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Research Article

This study aims to investigate the relationship between digital addiction and academic
motivation levels among middle school students and to examine how these variables
differ according to various demographic factors. The sample consisted of 930 students
(506 female, 424 male) from seven middle schools in Sivas during the fall semester of
the 2023-2024 academic year. Employing a quantitative survey design, the research
utilized the one-dimensional Digital Addiction Scale developed by Sahin et al. (2019) and
the seven-subdimension Academic Motivation Scale developed by Yurt and Bozer
(2015). Since the data met the assumption of normality, we applied parametric analyses
such asindependent samples t-test, one-way ANOVA, Tukey post hoc tests, and Pearson
correlation tests. that digital addiction levels differed significantly in favor of female
students, students in lower grade levels, and those whose mothers had higher
educational attainment. In terms of academic motivation, significant differences were
also observed in favor of students whose fathers had higher educational levels, in
addition to the aforementioned variables (p< .05). A low-level negative correlation was
found between total digital addiction and academic motivation scores. Furthermore,
digital addiction correlated negatively at a low level with intrinsic and extrinsic
motivation, but positively at a moderate level with amotivation. We recommend that
students' digital addiction be controlled through school-family cooperation to maintain
and enhance academic motivation.
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Arastirma Makalesi

Bu arastirma, ortaokul 6grencilerinin dijital bagimhliklari ile akademik motivasyonlari
arasindaki iliskiyi ve farkl degiskenlere gére duzeylerini incelemeyi amaglamaktadir.
Arastirmanin 6rneklem grubu 2023-2024 yil gliz yariyilinda Sivas il merkezindeki yedi
farkh ortaokula devam eden 930 (506 kiz-424 erkek) 6grenciden olusmaktadir.
Arastirmada nicel arastirmalarda kullanilan tarama yontemi tercih edilmistir.
Arastirmada Sahin ve digerleri (2019) tarafindan gelistirilen tek boyutlu “Dijital
Bagimlilk Olgegi” ve Yurt ve Bozer (2015) tarafindan gelistirilen yedi alt boyutlu
“Akademik Motivasyon Olgegi” kullaniimistir. Veriler normallik varsayimini karsiladigi
icin bagimsiz gruplar t-testi, ANOVA, Tukey ve Pearson korelasyon testleri gibi
parametrik analizler uygulanmistir. Bulgulara gore; katilimcilarin dijital bagimliliklarinda
cinsiyette kizlar, sinif dizeyinde alt siniflar ve anne egitim duizeyi yiksek olanlar lehine;
akademik motivasyonda ise saptanan bu farkliliklara ek olarak baba egitim diizeyi yiiksek
olanlar lehine anlamli farkliliklar belirlenmistir (p< .05). Katihmcilarin dijital bagimliliklari
ile akademik motivasyonlarinin toplam puana gore negatif yonde disiik diizeyde bir
iliskiye sahiptir. DBO ve AMO'niin alt boyutlarina goére iliskisine bakildiginda dijital
bagimliigin igcsel ve digsal motivasyon ile negatif yonde dustik diizeyde;
motivasyonsuzluk alt boyutuyla pozitif ydnde orta diizeyde bir iliskisi vardir. Ogrencilerin
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akademik motivasyonlarinin ylksek tutulmasi icin dijital bagimliliklarinin okul ve aile is
birligi ile kontrol altinda tutulmasini &nermekteyiz.

Introduction

The American Psychological Association (APA) defines addiction as a psychological or physical
dependence on a substance, later extending this definition to include behavioural disorders such as
sexual, internet, and gambling addictions, which exhibit withdrawal symptoms like substance dependence
(American Psychological Association [APA], 2023). For an object, stimulus, or substance to qualify as an
addiction, it must demonstrate negative effects such as excessive use, over-reaction to withdrawal,
progressively increasing dosage or duration of use, asociality, lying, and others (Block, 2008). Digital
addiction, which meets all these conditions, was included in the DSM-V diagnostic criteria reference book
in 2013 as "Internet Gaming Disorder" (Besser et al., 2019). While the internet reached almost 2.5 billion
people in 2013, this figure rose to more than 5 billion people in the first half of 2023 (Statista, 2023). The
concept of digital addiction, which includes internet addiction, also encompasses types such as television,
mobile phone, digital, virtual, console, online/offline gaming, and social media addiction. Consequently,
digital addiction is an inclusive term that encompasses various forms of interaction with online or offline
digital objects, affecting a growing number of people (Meng et al., 2022).

This era, labelled as informatics, information, or digital, gets its name from the widespread adoption
of computers and the internet (Dilci & Aglar, 2023). Regardless of the era’s name, digital objects and
games contribute to cognitive development, but their excessive use is also harmful (Kiraly et al., 2023).
This situation creates significant effects, particularly on newer generations who are more skilful at
adapting to innovations but are too eager to control themselves. Bardakci (2021) notes that children aged
8-13, described as "tween" open Instagram and YouTube accounts that mimic adults to publish or upload
videos. Crucially, some families who profit from content creation on platforms like YouTube or
collaboration posts on Instagram prioritize financial gain without considering how these situations will
affect their children's future (Dilci & Aglar, 2023). Middle school students, who are in a critical
developmental stage, begin using this pervasive digital environment by opening social media accounts.
Social media use among students is increasing proportionally with the spread of internet access in homes
and the rising number of students who own mobile phones (Yaman et al., 2020). Research indicates that
students primarily use these platforms for chatting (Yenay & Deniz, 2019).

The issue of digital addiction among children, coinciding with primary and middle school ages globally
and in Turkey, constitutes a major health and education problem (Giil & Ozgiir, 2023). Findings that show
one in every three middle school students are digitally addicted, and the rest are borderline, demonstrate
the magnitude of the problem (Kazaz et al., 2022a). Children with digital addiction experience problems
such as tension, stress, poor concentration, inability to focus, eye redness, loneliness, insomnia, asociality,
depression, low physical activity, eating disorders, obesity, rebelliousness, coordination disorders,
isolation, mood disorders, and issues related to studying, academic procrastination, absenteeism,
or academic motivation (Dilci, 2023; Kareem et al., 2021; Kazaz et al., 2022b; Mocosoglu & Yorulmaz,
2023).

Motivation, one of the conditions for academic success, a topic of close concern to educators, families,
and students, is negatively affected by this situation (Tomaszek & Muchacka-Cymerman, 2021). Children
in primary and middle school age groups, who are particularly vulnerable to risks, need motivation to
perform desired actions, achieve goals, and take control of their lives (Arslanko¢ & Kogak, 2023).
Motivation not only enables individuals to achieve their goals but also ensures the continuation of their
actions through the positive feelings it creates. The term related to motivation that enables the display of
desired behaviours in education is defined as academic motivation. Students’ interest in learning, goals,
and desire to succeed are crucial for their academic achievement (Demiregen & Sener, 2021). It is not
possible to speak of a single, fixed source or component of motivation applicable to every student (Orhan
& Demir, 2022). In their study, Vallerand et al. (1992) conceptualized motivation as having three
components: intrinsic motivation, extrinsic motivation, and amotivation. Based on this view and the
relevant literature, motivation and its sub-dimensions can be visualized as shown in Figure 1.
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Figure 1
Components of Motivation
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As seen in Figure 1, the first of the three components of motivation is Intrinsic Motivation (IM). IM is
defined as performing an action simply for the enjoyment of the task itself, independent of external
factors (Locke, 2023). In this context, the force motivating the individual is self-generated, making it highly
effective. The reward for is the action itself, representing an internal energy to move (Ferlazzo, 2023). IM
is explained across three sub-dimensions: Intrinsic Motivation to Know, Intrinsic Motivation Toward
Accomplishment and Intrinsic Motivation to Experience Stimulation (Vallerand et al., 1992). Intrinsic
Motivation to Know refers to acquiring knowledge and embracing learning situations (Toth-Kirdly et al.,
2017). Intrinsic Motivation Toward Accomplishment refers to achieving self-determined goals or
surpassing oneself, such as passing a course or earning high marks (Dou & Shek, 2021). The third type,
Intrinsic Motivation to Experience Stimulation, focuses on the joy, pleasure, or reward an individual
anticipates from performing the action (Toth-Kiraly et al., 2017).

The other component in Figure 1 is Extrinsic Motivation (EM), where the source is always external
(Téth-Kiraly et al., 2017). acts to an end, driving the individual to act out of a desire for reward, familial
pressure, or to avoid negative situations (Atasever et al., 2023). EM is the underlying reason a student
completes homework to avoid a sanction or because they deem it important for their career. According
to Vallerand et al. (1992), EM is categorized into three sub-dimensions: Introjected Regulation, External
Regulation and Identified Regulation. Introjected Regulation refers to activities performed to a certain
degree due to internal pressures—for example, an anxious student studying for an exam (Téth-Kiraly et
al., 2017). External Regulation explains actions performed by the individual to avoid punishment or obtain
a reward, while Identified Regulation explains situations where the individual focuses on the outcomes
they will achieve at the end of the activity.

According to Figure 1, the third component of motivation, Amotivation, is essential for fully
understanding and explaining individuals’ behaviours (Vallerand et al., 1992). For instance, the state of
students who do not know why they attend school is an instance of Amotivation. It describes situations
marked by aimlessness and unconscious action, where both IM and EM are absent. Sometimes,
individuals lose their motivation because of experiences within the process.

Academic motivation is seen as an influential force on academic success and is considered highly
important for students to exhibit new learning skills, strategies, and behaviours (Tirkyilmaz et al., 2022).
Problematic use of digital objects or content, on the other hand, is seen as a force on academic burnout
(Tomaszek & Muchacka-Cymerman, 2021). Among the options for today's students are frequently
updated digital objects and internet content such as Instagram, YouTube, TikTok, Snapchat, Facebook,
WhatsApp, computer games, console games, mobile phone applications, and mobile games. It is predicted
that even more digital object and content options will emerge in the future. As a result of this dizzying
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abundance and novelty of distractors for students, the insufficiency of studies on academic motivation in
countries other than Western nations, and the fact that studies on adolescence have entered a vicious
cycle and require a change in perspective, we as researchers felt the necessity to conduct different studies
in this field (Arslan, 2021b; Felez-Nobrega et al., 2020). In Turkiye, studies on academic motivation are
mostly conducted with university students, and there is a need for more studies at the primary and middle
school levels (Yurt, 2022). Understanding the relationship between the digital addiction and academic
motivation of middle school students, a gap noted in the literature, constitutes the main purpose of this
research. In line with this general purpose, the main questions of the study are:

For middle school students,

a) Do their levels of digital addiction and academic motivation differ according to the variables
determined in the study?

b) Is there a significant relationship between their levels of digital addiction and academic motivation
according to total scores and sub-scores?

Method

This section presents the study's chosen model, the sample group, the sampling method, the
measurement tools used to obtain the findings, and the statistical analyses applied. Approval for the
measurement tools used in the research was obtained from the Sivas Cumhuriyet University Research
Proposal Ethics Evaluation Committee with the Ethics Committee Decision numbered E-50704946-100-
350617 on 24/10/2023.

Research Model

The descriptive research technique, a type of general survey model, was employed to obtain the
research data. This technique aims to describe the status of a group at a specific time (Creswell, 2013).

Population/Sample

The population of the study consists of students aged 9-13 in the fifth, sixth, seventh, and eighth
grades, attending seven different middle schools in a provincial center located in the Central Anatolia
Region. The sample group was determined using the convenience sampling method. The convenience
sampling method was chosen with the aim of reaching enough voluntary participants and preventing the
loss of time, money, and labour (Blyukozturk et al., 2013; Yildirnm & Simsek, 2021).

930 students (506 female, 424 male) were included in this research. Scales were administered to the
sample group on a voluntary basis. The demographic information of the sample group is presented in
Table 1.
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Table 1
Demographic Information of the Sample
Categories f %
Gender Female 506 54.4
Male 424 45.6
Grade Level Fifth 174 18.7
Sixth 290 31.2
Seventh 296 31.8
Eighth 170 18.3
Mother’s Education Level Primary 270 29.0
Middle School 328 35.3
High School 236 254
University 96 10.3
Father’s Education Level Primary 130 14.0
Middle School 240 25.8
High School 388 41.7
University 172 18.5

The findings in Table 1 reveal that female students constitute 54.4% and male students 45.6% of the
sample, and the number of students attending the sixth and seventh grades is higher than those in the
fifth and eighth grades. Regarding parental education levels, the largest participant groups were those
whose mothers had a Middle School education (35.3%) and whose fathers had a High School education
(41.7%).

Data Collection Tools

Data in this study were collected using the "Digital Addiction Scale" (DAS) and the "Academic
Motivation Scale" (AMS). General information about the DAS and AMS, along with the findings specific to
this study, are presented in this section.

Digital Addiction Scale (DAS): The DAS was developed by Sahin et al. (2019). It consists of six items
within one dimension (Appendix 1). In the original scale development study, the reliability was reported
as .78, whereas it was calculated as .82 in the current study. It is rated on a five-point Likert-type scale,
ranging from "Not suitable for me at all" to "Completely suitable for me." Scores on the scale range from
a minimum of 6 to a maximum of 30. Scores approaching 30 suggest a high level of digital addiction, while
scores closer to 6 indicate a low level. The scores obtained from the DAS within the scope of this research
are shown in Table 2.

Academic Motivation Scale (AMS): The AMS was developed by Vallerand et al. (1992) and was
adapted into Turkish by Yurt and Bozer (2015). The AMS consists of 28 items across seven sub-dimensions
(Appendix 2). The scale's sub-dimensions are structured as follows, each having four items: Intrinsic
Motivation to Know (IM-to Know), Intrinsic Motivation Toward Accomplishment (IM-Accomplishment),
Intrinsic Motivation to Experience Stimulation (IM-Stimulation), Introjected Regulation, External
Regulation, Identified Regulation, and Amotivation. In the scale development study, the reliability values
for the sub-dimensions ranged between .61 and .80; in this study, the values ranged between .60 and .81.
The scale is a seven-point Likert type, ordered as "Does not correspond at all =1 ... Corresponds exactly =
7." The minimum score for each sub-dimension is 4, and the maximum is 28. Scores on the scale range
from a minimum of 28 to a maximum of 196. Scores approaching 196 suggest a high level of academic
motivation, while scores closer to 28 indicate a low level. The scores obtained from the AMS within the
scope of this research are shown in Table 2.
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Table 2
Descriptive Statistics for DAS and AMS
N Min.  Max. X M SD Skew  Kurtosis o
DAS 930 6 30 1430 47.66 5.76 .603 -.120 .824
IM-to Know 930 4 28 2151 76.86 5.75 -.891 .261 .780
IM- 930 4 28 20.81 7435 5.96 -.766 -.080 .758
Accomplishment
IM-Stimulation 930 4 28 16.95 60.55 5.95 -.230 -.686 714
Introjected 930 4 28 18.73 66.92 641 -.410 -.716 .756
Regulation
External 930 4 28 20.61 73.64 5.35 -.674 133 .614
Regulation
Identified 930 4 28 23.12 82.61 543 -1.358 1.507 .808
Regulation
Amotivation 930 4 28 8.86 31.67 5.92 1.310 1.082 .795
AMS Total 930 41 174 130.6 66.65 26.33 -.699 .128 .880

An examination of Table 2 determined that the reliability coefficients (a) for the DAS and AMS were
.824 and .880, respectively, values considered to be high.

Data Collection Process

The data planned to be obtained for the research were collected during the 2023—-2024 academic
year's fall semester. The DAS and AMS were administered by teachers to 950 students in seven different
middle schools in the Sivas provincial center, chosen based on diverse educational districts. 15 minutes of
class time were allocated for filling out the DAS and AMS.

Data Analysis

The researchers checked the administered DAS and AMS scales, and 20 scales were excluded from the
analysis due to incomplete or improper filling. The remaining 930 scales were transferred to the IBM SPSS
Statistics 23 program. The normality of the data was checked using the Kolmogorov-Smirnov (K-S) analysis
(30<930), which initially suggested a violation of the normality assumption (p<.05). Consequently, the
skewness and kurtosis values were inspected in Table 2. These values (DAS: Skewness = .603; Kurtosis =
-.120; AMS sub-dimensions: Skewness = —.230/-1.358; Kurtosis = -.080/1.507) were found to be within
the acceptable range (£1.96) for applying parametric analyses.

Parametric tests were then applied for the analyses. The independent samples t-test was used when
the variables were dichotomous, and the one-way ANOVA test was used for variables with three or more
groups. When a significant relationship was detected, we applied the Tukey test to determine which
specific groups the difference occurred between (p<.05). The Pearson Correlation test was applied to
determine the level and direction of the relationship between the total scores of the DAS and AMS, and
the sub-dimensions of the AMS.

Findings
This section presents the findings obtained from the analyses conducted in line with the

predetermined objectives of the research.

Based on Table 2, the participants' total scores indicate that their digital addiction and academic
motivation are at a moderate level. The scores participants received from the AMS sub-dimensions are
high for IM-toKnow (76.86), IM-Accomplishment (74.35), External Regulation (73.64), and
Identified Regulation (82.61) sub-dimensions, and moderate for the IM-Stimulation (60.55),
Introjected Regulation (66.92), and Amotivation (31.67) sub-dimensions. The analysis findings regarding
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middle school students' mean scores on the DAS and AMS based on the gender variable are presented in
Table 3.

Table 3
t-Test Results for the Gender Variable
DAS and AMS Gender N X SD t Df p
DAS Female 506 12.80 5.21 -9.015 928 .001*
Male 424 16.08 5.89
IM-to Know Female 506 22.41 5.21 5.269 928 .001*
Male 424 20.44 6.18
IM- Female 506 21.63 5.46 4.623 928 .001*
Accomplishment Male 424 19.83 6.37
IM-Stimulation  Female 506 17.73 5.83 4.420 928 .001*
Male 424 16.01 5.96
Introjected Female 506 19.09 6.19 1.880 928 .060
Regulation Male 424 18.30 6.65
External Female 506 20.53 5.02 -.518 928 .604
Regulation Male 424 20.71 5.72
Identified Female 506 24.14 4.88 6.387 928 .001*
Regulation Male 424 21.91 5.80
Amotivation Female 506 7.49 5.12 -7.999 928 .001*
Male 424 10.50 6.37
*p< .05

Upon examining Table 3, it is observed that, based on the gender variable, male students scored
significantly higher than female students on the DAS, indicating that their digital addiction is significantly
higher (p< .05). Looking at the scores obtained from the AMS sub-dimensions, it was determined that the
scores for female students were higher in the IM-to Know, IM-Accomplishment, IM-Stimulation,
and Identified Regulation sub-dimensions, except for Amotivation (p< .05).

The findings obtained from the analysis of participants' mean and scores according to their grade levels
are presented in Table 4.

Table 4
ANOVA Test Findings for Grade Level Variable
DAS and AMS Grade n X SD Source of df F p Significant
Level Variance Difference
DAS Fifth? 174 12,99 4.95 Between 3 8.093 .001* 3>1,
Sixth? 290 13.94 580 Groups 3>2
Seventh® 296 15.53 5.75 Within Groups 926
Eighth* 170 14.12 6.14 Total 929
IM-to Know Fifth? 174 21.57 6.46 Between 3 5.693 .001* 1>4,
Sixth? 290 22.12 5.49 Groups 2>4,
Seventh® 296 21.80 5.24 Within Groups 926 3>4
Eighth? 170 19.93 6.04 Total 929
IM- Fifth? 174 20.41 6.50 Between 3 3.720 .011* 2>4
Accomplishment gy th2 290 21.45 5.69 Groups
Seventh® 296 21.08 5.77 W.ithin Groups 926
Eighth? 170 19.66 6.00 Total 929
IM-Stimulation  Fifth? 174 16.79 6.59 3 316 814 -
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Sixth? 290 16.97 6.23 Between
Groups
Seventh® 296 18.18 5.55 Within Groups 926
Eighth* 170 16.67 5.44 Total 929
Introjected Fifth? 174 18.59 6.37 Between 3 .766 513 -
Regulation  gjxth2 290 19.00 6.36 Groups
Seventh® 296 18.90 6.51 Within Groups 926
Eighth?* 170 18.13 6.38 Total 929
External Fifth? 174 20.85 5.81 Between 3 3.092 .026* 2>3
Regulation  gjxth2 290 21.29 5.37 Groups
Seventh® 296 20.09 4.91 Within Groups 926
Eighth* 170 20.12 5.46 Total 929
Identified Fifth! 174 22.69 6.28 Between 3 4948 .002* 2>4,
Regulation Sixth? 290 2351 5.00 Groups 3>4
Seventh® 296 23.70 5.17 Within Groups 926
Eighth* 170 21.89 5.48 Total 929
Amotivation Fifth? 174 8.48 5.29 Between 3 2.846 .037* 3>1,
Sixth? 290 822 5.66 Groups 3>2,
Seventh® 296 9.28 6.32  Within Groups 926 t;'
Eighth* 170 9.64 6.13 Total 929

*p< .05

Upon examining Table 4, a significant difference was determined in participants' DAS scores according to
grade level (p<.05). The digital addiction levels of students attending the seventh grade were found to be
higher compared to students in the fifth and sixth grades. A significant difference was also determined in
four of the AMS sub-dimensions (p< .05). For the IM-Accomplishment, External Regulation, and
Identified Regulation sub-dimensions, students in the lower grades scored higher, while students in the
higher grades scored higher on the Amotivation sub-dimension.

The findings obtained from the analyses regarding the scores participants received from DAS and AMS
according to the mother's education level variable are presented in Table 5.

Table 5
ANOVA Test Findings for the Mother's Education Level Variable
Mother’s Source of Significant
DAS and AMS Education N X SD . df F P .
Variance Difference
Level
Primar Between
SchooI}/ 270 1502 5.92 Groups 3 2.916 .033*
DAS Middle School?> 328 14.33 5.53 Within 1>4
High School® 236 13.84 5.67 Groups 926
University* 96 13.29 6.16 Total 929
Primar Between
SchooI}/ 270 21.04 5.95 Groups 3 1.995 .113
IM-to Know Middle School?> 328 21.59 5.89 Within -
High School® 236 22.18 5.32 Groups 926
University* 96 20.94 5.64 Total 929
M- Primar Between
Accomplishment SchooIY 270 20.25 6.02 Groups 3 1425 234 -
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Middle School?> 328 21.18 5.99 Within

High School® 236 21.05 5.94 Groups 926

University* 96 20.52 5.68 Total 929

Primar Between

Schooly 270 16.61 6.21 Groups 3 .509 .676
IM-Stimulation  Middle School> 328 16.99 5.65 Within -

High School® 236 17.26 6.06 Groups 926

University* 96 16.96 5.93 Total 929

Primar Between

. Schooly 270 18.09 6.74 Groups 3 6.316 .001*

:‘:;z:::lt:: Middle School? 328 18.97 6.23 Within i;ll 34,

High School® 236 19.88 6.17 Groups 926 !

University* 96 16.90 6.14 Total 929

Primar Between

Schooly 270 2036 >.60 Groups 3 1.893 .129
E"terl"a_' Middle School?> 328 20.26 5.03 Within -
Regulation High School® 236 21.20 5.24 Groups 926

University* 96 21.08 5.85 Total 929

Primar Between

. Schooly 270 22.87 543 Groups 3 797 495

:":g':l';'t?:n Middle School?> 328 22.96 5.53 Within -

High School® 236 23.46 5.24 Groups 926

University* 96 23.63 5.57 Total 929

Primar Between

Schooly 270 9.10 6.00 Groups 3 969  .407
Amotivation Middle School?> 328 8.52 5.50 Within -

High School® 236 8.80 6.33 Groups 926

University* 96 9.56 5.98 Total 929

*p< .05

Analysing the findings in Table 5, the mother's education level was found to create a significant

difference in DAS scores (p< .05). Students whose mothers had a Primary School education had

significantly higher digital addiction compared to those whose mothers had a university education. Digital
addiction decreases as the mother's education level increases. A significant difference was also observed
in the Introjected Regulation sub-dimension of the AMS (p< .05). Examining the groups with significant
differences revealed that students whose mothers had a High School education scored higher than those
whose mothers had a Primary School or University education, and students whose mothers had a Middle
School education scored higher than those whose mothers had a university education.

The analysis results for the scores obtained from DAS and AMS according to the father's education
level are presented in Table 6.
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Table 6
ANOVA Test Findings for the Father's Education Level Variable
DAS and AMS Father’s N X SD Source of df F p  Significant
Education Level Variance Difference
DAS Primary School® 130 14.98 6.28 Between 3 2.117 .096 -
Middle School> 240 14.78 5.49 Groups
High School® 388 13.81 5.30 Within Groups 926
University* 172 14.20 6.63 Total 929
IM-to Know Primary School® 130 21.45 6.47 Between 3 1.432 232 -
Middle School> 240 21.26 6.04 Groups
High School3 388 21.34 5.76 Within Groups 926
University* 172 22.33 4.63 Total 929
IM- Primary School® 130 20.66 6.35 Between 3 2.139 .094 -
Accomplishment Middle School> 240 20.47 6.25 Groups
High School3 388 20.62 6.04 Within Groups 926
University* 172 21.84 4.88 Total 929
IM-Stimulation Primary School® 130 16.88 5.85 Between 3 2.214 .085 -
Middle School> 240 16.62 5.90 Groups
High School3 388 16.72 6.15 Within Groups 926
University* 172 17.99 5.54 Total 929
Introjected Primary School® 130 18.49 6.78 Between 3 1.088 .353 -
Regulation  Middle School> 240 18.54 6.64 Groups
High School3 388 19.16 6.20 Within Groups 926
University* 172 18.21 6.26 Total 929
External Primary School' 130 19.50 5.31 Between 3 5.649 .001* 3>1,3>2,
Regulation  Middle School?> 240 19.81 6.07 Groups 4>1,4>2
High School® 388 21.16 4.91 Within Groups 926
University* 172 21.26 5.03 Total 929
Identified Primary School' 130 23.09 5.79 Between 3 3.818 .010* 4>2
Regulation Middle School> 240 22.36 5.83 Groups
High School® 388 23.13 5.34 Within Groups 926
University* 172 24.19 4.59 Total 929
Amotivation Primary School* 130 8.55 5.92 Between 3 1.112 343 -
Middle School> 240 9.12 5.74 Groups
High School® 388 8.09 6.06 Within Groups 926
University* 172 8.86 5.81 Total 929

*p< .05

When the data in Table 6 are examined according to the father's education level, there was no
significant difference found in middle school students' DAS scores (p> .05). However, a significant
difference was found in the External Regulation and Identified Regulation sub-dimensions of the AMS
(p<.05). For the groups showing a significant difference, the difference was in favour of the groups with a
higher father's education level.
The findings of the analysis concerning the correlations between the DAS and the AMS sub-dimensions
are presented in Table 7.
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Table 7
Pearson Correlation Findings for DAS and AMS
1 2 3 4 5 6 7 8 9
DAS Total! 1.00 -.183** -189** -146** -034** -098** -193** .367** -104**
IM-to Know? 1.00 716** .657** 558** 506** .659** -435%* 806**
IM-Accomplishment? 1.00 .656*%* .661** . 587** 682*%* -431*%* @55**
IM-Stimulation® 1.00 .568%* .420** 509** -251** |790%**
Introjected Regulation® 1.00 540%*  482%* - 201%* .807**
External Regulation® 1.00 .667** - 305%* |742%*
Identified Regulation’ 1.00 -485%%  763**
Amotivation® 1.00 -.236"

When examining the findings from the Pearson Correlation test, which was conducted to obtain the
relational findings of the data from the DAS and the AMS used in the research, a low-level negative
correlation was determined between the DAS Total and AMS Total scores (r= -.104). Looking at the
relationship between the DAS and the AMS sub-dimensions, a low-level negative correlation was found
with IM-to Know (r= -.183), IM-Accomplishment (r= -.189), IM-Stimulation (r= -.146), Introjected
Regulation (r= -.034), External Regulation (r=-.098), and Identified Regulation (r= -.193); conversely, a
moderate-level positive correlation was determined with Amotivation (r= .367). For the AMS's
relationship with its own sub-dimensions, a high-level positive correlation was observed with IM-to Know
(r=.806), IM-Accomplishment (r=.855), IM-Stimulation (r=.790), Introjected Regulation (r=.807), External
Regulation (r=.742), and Identified Regulation (r=.763); meanwhile, a low-level negative correlation was
observed with Amotivation (r=-.236).

Discussion & Conclusion

In this section, the findings obtained from the research are evaluated alongside other studies in the
literature. The discussion section is structured to follow the sequence of the tables.

According to the findings from DAS, participants' digital addiction is at a moderate level. This result is
supported by Giivendi et al. (2019), icen and Uysal (2021), and Mocosoglu and Yorulmaz (2023), but it
differs from studies by Kazaz et al. (2022a), who concluded that middle school students have a high level
of digital addiction, and Kiglik and Cakir (2020), who found a low level. Participants' overall AMS is also
at a moderate level based on total scores. Studies conducted on the academic motivation levels of
university students Deniz-Akan et al. (2021) found moderate levels, Korkmazer (2020) found slightly above
moderate levels and Arslankog and Kogak found high levels (2023). Based on AMS scores, students scored
highly on the Intrinsic Motivation components of learning knowledge (IM-to Know) and surpassing
themselves (IM-Accomplishment), and on the Extrinsic Motivation components of avoiding punishment
(External Regulation) and gaining reward (Identified Regulation). However, the scores obtained from IM-
Stimulation, Introjected Regulation, or Amotivation sub-dimensions were found to be at a moderate level.

When examining participants' DAS scores according to gender, male students were found to have
significantly higher digital addiction than female students. These results are also supported by findings
from numerous studies in the literature (Dilci et al., 2019; Gokgearslan & Durakoglu, 2014; Giil & Ozgiir,
2023; icen & Uysal, 2021; Kiiciik & Cakir, 2020; Mocosoglu & Yorulmaz, 2023). The higher proclivity of
males towards digital addictions such as the internet, phones, and games may be attributed to less
parental control over males (Su et al., 2019). According to the academic motivation scores based on
gender, results favoured female students in the IM-to Know, IM-Accomplishment, IM-Stimulation, and
Identified Regulation sub-dimensions, whereas the Amotivation sub-dimension favoured male students.
These results are supported by numerous studies in the literature (Akgiimis et al., 2022; Ocak & Atasever,
2020). Although our findings for three intrinsic motivation sub-dimensions align with Tlrkyilmaz et al.
(2022), a significant gender difference in the Amotivation sub-dimension was not reported in either that
study or in the work of Yurt and Bozer (2015).
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When examining participants' digital addiction scores according to grade level, seventh-grade students
were found to be more addicted than sixth and fifth-grade students. Similar results can be found in the
literature (Kuglk & Cakir, 2020). Regarding academic motivation scores, the results favoured fifth and
sixth graders in the IM-Accomplishment, External Regulation, Identified Regulation, and Amotivation sub-
dimensions. Similarly, Arslan (2021a) concluded that students' academic motivation decreases as the
grade level increases. In addition to these results, there are studies in the literature where the IM-
Accomplishment sub-dimension favoured higher grades, and no significant difference was found based
on the grade variable in the External Regulation and Identified Regulation sub-dimensions (Tlrkyilmaz et
al., 2022). The difference between studies may be attributed to the variation in academic motivation
based on participants' living environment, previous academic success, school commitment, and
personality traits (Xie et al., 2022). Furthermore, students, particularly those in the early years of
adolescence (seventh and eighth grades), tend to view themselves differently, experience conflict with
family, and follow peers and social media influencers. For this reason, it is thought that these students are
more indifferent to external motivations coming from the family. Students in this age group often exhibit
rebellious behaviours against authority, expressing sentiments like "Why am | here?" or "l don't have to
do this." Additionally, the High School Entrance Exam (LGS) at the eighth-grade level is another factor that
lowers students' motivation (Akglimis et al., 2022). Chamberlin et al. (2023) explain this situation with
the negative impact of students' exam and grade anxiety on their academic motivation. There are also
studies in the literature that found no relationship between grade level and academic motivation
(Demiregen & Sener, 2021).

When examining participants' digital addiction scores according to their mother's education level, a
negative relationship is observed between mothers' education levels and digital addiction. As the
mother's education level increases, participants' digital addiction decreases. While the literature contains
studies that support this finding, some studies report the finding that digital addiction levels increase as
the mother's education level increases (Gokgearslan & Durakoglu, 2014). These studies highlight the effect
of mothers working, which leads to insufficient time spent with the child, and increased access to
technological devices due to the family's economic situation, this inference is also supported by
Tangmunkongvorakul et al. (2020). Furthermore, in the Introjected Regulation sub-dimension of academic
motivation, students whose mothers had a high school education scored higher than those whose
mothers had a primary school or university education, and students whose mothers had a middle school
education scored higher than those whose mothers had a university education. Similar and differing
results can be found in the literature. Arslan (2021a) found a positive relationship between academic
motivation and mother's education level. Ocak and Atasever (2020) and Korkmazer (2020), in different
studies with university student samples, stated that the mother's education level had no effect on
academic motivation.

When examining digital addiction scores according to the father's education level, no significant
difference was found among participants. However, in academic motivation, a difference emerged in the
External Regulation and Identified Regulation sub-dimensions in favour of groups with a higher father's
education level. This suggests that fathers with higher education levels use reward/punishment methods
to increase their children's motivation. Studies in the literature have identified a positive relationship
between the father's education level and the academic motivation of middle school students (Arslan,
2021a). Orhan and Demir (2022) found that parental persistence is important for students who lack
intrinsic motivation and have self-regulation problems, in terms of attending educational activities. For
university students, the father's education level is stated to have no effect on academic motivation
(Korkmazer, 2020; Ocak & Atasever, 2020).

A low-level negative relationship was determined between the DAS and AMS total scores (r= -.104).
Looking at the relationship between the sub-dimensions of academic motivation, a low-level negative
relationship was detected with the intrinsic and extrinsic motivation sub-dimensions, and a moderate-
level positive relationship was detected with the Amotivation sub-dimension. The findings are supported
by the literature. According to Su et al. (2019), students' academic motivation decreases as their digital
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addiction level increases. Students who have no contact with digital objects or whose contact is controlled
have high academic motivation (Akglimdus et al., 2022; Dilci et al., 2019).

In conclusion, based on gender characteristics, male students were found to have a higher level of
digital addiction than female students, while female students were found to have higher academic
motivation than male students. According to the grade level variable, the digital addiction levels of
seventh graders were found to be higher than those of fifth and sixth graders. This supports the idea that
students in adolescence may be exposed to digital technology more, and thus their digital addiction levels
may increase. When the research findings are examined according to the mother's education level, it is
concluded that as the mother's education level increases, students' digital addiction levels decrease, and
their academic motivation increases. Additionally, a positive relationship was detected between the
father's education level and academic motivation. When examining the relationship with the sub-
dimensions, a low-level negative relationship was determined between digital addiction and the intrinsic
and extrinsic motivation sub-dimensions (IM-to Know, IM-Accomplishment, IM-Stimulation, Introjected
Regulation, External Regulation, and Identified Regulation); and a moderate-level positive relationship
with Amotivation. Accordingly, as students' digital addiction increases, their academic motivation
decreases, and their amotivation increases.

Considering the results and discussion section obtained from this research, it is recommended that
the following actions be taken:

e Students identified with a moderate level of digital addiction in the research should receive a
presentation containing warnings about this issue, or the topic should be addressed during the
final ten minutes of one class hour per week in schools. Furthermore, it is recommended that
families be encouraged to remotely monitor their children.

e The frequency and behaviours related to digital device use, particularly among males and
adolescents, must be tracked more carefully.

e Students' digital addiction levels should be assessed at the beginning of each academic year. For
those identified with high levels of addiction, seminars, conferences, and informative sessions
should be organized for the students, their families, and educators to promote the appropriate
use of digital objects.

e Given that parental education level was identified as a key factor, parents should be strongly
encouraged to actively participate in lifelong learning activities.
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Tiirkge Siirimui

Giris

Amerika Psikoloji Birligi bagimliligi psikolojik veya fiziksel olarak bir maddeye baglilik olarak agiklarken,
daha sonra bu tanima yoksunluk durumunda madde bagimliigindaki gibi davranigsal bozukluklar
sergilenen cinsel, internet ve kumar bagimliliklarini da eklemistir (Amerika Psikoloji Birligi [APA], 2023).
Bir nesnenin, uyaranin veya maddenin bagimlilik olabilmesi icin maddenin asiri kullanimi, yoksunluguna
asiri tepki gosterilmesi, giderek artan doz veya kullanim siiresi, asosyallik, yalan séyleme vb. gibi olumsuz
etkiler gostermesi gerekmektedir (Block, 2008). Bu kosullarin hepsini saglayan dijital bagimlilik DSM-V tani
oOlgltleri basvuru kitabina ise internet oyun bagimliligi olarak 2013 yilinda dahil edilmistir (Besser vd.,
2019). internet 2013 yilinda hemen hemen 2,5 milyar kisiye ulasirken, 2023’iin ilk yarisinda bu rakam
neredeyse 5 milyardan fazla kisiye yiikselmistir (Statista, 2023). internet bagimliigini da iceren dijital
bagimlilik kavrami; televizyon, mobil telefon, dijital, sanal, konsol, gevrimigi-cevrimdisi oyunlar veya sosyal
medya bagimhlik turlerini de kapsamaktadir. Dolayisiyla, dijital bagimhlik kapsayici bir terim olarak
kullanilan ¢evrimigi veya ¢cevrimdisi dijital nesnelerle temas edilen birgok tiirt icerisinde barindirmaktadir
ve daha fazla kisiyi etkilemektedir (Meng vd., 2022).

Bilisim, bilgi veya dijital olarak adlandirilan bu ¢ag adini bilgisayar ve internetin yayginlasmasindan
almistir (Dilci & Aglar, 2023). Cagin isminden bagimsiz olarak dijital nesneler ve oyunlar bilissel gelisime
katki saglamaktadir, ancak asiri kullanimi da zararhdir (Kirdly vd., 2023). Bu durum 6zellikle, yeniliklere
uyum saglama agisindan daha becerikli fakat kendilerini kontrol edemeyecek kadar hevesli yeni nesiller
Uzerinde blylk etkiler yaratmaktadir. Bardakci (2021) “tween” olarak betimledigi 8-13 yaslarindaki
cocuklarin, kendini yetiskin gibi gésteren Instagram ve YouTube hesaplari agarak yayin yaptiklarini veya
goriintii yiklediklerini belirtmektedir. Ozellikle YouTube’un igerik tretenlerle veya Instagram’da firmalarin
is birligi icin paylastigi parayl kazanan bazi aileler de c¢ocuklarinin gelecekte bu durumdan nasil
etkilenecegini diisinmeden igerik tiretmekte ve bu durumdan faydalanmaktadirlar (Dilci & Aglar, 2023).
Gelisim ¢aginda bulunan ortaokul 6grencileri ise hassas bir donemden gegerken ayni zamanda etraflarini
sarmis olan bu dijital ortami kullanmaya sosyal medya hesaplari agarak baslamaktadir. Giin gegtikce
evlerde internetin yayginlasmasi ve telefon sahibi olan 6grencilerin sayisinin artmasiyla dogru orantili
sekilde Ogrenciler arasinda sosyal medya kullanimlari artmaktadir (Yaman vd., 2020). Arastirmalar
gostermektedir ki 6grenciler cogunlukla sohbet icin kullanmaktadir (Yenay & Deniz, 2019).

Dinyada ve Tirkiye'de ilk ve ortaokul yaslarina denk gelen cocuklarin dijital bagimlilik yasamasi
konusu dnemli bir saghk ve egitim sorunudur (Gil & Ozgiir, 2023). Ortaokullardaki her {i¢ 6grenciden
birinin dijital bagimli, geriye kalanlarin ise bagimlilik sinirinda oldugu bulgulari da sorunun blyGklGglin
sergilemektedir (Kazaz vd., 2022a). Dijital bagiml olan gocuklar; gerginlik, stres, konsantrasyon bozuklugu,
odaklanamama, goz kizarikligi, yalniz hissetme, uykusuzluk, asosyallik, depresyon, fiziksel aktivite azligi,
veme bozuklugu, obezite, asi, koordinasyon bozuklugu, soyutlanma, duygu durum bozuklugu, ders
calisma, akademik erteleme, devamsizlik veya akademik motivasyonla ilgili sorunlar yasamaktadir (Dilci,
2023; Kareem vd., 2021; Kazaz vd., 2022b; Mocosoglu & Yorulmaz, 2023).

Egitimcileri, aileleri ve 6grencileri yakindan ilgilendiren akademik basarinin sartlarindan birisi olan
motivasyon da bu durumdan olumsuz sekilde etkilenmektedir (Tomaszek & Muchacka-Cymerman, 2021).
Ozellikle tehlikelere karsi daha savunmasiz yas grubu olan ilk ve ortaokul ¢agindaki ¢ocuklarin, istendik
sekilde bir eylemi veya amaglari gerceklestirebilmeleri ve yasamlarini kontrol altina alabilmeleri igin
motive olmaya, dolayisiyla motivasyona ihtiyaglari vardir (Arslankog¢ & Kogak, 2023). Motivasyon, sadece
bireylerin hedeflerini gerceklestirmekle kalmayarak bireyde olusturdugu olumlu duygularla eylemlerine
devamlilik saglarlar. Egitimdeki istendik davranislarin sergilenmesini saglayan motivasyonla ilgili terim ise
akademik motivasyon olarak tanimlanmaktadir. Ogrencilerin 8grenmeye karsi ilgisinin, hedeflerinin ve
basarma arzusunun olmasi akademik basarilarinda 6nemlidir (Demiregen & Sener, 2021). Her 6grenci igin
gecerli, sabit bir motivasyon kaynagindan veya bileseninden bahsetmek miimkin degildir (Orhan & Demir,
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2022). Yaptiklan galismada Vallerand ve arkadaslari (1992) motivasyonu igsel, dissal motivasyon ve
motivasyonsuzluk olmak tzere ¢ bilesene sahip olarak ele almistir. Bu goris ve literatirdeki ¢calismalar
hesaba katildiginda motivasyon ve alt basliklarini Sekil 1'deki gibi gorsellestirebiliriz.

Sekil 1
Motivasyonun Bilesenleri

Motivasyon Bilesenleri

igsel Digsal Motivasyonsuzluk
I I
Bilmeye yonelik igsel ige yansiyan digsal motivasyon
motivasyon (BYiM) (iyDm)
| 1
Basariya yonelik icsel D|§sal motivasyon dig
motivasyon (BSYiM) diizenleme (DMDD)
| [ .
o Belirlenmis digsal motivasyon
Uyarim yasamaya yonelik igsel (BDM)
motivasyon (UYYiM) L

Sekil 1’de gorildlgi Gizere motivasyonun (¢ bileseninden ilki igsel motivasyondur. igsel motivasyon,
bireyin yaptigi isten keyif almasi veya diger etkenlerden bagimsiz olarak severek bir eylemi yapmasidir
(Locke, 2023). Bu baglamda, bireyi harekete geciren gii¢ bireyin kendisine ait oldugu icin daha etkilidir.
icsel motivasyonun 6diili eylemin kendisidir ve bireyin icinden gelen hareket etme enerjisinden séz
edilebilir (Ferlazzo, 2023). i¢csel motivasyon; bilmeye yénelik, basariya yénelik ve uyarim yasamaya yénelik
icsel motivasyon olmak tizere ii¢ alt boyutta aciklanmaktadir (Vallerand vd., 1992). Bilmeye Yénelik igsel
Motivasyon (BYiM) bir konu hakkinda bilgi sahibi olmayi ve 6grenmeye yénelik durumlari ifade etmektedir
(Téth-Kirdly vd., 2017). Basariya Yonelik igsel Motivasyon (BSYiM) bireyin belirledigi hedeflerin iistesinden
gelmesine veya kendini agsmasina yonelik dersi gegme, yliksek not alma vb. durumlari ifade etmektedir
(Dou & Shek, 2021). Uglincii tiir igsel motivasyon olan Uyarim Yasamaya Yénelik igsel Motivasyon (UYYIM)
ise bireyin bir eylemi gerceklestirdiginde elde edecegi 6diil, seving veya neseye odaklandig yer olarak
ifade edilmektedir (Toth-Kiraly vd., 2017).

Sekil 1’deki bir diger bilesen olan digsal motivasyonda ise kaynak her zaman disaridadir (Toth-Kirdly
vd., 2017). Dissal motivasyon amaca giden yolda arag oOzelligi ile bireyin 6dil alma, aile baskisi veya
olumsuz durumlardan kaginma istegi sonucu harekete gegmektedir (Atasever vd., 2023). Bir 6grencinin
odevini bir yaptirnmdan kaginmak veya kendi kariyeri icin 6nemli oldugunu distinerek yapmasinin
arkasinda dissal motivasyon yatmaktadir. Dissal motivasyon Vallerand ve digerlerine (1992) goére ice
yansiyan, dis diizenleme ve belirlenmis dissal motivasyon olmak {izere {i¢ alt boyuta ayrilmaktadir. ice
Yansiyan Dissal Motivasyon (IYDM) bireyin belirli derecede etkinligi icsel baskilardan dolayi
gerceklestirdigi durumlar ifade etmektir. Ornegin kaygi duyan &grencinin sinavina calismasi durumu
(Toth-Kiraly vd., 2017). Digssal Motivasyon Dis Diizenleme (DMDD) bireyin cezadan kaginmak veya 6dil
almak icin gercgeklestirdigi eylemleri agiklarken, Belirlenmis Digsal Motivasyon (BDM) ise bireyin etkinlik
sonunda elde edeceklerine odaklanarak gergeklestirdigi durumlari agiklamaktadir.

Sekil 1’e gore ucglinci motivasyon bileseni olan motivasyonsuzluk (M), bireylerin davranislarini
tamamiyla anlayabilmek ve aciklayabilmek icin gerekmektedir (Vallerand vd., 1992). Ornegin, okula ne igin
gittigini bilmeyen 6grencilerin durumu motivasyonsuzluga bir 6rnektir. Bireyin davranisinda i¢sel veya
dissal motivasyon bulunmamaktadir. Buna benzer amagsizlik ve bilingsizlik icerisinde hareket edilen
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durumlari ifade etmek igin kullanilmaktadir. Bazen de birey sireg icindeki deneyimler neticesinde
motivasyonunu kaybetmektedir.

Akademik motivasyon akademik basari tizerinde etkili bir glic olarak gériilmektedir ve 6grencilerin yeni
0grenme becerileri, stratejileri ve davraniglari sergilemesi acisindan oldukg¢a 6nemli kabul edilmektedir
(Turkyilmaz vd., 2022). Problemli dijital nesne veya igerik kullanimi ise akademik tiikenmislik tizerinde bir
gic olarak goriilmektedir (Tomaszek & Muchacka-Cymerman, 2021). Glinlim{iz 6grencilerinin secenekleri
arasinda; Instagram, YouTube, TikTok, Snapchat, Facebook, Whatsapp, bilgisayar oyunlari, konsol
oyunlari, cep telefon uygulamalari, mobil oyunlar vb. sik sik yenilenen dijital nesneler ve internet igerikleri
vardir. Gelecekte ise daha fazla dijital nesne ve igerik seceneginin ortaya ¢ikacagl tahmin edilmektedir.
Ogrenciler icin celdiricilerin bu bas déndiiriicii coklugu ve yenilikleri, batili tlkeler harig diger ilkelerin
akademik motivasyonla ilgili ¢alismalarinin yetersiz kalmasi ve ergenlik konulu ¢alismalarin kisir bir
doénglye girmesi ve perspektif olarak degisiklige ihtiya¢ duyulmasi sonucu, arastirmacilar olarak bu alanda
farkh calismalarin yapilmasi gerekliligini hissettik (Arslan, 2021b; Felez-Nobrega vd., 2020). Turkiye'de
akademik motivasyon Uzerine calismalar daha cok Universite 6grencileriyle yapilmaktadir, ilkokul ve
ortaokul dizeylerinde ise daha fazla c¢alismanin yapilmasina ihtiya¢ duyulmaktadir (Yurt, 2022).
Literatlrde eksikligi belirtilen ortaokul 6grencilerinin dijital bagimhhklar ile akademik motivasyonlari
arasindaki iliskiyi anlamak bu arastirmanin temel amacini olusturmaktadir. Bu genel amag dogrultusunda,
¢alismanin ana sorulari:

Ortaokul 6grencilerinin,

a) Dijital bagimhhk diizeyi ve akademik motivasyon diizeyi arastirmada belirlenen degiskenler
acisindan farkhlagsmakta midir?

b) Dijital bagimhlik diizeyi ve akademik motivasyon diizeyi arasinda toplam puan ve alt puanlara gore
anlamli bir iliski var midir?

Yontem

Arastirma sirecinde yonteme iliskin olarak segilen model, érneklem grubu, 6rnekleme yontemi,
bulgularin elde edilmesi icin kullanilan dlgme araglari ve uygulanan istatistiksel analizler bu bélimde
sunulmaktadir. Arastirmada kullanilacak olan 6élgme araglari igin 24/10/2023 tarihinde E-50704946-100-
350617 sayili Etik Kurul Karari ile Sivas Cumhuriyet Universitesi Arastirma Onerisi Etik Degerlendirme
Kurulundan onay alinmistir.

Arastirma Modeli

Arastirmanin verilerini elde etmek icin genel tarama modeli icinde yer alan betimsel arastirma teknigi
kullanilmigtir. Bu teknikle bir grubun belirli bir zamandaki durumunun betimlenmesi amaglanmaktadir
(Creswell 2013).

Evren/Orneklem

Arastirmanin evrenini i¢ Anadolu Bolgesi’nde yer alan bir il merkezinde yedi farkli ortaokula devam eden,
bes, alti, yedi ve sekizinci sinif 6grencisi olan 9-13 yas arali§indaki 6grenciler olusturmaktadir.
Arastirmanin o6rneklem grubu uygun 6rnekleme yontemi ile belirlenmistir. Uygun 6rnekleme yontemi
secilerek yeterli sayida gonilli katilimciya ulasilarak zaman, para ve isglicii kaybinin online gegilmesi
amaglanmistir (Bayikoztirk vd., 2013; Yildirnnm & Simsek, 2021).

Bu arastirmaya 930 (506 kiz-424 erkek) &grenci dahil olmustur. Orneklem grubuna DBO ve AMO
goénilliliik esasina riayet edilerek uygulanmistir. Orneklem grubunun demografik bilgilerine Tablo 1’de
yer verilmigtir.
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Tablo 1
Ornekleme Ait Demografik Bilgiler
Degiskenler Grup f %
Cinsi Kiz 506 54.4
insiyet Erkek 424 45.6
Bes 174 18.7
Sinif Alti 290 31.2
Yedi 296 31.8
Sekiz 170 18.3
ilkokul 270 29.0
. Ortaokul 328 35.3
Anne Egitim Durumu Lise 236 254
Universite 96 10.3
ilkokul 130 14.0
. Ortaokul 240 25.8
Baba Egitim Durumu Lise 388 417
Universite 172 18.5

Tablo 1'deki bulgularda kiz 6grencilerin %54.4, erkek 6grencilerin %45.6’lik oranlarda oldugu, alti ve
yedinci sinifa devam eden 6grenci sayilarinin bes ve sekizden daha yiksek oldugu belirlenmistir.
Katihmcilarin anne egitim dizeyi ortaokul igin %35.3 baba egitim dizeyi lise i¢in %41.7 oldugu
belirlenmistir.

Kullanilan Veri Toplama Araglari

Bu c¢alismada veriler Dijital Bagimlilik Olcegi (DBO) ile Akademik Motivasyon Olcegi (AMO) kullanilarak
toplanmistir. DBO ve AMO’niin genel bilgileri ve bu ¢alisma 6zelinde elde edilen bulgular bu b&limde
sunulmaktadir.

Dijital Bagimlilik Olgegi (DBO): Sahin ve digerleri(2019) tarafindan gelistirilmis olup tek boyuttan ve alti
maddeden olusmaktadir (Ek 1). Olcek gelistirme orijinal formunda &lgegin giivenirligi .78 bu arastirmada
ise .82 olarak hesaplanmistir. “Benim igin hi¢ uygun degil” ve “Benim igin tamamiyla uygun” olarak besli
likert tipinde derecelendirilmistir. Olgekten en az 6 en ¢ok ise 30 puan alinabilir. Ogrencilerin puanlarinin
6 veya 6’ya yakin olmasi dijital bagimhliklarinin diistik, 30’a yaklastiginda ise dijital bagimhliklarinin yiksek
oldugu yoéniinde yorumlanmaktadir. Arastirma kapsaminda DBO’den elde edilen puanlar tablo 2’de
gosterilmektedir.

Akademik Motivasyon Ol¢egi (AMO): AMO, Vallerand ve arkadaslari (1992) tarafindan gelistirilmis ve
Tirkce uyarlamasi Yurt ve Bozer (2015) tarafindan yapilmistir. AMO yedi alt boyuta sahiptir ve toplamda
28 maddeden olusmaktadir (Ek 2). Olcek alt boyutlari Bilmeye Yénelik i¢sel Motivasyon (BYiM) dort
madde, Basariya Yonelik igsel Motivasyon (BSYIM) dért madde, Uyarim Yasamaya Yénelik igsel
Motivasyon (UYYiM) dért madde, ice Yansiyan Dissal Motivasyon (iYDM) dért madde, Dissal Motivasyon
Dis Duzenleme (DMDD) dort madde, Belirlenmis Dissal Motivasyon (BDM) doért madde ve
Motivasyonsuzluk (M) dért madde olarak belirlenmistir. Olgek gelistirme calismasinda 6lcegin alt
boyutlarinda giivenirlik degerleri .61 ila .80 arasinda bu ¢alismada ise .60 ve .81 arasinda deger almistir.
“Hi¢ uyusmuyor =1 ... Tamamen uyusuyor=7" olarak diizenlenen &l¢ek yedili likert tipindedir. AMO’niin alt
boyutlarindan en az 4 en ¢ok 28 puan alinirken, dlgegin genelinden en az 28 en ¢ok ise 196 puan alinabilir.
Ogrencilerin puanlarinin dlgek genelinde 196’ya yaklastikga akademik motivasyonlarinin yiiksek oldugunu
tersi durumda ise akademik motivasyonlarinin diisiik oldugu yoniinde yorumlanmaktadir. Arastirma
kapsaminda AMO’den elde edilen puanlar Tablo 2’de gésterilmektedir.
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Tablo 2

DBO ve AMO'ye lliskin Betimsel istatistikler
DBOveAMO N Min. Max. < M.Ort.  sd Skew.  Kurtosis a
DBO 930 6 30 14.30 47.66 5.76 .603 -.120 .824
BYiM 930 4 28 21.51 76.86 5.75 -.891 .261 .780
BSYiM 930 4 28 20.81 74.35 5.96 -.766 -.080 .758
uyyim 930 4 28 16.95 60.55 5.95 -.230 -.686 714
iyDm 930 4 28 18.73 66.92 6.41 -.410 -.716 .756
DMDD 930 4 28 20.61 73.64 5.35 -.674 133 .614
BDM 930 4 28 23.12 82.61 5.43 -1.358 1.507 .808
M 930 4 28 8.86 31.67 5.92 1.310 1.082 .795
AMO Top. 930 41 174 130.60 66.65 26.33 -.699 .128 .880

Tablo 2 incelendiginde giivenirlik degerlerinin DBO icin .824, AMO toplam puani icin .880 oldugu ve bu
degerlerin yliksek olarak kabul edildigi belirlenmistir.

Veri Toplama Sireci

Arastirmada ulasilmasi planlanan veriler 2023-2024 egitim-6gretim giiz yari yilinda Sivas il merkezinde
degisik 6gretim bolgeleri baz alinarak tercih edilen yedi farkli ortaokulda DBO ve AMO’niin 950 6grenciye
dgretmenleri tarafindan derste uygulanmasiyla elde edilmisti. DBO ve AMO’niin doldurulmasi igin
derslerde 15 dakika stire ayrilmistir.

Veri Analizi

Arastirmada uygulanan DBO ve AMO arastirmacilar tarafindan kontrol edilmis 20 dlgek uygun sekilde
doldurulmadigi icin analizlere dahil edilmemistir. Kalan 930 6lgek IBM SPSS Statistics 23 programina
aktarilmistir. Normallik degerlerine Kolmogorov-Smirnov (K-S) analizi ile bakilmis (30 < 930) ve normalligin
karsilanmadigl saptanmistir (p<.05). Bu dogrultuda carpiklik ve basiklik degerleri Tablo 2’de kontrol
edilmistir. ilgili degerlerin parametrik analizlerin uygulanabilecegi aralikta (£1.96) oldugu gériilmustir
(DBO igin: *Carpiklik= .603; Basiklik= -.120, AMO igin: *Carpiklik= -.230/-1.358; Basiklik -.080/1.507).
Parametrik testler uygulanarak analizler yapilmistir. Analizlerde degiskenler ikili ise iligkisiz t testi Ug ve
daha lzerinde ise tek yonli ANOVA testi kullaniimigtir. ANOVA testinin sonucunda aralarinda anlamh bir
iliskinin oldugu saptanan (p<.05) gruplarda farkhhgin hangi gruplarda gortlduguntin tespiti igin Tukey testi
uygulanmistir. DBO ve AMO’niin toplam puanlari ve AMO’niin alt boyutlari arasindaki iliskinin diizeyi ve
yonlinin tespitinde Pearson Korelasyon testi uygulanmistir.

Bulgular

Arastirmanin 6énceden belirlenen amaglari g6z 6niine alinarak uygulanan analizler neticesinde ulasilan
bulgular bu béliimde sunulmaktadir.

DBO ve AMO’ye iliskin betimsel istatistiklerin yer verildigi Tablo 2’ye bakildiginda, katilimcilarin toplam
puanlar itibariyle dijital bagimhliklarinin ve akademik motivasyonlarinin orta diizeyde oldugu
belirlenmistir. Katimcilarin AMO alt boyutlarindan aldiklari puanlarin BYiM (76.86), BSYiM (74.35), DMDD
(73.64), BDM (82.61) alt boyutlarinda yiiksek diizeyde, UYYiM (60.55), iYDM (66.92), M (31.67) alt
boyutlarindan aldiklari puanlarin ise orta diizeyde oldugu gorilmektedir. Ortaokul 6grencilerinin cinsiyet
degiskenine gére DBO ve AMO’den aldiklari puan ortalamalarina iliskin analiz bulgularina ise Tablo 3’te
yer verilmistir.
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Tablo 3
Cinsiyet Degiskeni t Testi Bulgulari
DBO ve AMO Cinsiyet N X sd t Df p
.. Kiz 506 12.80 5.21 *
bBO Erkek 424 16.08 5.89 -9.015 928 001
. Kiz 506 22.41 5.21 *
BYIM Erkek 424 20.44 6.18 >.269 928 001
. Kiz 506 21.63 5.46 "
B3YIM Erkek 424 19.83 6.37 4.623 928 001
. Kiz 506 17.73 5.83 .
uvyim Erkek 424 16.01 5.96 4.420 928 001
. Kiz 506 19.09 6.19
IYbM Erkek 424 18.30 6.65 1.880 928 060
Kiz 506 20.53 5.02
DMDD Erkek 424 20.71 5.72 518 928 604
Kiz 506 24.14 4.88 %
BDM Erkek 424 21.91 5.80 6.387 928 001
Kiz 506 7.49 5.12 "
M Erkek 424 10.50 6.37 -7.999 928 001
*p< .05

Tablo 3 incelendiginde; katilimcilarin cinsiyet degiskenine gére DBO’den aldiklari puanlarda erkek
ogrencilerin anlaml sekilde dijital bagimliliklarinin kiz 6grencilerden daha yiiksek oldugu gorilmektedir
(p<.05). AMO’niin alt boyutlarindan alinan puanlara bakildiginda ise; M haricinde BYiM, BSYiM, UYYiM,
BDM alt boyutlarinda kiz 6grencilere ait puanlarin daha ytiksek oldugu saptanmistir (p< .05).
Katiimcilarin DBO ve AMO’den aldiklari puan ortalamalarinin sinif diizeylerine gére analiz edilmesi
neticesinde elde edilen bulgulara Tablo 4’te yer verilmistir.

Tablo 4
Sinif Diizeyi Degiskeni ANOVA Testi Bulgulari
Sinif _ Varyans Anlamli
" " N f F
DBO ve AMO Diizeyi X Sd kaynagi d P Farklihk
Bes! 174 1299 4.95
Gruplararasi 3
. Alti? 290 13.94 5.80 31
DBO 8.093  .001* !
Yedi? 296 15.53  5.75 Gruplarici 926 3>2
Sekiz* 170 14.12  6.14 Toplam 929
Bes! 174 21.57 6.46 Gruol 3
ruplar arasi
. Alt? 290 2212 5.49 1>4,
BYIM 5.693 .001* 2>4,
Yedi® 296 21.80 5.24 Gruplarigi 926 354
Sekiz* 170 19.93 6.04 Toplam 929
Bes! 174 2041  6.50
Gruplararasi 3
. Alti? 290 2145  5.69
BSYIM ) o 3.720 .011* 2>4
Yedi® 296 21.08 5.77 Gruplarigi 926
Sekiz* 170 19.66 6.00 Toplam 929
Bes! 174 16.79 6.59
. Gruplararasi 3
uYYyim Alti? 290 16.97 6.23 316 .814 -

Yedi® 296 18.18  5.55 Gruplarigi 926
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Sekiz* 170 16.67 5.44 Toplam 929
Be§1 174 18.59 6.37
. Alti? 290 19.00 6.36
IYDM .766 513 -
Yedi® 296 18.90 6.51 Gruplarigi 926
Sekiz* 170 18.13 6.38 Toplam 929
Be§1 174 20.85 5.81

Alt? 290 21.29 537

Gruplararasi 3

Gruplararasi 3

DMDD _ . 3.092  .026% 2>3
Yedi® 296 20.09 491 Gruplarigi 926
Sekiz* 170 20.12 5.46 Toplam 929
Bes! 174 22.69 6.28
Gruplararasi 3
Alt2 290 2351  5.00 254
BDM 4,948 .002* !
Yedi® 296 23.70  5.17 Gruplarigi 926 3>4
Sekiz* 170 21.89 5.48 Toplam 929
Bes! 174 8.48 5.29
Gruplar arasi 3 3>1,
Alt? 290 822 566 352
M 2.846 .037* !
Yedi® 296 9.28 6.32 Gruplarigi 926 4>1,
Sekiz 170  9.64  6.13 Toplam 929 4>2

*p< .05

Tablo 4 incelendiginde; katilimcilarin DBO’den aldiklari puanlarda sinif diizeyine gére anlamli farklilik
oldugu belirlenmistir (p< .05). Yedinci sinifa devam eden 6grencilerin dijital bagimhliklarinin bes ve altinci
siniftaki dgrencilere kiyasla daha yiiksek diizeyde oldugu goriilmektedir. AMO’niin alt boyutlarindan
dérdiinde anlamli farklilik oldugu saptanmustir (p< .05). BSYiM, DMDD, BDM alt boyutlarinda farklilik olan
gruplarda alt siniflardaki 6grencilerin, M alt boyutunda ise Ust siniflarin daha yiiksek puan aldiklari tespit
edilmistir.

Katilimcilarin anne egitim diizeyi degiskenine gére DAS ve AMO’den aldiklari puanlara ydnelik yapilan
analizlere iliskin elde edilen bulgular Tablo 5’te sunulmaktadir.

Tablo 5
Anne Egitim Diizeyi Degiskeni ANOVA Testi Bulgulari
DBO ve Anne Egitim _ Varyans Anlamli
AMO Diizeyi N X sd kaynagi df F P Farkhiik
ilkokul* 270 15.02  5.92
Gruplar arasi 3
. Ortaokul? 328 14.33 5.53
DBO 2.916 .033* 1>4
Lise3 236 13.84 5.67 Gruplar ici 926
Universite* 96 13.29 6.16 Toplam 929
ilkokul* 270 21.04 595
Gruplar arasi 3
] Ortaokul? 328 21.59 5.89
BYIM 1.995 113 -
Lise® 236 22.18 5.32 Gruplar igi 926
Universite* 96 20.94 5.64 Toplam 929
ilkokul? 270 20.25 6.02
. Gruplar arasi 3
BSYIM Ortaokul? 328 21.18 5.99 1.425 234 -
Lise® 236 21.05 5.94 Gruplar igi 926
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Universite* 96  20.52  5.68 Toplam 929
ilkokul* 270 16.61 6.21
Gruplar arasi 3
) Ortaokul? 328 16.99 5.65
uyyim .509 .676 -
Lise3 236 17.26 6.06 Gruplar igi 926
Universite* 96 16.96 5.93 Toplam 929
ilkokul* 270 18.09 6.74
Gruplar arasi 3 351
. Ortaokul? 328 1897 6.23 ’
IYDM 6.316 .001* 3>4,
Lise® 236 19.88 6.17 Gruplar ici 926 254
Universite* 96 1690 6.14 Toplam 929
ilkokul* 270 2036  5.60
Gruplar arasi 3
Ortaokul? 328 20.26 5.03
DMDD 1.893 129 -
Lise® 236 21.20 5.24 Gruplar ici 926
Universite* 96 21.08 5.85 Toplam 929
ilkokul* 270 22.87 5.43
Gruplar arasi 3
Ortaokul? 328 2296 553
BDM 797 495 -
Lise® 236 23.46 5.24 Gruplar ici 926
Universite* 96 23.63 5.57 Toplam 929
ilkokul* 270 9.10 6.00
Gruplar arasi 3
Ortaokul? 328 8.52 5.50
M .969 407 -
Lise® 236 8.80 6.33 Gruplar igi 926
Universite* 96  9.56 5.98 Toplam 929
*p< .05

Tablo 5’teki bulgular analiz edildiginde anne egitim diizeyinin DBO puanlari {izerinde anlamli farklilik
olusturdugu gorilmektedir (p< .05). Annesi ilkokul mezunu olan 6grencilerin annesi lniversite mezunu
olanlara kiyasla dijital bagimhliklarinin daha yiksek oldugu saptanmistir. Anne egitim diizeyi yiikseldikce
katilimcilarin dijital bagimliliklari azalmaktadir. Ogrencilerin AMO’niin IYDM alt boyutunda anlamli farklilik
oldugu gorilmistir (p< .05). Anlamh farkliik olan gruplara bakildiginda annesi lise mezunu olan
ogrencilerin ilkokul ve Universite mezunu olan 6grencilere, annesi ortaokul mezunu olan 6grencilerin
annesi iniversite mezunu olan 6grencilere gére daha yiksek puan aldiklari saptanmistir.

Katilimcilarin baba egitim diizeyi degiskenine gére DAS ve AMO’den aldiklari puanlara ydnelik yapilan

analizlere iliskin elde edilen bulgular Tablo 6’da sunulmaktadir.
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Tablo 6
Baba Egitim Durumu Degiskeni ANOVA Testi Bulgulari
DBOve Baba Egitim N % sd Varyans Anlamh
AMO Diizeyi kaynagi P Farklilik

ilkokul* 130 1498 6.28

Gruplar arasi 3
. Ortaokul? 240 14.78 5.49
DBO 2.117 .096 -
Lise3 388 13.81 530 Gruplarigi 926
Universite* 172 1420 6.63 Toplam 929
ilkokul* 130 2145 6.47
Gruplar arasi 3
. Ortaokul> 240 21.26 6.04
BYIM 1.432 .232 -
Lise3 388 21.34 5.76  Gruplarici 926
Universite* 172 22.33  4.63 Toplam 929
ilkokul* 130 20.66 6.35
Gruplar arasi 3
. Ortaokul> 240 20.47 6.25
BSYIM 2.139 .094 -
Lise? 388 20.62 6.04 Gruplar ici 926
Universite* 172 21.84 4.88 Toplam 929
ilkokul* 130 16.88 5.85
Gruplar arasi 3
) Ortaokul? 240 16.62 5.90
uyYyim 2.214 .085 -
Lise? 388 16.72 6.15 Gruplar igi 926
Universite* 172  17.99 5.54 Toplam 929
ilkokul 130 1849 6.78
Gruplar arasi 3
. Ortaokul? 240 1854 6.64
IYDM ) o 1.088 .353 -
Lise3 388 19.16 6.20  Gruplarigi 926
Universite* 172 18.21 6.26 Toplam 929
ilkokul* 130 19.50 5.31
Gruplar arasi 3 3>1,
Ortaokul> 240 19.81 6.07 352
DMDD 5.649 .001* ’
Lise3 388 21.16 4.91  Gruplarici 926 4>1,
Universite* 172 21.26 503  Toplam 929 4>2
ilkokul* 130 23.09 5.79
Gruplar arasi 3
Ortaokul? 240 22.36 5.83
BDM . o 3.818  .010* 4>2
Lise? 388 23.13 534  Gruplarici 926
Universite* 172 24.19 4.59 Toplam 929
ilkokul* 130 855 592
Gruplar arasi 3
Ortaokul? 240 9.12 5.74
M 1.112 .343 -
Lise? 388 8.09 6.06 Gruplar igci 926
Universite* 172 8.86 5.81 Toplam 929

*p< .05

Tablo 6’daki veriler baba egitim durumuna gore incelendiginde; ortaokul &grencilerinin DBO’den
aldiklar puanlarda anlamh farklilik olmadigi (p> .05), AMO’niin DMDD ve BDM alt boyutlarinda anlamli
farkhhk oldugu tespit edilmistir (p< .05). Anlamli farkhlik olan gruplarda baba egitim seviyesi daha yiiksek
olan gruplar lehine bir farkin ortaya c¢iktigi gériilmastar.
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Arastirmada kullanilan DBO ve AMO’niin alt boyutlari ve birbirleriyle olan korelasyonlarina iliskin
yapilan analiz bulgularina Tablo 7’de yer verilmistir.

Tablo 7
DBO ve AMG’ye lliskin Pearson Korelasyon Bulgulari
1 2 3 4 5 6 7 8 9
DBO Top.! 1.00 -.183** -189** - 146%* -034** -098** -193** 367** - 104**
BYim? 1.00 716** .657** .558**  506**  .659**  -.435** 806**
BSYim3 1.00 .656** .661**  587**  682**  -431**  855**
uyyim* 1.00 .568**  420**  509**  -251** 790**
iyom® 1.00 .540**  482**  -201** .807**
DMDD® 1.00 .667** -305**  742%*
BDM’ 1.00 -485**%  763**
mé 1.00 -.236"

Tablo 7'de arastirmada kullanilan DBO ve AM(O’den elde edilen verilerin iligkisel bulgularini elde etmek
icin yapilan Pearson Korelasyon testinden elde edilen bulgulara bakildiginda DBO ve AMO toplam puanlari
arasinda negatif yénde diisiik diizeyde bir iliskinin oldugu belirlenmistir (r= -.104). DBO ile AMO’niin alt
boyutlarinin iliskisine bakildiginda BYiM (r= -.183), BSYiM (r= -.189), UYYiM (r= -.146), IYDM (r= -.034),
DMDD (r= -.098) ve BDM (r= -.193) ile negatif yonde disik dizeyde; M (r= .367) ile pozitif yonde orta
diizeyde bir iliski belirlenmistir. AMO’niin kendi alt boyutlariyla olan iliskisinde ise BYIM (r= .806), BSYiM
(r=.855), UYYiM (r= .790), IYDM (r= .807), DMDD (r= .742) ve BDM (r= .763) ile pozitif yonde yiiksek
dizeyde; M (r=-.236) ile negatif yonde diisik dlzeyde bir iliskinin oldugu gériilmektedir.

Tartisma ve Sonug

Bu bolumde yapilan arastirma neticesinde elde edilen bulgular alan yazindaki diger calismalarla birlikte
degerlendirilmistir. Tartisma bolimi tablo sirasina uygun olarak yazilmistir.

Dijital bagimlilik 6lgeginden elde edilen bulgulara goére katiimcilarin dijital bagimliliklari orta
diizeydedir. Bu sonug; Giivendi ve digerleri (2019), icen ve Uysal (2021), Mocosoglu ve Yorulmaz (2023)
tarafindan desteklenmekle birlikte, ortaokul 6grencilerinin dijital bagimlilik diizeyinin yiksek oldugu
sonucuna ulasan Kazaz ve digerleri (2022a) ve diislik oldugu sonucuna ulasan Kiiglik ve Cakir'in (2020)
¢alismalarindan farklidir. Katilimcilarin toplam puanlar itibariyle akademik motivasyonlari da orta
diizeydedir. Universite &grencilerinin akademik motivasyon diizeyleri iizerine yaptiklari ¢alismalarda
Deniz-Akan ve digerleri (2021) orta diizeyde, Korkmazer (2020) ortanin biraz Gzerinde, Arslankog ve Kocak
(2023) ise yliksek dizeyde tespit etmislerdir. Akademik motivasyon puanlarina goére 6grencilerin igsel
motivasyon bilesenlerinden bilgiyi 6grenmek (BYIM) ve kendilerini asmak (BSYiM), dissal motivasyon
bilesenlerinden ise cezadan kagmak (DMDD) ve 6dil alma (BDM) alt boyutlarindan yiksek puanlara sahip
olduklari gériilmektedir. Ancak, UYYIM veya IYDM icin ya da M alt boyutlarindan aldiklari puanlarin orta
diizeyde oldugu goriilmektedir.

Katilimcilarin cinsiyetlerine gore dijital bagimlihk puanlarina bakildiginda, erkek 6grencilerin kiz
o6grencilerden daha yiliksek dijital bagimhliga sahip olduklari goriilmektedir. Bu sonuglar literatiirde
yapilmis olan ¢alismalarin bulgulari ile de desteklenmektedir (Dilci vd., 2019; Gokgearslan & Durakoglu,
2014; Gul & Ozgiir, 2023; icen & Uysal, 2021; Kiicik & Cakir, 2020; Mocosoglu & Yorulmaz, 2023).
Erkeklerin internet, telefon, oyun vb. dijital bagimhhklara yatkinliginin sebebi olarak aile kontrollinin
erkekler Uzerinde daha az olmasi gosterilebilir (Su vd., 2019). Katihmcilarin cinsiyet degiskenine gore
akademik motivasyon puanlarina bakildiginda M alt boyutu harig, BYiM, BSYiM, UYYiM, BDM alt
boyutlarinda kiz 6grenciler lehine oldugu saptanmistir. Bu sonuglar literatiirdeki bir¢cok ¢alisma tarafindan
desteklenmektedir (Akgiimis vd., 2022; Ocak & Atasever, 2020). BYiM, BSYiM ve UYYiM alt boyutlarina
yonelik bulgularimiz Tiirkyillmaz ve digerleri (2022) ile tutarhlk gosterse de M alt boyutunda saptadigimiz
anlamh cinsiyet farkliigina Turkyilmaz ve arkadaslarinin ve Yurt ve Bozer'in (2015) calismalarinda
rastlanmamistir.
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Katihmcilarin sinif dizeylerine gore dijital bagimhlik puanlarina bakildiginda, yedinci sinif 6grencilerinin
altinci ve besinci siniflara gére daha bagimh olduklari gorilmektedir. Literatiirde de benzer sonuglara
rastlamak miimkiindiir (Kiigiik & Cakir, 2020). Akademik motivasyon puanlarina gére BSYIM, cezadan
kagma DMDD, BDM ve M alt boyutlarinda begsinci ve altinci siniflar lehine sonuglar elde edilmistir. Benzer
sekilde, Arslan (2021a) sinif diizeyi arttikga 6grencilerin akademik motivasyonlarinin diistigi yoniinde
sonuca ulagsmistir. Bu sonuglara ek olarak literatiirde, BSYiM alt boyutunda iist siniflar Ilehine sonuglar elde
edilirken, DMDD ve BDM alt boyutlarinda sinif degiskenine gére anlamli bir farka rastlanilmayan ¢alismalar
da mevcuttur (Turkyilmaz vd., 2022). Calismalar arasindaki farkliligin sebebi olarak akademik motivasyon
calismalarinda katilimcilarin yasadiklari cevreye, 6nceki sinif basarilarina, okulu sahiplenmelerine ve kisilik
ozelliklerine bagl olarak degisiklik gostermesi ifade edilebilir (Xie vd., 2022). Bunun yaninda, 6zellikle
ergenlik yillarinin baslarinda olan yedinci ve sekizinci sinif 6grencileri kendilerini daha farkli gérmekte, aile
ile gatisma yagsamakta akranlarini ve fenomenleri takip etmektedirler. Bu sebeple, 6grencilerin aileden
gelen digsal motivasyonlara daha duyarsiz olduklari disliniilmektedir. Bu yastaki 6grenciler daha ¢ok
“Neden buradayim?”, “Bunu yapmak zorunda degilim” gibi asi davranislar sergileyerek otoriteye karsi
cikmaktadirlar. Ayrica, sekizinci sinif dizeyinde “Liselere Giris Sinavi”nin olmasi da 6grencilerin
motivasyonlarini diisiiren baska bir etmen olarak karsimiza ¢cikmaktadir (Akgiimiis vd., 2022). Bu durumu,
Chamberlin ve digerleri (2023) 6grencilerin sinav ve not kaygilarinin akademik motivasyonlari Gzerindeki
negatif etkisiyle agiklamaktadirlar. Literatiirde sinif diizeyi ile akademik motivasyon arasinda bir iliskiye
rastlanilmayan galismalar da mevcuttur (Demiregen & Sener, 2021).

Katilimcilarin anne egitim duzeylerine gére dijital bagimlilik puanlarina baktigimizda, annelerinin
egitim dlzeyleri ile dijital bagimlilik arasinda negatif bir iliski vardir. Anne egitim diizeyi yikseldikce
katimcilarin  dijital bagimhhklari azalmaktadir. Literatirde bu c¢alismayl destekleyen calismalar
bulunmakla beraber, bazi ¢calismalarda anne egitim diizeyi arttikca dijital bagimhlik dizeyinin de arttig
bulgusu mevcuttur (Gokgearslan & Durakoglu, 2014). Bu galismalarda katilimcilarin annelerinin galisiyor
olmasindan dolayi cocugu ile yeterli vakit gegirememesinin ve aile ekonomisinden kaynakli cocugun daha
¢ok teknolojik alete erismesinin etkisine dikkat ¢ekilmistir. Bu ¢ikarim Tangmunkongvorakul ve digerleri
(2020) tarafindan da desteklenmektedir. Ayrica akademik motivasyonun IYDM alt boyutunda annesi lise
mezunu olan 6grencilerin ilkokul ve Gniversite mezunu olan 6grencilere, annesi ortaokul mezunu olan
ogrencilerin annesi liniversite mezunu olan 6grencilere gére daha yilksek puan aldiklari saptanmistir.
Literatilirde ise benzer ve farkli sonuglara rastlamak miimkiindir. Arslan (2021a) akademik motivasyon ile
anne egitimi dlizeyi arasinda pozitif bir iliski tespit etmistir. Ocak ve Atasever (2020) ve Korkmazer (2020)
orneklemi Universite 6grencileri olan farkli arastirmalarda anne egitim diizeyinin akademik motivasyon
Uzerinde bir etkisinin olmadigini ifade etmislerdir.

Baba egitim dizeylerine gore dijital bagimhlik puanlarina baktigimizda katilimcilar arasinda anlamh bir
farkhhgin olmadigi gorilmektedir. Akademik motivasyonda ise DMDD ve BDM alt boyutlarinda baba
egitim seviyesi daha yiksek olan gruplar lehine bir farkin ortaya c¢iktigl gortlmektedir. Bu sonuca goére
egitim seviyesi yiksek babalarin ¢ocuklarinin motivasyonlarini arttirici olarak 6dil/ceza yéntemini
kullandiklari goérilmektedir. Literatiirde baba egitim dizeyi ile ortaokul 6grencilerinin akademik
motivasyonlari arasinda pozitif iliski tespit eden galismalar mevcuttur (Arslan, 2021a). Orhan ve Demir
(2022) 6z-denetim sorunlari yasayan i¢ motivasyonu eksik 6grencilerde anne-babanin israrinin egitimlere
katiimalarinda énemli oldugu bulgusuna yer vermektedirler. Universite 6grencilerinde ise baba egitim
diizeyinin akademik motivasyon Uzerinde bir etkisinin bulunmadigi ifade edilmektedir (Korkmazer, 2020;
Ocak & Atasever, 2020).

DBO ve AMO’niin toplam puanlari arasinda negatif yénde diisik diizeyde bir iliskinin oldugu
belirlenmistir (r= -.104). Akademik motivasyonun alt boyutlarinin iliskisine bakildiginda ise i¢sel ve digsal
motivasyon alt boyutlari ile negatif yonde disik diizeyde; M alt boyutuyla pozitif ydnde orta diizeyde bir
iliski tespit edilmistir. Bulgular literatlir tarafindan desteklenmektedir. Su ve digerlerine (2019) gore;
ogrencilerin dijital bagimhhk dizeyi arttikca akademik motivasyonlari dismektedir. Dijital nesnelerle
temasi olmayan veya kontrolli olan 6grencilerin akademik motivasyonlari yiksek diizeydedir (Akgimis
vd., 2022; Dilci vd., 2019).
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Sonug olarak cinsiyet 6zelliklerine bakildiginda, erkek 6grencilerin dijital bagimlilik diizeylerinin, kiz
ogrencilere gore daha yiiksek oldugu, kiz 6grencilerin ise akademik motivasyonlarinin erkek 6grencilere
gore daha yiliksek oldugu tespit edilmistir. Sinif degiskenine gore ise yedinci siniflarin dijital bagimlilik
dizeylerinin, bes ve altinci siniflara gore daha yuksek oldugu tespit edilmistir. Bu durum, ergenlik
dénemindeki 6grencilerin dijital teknolojiye daha fazla maruz kalabilecekleri ve bu nedenle dijital
bagimlilik diizeylerinin artabilecegi fikrini desteklemektedir. Arastirmadaki bulgular anne egitim diizeyine
gore incelendiginde ise anne egitim dizeyi arttikca 6grencilerin dijital bagimhlk dizeylerinin azaldig
akademik motivasyonlarinin ise arttigi sonucuna ulasilmaktadir. Arastirma bulgularinda ayrica baba egitim
diizeyi ile akademik motivasyon arasinda da pozitif iliski tespit edilmistir. Ayrica, dijital bagimhlik ile
akademik motivasyon alt boyutlari arasinda BYiM, BSYiM, UYYiM, iYDM, DMDD ve BDM ile negatif yénde
disuk dizeyde; M ile pozitif yonde orta diizeyde bir iliski belirlenmistir. Buna gore, 6grencilerin dijital
bagimliliklari arttikga akademik motivasyonlari diismekte, motivasyonsuzluklari ise artmaktadir.

Bu arastirmadan elde edilen sonuglar ve tartisma bolimi dikkate alinarak:

e Arastirmada orta diizeyde dijital bagimli oldugu tespit edilen 6grencilere bu konuyla ilgili
uyarilari iceren bir sunum yapilmasi veya konunun okullarda haftada bir ders saatinin son
on dakikasinda ele alinmasi ve ailelerin gocuklarini uzaktan kontrol etmeleri tesvik edilmesi,

e Ozellikle erkek ve ergen dgrencilerin dijital arac gereg kullanim sikliklari ve davranislarinin
daha dikkatli sekilde takip edilmesi,

e Ogrencilerin dijital bagimlilik diizeylerinin her yil ddnem basinda tespit edilmesi ve yiiksek
diizeyde bagimhligi bulunan 6grencilerin dijital nesneleri uygun sekilde kullanmalari igin
ogrencilere, ailelere ve egitimcilere yonelik seminerler, konferanslar ve bilgilendirme
¢alismalari diizenlenmesi,

o Ebeveyn egitim dizeyinin belirleyici bir faktér oldugu bu ¢alismada, velilerin hayat boyu
o6grenme etkinliklerine aktif olarak katilmalarinin tesvik edilmesi 6nerilmektedir.

Yazar Katki Orani
Yazarlar, galismaya esit oranda katki sunmuslardir.
Etik Beyan

“Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tim kurallara
uyulmus ve yonergenin ikinci bélimiinde yer alan “Bilimsel Arastirma ve Yayin Etigine Aykiri Eylemlerden”
hicbiri gerceklestirilmemistir.

Catisma Beyani

Yazarlar ¢alisma kapsaminda herhangi bir kurum veya kisi ile ¢ikar ¢atismasi bulunmadigini beyan
etmektedirler.
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Dijital Bagimlilik Olcedi

Dijital Bagimlilik Olgegi
Degerli dgrenci, asagidaki 6 ifade ise dijital nesne kullaniminiz ile ilgilidir. ifadelerin karsisindaki
seceneklerden sizin igin en uygun olani isaretleyerek cevabinizi belirtiniz. 1 “Benim igin hi¢ uygun degil”
ve 5 “Benim icin tamamiyla uygun” anlamina gelmektedir,
1 | Ders galsirken bile akhim dijital oyunlarda oluyor. (1)(2)3) (4) (5)
2 Dijital oyunlari “cok az” oynamak igin baslayip elimden birakamadigim 12 3) (4 (5)
oluyor.
3 | Dijital oyunlar igin gereginden fazla zaman harciyorum. (1)(2) 3) (4) (5)
4 | Dijital oyun oynarken karnimin aghgini dahi unutuyorum. (1)(2) 3) (4) (5)
5 | Ailem, bana dijital oyun oynarken gercek diinyadan koptugumu sdyliiyor. (12 3) (4 (5)
6 | Tim ginimi dijital oyun ile gecirsem pismanlhk duymam. (1) (2) (3) (4) (5)
Ek 2.

Akademik Motivasyon Olcedi

Akademik Motivasyon Olgegi;
Degerli 6grenci, ilk 28 ifade, neden okula gidiyorsunuz? sorusunu cevaplamak igin asagida verilen tim
ifadeleri dikkatle okuyunuz. ifadenin karsisindaki segeneklerden sizin igin en uygun olani isaretleyerek
cevabinizi belirtiniz.
Hig Orta Derecede Tamamen
Uyugmuyor Uyuguyor Uyuguyor
| | : | | | |
1 2 3 4 5 6 7
ileride yiiksek tcretli bir is bulabil d lacagi icin okul
1 f_‘r.l e yliksek tcretli bir is bulabilmeme yardimci olacagi icin okula 02) ) @) 5) (6) ()
gidiyorum
2 Yeni seyler 6grenmek istedigim igin okula gidiyorum (1) (2) (3) (4) (5) (6) (7)
ileri ilecegim li ha iyi hazirl lacag
3 ! grlde sege.bl.eceglm iseye daha iyi hazirlanmamda bana yardimci olacagi 02) ) @) 5) 6) ()
icin okula gidiyorum
Kendi distincelerimi baskalanv] I K - I 5 icin okul
a .er.1d| dusincelerimi baskalariyla paylasmak beni mutlu ettigi icin okula (1)) 31 (4) 5) (6) ()
gidiyorum
Durust olmak ki ilmi I kul
5 Uriist olma ger? .|rse,. bilmiyorum, aslinda okulda bosa zaman (1)) 31 (4) 5) (6) ()
harciyormusum gibi geliyor
alismalarimi (6dev, proje vb.) basari ile tamamladigimda mutlu oldugum
6 C ? . ( dibe ) bas & & (1) (2) (3) (4) (5) (6) (7)
icin okula gidiyorum
7 Okulu bitirebilecegimi kendime kanitlamak i¢in okula gidiyorum (1) (2) (3) (4) (5) (6) (7)
8 Ailemin istedigi iyi bir liseye gidebilmek icin okula gidiyorum (1) (2) (3) (4) (5) (6) (7)
9 Daha o6nce hig bilmedigim seyleri kesfetmeyi sevdigim icin okula gidiyorum | (1) (2)(3) (4) (5) (6) (7)
10 | Gelecekte saygin bir liseye girebilmemi saglayacagi icin okula gidiyorum (1) (2) (3) (4) (5) (6) (7)
11 | ilgi cekici metinler okumaktan zevk aldigim icin okula gidiyorum (1) (2) (3) (4) (5) (6) (7)
12 Ik zamanl.ar okula gitmem icin gecerli nedenlerim vardi; fakat simdi (1)) (3) @ 5)6) )
devam edip etmeme konusunda kararsizim
13 | Kisisel hedeflerimi gergeklestirerek basarili olmak igin okula gidiyorum (1) (2) (3) (4) (5) (6) (7)
14 | Basaril oldugumda kendimi édnemli hissettigim icin okula gidiyorum (1) (2) (3) (4) (5) (6) (7)
15 | ileride iyi bir hayat yasamak istedigim icin okula gidiyorum (1) (2) (3) (4) (5) (6) (7)
16 | ilgimi ceken konularda bilgimi artirmak igin okula gidiyorum (1) (2) (3) (4) (5) (6) (7)
Gelecekte, daha iyi bir meslek segebilmemi saglayacagi i¢in okula
17 o ’ yiot geo! | saglayacagl I¢ (1) (2) (3) (4) (5) (6) (7)
gidiyorum
18 Derslerf:le? gecen konulara kendimi kaptirmaktan biyik keyif aldigim i¢in (1)) (3) (@ (5)(6) )
okula gidiyorum
19 | Neden okula gittigimi bilemiyorum, agikgasi cok da umurumda degil (1) (2) (3) (4) (5) (6) (7)
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Derslerde zor olan etkinlikleri basari ile yapabildigimi gormek bana zevk

20 el - (1) (2) (3) (4) (5) (6) (7)
verdigi icin okula gidiyorum

21 | Kendime zeki oldugumu gostermek icin okula gidiyorum (1) (2) (3) (4) (5) (6) (7)

22 | Sinavlarda daha yuksek puanlar alabilmek igin okula gidiyorum (1) (2) (3) (4) (5) (6) (7)

23 Ilfglml ¢eken konularda beni siirekli 6grenmeye yonlendirdigi icin okula 0 2)(3) @ 5)(6) ()
gidiyorum

24 !_|§e de dahé pa§ar|I| olmami saglayacak bilgi ve becerilerimi gelistirecegi @) 2)(3) @) (5)(6) (7)
icin okula gidiyorum

25 Birbirinden fat"k!l ve ilging konular 6grenirken hissettigim buyik zevkten 1) @) (3) @) (5)(6) (7)
dolayi okula gidiyorum

26 | Bilmiyorum, zaten okulda ne yaptigimi bir tirli anlayamiyorum (1) (2) (3) (4) (5) (6) (7)

27 | Derslerimde basarili olmak, beni mutlu ettigi icin okula gidiyorum (1) (2) (3) (4) (5) (6) (7)

28 Derslerimde basaril olabilecegimi kendime gostermek icin okula 02) ) @) 5) (6) ()

gidiyorum
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