity (Soland et al., 2013). Students can acquire
21st-century skills with teachers who have these skills (Harris
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et al.,, 2009). Raising individuals with critical thinking
knowledge, skills, and attitudes is possible with teachers who
care about their students gaining critical thinking skills and can
apply appropriate methods and techniques in the classroom
(Onal & Erisen, 2019). This draws attention to the methods
and techniques that can be used to gain both 21st-century skills
and critical thinking skills. Starting from the pre-service
period, pre-service teachers should gain knowledge, skills, and
experience regarding appropriate methods and techniques.
Philosophical inquiry is also a method that can be used in the
acquisition of these skills. According to Lipman (1995),
critical thinking develops conceptualization, reasoning,
generalization, and research skills. He also argued that
developing critical thinking through interaction with peers is
much easier than teaching it technically. Philosophical inquiry
is an approach that meets all these criteria. Philosophical
inquiry sessions, which first started as "Philosophy with
Children", were later named inquiry society and collaborative
questioning society and were held with participants from
different age groups (Kennedy 1998; Kennedy, 2018;
Kennedy & Kennedy, 2011; Lipman, 1995; Sarp, 1987).
Philosophical inquiry sessions consisted of ten stages.
Relaxation exercises, determining the session rules, presenting
the stimulus (story, object, picture, etc.), thinking about the
stimulus, asking questions, connecting the questions, choosing
the question to be asked for philosophical inquiry, developing
thoughts about the question, following each other's thoughts,
and encouraging questioning. It can be said that all these stages
directly affect thinking and questioning skills (Trickey &
Topping, 2004).

Philosophical thinking is a critical/questioning way of
thinking. The rules and methods of philosophical studies and
the theoretical concerns of philosophy (clarity, systematicity,
etc.) are in line with the principles of critical thinking. In other
words, the structural features of philosophical thought point to
critical thinking tendencies and skills. The fact that doing
philosophy requires critical thinking and thinking is a
philosophical activity shows that philosophical attitude and
critical thinking tendency are coordinated. The fact that
individuals characterized as “wise” and “critical thinkers”
have the same characteristics is evidence that there is a strong
relationship between philosophy and critical thinking (Alkin-
Sahin & Tunca, 2015). Philosophical inquiry sessions, which
include philosophy and critical thinking, can also be defined
as a learning environment that can be carried out with large or
small groups. Philosophical inquiry sessions are a learning
environment that dates back to Socrates in the context of the
philosophy program for children, and Lipman finalized it
(Cakir-Kaytancit & Dombayci, 2020). According to Kennedy
and Kennedy (2011), a philosophical inquiry session is
comparative as it is an intentional conversational community
of a group of people who participate consistently and
regularly. According to Lipman (2003, as cited in Striano,
2011), the philosophical inquiry community is a social
community. The new cognitive relations are established from
the existing cognitive framework through social relations.

While the discussions about whether a philosophical
inquiry is a method or not (Kohan & Carvalho, 2019), the
philosophical inquiry community also provides the
opportunity to raise individuals with basic 21st-century skills
in increasingly crowded educational environments (Cakir-
Kaytanci & Dombayci, 2020). Therefore, it is thought that
philosophical inquiry practices will provide a learning
environment that allows pre-service teachers to develop both

their 21st-century skills and their critical thinking skills. There
have been many studies on the 21%-century skills of teacher
candidates, their perceptions of these skills (Akbay et al.,
2020; Erten, 2020; Orhan Goksiin & Kurt, 2017; Ozdemir
Ozden et al., 2018; Varki 2020; Vebrianto et al., 2020) and
critical thinking skills (Colak et al., 2019; Akkaya et al., 2018;
Aybek & Aslan, 2017; Deringdl, 2017), and their critical
thinking skills (Colak et al., 2019; Akkaya, Worker, & Susar
Kirmizi, 2018; Aybek & Aslan, 2017; Deringdl, 2017).
However, research on philosophical inquiry is mostly
conducted in preschool and young children (Gasparatou &
Kampeza, 2012; Giiven, 2019; Isiklar, 2019; Karadag & Yildiz
Demirtas, 2018; Yildiz-Demirtas et al., 2018).

However, there is no study on the contributions of
philosophical inquiry sessions that include both 21%-century
skills and critical thinking skills to pre-service teachers. It is
thought that philosophical inquiry practices will provide a
learning environment that allows pre-service teachers to
develop both 21%-century skills and critical thinking skills and
is expected to contribute to the field. This contribution is
important because 21%-century learner and teacher skills, as
explained above, include skills such as critical analytical
thinking, lifelong learning, and being open to innovations. It is
important for pre-service teachers to have these skills due to
their roles as learners and teachers. Therefore, the main
purpose of this study is to examine the effects of philosophical
inquiry sessions on 21%-century skills efficacy perceptions and
critical thinking skills in the context of pre-service teachers'
views. In line with this main purpose, answers to the following
questions will be sought.

In the context of philosophical inquiry sessions;

1. Is there a statistically significant difference between
pretest and posttest scores of prospective teachers
regarding their 21%-century skills proficiency
perceptions?

2. Isthere a statistically significant difference between the
Ennis-Weir Critical Thinking Test pretest and posttest
scores of prospective teachers?

3. What are the views of prospective teachers on
philosophical inquiry and the philosophical inquiry
sessions?

Method
Research Model

In this study, the effects of philosophical inquiry sessions on
pre-service  teachers' 21%-century  skills proficiency
perceptions, and critical thinking skills were examined. The
research was designed in the "Single Group Pre-Test - Post-
Test" model, which is one of the experimental models. This
model does not include a control group, and the data collection
tools are applied only to the experimental group before and
after the experimental procedure (Cohen & Manion, 1998). At
the end of the experimental process, pre-service teachers were
asked to evaluate the philosophical inquiry sessions. The
pretest and posttest scores of the qualitative and quantitative
data collection tools were analyzed, and a focus group
interview was conducted to those who had the lowest and
highest average score and showed the highest score
increase/decrease. Thus, research includes qualitative data
collection and analysis steps with a quantitative priority. In this
context, the research model can also be defined as a mixed
method. The mixed method is a research design in which
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quantitative and qualitative data collection and data analysis
methods are used together (Creswell, 2003).

Study Group

The main study group of the research consists of 17 teacher
candidates (13F, 4M) studying at an education faculty in
Central Anatolia in the spring term of the 2020-2021 academic
year. To determine the working group, announcements were
first made via WhatsApp and e-mail. The purpose of the
research, the steps of the procedure, the anticipated duration,
and the expectations from the participants were announced in
all detail. In line with the feedback, an online introductory
meeting was held with the interested parties. Upon informing
participants, consent was obtained from the volunteers who
wanted to take part in the study. Although they attended the
introductory meeting and completed the pre-tests of the
quantitative data collection tools, six pre-service teachers who
did not attend enough sessions in the process were excluded
from the study group. Information on the study group is given
in Table 1.

Table 1. Information on the study group
Demographic Characteristics
Grade Level Second Grade
Third Grade
Turkish Language Teaching
Primary  School = Mathematics
Teaching
Psychological
Guidance

Programs

o1 |0 ©|—

Counseling  and 8

The age range of the participants is 18-21 (X=18.9).
Participants study in the second grade (n=9) and third grade
(n=8) in Turkish language teaching (4), primary school
mathematics teaching (5), and psychological counseling and
guidance (8) programs.

In the study, after the post-tests of the quantitative data
collection tools were applied, participants were determined for
focus group interviews to obtain their views on the sessions
through outlier sampling. To determine the participants, the
pretest-posttest mean scores were examined. A focus group
discussion was conducted with nine pre-service teachers (5F,
4M) who had the lowest, highest and most increasing or
decreasing mean scores on philosophical inquiry sessions.

Data Collection Tools

Quantitative and qualitative data collection tools were used
together in the research. ‘“2l1st-century Skills Efficacy
Perceptions Scale for Pre-service Teachers” and “Ennis-Weir
Written Test of Critical Thinking (E-WCTET)” were used as
quantitative data collection tools, and semi-structured
interview form was used as a qualitative data collection. 21%-
century Skills Proficiency Perceptions Scale for Teacher
Candidates developed by Anagiin et al., (2016) consists of 42
items and three sub-dimensions (Learning and Renewal Skills,
Life and Career Skills, Knowledge, Media, and Technology).
In the scale prepared according to the 5 - point Likert type scale
model, the degree of agreement for each statement was
determined as “never”, “rarely”, “sometimes”, “often” and
“always”. Because of the reliability analyses performed, the
Cronbach alpha value of the whole scale was .889, and the
Cronbach alpha coefficients on the basis of the factors were
0.845 for factor 1, 0.826 for Factor 2, and 0.810 for Factor 3
(Anagiin et al., 2016). In this study, the internal consistency

coefficients for the sum of the scale and its sub dimensions
varied between .85 and .88.

The Ennis-Weir Critical Thinking Written Test (E-
WCTET), which was developed by Ennis and Weir (1985) and
measures the level of critical thinking (skill), is the evaluation
of an argument put forward by a person, in other words,
criticizing that argument in various dimensions. The
adaptation study of the 9-paragraph measurement tool, which
is used to criticize an 8-paragraph text and write a new text,
was conducted by Aybek (2006). The highest score that can be
obtained from E-WCTET is 29. In the pilot study with 57
students, the ‘“Pearson Product Moment Correlation”
coefficient between the scores of the participants was found to
be .95.

In this study, the Pearson Product Moment Correlation
coefficient between the scores made separately by two
researchers was calculated as .72.

Semi-Structured Interview Form was prepared by the
researchers to determine the opinions of the participants about
the philosophical inquiry sessions. While preparing the
interview, attention was paid to the fact that the questions were
easy to understand, focused questions were included, open-
ended questions were included to avoid redirection. There was
no more than one question in a question, and alternative and
probe questions were available. The questions were arranged
logically. The draft interview form was finalized by taking into
account the opinions of two lecturers who are experts in their
fields and the pilot interviews with two teacher candidates who
participated in the sessions. The interview form, consisting of
seven basic and five probe questions. It was applied to the
participants as a focus group interview (online) after the
philosophical inquiry sessions ended. The opinions of the
participants who had connection problems from time to time
during the interview were consulted again afterward.

Data Collection Process

The philosophical inquiry sessions implemented within the
scope of the research were carried out for a total of 12 weeks,
starting from the spring semester of the 2020-2021 academic
year. The days and hours of the sessions held between
16.05.2021 and 01.08.2021 were determined according to the
convenience of the majority of the participants. However, the
number of participants in the sessions varied because the
sessions were held online, which brought about connection
problems. Before starting the philosophical inquiry sessions,
an introductory meeting was held on 08.05.2021, and
information was given about the process. On 12.05.2021, a
pilot philosophical inquiry session was held and then pre-tests
were applied. Afterward, 12 philosophical questioning
sessions were held through stimuli consisting of nine reading
passages and three videos, starting with the actual practices.
The stimuli are given in Table 2.

Sessions were recorded with the permission and
knowledge of the participants. After the sessions were
completed, posttests were administered. According to the
results of the analysis, the day and time of the focus group
meeting were determined and carried out by contacting the
participants who will be in the second study group. Qualitative
data were collected through the interview, which lasted for a
total of 127 minutes.
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Table 2. List of stimuli used in sessions

Session The stimulus used
Date
The ark of Theseus, Worley, P. (2019).
Philosophy Machine
16.05.2021 A Roadmap: How to Make Philosophy for
Children (P4C)?, Parachute Book .
The Little Mouse and the Red Wall,
19.05.2021 Teckentrup, B. (2020). Little Mouse and the
Red Wall, Beta Kids.
Stranger Things Shop, Worley, P. (2019).
Philosophy Machine
22.05.2021 A Roadmap: How to Make Philosophy for
Kids (P4C)?, Parachute Book
Bandit,
29.05.2021 https://www.youtube.com/watch?v=j41qz6d
EZbk
Cardboard Box,
06.06.2021  https://www.youtube.com/watch?v=duRnRIq
ZnDA
Happy Prisoner, Worley, P. (2019).
Philosophy Machine
08.06.2021 A Roadmap: How to Make Philosophy for
Kids (P4C)?, Parachute Book
Socrates' Defense, Plato (2016), Socrates'
07.07.2021 Defense, Isbank Culture Publications -
Hasan Ali Yiicel Classics Series
Being and Man, Montaigne, M. (2019).
11.07.2021 Essays, Tiirkive Is Bankasi Cultural
Publications.
13.07.2021 Frederick, Lionni, L. (2019), Apple Book.
Scorpion and Frog, Worley, P. (2019).
Philosophy Machine
18.07.2021 A Roadmap: How to Make Philosophy for
Kids (P4C)?, Parachute Book
Balance,
29.07.2021 https://www.youtube.com/watch?v=PADVH
R- wOs
Utopia, More, T. (2014). Utopia, Isbank
01.08.2021 Cultural Publications - Hasan Ali Yiicel

Classics Series (2014).

Analysis of Data
Analysis of Quantitative Data

First, the Single Sample Kolmogorov-Smirnov (KS) Test was
used to test whether the quantitative data fits a certain
distribution, and it was determined that the data showed
normal distribution (KS(Z) pretest =0.749 p>0.05; KS(2Z)
posttest =1.116; p>0.05). Descriptive statistical methods and
Paired Sample t- Test were used in the analysis of the data. The
level of significance was accepted as .05 in the analysis made.

Analysis of Qualitative Data

Content analysis was used in the analysis of interview data.
The online meeting recordings were transcribed and a total of
32 pages of raw data were obtained. The expressions in the raw
data set were combined under codes and themes and explained,
and common meanings or relationships were sought (Yildirim
& Simsek, 2018). Codes and themes were determined
separately by both researchers, and the coefficient of the

agreement was calculated as .85, which is considered as an
acceptable value (Miles & Huberman (1994). The generated
codes and themes were presented by quoting directly from the
statements of the participants.

Validity and Reliability of the Research

To ensure external validity in the research, the research model,
data collection tools, data collection process, data analysis and
interpretation, and arrangement of the findings were attempted
defined in detail. In the reporting phase of the research, direct
quotations were frequently made from the views of the
participants. To ensure internal validity in the research, data
diversity was made. In this context, quantitative data collection
tools and qualitative data collection tools were used together
for data diversity. A data collection tool in open-ended
question form was used for critical thinking skills, and a
quantitative measurement tool was used for competencies
related to 21%-century skills. Data on philosophy inquiry
sessions were collected qualitatively by conducting focus
group interviews. In the analysis of the data, qualitative and
quantitative analysis methods were used together. Again, to
ensure internal validity, the research process, the findings, and
the findings of the literature were frequently compared and the
consistency of the research was examined.

To ensure the internal reliability of the research, all the
sessions and the focus group discussion were recorded with the
knowledge and consent of the participants. Records were
coded and compared by both researchers at different time.
Partners and non-partners were examined one by one, and a
consensus was reached. Similarly, critical thinking skills
written test texts were coded by the researcher and a different
researcher who is an expert in the field. Reliability was
attempted be ensured by calculating the coefficient of
agreement on a randomly selected form. Finally, the raw data
collected within the scope of the research were stored as it is
for possible examination.

The research was approved by the ethical principles of a
state University Social and Human Sciences Scientific
Research and Publication Ethics Committee with the decision
dated 02.06.2021 and numbered 68282350 /G10.

Findings
Findings Related to First Research Problem

Table 3 shows the results of the Paired Samples t-Test, which
was applied to test whether there is a significant difference in
the self-efficacy perceptions of teacher candidates regarding
21%t-century skills before and after the philosophical inquiry
sessions.

When the analysis results are examined, the pretest and
posttest scores of the participants obtained from the overall
scale (t 15=1.99, p>.05), the Pretest and posttest scores obtained from
the Life and Career Skills subscale (t 15=0.41, p>. 05), and the
pretest and posttest scores (t 15 =163, p>.05) Obtained from the
Information, Media and Technology Skills subscale, it is seen
that there is no significant difference. It was determined that
the posttest scores obtained from the Learning and Renewal
Skills subscale differed significantly from the pretest scores (t
15 =2.32, p<.05). Accordingly, the subscale score, which was
X=59.69 before the experimental procedure, increased to
X=64.44 after the sessions.
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Table 3. Paired Samples t-Test results regarding the 215-century skills proficiency perceptions of teacher candidates

Variable Category X N SS sd t p

21st-Century Skills proficiency Scale (Total) Pretest 168.25 16 19.97 15 1.99 .064
posttest 175.25 16 15.32

Learning and Renewal Skills Sub-Scale (16 Pretest 59.69 16 931 15 2.32 .035*

items) posttest 64.44 16 711

Life and Career Skills Sub-Scale (18 items) Pretest 75.38 16 8.70 15 0.41 .688
posttest 75.94 16 7.46

Information, Media, and Communication Skills Pretest 33.19 16 459 15 1.63 124

Sub-Scale (8 items) posttest 34.89 16  3.89

* p<.05

Table 4. Paired Samples t-Test results on the critical-thinking skills of pre-service teachers

Ennis-Weir Critical Thinking Written Test N X SS sd t p

Pretest 16 7.65 5.29 15 2.18 .046*

posttest 16 9.84 5.88

* p<.05

Findings Related to Second Research Problem

The results of the Paired Samples t-Test, which was applied to
test whether the critical thinking skills of pre-service teachers
differed significantly before and after the philosophical
inquiry sessions, are given in Table 4.

It is seen that there is a significant difference (p> 0.05)
between the pretest and posttest scores of the pre-service
teachers from the Ennis-Weir Critical Thinking Written Test (t
15 =2.18, p<.05). When the pre-service teachers' averages
before and after the experimental procedure are examined, it is
seen that the critical thinking skill scores of X=7.65 increased
to X=9.84 after the philosophical inquiry sessions.

Findings Related to Third Research Problem

Within the scope of the third sub-problem of the research, the
participants were asked to evaluate the philosophical inquiry
sessions. The results obtained from the interviews conducted
for this purpose, focusing on the opinions of the participants
on the philosophical inquiry sessions, philosophical inquiry,
expectations from the sessions, session evaluation, and
suggestions about the session.

Findings on Philosophical Inquiry

As a result of the analysis of the interview data, the theme of
philosophical inquiry was divided into three sub-themes:
definition, asking questions, and philosophical questions. The
codes determined for these sub-themes are given in Table 5.

Table 5. Sub-theme and code table for the theme of
philosophical inquiry

Theme Sub-Theme  Code
Philosophical  Definition Argument
Inquiry Thinking
Deep inquiry
non-judgmental /
unprejudiced
environment
Asking Freedom
question Development
Interpretation
Philosophical No only one correct
question answer / with multiple

correct answers
Deriving a question from
a question

When Table 5 is examined, it is seen that the definitions of
philosophical inquiry of the participants' views are combined
in the codes of discussion, thinking, deep inquiry, and non-
judgmental environment. Participants tried defining the
concept of philosophical inquiry based on their experiences
and during these definitions the ability to ask questions and the
distinction between questions and philosophical questions
emerged. In general, the participants defined philosophical
inquiry as thinking deeply, trying to understand, examining,
and analyzing. Trying to understand without judging, and
questioning thoughts without looking for right or wrong are
the other expressions used by the participants when describing
the philosophical inquiry process. Examples of participant
views are as follows:

“Even though philosophical questioning may seem like a
big thing when we look at it, I think it is something
everyone should do. Because most of the time we live life
very straight and sometimes we live like robots without
thinking about anything. That's why | think philosophical
inquiry has an important place in our lives. (P2)”

“I can actually explain it as a way of thinking. Thinking

more about a certain topic than ever before. Learning to

think. Philosophically, | define it as questioning, being able
to explain an event from different perspectives and looking
at it from a different perspective. (P6)”

“I think the philosophical inquiry is a deeper inquiry.

Because in these sessions, we could move toward different

branches than anything else. Because of this aspect, | think

it has a deeper meaning and a deep way of thinking. I think
there is no such definitive answer in philosophical inquiry,
so there is a deeper style of inquiry. (P15)”

“I think it is something that every person should do for

their life, and as our friend said here, it is important to

question each other's mistakes or in themselves to see their
shortcomings. That's why I think the philosophical inquiry
is important. That is to say, | think the philosophical
inquiry is something that every person should do, not only

for us but also to realize a mistake, deficiency, or a

situation in any field in life or elsewhere (P17)

“It is a beautiful thing that there is no right or wrong, yes

or no, in philosophical inquiry, in philosophy. Because

there are many people whose lives are only black or only
white and who have certain judgments. But | also think that
nothing is certain. Philosophical inquiry is good in that
sense. Even people who have not acquired it can acquire
this skill through philosophical inquiry. It can be
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understood and understood in the process that there can be

no definite right or wrong. And in the same way, in an

environment where no one judges anyone, because of their

opinion “oh what a stupid idea” or “what a great idea”, *

oh yes definitely like that or not”, the absence of these,

knowing that they will not be judged by other good things.

One of its aspects is philosophical inquiry. I think it is

beautiful because it is far from judgments and definite

lines. I think it adds something to everyone. (P10)”

“Philosophical questioning...we are not looking for the

(correct) answer, nor are we looking for the right or

wrong. This is what | learned the most. There is no right or

wrong in philosophy. Everyone has their own opinion.

Everyone is right in their way. (P1)”

Philosophical inquiry sessions proceed in the axis of a
discussion question determined by the group based on the
stimulus presented. In this context, the participants also made
explanations on questions and asked questions while
interpreting philosophical inquiry. Based on their experiences
during the session, they expressed whether they could ask
questions and their perspectives on asking questions. When the
expressions were examined, it was observed that the sub-
theme of asking questions consisted of the codes of freedom,
development, and meaning. Direct quotations from the
participants' views on these codes are given below.

“Asking questions reminds me of progress. Because the
thing called development occurs when something is
questioned, something creates a question mark in the mind.
So this is the story of most inventions that exist now, there
is questioning, asking, and wondering. That's why asking
questions reminds me of progress. So | think there is a
compelling connection between them. (P17)”
“I think asking questions helps discover and understand
things. And sometimes it expresses my meaning. Making
sense of some things in my mind by asking questions. The
question | ask allows me to make sense of it both with the
answers | gave in my own mind and the answers | received
from the other party. (P2)”

“.. this is how I look at an event, he looks at it from a
completely different place, | think he was asking such a
question, he had the thought. Others were asking irrelevant
questions. | did not understand the questions and | could
not make sense of them. But it may seem irrelevant to me.
It made me think, | am looking from here, but it means how
are others looking at it, it made me think that they are
asking such a question. There is no judgment, | was just
trying to reconcile the thought I had with the thought that
my friends asked. | was trying to find its relevance to the
topic, which got me thinking. (P5)”

P10 said, “Asking questions means freedom for me first. It
means to be able to think, to show what one thinks, and to show
that not everything will be accepted unconditionally. Apart
from these, |1 do not remember which of our friends gave
examples, but in any system, we are in about interrogation;
(this may be a small class, or it may extend to the country we
live in) asking questions tells me being able to see the faults in
every system, and to express that he/she sees this. | am here
and I do not unconditionally accept everything you do as it is,
I can ask, why did this happen?”. When the views of the
participants are examined in general, it can be said that there
is a general awareness about asking questions and that the
participants have a positive attitude toward asking questions.

It was also examined by the participants whether there was
a difference between the philosophical question and other

types of questions. Nearly all the participants defined the
philosophical question as "a question that does not have a
single correct answer and that has justifications to defend
according to different points of view". In this context, in the
sub-theme of the philosophical question, the views of the
participants were united in the codes that did not have a
definite correct answer and that derived a question from the
question. Examples of participant views on the codes are as
follows:

“I think of it as something that does not have a definite
result, has no end, can be thought from every aspect and
can show all kinds of differences. In other words, it is not
a normal questioning, but a much deeper, much more
meaningful one. (P15)”

“The philosophical question, I think, is philosophy itself;
an act of thinking and questioning. Therefore, any question
that can make us question an event, a fact, or a situation is
a philosophical question in my opinion. The existence of
the event, the situation, the fact, the reason for its
occurrence, the reason for its existence, why it is there or
why it is like this? | think every question that can be asked
through an inquiry is a philosophical question. (P17)”

“I think the questions that have endless answers or no
answers, that the question we ask is more important than
the answer, are philosophical questions. (P5)”

“to investigate an event in depth.. We can also create new
questions in philosophical questions or find different
answers. (P2)”

“I think philosophical questions can be more meaningful
questions about life. If will to distinguish between the two.
It sounds like a more inquiring, more concise, more self-
encompassing question style. (P6)”

When the views of the participants are examined in
general, it can be said that the distinction between factual
questions / philosophical questions can be made, but
philosophical questions are stereotyped with endless loop /
questions with no definite answer. The fact that philosophy is
generally defined as "to be on the road, to be in an endless
search” can be thought to cause this perspective.

Findings Related to The Expectations from Sessions

Participants were asked what their expectations were from the
philosophy inquiry sessions and whether these expectations
were met. Participant views were gathered under the sub-
themes of opinions on the session process, the need for
socialization due to the pandemic, and the need for personal
development. The codes associated with these sub-themes are
given in Table 6 below.

Table 6. Sub-Theme and Code Table for the Theme
“Expectations from Sessions”

Theme Sub-Theme Code

Discussion
environment
Different
perceptions
Interest in
philosophy
Need to speak
Good time
Overcome the
excitement
Thinking skill

Expectations Session Process
from Sessions

Socialization

Self-
improvement
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When Table 6 is examined, it is seen that the reasons for
participating in the session process are being interested in
philosophy, wondering about different perspectives, and
wanting to experience the discussion environment. Examples
of participant opinions that created the aforementioned codes
are given below.

“.as different perspectives, 1 got involved in order to

notice them. (P15)”

“Sometimes, there were parts that I found really irrelevant.

Because sometimes we went too far. | never thought about

it, for example, while watching that video. But later on,

when | looked at them, it seemed as if they actually had
consent. Sometimes, there were very nice multi-point
shooting questions. But sometimes the questions that I liked
very much did not work out, I said we can discuss this too.

It was enjoyable overall. | think we suggested different

good things. (P6)”

“.we thought it could add a function to us. I wanted to

participate because we think that we can look at things

from other dimensions in a philosophical sense and that
this application can give us this. (P17)”

“My friends said that we were arguing among ourselves. |

was already good with philosophy, and | was a person who

liked this kind of talk. After that, | said I'll come too then.

That's how it evolved. That's how I got involved. (P5)”

The sub-theme of the need for socialization was also
formed under the theme of the expectations of the participants
from the philosophy questioning sessions. The sessions held
online during the full closure periods experienced during the
pandemic process created an opportunity for the participants
to be included in a group that came together for a common
purpose. When examined in this context, the participants
evaluated the sessions as a means of having a pleasant time
and speaking / being together with peers. Examples of
expressions related to the codes obtained are as follows:

“There was not much opportunity to socialize in the

distance education process anyway. Like everyone else, |

was bored too.. | did not come thinking that | would learn
any knowledge. So I just came to enjoy. (P10)”

“I was alone at home so much that I needed to talk. I did

not miss this opportunity either. It was better that way.

Something different happened when we closed in that

house, at least for me. It was something to pass the time.

My time passed, it was better, and it was more enjoyable

and productive. (P13)”

Participants also consider philosophical inquiry sessions as
a means of personal development. It has been seen that they
aim to gain benefits such as expressing their thoughts properly
in front of people they have just met, and organizing their
feelings and thoughts, with sessions to be conducted on
different topics. Examples of direct quotations regarding the
codes of overcoming excitement and thinking skills arising
from the aforementioned expressions are given below.

“Frankly, I'm a very excited person and I'm the type who

can get very excited when | talk like that. That's why | said

that | would have broken a little bit and - I'm having a little
trouble thinking about things in all their dimensions -
maybe | would have broken that too. (P2)”

“Before I started these sessions, I was gaining academic

knowledge on the development of thinking skills. So, | was

interested in it. Afterwards, our teacher recommended us
to attend this session. Despite my willingness to do so, |
thought that we could only do these thinking skills through

such mutual sessions and discussions. | thought it could
happen like this. (P4)”

Findings Regarding the Session Evaluation

While the philosophical inquiry sessions were held, the session
was evaluated in general after each completed session.
Additionally, in the interviews held after the completion of the
experimental process of the research (12-session process), the
participants were again asked to make evaluations about the
sessions. While evaluating the process, the participants first
emphasized their thoughts on the process and then the benefits
they gained in the process. Finally, they presented their
criticisms of the sessions by thinking about how it could be
better. The themes, sub-themes, and codes that emerged after
the analysis of participant opinions are given in Table 7.

Table 7. Sub-Theme and Code Table for the Session
Evaluation Theme

Theme Sub-Theme Code

Session Evaluation Process Feeling
Working
Questions
Different
perspective
Daily life
Development
Criticism  of
the sessions
Criticism  of
the
participants
Personal

criticism

Contribution

Criticism

Under the sub-theme of the evaluation of the session
process, the participants' feelings during the sessions, their
views on the way the sessions were conducted, and the
question codes created in the sessions were revealed.
Participants preferred to convey their experiences starting
from the emotion they felt. Examples of these views are as
follows:

“I actually enjoyed it overall. Generally, I can say that it
is pleasure based on the basis of emotion. It was a pleasant
conversation. I mean, it was very enjoyable for me to come
together with different mindsets at the point of analyzing
people and to create such a philosophical environment for
questioning. (P5)”
“It was a productive time for me and it made me feel
productive. That's why it was good. | want to participate
again. It is nice to learn about different views on a subject,
as the reason is also different, it is nice to listen to people
and understand their points of view. (P15)”
“At the end of the sessions, the general evaluation, re-
speaking and reviewing of our shortcomings or the right
things we have done was also good, in summary form. And
it felt good. | enjoyed it, and | felt that | was productive.
I'm not here to learn anything. But | went to learn
something. So, | want to join again. For example, we all
think of philosophy very abstractly, but even when talking
about these abstract issues, we always gave examples to
support our views. | think it was good in terms of
explaining abstract things by concretizing. Supporting our
views, how can we refute the other side's view, etc. I think
that it is effective on these issues as well. (P10)”
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“What I liked most was that we were discussing opposing
ideas a lot. For example, some of our friends were saying
something different, then we were trying to explain
something different to him by giving an example. And we
were falling into a paradox or something, | wonder if it was
so or not. These were the parts that raised my mood the
most. Apart from that, it was nice to ask questions, and it
was also enjoyable to think about him. But in general,
discussing opposing views was what got me more moody.
(P6)”
“Our questions varied in our sessions. In particular, I think
this was the most beneficial for us. In terms of asking
philosophical questions, if we open it now and watch it
together, I think the way every person asks questions from
the first recording to the last recording or the way they
approach the event we are examining has changed.
Especially when we look at the first video, we tried
learning these questioning techniques and talk about the
subject in our first meeting. I think the questions people ask
change as they get involved in philosophy, and we have
changed too. That's why | think that the biggest benefit of
this activity is this activity. He's made good progress, so if
will to wrap it up in one sentence. (P17)”

“I think it made me open up more. It made me feel

comfortable in terms of asking questions and speaking.

(P2)”

“Sessions have been very challenging for me at times. So,

in some sessions, | really didn't know what to think or what

to answer. Sometimes, there were things that | always
wanted to talk about. Plus, | said that | was very surprised,
for example, how did we get this out of this subject? The
things | said happened. So, our conclusions were
surprising. | said, for example, how did we deduce this
from the video we watched or the thing we read? I know |
must think multidimensional. And | realize that I'm a little
lacking in that. So I'm sure this will add something to me.

(P4)”

When the quotations above are examined, it is seen that the
participants thought that they had a pleasant and productive
time in the philosophical inquiry sessions and that they had
positive opinions about the operation of the session process.
After the participants evaluated the process, they evaluated the
gains of the philosophical inquiry sessions. These views
constitute the sub-theme of contribution, and different
perspectives are united in the codes of transfer to daily life and
personal development. Examples of participant views on these
codes are presented below.

“A topic is clogged, but going on that topic to see if it is
more enriching, but it is clogged and repeating on the same
topic, returning there, looking for something. (P15)”
“Before there were these sessions, for example, when I
looked at a person, when something happened, | used to
think one-sidedly. | never thought of other aspects. After
these sessions, maybe because of my desire to improve
myself, | started to think about more aspects. This
happened, but maybe there is another side to this. These
meetings gave me such advantages (P13)”

“Actually, I think about a subject, yes, rather than thinking

that, yes, he thought so too. Actually, from his perspective,

this could be the case. This is a logical view, so | can say
that 1 am more inclined to understand other people's
thoughts. | could see more from their perspective. In fact,
when you look at it according to him, yes, this is logical on

this side, but it seems like there may be illogicality on this
side. (P15)”
“Before I attended the sessions, it was already my
specialty, to ask why it is so, to go on top of it. Everything
could be discussed, in my opinion. The thing that changed
after the philosophical sessions were to want the people in
front of me to acquire it as well. | strived for this. For
example, my friend and | are discussing a topic, a non-
philosophical one from normal daily life. While discussing
that subject, | say "but why this, but why this way", | even
create the antithesis there to my own opinion. According to
her, what I'm doing is contradicting myself, inconsistent
behavior. But | say you should question this and that, |
don't think these are true, you should also question them.
No, I'm sure it's true, don't blame me, I've encountered
things like. My resistance dropped, and it collapsed a little.
But that's how it affected my daily life for a while. Because
it was so beautiful that in those sessions, | think everyone
was completely open to questioning. In other words, there
were some of our friends who remained constant in their
ideas. But in general, everyone was open to anything. So |
wanted this environment to be everywhere. (P10)”
“Generally, I think these activities are activities that meet
the mental needs of people. For example, we approached
the texts critically. During these sessions, | realized a need.
I realized that I lacked to defend my own perspective more
strongly. (P4)”
“How well we can convey what we know or what we think.
How big is our vocabulary or how is our accent? In fact,
these are also developing in a way besides questioning,
philosophical questioning. In this respect, | think it is so
valuable both in terms of learning for questioning and in
terms of improving ourselves. (P5)”
“What changed in my life was observation. So, I seriously
felt it. So, | started to observe the movements of the people
I saw around me and question this. For example, a person
comes, why he is so tired? What could have bothered him?
or, for example, | started to examine people in public
transport. | started to observe all the movements he made,
his posture there, and the movements he made after sitting
down (P17).”

“For example, if [ am watching a movie, it has become

more difficult for me to find the main idea of that movie and

shoot it. Because I'm digging deeper, | also think the
opposite of what came to my mind. It's as if there is
someone in front of me saying the opposite of what | said.

This is what happens in philosophy too, opinions and

opposing views. It happened that way. So that's how it

started. That's how the sessions changed my next life. I'm

trying to go deeper. (P1)”

When the quotations above are examined, it is seen that the
participants make a conscious effort to transfer the experiences
they gained from the sessions to their daily lives. All the
participants describe the sessions as contributing to them and
can give examples of this contribution.

The final stage of the evaluation of the session process is
the criticism. In the statements of the participants, criticism of
the process, criticism of other participants, and self-criticism
about their own performances were encountered. Criticisms
are often related to not being able to produce philosophical
questions, thinking one-dimensionally while producing
questions, not being able to embody the idea, not being able to
give examples, and equal participation. Participant 1 said, “For
example, we sometimes got stuck in the sessions. Either he
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didn't change his mind or his perspective was always the same.
That is, while 1 was looking from here and my friend was
looking from there, | was looking from where he was looking
and trying to understand and not talking from there. | was
saying that here again, he was saying that there again. | do
know if empathy was also effective. | guess we couldn't say
that he was right in these aspects. We were stuck there. Did we
get over it, we just got over it. | mean, it's not much, but I think
we did it anyway. (Is it possible to transcend?) This is possible.
As | said, we can change the question a little bit. Well, we can
change the question by saying, "Can it be like this?" We should
not look at the issues as | have just explained. If he stops
looking, the discussion can develop again. | was one of those
who stayed and watched. You know, when something happens
to a person, he cannot say that | am wrong or that you are
telling the truth. I have also had some, but as | said at the
beginning, | was thinking after the sessions were over. So, it
actually happened like this. You know, when someone said
something, it was also tried refuting it. | wasn't/can't accept
that my own thought was rotten. | mean, | was saying yes
inwardly, but I couldn't say yes in public in the session. Once
it came out of my mouth. But when the session was over, | was
rethinking everything, that's when | changed my thoughts, and
I saw that what you said on that side was true. | could see that
there were mistakes in what I said. (P1)”, he examined the
whole process in terms of himself and other participants. When
all expressions are examined in general, it can be said that the
participants evaluated the process, other participants, and
themselves objectively. The point that almost all participants
agree on is the difficulties experienced in producing questions.
Examples of expressions related to criticism are given below.
“I think sometimes I ask too straight questions. So I think
I'm asking a direct question without thinking deeply. (P2)”
“I also want to do self-criticism. In some sessions, |
approached monotony in the discussions. | approached
from a single dimension, for example, from the cognitive
dimension. According to my friends, | remained a bit
abstract in the discussion. | could not participate in their
discussions. That's why my questions weren't answered
either. So disconnected from friends (P4)”
“I would like everyone to participate equally and a lot. I
mean, there were times when | hesitated to speak because
of that, there were times when | was hesitant. Because there
were moments when | felt tired of my own voice. You really
tried to help with this. You named those who did not speak
and added them. But | also wish there was more
interaction. | would like everyone's participation
percentage to be above 60 or above 70. (P10)”
“Sometimes—I'll say this for myself—I had a hard time
asking questions. This bothered me a lot, for myself. I'm
criticizing myself. That's why | had such a hard time there.
Sometimes we asked questions, but I could not answer. |
couldn't find an answer to give. | guess | didn't think too
much. So this is my shortcoming. (P2)”

Discussions

The dual role of teachers, arising from being both subjects and
objects in educational transformations, makes teacher training
a growing and increasingly challenging field. It is thought that
teachers will act as a catalyst for the effective acquisition of
21%-century skills. This makes it necessary for teacher
education to focus on educating teachers who have these skills
and can teach them. Based on this idea, this study examined
the effects of philosophical inquiry sessions on pre-service

teachers' 21%-century skills and critical thinking skills. The
quantitative and qualitative findings of the research showed
that philosophical inquiry positively affects both 21%-century
learning and renewal skills and critical thinking skills. Based
on the experimental process, which was carried out in the form
of philosophical inquiry sessions in which 12 different stimuli
were used, it was determined that it had a positive effect on the
critical thinking skills and renewal and learning skills of pre-
service teachers. There was a significant difference in favor of
the posttest between the participants’ Ennis Weir critical
thinking skills written test pretest and posttest scores, and
between the 21%-century skills scale renewal and learning
skills subscale pretest-posttest scores. In the results of the
interviews with the pre-service teachers, it was stated by the
participants that philosophical inquiry sessions drew attention
to skills such as asking questions, developing different
perspectives and understanding the opposing view.

In the study, an increase was observed in the scores of pre-
service teachers regarding their critical thinking skills after the
philosophical inquiry sessions. According to Caligkan (2019),
it is important to know the methods of philosophy, to have
philosophical awareness, and to live philosophy to be a critical
thinker. To live philosophy, it is necessary to have critical
thinking skills (Caligkan, 2019). Philosophy emerges through
clarifying the concepts, revealing the relations between the
concepts, grounding and testing the ideas, and examining the
logical structure of the reasoning (Cevizci, 2010). In this
context, philosophizing is possible by having critical thinking
skills, and being able to think critically is possible by
philosophizing (Caligkan, 2019). According to Alkin-Sahin
and Tunca (2015), the teacher needs to have knowledge and
awareness of the elements of philosophy and the
characteristics of philosophical attitude and thought to gain
critical thinking in teaching. A teacher who wants to gain
critical thinking skills is expected to encourage students who
think differently and to listen without prejudice. Using
materials that require multidimensional thinking and looking
from different angles, it is requested to include activities that
require questioning. It is also asked to direct students to
consistency in thought, participation in discussion, and
clarification of information, concepts, ideas, and thoughts. It is
expected to encourage the questioning of the accuracy and
reliability of information (Alkin-Sahin & Goziitok, 2013).
Scholl et al. (2014) found that philosophical inquiry sessions
improved teachers' ability to select and apply pedagogical
methods in their experimental study with the participation of
59 classroom teachers. Similarly, in Nichols et al. (2015)'s
experimental research with the participation of 18 teachers and
227 students on science teaching using philosophical inquiry,
it was determined that students develop advanced inquiry
skills and inquiry and reasoning behaviors such as developing
ideas, exploring alternatives, exploring concepts, testing
hypotheses, and drawing logical conclusions. When viewed
longitudinally (the study covers two years), it increased the
transfer between learning contexts. Alkin-Sahin and Goziitok
(2013), emphasized the necessity of reflecting critical thinking
on teachers’ behavior as a whole to raise critical thinking of
individuals. They stated that behavior indicative of critical
thinking such as establishing relationships, searching for
reasons and evidence, tolerating ambiguities, being open,
asking high-level questions, being unbiased, seeking the truth,
delaying judgment, doubting, and being curious (Alkin-Sahin
and Goziitok, 2013). Setting an example for students in critical
thinking, and creating a tolerant classroom environment for
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contradictions, inconsistencies, different opinions, and
discussion is important for the mental development of
individuals. This should be ensured not only for students or the
classroom environment, but also for any environment where
speech and discussion take place and truth is sought as critical
thinking is the power of disciplined thinking. It is about
learning to think for oneself and being oneself or individuating
oneself. In other words, critical thinking is the practice of
personal empowerment and enrichment that results from
learning to use the mind to its full potential. The application
ground of this practice is questioning (Durhan, 2021).
Therefore, teachers need to have experience, skills, and
attitudes regarding such actions in terms of the teaching
processes they will prefer in their classrooms. It is thought that
providing prospective teachers with philosophical inquiry
sessions during their pre-service education will enable them to
develop their critical thinking skills and include them in their
own teaching life.

Within the scope of the research, pre-service teachers were
asked to convey their feelings and thoughts about the
philosophical inquiry sessions. Based on the participants'
experiences of the philosophical inquiry session, they defined
it as a discussion environment, the art of thinking, deep
questioning, and a non-judgmental environment. Additionally,
they emphasized that the sessions shaped by a discussion
question determined by the participants provided them with a
space of freedom, and they realized the importance of asking
questions. Philosophical inquiry is a content-based approach
that teaches thinking skills through dialogues focusing on
philosophical issues arising from texts or stories. It requires a
practitioner to form an inquiry community that develops
participants' skillful inquiry, clear logical thinking, and
philosophical thinking skills (Yu, 1999). In philosophical
inquiry societies, people are encouraged to think critically,
creatively, and thoughtfully, as Lipman describes, in order to
question, hypothesize, analyze, test, evaluate, synthesize, and
generalize information to daily experiences (Scholl et al.,
2014). Debates continue about whether philosophical inquiry
is a method or not (Fynes-Clinton, 2018). Additionally, it is
assumed that participating in philosophical dialogues by
including philosophical inquiry into the programs as a teaching
method in teaching science to students will provide students
with perspectives on the foundations of scientific questions,
and it is emphasized how such questions can be systematically
detailed (Schjelderup, 2009). According to Cakir Kaytanci and
Dombayci (2020), in the learning environment of the inquiry
community, the individual strengthens his/her own voice with
the voice of others. Being together with the community,
thinking together, questioning and gaining a culture of
discussion constitute the basis of this power. It is hoped that a
democratic environment will be ensured in communities
accustomed to this way of thinking and that cooperation
toward the solution of problems will develop. Inquiry society
aims to raise individuals who question what is presented to
them, learn, make sense of it, and are active, in action, self-
aware, live in society as themselves, and aim to improve them
and the society (Sharp, 1987; Kennedy, 2012).

Participants stated that they participated in philosophical
inquiry sessions for reasons such as the desire to be included
in the discussion environment and to gain different
perspectives, their interest in philosophy, and the need for
socialization and contribution to their personal development.
It can be said that the experimental procedures, which coincide
with the last periods of the pandemic, offer the participants the

opportunity to step out of the routine and talk about a different
subject. When considered in the context of being open to new
and different perspectives and critical thinking in the learning
and renewal sub-dimension of 21%-century skills, it can be
concluded that these dimensions overlap with the objectives of
philosophical inquiry. According to Lipman (2003, as cited in
Scholl et al., 2014), the pedagogical structure of the
philosophical inquiry community is based on the social,
constructivist learning theories of Dewey and Vygotsky.
Participants work, analyze, and evaluate collaboratively with
the facilitator to explore concepts. It builds new
understandings based on the thought of society and reflects on
thinking (Fynes-Clinton, 2018). Therefore, it emphasizes an
active learning process and the student's personal participation
in learning (Cam, 2011; Scholl et al., 2014). However, in the
evaluation of the philosophical inquiry sessions of the pre-
service teacher, it is seen that their expectations from the
process are met and they contribute to both their daily lives
and personal development by gaining different perspectives.
On the other hand, pre-service teachers evaluated the sessions
with a critical approach and offered solutions to the sessions,
the participants, and the situations they saw as their own
problems. In this context, it can be said that pre-service
teachers analyze the process by self-criticism and self-
evaluation.

In conclusion, to train global teachers (lkeanyionwu &
Enwere, 2020) who teach their students to learn, inspire their
creativity by supporting them, provide new learning
opportunities, and encourage lifelong learning, environments
that enable teachers to be equipped 21%-century skills and to
think critically in pre-service education processes are required.
The philosophical inquiry community is one of the
instructional practices targeting these skills. Classes can be
transformed into communities of philosophical inquiry, with
sessions designed as field-independent or content-based. In
this way, participants can be provided with comfortable, safe,
and supportive learning environments (Kennedy 1998;
Kennedy, 2018; Kennedy & Kennedy, 2011; Lipman, 1995;
Sarp, 1987). When communities of philosophical inquiry are
supportive and include all students, it minimizes the risks of
thinking and provides an environment where students know
that their ideas will be valued and taken into account without
fear of humiliation (Fynes-Clinton, 2018).

Conclusions and Recommendations

Considering all these explanations, it can be said that
alternative methods and techniques to be employed in teacher
education will support teachers to become the global teachers
of the future. In the process of gaining 21%-century skills,
traditional methods can be used in the traditional classroom
environment, as well as alternative methods whose goal is to
develop thinking skills and life skills together. Such activities
in the classroom can be employed on a continuous or part-time
basis. For this purpose, educational support can be given to
teachers regarding the application of the method in question.
In this study, philosophical inquiry is considered to be a try
method for this purpose. Since the research area was designed
independently, it is in a single-group pretest-posttest model. A
similar study can be designed as content-based and tested with
experimental and control groups. In this study, the effect of
philosophical inquiry on critical thinking skills was tested
based on the basis of the relationship between critical thinking
and philosophical thinking. The study can be repeated with
different dependent variables (epistemological belief,

602



Philosophical inquiry, critical thinking and 21st century skill self-efficacy: a study with preservice teachers

automatic thinking, and creative/reflective thinking). Another
dependent variable of the research is 21%-century skills. In a
different study, the relationship between philosophical inquiry
and lifelong learning skills can be tested.
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Extended Abstract

When 21%t-century skills are considered in terms of basic and
literacy skills, critical thinking is one of these basic skills
(Cansoy, 2018) means that the importance of critical thinking
will continue in the future (Caligkan, 2019). Critical thinking
skill is a way of thinking that is logical, reflective, and aimed
at deciding what to do and what to believe (Ennis, 1985). It is
possible to question life; to distinguish between right and
wrong; to criticize increasingly contaminated information,
claims and propositions; to be honest in their judgments; to
base their opinions on solid foundations; and to eliminate
dependence on authority by thinking critically (Alkin-Sahin &
Tunca, 2015). Therefore, it is an inevitable necessity to
implement 21st century skills in schools and to provide them
to students (Soland, Hamilton, & Stecher, 2013). Students can
acquire 21st century skills with teachers who have these skills
(Harris et al., 2009). Raising critical thinking individuals with
critical thinking knowledge, skills and attitudes is possible
with teachers who care about their students' acquisition of
critical thinking skills and can apply appropriate methods and
techniques in the classroom (Onal & Erisen, 2019). This
situation draws attention to the methods and techniques that
can be used in teaching both 21st century skills and critical
thinking skills. Pre-service teachers should gain knowledge,
skills and experience in appropriate methods and techniques
starting from the pre-service period. Philosophical inquiry is a
method that can be used to acquire these skills. According to
Lipman (1995), critical thinking develops conceptualization,
reasoning, generalization and research skills. He also argued
that developing critical thinking through interaction with peers
is much easier than teaching it technically. Philosophical
inquiry is an approach that meets all these criteria.
Philosophical inquiry sessions, which first started as
“Philosophy with Children”, were later called inquiry
community and collaborative inquiry community and were
carried out with participants from different age groups
(Kennedy 1998; Kennedy, 2018; Kennedy & Kennedy, 2011;
Lipman, 1995; Sarp, 1987). The philosophical inquiry sessions
consisted of 10 stages. Relaxation exercises, determining the
rules of the session, presenting the stimulus (story, object,
picture, etc.), thinking about the stimulus, asking questions,
linking questions, choosing the question to be asked for
philosophical inquiry, developing thoughts about the question,
following each other's thoughts, and encouraging questioning.
It can be said that all these stages directly affect thinking and
questioning skills (Trickey & Topping, 2004).

The relationship between philosophy and critical thinking
stems from the similarities between the characteristics, rules,
methods or concerns of philosophy and the principles,
dispositions and skills of critical thinking. Philosophical
thinking is a critical/questioning way of thinking, and the rules
and methods of philosophical studies and the theoretical
concerns of philosophy (clarity, systematicity, etc.) are parallel
to the principles of critical thinking. Doing philosophy
requires critical thinking and thinking is a philosophical
activity. The fact that philosophical attitudes and critical
thinking tendencies are coordinated and that individuals who
are described as “wise” and “critical thinkers” have the same
characteristics shows that there is a strong relationship
between philosophy and critical thinking (Alkin-Sahin &
Tunca, 2015). Philosophical inquiry sessions, which first
started as “Philosophy with Children”, were later named as
inquiry community and collaborative inquiry community and

were carried out with participants from different age groups.
Philosophical inquiry sessions start with a stimulus (story,
object, picture, video, etc.) and are aimed at thinking about the
stimulus, asking questions, establishing connections between
questions, choosing the question to be questioned, developing
thoughts about the question, following each other's thoughts
and opening ways of questioning. Philosophical inquiry
sessions are a learning environment dating back to Socrates
and finalized by Lipman in the context of philosophy programs
for children (Cakir-Kaytanct & Dombayci, 2020). According
to Kennedy and Kennedy (2011), a philosophical inquiry
session is a deliberate community of conversation consisting
of a group of people who participate consistently and
regularly.

While the debate on whether philosophical inquiry is a
method or not (Kohan & Carvalho, 2019), the philosophical
inquiry community also offers the opportunity to raise
individuals with basic 21st century skills in increasingly
crowded educational environments (Cakir-Kaytanct &
Dombayci, 2020). Therefore, it is thought that philosophical
inquiry practices will provide a learning environment that
allows pre-service teachers to develop both 21st century skills
and critical thinking skills. When the literature is examined,
pre-service teachers' 21st century skills, their perceptions of
these skills (Akbay et al., 2020; Erten, 2020; Orhan Goksiin &
Kurt, 2017; Ozdemir Ozden et al, 2018; Varki 2020;
Vebrianto et al, 2020) and critical thinking skills (Colak et al.,
2019; Akkaya et al., 2018; Aybek & Aslan, 2017; Deringdl,
2017) and critical thinking skills (Colak et al., 2019; Akkaya
etal., 2018; Aybek & Aslan, 2017; Dering6l, 2017). However,
it is noteworthy that studies on philosophical inquiry are
mostly conducted with preschool and young children
(Gasparatou & Kampeza, 2012; Giiven, 2019; Isiklar, 2019;
Karadag & Yildiz Demirtag, 2018; Yildiz-Demirtas et al.,
2018). However, there is no study on the contributions of
philosophical inquiry sessions that include both 21st century
skills and critical thinking skills to pre-service teachers.
Therefore, the main purpose of this study is to examine the
effects of philosophical inquiry sessions on 21st century skills
efficacy perceptions and critical thinking skills in the context
of pre-service teachers' views. The research was designed in
the “One Group Pre-Test - Post-Test” model, which is one of
the experimental models. The main study group of the research
consisted of 17 pre-service teachers (13K, 4E) studying at the
faculty of education in the spring semester of the 2020-2021
academic year.

The philosophical inquiry sessions implemented within the
scope of the research were held for a total of 12 weeks starting
from the spring semester of the 2020-2021 academic year.
According to the availability of the majority of the
participants, the days and times of the sessions were
determined between 16.05.2021 and 01.08.2021. However,
since the sessions were conducted online, the number of
participants in the sessions varied, which led to connectivity
problems. Before starting the philosophical inquiry sessions,
an introductory meeting was held on 08.05.2021 and
information about the process was given. On 12.05.2021, a
pilot philosophical inquiry session was held and then pretests
were administered. Then, starting with the actual applications,
12 philosophical inquiry sessions were conducted over stimuli
consisting of 9 reading passages and 3 videos.

In the study, “21st Century Skills Competency Perceptions
Scale for Preservice Teachers” and “Ennis-Weir Written
Critical Thinking Test (E-YETT)” were used as quantitative
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data collection tools, and a semi-structured interview form was
used as qualitative data. Descriptive statistical methods and
Paired Samples t-Test were used to analyze the quantitative
data obtained from the research, while qualitative data were
analyzed by content analysis. This study examined the effects
of philosophical inquiry sessions on pre-service teachers' 21st
century skills and critical thinking skills. The quantitative and
qualitative findings of the study showed that philosophical
inquiry positively affected both 21st century learning and
renewal skills and critical thinking skills. 12 different stimuli
were used in the form of philosophical inquiry sessions, which
had a positive effect on pre-service teachers' critical thinking
skills and renewal and learning skills. A significant difference
was found between the pre-test and post-test scores of the
participants' Ennis Weir critical thinking skills written test pre-
test and post-test scores and the 21st century skills scale
renewal and learning skills subscale pre-test post-test scores in
favor of the post-test. In the results of the interviews with pre-
service teachers, it was stated by the participants that
philosophical inquiry sessions drew attention to skills such as
asking questions, developing different perspectives and
understanding the opposing view.

Within the scope of the research, pre-service teachers were
asked to share their feelings and thoughts about the
philosophical inquiry sessions. Based on the participants'
experiences, they defined a philosophical inquiry session as a
discussion environment, an art of thinking, deep questioning
and a judgment-free environment. They also emphasized that
the sessions shaped by a discussion question determined by the
participants provided them with a space of freedom and made
them realize the importance of asking questions. Philosophical
inquiry is a content-based approach to teaching thinking that
teaches thinking skills through dialogues that focus on
philosophical issues arising from texts or stories. It requires a
practitioner to create a community of inquiry that develops
participants' skilled questioning, clear logical thinking, and
philosophical thinking skills (Yu, 1999). In philosophical
inquiry communities, participants are encouraged to think
critically, creatively, and thoughtfully as Lipman describes,
thus enabling them to question, hypothesize, analyze, test,
evaluate, synthesize, and generalize knowledge to everyday
experiences (Scholl et al., 2014). There are ongoing debates
about whether philosophical inquiry is a method (Fynes
Clinton, 2018). It is also assumed that engaging students in
philosophical dialogues by incorporating philosophical
inquiry into programs as a teaching method in science teaching
will provide students with perspectives on the foundations of
scientific questions and emphasize how such questions can be
elaborated in a systematic way (Schjelderup, 2009). According
to Cakir Kaytanci and Dombayc1 (2020), in the learning
environment of a community of inquiry, the individual
strengthens his/her voice with the voices of others. Being with
the community, thinking together, questioning and gaining a
culture of discussion form the basis of this power. It is hoped
that in communities accustomed to this way of thinking, a
democratic environment will be provided and cooperation to
solve problems will develop. The inquiry society aims to raise
individuals who question what is presented to them, learn,
make sense, are active, take action, have self-awareness, live
as themselves in society, and aim to improve themselves and
society (Sharp, 1987; Kennedy, 2012).

Consequently, in order to train global teachers
(Ikeanyionwu & Enwere, 2020) who teach their students to
learn, inspire their creativity by supporting them, provide new

learning opportunities, and promote lifelong learning,
environments that equip teachers with 21st century skills and
enable them to think critically in their pre-service education
processes are necessary. The philosophical community of
inquiry is one of the teaching practices targeting these skills.
Lessons can be transformed into philosophical communities of
inquiry with sessions designed to be content- or domain-
independent. In this way, participants can be provided with
comfortable, safe and supportive learning environments
(Kennedy 1998; Kennedy, 2018; Kennedy & Kennedy, 2011;
Lipman, 1995; Sarp, 1987). Because philosophical
communities of inquiry are supportive and inclusive of all
students, they minimize thinking risks and provide an
environment where students know that their ideas will be
valued and considered without fear of humiliation (Fynes-
Clinton, 2018).

Based on the research findings, it can be said that alternative
methods and techniques to be used in teacher education will
support teachers to become the global teachers of the future. In
the process of gaining 21st century skills, traditional methods
can be used in the traditional classroom environment, as well
as alternative methods that aim to develop thinking skills and
life skills together. Such in-class activities can be used on a
permanent or part-time basis. For this purpose, teachers can be
provided with training support on the application of the
method in question. The study can be repeated with different
dependent variables (epistemological beliefs, automatic
thinking and creative/reflective thinking). Another dependent
variable of the study is 21st century skills. In a different study,
the relationship between philosophical inquiry and lifelong
learning skills can be tested.
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Abstract: This study aims to examine the structural relationships between mothers’ parental helicopter parenting and
autonomy supportive behaviors, and emerging adults' career instability, career awareness, and career stress. The study
sample includes 970 university students, comprising 635 women (65.4%) and 335 men (34.6%), aged between 17 and
25. Participants provided self-reported data on helicopter parenting, autonomy supportive behaviors, career instability,
career awareness, and career stress. Structural equation modeling was utilized to assess the intricate relationships among
these variables. Findings indicate that maternal autonomy supportive behaviors significantly correlate with career
awareness, though they do not have a statistically significant relationship with career stress. Helicopter parenting is
positively associated with career stress, whereas career awareness shows a negative association. Additionally, career
awareness inversely contributes to career instability, while both career stress and helicopter parenting have positive
contributions. The link between helicopter parenting and career awareness was not statistically significant. Helicopter
parenting’s impact on career instability is mediated by career stress, while the influence of autonomy supportive behaviors
on career instability is mediated through career awareness and both career awareness and career stress.

Keywords: Helicopter parenting, autonomy supportive behaviors, career instability, career awareness, career stress

Oz . Bu ¢aligma, annelerin helikopter ebeveynlik ve 6zerklik destekleyici davranislar ile gelismekte olan yetiskinlerin
kariyer istikrarsizligi, kariyer farkindaligi ve kariyer stresi arasindaki yapisal iligkileri incelemeyi amaglamaktadir.
Calismanin 0rneklemi, yaslari 17 ile 25 arasinda degisen 635 kadin (%65,4) ve 335 erkekten (%34,6) olusan 970
universite 0grencisinden olusmaktadir. Katilimeilar helikopter ebeveynlik, 6zerklik destekleyici davranislar, kariyer
istikrarsizligi, kariyer farkindalig1 ve kariyer stresi konularinda 6z bildirimde bulunmuslardir. Bu degiskenler arasindaki
karmagsik iliskileri degerlendirmek i¢in yapisal esitlik modellemesi kullanilmistir. Bulgular, annenin 6zerklik destekleyici
davranislarinin kariyer farkindalig ile onemli 6l¢tide iliskili oldugunu, ancak kariyer stresi ile istatistiksel olarak anlaml
bir iligkisi olmadigint gostermektedir. Helikopter ebeveynlik kariyer stresi ile pozitif bir iliski gosterirken, kariyer
farkindalig1 negatif bir iliski gostermektedir. Buna ek olarak, kariyer farkindalig1 kariyer istikrarsizligna ters yonde
katkida bulunurken, hem kariyer stresi hem de helikopter ebeveynligin olumlu katkilar: vardir. Helikopter ebeveynlik ile
kariyer farkindaligi arasindaki baglant istatistiksel olarak anlamli degildir. Helikopter ebeveynligin kariyer istikrarsizlig
tizerindeki etkisine kariyer stresi aracilik ederken, 6zerklik destekleyici davranislarin kariyer istikrarsizlig: tizerindeki
etkisine kariyer farkindalig1 ve hem kariyer farkindaligi hem de kariyer stresi aracilik etmektedir.

Anahtar Kelimeler: Helikopter ebeveynlik, 6zerklik destekleyici davranislar, kariyer istikrarsizlig1, kariyer farkindahigi,
kariyer stresi

Celik, O. (2024). The mediating role of career stress and career awareness in the relationship between mother helicopter parenting, autonomy
supportive behaviors, and career instability. Erzincan University Journal of Education Faculty, 26(4), 607-619. https://doi.org/10.17556/erziefd.1559847

Introduction

quality, and a perception of unreliability. Such behaviors may
cause colleagues and supervisors to lose confidence in an

In an era where technological advancements and globalization
are rapidly accelerating, maintaining a linear career path is
becoming increasingly challenging, and individuals are
seeking to gain experience in different fields. As a result,
individuals are seeking to diversify their experiences across
different fields. Career instability, which includes working in
multiple domains throughout one's professional life, frequent
job changes, or uncertainty in career choices, is a significant
issue encountered during this process (Lent & Brown, 2020).
This is because, in the modern work environment,
technological developments, globalization, and changing
economic conditions have necessitated flexibility and
adaptability in individuals' career paths (Buntak et al., 2017).
In this context, career instability has emerged as a process that
requires individuals to redefine their professional identities
and career goals.

Career instability refers to a lack of reliability or uniformity
in actions, performance, or experiences that can negatively
impact professional development and opportunities (Brown &
Lent, 2012). This concept can manifest as erratic behavior
related to one’s profession, missed deadlines, low work

individual’s judgment and ability to meet commitments, thus
diminishing their reliability and effectiveness within team
environments (Kim & Kim, 2014). Additionally, the habit of
frequently changing jobs due to instability may raise red flags
for potential employers. Employers may question the
candidate’s commitment and predict the likelihood of the
individual leaving shortly after being hired (Creed & Saporta,
2003). Furthermore, career instability can affect relationships
with colleagues and supervisors. When individuals fail to align
their actions with their statements, it can lead to a breakdown
in trust (Winkielman & Nowak, 2022). Colleagues may
hesitate to collaborate with someone perceived as unreliable,

limiting professional networking and advancement
opportunities.
Career instability also has the potential to affect

individuals' personal lives in various ways. A notable disparity
between desired and achieved career goals may lead to
increased levels of psychological issues such as depression,
anxiety, and stress (Praskova & McPeake, 2021; Widyowati et
al., 2024). Furthermore, individuals experiencing career
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instability might choose career paths below their potential by
scaling down their goals. Difficulty in revising career plans
can result in stagnation in professional growth (Kim, 2009).
Long-term instabilities can impede career advancement, and
the associated loss of self-confidence can result in missed
opportunities (Kim & Kim, 2023). These findings suggest that
career instability may heighten psychological distress, hinder
career adaptability, and negatively impact career planning. As
such, identifying the individual and environmental factors
contributing to career instability and understanding the
underlying dynamics is essential for career counselors,
educators, and psychologists. This knowledge is vital for
addressing the challenges individuals encounter during career
planning. Among the factors related to career instability are
career awareness and career stress.

Career Awareness and Career Stress: Role in Career
Development and Career Instability

Career awareness and career stress play crucial roles in both
career development and career instability. Having a clear
awareness of career paths allows individuals to make informed
decisions by understanding the choices available, the skills
required, and the challenges that may arise. This understanding
is crucial for setting realistic goals and devising strategies to
overcome potential obstacles (Baloch & Shah, 2014).
Recognizing the demands of a chosen career path enables
individuals to identify the skills they need to enhance. By
actively  pursuing relevant training or educational
opportunities, they can improve their chances of success and
boost their employability (Getachew et al., 2020). In today’s
fast-paced job market, staying aware of career trends is key to
remaining adaptable. Being informed about industry trends
and emerging career opportunities puts individuals in a better
position to explore and seize new opportunities critical for
professional growth (Seibert et al., 2016). Moreover, career
awareness can help individuals anticipate stressors in their
chosen fields and prepare accordingly (Liao et al., 2023). By
understanding the challenges ahead and developing coping
strategies, they can navigate their career paths more effectively
and maintain a healthier balance between work and life.
Furthermore, awareness can encourage individuals to connect
with others in their desired fields, which can provide valuable
insights, support, and mentorship that contribute significantly
to career progression (Carlson, 2014). Networking and
mentorship opportunities can provide valuable insights,
support, and guidance that significantly contribute to career
development. Lack of career awareness can lead to unrealistic
expectations about job roles, working conditions, and career
progression. When reality does not meet these expectations,
individuals may experience stress and dissatisfaction, resulting
in frequent job changes or career instability (Creed et al.,
2007). Additionally, poor career awareness may lead
individuals to pursue paths that do not align with their skills or
interests, which can result in frustration, stress, and ultimately,
career instability (Wardani et al., 2021).

Career stress, on the other hand, can have a significant
impact on an individual’s well-being and performance. Career
stress stems from the pressures and demands related to one’s
career. It can arise from various sources, including workload,
job insecurity, career transitions, and the balance between
work and personal life (Gunnar, 2017). Moderate levels of
career stress can serve as a source of motivation, pushing
individuals to perform better, develop new skills, and seek

advancement opportunities, while high levels of career stress
are associated with the opposite effects (Nisar & Rasheed,
2020). Persistent high stress can cause individuals to change
jobs frequently, struggle to maintain their performance, or
even leave their careers altogether (Chandio et al., 2013). High
stress levels can also impair decision-making, resulting in
hasty or poorly thought-out career choices. This may create a
cycle of instability, as individuals may frequently switch roles
or industries without a clear plan (Starcke & Brand, 2012).
Chronic stress can also have adverse effects on physical and
mental health, further reducing one’s ability to work
effectively or maintain steady employment, thereby
contributing to career instability (llogho, 2011).
Environmental factors, particularly parental attitudes toward
their children, can also play a significant role in career
instability. The level of interest, support, discipline, and
freedom that parents provide can influence the likelihood of
their children experiencing career instability (Koksal & Yam,
2023).

Helicopter Parenting and Autonomy  Supportive
Behaviours: Role in Career Development and Career
Instability

Helicopter parenting and autonomy supportive behaviors
represent two distinct parenting approaches that significantly
influence an individual's psychological well-being and
development (Reed et al., 2016). Helicopter parenting refers to
the tendency of parents to over-intervene in their children's
lives and overprotect them (Cok et al., 2022). In fact, this
attitude encompasses a parenting style characterized by
excessive control and overprotection of children even as they
transition into adulthood (Gii¢li et al., 2022). On the other
hand, autonomy supportive behaviors involve parents
encouraging their children to make independent decisions and
manage their own lives, which fosters a sense of independence
and self-regulation (Gligli & Cok, 2021). Autonomy
supportive parenting supports a sense of independence and
self-regulation and encourages individuals to make their own
decisions, take responsibility for their actions, and develop
basic life skills (Gii¢lii et al., 2022). While it is important for
parents to exhibit an attitude that supports their children's
autonomy needs and provides them with opportunities for
independent decision-making in terms of their healthy
development (Hwang & Jung, 2022), helicopter parenting,
which is an overprotective and intrusive parenting style, can
negatively affect children's development (Alsancak-Akbulut
& Komiircii-Akik, 2024; Hwang & Jung, 2022).

Helicopter parenting and autonomy supportive behaviors
also influence career development and the potential for career
instability. Individuals who perceive high levels of helicopter
parenting have lower career adaptability. They also experience
difficulties in establishing a stable occupational identity. This
supports career instability by increasing problems in career
decision-making (LeBlanc & Lyons, 2022). Helicopter parents
tend to make decisions on behalf of their children, limiting
their opportunities to explore different career options (Bai &
Luo, 2024). This lack of exploration can lead to instabilities in
personal interests and career paths. Additionally, such
parenting reduces the intrinsic attribution of academic success
and diminishes career decision-making competence, which
can contribute to career instability (Howard, 2022). In
addition, children of helicopter parents may develop low self-
efficacy due to constant parental interference (Reed et al.,
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2016). They may lack confidence in their ability to make
independent decisions, which can lead to hesitation and
instability, i.e. frequent changes in career choices while
seeking reassurance or approval from others.

In contrast, autonomy supportive parenting is associated
with positive career outcomes and reduced career instability.
Parents who encourage independence and self-directed
decision-making help their children explore a variety of
interests and career paths, which can lead to more informed
and satisfying career choices in the long term (Lerner et al.,
2022). As children explore different options, they are more
likely to identify paths that align with their interests, thereby
reducing the likelihood of career instability. Katz and
colleagues (2018) highlight that autonomy supportive parents
help their children develop strong decision-making skills by
allowing them to make their own choices. These skills are
crucial for evaluating personal interests and making consistent
career decisions, which can reduce career instability.
Furthermore, as individuals develop their interests and
discover what really resonates with them, they may reduce
their levels of career ambivalence. Children raised with
autonomy supportive behaviors tend to have more intrinsic
motivation, which may increase their likelihood of making
career choices that are aligned with their personal values and
interests (Jungert et al., 2015). This alignment can lead to
greater satisfaction and stability in the long run. Career
changes made by these individuals are often the result of
genuine self-discovery rather than external pressures.
Additionally, autonomy supportive parenting has been found
to increase job satisfaction and reduce the intention to quit
(Van Fossen, 2023).

These findings suggest that helicopter parenting, by
limiting self-discovery, fostering dependence on external
validation, and instilling a fear of failure, tends to contribute to
career instability. Children raised with this parenting style may
struggle to find a career that aligns with their true interests and
values, leading to frequent changes in career decisions.
Conversely, autonomy supportive behaviors generally
promote self-discovery, independent decision-making, and
intrinsic motivation, which support career stability. As
children explore their options, they are more likely to make
stable and satisfying career choices in the long term.

Research indicates that mothers may exhibit more
helicopter parenting behaviors due to traditional gender roles
and societal expectations that emphasize nurturing and
protective behaviors (Hofer & Moore, 2010; Hunt, 2008;
Marano, 2008; Somers & Settle, 2010). When mothers display
these behaviors, particularly towards daughters, they may
reinforce traditional gender roles, limiting the child’s
exploration of non-traditional or ambitious career paths,
potentially leading to career instability. This tendency may be
attributed to the stronger emotional bonds that women often
have with their children and their heightened concern for their
children's futures (Schiffrin et al., 2014). This emotional
investment can contribute to helicopter parenting behaviors, as
mothers may be more inclined to intervene in their children's
lives to prevent potential failures or risks (Gar & Hudson,
2008). Additionally, societal norms often expect mothers to be
more nurturing and involved, which can drive them toward
helicopter parenting. From this perspective, the concepts of
helicopter parenting, which is associated with various
challenges and negative outcomes, and autonomy supportive
behaviors, which are linked to numerous positive outcomes
such as psychological health and positive communication, can

be analyzed through the lens of Feminist Therapy. This
approach would focus on gender roles, power dynamics, and
the importance of fostering autonomy in children, particularly
girls.

Helicopter Parenting, Autonomy Supportive Behaviours
and Feminist Terapy

Feminist Therapy is a psychotherapy approach focused on
empowering women and advancing gender equality (Brown,
2008). The primary objective is to enable women to recognize
their strengths, develop effective coping mechanisms, and
make informed life choices, thereby fostering empowerment
(Bondi & Burman, 2001). This therapeutic approach also
challenges traditional power dynamics and gender roles that
contribute to women's disadvantages (Worell & Remer, 2002).

Feminist Therapy challenges the patriarchal notion that a
woman's primary role is motherhood and that her worth is
linked to her ability to bear children (Brown, 2008). It
encourages women to define motherhood on their own terms,
free from societal pressures. Additionally, it posits that a
mother's empowerment and autonomy have a direct impact on
her child's autonomy development (Chase & Rogers, 2001).
Mothers who are involved in decision-making and assert their
independence model these behaviors for their children,
encouraging similar traits in them (Arellano et al., 2020). For
instance, mothers who are pressured by societal expectations
to prioritize caregiving over their desires may struggle to
model autonomy, potentially hindering their children's
development of independence (Slater et al., 2001).

From a Feminist Therapy viewpoint, a mother’s helicopter
parenting style can be interpreted as perpetuating traditional
gender roles, where women may feel pressured to conform to
societal expectations of being nurturing and protective
(Brown, 2008). In this context, a mother’s helicopter parenting
behavior might reinforce mutual dependence between her and
the child, which can be criticized. This perspective aligns with
feminist principles advocating for dismantling oppressive
structures to support individual independence (Allen, 2015).
Mothers, in particular, play a crucial role in their children's
career development. From a Feminist Therapy perspective,
when mothers overcome the pressures of traditional gender
roles and exhibit autonomy and strength, they impart these
qualities to their children (Chase & Rogers, 2001).
Consequently, children may approach their career paths with
greater creativity and freedom. The principles highlighted in
Feminist Therapy support children in making career decisions
that are more confident, autonomous, and well-informed.

Career research often focuses on specific behaviors within
the context of career development (De Vos et al., 2009; Strauss
et al., 2012). For instance, while parental attitudes' influence
on career development has been studied (Ginevra et al., 2015),
research on which parent plays a more significant role remains
limited. This gap can lead to a broad evaluation of career
management by researchers and practitioners in career
counseling, without considering the various factors that impact
career development. This study aims to clarify concepts such
as career instability, career awareness, and career stress,
particularly in relation to maternal helicopter parenting and
autonomy supportive behaviors, thereby enriching the existing
body of knowledge on career development. Additionally, it
draws attention to various factors related to the role of female
parents in the family and their influence on their children's
career development, offering insights for future research. It
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also highlights the factors that career development
practitioners should consider. By identifying factors that may
mediate the influence of female parents on their children's
career instability, this study provides new insights into
variables affecting the transition to work, employment, and
subsequent career processes.

This study ultimately aims to contribute to the
understanding of the underlying mechanisms in the career
development process of university students by examining the
complex interactions between maternal helicopter parenting
and autonomy supportive behaviors, and individual factors
such as career instability, career awareness, and career stress.
The study specifically aims to investigate the structural
relationships between maternal helicopter parenting and
autonomy supportive behaviors, and emerging adults' career
instability, career awareness, and career stress using the
hypothetical model depicted in Figure 1. According to this
model, it is hypothesized that maternal helicopter parenting
behaviors will reduce career awareness and increase career
stress in emerging adults, leading to greater career instability.
Conversely, maternal autonomy supportive behaviors are
expected to increase career awareness and reduce career stress,
thus decreasing career instability insistency.

Figure 1. The structural model tested
HP = Helicopter Parenting, ASB = Autonomy Supportive
Behaviors, CA = Career Awareness, CS = Career Stress, CI =
Career Instability.

Method
Study Group

The gender distribution of the sample was 65.4% female
(n=635) and 34.6% male (n=335). All participants were
informed about the aims and procedures of the study. In
addition, a written informed consent form was obtained from
the participants. Approval for the procedures of the study was
obtained from the ethics committee of Erzincan Binali
Yildirrm University. Participants were 1,011 university
students, selected through convenience sampling. A control
question—"If you are reading this question, please code 3"—
was used during data collection to ensure attention, and 41
participants who did not answer correctly were excluded from
the study. Consequently, the final sample consisted of 970
university students, aged between 17 and 25 (M = 22; SD =
4.19). The gender distribution of the sample was 65.4% female
(n = 635) and 34.6% male (n = 335). A power analysis
conducted with RMSEA to assess the statistical power of a
structural model (Preacher & Coffman, 2006) indicated that
the current study has a statistical power of 1, demonstrating
that it possesses sufficient statistical power. All participants
were informed about the study's aims and procedures, and
written informed consent was obtained. The study procedures
were approved by the Ethics Committee of Erzincan Binali
Yildirim University.

Data Collection Tools
Helicopter Parenting Behaviors Questionnaire (HPBQ)

The questionnaire used to examine university students'
perceptions of helicopter parenting behaviors was developed
by Schiffrin et al. (2014) based on self-determination theory.
The 15-item questionnaire comprises two dimensions of
parenting behavior: Helicopter Parenting Behaviors (9 items;
e.g., “My mother regularly wants me to call or text her to let
her know where I am™) and Autonomy Supportive Parenting
Behaviors (6 items; e.g., “My mother encourages me to keep a
budget and manage my own finances”). It was rated on a scale
ranging from 1 (Strongly disagree) to 6 (Strongly agree). The
scale specifically focuses on maternal behaviors due to
literature indicating that mothers are more involved in the lives
of their adult children compared to fathers (Schiffrin et al.,
2014).

The scale was adapted into Turkish by Cok et al. (2022).
The internal consistency coefficients for the original form of
the scale were found to be .77 for Helicopter Parenting
Behaviors and .71 for Autonomy Supportive Behaviors
(Schiffrin et al., 2014), while the Turkish adaptation showed
internal consistency coefficients of .80 for both subdimensions
(Cok et al., 2022). In the present study, the internal consistency
coefficients were found to be .83 for Helicopter Parenting
Behaviors and .85 for Autonomy Supportive Behaviors.

Career Goal Discrepancy Scale (CGDS)

The Career Goal Discrepancy Scale, developed by Creed and
Hood (2015), is a unidimensional scale. It consists of 12 items,
such as “My plans are not working out to get the career I really
want.” and “Despite my best efforts, I think I am going to miss
out on my ideal career.” The scale is designed in a seven-point
Likert format. There are no reverse-coded items, and the
Cronbach's Alpha coefficient was found to be .96. The scale's
Turkish adaptation was conducted by Yam et al. (2020), with
a Cronbach's Alpha reliability coefficient of .92. In this study,
the Cronbach's Alpha reliability coefficient was determined to
be .93.

Career Awareness Scale (CAS)

This instrument, developed by Yasar and Sunay (2019), is
divided into four sub-dimensions. The first, Professional
Development Susceptibility, includes six items such as “I am
aware of career opportunities within my field of study” and “I
know where to seek guidance for career planning.” The
second, Professional Readiness, consists of four items,
including “I feel ready to enter the professional workforce”
and “I am confident in my ability to succeed in any job.” The
third, Professional Consciousness, has four items like
“Advancing my career is a key goal for me” and “I actively
seek information about my career options.” The final sub-
dimension, Professional Self-Confidence, also consists of four
items, such as “I am capable of making the best career
decisions” and “I am prepared to handle the competitive nature
of the workforce.” with sub-dimension coefficients of .83 for
Professional Development Susceptibility, .81 for Professional
Readiness, .80 for Professional Consciousness, and .79 for
Professional Self-Confidence. This study produced similar
results, with an overall Cronbach's Alpha of .90 and sub-
dimension coefficients of .80, .81, .76, and .77, respectively.
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Career Stress Scale (CSS)

The Career Stress Scale was developed by Choi et al. (2011)
to measure the stress sources and challenges related to career
issues among university students. It consists of 20 items and
four sub-dimensions: career ambiguity, lacking information,
employment pressure, and external conflict. The measure is a
five-point Likert scale, ranging from 1 (Strongly Disagree) to
5 (Strongly Agree). The internal consistency reliability,
represented by Cronbach's Alpha, was reported as .89 for
career ambiguity, .89 for lacking information, .85 for
employment pressure, and .83 for external conflict. The
adapted scale consists of three sub-factors. The first factor,
career uncertainty and lack of knowledge, consists of 10 items
(e.g., ‘I am worried because I do not know what my ability is’),
the second factor, external conflict, consists of four items (e.g.,
‘I am worried about the negative opinions of others about my
career choice’), and the third factor, employment pressure,
consists of six items (e.g., ‘I am worried about the possibility
of not finding the job I want’). Cronbach's Alpha coefficients
of the scale are .81 for total scores, .94 for career uncertainty
and lack of information, .86 for job search pressure, and .83
for external conflict. In the present study, Cronbach's Alpha
coefficients are .80 for total scores, .93 for career uncertainty
and lack of information, .87 for job search pressure and .82 for
external conflict.

Data Analysis

Data analysis was conducted in a two-step process. First,
descriptive statistics were calculated. Subsequently, a
structural model was tested to explore the relationships among
the variables of interest. Statistical analyses were performed
using MPlus version 8.4 (Muthén & Muthén, 1998-2017) and
JASP version 0.16.1 (JASP Team, 2022). Normality was
assessed using skewness and kurtosis, and descriptive statistics
and correlation coefficients were computed for the sample. A
structural equation model (SEM) was then constructed to
examine the relationships among the variables of interest.
Following Anderson and Gerbing's (1988) two-step SEM
procedure, the measurement model was first tested using
confirmatory factor analysis, followed by an examination of
the structural model. Model fit was evaluated using CFI (>
.90), TLI (=.90), SRMR (<.08), and RMSEA (<.08) with 90%
Cl, as recommended by Brown (2015), Kline (2011), and Wen
et al. (2004). Additionally, indirect effects were examined
using the bootstrapping method with 2000 bootstrap samples
and a 95% bias-corrected confidence interval.

Findings
Descriptive Statistics

The statistical measures, including means, standard deviations,
and Cronbach's alpha values of the psychometric instruments,
along with the correlations between the scale scores, are
detailed in Table 1.

Measurement Model

The initial measurement model did not fit the data adequately
(x2(183)= 1282.774, p < 0.001; RMSEA [95% CI] = 0.079
[0.075 - 0.083], p < 0.05; CFI = 0.90; TLI = 0.89; SRMR =
0.047). To address this, modification indices were reviewed,
and it was found that correlating the error terms of items 5 and
6, as well as items 8 and 9 from the Career Inconsistency Scale
(CIS), would enhance the model fit. The final measurement

model demonstrated an acceptable fit to the data (y2(181) =
1037.010, p < 0.001; RMSEA [95% CI] = 0.070 [0.066 -
0.074], p < 0.05; CFI = 0.92; TLI = 0.91; SRMR = 0.044).
Factor loadings for the indicators were significant, ranging
from 0.309 to 0.906. Additionally, all latent variables showed
significant correlations with one another (p < .05), with
standardized correlation coefficients ranging between 0.086
and 0.683.

Structural Model

The proposed structural model, examining relationships
among helicopter parenting, autonomy-supportive behaviors,
career inconsistency, career stress, and career awareness,
initially indicated a lack of adequate fit to the data: ¥2(517) =
2472.398; p <.01; RMSEA [90% CI] = 0.062 [0.060 - 0.065],
p < .05; CFI = 0.882; TLI = 0.872; SRMR = 0.062. The
standardized regression coefficients suggested that the
connections between helicopter parenting and career
awareness (p=0.086, SE=0.198, p>.05), as well as autonomy
supportive behaviors and career stress (B = -0.490, SE= 0.384,
p > .05), were not statistically significant, leading to the
exclusion of these paths from the model. Further examination
of modification indices indicated that correlating the error
terms of items 14 and 9, items 5 and 4, items 11 and 3 from the
Helicopter Parenting Scale, and items 10 and 11,2 and 1, 3 and
2 from the Career Instability Scale would improve the model
fit.

After these adjustments, the final structural model
exhibited a good fit to the data: ¥2(512) = 2016.686; p < .01;
RMSEA [90% CI] = 0.055 [0.053 - 0.058], p < .05; CFI =
0.909; TLI = 0.901; SRMR = 0.055. The standardized
regression coefficients demonstrated a significant positive
relationship between autonomy supportive behaviors and
career awareness ( = 0.310, SE= 0.039, p <.001). Moreover,
helicopter parenting was found to be a positive predictor of
career stress (B = 0.147, SE=0.037, p < .001), whereas career
awareness was a negative predictor of career stress (f =-0.432,
SE= 0.046, p < .01). Career awareness negatively influenced
career instability (B = -0.114, SE= 0.041, p <.01), while both
career stress (p = -0.663, SE= 0.035, p < .01) and helicopter
parenting (B = -0.119, SE= 0.032, p < .01) significantly
contributed to career instability (Figure 2).

Indirect Relationships

As shown in Table 2, the structural model indicates that all
possible indirect relationships between the variables included
in the model are statistically significant. Helicopter parenting
has an indirect effect on career instability through career stress
(B = 093, SE = 0.024, CI = 0.053-0.140, p < 0.001).
Additionally, the total indirect effect of autonomy supportive
behaviors on career instability was found to be statistically
significant (B = -0.120, SE = 0.018, CI = -0.155-0.085, p <
0.001). Furthermore, autonomy supportive behaviors have an
indirect effect on career instability through career awareness
(B=-0.035, SE=0.013, CI =-0.061-0.10, p < 0.01) and both
career awareness and career stress (f =-0.085, SE =0.014, CI
=-0.113-0.057, p < 0.001).
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Table 1. Means, standard deviations, internal reliability and Pearson product-moment correlation coefficient

1 2 3 4 5 6 7 8 9 10 11 12
1. HP -
2.ASB ,586%* -
3.CI ,130%* ,011 -
4.CA ,180%* 275%* -,290%* -
5.PSC ,157%% ,185%* -, 275%% ,838%* -
6. PA ,120%* ,276%* -, 174%* ,792%% ,586%* -
7. PR ,128%* ,210%* -,253%% ,805%* ,659%%* ,565%* -
8. PDS ,168%* ,232%% -, 231%* ,815%* ,526%* ,532%% 448%* -
9.CS ,055 -,058 ,637%% -,325%* -,228%* -, 167** -,274%* -,297** -
10. CALI ,079% -,045 ,626%* -,375%* -,329%* -,228%* -,327%* -,316%* ,953%* -
11. EC ,110%* -, 132%* JA455%% -,169%* -, 125%* -, 107** -,163** -, 145%* JT79%* ,671%% -
12. EP -,044 -,003 ,538%* -,227** -,225%* -,045 -, 159%** -,258%* ,846%* ,706%* ,494%* -
Mean 28,63 24,42 40,39 66,47 14,49 16,04 15,29 20,66 56,63 27,04 9,93 19,66
Sd 10,12 7,74 16,10 10,51 3,03 2,51 3,16 4,22 16,84 9,34 4,06 5,65
Skewness ,147 -,429 ,114 -,862 -,465 -1,206 =775 -,472 -,096 ,051 ,394 -,443
Kurtosis -,369 431 -,516 ,880 ,584 ,890 1,028 ,897 -,340 -,586 -,623 -,209
o ,83 ,85 .93 ,90 ,80 ,81 .76 7 ,80 93 ,82 87

**=p< .01, *= p< .05; HP = Helicopter Parenting, ASB = Autonomy Supportive Behaviors, CI = Career Instability, CA = Career Awareness, PSC=
Readiness, PDS=

Professional Self-Confidence, PA=
Professional Development Susceptibility, CS = Career Stress, CALI= Career Ambiguity and Lacking Information, EC= External Conflict, EP= Employment Presure.
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Figure 2. Standardized maximum likelihood estimates of the structural model.
HP = Helicopter Parenting, ASB= Autonomy Supportive Behaviors, CI = Career Instability, CA = Career Awareness, PSC=
PR= Professional Readiness, PDS= Professional Development Susceptibility, CS = Career Stress, CALI =
Employment Presure.
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Table 2. Indirect relationships in the structural model

Indirect relationships Indirect S (SE) 95% BC-ClI t P
[LL, UL]

HP->CS >Cl .093 (.024) [.045, .140] 3.835 .000

Total Indirect Impact from ASB to ClI -.120 (.018) [.155, .085] -6.722 .000

ASB >CA->CI -.035 (.013) [.061, .010] -2.724 .006

ASB >CA->CS->CI -.085 (.014) [.113,.057] -5.946 .000

Note. Instrumental variables are shown in bold. HP= Helicopter Parenting, ASB= Autonomy Supportive Behaviors, CI=

Career Instability, CS= Career Stress, CA= Career Awareness. B= Standardized regression coefficient; SE= Standart error,
BC-Cl= Bias-corrected confidence intervals. LL and UL indicate the lower and upper bound of a confidence interval,

respectively.
Discussion and Conclusion

This study revealed a significant association between
autonomy supportive behaviors and career awareness.
Additionally, while helicopter parenting had a positive
influence on career stress, career awareness negatively
affected it. Moreover, carcer awareness had a significant
negative impact on career instability, whereas career stress and
helicopter parenting contributed positively to it. Contrary to
expectations, the statistical analysis showed that the
relationship between helicopter parenting and autonomy
supportive behaviors with career stress was not significant.
The study also indicated that helicopter parenting indirectly
affects career instability through its impact on career stress.
Furthermore, the total indirect effect of autonomy supportive
behaviors on career instability was statistically significant.
Finally, autonomy supportive behaviors had an indirect impact
on career instability through both career awareness and career
stress.

In line with Feminist Therapy principles, the findings
suggest that a mother's autonomy supportive behaviors
positively impact her child's career awareness. This supports
Feminist Therapy’s emphasis on the importance of supporting
individuals in developing their identity and making
autonomous choices (Evans et al., 2005). Allowing children,
particularly girls, to explore various career options helps them
make more informed and independent decisions, moving
beyond traditional gender roles (Enns, 2004). This approach is
likely to enhance career awareness. Specifically, when parents
encourage their children to explore diverse career paths
without imposing their own preferences, it fosters more
deliberate career choices (Razali et al., 2022). Furthermore, the
support for self-efficacy in career-related decision-making
provided by autonomy supportive parenting reinforces this
finding. Individuals with high self-confidence are anticipated
to have greater career awareness as they feel more capable of
seeking out career-related knowledge and experiences (Girelli
et al., 2018).

Another important finding of this study is the direct
relationship between a mother's helicopter parenting style and
the child's career instability, while autonomy supportive
behaviors do not show a direct relationship. This suggests that
career instability is more closely associated with helicopter
parenting than with autonomy supportive behaviors.
According to Feminist Therapy, the effect of helicopter
parenting on career instability may be related to the
individual's questioning of their identity influenced by societal
expectations and family dynamics (Daniels, 2016). Helicopter
parenting might inhibit children's independence, leading to
greater career instability (Gomes & Deuling, 2019). Excessive
parental interference is particularly linked to challenges in
setting and achieving personal career goals. Such a parenting

style may reduce self-confidence, increasing the likelihood of
experiencing career instability (Wen et al., 2023). This aligns
with findings by LeBlanc and Lyons (2022), which indicate
that higher perceived helicopter parenting is associated with
lower career adjustment and increased career doubts.

Moreover, the study finds that a mother's helicopter
parenting style positively predicts the career stress of emerging
adults, while their own career awareness negatively predicts it.
From a Feminist Therapy perspective, helicopter parenting
involves excessive intervention in decision-making processes
(Wu et al, 2023), potentially undermining the child's
independence and self-confidence (Lee & Lee, 2013). Thus, it
can be suggested that a mother's helicopter parenting may
increase career stress by diminishing the individual's sense of
security regarding their career. Given that Feminist Therapy
promotes enhancing personal control and making independent
decisions (Enns, 2004), it can be argued that helicopter
parenting negatively affects these traits, thereby increasing
career stress.

Finally, a lack of carecer awareness might indicate
difficulties in determining a career path due to societal gender
norms and family pressures (Joseph, 2012). Supporting this
view, Hivick et al. (2019) found that helicopter parenting
reduces scores on autonomy, competence, and social
relatedness. Lee and Kang (2018) also found that higher levels
of helicopter parenting predict depressive symptoms through
parental career expectations. This suggests that a mother's
helicopter parenting negatively affects crucial career skills
such as autonomy, competence, and social relatedness, as well
as mental health, thereby impacting career stress.

The observed negative correlation between career
awareness and career stress is expected. Liao et al. (2023)
found similar results in their research with dental students,
indicating that increased career stress is associated with
decreased career awareness. Hashish (2019) also highlighted
that while career awareness positively affects career self-
efficacy, it negatively impacts career barriers such as career
stress. Furthermore, Braverman et al. (2002) reported that for
part-time workers, higher levels of career awareness are linked
to lower levels of career stress. These findings support the
study's results concerning the negative association between
career awareness and career stress.

Another key finding of the study is the negative association
between career awareness and career instability. This
relationship may be explained by the abundance of career
choices, as well as the unrealistic expectations and societal
pressures emphasized by Feminist Therapy. Reduced career
awareness can expose individuals to a broad range of career
options, potentially leading to confusion and indecision.
Having too many choices might result in difficulty committing
to a single career path, thereby increasing career instability.
This issue is particularly evident among young adults who may
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not yet have a clear understanding of their interests or strengths
(Unay-Gailhard & Brennen, 2022). Additionally, low career
awareness may lead to unrealistic expectations about certain
professions. Young adults may form idealized views of a
career based on limited information, which can lead to
disappointment when faced with the realities of that
profession. This disillusionment might prompt individuals to
abandon their initial career paths in favor of alternatives they
believe will better meet their expectations, contributing to
career instability (Gracida, 2019). Societal norms and peer
influences can also affect career awareness. Individuals might
feel pressured to pursue careers perceived as prestigious or
financially rewarding, rather than those aligned with their
personal interests or values. This external pressure can
diminish career awareness and lead to career choices that are
misaligned with one's true desires, thereby increasing career
dissatisfaction and instability (Beecher et al., 2022).

The study also reports that career stress and a mother's
helicopter parenting style are significant contributors to career
instability. Career stress can stem from high expectations and
demands related to career success (Akkermans & Tims, 2017).
This pressure may prompt individuals to frequently reevaluate
their career choices, leading to a cycle of indecision and career
instability (Lee, 2023; Zhang et al., 2022). Additionally,
heightened stress levels can negatively impact career planning,
making it difficult for individuals to follow a consistent career
path. This lack of planning can further increase career
instability by causing individuals to struggle with sticking to
any particular career decision (Zhang et al., 2022).

A mother's helicopter parenting approach may constrain an
individual's ability to make independent career decisions
(Luebbe et al., 2018). According to Feminist Therapy, such
constraints on autonomy can arise from excessive reliance on
external validation and guidance, leading to uncertainty
regarding personal career objectives (Balin, 2014).
Consequently, individuals might frequently alter their career
choices to align with parental expectations or escape the
pressures of their upbringing, thus increasing career instability
(Ann & Kim, 2023). While parental support can enhance
decision-making self-confidence, excessive support can have
the opposite effect (Kim & Kang, 2023). These findings
suggest that over-involvement can contribute to increased
indecision and, subsequently, instability.

This study also highlights that a mother's helicopter
parenting style indirectly affects career instability through
career stress. Feminist Therapy often links helicopter
parenting with diminished self-confidence (Dieng & O'Reilly,
2020). From this standpoint, a mother's helicopter parenting
may indirectly impact career instability by increasing career
stress in various ways. For example, low self-confidence can
heighten stress related to career choices (Park & Lee, 2015).
Individuals with low self-confidence may experience stress
and seek additional options when they doubt their career
decisions, which can further exacerbate career instability
(LeBlanc & Lyons, 2022). Similarly, Sari and Santi (2024)
found that individuals exposed to helicopter parenting might
experience greater self-doubt regarding their careers. This self-
doubt can lead to stress and anxiety about exploring and
committing to a specific career path, contributing to career
instability (LeBlanc & Lyons, 2022).

A mother's helicopter parenting style may impede the
research necessary for career development, and it leads to
career stress due to a lack of relevant information (Zhang et
al., 2022). The stress from insufficient information can

contribute to career instability (LeBlanc & Lyons, 2022).
Another explanation might be the stress from trying to meet a
dominant parent's expectations. When individuals feel
compelled to pursue specific careers to please a dominant
parent, the resulting anxiety and stress can lead to career
indecision. The struggle to balance personal desires with
parental approval can increase career instability (Lee & Kang,
2018).

The study also identifies that a mother's autonomy
supportive behaviors have an indirect effect on career
instability through career awareness. Autonomy supportive
behaviors, as outlined by self-determination theory, involve
offering choices, encouraging initiative, and fostering a sense
of control over decisions (Hocine et al., 2014). In this context,
individuals with a strong sense of control over their career
decisions are more likely to engage in career exploration and
develop a clearer understanding of their interests, values, and
goals (Nie et al., 2023). This enhanced career awareness can
aid individuals in making more informed career choices,
thereby reducing the likelihood of indecision and instability
(Ann & Kim, 2023). Zhang et al. (2022) support this
perspective, suggesting that environments that support
autonomy allow individuals to explore their interests and make
decisions aligned with their values, thus increasing career
awareness. This increased awareness can mitigate feelings of
being overwhelmed by external pressures or uncertainties that
contribute to career indecision, potentially reducing career
instability (Boo & Kim, 2020). Additionally, perceived
autonomy support is positively associated with higher self-
efficacy in career decision-making (Ann & Kim, 2023). When
individuals feel empowered to make their own career choices,
they are more likely to have confidence in their ability to
advance along their career paths, thereby decreasing the
likelihood of indecision or instability.

Finally, this research shows that a mother’s autonomy
supportive behaviors indirectly affect career instability
through both career awareness and career stress. This
relationship can be understood by exploring how these
behaviors both increase awareness of career options and
reduce the stress associated with career decisions. When a
mother supports autonomy, it helps individuals develop a
greater sense of control over their career choices (Distefano et
al., 2018). This enhanced motivation can positively influence
career development and lower the level of instability. Those
who receive support for autonomy are more likely to explore
and understand various career paths, thus improving their
career awareness (Dalkilig et al., 2022). As individuals become
more knowledgeable about their career options, they are better
able to align their choices with personal goals and desires, as
highlighted by Feminist Therapy (Jung, 2013). This alignment
reduces uncertainty and indecision, leading individuals to
follow career paths that match their identities (Vignoli, 2015).
Additionally, supporting autonomy may help in reducing
career-related stress (Havermans et al., 2017). Individuals who
feel their autonomy is supported generally experience less
anxiety and stress related to career decisions (Katz et al.,
2018). This reduction in stress can enhance clarity and
confidence in career choices, thereby decreasing instability
(Peter et al., 2016). Moreover, autonomy support boosts self-
confidence in making career decisions, which is the belief in
one's ability to make sound career choices (Jungert et al.,
2013). As individuals feel more capable in their career
progress, increased self-efficacy can help reduce stress
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(McKay et al., 2014). This increased confidence and reduced
stress contribute to lower career instability (Liu et al., 2024).

In conclusion, analyzing the impact of a mother’s
helicopter parenting and autonomy supportive behaviors
through the lens of Feminist Therapy indicates that these
dynamics align with feminist goals of enabling individuals to
express their identities and pursue their aspirations without
being restricted by traditional gender expectations (Pasque &
Nicholson, 2023). Autonomy supportive behaviors help
enhance children’s self-confidence, and lead to more informed
and independent career decisions, which also supports gender
equality goals. Conversely, individuals may find it challenging
to define their career paths due to societal norms and family
pressures.

Implication

Understanding these relationships from a Feminist Therapy
perspective is crucial for career counselors, educators, and
psychologists. It provides essential insights into the obstacles
individuals may face in career planning, particularly
concerning excessive parental involvement. Additionally, it
highlights the significance of parental attitudes, especially
maternal ones, in shaping a child’s career development. This
information can help improve guidance and career counseling
services in schools, aiding students in understanding parental
influences and developing a consistent career plan based on
their interests and skills. More psychological and sociological
research is needed to examine these variables and determine
which parenting styles and parental figures are most impactful
in a child’s career development.

The findings highlight the importance of addressing
parental influences, particularly helicopter parenting and
autonomy-supportive behaviours, in career counselling.
Parent-focused interventions can be implemented to promote
autonomy-supportive behaviours and reduce overprotective
tendencies. These programmes can educate parents about the
long-term consequences of helicopter parenting on career
development. Applying principles of feminist therapy can
empower both parents and children to challenge traditional
gender roles and support autonomy, thereby promoting
healthier career exploration and decision-making. Workshops
focusing on managing career stress and understanding the
impact of parental behaviour can prepare students for
independent career planning. The findings highlight the need
for policies that support career guidance services in
educational institutions, particularly those that address the
intersection of family dynamics and career planning. Policies
that promote constructive parental involvement in career
development, emphasizing autonomy rather than control, may
be beneficial.

Researchers should further explore the role of fathers and
other caregivers in career development. In addition,
longitudinal studies could provide insights into how these
dynamics evolve over time. Given the cultural specificity of
this study, cross-cultural research can examine how different
cultural norms influence the relationships between parenting
styles and career outcomes. The study's integration of feminist
therapy principles offers insights into how challenging
traditional gender roles can positively impact career
development, particularly for young women. By reducing the
stress associated with helicopter parenting and career
instability, these findings indirectly contribute to better mental
health outcomes for emerging adults.

Limitation

The study used a convenience sample of university students
aged 17-25 years, which may not be representative of a wider
population of emerging adults or individuals in other
educational or professional contexts. The sample had a higher
proportion of female participants (65.4%), which may limit the
generalizability of the findings to men or other gender groups.
The research was conducted in a specific cultural and
geographical context (e.g., Turkey). The findings may not be
directly applicable to other cultures or societies where
parenting styles and career dynamics are different. The study
relies on self-reported measures, which are subject to biases
such as social desirability and recall bias. The cross-sectional
design of the study does not allow for causal inference or
examination of changes in relationships over time. The study
primarily examined maternal behaviour and may not have
considered the influence of the parenting styles of fathers or
other caregivers.
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0z: Bu arastirmanin amaci okul 6ncesi dénemde isitme yetersizligi olan cocuklarin erken okuryazarlik becerilerinin
gelistirilmesindeki uygulamalari incelemektir. Arastrma durum ¢alismasi olarak desenlenmis, veriler yari
yapilandirilmis goriisme ve gézlem formu kullanilarak toplanmistir. Arastirmanin ¢aligma grubunu 8 okul dncesi, 8 6zel
egitim Ogretmeni olusturmaktadir. Veriler timevarimsal bir yaklasimla igerik analizi yontemi kullanilarak analiz
edilmistir. Sonug olarak arastirmaya katilan ogretmenler erken okuryazarligi tamimlarken ilkokula hazirlanmaya
odaklanmiglardir. Ogretmenler erken okuryazarlig gelisimi icin onkosul bilgi, beceri ve yasantilara sahip olunmasi
gerektigini vurgulamuglardir. Isitme yetersizligi olan cocuklara erken okuryazarlik becerilerinin gelistirilmesi
etkinliklerinde 6gretmenlerin daha g¢ok kitaplar1 kullanarak etkilesimli kitap okuma yaptiklari sonucuna ulasilmistir.
Calismanin sonuglar1 alanyazin dogrultusunda tartisilarak isitme yetersizligi olan ¢ocuklarinin erken okuryazarlik
becerileri ile ilgili farkindalik ¢aligmalarinin yapilmasi, bu ¢ocuklarin erken cihazlandirilmasi igin ailelere yonelik
bili¢lendirilme ¢aligmalarinin yapilmas: ve ileriki arastirmalara yonelik énerilerde bulunulmustur.

Anahtar Kelimeler: isitme yetersizligi olan ¢ocuk, 6zel egitim, erken okuryazarlik becerileri, okul ncesi dénem, durum
¢alismasi

Abstract: This study examines the practices of developing early literacy skills in children with hearing impairment in
the preschool period. The research was designed as a case study, and data were collected using a semi-structured interview
and observation form. The study group consisted of eight preschool and eight special education teachers. The data were
analyzed using an inductive content analysis method. The results revealed that the teachers who participated in the study
focused on primary school preparation when defining early literacy and emphasized the need for prerequisite knowledge,
skills, and experiences to develop early literacy. It was concluded that in the activities of developing early literacy skills
for children with hearing impairment, teachers mostly used books for interactive book reading. The study results were
discussed in line with the literature, and recommendations were made for conducting awareness studies on early literacy
skills of children with hearing impairment, conducting awareness-raising studies for families for the early deviceization
of these children, and for future research.

Keywords: Child with hearing impairment, special education, early literacy skills, preschool period, case study
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Giris

2017). OO dénemde kazanilan erken okuryazarlik becerileri

Okuma yazmanin oOgrenilmesi ¢esitli bilgi ve beceriler
gerektiren karmagik bir siiregtir (Karasu, 2020; Roskos vd.,
2003; Sanchez & Alonso CortES, 2012). Bu siirecin
kolaylasmasi icin cocuklarm okul dncesi (O0) donemde erken
okuryazarlik becerilerini gelistirmeleri 6nemlidir. Tiirkiye’de
okuma yazmaya hazirlik etkinlikleri adi altinda ¢alisilan
beceriler, Milli Egitim Bakanliginin 2024 yilinda ¢ikardigi
okul 6ncesi egitim programinda erken okuryazarlik etkinligi
olarak belirtilmistir (MEB, 2024). Erken okuryazarlik, okuma
yazma Oncesi ¢gocuklarin edinmeleri beklenen 6nkosul bilgi ve
becerilerdir (Ergiil vd., 2016). Bu beceriler; ses
bilgisel/fonolojik farkindalik, yazi farkindaligi, alfabe ve harf
bilgisi, sozciik bilgisi ve dinledigini anlamadir (Pistav-
Akmese ve Sezgin-Kiigiik, 2022; Strickland & Riley-Ayers,
2006; Whitehurst & Lonigan, 1998).

OO dénemde erken okuryazarlik  becerilerinin
gelistirilmesi sonraki donemlerde akademik basariya katki
saglamaktadir (Nittrouer vd., 2012; Strickland & Riley-Ayers,
2006; Tomblin vd., 2015). Erken okuryazarlikla okuma ve
akademik beceriler arasinda siki bir iliski vardir (Kargin vd.,

cocuklarin  okuma yazma becerilerini = 6grenmelerini
kolaylastirarak ~ akademik basarilari1  arttirmakta  ve
kendilerine  giiven  duymalarin1  sagalayarak  sosyal

etkilesimlerine olumlu katkilarda bulunmaktadir (Lonigan vd.,
2011). Cabell vd. (2011) yaptiklar1 boylamsal ¢alismada OO
donemde erken okuryazarlik becerileri kazanmanin ¢ocuklarin
ilkokuldaki okuma yazma becerilerini yordadigmni ortaya
cikarmiglardir.  Bununla  birlikte erken okuryazarlik
becerilerini OO dénemde edinememis ¢ocuklar okuma yazma
O0greniminde problemler yasamaktadir (Karaahmetoglu ve
Turan, 2020). Ayn1 zamanda erken okuryazarlik becerilerinin
yeterince veya hi¢ kazanilamamasi okudugunu anlama
becerileri ve ilerleyen akademik becerileri olumsuz olarak
etkilenmektedir (Strickland & Riley-Ayers, 2006).

Gelisimin hizli ilerledigi OO donemde gocuklar erken
okuryazarlik becerilerini gelistirmek igin dil girdisine ihtiyag
duymaktadirlar (Campbell-Hicks, 2016). Cocuklarda sozel dil
becerileri gelistikce erken okuryazarlik becerileri de
gelismektedir (Zupan & Dempsey, 2013). Ancak isitme
yetersizligi (IY) olan g¢ocuklarin yasadiklar1 isitme kaybi
onlarin sozel dil becerilerinde gecikmeye neden olmaktadir ve

* Bu aragtirma TUBITAK 2209-A Universite Ogrencileri Arastirma Projeleri Destekleme Programi 2023/1. Dénem kapsaminda desteklenmistir.


https://doi.org/10.17556/erziefd.1545008
mailto:obagci@sakarya.edu.tr
https://doi.org/10.17556/erziefd.1545008
https://orcid.org/0009-0001-2073-3071
https://orcid.org/0009-0005-0149-0827
https://orcid.org/0000-0002-8014-5140
https://orcid.org/0009-0004-6621-9846
https://orcid.org/0009-0002-1041-1455

O. Aslan Bagcl, vd. / Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(4)

bu cocuklar o6zellikle dilin fonolojik (ses bilgisi), sdzciik
bilgisi, sesletim gibi alanlarinda zorlanmaktadirlar (Nassrallah
vd., 2020; Paul, 2001). 1Y olan gocuklarin dil gelisimi isiten
akranlartyla ayni siireclerden gecse de yasadiklari isitme
sorunlar1 nedeniyle akranlarina kiyasla dil gelisimleri geride
kalabilmektedir (Yoshinaga-Itano & Apuzzo, 1998). Bu
durum onlarin erken okuryazarlilk ve okuma yazma
becerilerinin edinilmesinde giigliiklere neden olmaktadir
(Easterbrooks vd., 2008). Y olan ¢ocuklar isiten akranlar1 gibi
okuryazarlik etkinliklerine katilsalar da (Briggle, 2005) yeteri
kadar dil girdisine ulagamayabildikleri i¢in sozel iletigime
dayali okuma yazma becerilerini edinmekte zorlanmaktadirlar
(Hallahan & Kauffiman, 2003; Pistav-Akmese ve Sezgin-
Kiciik, 2022; Tutuk ve Melekoglu, 2019; Tutuk ve
Melekoglu, 2021).

Dil gelisimi ve erken okuryazarlik becerileri arasinda giiclii
bir iligki bulunmaktadir (Strickland & Riley-Ayers, 2006). Dil
gelisimi, erken okuryazarlik becerilerinin  gelisiminin
temellerini olusturarak bu becerileri ¢ocuklarin edinmelerini
ve siirdiirmelerini saglar (Lonigan vd., 2011; Cabell vd.,
2011). Bu agidan isitme kaybi olan ¢ocuklar ayni ana dilde
okuma yazma Ogrenen normal isiten akranlartyla
karsilastirildiginda dezavantajli konumdadir (Snow vd., 1998;
Malakoff, 1988; Paul, 2001). Teknolojik gelismeler ve erken
tamlama yontemleri sayesinde IY olan ¢ocuklar erken
tanilanmakta,  cihazlandima  ve  koklear = implant
uygulamalariyla desteklenerek erken egitime baslamakta ve
isitsel sinyale daha iyi erisim saglayarak normal isiten
akranlarina benzer konusma, dil ve okuryazarlik becerilerini
gelistirme firsatina sahip olsalar da (Zupan & Dempsey, 2013)
okuma  yazma  becerilerinin  olumsuz  etkilendigi
vurgulanmaktadir (Hallahan & Kauffman, 2003).

Tiirkiye’”de 1Y olan ¢ocuklarin erken okuryazarhik
becerilerini inceleyen arastirmalara bakildiginda; Atlar ve
Uzuner (2018), calismalarinda OO dénemde bulunan 1Y olan
bir ¢ocugun ¢evresindeki erken okuryazarlik yasantilarimi
incelemisler ve 1Y olan bir ¢ocugun okuryazarlik ortamimin
niteliginin erken okuryazarliga katkida bulundugu ve isiten
akranlarina yakin  bir gelisim gosterdigi  bilgisine
ulasmuslardir. Karasu (2020), calismasinda 52 aylik 1Y olan
cocugun erken okuryazarlik becerilerinin gelisimini incelemis
ve dogal isitsel-sdzel yaklasim egitim ortamlarinin 1Y olan
cocuklarin erken okuryazarlik becerilerini gelistirdigi bilgisine
ulasmistir. Pistav-Akmese vd., (2019) ¢alismalarinda 1Y olan
cocuklarla isiten g¢ocuklarin erken okuryazarlik becerilerini,
erken okuryazarlik testiyle (EROT) degerlendirmis, iki grup
arasinda anlamli farkliliklar bulmustur. Normal isiten ve 1Y
olan ¢ocuklarin ilkokula ge¢meden erken okuryazarlik
becerilerinin desteklenmesinin gerekliligini 6ne siirmiislerdir.
Evrenkaya ve Ergiil (2022) de yaptiklar1 ¢aligmalarinda 5-6
yas arast normal isiten ve IY olan cocuklarm erken
okuryazarlik  becerilerini ~ degerlendirdiklerinde;  erken
okuryazarlik becerilerinden harf bilgisiyle ilgili iki grup
arasinda istatistiksel olarak anlamli fark bulunmazken, her iki
grubunda sinirli sayida sdzciik bilgisinin oldugu saptanmustir.
Diger taraftan; alic1 dil, ifade edici dil, alic1 sézciik bilgisi,
ifade edici sozciik bilgisi ve ses bilgisel farkindalik
becerilerinde iki grup arasinda anlamli fark bulunmustur.
Isiten ve IY olan ¢ocuklarin OO dénemde erken okuryazarlik
becerilerinin desteklenmesinin &nemi belirtilirken 1Y olan
cocuklarin erken cihazlandirilmalarinin gerekliligi
vurgulanmustir.

Aragtirmalar 1Y olan c¢ocuklarin erken okuryazarlik
becerilerinin gelistirilmesinde i¢inde bulunulan ¢evrenin ve bu
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cevreyi zenginlestiren uygulamacilarin 6nemini gozler 6niine
sermektedir. 1Y olan g¢ocuklar ile OO donemde ¢alisan
Ogretmenlere bu noktada 6nemli sorumluluklar diigmektedir.
Ogretmenler hem siniflarinda  yaptiklari  uygulamalari
gelistirmeli hem de ailelere bu konuda yo6nlendirici ve bilgi
verici olmahdirlar. Bu baglamda dgretmenlerin OO dénemde
gelisim alanlar1 ile bir biitin olan erken okuryazarhk
becerilerinin gelisimi (Strickland & Riley-Ayers, 2006)
hakkinda bilgi sahibi olmalar1 énemlidir. 1Y olan gocuklarin
gelisim stirecleri ile ilgili bilgiler edinmek ogretmenlerin
sundugu egitimin niteligini arttirabilecektir (Aslan-Bagc1 ve
Sar1, 2024; Briggle, 2005). 1Y olan ¢ocuklarin normal isiten
akranlara gore erken okuryazarlik becerilerini edinmeleri
geride kalabilmektedir. Bu nedenle onlar igin 6zel egitim (OE)
miidahelelerinin gelistirilmesi ve uygulanmasi gerekmektedir
(Dammeyer, 2014). 1Y olan ¢ocuklarin erken okuryazarlik
becerilerinin desteklenmesinde uygulanabilecek
miidahalelerin gelistirilmesinde Ogretmenlerin
uygulamalarinin ve goriiglerinin ortaya konmasinin literatiire
onemli bilgiler kazandiracagi diigiiniilmektedir.

Bununla birlikte alanda yapilan arastirma sayisinin sinirlt
oldugu da dikkate alindiginda bu arastirma kapsaminda elde
edilen bilgiler alanda caligan arastirmacilara ve 6gretmenlere
151k tutacaktir. Bu arastirmanin amact OO dénemde 1Y olan
cocuklarin erken okuryazarlik becerilerinin gelistirilmesine
yonelik uygulamalarin incelenmesidir. Arastirmanin bu amaci
dogrultusunda asagidaki sorulara cevap aranacaktir:

1) OO dénemde 1Y olan dgrencileri olan 8gretmenlerin
erken okuryazarlik becerileri hakkindaki goriisleri
nelerdir?

2) 0O dénemde 1Y olan dgrencilerin erken okuryazarlik
stireci 6gretmenler tarafindan nasil ytiriitiilmektedir?

Yontem

Arastirma icin Sakarya Universitesi Egitim Arastirmalar1 ve
Yaym Etik Kurulu Bagkanligi’ndan 23.11.2023 tarihli, E-
61923333-050.99-308501 sayilt ve 25/26 karar no’ lu etik
kurul onay1 alinmistir. Etik Kurul Karar1 geregince ¢aligmaya
katilan tim Ogretmenlerden katilimct onam formu
doldurtulmustur.

Arastirmanin Modeli

Calismada incelenmek istenen IY olan &grencilerin erken
okuryazarlik becerilerini kazandirmaya ve gelistirmeye
yonelik 6gretmenlerin uygulamalart ve goriisleri durum olarak
belirlenmistir. Arastirmada 1Y olan o6grencilerle erken
okuryazarlik uygulamalarini dogal ortaminda gézlemlemek ve
ogretmenlerin bu konu hakkindaki goriislerini herhangi bir
kontrol veya manipiilasyon olmadan derinlemesine
betimlemek amaclandigindan aragtirma nitel arastirma
desenlerinden durum c¢aligmasi deseniyle tasarlanmustir.
Durum ¢aligmasi, sinirlt bir sistemi derinlemesine betimlemek
ve incelemek amaciyla kullanilir (Merriam, 2013). Durum
caligmasi; aragtirmacinin sinirlandirilmis bir zaman igerisinde
bir veya daha ¢ok durumu goézlemler, goriismeler, gorsel-
isitseller, dokiimanlar, raporlar gibi ¢oklu kaynaklari igeren
veri toplama araglariyla derinlemesine inceledigi, durumlarin
ve duruma bagli temalarin tanimlandigi nitel bir arastirma
yaklagimidir (Creswell, 2007). Arastirmacilar birden fazla veri
kaynagindan veri elde ederek 1Y olan dgrenciler ile yapilan
erken okuryazarlik uygulamalarini betimlemeyi
amagladiklarindan durum g¢aligmasini tercih etmislerdir.



Okul dncesi donemde isitme yetersizligi olan ¢ocuklarla yapilan erken okuryazarlik uygulamalarinin incelenmesi

Tablo 1. Calisma grubunun 6zellikleri

Kod Cinsiyet Yas Brans1 Gorev Yaptig1 Yer Goriisme Yeri Goriisme

Adi Siiresi

OEO1  Kadmn 37  Isitme Engelliler Ozel Egitim Anaokulu Ogretmenler 41 dk 6 sn
Ogretmenligi Odas1

OEO2  Kadmn 28  Isitme Engelliler Ozel Egitim Anaokulu Ogretmenler 34 dk 29 sn
Ogretmenligi Odas1

OEO3  Kadm 35 Isitme Engelliler Ozel Egitim Anaokulu Idare Odas1 47 dk 10 sn
Ogretmenligi

OEO4  Kadm 27 Ozel Egitim Ozel Egitim Anaokulu Bos Sinif 19 dk 50 sn
Ogretmenligi

OEO5 Kadin 38  Isitme Engelliler Ozel Egitim Anaokulu Bos Sinif 26 dk 50 sn
Ogretmenligi

OEO6  Kadin 36 Isitme Engelliler Ozel Egitim Anaokulu Okul 18 dk 59 sn
Ogretmenligi Yemekhanesi

OEO7 Kadmn 28  Ozel Egitim Ozel Egitim Anaokulu Okul 51 dk 52 sn
Ogretmenligi Yemekhanesi

OEO8  Kadm 43 Isitme Engelliler Ozel Egitim Anaokulu Ogretmenler 1 saat 17 dk
Ogretmenligi Odas1

0001 Kadmn 27 Okul Oncesi Anasmifi Okul Terast 18 dk 19 sn
Ogretmenligi

0002 Kadm 32 Okul Oncesi Anasmifi Ogretmenler 33 dk 34 sn
Ogretmenligi Odas1

0003 Kadmn 46 Okul Oncesi Anasmifi Bos Smif 23 dk 12 sn
Ogretmenligi

0004 Kadmn 29 Okul Oncesi Anasmifi Bos Smif 29 dk 43 sn
Ogretmenligi

0005 Kadin 34 Okul Oncesi Anasmnifi Idare Odas1 20 dk 31 sn
Ogretmenligi

0006  Kadm 27 Okul Oncesi Anasinifi Ogretmenler 30 dk 2 sn
Ogretmenligi Odas1

0007 Kadm 33 Okul Oncesi Anasinifi Ogretmenler 50 dk 7 sn
Ogretmenligi Odas1

0008 Kadin 35 Okul Oncesi Anasmifi Bog Smif 49 dk 12 sn
Ogretmenligi

Calisma Grubu

Aragtirmanin  amacma yonelik ve konunun yapisini,
ozelliklerini temsil ederek daha yogun veriyi elde etmek
amaciyla amagli Ornekleme yontemlerinden maksimum
cesitlilik durum o6rnekleme yontemi tercih edilmistir. Eger
arastirmaci belirlenen bir konuyla ilgili birey cesitliligini
amaglamakta ise maksimum ¢esitlilik durum O&rnekleme
yontemini tercih etmelidir (Neuman & Robson, 2014). Bu
calismada arastirmacilar 1Y olan 6grencisi bulunan OO
diizeydeki erken cocukluk OE okulu ve OO diizeyde
kaynastirma ortami gibi farkli egitim ortamlarinda goérev
yapan Ogretmenlerin  goriiglerini  ve  uygulamalarini
inceleyecek olduklarindan maksimum ¢esitlilik durum
ornekleme yontemini kullanmiglardir. Arastirma kapsaminda
erken cocukluk OE okullarindan ve OO diizeyde kaynastirma
ortamlarindan sekizer &gretmen olmak {izere toplam 16
Ogretmenle goriisme yapilmistir. Ayni zamanda arastirmacilar
bu iki farkli kurum tiiriinden simiflarda gézlem yapmisglardir.
Diger yandan arastirmada nitel arastirmanin genelleme
yapmadan tekrarlar yoluyla 6rnek olayi irdeleme amact goz
oniinde bulundurulmus ve bu arastirmada maksimum ¢esitlilik
durum oOrnekleme yontemi kullanilmistir. Bu 6rnekleme
yontemi, OO dénemdeki IY olan 6grencilerle yiiriitiilen erken
okuryazarlik ¢aligmalarinin gozlem ve goriisme yoluyla bakis
acist olusturma ve deneyim kazandirma iglevini yerine
getirecegi i¢in tercih edilmistir. Calisma grubunun 6zellikleri
Tablo 1’de verilmistir.

Veri Toplama Araclan

Arastirmacilar, 1Y olan &grencilerin erken okuryazarlik
becerileriyle ilgili 6gretmenlerle goriiserek, sinif ortamlarinda
gbzlemler yaparak veri toplamistir. Aragtirma dncesinde veri
toplama araclart es zamanli ve birbirlerinden bagimsiz
protokol ile arastirma oOncesinde olusturulmustur. Bu
dogrultuda once gozlemler sonrasinda Ogretmenler ile
goriismeler  gerceklestirilmistir.  Arastirmada  &gretmen
goriismeleri igin arastirmacilar tarafindan hazirlanan yari
yapilandirilmis  goriisme formu kullanilmig, goézlemler
katilimsiz goézlem seklinde sistematik kayitlar tutularak
toplanmistir. Gézlemi yapan arastirmacilar katildiklart dersin
smifina giderek 6grencilerin dikkatini dagitmayacak uygun bir
yere oturmuslar, yalnizca gozlem yaparak gozlem kayitlarimi
tutmuslardir. Derse herhangi bir miidahalede
bulunmamiglardir. Arastirmada kullanilan veri toplama
araglarinin (yart yapilandirilmig goriigme formu ve gozlem
formu) kapsam gegerliligi i¢in isitme yetersizligi ve erken
okuryazarlik alanyazini incelenmis ve 17 sorudan olusan bir
taslak goriisme formu olusturulmustur. Daha sonra bu ¢alisma
alanlarinda ¢aligmalarini  yiiriiten iki akademisyenden
goriisleri alinmistir. Goriis ve oneriler dogrultusunda gerekli
diizenlemeler sonucunda alt1 ana ve sekiz sonda sorusu olarak
goriisme formu yeniden diizenlenmistir. Taslak yari
yapilandirilmis goériisme formunun bu haliyle iki 6gretmenle
pilot uygulama yapilmis ve form hakkindaki goriisleri
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almmistir. Gerekli olan son diizeltmeler yapilarak yari
yapilandirilmig goriisme formunun alti soru ve sekiz sonda
sorusundan olusan son héline ulasilmigtir. G6zlem formu igin
nitel ¢aligma alaninda uzman olan iki akademisyenin goriisleri
alinmistir. Gerekli diizeltmeler yapilarak formun son hali
olusturulmustur. ~ Nitel  arastrmanin  veri  toplama
yontemlerinden gozlem ve goriismeden yararlanilarak veri
cesitliligi saglanmis, veri toplama araglarinin giivenirligi de
arttirtlmigtir.

Verilerin Analizi

Aragtirma kapsamimda 16 Ogretmenle goriigiilmiistiir.
Goriismeler 18 dakika ile 1 saat 17 dakika arasinda degisen
siirelerde  gerceklestirilmistir. Goriismeler G6gretmenlerin
gorev yaptiklart okullarda sessiz bir ortamda (okulun fiziksel
imkanlar1 dogrultusunda bos bir smif, 6gretmenler odasi, okul
yemekhanesi, okul terasi veya idareci odasinda) ve onlara
uygun olan zamanlarda planlanmis ve gerceklestirilmistir.
Veri toplama siireci 2023 yilinin Kasim ve 2024 yilinin Mart
aylar icerisinde tamamlanmistir. Toplam goriisme siiresi 9
saat 31 dakika 56 saniyedir. Bu siiregte katilimcilarin gerekli
onay ve izinleri alinmis ve goriismeler ses kayit cihaziyla
gozlemler yazili olarak kayit altina alimmistir. Tim veriler
yazili hale doniistiiriilmiis ve transkripsiyon 164 sayfadir. Bu
verilerden 149 koda, kodlardan 10 alt temaya ve alt temalardan
3 ana temaya ulagilmistir.

Aragtirmada OO dénemdeki IY olan dgrencilerle yiiriitiilen
erken okuryazarlik ¢alismalarinin incelenebilmesi igin
kullanilan ~ veri toplama tekniklerinden gbzlem ve
gorligmelerden elde edilen veriler igerik analizi ydntemi
kullanilarak analiz edilmistir. Icerik analizini arastirmacilar,
verileri tanimlama ve verilerin iginde sakli olabilecek
gergekleri ortaya ¢ikarmaya c¢alismak amaciyla kullanmistir
(Creswell, 2002). Bu arastirmada igerik analizinin
kullanilmasmimn nedeni OO dénemdeki 1Y olan dgrencilerle
yiiriitiilen erken okuryazarlik calismalarinin tiimevarimsal

yaklagimla ortaya ¢ikarilmak istenmesidir. Bu amag
dogrultusunda nitel verilerin analizinde takip edilen asamalar
su sekilde yiiriitiilmiisgtiir:
1) Gozlem ve goriisme verilerinin transkripsiyonu
yapilmistir.
2) Elde edilen veriler iiglincii ve dordiincii arastirmaci
tarafindan birbirlerinden bagimsiz olarak

¢cozlimlenerek anlamli béliimlere ayrilmis ve kavramsal
olarak ne ifade ettigiyle ilgili kodlar olusturulmus,
benzerlik ve farkliliklar dogrultusunda kategorize
edilmistir.

3) Buasamada siirece birinci ve ikinci arastirmacilar dahil
olarak kategorilerde anlamsal agidan biitiinlik
saglayacak sekilde kategorileri kapsayan taslak
temalara, sonrasinda da asil temalara ulasilmistir.

4) Arastirmacilar tarafindan belirlenen kodlar ve taslak
temalar alanda uzman bir dgretim elemani tarafindan
kontrol edilerek yeniden diizenlenmis ve son hali
verilmistir (Yildirim ve Simsek, 2018).

Arastirmanin gecerlilik ve giivenirligini saglamak adina
aragtirmacilar bazi 6nlemler almistir. Arastirmada kullanilacak
veri toplama araglarmin (yar1 yapilandirilmis goriisme formu
ve gozlem formu) kapsam gegerliligi i¢in veri toplama araci
hazirlanirken alanyazin incelenmis, uzman goriisleri alinmis
ve pilot goriismeler sonrasi gelen doniitler dikkate alinmustir.
f¢ gecerliligin saglanmasi igin goriisme sorularmi agik ve
anlagilir sekilde sormus, gdzlem verileri ayrintili bir sekilde
toplamig, arastirmacilar kod ve kategorileri birbirlerinden

bagimsiz olarak olusturmustur. Veri kayitlarinin gizliligi
saglanarak, katilimcilarin kimlikleri gizli tutularak c¢aligma
grubunun bilgileri detayli olarak sunularak dis gegerlilik
saglanmaya g¢aligilmistir. Farkli egitim kurumlarindan ve iki
farkli brangtan katilimcilar segilerek katilimcr gesitliligi
saglanmaya calisilmistir. Aragtirmanin giivenirligi i¢in herbir
asamas1 detayli olarak yazilmistir. Arastirmada veri toplama
siireci zamana yayilmistir. Ayrica arastirmacilar veri
toplamadan 6nce katilimcilardan ses kaydi igin izin istemis,
onay almistir. Veri toplarken toplanan verilerin gizliliginin
saglanacagi ve herhangi Dbir kisi veya kurumla
paylasilmayacagi katilimcilara beyan edilmistir. Bdylece
katilimcilarin samimi goriiglerine ulagsmak ve giivenilir veriler
toplamak amaglanmustir.

Bulgular

Analizler sonucu 3 tema, 10 alt temaya ulagilmistir. Temalar
erken okuryazarlik, egitim-6gretim siireci, g¢evre olarak
belirlenmis ve Sekil 1’de gosterilmistir.

Egitim-Ogretim
Siireci

Erken

Okuryazarhik Cevre

Sekil 1: Ana temalar
Erken Okuryazarhk

Erken okuryazarlik temasiyla iligkili olarak tanim, beceri, 6n
kosul ve cocuga etkisi olarak 4 alt tema ortaya ¢ikmistir. Erken
okuryazarlik temasi ve alt temalar1 Sekil 2’de goriilmektedir.

Tanim Beceri

On Kosul Cocuga etkileri

Sekil 2: Erken Okuryazarlik Temas1 Alt Temalar1
Tanim

Tanim alt temas1 kapsaminda goriis belirten 6gretmenlerin bir
kismi %13 (n=2) erken okuryazarlik kavramma dair
tanimlama yaparken ilkokula hazirbulunusluk diizeyine
deginmislerdir. Arastirmaya katilan Ogretmenler erken
okuryazarhkta hazir bulunuslugu tanimlarken IY olan
cocuklarin dili nasil etkili bir bi¢imde kullanabilecekleri,
kalem tutma gibi motor becerilerine yonelik yeterliliklerinin
ve ses farkindaliklariin olmasinin 6nemi ve siirecin her bir
pargasinin birbirleriyle iligki iginde ve birbirini etkileyerek
biitiinciil  olarak ilerledigini  vurgulamislardir.  Erken
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okuryazarlik taniminin bir diger 6nemli boyutu ise ¢ocuklarin
kitaplarla olan etkilesimlerinin degerlendirilmesidir %13
(n=2). Ogretmenlerin erken okuryazarlik kavramina iliskin net
bir tanimlama yapmaktan ziyade erken okuryazarligin
ozelliklerini dile getirerek tanimlama yaptiklar1 goriilmistiir.
Bu konudaki 6gretmen goriisleri soyledir:
“Erken  okuryazarlik  deyince  aklima  ¢ocugun
hazirbulunusluk diizeyi geliyor... Bence c¢ocugun her
acidan hem zihinsel hem kalem tutmak hepsi i¢in, bence
biitiinciil yani.” (000 3)
“Erken okuryazarlik dedigimiz zaman ¢ocugun okumaya
iligkin on becerilerinden bahsediyoruz. Bir kitabi tutusu,
sayfalar: ¢evirisi ondan sonra ¢ocugun kendi basina kitabi

alist  bile  erken  okuryazarlik  dénemi  altinda
toplayabiliriz.” (OEO?7).
On Kosul

Erken okuryazarlik becerilerine dair katilimcilar goriislerinde
29 farkl1 6n kosul becerisine yer vermislerdir. I¢lerinde en ¢ok
deginilen 6n kosul becerileri kavram tanima %19 (n=3), sesleri
ayirt etme %19 (n=3) ve kalem kullanma %19 (n=3) olarak
belirlenmistir. ilgili onkosullara ait 6gretmen gériislerinden bir
kesit asagida yer almaktadir.

“On kosulu ses farkindaligi olabilir. Cocugun heceleri
sesleri birlestirmeyi Ogrenmesi, ayirt etmesi seslerin
farkina varmasi én kosul olabilir.” (0004)

Erken okuryazarlik becerileri i¢in 6gretmenlerce en ¢ok
tanimlanan ve deginilen bu Onkosullarin biiylime ve
olgunlagsma gibi gelisimsel yeterliliklerle iligkili olmakla
birlikte cocugun giinliik yasaminda ilgili yasantilara maruz
kalmas1 yoluyla bu &nkosullara sahip olmasi i¢in g¢evresel
etmenlerin de pay sahibi oldugu unutulmamalidir. Ayrica IY
olan Ogrenciler igin erken okuryazarlik becerilerinin
gelismesinde; erken teshis, erken cihazlandirma, cihazlardan
verim alma, erken aile egitimi gibi ¢ocugun gelisimini ve
egitim siirecini biyiik Olciide etkileyen onkosullar da yer
almaktadir. Ilgili 6nkosullara ait 6gretmen goriislerinden bir
kesite asagida yer verilmistir.

“Erken okuryazarligin 6n siralamasinda énce aile egitimi

gelir. Isitme engellilerden yola cikarsak eger bebeklik

doneminde erken cihazlandirma ve erken teghis koymanin
cok énemli oldugunu hepimiz biliyoruz.” (OEOS)

Bir diger 6nemli husus erken okuryazarlik becerilerinin
gelismesi i¢in ¢ocugun psiko-motor gelisiminin normal
gelisim gosteren akranlartyla benzer seyrediyor olmasidir.
Arastirmaya katilan 6gretmenlerce gocugun gelisim donemine
uygun ilgili becerilere sahip olmasi erken okuryazarlik
becerilerinin 6n kosulu olarak goriilmektedir. Bu kapsamda
temel becerileri yapabilme, ince motor becerilerinin yeterliligi,
biligssel ve motor hazirbulunusluk, duyu organlari, zihinsel
yeterlilik O6gretmenlerin  Onkosul olarak ele aldiklar
kavramlardir. Benzer sekilde dogumla baglayan kitap
etkilesimine deginen Ogretmenler %13 (n=2), cocuklarin
kitaplar1 tutmasi, sayfalar1 gevirmesi gibi motor becerilere
sahip olmasini birer 6n kosul becerisi olarak tanimlamiglardir.
Bu konuyla ilgili 6gretmen goriiglerine asagida yer verilmistir.

“... iste o zamana kadar hi¢chbir sekilde kitap gérmemis bir
cocugun eline kitap verdiginiz zaman ilk kez karsilastigi
icin maalesef ki tepkisi olmuyor. Yani yaslart ayni dahi
olsa hasir nesir olanla olmayan arasinda psikomotor
anlaminda ¢cok farklilik oluyor.” (OEO?7)

Erken okuryazarlik becerileri i¢in belirtilen 6n kosul
becerileri ayn1 zamanda erken okuryazarligi tanimlamak igin
de kullanilmistir. Tanim alt temasinda yer alan sonuglara gore

aragtirmaya katilan Ogretmenlerin  erken okuryazarlik
kavramini olustururken aslinda anlatimlarinda 6n kosul
becerilerine yer verdikleri goriilmiistiir.

Beceri

Beceri alt temasinda dgretmenler tarafindan OO dénemde 1Y
olan gocuklarin erken okuryazarlik becerilerinin gelistirilmesi
icin farkli g¢aligmalar yapildigi ifade edilmistir. Yapilan
calismalar, erken okuryazarlik becerilerini desteklemek igin
cocuklarin bireysel Ozelliklerine gore sekillenmektedir.
Ogretmenlerle yapilan goriismelere istinaden OO dénemdeki
IY olan ¢ocuklarin erken okuryazarlik becerilerinin
gelistirilmesi ve desteklenmesi icin ¢ocuklarla sirasiyla; yazi
farkindaligr %44 (n=7), ses bilgisel farkindalik %38 (n=6),
gorsel okuma %25 (n=4) ve harf bilgisi %25 (n=4) en ¢ok
calisgilan  becerilerdir. Bu bulgulari  destekleyen OE
Ogretmenlerinden birinin goriisii soyledir:

“...Mesela bir hikdaye kitabi bakarken yaptigimiz
calismalar gorsel okumadir. Ondan sonra oradaki yazilart
okumamizdir...Erken okuryazarlik ¢ocuk ne kadar ¢ok
yazilary erken goriirse harf bilgisi o kadar ¢ok geligmis
olur. Yazi bilgisi o kadar gelismis olur. Bu da erken
okuryazarlik becerilerine katki saglar.” (OEO3)

OO doénemde hikdye etkinliklerinin &nemi ve
Ogretmenlerce en ¢ok caligilan bu becerilere ¢ok yonlii
katkisinin olmas1 goz oniine alindiginda hikaye etkinliklerinin
arttirilmasi ve dzellikle bu etkinliklere OO dénemdeki 1Y olan
Ogrencilerin dahil edilmesi arastirmaya katilan 6gretmenler
tarafindan erken okuryazarlik becerilerini desteklemek igin
sik¢a deginilen durumlardir. Asagida 6gretmen goriiglerine bir
ornek sunulmustur.

“Yani her giin mesela hikdye saatine yer veriyorum.

Cocugu muhakkak bana yakin bir yere oturtuyorum

genelde her hikdyede ona soru sormaya dikkat ediyorum...

Su anda dil iizerine etkinliklerde daha ¢ok yer veriyorum.”

(0005)

Yukaridaki Ogretmen goriislerini destekleyen gozlem
kayitlarindan birer kesit agsagida sunulmaktadir.

“IY olan 4 ¢ocugu égretmenler masaya oturttular. Bir

ogretmen  raftan kitap getirdi. Masada ¢ocuklarin

karsisina gecti. Ogretmen “evet ¢ocuklar kitap saatimiz
geldi. Herkes kitap okumak igin hazir mi?” diye sordu.

Sonra ogretmen kitabin kapagini gostererek “bugiin ki

kitabimin ismi yaban ordekleri” diye soyledi. Ogretmen

kitabin yazarimin ismini ve yaywmevini de parmagiyla isaret
ederek cocuklara gosterdi. Ogretmen kitabi okumaya
basladi. 2 sayfa okuduktan sonra bir ¢ocuga sayfadaki
resme bakarak drdegin ne yaptigini sordu. Cocuk, érdek
suya bakiyor cevabini verdi. Ogretmen “evet drdek simdi
suya bakiyor, suda yiizmeye gidecek. Peki siz daha énce
suda yiizen ordek gordiiniiz mii?” diye sordu. Bir ¢ocuk
gordiigiinii soyledi. Diger cocuklar cevap vermediler.

Ogretmen ordek gordiigiinii soyleyen ¢ocuga nerede

gordiigiinii ve ordegin hangi renk oldugunu sordu... (OE

anaokulu gozlem kaydi, 29.03.2024).

Ogretmenlerin goriis ve uygulamalarina gore erken
okuryazarlik becerilerini desteklemek i¢in en etkili yollardan
birinin etkilesimli kitap/hikdye okuma etkinlikleri oldugu
sonucuna ulasilmaktadir. Kitap/hikaye etkinligi sayesinde
cocuklarin kitaplardaki harfleri gorerek harf farkindaligi
kazanmalari, sesli bir sekilde okunan kitab1 dinleyerek ses
bilgisel farkindalig1 ve isitsel farkindaligi kazanmalari, kitabi
eline alip sayfalar1 c¢evirerek resimlere bakmasi ve
gorsellerden hikaye olusturmasi, dinledigini anlamasi ve olay1
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sirastyla anlatmasi gibi Dbecerileri gelistirmede katki
saglayarak erken okuryazarligi destekleyecek ¢ok yonlii bir
calisma oldugu icin Ogretmenler tarafindan tercih
edilmektedir.

Cocuga Etkileri

Ogretmenler erken okuryazarlik becerilerinin gelismesinin
cocuklarda en fazla Ozgiivenlerine katki sagladigini
belirtmistir %44 (n=7). Yetersizlige sahip bireylerin olumlu
benlik algisi, 6zgiiven, 6z yeterlilik gibi kendilerine dair deger
yargilarinin bireysel ve toplumsal birgok nedenin de etkisiyle
negatif yonde etkilenebilme ihtimali gbz oniine alindiginda,
erken okuryazarlik becerilerinin, gelisim donemi ve bireysel
farkliliklar1 da yadsinmadan desteklenmesi ve ¢abasinin dahi
pekistirilmesi, ¢ocuga basart duygusu ve yeterlilik
hissettirerek 6zgiiven gelisimine ve olumlu benlik algisina
katki saglamaktadir. Bu konuyla ilgili 6gretmen goriislerinden
kesitlere asagida yer verilmistir.
“Yani ¢ocuk daha dikkatli oluyor. Daha ozgtivenli oluyor.
Clinkii yasitlarimin bilmedigi bir sekilde ¢ikiyor. Yani daha
ayrintilart fark eden bir ¢ocuk haline geliyor.” (OEOQS5)
“Cocuk akranlariyla birlikte dgrenirse ozgiiveni yerine
gelir kendisini yetersiz hissetmez. Bu durumda ozgiivene
bagh sosyallesme problemleri yasamayabilir.” (0006)
Ayrica erken okuryazarlik becerileri ilerideki akademik
yasantmin ilk adimi kabul edilirse ¢ocugun ilgili becerileri
edinmesinin akademik basartya olumlu katkida bulunmasi,
kendini daha rahat ifade edebilmesi ve akranlariyla iletisim
becerilerini gelistirmesi gibi akademik ve sosyal katkilar1 da
bulunmaktadir. Ogretmenlerce en ¢ok deginilen ikinci etki
olan akademik basartya katkiyla %19 (n=3) ilgili 6gretmen
goriislerinden bir kesite agsagida yer verilmistir.
“Erken okuryazarhik gelistiginde kalem tutma becerisini
zaten kazanmis olur. Yazi farkindaligi kazanmig olur. Bir
nesneye bakarken bence dikkati artar. Ciinkii harflerle
sesleri ayirt edebildigi icin artik veya etkinliklere aligtigi
icin odaklanmasi veya masa bast etkinlikleri yapmak bence
daha kolay olur. Bunun akademik basarya katk
saglayacagint diigiiniiyorum” (0004)
Egitim- Ogretim Siireci
Egitim-6gretim stireci temasiyla iligkili olarak
yaklagim/yOntem/strateji, problemler, destekleyici ¢alismalar
ve kullanilan arag-gerec/teknoloji olarak 4 alt tema ortaya

cikmistir. Egitim-6gretim siireci temasi ve alt temalar1 Sekil
3’te goriilmektedir.

Yaklasim/
Yontem/Strateji

> Problemler

> Destekleyici Calismalar

Kullanilan Arag¢-Gereg/
Teknoloji

Sekil 3: Egitim-Ogretim Siireci Temas1 Alt Temalar1

Yaklasim/Yontem/Strateji

Egitim-6gretim silirecinde &gretmenlerin ¢esitli yontem ve
yaklagimlar kullanmakla birlikte kullandiklar1 ydntemleri
isimlendirmede  ve/veya  tamimlamada  zorlandiklar
goriilmiistiir. Goriisme yapan arastirmact zaman zaman
destekleyici sorular yonelterek araya girmis ve 6gretmenler bu
sayede yontemi tanimlayabilmistir. Elde edilen verilere gore
ogretmenlerin %38 (n=6) model olma teknigi ve dogal isitsel
sozel yaklasim tercih ettiklerini belirtmislerdir. Alanyazinda
belirtilen birgok ydntemin asamalarindan biri olan model
olmanin &gretmenler tarafindan en c¢ok tercih edilen
tekniklerden biri olmasi, 1Y bireylerin 6grenme siirecindeki
verimine dikkat ¢eken Onemli bir bulgudur. Arastirmaya
katilan Ogretmenlerin ¢ogunun erken cihazlandirmanin ve
dogal ortamin Onemine dikkat c¢ekmesi, Ogretimde bu
yontemin ¢ogunlukla tercih edilmesini destekler niteliktedir.
Model olma ve dogal isitsel sozel yaklagima ait gretmen
goriislerinden kesitlere asagida yer verilmistir.

“..yani gosterip yaptigimda daha mantikl. Siz
soyliiyorsunuz ¢ocuk taklit ediyor sizi...Model olmayla
daha iyi égreniyorlar.” (OEOS)

“...dogal isitsel sozel yontemde de ¢ocugun dogal
ortaminda yahut dogal ortama benzer ortamlar
olusturarak o ¢ocuga dil yetilerini kazandirmaya
calistyoruz. Bu da dogal olarak erken okuryazarligini
desteklemeyi saglyor.” (OEO 8)

Ogretmenler tarafindan ikinci sirada en fazla tercih edilen
%19 (n=3) yaklasimlarin ise oyun temelli etkinlikle gorsel
kartlarin kullanilmasi ve s6zel yaklagim oldugu belirlenmistir.
Ogretmenler, OO donemin egitim-6gretim siirecinin ilk
basamagi olmasi ve ilk ¢ocukluk déneminde oyunun birey igin
tim gelisim alanlarina c¢esitli katkilariin yaninda ileriki
yasami i¢in prova niteligi tasimasi, 6grenme siirecinde oyun
temelli etkinliklerin bir yontem olarak tercih edilmesinin
onemine dikkat c¢ekmektedir. Bunun yaninda gelisim
donemiyle yetersizlik tiirii géz oniine alindiginda, birden fazla
duyusal girdi saglayan gorsel kartlarla birlikte gergeklestirilen
sozel yaklagim oOgretmenlerce verimli bulunan bir diger
yontemdir. Tlgili 6gretmen goriislerinden kesitlere asagida yer
verilmistir.

“Simdi eger ¢ocuk okul donemi, yani ilkokul doneminden

kiigiikse OO ¢agindaysa bir kere en giizel yaklasim, oyun

temelli en giizel oyun temelliden biz ilerliyoruz.” (0003)

“Yani ifade ederek ve gostererek ben c¢ocuklarla

calismalar yapryorum erken okuma yazma becerileri igin.

Yani soyledigimi gosterme gorsellestirmeye calisiyorum.”

(0002)

Problemler

OO doénemdeki 1Y olan cocuklarin erken-okuryazarhik
becerilerinin gelistirilmesine dair egitim-6gretim siirecinde
Ogretmenlerin karsilastiklar1 baglica problem %44 (n=7) aile
kaynakli sorunlardir. Aile faktoriiniin, insan yasaminin
¢evreye daha ¢ok bagimli oldugu ilk donemlerindeki 6nemi
diisiiniildiiglinde  yetersizlige sahip bireylerin  egitim
siirecindeki yeri daha da belirginlesmekte ve siirecin
sekillenmesinde biiytlik bir etki olusturmaktadir. Arastirmaya
katilan Ogretmenler egitim-0gretim siirecinin saglikli ve
verimli bir sekilde yiiriitiilmesinde aileyle is birliginin 6nemini
vurgulamakla birlikte karsilasilan zorluklarin siireci olumsuz
etkiledigini ve zorlastirdigini gesitli 6rneklerle belirtmislerdir.
Ilgili 6gretmen goriislerinden kesitlere asagida yer verilmistir.
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“dAile egitimi ¢ok onemli. Gerek rehabilitasyonlarda
bunlarin  egitimlerinin  verilmesi gerekse okullarda
bunlarin yapiliyor olmasi ¢ok degerli. Ancak diisiik sosyo-
ekonomik diizeydeki velilerle hagsir nesir oldugumuzda
velinin tek derdi maalesef ¢cocuk olmayabiliyor. Gegimini
saglamaya ¢alismakta olabiliyor. O yiizden veliyi okula
getirmek ona o egitimi vermek zaman aywrmasini istemek
¢ok gii¢ olabiliyor. Bu aslinda sistemdeki en biiyiik zorluk
diyebilirim.” (OEO?7)

Bunu takiben en sik karsilagilan problemlerin ¢cocugun ses
cikartamamasi (n=4), cihazdan kaynakli sorunlar (n=3) ve
materyal/teknoloji yetersizligi (n=3) oldugu belirtilmistir.
Ilgili verilerden anlasilacag iizere bireysel farklar, cevresel
etmenler ve imkanlar da ¢gocugun egitim siirecinde 6nemli bir
yere sahiptir. Bu problemlere dair dgretmen goriislerinden
kesitlere asagida yer verilmistir.

“...diyorum ya ¢ocugun boyle yapisal olarak mesela onu

ctkartip ¢ikartmamast konusunda, yani kelimeyi harfi.

Hani bu anlamda ¢ocugun kendi bireysel dzellikleri

birazcik da tabiki de bu durumla karsilagsmama sebep

olabiliyor.” (0004)

“..Cocugun cihazvin pili bitmistir mesela aile

ilgilenmemistir ¢ocukla, ¢ocugu dylece gondermigtir. O

zaman ben stkinti yasarim. Eger kurumda da pil yoksa o

giin o ¢ocukla ne yapabilirsin?” (OEO3)

“Yani daha ¢ok isitmeyle ilgili projeksiyonlarla gorsel ve

duyusal hoparlorle sarkilar esliginde hem rontlar tarzinda

gosteriler  tarzinda  yapilabiliyor.  Calismalarimiz
olabiliyor ama su anda bu okulda bulunan mevcut degil,
yetersiz biz kendi imkanlarimizla telefondan a¢tigimiz ve

Hoparlore verdigimiz kadarwyla. Olan kogullar bu okul i¢in

yeterli degil.” (0001)

Bu konuda 6gretmen goriislerini destekleyen bir gozlem
kaydindan alint1 agagida verilmistir.

“Giiniin ilk ders saatiydi. Ogretmenler cocuklart sinifa

getirdiler. Cocuklar sinifta oynamaya bagsladilar. Bir

¢ocuk dolabin kapagimi act. Ogretmen c¢ocuga dolab
kapatmasi icin seslendi. Cocuk ogretmene bakmadi ve
dolabi karistirmaya basladi. Ogretmen ¢ocuga seslenmeye
devam etti. Cocuk égretmeni hi¢ duymuyordu. Ogretmen

“galiba bunun cihazinin pili bitti yine bugiin ne yapacagiz

acaba bu c¢ocukla” dedi. (OE anaokulu gézlem kaydi,

28.03.2024).

Destekleyici Calismalar

IY’ne sahip OO dénemindeki gocuklarin erken okuryazarlik
becerilerinin gelistirilmesine dair siirdiiriilen egitim-6gretim
slirecinin  verimini arttirmak adma arastirmaya katilan
O0gretmenlerin  tercih  ettikleri  destekleyici  caligmalar
incelendiginde, 6gretmenlerin otuz farkli tiirde ¢aligmadan
yararlandiklar1 tespit edilmistir. Ogretmenlerin yararlandiklari
calismalarin yelpazesinin genis olmasi eldeki imkanlari
islevsel kullanma cabasi ve en iist diizeyde verim elde etme
arayistyla iligkili oldugu diisiiniilmektedir. Elde edilen verilere
gore ses calismalar1 destekleyici ¢aligmalarin igcinde en fazla
tercih edilenidir %63 (n=10) ve katilimcilarla yapilan
goriismelerde, egitim hizmeti verilen yetersizlik tiirline 6zgii
ihtiyaglarla dogru orantili sekilde 6gretmenler ozellikle ses
girdisiyle ilgili calismalarin 6nemine deginmislerdir.
“...dedigim gibi destekliyorum. Nasil destekliyorum?
Cocukla ilk c¢alismaya basladigimda giinliik hayatta
duyabilecegi sesler, tekrar eden sesler en basiti bir su sesi,
kedi kopek sesi bu tarz seslerin farkindaligini yaratmak

icin once bu tarz sesleri calistyorum. ... Oncelikle ses

farkindaligini olusturmak icin...” (0004)

Ses ¢aligmalarma takiben oyun %50 (n=8) ve sarki/ritim
%44 (n=7) ¢aligmalar1 gelmektedir. Ozellikle erken ¢cocukluk
doneminde oyunun 6nemi g6z 6niine alindiginda dgretmenler
Ogretim siirecini oyun etkinlikleriyle daha verimli hale
getirdikleri, sarki etkinlikleriyle de OO donemdeki isitme
yetersizligine yonelik sunulan egitimin 6grenmeyi ve
Ogrenilenlerin  hatirlanmasin1  kolaylagtirarak ~ verimini
arttirdigr belirtilmistir. Oyun ve sarky/ritim kodlarina dair
Ogretmen goriislerinden kesitlere asagida yer verilmistir.

“Isitme engelli ¢ocuklar icin de oyunun faydasi kesinlikle

vardir. ... Yani bir yag satarim bal satarim oynuyorsak bile

kitaptan resmini, oyunun isminin yazili oldugu bir kart
gosterip simdi sizinle bu oyunu oynayacagiz deriz.”

(OEO6)

“Ondan sonra ¢ok basit diizeyde ritim ¢aligmalart yaptik

onunla. Iste ben ona kalemler buluyordum éniimiize defier

koyuyorduk. Ben de koyuyordum ayni sirada ¢ikardigim
sesleri ¢ikarmasini istiyordum elimizde de yapryorduk.

Onlar Biraz faydali oluyordu isitsel anlamda desteklemek

icin.” (0007)

Bu konuda Ogretmen goriislerini destekleyen gozlem
kayitlarindan alintilar agagida sunulmaktadir.

“Ogretmen cocuklara yerdeki oyuncaklar: toplattiktan

sonra mavi bir dosyadan bir kart ¢ikardr. Cocuklara karti

gostererek “sizinle simdi bu kartta gérseli olan top atmaca
oyununu oynayacagiz” dedi ve karttaki topla ayni renkte
olan bir topu eline aldi. Cocuklar: karsisinda bir siraya
dizdi ve “topu eline alan arkadaki arkadagina topu doniip
atacak ve attim diye soyleyecek” dedi. Ogretmen siranin
basindaki ¢ocuga topu verdi ve oyunu oynatmaya basladi

(OE anaokulu gézlem kayd, 05.04.2024).

“Cocuklar ¢ember seklinde yere oturdular. Ogretmen

¢ocuklara ritim ¢ubuklarint dagutti. Sonra Ogretmen

masasindaki resimli kartlart aldi. Kartlardaki resimlerin
altinda resimdeki nesnelerin isimleri yaziyordu. Ogretmen
simdi ¢cocuklar sizinle sozciiklerle ritim oyunu oynayacagiz
dedi. Ogretmen kartlar arasindan iizerinde kelebek olan
bir karti secti ve ¢ocuklara “bu karttakinin ne oldugunu
bilen var mi?” diye sordu ve cocuklar kelebek diye
soylediler.  Ogretmen  simdi  kelebek  kelimesini
cubuklarimizla heceleyecegiz dedi. Ogretmen ke-le-bek
diye heceleri ayri ayri sdyledi ve elindeki ¢qubuklar: her bir
hecede yere vurdu. Cocuklar da égretmeni taklit ettiler.

(Kaynastirma smnifi gozlem kaydi, 28.03.2024)

Ayrica hikaye kitabi okuma %31 (n=5), dil’/konusma
calismalart %31 (n=5) ve aileyle is birligi %25 (n=4)
ogretmenlerce c¢ogunlukla tercih edilen diger destekleyici
calismalar olmustur. OO dénemde 6zellikle yazi farkindalhigs,
hayal giicii, konusma gibi becerilerin gelismesine katkis1 olan
hikaye okuma g¢alismalarimin etkilesimli olarak sunulmasi ve
ailenin de siirece dahil edilmesi verimi arttiracak etmenlerden
oldugu 6gretmenler tarafindan belirtilmistir.

Kullanilan Arag¢-Gereg¢/Teknoloji

Ogretmenler erken okuryazarlik ¢alismalarinda kullanilan
arag-gere¢ ve materyallerin yetersiz olmakla birlikte gevre
diizenlemesi ve swinif igindeki malzemelerin islevsel
degerlendirilmesi ve Ogretmenlerin bireysel c¢aba ve
istekleriyle verimin arttirilmaya ¢alisildigin ifade etmislerdir.
Egitim-6gretim siirecinde dgretmenlerin bir kism1 %38 (n=6)
hikaye kitaplarin1 kullanmakta olduklarini belirtmistir.
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“Bir haftalik bir kitabum var. Hafta sonu ben onlara bir
video  gonderiyorum.  Hikdye  kitabimi  okuyup
seslendiriyorum.  Resimleri  yakindan  kamerayla
¢ekiyorum. Hafta sonu dinliyorlar onu. Hafta i¢i bu
hikayeyle ilgili dil etkinliklerini yapiyorum. Bir derste
hikayeyi tekrar dinliyoruz. Diger dersimizde hikdyenin
sorularina cevap veriyoruz. Diger dersimizde hikdyeyi
canlandiryyoruz. Diger dersimizde ise hikayenin icerigiyle
alakali ya drama yapiyoruz ya izler etkinlik yapryoruz
varsa gezi yapiyoruz.” (OEOS)

Bu 6gretmen goriisiinii destekleyen gozlem kaydindan bir
parca asagida sunulmaktadir.

“Kitap okuma bittikten sonra ogretmen ¢ocuklara kitabi

canlandiracaklarini soyledi. Kitaptaki olaylart 6gretmen

tekrardan kisaca anlatti. Cocuklara kitaptaki karakterlerle
ilgili roller dagitti. Canlandirma swrasinda 6gretmen
cocuklara kitaptaki olaylar tekrar hatirlatmaya ¢alisti...

(Kaynagtirma sinifi gézlem kaydi, 28.03.2024).

Bunun yaninda oyuncak %31 (n=5) ve gorsel kartlar %31
(n=5) sik¢a kullanilan diger arag-gereglerdir. Teknolojiden
yararlanilmasina dair ise sarki %19 (n=3) ve ses hissetme
videolart %6 (n=1) i¢in zaman zaman kullanildigini
belirtmislerdir.

“... sumifta IY olan 6grenci olmadigi zaman daha farkli ama

bundaki dedigim gibi kullanilan materyal daha ¢ok isitsel

ama isitselden ziyade gorsel ¢ok kullantyoruz. Ashinda biz
gorselimizde posterler, resimli kartlar.” (OEOI)

Ogretmenler, siklikla hikdye kitaplari, oyuncaklar ve
gorsel kartlar1 OO donemdeki 1Y olan ¢ocuklarin bilissel,
sosyal, duygusal, psikomotor gelisimlerine ¢ok yonlii katki
sunmak ve siirecin daha verimli hale getirilmesi i¢in tercih
etmektedirler. Bunun yaninda dgretmenlerin ¢agin imkan ve
gerektirdigi becerileri takip etmeleri ve gerekli kosullar
saglandig: taktirde teknolojik imkanlardan yararlanmalar1 ve
IY olan ¢ocuklarin smirh dikkat siirelerinden dogan
dezavantajlar1  minimuma indirebilecekleri  sonucuna
ulasilabilir.

Cevre

Bu arastirmada cevre sartlarmin OO donemdeki 1Y olan
ogrencilerin erken okuryazarlik becerilerinin gelistirilmesi ve
desteklenmesinde onemli bir yere sahip oldugu ortaya ¢ikan
diger bir bulgudur. Cevre temasi, fiziksel cevre ve sosyal cevre
olmak tizere iki alt temaya ayrilmistir. Fiziksel ¢evrede okul
ve sinif imkanlariin yeterli olmadigi, teknolojik imkanlarin
yeterli olmadigi ve erken okuryazarlik becerilerinin
desteklenmesi i¢in materyal eksikliklerinin ¢ok fazla oldugu
sonucuna ulasilmistir. Sosyal ¢evrede ise aileyle yapilan is
birligi, cocuklarin erken okuryazarlik becerilerinin geligmesi
i¢in olduk¢a 6nemli bir sonug olarak ortaya ¢ikmaktadir. Cevre
temasi ve alt temalar1 Sekil 4’te gosterilmistir.

Fiziksel
Cevre

——

Sosyal Cevre

—\

Sekil 4: Cevre Temasi1 Alt Temalari

Fiziksel Cevre

Fiziksel ¢evrede OO dénemdeki IY olan cocuklarin en c¢ok
ihtiya¢ duyduklar1 fiziksel etmenin materyal eksikliklerinin
giderilmesi %31 (n=5) oldugu goriilmiigtiir. Materyal
yetersizliklerinin yani sira teknolojik imkanlarin yetersizligi
%31 (n=5) de 6nemli bir sonug¢ olarak ortaya ¢ikmistir. Bu
konudaki Ogretmen goriislerine bir ornek goriis asagida
sunulmustur.

“...Okulda imkdn yok. Teknolojinin uygulamalarini

kullanamuyoruz zaten. Bir akilli tahtamiz yok veya renkli

ctktr imkammiz yok.” (0001)

00 dénemde simirlar ve kurallart ogrenme, dikkat siiresi,
gelisim donemine uygun olarak tiim alanlara yonelik beceriler
gibi bircok dikkat edilmesi gereken durum bulunmaktadir.
Bunlar gbz 6niine alindiginda materyal gesitliligi ve teknolojik
imkanlar kritik Oneme sahip olmakta, eksikligi egitim
siirecinin verimini ve Ogretmen motivasyonunu olumsuz
etkilemektedir. Bir de Ogrencilerin bir yetersizlige sahip
oldugu diisliniildiiginde uygun kosullar saglanmazsa siire¢
daha da zorlagmaktadir.

Aragtirmaya  katilan  Ogretmenlerden  teknolojik
imkanlardan yararlanabilenler genellikle sarkilar, videolar
esliginde ders yaptiklarint  belirtmislerdir. Materyal

eksikliginin fazla oldugunu belirten 6gretmenlerin yani sira
hem okuldaki imkanlarin iyi oldugunu hem de materyal
konusunda herhangi bir eksiklik yasamadiklarini belirten
Ogretmenler de vardir.

“.Iyi oldugunu diisiiniiyorum. Materyal acisindan

yeterli.” (OEO4)

00 dénemdeki 1Y olan &grencilerin erken okuryazarlik
becerilerini gelistirmek i¢in farkli materyaller kullandigim
belirten katilimcilar da vardir. Bunlar igerisinde en sik tercih
edilenler ise kitaplar ve gorsel kartlardir. Ayrica 1Y olan
¢ocuklarin dinleme becerilerinin gelismesi i¢in miizik aletleri,
ritim ¢ubuklari, sesli oyuncaklar kullanilmaktadir. Bu
konudaki 6gretmen goriisleri asagida belirtilmistir.

“Cok¢a kita, kart, egitim seti kullaniyoruz. Dil konusma
setlerinin biiyiik cogunlugunu kullaniyoruz.” (OEO 2)

Erken okuryazarlik becerilerinin  desteklenmesinde
teknoloji kullanim1 ise 6nemli olan bir diger fiziksel gevre
etmenidir. Bu konuda goriislerini belirten 6gretmenlerin ¢ogu
%63 (n=10) erken okuryazarlik becerilerinin desteklenmesi
icin  imkanlar  elverigsiz  oldugundan  teknolojiden
yararlanamamaktadir. Ilgili gretmen goriislerinden kesitlere
asagida yer verilmistir.

“MEB’indan talebimiz teknolojiyi siniflara getirmesi. ...

cocuk zaten teknoloji ¢ocugu, her seye hakim ama okulda

oyuncak, kalem, kagit bunlari goriiyor. Aslinda bunlar
degil onun hayati. ..her c¢ocugun ozel defteri ayri,
tabletinin ayri olmasi gerekiyor.” (00O0S)

Fiziksel ¢evre kapsaminda bir diger 6nemli unsur da OO
smiflarinin kalabalik olmasidir. Sinif mevcudunun kalabalik
olmas1 sonucunda 6gretmen o smifta egitim goren 1Y olan
Ogrencilerin egitimleri i¢in gerekli siire ve ilgiyi saglamak
konusunda yetersiz kalmaktadir.

“Swmif ortaminda bu tarz ¢ocuklar varsa éncelikle sinif

sayisimin bunu dikkate alarak yapilmasi gerekiyor.”

(0002)

Ayrica arastirmaya katilan OO dgretmenlerinin kendilerine
stire¢ boyunca hem siifta hem de danismanlik hizmeti olarak
OE &gretmenlerinin yardime1 olmasini beklediklerini de ifade
etmiglerdir.
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Sosyal Cevre

OO dénemde 1Y olan ¢ocuklarin erken okuryazarlik
becerilerinin gelistirilmesinde 6gretmenleri en ¢ok etkileyen
sosyal cevre faktoriiniin aile %75 (n=12) oldugu tespit
edilmistir. Gorligme yapilan 6gretmenlerin ¢ogu %38 (n=6)
ozellikle aileyle is birliginin 6nemini vurgulamugtir. Tlgili
Ogretmen goriislerinden kesitlere asagida yer verilmistir.
“dile diyelim ki ekonomik olarak sosyal kiiltiirel olarak
eger biraz diisiik seviyedeyse ¢cocugu zaten bir kere bizim
toplumda o ¢ocuk pek gériilmiiyor. Hemen ikinci, iigtincii
cocuk arayiglarima giriliyor. O ¢ocuk daha ¢ok izole
ediliyor. Yani daha ¢ok onu muhta¢ duruma diigiiriiyorlar.
Aile ¢ocugunu topluma katmayi, egitime katmay: bilse ¢ok
yol kat eder. Ailenin rolii tabi ¢ok onemli ama ailenin
bulundugu sart da ¢ok énemli. Ailenin bilgisi tecriibesi bu
konuyla ilgili.” (0003)
“...hani boyle ilerlemeleri aile gérdiikce ve benden olumlu
doniitler alinca tabii mutlu oluyor ve daha ¢ok egitime
yaklasiyor agik¢ast benim dediklerimi hemen yapiyor veya
mesela sunu yapin deyince hemen tamam hocam yapalim,
ilerledigini gordiikce onlar da mutlu olarak devam
etmesini istiyorlar egitime...” (00035)
Ozel gereksinimli bireylerin bagimsiz yasam becerilerini
kazanmasi, optimal egitimi almasi ve erken miidahalenin
onemi de goz Oniine alindiginda siirecin en aktif
bilesenlerinden biri olan aile kilit bir rol istlenmektedir. Buna
dair ilgili 6gretmenlerin iletisim ve etkilegim becerilerinin yani
sira tecriibe ve deneyimlerini aileyle paylagsmasinin, egitime
dair geri doniitler vermesinin aileyle is birligini etkileyen
etmenlerden oldugu goriilmektedir.

Tartisma ve Sonug¢

Bu arastirmada 6gretmenler erken okuryazarligi tanimlarken
okula hazirbulunugluluga yonelik olarak, dili etkili
kullanmaya, kalem kullanma gibi motor becerilere ve ses
farkindaligina deginmislerdir. Yasamin erken donemlerinde
kazanilmasi beklenen beceriler arasinda olan erken
okuryazarlik becerilerini, Sati-Calis ve Feyman-Gok (2020)
tarafindan okuma yazma Ogretimi Oncesi kazanilmasi
beklenen beceriler olarak tanimlanmistir. Bu aragtirmada da
Ogretmenler erken okuryazarligi yasamin erken yaglarinda
baslayan, onlarin hazirbulunugluk diizeyini arttiran 6n
akademik beceriler olarak tanimlamislardir. Bu calismada
ogretmenler erken okuryazarlik becerilerinden bahsetmektedir
ancak Ogretmenlerin gorsel okuma, gorselleri anlatma
becerilerini  dile  getirmesiyle alanyazindan farklilik
gostermektedir. Caligmanin bulgularia gére dgretmenlerin 1Y
olan cocuklarin sahip oldugu ozelliklerden dolayr gorsel
okuma ve anlatma becerilerinin erken okuryazarlik becerileri
igerisinde degerlendirdikleri diisiiniilmektedir. Aslan-Bagc1 ve
Sar1 (2024) ¢calismalarinda isitme kaybindan dolay1 ¢ocuklarin
dil ve akademik Dbecerilerinin etkilendigi sonucuna
ulagsmuslardir. Strickland &  Riley-Ayers (2006)
calismalarinda dilin erken okuryazarlik ve okuma becerisinin
temeli oldugunu belirtmislerdir. Pistav-Akmese ve Sezgin-
Kiiglik (2022) ise dil becerilerinin akademik beceriler igin
belirleyici oldugundan bahsetmislerdir. Dammeyer (2014) ise
dil becerilerinin 1Y olan gocuklarin okuryazarlik becerilerinde
etkili oldugunu belirtmistir. Runnion & Gray (2019)
caligmalarinda sozel dilin okumaya hazirlanmada o6nemli
oldugu sonucuna ulagmiglardir. Rohde (2015) ise
calismasinda sozel dili temel erken okuryazarlik becerisi
olarak belirtmektedir. Yapilan bu arastirmada da sozel dil

becerilerinin erken okuryazarlik becerisi olarak bahsedilmesi,
alanyazindaki diger arastima bulgulariyla tutarlihk
gostermektedir.

Caligmaya katilan 6gretmenler erken okuryazarligin birgok
onkosulu oldugunu belirtmislerdir. Ogretmenler, 1Y olan
cocuklarin erken okuryazarlik becerilerinin geligimi igin
zihinsel ve psikomotor gelisim agisindan bazi becerilere sahip
olmalar1 gerektigi ifade etmislerdir. Ayrica c¢ocuklarin
kitaplarla ilgili yasantilar1 edinmesi de erken okuryazarlik i¢in
onkosul bir durum olarak disiiniilmektedir. = Caligmada
ogretmenler dil becerilerinin ve erken okuryazarligin gelisimi
i¢in 1Y olan ¢ocuklarin erken tanilamip cihazlandiriimasi ve
cihazindan  verim  alabiliyor  olmasi  gerektiginden
bahsetmislerdir. Isitme kaybi, cocuklar1 dil gelisimini olumsuz
olarak etkilediginden bu durumun hafifletilmesi i¢in erken
tanilama ve cihazlandirma yapilmalidir (Tomblin vd., 2015).
Erken miidahale ve dile erken erisim, IY olan cocuklara
akranlariyla benzer diizeyde erken okuryazarlik ve dil
firsatlarin1 sunmaktadir (Zupan & Dempsey, 2013). Yapilan
diger aragtirmalarda IY olan g¢ocuklarin erken tanilanip
cihazlandirildiginda dil gelisimlerinin akranlarina yakinlastigi
belirtilmistir (Nassrallah vd., 2020; Svirsky vd., 2000;
Yoshinaga-Itano & Apuzzo, 1998). Bu arastirmada da
alanyazindaki diger caligmalar gibi dil becerileri gelisen 1Y
olan cocuklarin erken okuryazarlik becerilerinin gelisecegi
sonucuna ulagilmigtir

Bu arastirmanin bulgularina goére Sgretmenlerin erken
okuryazarlik becerilerinden; yazi farkindaligi, ses bilgisel
farkindalik, gorsel okuma ve harf bilgisi becerilerini
destekledikleri goriilmektedir. Bu destekleyici ¢alismalar
arasinda en ¢ok etkili olan ¢alismanin ¢ocuklarla birlikte kitap
okuma oldugu sonucuna ulasilmistir. Zupan & Dempsey
(2013) galismalarinda c¢ocuklarla etkilesimli kitap okumanin
erken okuryazarlik agisindan 6nemine vurgu yapmaktadirlar.
Etkilesimli okuma yapmanin dil ve erken okuryazarhk
becerilerini destekledigini belirten bir¢ok arastirma vardir
(Bracken & Fischel, 2008; Ergiil vd., 2016; Lagin, 2023;
Lenhart vd., 2022; Weadman vd., 2022; Whitehurst &
Lonigan, 1998; Yumus ve Turan, 2021). Cocuklarin dogal
ortamlarda erken okuryazarlik becerilerinin desteklenmesi i¢in
kitap okumaya maruz kalmalari gerekmektedir (Isitan vd.,
2020). 1Y olan ¢ocuklar igin etkilesimli kitap okuma
calismalart 6nemli bir etkinliktir (Zupan & Dempsey, 2013).
IY olan cocuklarla etkilesimli kitap okuma calismalari
yapildiginda gorsel ve isitsel olarak desteklenmis olacaklardir.
Boylece erken okuryazarlik becerilerine katki saglanmis
olacaktir. Kahraman Evrenkaya ve Ergil (2022)
calismalarinin  sonucunda Ogretmenlerin  dili ve erken
okuryazarligr desteklemek icin etkilesimli kitap okuma
yaptiklart sonucuna ulasmislardir. Bu arastirmada da
ogretmenlerin  kitaplardan faydalandiklari ve 1Y olan
cocuklarla etkilesimli kitap okuma calismalar1 yaptiklari
ortaya cikarilmigtir. OO egitimide sik okunan kitaplara
asinalik kazanan ¢ocuklarin kendi baslarina o kitabr okumaya
¢alisma ihtimalleri de artmaktadir (Roskos vd., 2003). Atlar ve
Uzuner (2018) caligmalarinda c¢ocukla birlikte kitaplara
bakmanin ve okumanin erken okuryazarligi destekledigini ve
tekrarli olarak okunan kitaplari, IY olan bir gocugun okuyor
gibi yaptigini gormiislerdir. Bu ¢alismada da alanyazindaki
aragtirma sonuglariyla tutarli olarak dgretmenlerin IY olan
cocuklarin erken okuryazarlik becerilerinin gelisimi ve
desteklenmesinde kitaplar1 kullanmanin ve kitapla olan
etkilesimli  yasantilarin  Oneminin  farkinda  olduklari
goriilmektedir.
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Elde edilen sonuglara gére dgretmenler [Y olan ¢ocuklarda
erken okuryazarlik becerilerinin gelisiminin akademik
basariya ve ¢ocuklarin 6zgiivenine olumlu etkisi oldugundan
bahsetmislerdir. Cakici vd. (2022) ¢alismalar1 bu arastirmanin
bulgularmi desteklemektedir. Ogretmenler IY olan gocuklarm
erken okuryazarlik becerilerini desteklerken daha ¢ok model
olma ve dogal isitsel sdzel yontemi kullandiklarini ve oyun
temelli ilerlediklerini belirtmislerdir. OO egitiminde cocuklara
dogal bir ortam sunmak gelisimlerine daha olumlu katkilar
sunmaktadir. 1Y olan c¢ocuklara da dogal isitsel sozel
yaklagimin kullanildigi ortamlar dil becerilerini ve erken
okuryazarlik becerilerini desteklemektedir (Karasu, 2020).
Deretarla-Giil ve Bal (2006)’a gore erken okuryazarlik oyun
icerisinde gelistirilmelidir. Alanyazindaki diger arastirmalarin
sonucunda oyun temelli etkinliklerin erken okuryazarlik
becerilerini destekledigi vurgulanmaktadir (Maureen vd.,
2022). Atlar ve Uzuner (2018) ise g¢alismalarinda, ¢ocugun
oyun igerikli yasantilariyla dil gelisiminin ve erken
okuryazarlik  becerilerinin desteklendigi sonucuna
ulasmuslardir. Arastirmaya katilan ogretmenlerin, 1Y olan
cocuklarin erken okuryazarlik becerilerinin gelisimi i¢in dogal
bir ortamda oyun temelli etkinliklere verdikleri 6nem,
alanyazindaki diger arastirma bulgulariyla ortiismektedir.

Arastirmanin bulgularina gore ogretmenler daha ¢ok
ailenin egitime katilimiyla ilgili sorunlar yasamakla birlikte
cocugun ses c¢ikartamamasi, cihazla ilgili sorunlar ve
materyal/teknoloji eksikligi sorunu da yasadiklari sonucuna
ulasilmistir. Cocuklarin erken okuryazarlik becerileriyle ilk
kargilagtiklar1 aile ortami, erken okuryazarligin gelisiminde
o6nemli bir yeri kaplamasi nedeniyle egitimin Ogelerinden
birini olusturmaktadir (Harmandar ve Arikan, 2020; Sarikaya
ve Uzuner, 2013; Yazici ve Kandir, 2018). Griffin & Morrison
(1997)’un ¢aligmalarinda erken okuryazarlik becerilenin
geligtirilmesine  yonelik  diizenlenen ev  ortamlarmin,
cocuklarm OO dénemden 2. Smif sonuna kadar basarilarina
olan etkisi ortaya koyulmustur. Cocuklar yetigkinlerin sahip
oldugu okuryazarlik yasantilarini model alabilirler (Xu vd.,
2017). Atlar ve Uzuner (2018) ¢alismalarinda yetiskinlerin 1Y
olan bir ¢ocuga okuryazarlik yasantilarinda model olan
davranislar sergiledikleri ve bu davraniglarin ¢ocugun erken
okuryazarligina katkisindan bahsetmislerdir. Xu vd. (2017)
caligmalarinda ebeveynlerin evde kitap okudugu c¢ocuklarin
okula daha yiiksek sozel dil becerileriyle basladigi sonucuna
ulagmiglardir. Arastirma bulgularina goére Ogretmenler
ebeveyn bilgisinin ve ev ortammin, erken okuryazarlik
becerilerinin gelisiminde etkili oldugunu savunmaktadirlar. Y

olan ¢ocuklarin  ebeveynlerinin, erken okuryazarlik
etkinliklerini ev ortaminda gergeklestirmeleri hakkinda
bilgilendirilmelerinin,  ¢ocuklarin  erken  okuryazarlik

becerilerinin geligsmesi icin etkili olacagi diigiiniilmektedir.
Sarikaya ve Uzuner (2013) yaptiklari galismada 1Y olan
cocuklarin ailelerinin okuryazarlik becerilerini desteklemede
gereken ilgiyi gostermedikleri ve bu konuda bilgi eksikligi
yasadiklar1 sonucuna ulagmiglardir. Ogretmenlerin, 1Y olan
cocuklarin ebeveynleriyle is birligi yapmalar1 erken
okuryazarlik becerilerinin ev ortaminda da desteklenmesi igin
onemlidir. Bu is birligi ¢ocuklarin gelecek yasantilarindaki
okuma-yazma egitimleri i¢in destekleyici bir unsurdur (Isitan
vd., 2020). Ebeveynlerin, 6gretmenlerle is birligi icerisinde
olmalarin1 saglamak amaciyla da onlarin erken okuryazarlik
becerilerinin gelistirilmesinde 6nemli bir unsur olduklarini
kendilerine fark ettirmenin dnemli oldugu diisiiniilmektedir.
Alanyazindaki diger ¢caligmalarin bulgularinda yer aldig: gibi,

bu aragtirmada da ailelerin egitim-6gretim siirecine etkili
katilmadiklar1 goriilmektedir.

Arastirmanin bulgular1 incelendiginde 6gretmenler Y olan
¢ocuklarin erken okuryazarlik becerilerini desteklerken ¢ok
¢esitli uygulamalardan yararlandiklarini ifade etmislerdir. En
¢ok yapilan uygulamalar arasinda ses temelli etkinlikler, oyun,
sarkt etkinlikleri, kitap okuma, dil/konugma etkinlikleri ve
aileyle is birligi yer almaktadir. Karasu (2020) ¢alismasinin
bulgularinda etkilesimli okuma-yazma, hikaye anlatma, dil
rutinleri, sarkilar, oyunlar vb. uygulamalarin erken
okuryazarlik acisindan anlamli deneyimler olusturdugu
sonucuna ulagsmistir. Arastirmada elde edilen bulgular bu
arastirmanin  bulgularim  destekler niteliktedir. 1Y olan
¢ocuklarla yapilan etkinliklerin, &zellikle dil girdisinin
saglandigi, ¢ocuklara kendilerini ifade etmeleri igin firsatlar
verildigi, gorsellerin yorumlanmasina imkanlar sunuldugu
etkinler olmasinin erken okuryazarlik becerilerinin
desteklenmesi i¢in etkili olacag: diisiiniilmektedir.

Arastirmanin  bulgularina gore Ogretmenlerin erken
okuryazarlik becerilerinin gelistirilmesinde, alanyazindaki
diger arastirma bulgularinda oldugu gibi daha ¢ok hikaye
kitab1  kullandiklar1  goriilmektedir.  Kitaplar, erken
okuryazarlik becerilerini desteklemek igin Ogretmenler
tarafindan  kullanilmaktadir (Ulug ve Tekmen, 2023).
Deretarla-Giil ve Bal (2006) c¢alismasinda kitaplar erken
okuryazarlik becerilerinin desteklenmesinde sik kullanilan bir
ara¢ olarak goriilmiistir. OO doénemde dil ve erken
okuryazarlik agisindan zengin bir ortam olusturmada kitaplar
onemli bir yer tutmaktadir. Cocuklarn kitaplarla olan
etkilesimleri dil ve erken okuryazarlik becerilerini
desteklemektedir (Ergiil vd., 2016). Arastirmalarda dijital
kitaplarin da erken okuryazarlik becerilerini gelistirdigi
sonucuna ulasildig1 goriilmektedir (Shamir & Korat, 2007,
Maureen vd., 2022). Arastirma bulgularina gére oyuncaklar ve
gorsel kartlar en ¢ok kullanilan materyaller igerisindedirler. Bu
calismada teknolojinin de erken okuryazarlik gelisiminde
siirli olarak kullanildig1 sonucuna ulagilmistir. Oysa teknoloji
egitim amaciyla kullanildiginda, dinlendiginde veya
izlendiginde erken okur yazarlik becerilerine olumlu bir etki
birakmaktadir (Hisrich & Blanchard, 2009). Yapilan bir
arastirmada Ogretmenlerin erken okur yazarlik becerilerini
desteklemek i¢in hikdye kartlarindan, kege tahtasi
hikayelerinden,  kuklalardan, = yazi  materyallerinden,
kasetlerden, bilgisayarda okunan kitaplardan, etkilesimli
oyunlardan, TV/videolardan yararlanmanin &nemine vurgu
yapilmaktadir (McKenney & Bradley, 2016). Teknoloji
caginda yasayan ve her giin teknolojik aletlere maruz kalan [Y
olan c¢ocuklarla, teknolojinin avantajlarindan yararlanilarak
erken okuryazarlik becerilerinin desteklenmesin 6nemli
oldugu ve bu konudaki erisebilirligin saglanmasinin gerekliligi
diisiiniilmektedir. Teknolojik imkanlarin yani sira arastirmada,
materyal eksikliklerinin oldugunu ve Ogretmenlerin kendi
imkanlariyla ¢aligmalarin verimini arttirmaya c¢aligtiklari

goriilmektedir. Erken okuryazarlik becerilerinin
desteklenmesi i¢in okul ve sinif imkanlarmin iyilestirilmesi,
materyal  eksikliklerinin ~ sorumlu  kisiler tarafindan

giderilmesinin OO dénemdeki 1Y gocuklara verimli ve etkili
caligmalar i¢in 6nemli oldugu diigiiniilmektedir.

Cevre 1Y olan ¢ocuklarin erken okuryazarlik becerilerinin
gelisiminde 6nemli bir yer tutmaktadir. Cevre egitimin dnemli
bir 6gesi olarak goriilmektedir (Sarikaya ve Uzuner, 2013). Bu
calismanin fiziksel ¢evre temasina gore dgretmenler erken
okuryazarlik gelisiminde materyal ve teknolojik imkanlarda
yetersizlikler ~ oldugundan  bahsetmislerdir. =~ Materyal
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Okul dncesi donemde isitme yetersizligi olan ¢ocuklarla yapilan erken okuryazarlik uygulamalarinin incelenmesi

konusunda yeterli imkanlara sahip oldugunu sdyleyen
ogretmenlerin de oldugu goriilmektedir. Ayrica aragtirmaya
katilan OO 6gretmenlerinden bazilari smiflarinin kalabalik
olmasindan dolayr 1Y olan 6grencisiyle cok fazla
ilgilenemediklerini belirtmislerdir. Deliveli (2020) yaptig1 bir
caligmasinda ise, ogretmenlerin IY olan &grencilerinin
bulundugu kalabalik simiflarda, dgrenciyi en 6ne oturtarak,
yiksek ses tonu kullanip birebir ilgilenerek dersi
yiiriittiiklerini  belirtmektedir. OO  simflarinda  da
ogretmenlerin, IY olan cocuklari kendilerine daha yakin bir
konumda bulundurmalarinin etkili olacagi 6ngdriilmektedir.

Ogretmenler erken okuryazarlik beceri gelisiminde en ¢ok
etkili olan faktoriin aile oldugundan s6z etmisler ve aileyle is
birliginin 6nemine dikkat ¢cekmislerdir. Annelerin yaptiklari
etkinlik sirasinda kullandiklar1 dil girdisinin ¢ocuklar tizerinde
erken okur yazarlik becerilerini etkiledigi goriilmiistiir (Ergiil
vd., 2020). Ev ortaminda ebeveyn-¢ocuk etkilesiminin niteligi
erken okuryazarlik becerilerinin gelisimiyle yakindan
iligkilidir (Dodici vd., 2003). Cocuklar ilk olarak
ebeveynleriyle iletisim kurmakta ve sozel dil becerilerini
desteklemektedir.

Sonug olarak arastirmaya katilan Ogretmenler erken
okuryazarlig1 tanimlarken ilkokula hazirlanmaya
odaklanmislar ve erken okuryazarligin gelisimi igin 6nkosul
bilgi, beceri ve yasantilara sahip olunmasi gerektiginden s6z
etmislerdir. IY olan c¢ocuklariyla erken okuryazarlik
becerilerinin gelistirilmesi ¢aligmalarinda 6gretmenlerin daha
cok kitaplar1 kullanarak etkilesimli kitap okuma yaptiklar
sonucu ortaya cikarilmistir. 1Y olan cocuklarm erken
okuryazarlik  becerilerinin  gelisimi  6zgiivenlerini  de
gelistirmekte ve akademik basarilarina da katki saglamaktadir.
Calismada 6gretmenlerin 1Y olan ¢ocuklartyla calisirken daha
cok dogal isitsel sozel yaklagimi kullanarak oyun temelli
etkinlikler yaptiklar1 gériilmektedir. Ogretmenlerin 1Y olan
cocuklarin erken okuryazarlik egitimi siirecinde aile katilimi,
materyal/teknoloji eksikligi, cihaziyla ilgili gesitli sorunlar
yasadiklart1  goriilmektedir.  Arastirmada ses  temelli
etkinliklerin, oyun, sarki, kitap okuma, dil ve konugma
etkinlikleri ve aile is birligi uygulamalarmin IY olan
cocuklarin erken okuryazarlik becerilerine etkisi ortaya
cikartlmigtir. 1Y olan cocuklarm erken okuryazarhik
becerilerinin gelisiminde en etkili faktoriin aile oldugu
sonucuna ulasilmustir. Bu arastirmada OO dénemde 1Y olan
ogrencilerle ¢alisan OE ve OO 06gretmenlerinin erken
okuryazarlik egitimi siirecindeki uygulamalar1 ve goriislerinin
birlikte incelenerek ortaya ¢ikarilmasi arastirmanin giicli ve
zengin tarafini olusturmaktadir. Bu g¢alismada az sayida
gbzleme yer verilmesi ise sinirliligidir.

Aragtirmanin  bulgularina dayali olarak arasgtirma ve
uyglamaya yonelik 6neriler sunulmustur.

Ileriki arastirmalara yonelik 6neriler

e Ulusal alanyazinda OO doénemde 1Y olan gocuklarin
erken okuryazarlik becerilerinin gelistirilmesine dair
miidahaleye yonelik arastirmalarin planlanmasi ve
ylriitiilmesi 6nerilebilir.

e Arastirmaya katilan 6gretmenlerin teknolojik imkanlari
olmadigi i¢in dijital etkinliklerle calisma yapma firsati
bulunamamistir. Teknoloji destekli etkinliklerle erken
okuryazarlik becerilerinin gelistirilmesine yonelik
calismalarin yapilmasi onerilebilir.

e FErken okuryazarlik becerilerini
kullanilan materyallerin

geligtirmek  i¢in
ozellestirilmesi,

cesitlendirilmesi, gelistirilmesiyle ilgili arastirmalar
planlanabilir.

e Gelecek arastirmalarda OO  donemde 1Y olan
cocuklarin ailelerinin erken okuryazarlik becerilerine
olan katkilart ¢ok boyutlu bir sekilde incelenebilir.

Uygulamaya yonelik oneriler

e Ses bilgisel farkindaligin olugsmasi igin isitme
duyusundan en iyi sekilde yararlanmak gerektigini
ifade eden katilimcilar bu sartin erken cihazlandirmaya
miimkiin  olacagini  belirtmislerdir. Bu nedenle
o0gretmenler ve aileler icin isitme cihazlarinin calisma
sistemleri, olusabilecek problemler ve ¢ozlim Onerileri
hakkinda kisa bilgilerin yer aldig1 rehber hazirlanabilir
veya bu konuda egitimler verilebilir.

e Milli Egitim Bakanliginin veya okul idarecilerinin
ailelere erken okuryazarlik hakkinda seminerler verip
ailelerin bu konu hakkinda biling diizeyleri ve
farkindaliklar1 saglanabilir.

o Etkilesimli kitap okumanin ¢ocuklar iizerindeki etkisi
diisiiniildiigiinde, ¢ocuklarla birlikte hem ailelerin hem
de 6gretmenlerin etkilesimli kitap okuma etkinlikleri
yapmalar1 6nerilmektedir.

Yazar Katki Oram

Birinci yazar ¢alismanin konusunun belirlenmesi, planlanmasi
ve arastirma deseninin belirlenmesini istlenmistir. Tkinci ve
besinci  yazarlar alan  yazin  taramasi  siirecini
gerceklestirmistir. Tkinci, iigiincii ve dordiincii yazarlar veri
toplama siirecine katki saglamistir. Birinci, ikinci, tiglincii ve
dordiincli yazar veri analizlerini gergeklestirmistir. Tim
yazarlar makalenin yazimina katki saglamis ve ¢caligmanin son
halini okumus ve onaylamistir.
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Extended Summary
Introduction

Literacy skills are skills that children should acquire in primary
school (Deretarla-Giil & Bal). Children develop certain skills
in the preschool period that facilitate the acquisition of these
skills in primary school (Whitehurst & Lonigan, 1998). The
skills developed for literacy skills in the preschool period are
defined as early literacy skills. Early literacy skills are
phonological awareness, print awareness, alphabet and letter
knowledge, vocabulary = knowledge, and listening
comprehension (Pistav-Akmese & Sezgin-Kiigiik, 2022;
Strickland & Riley-Ayers, 2006). It is known that the academic
skills of children who have acquired early literacy skills in
preschool are positively affected. On the other hand, the
development of academic skills of children who have
difficulty acquiring these skills in the preschool period is
negatively affected. Children with hearing impairment (HI) are
at risk of acquiring early literacy skills due to hearing loss
(Strickland & Riley-Ayers, 2006). Hearing loss causes
retardation in the development of children's language skills,
and this also affects the development of early literacy skills.
As a result of early identification and instrumentation, the
language development of children with HI approaches the
language development of children with normal development
(Yoshinaga-Itano & Apuzzo, 1998). However, children with
HI who have difficulties in language development also have
difficulties in acquiring early literacy skills (Easterbrooks et
al., 2008). Considering the importance of early literacy skills,
it is necessary to pay attention to the acquisition of these skills
by children with HI (Dammeyer, 2014). It was seen that the
research on this subject was limited, and it was seen as a need
to examine the practices carried out by teachers in the
development of early literacy skills of children with HI. In this
sense, taking the opinions of teachers who teach children with
HI will contribute to the literature. In addition, considering the
limited number of studies in the field, the information obtained
within the scope of this research will shed light on researchers
and teachers working in the field. The aim of this study is to
examine the practices of developing early literacy skills of
children with IY in preschool. In line with this purpose of the
study, the following questions will be sought to be answered:
1. What are the views of teachers with students with HI on
early literacy skills?

2. How is the early literacy process of students with HI carried
out by teachers?

Method

This study aimed to examine the practices in the development
of early literacy skills of children with HI in the preschool
period. The research designed was a qualitative case study
design. A case study is used to describe and examine a limited
system in depth (Merriam, 2013). The study group of the
research consisted of 16 teachers, eight special education
teachers teaching children with HI in special education
kindergarten, and eight preschool teachers working in
inclusive classrooms. In order to collect the data for this study,
a semi-structured interview form and an observation record
form prepared by the researchers were used. The prepared data
collection tools were presented to the experts working in the
field, and their opinions were taken. Interviews lasted between
18 minutes and 1 hour 40 minutes. The data collection process
was completed between November 2023 and March 2024. The
total interview duration was 9 hours 31 minutes 56 seconds. In

this process, the necessary approvals and permissions of the
participants were obtained, and the interviews were recorded
with a voice recorder and observations were recorded in
writing. All data were converted into written form and the
transcription is 164 pages. The data collected by the
researchers were analyzed by content analysis. For this study,
ethics committee approval dated 23.11.2023, numbered E-
61923333-050.99-308501, and decision number 25/26 were
obtained from Sakarya University Educational Research and
Publication Ethics Committee.

Findings

In this study, while defining early literacy, teachers
emphasized primary school readiness. They also mentioned
the acquisition of some skills and experiences for primary
school readiness. It was stated that there are prerequisite
conditions in the development process of early literacy in
children with HI. These prerequisite conditions include early
diagnosis, early deviceization, getting efficiency from the
device, early family education, concept recognition,
distinguishing sounds, using a pencil, experiences with books,
etc. It was determined that the skills most frequently tried to
be developed by teachers in the development of early literacy
skills in children with HI are print awareness, phonological
awareness, visual reading and letter knowledge. Teachers
mentioned that the development of early literacy skills in
children with HI has a positive effect on children's academic
achievement and self-confidence. Teachers use a more natural
auditory verbal approach, modeling methods, and play-based
methods in the development of early literacy skills of children
with HI. In this process, it was determined that teachers
experienced problems arising from the families, the device, the
child's inability to make the sound, and the lack of
material/technology. Teachers stated that while developing the
early literacy skills of children with HI, they do sound
activities, games, songs/thythms, and storybook reading
activities. In addition, teachers also try to establish cooperation
with families through these activities. Storybooks, toys, visual
cards, songs, and videos for making sounds are frequently used
tools and technologies in early literacy activities in the
classroom. Teachers emphasized the importance of the
physical and social environment in which children with HI live
and emphasized the need to improve elements such as
environmental opportunities and cooperation.

Discussion and Conclusion

In this study, teachers' definitions of early literacy are
consistent with the studies in the literature. The fact that
teachers also mentioned visual reading and narration skills
while defining early literacy skills is thought to be due to the
skills that children with HI have. Oral language skills are
among the basic early literacy skills (Rohde, 2015). In this
study, it is understood that oral language skills are important
for early literacy skills, and it is seen that teachers conduct
activities to support oral language skills. In contrast with
previous studies, it is mentioned that there are prerequisite
knowledge, skills, and experiences for the development of
early literacy skills. Cakicr et al. (2022) mentioned that early
literacy affects academic achievement and children's feelings
of self-confidence. In this study, it was mentioned that when
the early literacy skills of children with HI develop, their
academic achievement and self-confidence are positively
affected. In this study, while teachers support the early literacy
skills of children with HI, they carry out modeling, a natural
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auditory verbal approach, and play-based activities. In
Karasu's (2020) study, it was concluded that educational
environments where the natural auditory verbal approach is
applied support the early literacy skills of children with HI. In
addition, it is stated that early literacy skills are supported
within play-based activities (Deretarla-Giil & Bal), and the
importance of the game supporting early literacy skills is
emphasized (Maureen et al., 2022; Payle et al., 2024; Roskos
et al,, 2003). In Atlar & Uzuner's (2018) study, playful
experiences support language and early literacy skills. In this
study, the studies conducted by teachers to support the early
literacy skills of children with HI are in parallel with Karasu's
(2020) study. It was observed that teachers mostly used books
and interactive book-reading activities while supporting the
early literacy skills of children with HI. There are many studies
indicating that interactive book reading activities support early
literacy skills (Bracken & Fischel, 2008; Ergiil et al., 2016;
Lagin, 2023; Lenhart et al., 2022; Weadman et al., 2022;
Whitehurst & Lonigan, 1998; Yumus & Turan, 2021; Zupan
& Dempsey, 2013). In addition, teachers emphasized the
importance of the environment of the child with HI for early
literacy development. This finding is similar to the results of
other studies in the literature. With this study, the practices in
the development of early literacy skills of children with HI in
the preschool period were revealed, and recommendations
were made accordingly.

Recommendations

The recommendations are as follows.

- It may be recommended to plan and conduct research
on the development of early literacy skills of children
with HI in the early childhood period.

- The teachers who participated in the study did not have
the opportunity to work with digital activities because
they did not have technological facilities. It may be
recommended to conduct studies on the development of
early literacy skills with technology-supported
activities.

- Research on the customization, diversification, and
development of materials used to develop early literacy
skills can be planned.

- In future research, the contributions of families of
children with HI in early childhood to early literacy
skills can be examined in a multidimensional way.

- The participants stated that for phonological awareness
to be formed, it is necessary to make the best use of the
sense of hearing and that this condition can be achieved
through early device fitting. For this reason, a guide
with brief information about the working systems of
hearing aids, possible problems, and solution
suggestions can be prepared for teachers and families,
or training can be given on this subject.

- The Ministry of National Education or school
administrators can give seminars to families about early
literacy and raise the awareness of families about this
issue.

- Considering the effect of interactive book reading on
children, it is recommended that both families and
teachers do interactive book reading activities with
children.

Author Contributions

The first author undertook the determination of the subject, as
well as the planning and research design of the study. The

635

second and fifth authors carried out the literature review
process. The second, third, and fourth authors contributed to
the data collection process. The first and second authors
performed the data analysis. All authors contributed to the
writing of the article and read and approved the final version
of the study.

Ethical Declaration

For this study, the approval of the ethics committee dated
23.11.2023, numbered E-61923333-050.99-308501, and
decision number 25/26 was obtained from Sakarya University
Educational Research and Publication Ethics Committee.

Conflict of Interest

The authors declare that there is no conflict of interest with any
institution or person within the scope of the study.

Acknowledgments

The authors would like to thank TUBITAK and the teachers
who contributed to the study with their opinions.



Erzincan Universitesi Egitim Fakiiltesi Dergisi
Erzincan University Journal of Education Faculty

2024 Cilt 26 Say1 4 (636-659) https://doi.org/10.17556/erziefd. 1528118

Arastirma Makalesi / Research Article

Uluslararasi Ogrencilerin Tiirkce Akademik Yazma Becerilerinin Degerlendirilmesine Yonelik Analitik
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Makale Bilgileri Oz: Bu galismanin amaci, uluslararas: 6grencilerin Tiirk¢e akademik yazma ihtiyaglarini temele alarak ilgili becerinin
: . . degerlendirilmesine yonelik bir analitik dereceli puanlama anahtar1 gelistirmektir. Aragtirmada, nitel ve nicel arastirma
Gl Tarihi (Received Date) yontemlerinin bir arada kullanildigi karma arastirma yaklagimlarindan kesfedici sirali desen kullanilmistir. Calismanin
05.08.2024 nitel boyutunda, gelistirilen taslak dereceli puanlama anahtarmin olgiit ve alt dlgiitleri; uluslararas1 6grencilerle, dil
ogretim merkezlerinde gorevli ogretim gorevlileriyle, uluslararasi ogrencilerin bolim derslerini yiiriiten 6gretim

Kabul Tarihi (Accepted Date) iiyeleriyle yapilan goriismeler, uluslararast 6grencilerin {irettikleri bilimsel metinlerin ¢éziimlemeleri ve alanyazin
04.12.2024 taramast baglaminda belirlenmistir. Ayrica ¢alismada, dereceli puanlama anahtarinin gegerliginin ve giivenirliginin

smanmasi amactyla tanimlama, gorev, yonerge ve puanlama yontemi olmak iizere dort boliimden olusan bir performans
gorevi olusturulmustur. Bilimsel metin iiretmeyi 6nceleyen performans gorevini, amagli drnekleme yontemleri igerisinde
yer alan olgiit 6rnekleme kullanilarak belirlenen 157 uluslararasi 6grenci tamamlamistir. Uluslararas1 6grencilerin
olusturduklar1 bu metinler, taslak dereceli puanlama anahtari kullanilarak degerlendirilmistir. Bu ¢alismanin odaklandig:
nicel boyutta ise s6z konusu 6lgme aracinin gegerligi ve giivenirligi stnanmustir. Taslak dereceli puanlama anahtarinin

*Sorumlu Yazar

Emre Bayrakdar ) ¢ e

gegerlik caligmasi kapsaminda Davis (1992) teknigi ile 10 uzmanin goriisii baglaminda kapsam ve agimlayici faktor
istanbul Universitesi- analizi ile yap1 gecerligi incelenmistir. Giivenirlik ¢aligmasi kapsaminda ise Cronbach Alpha katsayisi, 6 puanlayicinin
Cerrahpasa Yabanci Diller degerlendirmeleri {izerinden Simf i¢i Korelasyon ile Fleiss Kappa uyusum katsayis1 ve madde gegerligine kanit olarak
Yiiksekokulu Alkent 2000 madde-toplam korelasyonlart hesaplanmistir. Caligma sonucunda, son hali 5 ana 6lgiit ve 24 alt dlgiitten olusan dereceli

puanlama anahtarinin, uluslararas: dgrencilerin Tiirkge akademik yazma becerilerini 6lgebilecek nitelikte gegerli ve

Mah. Yigittiirk Cad. No:5 giivenilir bir 6l¢gme aract oldugu belirlenmistir.

Biiyiikgekmece/Istanbul
) Anahtar Kelimeler: Yabancy/ikinci dil olarak Tiirkge 0gretimi, uluslararasi dgrenciler, akademik yazma becerileri,
emre.bayrakdar@iuc.edu.tr analitik dereceli puanlama anahtar gelistirme

Abstract: The purpose of this study is to develop an analytical rubric for the assessment of the relevant skill based on
the Turkish academic writing needs of international students. In the study, exploratory sequential design, which is one of
the mixed research methods in which qualitative and quantitative research methods are used together, was used. In the
qualitative dimension of the study, the criteria and sub-criteria of the developed draft rubric were determined in the
context of interviews with international students, lecturers working in language teaching centers, lecturers conducting
departmental courses of international students, analysis of scientific texts produced by international students and literature
review. In addition, in order to calculate the validity and reliability of the rubric, a performance task consisting of four
parts: description, task, instruction, and scoring method was created. The performance task, which prioritized the
production of scientific texts, was completed by 157 international students who were selected using criterion sampling,
which is one of the purposive sampling methods. These texts created by international students were evaluated using the
draft DPA. In the quantitative dimension, which is the focus of this study, the validity and reliability of the instrument
were tested. Within the scope of the validity study of the draft DPA, content validity was examined in the context of the
opinions of 10 experts with Davis (1992) technique, and construct validity was examined with exploratory factor analysis.
As part of the reliability study, the Cronbach’s Alpha coefficient, Intraclass Correlation and Fleiss Kappa agreement
coefficient over the evaluations of six raters, and item-total correlations were calculated as evidence of item validity. As
a result of the study, it was determined that the rubric, the final version of which consists of five criteria and 24 sub-
criteria, is a valid and reliable measurement tool that can measure international students' Turkish academic writing skills.

Keywords: Teaching Turkish as a foreign/second language, international students, academic writing skills, analytical
rubric development
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Giris Dil becerilerini gelistirme siirecinde 6grenciler ¢esitli
diizey ve tiirde zorluklarla karsilagsabilmektedir. Genel olarak
degerlendirildiginde egitim-6gretim siirecinde 6grencilerin ve
hatta 6gretim elemanlarinin yasadig1 bu zorluklarin daha ¢ok
yazma becerisi ile iliskili oldugu goriilmektedir. Yazma,
icinde okuma, diisiinme ve diizgiin ifade etme becerileri
icerdigi, ayrica uygulamasi zor bir eylem oldugu igin
ogrenciler bu 6grenme alanindan uzak durma egilimi i¢indedir
(Ungan, 2007, s. 462). Yorganci ve Bas’a (2021, s. 71) gore
gerek ana dili gerekse yabanci dil Ogretiminde
iiretici/anlatmaya dayali dil becerilerinin gelisimi diger

Dil becerileri bir dilin anlasilmasi, kullanilmasi ve iletisim
kurulmas:1 i¢in gereken yeterlikleri ifade etmektedir. Bu
beceriler anlama ve anlatmaya dayali beceriler olmak iizere iki
béliime ayrilmaktadir. Insanlar, birbirleriyle etkilesim kurmak
ve fikirlerini iletmek i¢in hem dinleyerek ve okuyarak anlama
hem de konusarak ve yazarak anlatma becerilerine ihtiyag
duymaktadir. Gerek ana dilin edinilmesi gerekse
yabanct/ikinci bir dilin 6grenilmesi i¢in tim bu becerilerin
gelisgtirilmesi gerekmektedir.

* Bu makale, Prof. Dr. Siikran DILIDUZGUN’iin danismanliginda Emre BAYRAKDAR tarafindan hazirlanan “Uluslararas1 Ogrencilerin Tiirkce Akademik
Yazma Becerilerine Yénelik Thtiyag Analizine Dayali Olgme Aract Gelistirilmesi” baslikli doktora tezinden iiretilmistir.
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becerilere gore hem daha ¢ok zaman almakta hem de daha zor
gelismektedir. Bir iretici dil becerisi olarak yazma; genelde
yabanci dil 6gretiminde, 6zelde Tiirkgenin yabanci/ikinci dil
olarak 6gretiminde gelistirilmesi en zor ve en son kazanilan
beceri olarak kabul edilmektedir. Benzer sekilde Yildirim ve
Nurlu (2016, s. 832) o6grencilerin, dil egitiminde ozellikle
iretici/anlatmaya dayali dil Dbecerilerinde daha ¢ok
zorlandigini, bu zorlugun konusma becerisine oranla yazma
becerisinde daha ¢ok yasandigini ifade etmektedir. Ayrica
yabancy/ikinci dil 6gretiminde yazma becerisinde karsilagilan
zorluklarin ana dili egitimine gore daha ¢ok goriildiigiinii ve
yasanilan bu zorluklarin; yazma becerisinin sozciik, dil bilgisi,
diisiince iiretme, plan, yazim ve noktalama gibi birgok unsuru
birlikte  ve dogru  kullanmay1 gerektirmesinden
kaynaklandigini belirtmektedir.

Yazma eyleminin akademik amaglar i¢in kullanimiyla
beraber akademik yazma kavrami ortaya ¢ikmustir. S6z konusu
bu kavram ulusal ve wuluslararasi alanyazinda birgok
aragtirmaci tarafindan farkli sekillerde tanimlanmistir (Hogue,
2008; Irvin, 2010; Swales & Feak, 2012; Tok, 2013; Bahar,
2014; Aydin, 2015; Kan, 2017; Karagdl, 2018; Giingor 2020).
flgili kavrama iliskin yapilan tamim ve agiklamalardan
hareketle; akademik yazma, akademik bir baglamda
gergeklestirilen arastirmalarin sonuglarinin; bi¢im, sdylem,
metin yapist, plan ve diizenleme ile kaynak kullanimi
yonlerinden kendine 6zgii ilkelere dikkat edilerek raporlandigi
ayrica Ust diizey diislinme becerilerinin etkin bir sekilde
kullanilmasimi gerektiren bir yazma tiiri seklinde ifade
edilebilir. Tiirkgenin yabanci/ikinci dil olarak &gretimi
baglaminda disiintildiigiinde &grencilerin daha g¢ok okul
yasantilarinda kullanmaya ihtiya¢ duydugu bu kavram, yazma
becerisi ile dogrudan baglantilidir. Giingdr’e (2020, s. 167)
gore “yabanci dil 6gretim siirecinde, temel diizeyden itibaren
yapilan yazma egitimi caligmalari, 6grencilerin hedef dili
kullanarak akademik hayattaki basarilarini”, dolayisiyla
akademik yazma becerilerini dogrudan etkilemektedir.
Yiicelsen’e (2021, s. 15) gore “akademik yazma, yetenekten
cok teknik bilgi gerektiren, ugragsal bir zorunluluktur ve
Ogrenilebilir, gelistirilebilir bir beceridir.” Akademik
yazmanin teknik bilgi gerektirmesi yabanci/ikinci dil olarak
Tirkge 6gretiminde ilgili beceriyi gelistirmeye yonelik ders
isleme siirecinin alana Ozel bilesenlerin dikkate alinarak
tasarlanmasin1 gerektirmektedir. Demirci’ye (2014) gore
ogrencilere akademik yazma konusunda deneyim yasatmak
ilgili becerinin gelismesinde 6nemli bir etkendir. Ozellikle
lniversite Ogrencilerinin gereksinim duydugu bu beceriye
yonelik deneyim yasamalarini saglamak amaciyla cesitli
kurslar ve dersler planlanmistir. Genelde akademik Tiirkce
catist altinda birlesen bu kurs ve derslerin, akademik yazma
baglaminda uluslararast  O&grencilere; akademik dilin
Ozelliklerini ve kurallarimi kavratmayi, alanyazin taramasi
yaparak gecerli ve giivenilir kaynaklara ulagsmayi, bilimsel
metin olusturmay1, akademik yazilardaki bigcimsel 6zelliklere
dikkat etmeyi, alint1 yapmay1 ve kaynakga diizenlemeyi, etik
ilkelere uymay1 vb. farkli uygulamalar iizerinden 6gretmeyi
hedeflemesi gerekmektedir.

Akademik yazma becerilerinin gelistirilmesinde, deneyim
yasamak kadar diizenli olarak yapici geri bildirimlerin
verilmesi ve hatalardan ders c¢ikarilmasi da son derece
onemlidir (Pineteh, 2014; Demirci, 2014). Hatalardan ders
¢ikarabilmek, yanliglart ve eksiklikleri fark edebilmektir.
Bireylerin giiglii ve zayif yonlerini belirleyerek eksikliklerini
gidermek, yanlislar1 diizeltmek ve gelisimlerine katki
saglamak icin Olgme ve degerlendirme biyik Onem

tagimaktadir. Bireylerin yeterliklerini ve yetersizliklerini
saptayabilmek igin Ol¢iilen niteli§e uygun Olgme araglari
kullanilmalidir (Polat-Demir, 2020, s. 321).

Ust diizey diisiinme becerilerinin kullanilmasini gerektiren
ve bi¢im, sdylem, metin, plan, kaynak kullanimi, etik gibi
birgok boyutu igeren akademik yazma becerilerinin
Olciilmesinde, degerlendirilmesinde ve gelistirilmesinde
kullanilabilecek en etkili 6lgme araglarindan biri ise analitik
(¢oziimleyici) dereceli puanlama anahtaridir. Dereceli
puanlama anahtari, diger alan ve konularda oldugu gibi
yabancr/ikinci dil olarak Tiirkge oOgretimi alaninda ve
akademik yazma konusunda da biiyiik bir 6neme sahiptir.
Dereceli puanlama anahtarmin yabanci/ikinci dil olarak
Tiirkce  Ogretiminde  Ggrencilerin = akademik  yazma
becerilerinin gelismesine yonelik tim paydaslara sagladig:
faydalar asagida Ozetlenmistir (Erman-Aslanoglu, 2003;
Moskal, 2000; Goodrich-Andrade, 2005; Parlak ve Dogan,
2014; Cepni, 2015; Kutlu vd., 2017):

e Dereceli puanlama anahtarlar1 ile 6grencilerin
akademik yazma baglaminda diizeyleri ve eksiklikleri
detayli bir bigimde belirlenmektedir. Bir geri bildirim
kaynagi ozelligi gostermesi nedeniyle dereceli
puanlama anahtari, {iist diizey =zihinsel siireglerin
igletilmesini Onceleyen akademik yazma becerisi
noktasinda Ogrencilerin ve Ogretim elemanlarin
gbzden gecirme ve iyilestirmeye yonelik etkili kararlar
almasina olanak saglamaktadir.

o Ogrencilerin olusturdugu akademik metinlerin gegerli
ve giivenilir bir sekilde puanlanabilmesine imkan
sunmaktadir. Bu yontem, Ogretim elemanlarina,
Ogrencilerin  ¢aligmalarint  hangi  Olgiitlere  gore
puanlayacaklarini 6nceden bilme imkani vermekte ve
boylelikle degerlendirme ve puanlama giivenilirligi
saglamaktadir. Ayrica, degerlendirme siirecinin
kisalmasina ve basitlesmesine olanak tanimaktadir.

e Uzerinde uzlas1 saglanamamis ve kapsami tam olarak
belirlenememis Tiirk¢e akademik yazma becerilerinin
cergevesini ¢izdigi, dikkat edilmesi gereken oOlgiitleri
tanimladig1 i¢in nesnel degerlendirmelere olanak
saglarken; ilgili beceriden beklenen yeterlikleri tam
olarak belirleyemeyen, konu hakkinda yeterli bilgi ve
deneyimi olmayan, pedagojik eksiklikleri bulunan
Ogretim elemanlarma yol gdsterici olma niteligi
tasimaktadir.

e Ogrenciler, hangi dlgiitlere gére puanlanacaklarini ve
en iyi performansin neleri igerdigini bildikleri i¢in
caligmalarini ona gore bilingli bir sekilde diizenlemeye
ve ilgili beceriyi gelistirmeye yonelik ¢aba
gostereceklerdir.

e Ogrencilerin degerlendirilecekleri dlgiitleri 6nceden
bilmeleri, kendilerinden beklenen performansin
boyutlarindan, bu boyutlarin tanimlarindan ve
diizeylerinden =~ haberdar  olmalari,  akademik
basarilarina katki saglamanin yani sira 6gretim siirecine
ve basta dgretim elemanina olmak iizere bu siiregteki
tiim paydaslara olan tutumlarini olumlu etkilemektedir.
Ayrica 6grencilerin sozii edilen boyutlardan haberdar
olmalari, kendilerini rahat ve 6zgiivenli hissetmelerini
saglamaktadir. Bu durum da ilgili performansi
gostermeye daha istekli olmalarina ve kaygi
diizeylerinin diismesine yardime1 olmaktadir. Boylece
dereceli puanlama anahtarinin kullanimi, dil becerileri
icerisinde en ¢ok zorlanilan ve kaygi duyulan yazma
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Uluslararas1 6grencilerin Tiirk¢e akademik yazma becerilerinin degerlendirilmesine...

becerisi ile dogrudan iligkili olan akademik yazma

konusunda ogrencilerin tutumlarinin degismesine ve

ilgili caligmalarda basar1 goOstermelerine  katki
saglamaktadir.

Alanyazin incelendiginde yabanci/ikinci dil olarak Tiirkce
Ogretimi  alaninda daha ¢ok yazma  becerisinin
degerlendirilmesine yonelik dereceli puanlama anahtari
gelistirme ¢aligmalariin yer aldig1 (Yorganci ve Bas, 2021;
Durmus, 2022; Kahveci, 2022; Harmankaya vd., 2022; Tekin
ve Sallabas, 2022) goriilmekle birlikte farkli hedef kitlelerin
akademik yazma becerilerini 6l¢gmek amaciyla ¢esitli tiirlerde
Olgme araclar1 gelistirildigi de belirlenmistir (Aydin, 2015;
Izawa et al., 2017; Shekarabi, 2017; Al-Abdullatif et al., 2020;
Polat-Demir, 2020; Baz-Bolluk ve Batur, 2023). Ancak
uluslararasi 6grencilerin Tiirk¢e akademik yazma ihtiyaglarini
temele alarak ilgili becerinin degerlendirilmesine yodnelik
goreve dayali gegerligi ve giivenirligi ¢ok boyutlu ¢éziimleme
teknikleri ile sinanmis analitik dereceli puanlama anahtari
gelistirme ¢aligmasina rastlanmamistir. Bu nedenle ¢aligmada,
uluslararasi 6grencilerin Tiirk¢e akademik yazma ihtiyaglarini
temele alarak ilgili becerinin degerlendirilmesine yonelik bir
analitik  dereceli puanlama anahtarinin  gelistirilmesi
amaglanmistir. Bu temel amag¢ dogrultusunda c¢alismada
yanitlanmasi hedeflenen sorular soyle siralanabilir:

1. Uluslararast 6grencilerin Tiirk¢e akademik yazma
becerilerine yonelik gelistirilen analitik dereceli
puanlama anahtarinin gecerlik analizi sonuglar
nasildir?

a. Uluslararast 6grencilerin Tiirk¢e akademik yazma
becerilerine yonelik gelistirilen analitik dereceli
puanlama anahtarinin kapsam gecerligi nasildir?

b. Uluslararasi 6grencilerin Tiirkge akademik yazma
becerilerine yonelik gelistirilen analitik dereceli
puanlama anahtarinin yap1 gecerligi nasildir?

2. Uluslararasi 6grencilerin  Tiirkge akademik yazma
becerilerine yonelik gelistirilen analitik dereceli
puanlama anahtarinin giivenirlik analizi sonuglar1
nasildir?

a. Uluslararasi 6grencilerin Tiirk¢e akademik yazma
becerilerine yonelik gelistirilen analitik dereceli
puanlama anahtarinin Croanbach Alfa giivenirlik
katsayis1 nasildir?

b. Uluslararast 6grencilerin Tiirk¢ce akademik yazma
becerilerine yonelik gelistirilen analitik dereceli

puanlama anahtarina gore yapilan
degerlendirmelerde puanlayicilar arasindaki uyum
nasildir?

c. Uluslararasi 6grencilerin Tiirk¢e akademik yazma
becerilerine yonelik gelistirilen analitik dereceli
puanlama anahtarindaki alt Oolgiitlerin madde
gegerlik diizeyleri nasildir?

Gelistirilen analitik dereceli puanlama anahtarinin nesnel
degerlendirme yapmaya yardimei olmasi, 6grencilerin Tiirkce
akademik yazma becerilerinin gelisimine katki saglamasi, hem
Ogretim gorevlilerine hem de O6grencilere ilgili becerinin
basarimina iligkin geri bildirim olanag1 sunarak yol gosterici
olmasi baglaminda alana katki saglayacagi diistiniilmektedir.

Yontem
Arastirmanin Deseni

Uluslararast1  6grencilerin ~ Tiirkge  akademik  yazma
becerilerinin degerlendirilmesine yonelik analitik dereceli
puanlama anahtarinin gelistirilmesinin  amaglandig1  bu

calismada, karma desen stratejisi igerisinde yer alan kesfedici
sirali desen kullanilmistir. Kesfedici sirali desende arastirmaci
nitel sonuglara bagli olarak olusturulan asamalarin ortasinda
bir arag gelistirir ve bu araci, nicel verileri toplarken kullanir
(Creswell & Plano-Clark, 2018, s. 94). “Kesfedici sirali desen
teorik olarak kiigiik bir ¢alisma grubundan toplanan nitel
veriler ile baglamaktadir. Nitel verilerin analiziyle elde edilen
bulgu ve sonuglarin 1s1gnda nicel bir Olgme aract
gelistirilmektedir ve bu nicel asama kesfedici desenin ikinci ve
son agamasini olugturmaktadir” (Teddlie & Tashakkori, 2006,
s. 21 akt. Ozdemir, 2018, s. 495). “Bu asamada gelistirilen
Olcme araci, daha genis bir drneklem tizerinde uygulanarak
istatiksel olarak test edilmektedir. Olgiilmek istenen degiskeni
Olcebilecek nitelikte ve yeterlikte bir 6lgme aracina ulasilmasi
ile arastirma sonlandirilmaktadir” (Ozdemir, 2018, s. 495).

Kesfedici sirali desenin adimlari temele alinarak,
caligsmada oncelikle akademik yazma bilesenlerini belirlemek
icin ulusal ve uluslararasi alanyazin (Uzun, 2001; Goodric-
Andrade, 2001; Bayat, 2009; Swales & Feak, 2012; Tok, 2012;
Tok, 2013; Bahar, 2014; Sendz-Ayata, 2014; The WIDA
English Language Development Standards and Resource
Guide [WIDA], 2014; Aydin, 2015; Raz1, 2015; Yahsi-Cevher
ve Giingdr, 2015; Kan ve Gedik, 2016; Tok ve Goniilal, 2016;
Ulutag, 2016; Demir, 2017; Izawa et al., 2017; Kan, 2017;
Shekarabi, 2017; Deniz ve Karagol, 2018; Karagol, 2018;
Tiifekcioglu, 2018; Azizoglu vd., 2019; Demiriz ve Okur,
2019; Konyar, 2019; Seyedi, 2019; Yurdakul-Giide, 2019; Al-
Abdullatif et al., 2020; Bailey, 2020; Polat-Demir, 2020,
Yiicelsen, 2021; Global Scale of English Learning Objectives
for Academic English [GSE], 2022) detayli olarak taranmustir.
Ardindan uluslararas1 6grencilerin Tiirk¢e akademik yazma
ihtiyaglarinin belirlenmesi amaciyla uluslararasi 6grencilerle,
dil 6gretim merkezlerinde gorevli Ogretim gorevlileriyle,
uluslararas1 6grencilerin boliim derslerini yiiriiten 6gretim
iiyeleriyle yar1 yapilandirilmis sekilde tasarlanan goriismeler
gerceklestirilmistir. Yapilan goriisme analizleri sonucunda
belirlenen gereksinimlerin 6grencilerin yazma iiriinlerindeki
yansimasint tespit etmek, akademik yazma ihtiyaglarini
detaylandirmak ve taslak dereceli puanlama anahtarinin
Olgiitlerini belirginlestirmek igin uluslararast 6grencilerden
verilen bir yazma gorevini gergeklestirmeleri istenmistir.
Toplanan tiim bu nitel verilerin ¢éziimlenmesi sonucunda;
uluslararas1 6grencilerin akademik yazma konusunda yetersiz
oldugu ve bi¢im, akademik sOylem, metin yapisi, plan ve
diizenleme, kaynaklardan yararlanma konularinda becerilerini
gelistirmelerine olanak saglayan bir 6gretime ve bu baglamda
gelistirilen ders materyalleri ile 6lgme ve degerlendirme
araglarina gereksinim duyduklari belirlenmistir. Biitiinciil bir
bakig acis1 ile degerlendirilen bu c¢oziimlemeler ve
alanyazindaki bilgilerden hareketle taslak dereceli puanlama
anahtarmin Olgiitleri, alt Olgiitleri ile performans diizey ve
tanimlar1  belirlenmigtir. Nitel verilere dayali olarak
yapilandirilan 6l¢gme araci kullanilarak uluslararasi 6grencilere
verilen bilimsel metin yazmayi Onceleyen performans
gorevleri puanlanmistir. Son olarak, bu ¢aligmanin
odaklandigi nicel boyutta ise s6z konusu olgme aracinin
gegerligi ve giivenirligi sinanmuistir.

Calhisma Grubu

Taslak dereceli puanlama anahtarini gegerlik ve giivenirlik
acisindan sinamak icin arastirmacilar tarafindan gelistirilen
performans gorevini, amacl 6rnekleme yontemleri icerisinde
yer alan Olglit Ornekleme kullanilarak belirlenen 157
uluslararasi 6grenci tamamlamistir. Nitel aragtirma gelenegi
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icerisinde ortaya ¢ikan ve nitel aragtirmalar i¢in en uygun
ornekleme yontemi olarak tanimlanan amach ornekleme
cesitlerinden olan 6l¢iit 6rneklemede temel yaklagim, dnceden
belirlenmis bir dizi 6l¢iitii kargilayan durumlarin ¢alisilmasidir
(Yildirim ve Simsek, 2011). Calismada 6lgiit 6rneklemenin
secilme nedeni, Onceden tanimlanan Olgiitlere gore
katilimcilarin belirlenme diislincesidir. Caligma kapsamindaki
uluslararas1 &grencilerin iilkemize yiiksekogrenim gorme
amaciyla gelmis ve C1 diizeyinden mezun olup akademik
Tiirkce dersi almis olmasi Olgiitlerini karsilamasi beklenmistir.

Veri toplanan katilimcilarin kisisel bilgilerine bakildiginda
cinsiyet olarak 82’si kadin; 75’1 erkektir. Yas olarak ise 74’
17-20 yas araliginda, 48’1 21-24 yas araliginda, 23’1 25-28 yas
araliginda, 9°u 29-32 yag araliinda, 3’1 33 yas ve iizerindedir.

Dil degiskeni acisindan bakildiginda katilimeilarin 46°s1
Arapga, 14’0 Endonezce, 13’ Farsga, 9’u Fransizca, 8’i
Urduca, 5’i Amharca, 5’i Arnavutga, 5°i Ingilizce, 4’ Rusca,
4’1 Yorubaca, 3’1 Bosnakca, 3’ii Kazakea, 3’1 Kiirtce, 3’1
Pestuca, 2’si Ahiska Tiirkgesi, 2’si Bengalce, 2’si Burmaca,
2’si Ispanyolca, 2’si Malayca, 2’si Mogolca, 2’si Ozbekge,
2’si Sirpga, 2’°si Somalice, 2’si Tiirkmence, 1’1 Berberice, 1°1
Cecgence, 1’1 Cevaca, 1’1 Dinka dili, 1’1 Ewece, 1’1 Karadagca,
1’1 Kagkayca, 1’1 Rundice, 1’1 Oromca, 1’i Portekizce, 1’1
Svahilice, 1’1 Tacikge ana dillerine sahiptir.

Katilimeilarin 95’1 lisans, 49’u yiiksek lisans ve 13’1
doktora diizeyinde 6grenim gormektedir/gorecektir. Ayrica 67
katilime1 Sakarya Universitesi Tiirk Dili Ogretimi Uygulama
ve Arastirma Merkezinde (TOMER), 26 katilimci1 Ankara
Universitesi Tiirk¢e ve Yabanci Dil Uygulama ve Arastirma
Merkezinde (TOMER), 22 katilimc1 Nevsehir Haci Bektas
Veli Universitesi Tiirkge ve Yabanci Dil Ogretimi Uygulama
ve Arastirma Merkezinde (TOMER), 16 katilimci Istanbul
Universitesi-Cerrahpasa Yabanci Diller Yiiksekokulunda, 10
katilimci Istanbul Universitesi Dil Merkezinde (DILMER), 9
katilime1 Saghk Bilimleri Universitesi Tiirkge ve Yabanci Dil
Uygulama ve Arastirma Merkezinde (TOMER), 5 katilimci
Bolu Abant Izzet Baysal Universitesi Tiirkge Ogretimi
Uygulama ve Arastirma Merkezinde (TOMER), 1 katilimci
Ankara Yildirim Beyazit Universitesi Dil Egitimi Uygulama
ve Arastirma Merkezinde (DILMER), 1 katilimci Bursa
Uludag Universitesi Tiirkge Ogretimi Uygulama ve Arastirma
Merkezinde (ULUTOMER) Tirkce 6grenimlerini
tamamlayarak C1 diizeyine ulagmistir. Ankara Yildirim
Beyazit Universitesi DILMER de 6grenim goren 1 katilimci
haricindeki tim katilimeilar ayni kurumda akademik Tiirkce
derslerine katilmistir. Sozii edilen 1 katilime1 Bolu Abant [zzet
Baysal Universitesi TOMER’de ilgili dersi tamamlamustir.

Veri Toplama Araclari

Bu calismada veri toplamak amaciyla performans goérevi ve
taslak dereceli puanlama anahtar1 kullanilmistir. S6z konusu
araglarin gelistirilme siiregleri, ilgili basliklar altinda ayritili
olarak aciklanmustir.

Performans Gorevi

Bu c¢alismada, arastirmacilar tarafindan uluslararasi
ogrencilerin akademik yazma becerilerini yansitmalarina
olanak saglayan bir performans gorevi hazirlanmstir.
“Performans gorevi, 6grencilerin performanslarini belirlemek
amactyla ders kazanimlar1 ve becerileriyle iligkili bireysel
veya grup hélinde yapilan uzun soluklu ¢alismalardir” (Kutlu
vd., 2008, s. 12). Kutlu vd.’e (2008) gore bir performans
gorevi tanimlama, gdrev, yonerge ve puanlama yontemi olmak

lizere dort bolimden olusturmaktadir. Calisma baglaminda
gelistirilen performans gorevi bu bolimler gozetilerek
hazirlanmigtir ve gelistirilme siireci asagida ayrintili olarak
acgiklanmisgtir:

Tammlama boliimiinde, performans gérevinin ait oldugu
ders, dil diizeyi ve kazanimlar1 yer almaktadir. Bunun yani sira
ogrencilerden beklenen performans tanimlanmis ve puanlama
yontemi  belirtilmistir.  Beklenen performansa iligkin
kazanimlar ~ Ankara  Universitesi TOMER  Ogretim
Programi’ndan (2015), Avrupa Ortak Bagvuru Metni’nden
(2021) ve Global Scale of English Learning Objectives for
Academic English’ten (2022) alinmustir.

Gérev béliimiinde, uluslararast dgrencilere beslenme ile
ilgili on bir farkl1 kaynak béliimii verilmistir. Ogrencilerden bu
kaynaklardan yararlanarak beslenme kavraminin farkli bir
boyutunu ele alan bir derleme makalesi yazmalari istenmistir.
Belirlenen performans gorevi igin yabancilara Tiirk¢e 6gretimi
alaninda deneyimli 3 Ogretim {iyesinden ve uluslararasi
ogrencilere Tiirkge 6greten kurumlarda gorev yapan 4 dgretim
gorevlisinden uzman goriisii alinmustir.

Yonerge boliimiinde, performans gorevinin istenilen
diizeyde yerine getirilmesini saglamak amaciyla gorev
olusturulurken dikkat edilecek noktalar, teslim edilecek siire,
ortaya konacak {iriinlin niteligi gibi bilgiler belirtilmistir.

Puanlama Yontemi boliimiinde, tamamlanmis performans
gorevinin degerlendirilecegi Olciit ve alt Olgiitlere yer
verilmistir.

Taslak Dereceli Puanlama Anahtari

Bu ¢alisma kapsaminda gelistirilen “Uluslararas1 Ogrencilere
Yonelik Tiirk¢e Akademik Yazma Analitik Dereceli Puanlama
Anahtar1”nin geligtirilme siireci asagida asamalar halinde
anlatilmistir. Bu asamalar, c¢esitli arastirmacilar tarafindan
aciklanan dereceli puanlama anahtarinin gelistirilme adimlari
dikkate alinarak olusturulmustur (Popham, 1997; Goodrich-
Andrade, 2000; Moskal, 2000; Mertler, 2001; Danielson &
Hansen, 2016; Kutlu vd., 2017; Bikmaz-Bilgen; 2023):

1. Dereceli puanlama anahtarmin kullanim amacinin
belirlenmesi: Bu g¢alismada uluslararasi 6grencilerin Tiirkge
akademik yazma becerilerini degerlendirmek icin dereceli
puanlama  anahtarinin  gelistirilmesi  amaglanmaktadir.
Geligtirilen dereceli puanlama anahtarindan, Ogretim
elemanlarma ve uluslararasi 6grencilere geri bildirim kaynagi
olmasi, s6z konusu becerilerin gelisimini desteklemesi ve
nesnel degerlendirmelere olanak saglamasi beklenmektedir.

2. Kullanilacak dereceli puanlama anahtarimin tiriine
karar verilmesi: Caligmada, arastirmacilar tarafindan ol¢iitleri
ve tanimlar1 belirlenmis bir gorev baglaminda uluslararasi
ogrencilerin Tiirk¢e akademik yazma becerilerinin ayrintili bir
sekilde degerlendirilmesi istendiginden “géreve 6zel analitik
dereceli puanlama anahtar1” tercih edilmistir.

3. Performanst belirlemede kullanmlacak ol¢iitlerin
belirlenmesi: Taslak dereceli puanlama anahtart “Bigim” (Dil
bilgisi, noktalama isaretleri, yazim kurallari, anlagilirlik, sayfa
diizeni), “Akademik Sdylem” (S6z varligi, ciimle yapisi,
iistsdylem belirleyicileri), “Metin Yapist” (Konu, aragtirmanin
problem durumu ve amaci, bagdasiklik, tutarhilik, paragraf

yapisi, Dbilgileri sentezleme, gorsel sunum), “Plan ve
Diizenleme” (Baslik, 06zet, anahtar sozciikler, giris,
basliklandirma, gelisme, tartigma, sonu¢ ve Oneriler),

“Kaynaklardan Yararlanma” (Kaynakca, dogrudan ve dolayli
alint1, akademik etik ilkeler) olmak iizere 5 ana Slgiit ve 25 alt
Olciitten olusmaktadir.
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Tablo 1. Performans diizeyi puan araliklar

Aralik kat sayis1 = (En Yiiksek Puan-En Diisiik Puan) / Olciit Sayist

(4-1)/4 = 3/4=0,75

(96-24)/4 = 72/4=18

1-1,75 — zay1f
1,76 — 2,51 — gelistirilebilir
2,52-327 — yeterli

3,28 — 4,03 ~ 4,00 — yetkin

24 -41 — zayif
42 -59 — gelistirilebilir
6077 — yeterli

78 — 95 ~96 — yetkin

4. Performans diizeylerinin belirlenmesi ve diizey
tamimlamalarinin yapilmasi: Bu asamada en yetersiz ve en
yetkin performans diizeyleri saptanarak her alt 6lgiit, 1 ile 4
arasinda derecelendirilmigtir. Bu baglamda, beklenen
performans1 ¢ok az yerine getirerek “zayif’ diizeyde olan
Ogrencilerin alacagi puan 1, “gelistirilebilir” diizeyde olan
Ogrencilerin alacagt puan 2, “yeterli” diizeyde olan
Ogrencilerin alacagi puan 3, beklenen performansi tam olarak
yerine getirerek “yetkin” diizeyde basarim gdsteren
Ogrencilerin alacagi puan 4 olarak belirlenmistir. Diizey
tanimlamalar1 ise alanyazin taranarak, ilgili programlarin
kazamimlar1 (WIDA, 2014; TOMER, 2015; AOBM, 2021;
GSE, 2022) incelenerek, goriisme sonuglart degerlendirilerek
ve  uluslararasi ogrencilerin yazma iriinlerinin
¢oziimlenmesinden elde edilen veriler gz Oniine alinarak
yapilmigtir. Performans diizey tanimlamalari betimlenirken
goreceli ifadelerden kagmilmis, olduk¢a net ifadeler
kullanilmaya ¢aligilmistir. Bu amagla 6l¢me aracinin herhangi
bir zamanda, herhangi bir kisi tarafindan kullanildiginda
yaklagik  aynm1  degerlendirmeye  ulagabilmesi  adma
tanimlamalarda genellikle nitel Slgiitler yerine nicel dlgiitler
tercih edilmistir. Diger yandan oOzellikle uluslararasi
ogrencilerin akademik yazma {irlinlerinin incelenmesinden
elde edilen sonuglar, performans diizeylerine karsilik gelen
tanimlamalardaki nicel ifadelerin belirlenmesine ve 6lgme
aracinda yer alan ilgili alt olgiitiin en yliksek ve en diisiik
performansin siirlarinin ¢izilmesine yardimer olmustur.

5. Uzman goriislerinin alinmasi: Bu asamada, taslak
dereceli puanlama anahtarinin kapsam gegerligini saglamak,
alt olciitlerin Olgiitlere uygunlugunu belirlemek ve diizey
tanimlarinin anlasilir olup olmadigini ortaya koymak igin
uzman goriigi alinmistir. Uzman grubu, Tirkge egitimi ve
Tiirkgenin yabanci/ikinci dil olarak Ogretiminde akademik
yazma konusunda deneyimli 6 6gretim iiyesinden, akademik
yazma ve dil becerileri konusunda ¢aligmalari olan 2 egitimde
6lgme ve degerlendirme uzmanindan, akademik yazma
konusunda deneyimli 1 Ingilizce Ogretmenligi alaninda
gorevli Ogretim iiyesinden ve uluslararasi Ogrencilere
akademik Tiirk¢e déhil olmak iizere tiim diizeylerde ders
verme deneyimine sahip 1 Ogretim  gorevlisinden
olusmaktadir.

6. Deneme uygulamasinin yapilmasi: Bu asamada gorevi
en iyi ve en yetersiz sekilde yerine getiren 8 Ogrencinin
caligmasi iizerinden deneme uygulamasi yapilmistir. So6z
konusu ¢aligmalar1 2 Ogretim gorevlisi taslak dereceli

puanlama anahtarmi kullanarak puanlamistir. Deneme
uygulamasinin ardindan yapilan degerlendirmelere gore taslak
dereceli puanlama anahtarinda gerekli diizenlemeler
yapilmistir.

7. Gegerlik ve giivenirlik calismasimin yapilmasi: 157
Ogrenci tarafindan tamamlanan performans gorevleri taslak
dereceli puanlama anahtar1 kullanilarak puanlanmistir. Bu
puanlamalardan elde edilen sonuglardan hareketle “Verilerin
Coziimlenmesi” boliimiinde agiklanan istatistiksel

¢oztimlemeler araciligryla ilgili 6lgme aracinin gegerligi ve
giivenirligi smanmistir.

8. Dereceli puanlama anahtarina son hdlinin verilmesi:
Gegerlik ve giivenirlik analizlerinden elde edilen sonuglara
gore taslak dereceli puanlama anahtaria son hali verilmistir.
Buna gore gozlenmek istenen performansi ¢ok az yerine
getiren ve Onemli Olclide eksiklikleri bulunan Ggrencilerin
alacagi en diisiik puan 24, tiim gorevlerde gézlenmek istenen
performansi tam olarak yerine getiren 6grencilerin alacagi en
yliksek puan 96 olarak belirlenmistir. DPA’nin puan araligt
katsayisi 4 puan ve 96 puan iizerinden hesaplanmistir.

Tablo 1’de gosterilen hesaplamalara bagli olarak 4 puan
iizerinden belirlenen aralik kat say1s1 0,75 olarak bulunmustur.
Bu degere bagl olarak performans diizeyleri belirlenmis ve
yetkin diizeye karsilik gelen 4,03 degeri 4’e yuvarlanmustir. 96
puan iizerinden hesaplanan aralik kat sayisi ise 18 olarak
belirlenmistir. Hesaplanan bu aralik katsayisina bagli olarak
performans diizeyleri dort esit araliga dagildiginda yetkin
diizeye karsilik gelen 95 puan testten alinabilecek en yiiksek
puan olan 96’ya tamamlanmuistir.

Veri Toplama Siireci

Veri toplama siireci dncesinde ¢aligmanin etik kurallara uygun
bir bicimde yapilandirilmasi i¢in gerekli adimlar izlenmistir.
Bu baglamda oncelikle, ¢alisma i¢in gereksinim duyulan
verilerin toplanabilmesi igin Istanbul Universitesi-Cerrahpasa
Sosyal ve Beseri Bilimler Aragtirmalart Etik Kuruluna
basvurulmustur. {lgili kurumun 14.06.2022 tarihinde
gerceklestirmis oldugu toplantida, 2022/202 numarali ve E-
74555795-050.01.04-412030 sayili karart ile etik kurul onay1
alimmistir. S6z konusu onayin alinmasinin ardindan ¢alisma
kapsaminda yapilandirilan performans gorevini akademik
Tiirkce 6grenimi goren ya da gdrmekte olan Ggrencilerin
tamamlamasi beklendigi i¢in s6z konusu programi etkin olarak
yiiriiten kurumlarla iletisime gegilmistir. Kurumlardan
calismanin gergeklestirilebilmesi igin gerekli izinler alinmustir.
Aragtirmaci, ulagabildigi ¢esitli kurumlara bizzat giderek hem
Ogrenci hem de dersin Ogretim gorevlilerine performans
gdrevinin bdliimlerini, beklenen uygulamayi, 6nemli noktalar1
aciklamistir. Ulasma olanagi kisith olan kurumlardan ise
Ogretim  gorevlileri  araciligryla  verileri  toplamustir.
Aragtirmaci tarafindan veri toplama siirecinin basinda gerekli
bilgilendirmeler yapilmig ve uygulama boyunca iletilen tiim
sorular yanitlanmistir. Calisma kapsaminda sadece elektronik
ortamda olusturulmus metinler kabul edilmistir. Arastirmaciya
e-posta araciligiyla toplamda 169 ¢alisma (derleme makalesi)
ulastirlmistir.  1lk okumalarin ardindan degerlendirmeye
almabilecek 157 calisma belirlenmistir. Oncelikle bu
calismalardaki 6grenci kisisel bilgileri gizlenmistir. Ardindan
hem &grenci galismalari hem de degerlendirmede kullanilacak
taslak dereceli puanlama anahtar1 ayni klasorde, iki ayr
dosyada “Katilimci 17, “Katilimer 2” seklinde kodlanmustir.
Bu sekilde degerlendirilmeye hazir hale gelen veriler,
arastirmaci tarafindan taslak dereceli puanlama anahtarina
gore ayr1 ayr1 puanlanmistir. Ayrica performans gorevini tam
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olarak yerine getiren 25 6grencinin c¢alismasi, puanlayicilar
arasi uyumu tespit etmek i¢in aragtirmacilar haricinde
yabancilara Tiirkce Ogretimi alaninda ve akademik yazma
konusunda deneyimli, devlet ve vakif iniversitelerinin dil
ogretim merkezlerinde gorev yapan 5 O&gretim gorevlisine
degerlendirmeleri igin aynmi kodlama ve klasor diizeni
icerisinde e-posta araciligiyla gonderilmistir. Puanlamalara
baslanmadan 6nce dereceli puanlama anahtar1 arastirmaci
tarafindan 4 puanlayiciya Zoom programi araciligiyla ¢evrim
ici ortamda; 1 puanlayiciya ise yiiz yiize tanitilmistir. Ayrica

degerlendirmeye dahil olmayan bir c¢alisma birlikte
puanlanarak dereceli puanlama anahtar1 ile ilgili sorular
yanitlanmustir. Degerlendirmelerini tamamlayan

puanlayicilar, ilgili klasorii e-posta araciliiyla arastirmaciya
gondermistir. Aragtirmaci ve puanlayicilar tarafindan yapilan
puanlama verilerinin tamami, dereceli puanlama anahtarinin
gecerligine  ve  gilivenirligine  yonelik  istatistiksel
¢Oziimlemeler icin Excel’de olusturulan sablona islenmistir.

Verilerin Coziimlenmesi

Bu c¢aligmada, uluslararasi ogrencilerin Tiirk¢e akademik
yazma becerilerini degerlendirmek amaciyla gelistirilen
dereceli puanlama anahtarmin gecerligi ve giivenirligi
sinanmistir. Bu amagla dncelikle gegerlik baglaminda kapsam
ve yapi gecerligi degerlendirilmistir. Kapsam gecerligi, 6lcme
aracindaki maddelerin Ol¢iilmek istenen davranist (6zelligi)
6lgmede nicelik ve nitelik olarak yeterli olup olmadiginin
gostergesi olarak ifade edilmektedir (Biiyiikoztiirk, 2018, s.
180). Dereceli puanlama anahtarindaki 6lgiit ve alt 6l¢iitlerin
kapsam gegerlik indekslerinin belirlenmesi igin Davis (1992)
teknigi tercih edilmistir. Davis (1992) teknigine gore uzman
goriisleri:

A. “Madde ilgili 6zelligi yansitiyor.”

B. “Madde biraz diizeltilmeye gereksinim duyuyor.”

C. “Madde oldukga diizeltilmeye gereksinim duyuyor.”

D. “Madde ilgili 6zelligi yansitmiyor.” bigiminde dortli

derecelendirilmektedir.

Uzmanlardan ¢alisma baglaminda olusturulan uzman
degerlendirme formunda, her bir alt 6l¢iitii amacina uygunluk
durumuna gore degerlendirmeleri istenmistir. Bu kapsamda
uzmanlar, madde (alt 6lgiit) ilgili 6zelligi yansitiyorsa “A”,
biraz diizeltilmeye gereksinim duyuyorsa “B”, oldukca
diizeltilmeye gereksinim duyuyorsa “C” ve ilgili o6zelligi
yansitmiyorsa “D” segenegini isaretlemiglerdir. Davis
tekniginde maddelere (6lgiitlere) iliskin kapsam gegerlik
indeksi (KGI), A ve B segenegini isaretleyen uzmanlarin

sayisinin toplam uzman sayisina boliinmesi ile elde
edilmektedir. Bu degerin 0,80 ve iizerinde olmasi
beklenmektedir.

Bu calismada gelistirilen dereceli puanlama anahtarinin
yap1 gecerligi de smanmigtir. “Yap1 gecerligi, 6lgme aracryla
Olciilmek istenen niteligin baska Ozellikler karismadan
Olcebilme derecesidir.” (Giiler, 2019, s. 49). Yap1 gegerligini
incelemek i¢in agimlayici ve dogrulayici faktor analizi yaygin
olarak kullanilan iki temel analiz tiiridiir. Bu galismada yapi1
gegerligi, acimlayict  faktor  analizi  (AFA) ile
degerlendirilmistir. Basol’a (2019, s. 180) gore “yeni
gelistirilen bir 6lgegin 6l¢tiigii temel yapilar ortaya koymak
icin agimlayict faktor analizi yapilmaktadir.” Cokluk vd.
(2021, s. 205), agimlayici faktor analizini uygulamadan o6nce,
meydana gelebilecek sorunlart en aza indirebilmek amaciyla;
orneklem biiyiikliigii, normallik, dogrusallik ve ¢oklu baglanti
gibi kavramlarin sorgulanmasi gerektigini ifade etmektedir.
Bu baglamda calismada agimlayici faktér analizinden Once
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veri seti {lizerinde; ¢oklu baglanti sorunu olup olmadig
smanmig, normallik kontrolii i¢in Basiklik ve Carpiklik
katsayilar1 hesaplanmistir. Diger yandan ¢ok degiskenli
normallik varsayimini smnamak ve veri yapisinin 6rneklem
biiyiikliigii agisindan uygunlugunu belirlemek i¢in her Slgiit
icin ayr1 ayr1 Kaiser-Meyer-Olkin (KMO) degeri ile Bartlett
kiiresellik testi sonuglari incelenmistir. S6z konusu analizlerin
sonuglarina gore veri setinin faktor analizi uygulamaya uygun
haline temel bilesenler analizi kullanilarak AFA yapilmistir.
Dereceli puanlama anahtarindaki alt dl¢iitlerin, bulundugu ana
olciiti karsilama durumlarmi belirlemek i¢in faktor yiik
degerleri hesaplanmistir. Bunun yani sira dereceli puanlama
anahtarinin faktor yapisini belirlemek i¢in 6zdeger bulgulari
da incelenmistir. Ek olarak, faktor sayisma karar vermeden
once yardimci bir yontem olarak ¢izgi grafigine de bakilmustir.
Uygulanan faktoér analizleri sonucunda her olgiit tek
bilesenden olustugu igin dondirme islemine gereksinim
duyulmamustir.

Dereceli puanlama anahtarinin giivenirligini belirlemek
icin ise i¢ tutarlilik anlaminda giivenirlige iliskin Cronbach
Alpha katsayist1 hesaplanmis ve puanlayict gilivenirligi
incelenmistir. Cronbach Alpha giivenirlik katsayisi1 her bir
olciit ile alt Olciitlerin tamamu i¢in hesaplanmistir. Kutlu vd.
(2017, s. 82) tarafindan dereceli puanlama anahtar1 agisindan
ele alman giivenirlik kavrami, puanlamanin bir puanlayicidan
digerine degismemesi, yani tutarlilik olarak tanimlanmaktadir.
Gelistirilen bir dlgme aracinda puanlarin giivenirliklerinin
belirlenmesi i¢in puanlayicilar arasi giivenirlik katsayisinin
hesaplanmasi onerilmektedir (Moskal & Leydens, 2000). Bu
calismada, puanlayicilar arasi giivenirlige kanit saglamak igin
6 puanlayicinin degerlendirmelerindeki uyum hesaplanirken
alt olciitler likert yapida ve ikiden fazla puanlayict oldugundan
her bir alt 6lgiite iliskin Fleiss Kappa degeri; ana olgiitler, alt
dlgiitlerin toplanmasi ile elde edildigi igin Smif igi Korelasyon
(Intra-Class Correlation) katsayis1 kullanilmistir. Dereceli
puanlama anahtarinin  giivenirligine kanit olusturma
baglaminda ayrica madde-toplam puan korelasyonlar:i da
incelenmistir. Dereceli puanlama anahtarindaki alt 6l¢iitlerin,
Olgiitlerle ve  toplam puanla olan  korelasyonlari
degerlendirilmistir. “Madde-toplam puan korelasyonu, test
maddelerinden alinan puan ile testin toplam puani arasindaki
iliskiyi agiklamaktadir.” (Biiyiikoztiirk, 2018, s. 183).

Uluslararas1 6grencilerin akademik yazma becerilerinin
degerlendirilmesine yo6nelik olarak gelistirilen taslak dereceli
puanlama anahtarinin yap1 gegerligine iliskin agimlayici faktor
analizi (AFA), giivenirligine iligkin Cronbach Alpha katsayisi,
puanlayicilar aras1 uyumu belirleyebilmek icin Siif Ici
Korelasyon, madde-toplam puan korelasyon katsayilar1 SPSS
29 istatistik paket programi ve Fleiss Kappa katsayisi R
programi kullanilarak ¢éziimlenmistir.

Bulgular

Dereceli Puanlama Anahtarimn
Sonuclarma iliskin Bulgular:

Gegerlik  Analizi

Bu boliimde, uluslararasi 6grencilerin Tiirkge akademik
yazma becerilerine yonelik gelistirilen analitik dereceli
puanlama anahtarindan kapsam ve yapi1 gegerligi baglaminda
elde edilen bulgular ayr1 basgliklarda gosterilmistir.

Dereceli Puanlama Anahtarmmin Kapsam Gegerligine
Hiskin Bulgular

Davis (1992) teknigi kullanilarak hesaplanan taslak dereceli
puanlama anahtarinin (DPA) kapsam gecerlik indekslerine
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(KGI) iliskin bulgularmin yer aldig1 Tablo 2°de incelendiginde
taslak DPA’nin ana Ol¢iitlerinin ve alt 6l¢iitlerinin 0,80 ila 1
arasinda kapsam gecerlik indeksine sahip oldugu
goriilmektedir. Bu oranlar taslak DPA’da yer alan tiim dl¢iit ve
alt olgiitlerin kapsam gegerligi bakimindan yeterli diizeyde
oldugunu gostermektedir. (Davis Sayist > 0,80). Uzmanlarin
goriisleri dogrultusunda; “Yazim ve Noktalama” alt dl¢iiti,
“Yazim Kurallari” ve “Noktalama Isaretleri” olarak iki ayr1
ol¢iite ayrilmigtir. “Sayfa Diizeni” tek bir 6l¢iitte birlestirilerek
uluslararas1  dgrencilerden performans gorevini sadece
elektronik ortamda tamamlamalar1 istenmistir. “Etkilesimsel
Ustsdylem  Belirleyicileri” ve “Etkilesimli  Ustsdylem
Belirleyicileri” alt &lgiitleri, “Ustsdylem Belirleyicileri”
Olgiitlinde biitlinlestirilerek “Akademik Soylem” 6l¢iitiintin
altinda degerlendirilmistir. “Arastirma Problemi ve Amaci” alt
Olciitii, “Arastirmanin Problem Durumu ve Amaci” olarak;
“Bilgileri Ozetleme” alt 6l¢iitii, “Bilgileri Sentezleme” olarak;
“Sonug ve Oneriler” alt 6lciitii, “Tartisma, Sonuc ve Oneriler”
olarak yeniden tanimlanmistir. Ayrica uzmanlarin Onerileri
dogrultusunda  Olgiit tanimlamalar1  yeniden  gdzden
gecirilmigtir. Diizenlenmis taslak DPA; 1’1 dlgme ve
degerlendirme, 3’t Tiirk¢e egitimi alanindan olmak iizere 4
ogretim {iyesinin goriisiine tekrar sunulmustur. Ogretim
iyelerinin degerlendirmeleri gbéz Oniine alinarak taslak
DPA’da diizenlemeler yapilmistir.

Dereceli Puanlama Anahtarinin Yapr Gecerligine iliskin
Bulgulan

Uluslararasi 6grencilerin Tiirkge akademik yazma becerilerine
yonelik gelistirilen analitik dereceli puanlama anahtarina yapi
gecerligi  galismasi baglaminda agimlayict faktor analizi
(AFA) uygulanmistir. AFA, s6z konusu aracin faktdr yapisini
ortaya koymak amaciyla 157 uluslararasi 6grenciden elde
edilen veriler (performans gorevi) iizerinden yapilmistir.

Tablo 2. Taslak DPA kapsam gecerlik indeksi

Oncelikle veri setinin AFA’nin uygulanmasma uygun olup
olmadiginin belirlenmesi i¢in ¢esitli varsayimlar sinanmustir.
Bu kapsamda ilk olarak DPA’nin alt 6lgiitleri arasinda ¢oklu
baglant1 sorunu olup olmadig1 kontrol edilmis ve ardindan alt
Olciitlere ait normallik kontrolii i¢in Basiklik ve Carpiklik
katsayilar1 hesaplanmistir. Coklu baglanti durumunu smamak
icin alt Olciitlerin birbiriyle olan iligkileri Pearson Korelasyon
katsayisi ile degerlendirilmistir ve 0,90’dan daha yiiksek
hesaplanan bir korelasyon katsayisi bulunmadigindan alt
Olgiitler arasinda ¢oklu baglanti sorununa rastlanmamuistir.
Diger yandan, alt olgiitlerin Basiklik ve Carpiklik
katsayilarinin -2 ve +2 arasinda olmasi normal dagilima uygun
oldugunu ifade etmektedir. “Gorsel Sunum” alt O6l¢iitiiniin
Carpiklik degeri 3,501; Basiklik degeri ise 11,759 olarak
hesaplandigindan normal dagilima uygunluk
gostermemektedir. Bu nedenle “Gorsel Sunum’ alt 6l¢iitiiniin,
AFA yapilmasina uygun olmadig1 sonucuna varilmis ve dlgme
aracindan ¢ikarilmistir. DPA’y1 olusturan her bir dlgiite iliskin
yapilan AFA’ya yonelik bulgular ayri bashiklar halinde
sunulmustur.

Bicim Olgiitii Icin Acimlayic1 Faktor Analizi Bulgular

AFA yapilmadan once “Big¢im” olgiiti igin Orneklem
biiyiikligiiniin yeterligini degerlendirmek amaciyla Kaiser-
Meyer-Olkin (KMO) ve alt o6lgiitler arasindaki iligskinin
uygunlugu i¢in Bartlett kiiresellik testi uygulanmstir.
“Bigim” 6l¢iitli igcin KMO degeri 0,762 olarak hesaplanmis ve
bu degerin veri yapisinin faktdr analizi igin yeterli oldugu
sonucuna ulasilmistir. Bartlett kiiresellik testi sonuglari
incelendiginde ise ki-kare degeri (X*=517,818, p<0,001)
istatistiksel olarak anlamli bulunmus ve dolayisiyla verilerin
¢ok degiskenli normal dagilima uygun oldugu tespit edilmistir.

A B C D KGI KGi

Bicim Dil Bilgisi 3 6 1 0 090

Yazim ve Noktalama 6 3 1 0 0,90

Anlagilirlik 5 5 0 0 1 0,92

Sayfa Diizeni (Bilgisayar) 7 2 1 0 09

Sayfa Diizeni (EI yazis1) 5 4 0 1 0,90
Akademik Séylem So6z Varligi 8 2 0 O 1 0.95

Ciimle Yapis1 8 1 1 0 090 i
Metin Yapisi Konu 7 3 0 0 1

Aragtirma Problemi ve Amacit 9 1 0 0 1

Bagdagsiklik 9 1 0 0 1

Tutarlilik 9 1 0 O 1 0,99

Paragraf Yapisi 8 2 0 0 1

Bilgileri Ozetleme 7 2 1 0 09

Gorsel Sunum 8 2 0 0 1
Ustséylem Belirleyicileri Etkilesimsel_.Ustséylem Belirleyicileri 7 3 0 0 1 1

Etkilesimli Ustsdylem Belirleyicileri 8 2 0 0 1
Plan ve Diizenleme Baslik 7 3 0 0 1

Ozet 7 3 0 0 1

Anahtar Sozciikler 7 3 0 0 1

Giris 6 4 0 0 1 0.94

Basliklandirma 7 2 1 0 09 ’

Gelisme 7 1 2 0 0,80

Sonug ve Oneriler g8 1 1 0 09

Kaynakc¢a 8 1 1 0 090
Kaynaklardan Yararlanma Dogrudan ve Dolayl1 Alint1 9 1 0 0 1 1

Akademik Etik Ilkeler 7 3 0 0 1
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Tablo 3. Bicim olgiitiinde yer alan alt Olciitlere ait faktor
yiiklerine iligkin bulgular

Tablo 5. Bicim 0l¢iitline ait bilesen matrisine iligkin bulgular
Bilesen Matrisi

Faktor Yiikii (Communalities) Bilesen
Baslangic Ekstraksiyon 1
Dil Bilgisi 1,000 0,677 Dil Bilgisi 0,823
Noktalama saretleri 1,000 0,800 Noktalama Tsaretleri 0,894
Yazim Kurallari 1,000 0,814 Yazim Kurallar 0,902
Anlasilirlik 1,000 0,711 Anlagilirlik 0,843
Sayfa Diizeni 1,000 0,327 Sayfa Diizeni 0,572

Ekstraksiyon Yontemi: Temel Bilesenler Analizi

Ekstraksiyon Yontemi: Temel Bilesenler Analizi

Tablo 3’te “Bi¢im” olgiitiinde yer alan alt Olgiitlere ait
faktor yiiklerinin 0,30°dan yiiksek oldugu goriilmektedir. S6z
konusu alt olgiitlerin = “Bi¢im” 0lgiiti  igin  AFA’da
kullanilabilecegi sdylenebilir.

Tablo 4. Bi¢im 6lgiitii i¢cin AFA sonucunda faktorlere iliskin
bulgular

Aciklanan Toplam Varyans
Bilesen Baslangig Ozdegerleri ~ Kare Yiiklerin Cikarma

Akademik Soylem Olgiitii i¢in Acimlayicr Faktor Analizi
Bulgulan

“Akademik Soylem” dlciitii i¢in AFA yapilmadan 6nce 6rneklem
biiyiikliigiiniin  yeterligini degerlendirmek amaciyla Kaiser-
Meyer-Olkin (KMO) ve alt Olgiitler arasindaki iligkinin
uygunlugu icin Bartlett kiiresellik testi uygulanmigtir. “Akademik
Soylem” 6lgiitii icin KMO degeri 0,690 olarak hesaplanmig ve bu
degerin veri yapisinin faktor analizi igin yeterli oldugu sonucuna
ulagilmigtir. Bartlett kiiresellik testi sonuglar1 incelendiginde ise

Toplam Varyans Kimilati fToplamF{/(;rl";errllslilﬁmﬁlati f lgi-kare degeri (X2:247,616,. p<‘0,001) isEgtistiks'el olarak arjlamll
9, o, ¥, o, ulunmus ve dolay.lslyl.a VF:rl}erln cok degiskenli normal dagilima
uygun oldugu tespit edilmistir.
1 3,329 66,578 66,578 3,329 66,578 66,578
2 0,820 16,402 82,980 Tablo 6. Akademik sdylem olgiitiinde yer alan alt dlgiitlere ait
3 0,522 10,440 93,420 faktor yiiklerine iligkin bulgular
4 0,219 4,387 97,807 Faktor Yiikii (Communalities)
5 0,110 2,193 100,000 Baglangi¢  Ekstraksiyon
Ekstraksiyon Yontemi: Temel Bilesenler Analizi So6z Varligt 1,000 0,857
o Ciimle Yapisi 1,000 0,822
Cizgi grangi Ustsdylem Belirleyicileri 1,000 0,679

Ozdeger

T T T T T
1 2 3 4 s

Bilesen sayisi
Sekil 1. Bi¢im 6l¢iitii i¢in 6zdeger bilesen ¢izgi grafigi

“Bi¢im” Ol¢iitiine iliskin AFA sonucunda elden edilen
faktorlere iligkin  bulgularin  gosterildigi Tablo 4
incelendiginde baslangi¢ 6zdegerleri 1’den biiyiik olan sadece
bir bilesen oldugu goriilmiis ve bu bilesen ile “Bi¢im” dl¢iitiine
ait varyansin toplam %66,578 inin agiklandig1 gozlenmistir.

“Bigim” Ol¢iiti i¢cin Ozdeger bilesen ¢izgi grafigi
incelendiginde (Sekil 1) 1. Bilesene ait 6zdegerin 1’den
yiiksek oldugu, diger bilesenlere ait 6zdegerlerin ise 1’in
altinda oldugu goriilmiis, bu alt 6l¢iitler ile “Big¢im” 6l¢iitiiniin
tek bir faktor ile agiklandigi belirlenmistir.

Tablo 5 incelendiginde “Bigim” o&lgiitiinii olugturan alt
oOlgiitlerin tek bir bilesen ile acgiklandigi goriilmektedir. Bu
nedenle bir dondiirme yontemi kullanilarak rotasyon
matrisinin olusturulmasina gereksinim duyulmamustir.

Ekstraksiyon Yontemi: Temel Bilesenler Analizi

“Akademik Soylem” olgiitiinde yer alan alt dlgiitlere ait
faktor ytiklerinin 0,30’dan yiiksek oldugu ve bu alt dlgiitlerin
“Akademik Soylem” olciitii i¢in AFA’da kullanilabilecegi
goriilmiistiir (Tablo 6).

Tablo 7. Akademik sdylem olgiitii icin AFA sonucunda
faktorlere iligkin bulgular

Aciklanan Toplam Varyans
Kare Yiiklerin Cikarma

Bilesen

Baslangi¢ Ozdegerleri Toplamlart
Toplam Val;;;ans Kun;/ljlatlfToplam Vat(;;(/)ans Kun;/ljlatlf
1 2,358 78,613 78,613 2,358 78,613 78,613
2 0,454 15,145 93,758
3 0,187 6,242 100,000
Ekstraksiyon Yontemi: Temel Bilesenler Analizi
Cizgi grafigi

25

2,0

Ozdeger

05

0,0

T T T
1 2 3

Bilesen sayisi
Sekil 2. Akademik sdylem 06lciitii icin 6zdeger bilesen ¢izgi
grafigi
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“Akademik Soylem” Olgiitiine iliskin AFA sonucunda
elden edilen faktorlere iligkin bulgularin gosterildigi Tablo 7
incelendiginde baslangic 6zdegerleri 1’den biiyiik olan sadece
bir bilesen oldugu goriilmils ve bu bilesen ile “Akademik
Soylem” §lgiitiine ait varyansin toplam %78,613’iniin
aciklandig1 gézlenmistir.

“Akademik Soylem” Ol¢iitli i¢in 6zdeger bilesen ¢izgi
grafigi incelendiginde (Sekil 2) 1. Bilesene ait 6zdegerin 1’den
yiiksek oldugu, diger bilesenlere ait 6zdegerlerin ise 1’in
altinda oldugu goriilmis, bu alt olgiitler ile “Akademik
Soylem” Olciitiiniin tek bir faktor ile agiklandigr tespit
edilmistir.

Tablo 8. Akademik sOylem Olgiitiine ait bilesen matrisine
iligkin bulgular

Bilesen Matrisi

Bilesen
1
S6z Varligi 0,926
Ciimle Yapisi 0,906
Ustsoylem Belirleyicileri 0,824

Ekstraksiyon Yontemi: Temel Bilesenler Analizi

Tablo 8 incelendiginde “Akademik S&ylem” olgiitini
olusturan alt Oolgiitlerin tek bir bilesen ile agiklandigi
goriilmektedir. Bu nedenle bir dondiirme yontemi kullanilarak
rotasyon matrisinin olusturulmasina gereksinim
duyulmamustir.

Metin Yapis1 Olgiitii icin Aqimlayicr Faktor Analizi
Bulgulan

“Metin Yapis1” 6l¢iitli igin AFA yapilmadan 6nce 6rneklem
biiyiikliigiiniin yeterligini degerlendirmek amaciyla Kaiser-
Meyer-Olkin (KMO) ve alt olgiitler arasindaki iligkinin
uygunlugu i¢in Bartlett kiiresellik testi uygulanmistir. “Metin
Yapisi” olgiitii icin KMO degeri 0,868 olarak hesaplanmig ve
bu degerin veri yapisinin faktdr analizi igin yeterli oldugu
sonucuna ulasilmistir. Bartlett kiiresellik testi sonuglari
incelendiginde ise ki-kare degeri (X?=579,990, p<0,001)
istatistiksel olarak anlamli bulunmus ve dolayistyla verilerin
cok degiskenli normal dagilima uygun oldugu tespit edilmistir.

Tablo 9. Metin yapis1 6l¢iitiinde yer alan alt dl¢iitlere ait faktor
yiiklerine iligkin bulgular
Faktor Yiikii (Communalities)
BaslangigEkstraksiyon

Konu 1,000 0,728
Aragtirmanin  Problem Durumu ve 1,000 0363
Amaci

Bagdasiklik 1,000 0,656
Tutarlilik 1,000 0,786
Paragraf Yapisi 1,000 0,723
Bilgileri Sentezleme 1,000 0,738

Ekstraksiyon Yontemi: Temel Bilesenler Analizi

“Metin Yapist” dlgiitiinde yer alan alt 6lgiitlere ait faktor
yiiklerinin 0,30’dan yiiksek oldugu ve bu alt dlgiitlerin “Metin
Yapis1” olgiiti igin AFA’da kullanilabilecegi goriilmiistiir
(Tablo 9).

“Metin Yapis1” Olciitiine iliskin AFA sonucunda elden
edilen faktorlere iligkin bulgularin gosterildigi Tablo 10
incelendiginde baslangic 6zdegerleri 1’den biiyiik olan sadece
bir bilesen oldugu goriilmiis ve bu bilesen ile “Metin Yapis1”
Olgiitiine ait varyansin toplam %66,560’ 11 agiklandigi
gbzlenmistir.

Tablo 10. Metin yapist 6l¢iitii igin AFA sonucunda faktorlere
iligkin bulgular

Aciklanan Toplam Varyans
Bilesen Baslangic Ozdegerleri  Kare Yiiklerin Cikarma

Toplamlari
Toplam Varyans KiimiilatifToplam Varyans Kiimiilatif
% % % %

1 3,994 66,560 66,560 3,994 66,560 66,560
2 0,770 12,842 79,402

3 0,467 7,778 87,179

4 0,304 5,070 92,250

5 0,279 4,651 96,900

6 0,186 3,100 100,000

Ekstraksiyon Yontemi: Temel Bilesenler Analizi

Cizgi grafigi

4]

Ozdeger
4§

T T T T T T
1 2 3 4 s [
Bilesen sayisi

Sekil 3. Metin yapisi dl¢iitii i¢in 6zdeger bilesen ¢izgi grafigi

“Metin Yapis1” Ol¢iitil i¢in 6zdeger bilesen ¢izgi grafigi
incelendiginde (Sekil 3) 1. Bilesene ait 6zdegerin 1’den
yiiksek oldugu, diger bilesenlere ait 6zdegerlerin ise 1’in
altinda oldugu goriilmiis, bu alt olgiitler ile “Metin Yapis1”
Olciitiiniin tek bir faktor ile agiklandigi tespit edilmistir.

Tablo 11. Metin yapisi 6lgiitiine ait bilesen matrisine iliskin
bulgular

Bilesen Matrisi

Bilesen
1

Konu 0,853
Aragtirmanin  Problem Durumu ve 0.602
Amaci

Bagdasiklik 0,810
Tutarlilik 0,887
Paragraf Yapisi 0,850
Bilgileri Sentezleme 0,859

Ekstraksiyon Yontemi: Temel Bilesenler Analizi

Tablo 11 incelendiginde “Metin Yapis1” Olgiitini
olusturan alt olgiitlerin tek bir bilesen ile agiklandigi
goriilmektedir. Bu nedenle bir dondiirme yontemi kullanilarak
rotasyon matrisinin olusturulmasina gereksinim
duyulmamustir.

Plan ve Diizenleme Olciitii icin Acimlayic1 Faktor Analizi
Bulgulan

“Plan ve Diizenleme” o6lgiitii i¢in AFA yapilmadan oOnce
orneklem biiyiikliigiiniin yeterligini degerlendirmek amaciyla
Kaiser-Meyer-Olkin (KMO) ve alt dlgiitler arasindaki iliskinin
uygunlugu i¢in Bartlett kiiresellik testi uygulanmistir. “Plan ve
Diizenleme” olgiiti  igin  KMO degeri 0,878 olarak
hesaplanmig ve bu degerin veri yapisinin faktor analizi igin
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yeterli oldugu sonucuna ulagilmistir. Bartlett kiiresellik testi
sonuglar1 incelendiginde ise ki-kare degeri (X?=555,924,
p<0,001) istatistiksel olarak anlamli bulunmus ve dolayisiyla
verilerin ¢ok degiskenli normal dagilima uygun oldugu tespit
edilmistir.

Tablo 12. Plan ve diizenleme 6l¢iitiinde yer alan alt dlgiitlere
ait faktor yiiklerine iligkin bulgular

ylksek oldugu, diger bilesenlere ait 6zdegerlerin ise 1’in
altinda oldugu gorilmis, bu alt Olciitler ile “Plan ve
Diizenleme” olgiitiiniin tek bir faktor ile agiklandigi tespit
edilmistir.

Tablo 14. Plan ve diizenleme o6lgiitiine ait bilesen matrisine
iligkin bulgular

Bilesen Matrisi

Faktor Yiikii (Communalities) Bilesen
Baslangic  Ekstraksiyon 1
Baslik 1,000 0,507 Baslik 0,712
Ozet 1,000 0,652 Ozet 0,807
Anahtar Sozciikler 1,000 0,516 Anahtar S6zciikler 0,718
Giris 1,000 0,639 Giris 0,800
Basliklandirma 1,000 0,667 Basliklandirma 0,817
Gelisme 1,000 0,661 Gelisme 0,813
Tartisma, Sonuc ve Oneriler 1,000 0,634 Tartisma, Sonug ve Oneriler 0,796

Ekstraksiyon Yontemi: Temel Bilesenler Analizi

Ekstraksiyon Yontemi: Temel Bilesenler Analizi

“Plan ve Diizenleme” 6lgiitiinde yer alan alt dlgiitlere ait
faktor yiiklerinin 0,30°dan yiiksek oldugu ve bu alt 6lgiitlerin
“Plan ve Diizenleme” 6lgiitii i¢in AFA’da kullanilabilecegi
goriilmiistiir (Tablo 12).

Tablo 13. Plan ve diizenleme 06l¢iitii igin AFA sonucunda
faktorlere iligkin bulgular
Aciklanan Toplam Varyans

Bilegen Baslangi¢ Ozdegerleri Kare Yrtl;lf;;llgikama
Toplam Val(;};ans Kun;/l:lanfToplam Var(;};ans Kurr;/l:lanf

1 4275 61,067 61,067 4275 61,067 61,067

2 0,690 9,857 70,923

3 0,581 8,303 79,226

4 0,491 7,012 86,239

5 0,396 5,654 91,893

6 0,322 4,604 96,497

7 0,245 3,503 100,000

Ekstraksiyon Yontemi: Temel Bilesenler Analizi

“Plan ve Diizenleme” ol¢iitiine iliskin AFA sonucunda
elden edilen faktorlere iliskin bulgularin gosterildigi Tablo 13
incelendiginde baslangi¢ 6zdegerleri 1’den biiyiik olan sadece
bir bilesen oldugu goriilmiis ve bu bilesen ile “Plan ve
Diizenleme” Olgiitline ait varyansin toplam %61,067’sinin
aciklandig1 gézlenmistir.

Cizgi grafigi

Ozdeger

T T T T T T T
1 2 3 4 s [ 7

Bilegen sayisi
Sekil 4. Plan ve diizenleme 6l¢iitii igin 6zdeger bilesen ¢izgi
grafigi
“Plan ve Diizenleme” 0l¢iitii igin 6zdeger bilesen ¢izgi
grafigi incelendiginde (Sekil 4) 1. Bilesene ait 6zdegerin 1’den
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Tablo 14 incelendiginde “Plan ve Diizenleme” 6l¢iitiinii
olusturan alt Olgiitlerin tek bir bilesen ile agiklandig:
goriilmektedir. Bu nedenle bir dondiirme yontemi kullanilarak
rotasyon matrisinin olusturulmasina gereksinim
duyulmamustr.

Kaynaklardan Yararlanma Olgiitii i¢in Acimlayic1 Faktor
Analizi Bulgular

“Kaynaklardan Yararlanma” o6lgiitii i¢cin AFA yapilmadan
once Orneklem biiyiikligiiniin yeterligini degerlendirmek
amactyla Kaiser-Meyer-Olkin  (KMO) ve alt Odlgiitler
arasindaki iligkinin uygunlugu i¢in Bartlett kiiresellik testi
uygulanmustir. “Kaynaklardan Yararlanma” 6lgiitii igin KMO
degeri 0,724 olarak hesaplanmis ve bu degerin veri yapisinin
faktor analizi i¢in yeterli oldugu sonucuna ulagilmistir. Bartlett
kiiresellik testi sonuglar1 incelendiginde ise ki-kare degeri
(X?=232,163, p<0,05) istatistiksel olarak anlaml1 bulunmus ve
dolayistyla verilerin ¢ok degiskenli normal dagilima uygun
oldugu tespit edilmistir.

Tablo 15. Kaynaklardan yararlanma 6lgiitiinde yer alan alt
oOlciitlere ait faktor yiiklerine iliskin bulgular
Faktor Yiikii (Communalities)
Baslangi¢  Ekstraksiyon

Kaynakc¢a 1,000 0,804
Dogrudan ve Dolayl1 Alint1 1,000 0,831
Akademik Etik Tlkeler 1,000 0,738

Ekstraksiyon Yontemi: Temel Bilesenler Analizi

“Kaynaklardan Yararlanma” olgiitinde yer alan alt
Olciitlere ait faktor yiiklerinin 0,30’dan yiiksek oldugu ve bu
alt dlgiitlerin “Kaynaklardan Yararlanma” 6l¢iitii icin AFA’da
kullanilabilecegi goriilmiistiir (Tablo 15).

Tablo 16. Kaynaklardan yararlanma Oolgiiti icin AFA
sonucunda faktdrlere iligkin bulgular

Aciklanan Toplam Varyans
Bilesen Baslangic Ozdegerleri  Kare Yiiklerin Cikarma

Toplamlari
Toplam Varyans Kiimiilatif Toplam Varyans Kiimiilatif
% % % %
1 2,373 79,085 79,085 2,373 79,085 79,085
2 0,384 12,800 91,884
3 0,243 8,116 100,000

Ekstraksiyon Yontemi: Temel Bilesenler Analizi
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“Kaynaklardan Yararlanma” o6lgiitine iliskin AFA
sonucunda elden edilen faktorlere iligkin bulgularin
gosterildigi Tablo 16 incelendiginde baslangi¢ 6zdegerleri
1’den biiyiik olan sadece bir bilesen oldugu goriilmiis ve bu
bilesen ile “Kaynaklardan Yararlanma” dlgiitiine ait varyansin
toplam %79,085’inin agiklandig gdzlenmistir.

Gizgi grafigi

Ozdeger

Bilesen sayisi
Sekil 5. Kaynaklardan yararlanma 6lgiitii i¢in 6zdeger bilesen
cizgi grafigi

“Kaynaklardan Yararlanma” 6lciitii i¢in 6zdeger bilesen
cizgi grafigi incelendiginde (Sekil 5) 1. Bilesene ait 6zdegerin
1’den yiiksek oldugu, diger bilesenlere ait 6zdegerlerin ise 1’in
altinda oldugu goriilmis, bu alt Olgitler ile “Plan ve
Diizenleme” &lgiitiinlin tek bir faktdr ile agiklandigi tespit
edilmistir.

Tablo 17. Kaynaklardan yararlanma Olgiitiine ait bilesen
matrisine iliskin bulgular
Bilesen Matrisi

Bilesen
1
Kaynakc¢a 0,897
Dogrudan ve Dolayl1 Alint1 0,912
Akademik Etik Ilkeler 0,859

Ekstraksiyon Yontemi: Temel Bilesenler Analizi

Tablo 17 incelendiginde ‘“Plan ve Diizenleme” 0l¢iitiinii
olusturan alt Olgiitlerin tek bir bilesen ile agiklandigi
goriilmektedir. Bu nedenle bir dondiirme yontemi kullanilarak
rotasyon matrisinin olusturulmasina gereksinim
duyulmamustir.

DPA’nin “Plan ve Diizenleme” olgiitii faktor analizi
oncesinde “Baslik”, “Ozet”, “Anahtar sozciikler”, “Giris”,
“Bagliklandirma”, “Gelisme”, “Tartisma, Sonug ve Oneriler”,
“Kaynakc¢a” alt dlgiitlerinden olusmaktayken; faktdr analizi
sonrasinda “Kaynakga” alt 6l¢iiti “Plan ve Diizenleme”
Olgiitinden ¢ikartilarak “Kaynaklardan Yararlanma” 6l¢iitii
kapsamina dahil edilmistir. Bu sayede “Plan ve Diizenleme”
ana Olciitlinlin agiklanan varyansit 58,806’dan 61,067’ye
yiikselmis; “Kaynaklardan Yararlanma” o6l¢iitiniin  KMO
degeri ise 0,500’den 0,720’ye c¢ikmustir. Boylelikle
“Kaynaklardan Yararlanma” olgiiti “Dogrudan ve Dolayl
Almt1” ve “Akademik Etik Ilkeler” alt olgiitleri ile faktor
analizi uygulanabilir yeterli 6rneklem genisligi varsayimlarini
saglamistir.

Dereceli Puanlama Anahtarmmin Giivenirlik Analizi
Sonuclarna Iliskin Bulgular

Bu boliimde uluslararasi 6grencilerin Tiirk¢e akademik yazma
becerilerine yonelik gelistirilen analitik dereceli puanlama
anahtarindan; Cronbach Alfa giivenirlik katsay1, puanlayicilar
arasi uyum ve madde gegerligine kanit olarak hesaplanan

madde-toplam korelasyonu baglaminda elde edilen bulgular
ayr1 bagliklarda gosterilmistir.

Dereceli Puanlama Anahtarmmin  Cronbach Alfa

Giivenirlik Katsayna iliskin Bulgulari

Uluslararasi 6grencilerin Tiirk¢e akademik yazma becerilerine
yonelik gelistirilen analitik dereceli puanlama anahtarin
giivenirlik caligmast  baglaminda i¢c tutarlifa dayal
yontemlerden biri olan Cronbach Alfa giivenirlik katsayi
hesaplanmustir. 5 ana dlgiit ve tiim alt dlgiitlerin toplami igin
AFA oncesi ve sonrasi elde edilen ¢oziimleme sonuglari
biitiinciil olarak degerlendirildiginde Cronbach Alpha
giivenirlik katsayisinin “Bigim” 6l¢iitii i¢in 0,851; “Akademik
Soylem” olgiitii i¢in 0,863; AFA’dan 6nceki “Metin Yapisi”
Olciitii i¢in 0,846 iken, AFA’dan sonra 0,891; AFA’dan 6nceki
“Plan ve Diizenleme 0l¢iitii” i¢in 0,892 iken, AFA’dan sonra
0,885; AFA’dan onceki “Kaynaklardan Yararlanma” ol¢iitii
icin 0,797 iken, AFA’dan sonra 0,867 oldugu belirlenmistir.
S6zii edilen 6lgme aracinin toplam Cronbach Alpha giivenirlik
katsayist AFA’dan 6nce 0,953 iken, AFA’dan sonra 0,956
olarak hesaplanmistir. Bu hesaplamalar sonucunda DPA’nin
bes ana 6lgiitii ve tiim alt dlgiitlerin toplami igin giivenirliginin
iyi ve miikemmel diizeyde oldugu séylenebilir.

Puanlayicilar Arasindaki Uyuma iliskin Bulgular

Puanlayicilar arasindaki uyum igin 6 puanlayicinin yaptigi
puanlamalar tizerinden alt 6lgiitlerin her bir i¢in Fleiss Kappa
katsayis1 (Tablo 18); ana dlgiitler icin Simf I¢i Korelasyon
katsayis1 (Tablo 19) hesaplanmistir.

Tablo 18. Alt 6lgiitlerin puanlayicilar arast uyumuna iligkin

bulgulari

Alt ol¢iitler Fleiss Kappa p

Dil Bilgisi 0,752 <0,001
Noktalama Isaretleri 0,707 <0,001
Yazim Kurallar1 0,680 <0,001
Anlagilirlik 0,637 <0,001
Sayfa Diizeni 0,816 <0,001
S6z Varligt 0,700 <0,001
Ciimle Yapist 0,675 <0,001
Ustsdylem Belirleyicileri 0,788 <0,001
Konu 0,645 <0,001
Arastirmanin Problem Durumu ve Amaci 0,718 <0,001
Bagdasiklik 0,768 <0,001
Tutarlilik 0,761 <0,001
Paragraf Yapist 0,660 <0,001
Bilgileri Sentezleme 0,819 <0,001
Gorsel Sunum 0,871 <0,001
Baslik 0,710 <0,001
Ozet 0,837 <0,001
Anahtar Sozciikler 0,909 <0,001
Giris 0,661 <0,001
Bagsliklandirma 0,700 <0,001
Gelisme 0,728 <0,001
Tartisma, Sonug ve Oneriler 0,832 <0,001
Kaynakc¢a 0,765 <0,001
Dogrudan ve Dolayli Alinti 0,679 <0,001
Akademik Etik Ilkeler 0,822 <0,001

Tablo 18’e gore alt olgiitler i¢in puanlayicilar arasi uyum
diizeyleri; en diisik “Anlasilirlik”, en yiiksek “Anahtar
Sozciikler” olmak iizere 0,637-0,909 arasinda degisim
gostermektedir. Alt Olgiitlere ait biitiin uyum katsayilar
istatistiksel olarak anlamli olarak tespit edilmistir (p<0,05).
Hesaplanan Fleiss Kappa degerleri, puanlayicilar arasi
uyumun yiksek ve ¢ok yiksek diizeyde oldugunu
gostermektedir.
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Tablo 19. Olgiitlerin puanlayicilar aras1 uyumuna iliskin bulgulart

Simf Ici %95 Giiven Arah@  F Testi
Korelasyon Altlimit  Ust limit  Deger Sd1 Sd2 p
Tek Olgim 0,909 0,845 0,954 71,429 24 120 <0,001
Bigim 8{53&‘{2 0,984 0,970 0,992 71,429 24 120 <0,001
Akademik Tek Olgim 0,932 0.886 0,965 83,052 24 120 <0,001
Sylem 8{;*1‘1131‘}2 0,988 0,979 0,994 83,052 24 120 <0,001
. 0,965* 0,939% 0,982* 180,990*
Metin Yanis, Tek Olgiim ' 6 0,941 0,983 190376 %4 120 <0,001
p Ortalama 0,994* 0,989% 0,997* 180,990% 120 0,001
Olciimler 0,994 0,990 0,997 190,376 ’
. 0,985* 0,973% 0,992* 402,285*
Plan ve TekOlim e, 0,966 0,990 301546 24 120 <0,001
Diizenleme Ortalama 0,997* 0,995* 0,999* 402,285%*
Olgiimler 0,997 0,994 0,998 301546 2 120 <0,001
. 0,940% 0,898* 0,969* 97.331%
Kaynaklardan 1ok O168m 5’960 0,931 0,980 157084 24 120 <0,001
Yararlanma Ortalama 0,989* 0,981* 0,995* 97,331*
Olgiimler 0,993 0,988 0,997 157284 24 120 <0,001
. 0,993* 0,988* 0,997* 903,709*
S Tek Olgim 5993 0.988 0.997 06871 24 120 <0,001
P Ortalama 0,999* 0,998* 0,999* 930,709* 120 0,001
Olgiimler 0,999 0,998 0,999 926,871 g

*FaktOr analizi Oncesi

Tablo 19’a gore puanlayicilar arast uyum diizeyleri tek
6lgiimlerde en diisiik “Bicim” olgiitiine ait iken, en yliksek
“Plan ve Diizenleme” olmak tizere 0,909-0,980 arasinda
degisim gostermektedir. Puanlayicilar arasi uyum diizeyleri
ortalama ol¢iimlerde en diisiik “Bi¢im” 6lgiitiine ait iken, en
yiiksek “Plan ve Diizenleme” olmak iizere 0,984-0,997
arasinda degisim gostermektedir. Olgiitlerin toplamidan elde

edilen “Toplam” puan degeri ise tek Olglimde 0,993
hesaplanirken,  ortalama  Ol¢imlerde 0,999  olarak
hesaplanmustir. Olgiitlere ve toplam puana ait biitiin tek ve
ortalama Ol¢liim uyum katsayilar istatistiksel olarak anlamli
olarak tespit edilmistir (p<0,05). Tiim Slgiitler i¢in hesaplanan
Smif igi Korelasyon degerleri tek ve ortalama &lgiimlerde
miikemmel uyum gostermektedir.

Tablo 20. Madde-toplam korelasyon katsayilarina iliskin bulgular

Bigim Akademik  Metin Plan ve Kaynaklardan Toplam

Soylem Yapis1  Diizenleme  Yararlanma Puan
Dil Bilgisi 0,801 0,568
Noktalama Isaretleri 0,867 0,638
Yazim Kurallari 0,874 0,574
Anlagilirlik 0,829 0,621
Sayfa Diizeni 0,666 0,716
S6z Varligi 0,921 0,785
Ciimle Yapisi 0,903 0,710
Ustsoylem Belirleyicileri 0,832 0,782
Konu 0,858 0,817
Arastirmanin Problem Durumu ve Amaci 0,662 0,659
Bagdasiklik 0,787 0,698
Tutarlilik 0,867 0,759
Paragraf Yapisi 0,834 0,752
Bilgileri Sentezleme 0,856 0,825
Baslik 0,705 0,644
Ozet 0,823 0,649
Anahtar Sozciikler 0,766 0,613
Giris 0,778 0,677
Basliklandirma 0,808 0,714
Gelisme 0,797 0,833
Tartisma, Sonug ve Oneriler 0,774 0,750
Kaynakg¢a 0,899 0,628
Dogrudan ve Dolayl1 Alint1 0,916 0,689
Akademik Etik ilkeler 0,851 0,701
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Dereceli Puanlama Anahtarindaki Alt Olgiitlerin Madde
Gecerlik Diizeylerine Iliskin Bulgular

Uluslararasi 6grencilerin Tiirkge akademik yazma becerilerine
yonelik olarak gelistirilen DPA’da alt 6lgiitlerin, ilgili oldugu
6l¢iit ve toplam puanla uyumlu olup olmadigimi belirlemek
amaciyla madde gecerlik diizeylerine iliskin Pearson
Korelasyon katsayisi kullanilarak hesaplanan bulgularin yer
aldigi Tablo 20 incelendiginde “Bigim” Olgiitiindeki alt
olgiitlerin madde-toplam korelasyon degerlerinin 0,666 ile
0,874 arasinda; “Akademik Soylem” 6l¢iitiindeki alt 6lgiitlerin
madde-toplam korelasyon degerlerinin 0,832 ile 0,921
arasinda; “Metin Yapist” Olgiitiindeki alt Olgiitlerin madde-
toplam korelasyon degerlerinin 0,662 ile 0,867 arasinda; “Plan
ve Diizenleme” oOlciitiindeki alt Olgiitlerin madde-toplam
korelasyon degerlerinin 0,705 ile 0,823 arasinda;
“Kaynaklardan Yararlanma” 6l¢iitiindeki alt 6l¢iitlerin madde-
toplam korelasyon degerlerinin 0,851 ile 0,916 arasinda
degistigi goriilmektedir. Ayrica alt 6lgiitler ile toplam puan
arasindaki madde-toplam korelasyon degerleri 0,568 ile 0,833
arasinda  degismektedir. Madde-toplam  korelasyon
degerlerinin tamami 0,05 diizeyinde anlamlidir. Hesaplamalar,
biitiin madde-toplam korelasyon degerlerinin 0,30’dan yiiksek
ve pozitif oldugunu ortaya koymaktadir. Bu bulgular,
DPA’daki alt dlgiitlerin, dlgiitlerle ve toplam puanla tutarli
oldugunu, ogrencileri iyi derecede ayirt ettigini ve ayni
davranisi 6lgen maddeler oldugunu gostermektedir.

Tartisma, Sonu¢ ve Oneriler

Uluslararasi 6grencilerin Tiirk¢e akademik yazma becerilerine
yonelik gelistirilen dereceli puanlama anahtarinin gegerliginin
sinanmasi  baglaminda kapsam ve yap1 gecerligi
degerlendirilmistir. Kapsam gegerligi i¢in taslak DPA’nmn 6
ana Ol¢iit ve 26 alt Olgiitten olusan ilk hali; alt 6lgiitlerin,
Olgiitlere uygunlugunu belirlemek ve diizey tanimlarinin
anlagilir olup olmadigini ortaya koymak i¢in 10 uzmandan
goriis alinmistir. Uzmanlardan gelen yanitlara gore 6lgiit ve alt
Olgiitlerin kapsam gecerlik indeksleri Davis (1992) teknigi
kullanilarak belirlenmistir. Alanyazinda Lawshe (1975)
teknigi ve Davis (1992) teknigi, kapsam gecerlik indeksi
(KGI) kullanilarak dlgme araci gelistirme siirecinde en yaygin
olarak kullanilan iki teknik arasinda yer almaktadir. Lynn
(1986) kapsam gecerlik indeksini belirlemek igin alinan
uzman goriislerinde; tarafsiz ve kararsiz bir orta noktadan
kagmilmasi1 gerektigi i¢in en uygun derecelemenin 4’li
oldugunu ve uzman sayisinin da en az 3 olmasi1 gerektigini;
fakat 10 wuzmandan fazlasmin da gereksiz oldugunu
belirtmektedir. Caligma kapsaminda gelistirilen DPA’nin ana
oOlgiitlerinin ve alt dlgiitlerinin 0,80 ila 1 arasinda kapsam
gecerlik indeksine sahip oldugu goriilmektedir. Bu oranlar,
taslak DPA’da yer alan tiim Ol¢iit ve alt Olgiitlerin kapsam
gegerligi  bakimmdan  yeterli  diizeyde  oldugunu
gostermektedir. (Davis Sayist > 0,8). Bunun yani sira
uzmanlarin goriisleri dogrultusunda DPA’nin 6Slgiit ve alt
oOlgiitleri gézden gegirilmistir. Bu baglamda taslak DPA, 5 ana
Olgiit (bigim, akademik sOylem, metin yapisi, plan ve
diizenleme, kaynaklardan yararlanma) ve 25 alt olgiit (dil
bilgisi, noktalama isaretleri, yazim kurallari, anlasilirlik, sayfa
diizeni, s6z varligi, climle yapisi, iistsoylem belirleyicileri,
konu, aragtirmanin problem durumu ve amaci, bagdasiklik,
tutarlilik, paragraf yapisi, bilgileri sentezleme, gorsel sunum,
baslik, 6zet, anahtar sozciikler, girig, bagliklandirma, gelisme,
tartisma, sonug¢ ve Oneriler, kaynakca, dogrudan ve dolayl
alinti, akademik etik ilkeler) olmak {izere yeniden

diizenlenmistir. Alanyazinda farkli hedef kitleler ve 6grenme
alanlarina iliskin gelistirilen 6lgme araglarinin kapsam
gecerlik indekslerinin  belirlenmesi i¢cin Davis (1992)
tekniginin kullanildig1 tespit edilmistir (Bozkurt ve Arica-
AKkkok, 2019; Arict, 2022; Iltar ve Karatas, 2022). S6z konusu
calismalarda kullanilan teknik ile bu c¢aligmada kapsam
gecerliginin belirlenmesi amaciyla kullanilan teknik kosutluk
gostermektedir.

Uluslararast  6grencilerin  Tiirkce akademik yazma
becerilerine yonelik gelistirilen analitik dereceli puanlama
anahtarma yapt gegerligi calismasi baglaminda 157
uluslararasi 6grenciden elde edilen veriler (performans gorevi)
iizerinden agimlayici faktor analizi (AFA) uygulanmistir. Bu
baglamda ilk olarak verilerin AFA’ya uygunlugunu tespit
etmek amaciyla DPA’nim alt dlgiitleri arasinda ¢oklu baglanti
sorunu olup olmadig1 kontrol edilmis ve ardindan alt dl¢iitlere
ait normallik kontrolii i¢in Basiklik ve Carpiklik katsayilart
hesaplanmigtir. Basiklik ve Carpiklik katsayilarinin -2 ve +2
arasinda olmasi verilerin normal dagilima uygun oldugunu
kanitlamaktadir (George & Mallery, 2022, s. 115). Coklu
baglanti, degiskenler arasindaki korelasyonlarin (r>0,90 ve
iizeri) yiliksek olmasi durumunda ortaya ¢ikmaktadir” (Cokluk
vd., 2021, s. 210). Yapilan hesaplamalarda; 0,90’dan daha
yliksek bir korelasyon katsay1 bulunmadig i¢in ¢oklu baglanti
sorununun olmadig1 ve “Gorsel Sunum” alt 6lgiitii disinda
diger alt dlciitlerin Basiklik ve Carpiklik katsayilarinin -2 ve
+2 arasinda degistigi i¢in normal dagilima uygun oldugu
sonucuna ulagilmistir. “Go6rsel Sunum” alt Ol¢iitiiniin
Carpiklik degeri 3,501; Basiklik degeri ise 11,759
hesaplandigindan, normal dagilima uygunluk gostermedigi
icin AFA’nin yapilmasmmin uygun olmadigr sonucuna
varilmistir ve 6lgme aracindan ¢ikarilmistir. Bu degerin ortaya
¢tkma sebebi olarak 6grencilerin ¢ok biiyiik bir boliimiiniin
performans gorevlerinde tablo, sekil, grafik vb. gorselleri
kullanmamalar1  gosterilebilir. ~ Ogrenciler  tarafindan
kullanilmayan gorseller, “Gorsel Sunum” alt Olciitii icin
verilen puanin benzer sekilde tekrarlanmasia ve s6z konusu
Olciite  iligkin  verilerin normal dagima uygunluk
gostermemesine neden olmustur. Ogrencilerin uygulama
oncesinde degerlendirme Olgiitlerinden haberdar olmalarina
ragmen gorsel, tablo, sekil vb. araclar ile akademik yazilarimi
desteklememeleri, akademik yazma baglaminda gorsel
kullanimmi  6nemli  gormedikleri  sonucunu  ortaya
koymaktadir. Bunlarin yan1 sira AFA yapilmadan oOnce
olgiitler i¢in drneklem biiyiikligiiniin yeterligini tespit etmek
amaciyla Kaiser-Meyer-Olkin (KMO) ve alt Odlgiitler
arasindaki iligkinin faktor analizine uygunlugunu belirlemek
icin Bartlett Kiiresellik testi uygulanmistir. Céziimlemelerde
KMO degeri “Bigim” 6l¢iitii i¢in 0,762; “Akademik Soylem”
olciitii i¢in 0,690; “Metin Yapis1” ol¢iitii icin 0,868; “Plan ve
Diizenleme” 6lgiitii i¢in 0,878 ve “Kaynaklardan Yararlanma”
0Olciitii icin 0,724 olarak hesaplanmuistir. Ayrica tiim alt dl¢titler
i¢in Bartlett Kiiresellik testinde ki-kare degeri (“Bigim” igin
X?=517,818, p<0,001; “Akademik Sdylem” igin X?>=247,616,
p<0,001; “Metin Yapist” igin X?=579,990, p<0,001; “Plan ve
Diizenleme” igin X?=555,924, p<0,001; “Kaynaklardan
Yararlanma” igin X?=232,163, p<0,001) istatistiksel olarak
anlamli bulunmustur. “Kaynaklardan Yararlanma” 6l¢iitiintin
hesaplanan ilk KMO degeri 0,500 olarak hesaplandigi igin
“Plan ve Diizenleme” olciitinde yer alan “Kaynakga” alt
Olgiitiiniin yeri degistirilmistir ve boylelikle “Kaynaklardan
Yararlanma” ana Olgiitii “Dogrudan ve Dolayli Alint1” ve
“Akademik Etik Ilkeler” alt olgiitleri ile faktor analizi
uygulanabilir yeterli Orneklem genisligi varsayimlarini
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saglamistir. Tiim bu sonuglardan hareketle; biitiin 6lgiitlerin
KMO degerinin 0,60’tan yiiksek ¢ikmasi (Biiyiikoztiirk, 2018)
ve verilerin ¢ok degiskenli normal dagilima uygun olmasi
(Cokluk vd., 2021) AFA’nin sd6z konusu &lgme aracina
uygulanabilirligini kanitlamaktadir.

Veri setinin faktor analizi uygulamaya uygun hali ile temel
bilesenler analizi kullanilarak AFA yapilmistir. DPA’nin alt
olgiitlerinin bulundugu ana 6lgiitii karsilama diizeylerini tespit
etmek igin faktor ylik degerleri hesaplanmistir. Ayrica faktor
yapisini belirlemek i¢in 6zdeger bulgular1 da incelenmistir. Ek
olarak faktdr sayisina karar vermeden once yardimeci bir
yontem  olarak  ¢izgi grafigi de goOzlemlenmistir.
Coziimlemeler sonucunda DPA'nin tiim alt 6l¢iitlerinin faktor
yiiklerinin 0,30'dan yiiksek oldugu go6zlemlendigi icin
bulundugu olciitii iyi derecede Sl¢tiigli belirlenmistir. Kline
(1994) 0,30 ve daha yiiksek olan faktor yiiklerini yeterli olarak
gormektedir. Benzer sekilde Biiyiikoztiirk (2002) de 0,30-0,59
arasindaki yiik degerlerini orta; 0,60 ve istil yiik degerlerini
yiiksek biiyiiklikkler olarak tanimlamaktadir. Ayrica DPA’da
her bir 6lgiitte 6zdegeri 1'den biiyiik (Cokluk vd., 2021) olan
tek bir bilegenin bulundugu ve bu durumun ¢izgi grafiginde de
goriildiigii  tespit edilmistir. Dolayisiyla alt 6lgiitlerin,
baglantili oldugu olgiitleri tek faktorlii bir yapida agikladig:
sonucuna vartmigtir. Baslangi¢ 6zdegerleri 1°den biiyiik olan
tek bilesenin, bagli oldugu Olglite ait varyanslar
incelendiginde; “Bigim” dlgiitii icin %66,578’ini; “Akademik
Soylem” dlgiitii i¢in %78,613’1inil, “Metin Yapisi” 6l¢iitil igin
%66,560’1n1, “Plan ve Diizenleme” 6l¢iitii i¢in %61,067’sini
ve “Kaynaklardan Yararlanma” ol¢iitii i¢in %79,085’ini
acikladig1 gozlenmistir. Alpar’a (2017) gore sosyal bilimlerde
aciklanan  varyans degerinin %60 olmasi1  gerekli
goriilmektedir. Bu baglamda mevcut ¢alismada hesaplanan
varyans degerlerinin yeterli oldugu sonucuna ulasilmistir.
Ayrica uygulanan faktdr analizleri sonucunda her 6lgiit, tek
bilesenden olustugu i¢in dondiirme islemine gereksinim
duyulmamistir. Alanyazinda dereceli puanlama anahtari
gelistirme ¢alismalarinda (Oztiirk ve Kaplan, 2017; Y1ilmaz ve
Inceagac, 2017; Aktas ve Alici, 2018; Yilmaz ve Canpolat,
2020) soz konusu aracin yapi gegerligini sinamak amaciyla
gerceklestirilen acimlayict faktdor analizinde (AFA), bu
calismada izlenen agamalar takip edilmis ve elde edilen
degerler benzer sekilde yorumlanmstir.

Uluslararast  6grencilerin  Tiirkge akademik yazma
becerilerine yonelik gelistirilen analitik dereceli puanlama
anahtarmin giivenirligi baglaminda Cronbach Alfa i¢ tutarlilik
giivenirlik katsayina, puanlayicilar arasi uyuma ve madde-
toplam korelasyon degerlerine bakilmistir. Gelistirilen analitik
dereceli puanlama anahtarinin Cronbach Alpha giivenirlik
katsayis1 AFA’dan dnce ve sonra olmak iizere iki ayr sekilde
her bir 6l¢iit ve alt 6lgiitlerin toplami i¢in hesaplanmistir. Bu
hesaplamalar sonucunda Cronbach Alpha giivenirlik
katsayisinin “Bigim” 6l¢iitii i¢in 0,851, “Akademik Soylem”
olgiitl icin 0,863, “Metin Yapis1” oOlciitii icin AFA’dan 6nce
0,846 iken AFA’dan sonra 0,891, “Plan ve Diizenleme” 6l¢iitii
icin AFA’dan once 0,892 iken AFA’dan sonra 0,885,
“Kaynaklardan Yararlanma” 6lgiitii igcin AFA’dan 6nce 0,797
iken AFA’dan sonra 0,867 oldugu belirlenmistir. S6zii edilen
6lgme aracinin toplam Cronbach Alpha giivenirlik katsayisi
ise AFA’dan 6nceki hali i¢in 0,953; AFA’dan sonraki hali igin
0,956 olarak hesaplanmistir. Alanyazinda giivenirlik
katsayisinin yorumlanmasina iligkin farkli goriigler yer
almaktadir. Ancak kaynaklarin  ¢ogunda  giivenirlik
katsayisinin 0,70 ve daha yiiksek olmasi 6lgme aracinin
giivenilirligi i¢in yeterli olarak kabul edilmektedir (Nunnally,

1978; Biiytikoztiirk, 2018; Sénmez ve Alacapinar, 2019).
Benzer sekilde, George & Mallery (2022) her durum igin kabul
edilebilir bir Alfa degerine iliskin kesin bir yorum
yapilamayacagini belirterek, cogu durumda kabul edilebilirlik
Olciitlerini; 0,70’ten biiylikse kabul edilebilir diizeyde,
0,80'den biiyiikse iyi diizeyde ve 0,90'dan biiyiikse mitkemmel
diizeyde olarak ele almaktadir. Bu ¢aligmada Cronbach Alfa
giivenirlik katsayisina iliskin yapilan hesaplamalar sonucunda
DPA’nin tamami ve bes ana 6lgiitii i¢in glivenirliginin iyi ve
milkemmel diizeyde oldugu goriilmektedir.

DPA’ya yonelik yapilacak giivenirlik calismalarinda
uygulanabilecek bir diger yontem ise puanlar arasindaki
tutarliliga bakmaktir. Bu amagla bir géreve dayali gelistirilmis
DPA’nm birden gok degerlendirici tarafindan puanlanmasi
saglanmalidir (Kutlu vd., 2017). Bu g¢alismada arastirmaci
dahil 6 puanlayici 25 Ogrencinin performans gorevini
degerlendirmistir. Puanlayicilar arasi uyumu degerlendirmek
i¢in her alt 6lgiit ayr1 ayr1 ve ikiden fazla puanlayici tarafindan
degerlendirildiginden dolayr Fleiss Kappa degerleri
hesaplanmis; ana Olgiitler, alt dlgiitlerin toplanmasi ile elde
edildigi icin Sinif I¢i Korelasyon (Intra-Class Correlation)
katsayis1 kullanilmistir. Kutlu vd. (2017) toplam puan
iizerinden uyum diizeylerine bakilacagi zaman Kendall W
veya Smif i¢i Korelasyon Katsayisina; her élgiit i¢in ayr1 ayr
uyum diizeyi degerlendirilmek istendiginde iki puanlayici i¢in
Cohen’s Kappa, ikiden fazla puanlayict icin Fleiss Kappa
formiilinin ~ kullanilmas1  gerektigini  belirtmektedir.
Uluslararasi 6grencilerin Tiirk¢e akademik yazma becerilerine
yonelik gelistirilen analitik dereceli puanlama anahtarina ait
alt dlgiitler i¢in puanlayicilar arasi uyum diizeyleri; en diisiik
“Anlagilirlik”, en yiiksek “Anahtar Sozciikler” olmak tizere
0,637-0,909 arasinda degisim gostermektedir. -1 ile +1
arasinda deger alan Fleiss Kappa katsayis1 alanyazinda, 0,41-
0,60 arasinda orta diizeyde; 0,61-0,80 arasinda yiiksek
diizeyde; 0,81-1 arasinda ¢ok yiiksek diizeyde uyum bi¢iminde
yorumlanmaktadir (Fleiss, 1971; Landis & Koch, 1977). Buna
gore DPA’nin alt 6lgiitlerine iligskin hesaplanan Fleiss Kappa
degerleri, puanlayicilar aras1 uyumun yiiksek ve ¢ok yiiksek
diizeyde oldugunu gostermektedir. Bunun yani sira DPA’daki
bes olgiitin  Simf I¢i Korelasyon katsayisi sonuglari
degerlendirildiginde puanlayicilar arasi uyum diizeylerinin tek
Ol¢iimlerde en diisiikk “Bi¢im” odlgiitiine, en yiiksek “Plan ve
Diizenleme” Olgiitiine ait olmak tizere 0,909-0,980 arasinda
degisim gosterdigi goriilmektedir. Ortalama 6l¢iimlerde ise en
diisik uyum diizeyi “Bigim” 0l¢iitiine, en yiiksek “Plan ve
Diizenleme” Olgiitiine ait olmak iizere 0,984-0,997 arasinda
degisim gostermektedir. DPA’dan almman “Toplam” puan
degeri ise tek oOlgiimlerde 0,993 hesaplanirken, ortalama
dlciimlerde 0,999 olarak hesaplanmistir. Alanyazinda, Smif ici
Korelasyon (Intraclass Correlation Coefficient) katsayisinin 0
ve 1 arasinda degerler aldig: belirtilmis olup; 0,50°den kiigiik
degerler zayif giivenilirligi, 0,50-0,75 arasindaki degerler orta
diizeyde giivenilirligi, 0,75-0,90 arasindaki degerler iyi
givenilirligi ve 0,90’dan biiyiik degerler miikemmel
giivenilirligi gostermektedir. (Koo & Li, 2016). Buna gore
DPA’nin tiim dlgiitleri ve toplam puani i¢in hesaplanan Sinif
I¢i Korelasyon degerlerinin tek ve ortalama oOl¢iimlerde
miikemmel uyum gosterdigi tespit edilmistir. Tiim bu bulgular
biitiinciil olarak degerlendirildiginde, puanlayicilar arasinda
yiiksek ve ¢ok yiiksek uyum oldugu sonucuna ulagilmistir. Bu
sonu¢ DPA kullanilarak yapilan degerlendirmelerde;
puanlamanmn  puanlayicilar  arasinda  degismedigini,
puanlayicilarin  birbiriyle tutarli puanlar verdigini ve
nesnelligin  saglandigin1  gostermektedir. Benzer sekilde
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alanyazinda DPA kullanilmasinin nesnelligi arttirdigina iliskin
sonuglart ortaya koyan c¢aligmalara rastlanmistir (Erman-
Aslanoglu ve Kutlu, 2003; Bikmaz-Bilgen ve Dogan, 2017;
Bilican-Demir ve Yildirim, 2019; Polat-Demir, 2020;
Yorganci ve Bag, 2021). Diger yandan ¢esitli aragtirmalarda
(Durmus, 2022; Tarakci, 2022) DPA gelistirme siirecinde
giivenirligin sinanmasi baglaminda puanlayicilar arast uyumu
belirlemek i¢in kullanilan yontemler ile bu c¢aligmada
kullanilan yontemlerin kosutluk gosterdigi tespit edilmistir.

Bu calisma kapsaminda madde gecerligine kanit olarak
DPA’da alt 6lgiitlerin ilgili oldugu ana dl¢iit ve toplam puanla
uyumlu olup olmadigimi belirlemek amaciyla madde-toplam
korelasyonlar1 hesaplanmigtir. Madde-toplam korelasyonun
pozitif ve yiiksek olmasi, maddelerin benzer davranislari
orneklendigini gostermektedir ve testin i¢ tutarliliginin yiiksek
oldugunu kanitlamaktadir. Bu baglamda madde-toplam
korelasyonu 0,30 ve daha yiiksek olan maddelerin, bireyleri iyi
derecede ayirt edebildigi icin dogrudan teste alinmasi
Onerilmektedir. 0,20 ile 0,30 arasinda kalan maddelerin ise
zorunlu olmasi durumunda alimabilecegi veya diizeltilmesi
gerektigi belirtilmektedir. Bunun yani sira, 0,20'den diisiik
maddelerin ise teste kesinlikle almmmamas1 gerektigi ifade
edilmektedir (Biyiikoztiirk, 2018, s. 183). Madde-toplam
korelasyon  degerlerini  belirlemeye yonelik yapilan
hesaplamalar sonucunda ana 6lgiitlerdeki alt 6l¢iitlerin madde-
toplam korelasyonlarmin tamaminin 0,30’dan yiiksek oldugu
tespit edilmistir. Ayrica alt 6lgiitler ile toplam puan arasindaki
madde-toplam korelasyon degerlerinin; en diisik “Dil
Bilgisi”, en yiiksek “Gelisme” alt 6l¢iitii olmak tizere 0,568 ile
0,833 arasinda degistigi goriilmiistiir. Tiim hesaplamalardan
elden edilen madde-toplam korelasyon degerlerinin beklenen
diizeyden yiiksek ve pozitif olmasindan dolayr DPA’daki alt
olgiitlerin, dlgiitlerle ve toplam puanla tutarli oldugu sonucuna
ulagilmistir. Alanyazinda farkli amaglarla gelistirilen dereceli
puanlama anahtari ¢aligmalarinda (Polat-Demir, 2020; Biilbiil
ve Biilbiil, 2021) madde gegerligine kanit olarak madde-
toplam korelasyon degerlerinin incelendigi goriilmektedir. S6z
konusu c¢alismalar ile mevcut calismanin bu baglamda
benzerlik gosterdigi séylenebilir.

Bu ¢alismada gegerlik ve giivenirlik ¢alismalar1 sonucunda
uluslararasi 6grencilerin Tiirk¢ce akademik yazma becerilerine
yonelik gelistirilen analitik dereceli puanlama anahtariin son
hali, 5 ana 6lgiit ve 24 alt dlgiitten olusmustur. Ana Slgiitler,
alt oOlgiitleriyle birlikte soyle siralanmaktadir: “Bigim” (Dil
bilgisi, noktalama isaretleri, yazim kurallari, anlagilirlik, sayfa
diizeni), “Akademik Soylem” (S6z varligi, climle yapisi,
iistsoylem belirleyicileri), “Metin Yapisi” (Konu, arastirmanin
problem durumu ve amaci, bagdasiklik, tutarlilik, paragraf
yapisi, bilgileri sentezleme), “Plan ve Diizenleme” (Baslik,
Ozet, anahtar sozciikler, girig, basliklandirma, gelisme,
tartisma, sonu¢ ve Oneriler), “Kaynaklardan Yararlanma”
(Kaynakga, dogrudan ve dolayl1 alint1, akademik etik ilkeler).
Alanyazin incelendiginde uluslararasi 6grencilerin Tiirkce
akademik yazma gereksinimlerini temele alarak gelistirilen bir
6lgme araci tespit edilemese de farkli hedef kitlelerin ilgili
becerilerini 6lgmek amaciyla kullanilan gesitli tiirlerde 6lgme
araglari oldugu belirlenmistir (Aydin, 2015; Izawa et al., 2017,
Shekarabi, 2017; Al-Abdullatif et al., 2020; Polat-Demir,
2020; Baz-Bolluk ve Batur, 2023). Al-Abdullatif et al. (2020)
calismasinda; “Dogruluk”, “A¢iklik”, “Tutarlilik” ve “Sozciik
Kullanim1” olmak {izere 4 boyuttan olusan bir dlgekle lisans
ogrencilerinin akademik yazma becerilerini Glgmiistiir.
Aydin’in (2015), Razi’dan (2015) uyarladigi Akademik
Makale Degerlendirme Rubrigi ise “Genel Ozellikler”,

“Ozet”, “Giris”, “Yontem”, “Bulgular ve Yorum”, “Sonug ve
Oneriler”, “Kaynak¢a” olmak {izere 7 bolimden ve 50
maddeden olusmaktadir. Izawa et al. (2017) tarafindan
kullanilan akademik yazma analitik dereceli puanlama
anahtari; “Tez ve Igerik”, “Organizasyon”, “Dil Bilgisi ve
Mekanik (Noktalama isaretleri, yazim kurallari, sozciik
kullanimi, climle yapis1 vb.)”, “Sozciik Bilgisi”, “Ton” ve
“Uzunluk” olmak {izere 6 Ol¢iitten olugmaktadir. Shekarabi
(2017) ikinci dil olarak Japonca 6grenen 6grencilerin elestirel
diisiinme becerilerinin akademik yazmaya etkisini arastirdigi
calismasinda; “Icerik”, “Organizasyon”, “Tutarlilik”, “Dil
Dogrulugu” ve “Mekanik” olmak tiizere 5 o6lgiitten olusan
dereceli puanlama anahtarmi kullanmistir. Polat-Demir’in
(2020) lisans Ogrencilerinin akademik yazma becerilerini
degerlendirmek i¢in goreve dayali (derleme makalesi) olarak
gelistirdigi dereceli puanlama anahtar;; “Gérev Tanimi”,
“Igerik”, “Kaynak Kullanim1”, “Anlatim” ve “Bigimsel
Ozellikler” olmak iizere 5 ana olciit ve 18 alt olgiitten
olusmaktadir. Baz-Bolluk ve Batur (2023) akademik yazma
calismalarinin yeterligini degerlendirmeye yonelik “Baslik”,
“Ozet”, “Giris”, “Yontem”, “Bulgu ve Yorumlar”, “Sonug ve
Tartigma”, “Oneri”, “Kaynak¢a”, “Dil ve Anlatim” ve son
olarak “Diger” olmak iizere 61 maddeden ve 10 alt boyuttan
olusan bir Olgme araci gelistirmistir. Mevcut ¢aligmada
gelistirilen DPA’daki olgiit ve alt Olciitler, s6z konusu
calismalarda yer alan Olciit ve alt Olgiitleri biiyiik oranda
kapsamakla birlikte caligmanin hedef kitlesine 6zgii 6zellikleri
de gbz oniinde bulundurularak olusturulmustur. Ozetle, bu
calisma kapsaminda gelistirilen “Uluslararas1 Ogrencilere
Yonelik Tirk¢ce Akademik Yazma Analitik Dereceli Puanlama
Anahtar1’”nin  s6z konusu ogrencilerin ilgili becerilerini
Olcebilecek nitelikte gegerli ve giivenilir bir arag oldugu
sonucuna varilmistir.

Aragtirmadan elde edilen sonuglar g6z Oniinde
bulundurularak program tasarimcilarina, uygulayicilara ve
arastirmacilara katki saglayacak oneriler agagida siralanmistir:

1. Bu calisma kapsaminda gelistirilen performansa
dayal1 analitik dereceli puanlama anahtarmin baz alt
olgiitlerinde degisiklikler yapilarak farkli akademik
metin tiirleri, dil diizeyleri ve 6gretim kademeleri i¢in
uyarlama c¢aligmalar1 yapilip, tekrar gecerlik ve
giivenirlik durumlari sinanabilir. Benzer sekilde ana
dillerinde o6grenim gdoren Ogrencilerin  Tiirkge
akademik yazma becerilerinin degerlendirilmesinde
de s0z konusu DPA’nin kullanilip
kullanilamayacagina ilisgkin mevcut Olgme aract
iizerinde gecerlik ve giivenirlik ¢aligmalar1 yapilarak
sonuglart yorumlanabilir.

2. Calismada gelistirilen DPA, yap1 gecerligi baglaminda
acimlayici faktor analizi (AFA) ile degerlendirilmistir.
AFA ile elde edilen wverilerin dogrulanip
dogrulanmadigimi belirlemek amaciyla yeni bir
ogrenci grubundan elde edilen veriler ile dogrulayici
faktor analizi (DFA) gergeklestirilebilir.

3. Bu calisma baglaminda gelistirilen analitik dereceli
puanlama anahtarindaki ana &lgiit, alt 6l¢iit ve diizey
tanimlamalarinin, hem hazirlanacak akademik yazma
kazanimlar1 ve ders igeriklerine hem de ogretim
gorevlilerine yol gosterici olacagi diisiiniilmektedir.
Bu baglamda tiim paydaslar, bu caligmadan elde
edilen verilerden faydalanabilir.
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Extended Summary
Introduction

Language skills refer to the competencies required for
understanding, using, and communicating in a language. These
skills are divided into two parts: comprehension and
expressive skills. People need both comprehension and
expression skills to interact with each other and communicate
their ideas. While reading and listening constitute the
comprehension dimension of language, speaking and writing
constitute the expression dimension. All of these language
skills are interrelated, and all these skills need to be developed
both for the acquisition of the mother tongue and for the
learning of a foreign/second language.

In the process of developing language skills, learners may
encounter various levels and types of difficulties. In general, it
is seen that these difficulties experienced by learners and even
instructors in the educational process are related to writing
skills. The concept of academic writing has emerged with the
use of writing for academic purposes. This concept has been
defined in different ways by many researchers in national and
international literature (Hogue, 2008; Irvin, 2010; Swales &
Feak, 2012; Tok, 2013; Bahar, 2014; Aydin, 2015; Kan, 2017,
Karagol, 2018; Giingér 2020). Based on the definitions and
explanations of the related concept, academic writing can be
defined as a type of writing in which the results of research
conducted in an academic context are reported by paying
attention to specific principles in terms of form, discourse, text
structure, plan and organization, and resource use, and which
requires the effective use of higher-order thinking skills.
According to Demirci (2014), it is important to provide
students with experience in academic writing to develop these
skills. Various courses and lessons have been planned in order
to provide experience in this skill, which is especially needed
by university students. When considered in the context of
teaching Turkish as a foreign/second language, these courses
and lectures, which are generally united under the umbrella of
academic Turkish, should aim to teach international students
the features and rules of academic language, reaching valid
and reliable sources by conducting a literature review, creating
scientific texts, paying attention to formal features in academic
writing, citing and organizing bibliography, complying with
ethical principles, etc. through different applications.

In the development of academic writing skills, giving
regular constructive feedback and learning from mistakes are
as important as having experiences (Pineteh, 2014; Demirci,
2014). Learning from mistakes is made possible by
recognizing mistakes and deficiencies. Measurement and
evaluation are of great importance in order to determine the
strengths and weaknesses of individuals, to eliminate their
deficiencies, to correct mistakes, and to contribute to their
development. In order to determine the strengths and
weaknesses of individuals, appropriate measurement tools
should be used (Polat-Demir, 2020, p. 321).

One of the most effective measurement tools that can be
used in the measurement, evaluation, and development of
academic writing skills, which require the use of high-level
thinking skills and include many dimensions such as form,
discourse, text, plan, resource use, and ethics, is the analytical
rubric. Rubrics have great importance in the field of teaching
Turkish as a foreign/second language and academic writing, as
in other fields and subjects.

When the literature is examined, it is seen that in the field
of teaching Turkish as a foreign/second language, there are

mostly studies on the development of rubrics for the evaluation
of writing skills (Yorganci & Bas, 2021; Durmus, 2022;
Kahveci, 2022; Harmankaya et al., 2022; Tekin & Sallabas,
2022), it was also determined that various types of
measurement tools were developed to measure the academic
writing skills of different target groups (Aydin, 2015; Izawa et
al., 2017; Shekarabi, 2017; Al-Abdullatif et al., 2020; Polat-
Demir, 2020; Baz-Bolluk & Batur, 2023). However, there is
no study on the development of an analytical rubric whose
task-based wvalidity and reliability have been tested with
multidimensional analysis techniques for the assessment of the
relevant skill based on the Turkish academic writing needs of
international students. Therefore, this study aimed to develop
an analytical rubric for the assessment of the relevant skill
based on the Turkish academic writing needs of international
students. In line with this main purpose, the questions aimed
to be answered in the study can be listed as follows:

1. What are the validity analysis results of the analytical
rubric developed for international students' Turkish
academic writing skills?

a. What is the content validity of the analytical rubric
developed for international students’ Turkish
academic writing skills?

b. What is the construct validity of the analytical
rubric developed for international students'
Turkish academic writing skills?

2. What are the reliability analysis results of the
analytical rubric developed for international students'
Turkish academic writing skills?

a. What is the Croanbach's Alpha reliability
coefficient of the analytical rubric developed for
international students' Turkish academic writing
skills?

b. How is the agreement between the raters in the
evaluations made according to the analytical
rubric developed for international students'
Turkish academic writing skills?

c. What is the item validity level of the sub-criteria
in the analytical rubric developed for international
students' Turkish academic writing skills?

It is thought that the developed analytical rubric will contribute
to the field in terms of helping to make objective evaluations,
contributing to the development of students' Turkish academic
writing skills, and guiding both instructors/teachers and
students/learners by providing feedback on the achievement of
the relevant skill.

Method

In this study, which aims to develop an analytical rubric for
the evaluation of international students' Turkish academic
writing skills, exploratory sequential design, which is a mixed
design strategy, was used. In the exploratory sequential design,
"the researcher develops a tool as a middle step between the
stages based on qualitative results and uses this tool while
collecting quantitative data" (Creswell & Plano-Clark, 2018,
p. 94). "The exploratory sequential design theoretically starts
with qualitative data collected from a small study group. In the
light of the findings and results obtained by analyzing
qualitative data, a quantitative measurement tool is developed,
and this quantitative phase constitutes the second and final
phase of the exploratory design" (Teddlie & Tashakkori, 2006,
p. 21 cited in Ozdemir, 2018, p. 495).

In this study, a performance task and a draft rubric were
used to collect data. First of all, a performance task consisting
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of four parts: description, task, instructions, and scoring was
created to reflect the academic writing skills of international
students and to test the validity and reliability of the draft DPA.
The performance task was completed by 157 international
students who were selected using criterion sampling, which is
one of the purposive sampling methods. The basic
understanding of criterion sampling, which is one of the types
of purposive sampling that emerged within the qualitative
research tradition and is defined as the most appropriate
sampling method for qualitative research, is to study situations
that meet a set of predetermined criteria (Yildirim & Simsek,
2011). The reason for choosing criterion sampling in the study
is the idea of determining the participants according to
predefined criteria. The international students within the scope
of the study were expected to meet the criteria of having come
to Turkey for higher education, having graduated from C1
level, and having taken an academic Turkish course. The other
data collection tool, the draft "Analytical Rubric for
International Students' Turkish Academic Writing Skills" was
created by considering the steps suggested by various
researchers (Popham, 1997; Goodrich-Andrade, 2000;
Moskal, 2000; Mertler, 2001; Danielson & Hansen, 2016;
Kutlu et al., 2017; Bikmaz-Bilgen; 2023). These steps can be
listed as follows:

e Determining the purpose of using the rubric

e Deciding on the type of rubric to be used

e Determining the criteria to be used in determining

performance

e Determination of performance levels and level
definitions
Obtaining expert opinions
Conducting a trial application
Validity and reliability study
Finalizing the rubric

Within the scope of the validity study of the draft DPA,
construct validity was examined with the Davis (1992)
technique in the context of the opinions of 10 experts, and
construct validity was examined with exploratory factor
analysis. As part of the reliability study, the Cronbach’s Alpha
coefficient, Intraclass Correlation and Fleiss Kappa agreement
coefficient over the evaluations of six raters, and item-total
correlations were calculated as evidence of item validity.

Discussion, Conclusion, and Suggestions

It is seen that the main criteria and sub-criteria of the DCI
developed within the scope of the study have content validity
indices between 0.80 and 1. These ratios indicate that all
criteria and sub-criteria in the draft DPA are at a sufficient
level in terms of content validity. (Davis Number > 0.8). In the
literature, it was found that Davis (1992) technique was used
to determine the content validity indices of measurement tools
developed for different target groups and learning domains
(Bozkurt & Arica-Akkok, 2019; Arici, 2022; ltar & Karatas,
2022).

In the context of a construct validity study, exploratory
factor analysis (EFA) was applied to the analytical rubric
developed for international students' Turkish academic writing
skills over the data (performance task) obtained from 157
international students. In this context, firstly, in order to
determine the suitability of the data for EFA, it was checked
whether there was a multicollinearity problem among the sub-
criteria of the DPA, and then the Skewness and Kurtosis
coefficients were calculated for the normality control of the
sub-criteria. The Skewness and Kurtosis coefficients between
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-2 and +2 prove that the data are normally distributed (George
& Mallery, 2022, p. 115). Multicollinearity occurs when the
correlations between variables (r>0.90 and above) are high
(Cokluk et al., 2021, p. 210). In the calculations made, it was
concluded that there was no multicollinearity problem since
there was no correlation coefficient higher than 0.90 and that
the Skewness and Skewness coefficients of the other sub-
criteria, except for the "Visual Presentation" sub-criterion
(Skewness value: 3.501; Kurtosis value: 11.759), were in
accordance with the normal distribution since they varied
between -2 and +2. Therefore, it was concluded that the
"Visual Presentation" sub-criterion was not suitable for EFA,
and it was removed from the measurement tool. In addition,
before conducting EFA, Kaiser-Meyer-Olkin (KMO) was
applied to determine the adequacy of the sample size for the
criteria and the Bartlett Sphericity test was applied to
determine the suitability of the relationship between the sub-
criteria for factor analysis. Based on all these measurements,
the fact that the KMO value of all criteria was higher than 0.60
(Bliylikoztiirk, 2018) and the data were suitable for
multivariate normal distribution (Cokluk et al., 2021) proves
the applicability of EFA to the measurement tool in question.

EFA was conducted using principal component analysis on
the version of the data set suitable for applying the analysis in
question. Factor loadings were calculated to determine the
level of fulfillment of the main criterion in which the sub-
criteria of the DPA are located. Eigenvalue findings were also
examined to determine the factor structure. In addition, a line
graph was also observed as an auxiliary method before
deciding on the number of factors. As a result of the analysis,
factor loadings of all sub-criteria of the DPA were found to be
higher than 0.30, and it was determined that they measured the
criterion well. Kline (1994) considers factor loadings of 0.30
and higher as sufficient. Similarly, Biiyiikoztirk (2002)
defines the loadings between 0.30-0.59 as medium and 0.60
and above as high magnitudes. In addition, it was determined
that there is only one component with an eigenvalue greater
than 1 (Cokluk et al., 2021) in each criterion in the DPA, and
this is also seen in the line graph. Therefore, it was concluded
that the sub-criteria explain the related criteria in a single-
factor structure. When the variances of the single component
with initial eigenvalues greater than 1 were examined, it was
observed that it explained 66.578% for the "Format" criterion,
78.613% for the "Academic Discourse" criterion, 66.560% for
the "Text Structure" criterion, 61.067% for the "Planning and
Organization" criterion, and 79.085% for the "Utilization of
Resources" criterion. According to Alpar (2017), the variance
explained in social sciences should be 60%. In this context, it
was concluded that the variance values calculated in the
current study were sufficient. In addition, since each criterion
consisted of a single component as a result of the factor
analysis, rotation was not required. In the exploratory factor
analysis (EFA) conducted to test the construct validity of the
instrument in the studies on rubric development in the
literature (Oztiirk & Kaplan, 2017; Yilmaz & inceagag, 2017;
Aktas & Alici, 2018; Yilmaz & Canpolat, 2020) similar steps
were followed and values were examined.

In terms of the reliability of the analytical rubric developed
for international students' Turkish academic writing skills,
Cronbach's Alpha internal consistency reliability coefficient,
inter-rater agreement, and item-total correlation values were
examined. The Cronbach Alpha reliability coefficient of the
developed analytical rubric was calculated in two separate
ways, before and after EFA. As a result of these calculations,
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it was determined that the total Cronbach Alpha reliability
coefficient of the measurement tool was 0.953 for the version
before EFA and 0.956 for the version after EFA. There are
different opinions on the interpretation of the reliability
coefficient in the literature. However, in most of the sources, a
reliability coefficient of 0.70 and higher is accepted as
sufficient for the reliability of the measurement tool (Nunnally,
1978; Biiyiikoztiirk, 2018; Sonmez & Alacapinar, 2019). In
this study, as a result of the calculations made regarding the
Cronbach's Alpha reliability coefficient, it is seen that the
reliability of the DPA is sufficient. In addition, in this study,
six raters, including the researcher, evaluated 25 students'
performance tasks in order to determine the inter-rater
agreement in terms of reliability. In the analyses, Fleiss Kappa
values were calculated since each sub-criterion was evaluated
separately and by more than two raters; the Intra-Class
Correlation coefficient was used since the main criteria were
obtained by summing the sub-criteria. As a result of the
analysis, inter-rater agreement levels vary between 0.637-
0.909, with the lowest being "Comprehensibility" and the
highest being "Keywords". Fleiss Kappa coefficient, which
takes a value between -1 and +1, is interpreted as moderate
agreement between 0.41-0.60, high agreement between 0.61-
0.80, and very high agreement between 0.81-1 (Fleiss, 1971;
Landis & Koch, 1977). Accordingly, the Fleiss Kappa values
calculated for the sub-criteria of the DPA show that the inter-
rater agreement is at high and very high levels. In addition,
when the results of the intraclass correlation coefficient of the
five criteria in the DPA are evaluated, it is seen that the inter-
rater agreement levels vary between 0.909-0.980 in single
measurements, the lowest belonging to the "Form" criterion
and the highest belonging to the "Plan and Organization"
criterion. In the average measurements, the lowest level of
agreement belongs to the "Form" criterion and the highest to
the "Plan and Organization" criterion, ranging between 0.984-
0.997. The "Total" score value obtained from the DPA was
calculated as 0.993 in single measurements and 0.999 in
average measurements. In the literature, it is stated that the
Intraclass Correlation Coefficient takes values between 0 and
1; values less than 0.5 indicate poor reliability, values between
0.5-0.75 indicate moderate reliability, values between 0.75-0.9
indicate good reliability, and values greater than 0.90 indicate
excellent reliability (Koo & Li, 2016). Accordingly, it was
determined that the intraclass correlation values calculated for
all criteria and the total score of the DPA showed excellent
agreement in single and average measurements. When all these
findings were evaluated holistically, it was concluded that
there was high and very high agreement between the raters.
Similarly, it was determined that the methods used in various
studies in the literature (Durmus, 2022; Tarakci, 2022) to
determine the inter-rater agreement in the context of testing the
reliability in the process of developing the IPA and the
methods used in this study were parallel. Within the scope of
this study, item-total correlations were calculated in order to
determine whether the sub-criteria were compatible with the
main criterion and total score as evidence of item validity. In
this context, items with an item-total correlation of 0.30 and
higher are recommended to be taken directly into the test
because they can distinguish individuals well (Biiylikoztiirk,
2018, p. 183). As aresult of the calculations made to determine
the item-total correlation values, it was determined that all of
the item-total correlations of the sub-criteria in the main
criteria were higher than 0.30. In addition, the item-total

correlation values between the sub-criteria and the total score
ranged between 0.568 and 0.833, with the lowest being
"Language Knowledge" and the highest being "Development"
sub-criteria. In rubric studies developed for different purposes
in the literature (Polat-Demir, 2020; Biilbiil & Biilbiil, 2021)
item-total correlation values were examined as evidence of
item validity.

In this study, the final version of the analytical rubric
developed for international students' Turkish academic writing
skills as a result of validity and reliability studies consisted of
5 criteria and 24 sub-criteria. The criteria are listed as follows
with their sub-criteria: "Style" (grammar, punctuation, spelling
rules, comprehensibility, page layout), "Academic Discourse"
(vocabulary, sentence structure, metadiscourse markers),
"Text Structure" (topic, problem situation and purpose of the
research, coherence, coherence, paragraph structure,
synthesizing information), "Planning and Organizing" (title,
summary, keywords, introduction, titling, development,
discussion, conclusion and suggestions), "Making Use of
Sources" (bibliography, direct and indirect quotation,
academic ethical principles). When the literature was
examined, it was determined that although there was no
measurement tool developed based on the Turkish academic
writing needs of international students, there are various types
of measurement tools used to measure the relevant skills of
different target groups (Aydmn, 2015; Izawa et al., 2017,
Shekarabi, 2017; Al-Abdullatif et al., 2020; Polat-Demir,
2020; Baz-Bolluk & Batur, 2023). While the criteria and sub-
criteria in the DPA developed in the current study largely
cover the criteria and sub-criteria in the aforementioned
studies, they were also created by taking into account the
specific characteristics of the target group of the study. In
summary, it was concluded that the "Analytical Rubric for
International Students' Academic Writing Skills" developed
within the scope of this study is a valid and reliable tool that
can measure the relevant skills of these students.

The performance-based "Analytical Rubric for
International Students' Turkish Academic Writing Skills"
developed within the scope of this study can be adapted for
different academic text types, language levels, and teaching
levels by making changes in some sub-criteria, and its validity
and reliability can be tested again. Similarly, validity and
reliability studies can be conducted on the existing
measurement tool, and the results can be interpreted as to
whether the mentioned RAT can be used in the evaluation of
the academic writing skills of students studying in their mother
tongue.
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EK: Uluslararas: Ogrencilere Yénelik Tiirkce Akademik Yazma Analitik Dereceli Puanlama Anahtari

=
Olgiitler Ao Zayif Gelistirilebilir Yeterli Yetkin -
Alt Olgiitler ) Q) 3) “) &
Metinde en az 11 Metinde 7 ila 10 tiir | Metinde 3 ila 6 tiir dil | Metinde en fazla 2
Dil Bilgisi tiir dil bilgisel hata | dil bilgisel hata bilgisel hata tiir dil bilgisel hata
yapilmustir. yapilmustir. yapilmistir. yapilmustir.
Noktalama Noktalama Noktalama
Noktalama isaretleri isaretleri Noktalama igaretleri isaretleri
isaretleri kullanimlarinda en | kullanimlarinda 5 kullanimlarinda 2 ila | kullanimlarinda en
$ az 8 tiir hata ila 7 tiir hata 4 tiir hata yapilmistir. | fazla 1 tiir hata
yap
yapilmustir. yapilmustir. yapilmistir.
Yazim Yazim kurallarinda | Yazim kurallarinda | Yazim kurallarinda 2 | Yazim kurallarinda
Kurallart en az 8 tiir hata 5ila 7 tiir hata ila 4 tiir hata en fazla 1 tiir hata
yapilmustir. yapilmustir. yapilmistir. yapilmustir.
xzfur}gzizr;zlzam Metnin 2/4’iinde Metnin 1/4’{inde Metinde anlam
belirsizlizine vol anlam belirsizligine | anlam belirsizligine belirsizligine yol
Anlasihirhk PIEmne y yol acan dil yol acan dil acan dil
. . acan dil
Bi¢cim kullanmlar: kullanimlart kullanimlart kullanimlart
(20) bulunmaktadir bulunmaktadir. bulunmaktadir. bulunmamaktadir.
Belirtilen formata Belirtilen formata Belirtilen formata
uygun sayfa diizeni | uygun sayfa diizeni | Belirtilen formata uygun sayfa diizeni
[kenar bosluklart, [kenar bosluklart, uygun sayfa diizeni [kenar bosluklart,
harf (punto, harf (punto, [kenar bosluklart, harf (punto,
Sayfa Diizeni | karakter), satir karakter), satir harf (punto, karakter), | karakter), satir
izalama, aralik), izalama, aralik), satir (hizalama, izalama, aralik),
hizal N hizal N hizal hizal lik
paragraf, sayfa paragraf, sayfa aralik), paragraf, paragraf, sayfa
numarasi| numarasi| sayfa numarasi] numarasi|
olgiitlerinden en olgiitlerinden 3 ya oOlgiitlerinden 5 yada | olgiitlerinden
fazla 2’sine da 4’iine 6’sina uyulmustur. tamamina
uyulmustur. uyulmustur. uyulmustur.
Sozciiklerin anlami R Sozciiklerin anlami
(somut, temel Sozciiklerin anlam Sozciiklerin anlami (somut, temel
R (somut, temel, . R
terim) ve tiirii terim) ve tiril (somut, temel, terim) | terim) ve tiirii
(eylem, isim sifat - ve tiirii (eylem, isim, (eylem, isim, sifat
1 fat
So6z Varhg vb.) en fazla 1/4 Eiy)e;/li lcjrl;?l)lri:iz sifat vb.) 3/4 oraninda | vb.) metnin
oraninda akademik ak2.1 demik vaziva akademik yaziya tamaminda
yaziya uygun bir < yazly uygun bir bigimde akademik yaziya
. uygun bir bigimde O
bigimde kullanilmistir. uygun bir bigimde
kullanilmigtir.
kullanilmigtir. kullanilmigtir.
Eylem catisi, eylem Eylem catisi, eylem | Eylem catisi, eylem Eylem catisi, eylem
Zamani ve ¢ i;mle zamani ve climle zamani ve climle tiirli | zamani ve ciimle
Ciimle Yamis: | tiirii maddeleri tiirii maddelerinden | maddelerinden 2 tiirii maddelerinden
Akademik P akademik vaziva 1 tanesi akademik tanesi akademik tamami akademik
Sévlem uveun bir l})Ii irill de yaztya uygun bir yaztya uygun bir yaztya uygun bir
&2) e i | bigimde bigimde bigimde
sar. kullanilmigtir. kullanilmigtir. kullanilmigtir.
Metnin algilanmasi | Metnin algilanmasi . Metnin algilanmast
< < Metnin algilanmasi -
baglaminda aliciya | baglaminda aliciya 9 baglaminda aliciya
. . baglaminda alictya .
P gerekli olan gerekli olan . . . gerekli olan
Ustsoylem . . . . gerekli olan génderim - .
. v o .. | gonderim ve gonderim ve gonderim ve
Belirleyicileri vurgulama vurgulama ve vurgulama vurgulama
tiirlerinden en fazla | tiirlerinden 2’si Eilrlllear 111111(11121 t?ru tiirlerinden en az
1’i kullanilmigtir. kullanilmigtir. sur. 41 kullanilmigtir.
Konunun se¢imi . Konunun se¢imi -
Konunun se¢imi Konunun se¢gimi
(alicy, (alict (alicy, (alict
desteklenebilirlik, ; S desteklenebilirlik, i o
Ozgiinliik, siire) ve Qest"ekl.e.t neb}hrhk, Ozgiinliik, siire) ve Slest"ekl? neb}hrhk,
Ozgiinliik, siire) ve ozgiinliik, siire) ve
Konu sinirlandirilmasi siirlandirilmast
baslamindaki sinirlandirilmasi baslammdaki sinirlandiriimast
Dag amu baglamindaki bag atmi yee baglamindaki
Ol¢iitlerin en fazla oy et - Olgiitlerin 3/4°1 oy er
. yes oOlgiitlerin 2/4’1 Olgiitlerin tamami
Metin Yapisi 1/4%4 uygulanmistir.
4) uygulanmstrr. uygulanmagtir. uygulanmstir.
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Uluslararas1 6grencilerin Tiirk¢e akademik yazma becerilerinin degerlendirilmesine...

Arastirmanin Arastirmanin
Aragtirmanin
problem durumu ve | problem durumu ve
Arastirmanin | Aragtirmanin y . S problem durumu ve
amacindan her 2°si | amacindan her ikisi
Problem problem durumu ve . oo . amaci tam olarak
de ifade edilmistir; | de tam olarak ifade . N
Durumu ve amacindan en fazla ) U ifade edilmistir ve
ye s o ancak en az 1’i tam | edilmistir; ancak P
Amaci 1’1 ifade edilmistir. . o birbiriyle
olarak ifade birbiriyle liskilendirilmistir
edilmemistir. iligkilendirilmemistir. 3 sur.
Dilsel, dil bilgisel Dilsel, dil bilgisel Dilsel, dil bilgisel Dilsel, dil bilgisel
< uyum metnin en uyum metnin uyum metnin uyum metnin
Bagdagiklik fazla 1/4’tinde 2/4’tinde 3/4’iinde tamaminda
saglanmisgtir. saglanmisgtir. saglanmistir. saglanmistir.
Metin, igerik ve Metin, igerik ve L Metnin tamami
.. - .. - Metin, igerik ve . ..
diizen baglaminda diizen baglaminda N - igerik ve diizen

Tutarhhk diizen baglaminda 3/4 9
en fazla 1/4 2/4 oraninda oramnda tutarhdir baglaminda
oraninda tutarhidir. | tutarhdir. ) tutarlidir.
Paragraflarda konu, | Paragraflarda konu, Paragraflarda konu,

.. i, Paragraflarda konu, o
destekleme, bitisg destekleme, bitig . destekleme, bitis
- . N . destekleme, bitis N .
Paragraf ctimlelerinden ctimlelerinden N . . ciimlelerinin
e . ciimlelerinden 2’si <
Yapisi higbiri dogru ve sadece 1’i dogru ve - . tamami1 dogru ve
. . dogru ve yerinde .
yerinde yerinde Kullamlmistir yerinde
kullanilmamastir. kullanilmigtir. sur. kullanilmigtir.
Derlenen bilgilerin | Derlenen bilgilerin | Derlenen bilgilerin Derlenen bilgilerin
o en fazla 1/44 2/4°{ arastirma 3/4°{i arastirma tamami arastirma
Bilgileri
Sentezleme arastirma konusunu | konusunu konusunu konusunu
destekleyici sekilde | destekleyici sekilde | destekleyici sekilde destekleyici sekilde
biitiinlestirilmistir. | biitiinlestirilmistir. | bitiinlestirilmistir. biitiinlestirilmistir.
Grafik, tablo, sekil | Grafik, tablo, sekil Grafik, tablo, sekil
.. Gerekli yerlerde vb. gibi gorseller vb. gibi gorseller vb. gibi gorseller
Gorsel .

Sunum** grafik, tablo, sekil amaca uygun amaca uygun olarak amaca uygun ve
vb. gibi gorseller olmayan/gereksiz kullanilmigtir; ancak kolayca anlagilir bir
kullanilmamastir. bir sekilde kolayca anlagilir sekilde

kullanilmigtir. degildir. kullanilmigtir.
Calismaya bashik Calismanmn Cahs{nanm .
konulmustur, ama - - basgliginda bigim
. basgliginda bigim RS
baslikta bi¢cim . o [sozciik (tiir, say1)
P [sozciik (tiir, say1) S
[sozciik (tiir, say1) S vb.] ve igerik
Calismaya baslik S vb.] ve igerik (metne
Bashk vb.] ve icerik . (metne uygunluk,
konulmamustir. uygunluk, ifade vb.) )
(metne uygunluk, T ifade vb.)
) ozelliklerinden o qe1q e
ifade vb.) " ozelliklerinin
TR yalnizca 1’ine
ozelliklerine Svulmustur tamamina
uyulmamistir. yuimustur. uyulmustur.
Arastirmanin Arastirmanin
.. Arastirmanin amaci, .
amaci, siireci siireci (yontem) amaci, siireci
- Calismada 6zet (yontem), sonucu yontem), (yontem), sonucu
Ozet o sonucu gibi e L
yoktur. gibi bilgilerden en o . gibi bilgilerin
. bilgilerden 2 tanesine
fazla 1 tanesine yer oL tamamina yer
o yer verilmistir. o
verilmigtir. verilmigtir.
Aragtirmanin Aragtirmanin Aragtirmanin
Aragtirmanin
amacina ve amacina ve amacina ve problem amacina ve
Anahtar problem durumuna | problem durumuna P problem durumuna
P durumuna uygun 3
Sozciikler uygun en fazla 1 uygun 2 anahtar . T uygun en az 4
o 2o anahtar sozciik .
anahtar sozciik sozciik . e anahtar sozciik
Plan ve . L . . belirlenmistir. . Y
Diizenleme belirlenmistir. belirlenmistir. belirlenmigtir.
28) Problem durumu, Problem durumu, Problem durumu, Problem durumu,
alanyazin taramas1 | alanyazin taramast | alanyazin taramasi ve | alanyazin taramast
Giri ve ¢alisma igerigi ve ¢alisma igerigi calisma icerigi ve ¢alisma igerigi
3 bilesenlerinden - bilesenlerinden - bilesenlerinden - bilesenlerinden -
konu, 6nem ve konu, 6nem ve konu, 6nem ve konu, 6nem ve
tanitim- en fazla 1’i | tanitim- 2’si tanitim- 3’0 tanitim- tamami
yansitilmigtir. yansitilmigtir. yansitilmigtir. yansitilmigtir.
Ana baslik ya da alt Ana baglik ve alt Ana baglik ve alt Ana baglik ve alt
bagliklarin en fazla yee "
yer bagliklarin 2/4’i bagliklarin 3/4°1 bagliklarin tamami
Bashklandirma | 1/4’# kurallara
kurallara uygun kurallara uygun kurallara uygun
uygun olarak
olarak yazilmigtir. olarak yazilmistir. olarak yazilmistir.
yazilmigtir.
Biltiinlik, destek, Biitiinliik, destek, Biitiinliik, destek, Biitiinlik, destek,
detay ve tutarlilik detay ve tutarlilik
. detay ve tutarlilik detay ve tutarlilik
Gelisme boyutlarindan en .. s boyutlarindan
. boyutlarindan 2’si boyutlarindan 3’i
fazla 1’1 ergeklestirilmigtir ergeklestirilmistir tamam
gerceklestirilmistir. gereexies L Sur. gerceklestirilmistir.
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Arastirma Arastirma Arastirma
konusunu konusunu konusunu
Ozetleme, Ozetleme, Arasgtirma konusunu Ozetleme,
caligmanin caligmanin Ozetleme, ¢alismanin | caligmanin
sonuglarini sonuglarini sonuglarini sonuglarini
Tartisma, alanyazindaki alanyazindaki alanyazindaki benzer | alanyazindaki
Sonug ve benzer ¢alismalarla | benzer ¢alismalarla | ¢aligmalarla benzer ¢aligsmalarla
Oneriler yorumlama, yeni yorumlama, yeni yorumlama, yeni yorumlama, yeni
calisma Onerileri calisma Onerileri caligsma Onerileri calisma Onerileri
sunma sunma sunma maddelerinden | sunma
maddelerinden maddelerinden 2’sine yer verilmistir. | maddelerinden
higbirine yer 1’ine yer tamamina yer
verilmemistir. verilmistir. verilmistir.
Alintilanan Alintilanan
kaynaklar Alintilanan Alintilanan kavnaklarin
belirtilmemistir ya | kaynaklarin 2/4’i kaynaklarin 3/4i Y ..
ol . o tamamu belirtilen
da en fazla 1/4’i belirtilen formata belirtilen formata
Kaynak¢a . . . formata uygun
belirtilen formata uygun sekilde uygun sekilde .

. o < sekilde kaynakcada
uygun sekilde kaynakg¢ada dogru kaynakgada dogru dodru
kaynakg¢ada dogru gosterilmistir. gosterilmistir. ogru

AP gosterilmistir.
gosterilmistir.
Almtilar hi¢
gosterilmemistir ya - Kaynaklarin
da kaynaklarin en Kayngklarm 2470 Kaynaklarin 3/4’i tamamu belirtilen
o vee belirtilen format ve T
Dogrudan ve fazla 1/4’0 alintilama tiriine belirtilen format ve format ve
Kaynaklardan | Dolayh Alnti | belirtilen format ve . alitilama tiirline alintilama tiirtine
o uygun sekilde . . .
Yararlanma alintilama tiiriine oo uygun sekilde metin uygun sekilde
. metin i¢inde o . L
12) uygun sekilde P icinde gosterilmistir. metin i¢inde
S gosterilmisgtir. o
metin i¢inde gosterilmistir.
gosterilmistir.
Intihal yapma, ntihal yapma, fntihal yapma, Intihal yapma,
gercekte olmayan gercekte olmayan
I gergekte olmayan gercekte olmayan I
. . verileri kullanma, [ [ verileri kullanma,
Akademik Etik ey e verileri kullanma, verileri kullanma, e
Ilkeler verllefrl. deglstlrme verileri degistirme verileri degistirme vc.:qler.l degistirme
vb. gibi etik dist o S . gibi etik dig1
gibi etik dis1 gibi etik dis1
davraniglardan en , . . davranislarin
yee davraniglardan 2’si | davraniglardan 1’1
az 3’ O0zlenmisgtir Ozlenmistir tamamindan
gbzlenmistir. & SHr- & Str- ka¢imilmustir.

TOPLAM BASARI PUANI ***

*Kacinsamalar: Ornek: Belki, gibi goriinmektedir, soylenebilir / Vurgulayicdar: Ornek: Siiphesiz, kesinlikle / Tutum
Belirleyicileri: Ornek: Dikkat ¢ekicidir, énemlidir / Iliski/Baglanti Belirleyicileri: Ornek: Tablo 3’e bakiniz, gorebiliriz /
Kendini Anma: Ornek: Calismamda, gozlemledim Baglayiciar: Ornek: Ama, bu yiizden, buna ek olarak / Cerceve
Belirleyiciler: Ornek: Sonug olarak, bu béliimde ... ele alinacaktir / Metinici Belirleyiciler: Ornek: Tablo 3 'te oldugu gibi, 25.

ornek / Tamitlayicilar: Ornek: Hyland (2005) / Kod Coziimleyicileri: Ornek: Ornegin, bir baska deyisle.
**Gorsel sunum alt Sl¢iitii puanlamaya dahil edilmemistir.
*** Puan araligl; 24-41 (zayif), 42-59 (gelistirilebilir), 60-77 (yeterli), 78-96 (yetkin) olarak hesaplanmustir.

659




	1-1435724
	2-1427260
	3-1473418
	4-1477139
	5-1483282
	6-1485760
	7-1500379
	8-1519487
	9-1534868
	10-1559847
	11-1545008
	12-1528118
	EUJEF_jenerik_aralık_2024.pdf
	Prof. Dr. Adile Aşkım KURT
	Anadolu Üniversitesi-Türkiye (Anadolu University-Turkey)
	Kırıkkale Üniversitesi-Türkiye (Kırıkkale University-Turkey)
	Bilkent Üniversitesi-Türkiye (Bilkent University-Turkey)
	Yıldız Teknik Üniversitesi-Türkiye (Yıldız Teknik University-Turkey)
	Ohio State Üniversitesi-Amerika (Ohio State University-USA)
	Erzincan Binali Yıldırım Üniversitesi-Türkiye (Erzincan Binali Yıldırım University-Turkey)
	Alberta Üniversitesi-Kanada (University of Alberta-Canada)
	Rouen Normandie Üniversitesi-Fransa (Université de Rouen Normandie-France)
	Erzincan Binali Yıldırım Üniversitesi-Türkiye (Erzincan Binali Yıldırım University-Turkey)
	Yıldız Teknik Üniversitesi-Türkiye (Yıldız Teknik University-Turkey)
	Atılım Üniversitesi-Türkiye (Atılım University-Turkey)
	Tetova Üniversitesi-Kuzey Makedonya (University of Tetova-North Macedonia)
	Hacettepe Üniversitesi-Türkiye (Hacettepe University-Turkey)
	Erzincan Binali Yıldırım Üniversitesi-Türkiye (Erzincan Binali Yıldırım University-Turkey)
	Erzincan Binali Yıldırım Üniversitesi-Türkiye (Erzincan Binali Yıldırım University-Turkey)
	Ambedkar Üniversitesi Delhi-Hindistan (Ambedkar University Delhi-India)
	Malta Üniversitesi-Malta (University of Malta-Malta)
	British Columbia Üniversitesi-Kanada (The University of British Columbia-Canada)
	Atatürk Üniversitesi-Türkiye (Atatürk University-Turkey)


