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Cevrimigi Ogrenme,

Bu calismada 0gretmen adaylarinin gevrimici 0grenme O6z-yeterlikleri gevrimici derslere
katihlm modlar1 ve bu derslerde yardim alma kaynaklar1 kapsaminda incelenmistir.
Aragtirmada kesitsel tarama yontemi kullanilmis; 293 Ogretmen adayiyla siireg
gerceklestirilmistir. Veriler Cevrimici Ogrenmeye Yonelik Oz-Yeterlik Olgegi kullanilarak
toplanmis, 6gretmen adaylariin derslere katiim modlar1 (Es-zamanli, Es-zamansiz) ve
cevrimigi dgretim boyunca siklikla yardim aldiklar1 kaynaklara iliskin veriler (6gretim
eleman, akran internet) de demografik bilgileri igerisinde toplanmistir. Buna gore 6gretmen
adaylarmin ¢ogunun cevrimici derslere es-zamansiz katildig1, cevrimici derslere yonelik
yardimi daha ¢ok akranlarindan istedigi saptanmistir. Ayrica cevrimici derslere es-zamanl
katilan ve &gretim elemanindan yardim alan 6gretmen adaylarinin 6z-yeterlikleri yiiksek;
derslere diizenli katilmayan, akran ve internetten yardim arayan 6gretmen adaylarmin

Oz Yeterlilik,
Katilim Modlars,

Yardim Arama

cevrimici 6z-yeterligi ise digerlerine gore diisiik cikmustir.

1. Giris

Glintimiizde ¢evrimi¢i Ogrenme bir¢ok {iniversite
tarafindan bir ya da birden fazla derste tercih edilir hale
gelmistir. Cevrimi¢i O0grenme, internet {izerinden
eszamanli ve/veya es zamansiz olarak gerceklesen egitim
seklidir. Cevrimigi 6grenme; videolar, ¢evrimigi 6grenme
materyalleri, sanal ortamda yiiz yiize goriisme oturumlari,
etkilesimli ¢evrimigi sorular, smavlar ve uygulamalar
seklinde olabilmektedir (Wong, 2023). Cevrimigi 6grenme
siirecinde &grenciler teknoloji yardimiyla 6grenme
ortamima baglanmakta ve bireysel sorumluklar alarak bu
siireci stirdiirmektedir. Bununla birlikte 6grencilerin ¢cogu,
cevrimici 6grenme ortamlariyla ilk defa iiniversitede
karsilasmaktadir. Bu sebeple 6grencilerin ilk deneyimlerini
yasadig1 ve geleneksel 6grenme ortamlarina gore daha
fazla sorumluluk aldiklar1 ¢evrimigi 6grenme ortamlarinin
kullanimma yonelik bilgi ve 6z-yeterlilige sahip olmasi
gerektigi sdylenebilir (Yoriik ve Ozgetin, 2021). Oz-yeterlik
bireyin ne yapabileceginden ziyade bireyin ne
yapabilecegine iliskin algisidir (Bandura, 2007). Cevrimigi
O0grenme Oz-yeterligi ise bireyin ¢evrimici 6grenenlerin
gerektirdigi belirli gorevleri basariyla tamamlama

yeteneklerine iligkin algisidir (Zimmerman ve Kulikowich,
2016). (“)rnegin cevrimigi bir kursta basarili olmak igin
gerekli becerilere sahip olduguna inanmayan bireylerin
kaydolmaktan vazgegebilecegi veya kaydoldugu cevrimigi
kursu tamamlama olasiliginin daha diisiik olabileceg;i ileri
siriilmektedir (Moore ve Kearsley, 2005). Bu sebeple
cevrimici 6grenme ortamlarinda 6z-yeterlik 6nemli bir yere
sahiptir. Bireyin bir goreve yonelik Oz-yeterligi diisiik
diizeydeyse ogrenmeye yonelik cabasi azalmakta ve
basarisiz olma riski artmaktadir (Schunk, 1991). Oz-yeterlik
algis1 yiiksek bireyler 6grenme ortamlarinda zorluklarla
karsilastiklarinda daha az olumsuz duygusal tepkiler
vermektedir (Yildiz ve Seferoglu, 2020) dolayisiyla basari
orani daha yiiksek olacaktir.

Sun ve Rogers (2020) cevrimi¢i Ogrenmenin, kendi
6grenmelerinin tiim sorumlulugunu {istlenmeye istekli, 6z-
diizenleyici 6grenmesi yiiksek Ogrenciler icin en uygun
yontem oldugunu diisiinmektedir. Ogrenci 6z-yeterligi,
Ogrencilerin bagkalariyla etkilesim firsatindan yoksun
oldugu ve bunun sonucunda sosyal olarak izole
edilebildigi ve kolayca kaybolabildigi ¢evrimici 6grenme
ortami gibi zorlu 6grenme ortamlarinda 6zellikle nemli
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goriinmektedir (Cho ve Jonassen, 2009; Cho vd., 2010).
Shen vd. (2013) ¢evrimici 0z-yeterlik acisindan; teknoloji,
O6grenme ve sosyal etkilesim gibi {i¢ alanin dikkate alinmasi
gerektigini  belirtmektedir. =~ Ancak  arastirmacilarin
¢ogunlugu ¢evrimici Ogrenmenin yalnizca teknolojik
yoniini dikkate almis; diger iki alandaki 06z-yeterlik
nadiren arastirilmigtir (Shen vd., 2013; Zimmerman ve
Kulikowich, 2016).

McGhee (2010) Ogrencilerin teknolojik Oz-yeterligi ile
akademik basaris1 arasinda anlamli, orta diizeyde ve
pozitif bir iliski bulmustur. Hanham vd. (2021) ¢evrimigi
ogrencilerin  akademik  yetenekleri ve
performanslaria yonelik yaptiklari
teknolojinin algillanan kullamishhiginin = 6z-yeterlik ile
olumlu yonde iligkili oldugunu saptamustir.  Sosyal
etkilesim {izerinde yapilan g¢alismalarinda Warden vd.
(2022) teknoloji konusunda rahat olmayan Ogrencilerin
sosyal etkilesimlerde zayif 6z-yeterlige sahip olduklarimni
belirtmektedir. Ayrica arastirmacilar 6z-yeterlik ve sosyal
etkilesim calismalara  ihtiyag  oldugunu
Anas vd. (2024) de calismalarin
ogrenmedeki
odaklandigini,

derslerde
calismada;

uzerine
vurgulamiglardir.
¢ogunlukla
O0grenme

¢evrimici 0z-diizenleyici
dolayisiyla es
zamanli olmayan ¢evrimici ortamlarda 6z-yeterlik temelli
calismalara
¢alismada Ogretmen adaylarinin gevrimigi 6grenme 06z-
yeterlikleri hem es zamanli ve es zamansiz katihm modu
hem de yardim arama kaynaklar1 kapsaminda incelenerek

literatiire katk: saglayacak veriler elde edilmistir.

stratejilerine

ihtiya¢ olduguna vurgu yapmistir. Bu

1.1. Cevrimici @grenme Oz-Yeterligi ve Cevrimigi
Derslere Katilim Modlar

Cevrimici 6grenme, Ogrenciler ve Ogrenme kaynaklar
(hem oOgretmen/cevre hem de akranlar) arasindaki
etkilesimlere firsat taniyan, internet yardimiyla hem es-
zamanlt hem de es-zamansiz yollarla gerceklestirilen bir
o0grenmedir (Dong, vd., 2020). Cevrimi¢i Ogrenme
ogrencilere fikirlerini paylasma, zamana ve mekana bagh
kalmadan daha esnek bir sekilde bireysel 6grenme firsati
vermektedir (Hwang vd. 2021; Lage-Cal vd. 2020).
Cevrimigi derslere katilm 6grencinin uygunluk durumu
ve tercihine bagl olarak es-zamanli ya da es-zamansiz
olarak  gerceklesebilmektedir. = Es-zamanli  katilim
ogrencilere 6gretmen ve arkadaglariyla aninda etkilesim
sunarken; Ogrencilere  dersleri
sonrasinda kayittan izleme, 6gretmen ve arkadaslariyla

farkli zamanlarda iletisim kurma gibi seceneklere sahiptir.

es-zamansiz katilm

Ogrencilerin cevrimici derslere katilm modlar1 ve
cevrimigci
¢alismalar incelendiginde; Anas vd. (2024) tarafindan es-
zamanlt ve es-zamansiz derslerde dgrencilerin durumsal
ilgileri ve bunun 6z-yeterlik ile iliskisi analiz edilmistir.
Buna gore cevrimigi Ogrenme ortamlarinda saglanan
6zerklik miktarma bagl olarak 6z-yeterligin durumsal ilgi
tizerinde farkli etkilerinin oldugu belirlenmistir. Sun ve
Rueda (2012) da benzer sekilde oOz-yeterliligin 6grenci

O0grenme Oz-yeterliklerine yonelik yapilan

katilimiyla pozitif bir iliskisi oldugunu ve bu iliskinin es-
zamansiz derslerde de ampirik olarak kuruldugunu ortaya
cikarmustir.
calismada karma Ogrenme ortamlarinin O6grenen 0z-
yeterligi tizerinde etkili oldugu goriisiine yer verilmistir.
Anas vd. (2024) ise es-zamansiz ¢evrimig¢i Ogrenme
ortamlarinin 6grencilerin 6z-yeterlik diizeyleri {izerinde
olumsuz etkiye sahip oldugunu belirtmektedir. Hung vd.
(2024) es zamanli ve es zamansiz Ogretim ortamlarmnin
ogrenci performans {izerindeki etkisine iliskin arastirma

Budhyani vd. (2022) tarafindan yapilan

bulgularinin ~ bir  miktar  belirsizlik  sergiledigini
vurgulamaktadir. Calismalar Ogrencilerin = 6z-yeterlik
diizeylerinin cevrimigci O0grenme ortamlarinda

farklilagtigini; ¢evrimigi derslere katilim modlarina gore
degisiklik gosterdigini ortaya koymaktadir. Bu kapsamda
daha ihtiyag  duyuldugu
sOylenebilir, bu ¢alismada 6gretmen adaylarmin ¢evrimigi
ogrenme Oz-yeterlik diizeyleri es-zamanli ve es-zamansiz
olarak her iki katilim modunda incelenmis; ihtiya¢ duyulan
noktalarda

derinlemesine analizlere

literatiire katki saglanmaya ¢alisilmistir.
Cevrimici derslere katiim modlari yani sira 6gretmen
adaylarinin gevrimigi Ogrenme Oz-yeterlikleri yardim
arama kaynaklar1 baglaminda da incelenerek &6z-yeterlik

siirecinin sosyal baglami da incelenmistir.

1.2. Cevrimici Ogrenme Oz-Yeterligi ve Yardim Arama
Kaynaklar

Govde Yardim arama bilissel bir beceridir ve yardim
ihtiyacini fark etme, sorunlari belirleme ve yardim istemek
igin sorular olusturma gibi bir dizi eylemi ifade eder
(Aleven vd., 2006). Cevrimigi yardim arama, o&zellikle
arama motorlari, e-postalar veya tartisma panolar1 gibi
cevrimigi araglarla kolaylastirilan yardim aramay: ifade
etmektedir (Hao vd. 2017a). Cheng ve Tsai (2011),
yardimalarin dogasindaki farkliliklara ve yardimcilar ile
yardim arayanlar arasindaki iliskiye dayanarak tig tiir
yardim arama davranist belirlemistir. Bu
davraniglardan ilki o&gretmenler ya da uzmanlardan

cevrimici

gevrimici yardim istemek; ikincisi akranlardan yardim
istemek, {igiinciisii ise ¢evrimigi yardim arama, yani ilgili
bilgilerin arama motorlar araciligiyla aranmasidir. Yardim
arama, sinif ortamlarinda kapsamli bir sekilde ¢alisilmistir;
ancak ¢evrimici yardim aramaya iliskin arastirmalar hala
yetersizdir (Cheng vd., 2013; Wang vd.; 2022). Hao vd.
(2016) ogrenciler i¢in sosyal yardim arama ile bilgi arama
arasindaki sinirin bulaniklastigini; ¢evrimigi yardim arama
konusunda egitimsel perspektiflerden daha fazla arastirma
yapilmasi gerektigini belirtmistir.

Ogrencilerin gevrimici 6grenme 6z-yeterlikleri ve yardim
inceleyen Fan ve Lin (2023)
ogrencilerin yardim arama davraniglarinin web tabanli
ders ortamindaki 6z-yeterlikleriyle iligki olduguna vurgu
yapmustir. Ayrica arastirmacilar ¢evrimigi 6z-yeterlik ve
yardim arama kavramlarina iliskin daha fazla ¢alismaya
ihtiyag duyuldugunu belirtmektedir. Kuo vd. (2014) de
cevrimici Oz-yeterligin Ogretmen ve O&grenci iliskisi
agisindan 6nemli oldugunu vurgulamis; bu iki degisken

arama davramnglarim
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arasinda anlaml pozitif korelasyon saptamistir. Diger bir
ifadeyle ¢evrimici 6z-yeterligi yiiksek dgrenciler ¢evrimigi
ders icerigi hakkinda daha diisiinceli olma; egitmenlerle
etkilesim ve iletisim kurmak igin interneti uygun bir kanal
olarak kullanma konusunda daha olumlu bir tavir
sergileme egilimindedir. Bununla birlikte arastirmacilar
¢evrimici 6z-yeterlik ile yardim arama kaynaklarinin farkl
boyutlar daha
arastirilmasi gerektigini belirtmektedir. Yang ve Cao (2018)
geleneksel derslerde ogrenci Oz-yeterliginin akademik

arasindaki temel iligkilerin fazla

basarida kanitlanmis 6nemine ragmen,

O0grenci Oz-yeterliginin oynadig:
netlesmedigini Oz-yeterlik ile yardim arama arasindaki
iligkilerin cevrimici O0grenmeye dontistip
doniismeyeceginin acgtk olmadigini ifade etmistir. Hao vd.

gevrimici

ortamlarda roliin

(2017b) de cevrimigi yardim aramay1 ongoren faktorlerin
kapsamli bir sekilde anlasilmasinin basarili 6gretim
stratejilerinin tasarlanmast ve uygulanmasi igin esas
oldugunu belirtmektedir. Wang vd. (2022) tarafindan
yapilan c¢alismada etkilesim ve &grenmeye baglilik
arasindaki iliskinin anlasilmasinda ¢evrimici 6grenme 6z-
yeterliginin ve akademik duygularn o6nemli faktorler
oldugunu ortaya koymus ve ¢evrimigi etkilesim ve katilima
yonelik calismalara  ihtiya¢  oldugunu
vurgulamistir. Bu ¢alismanin sonuglar1 ile o6gretmen
adaylarinin ¢evrimi¢i yardim arama davranislar1 ve
O0grenme daha iyi
konusunda egitimcilere ve arastirmacilara énemli bilgiler
sunulacag: diistiniilmektedir.

kesitsel

gevrimici Oz-yeterligini anlama

Bu kapsamda bu arastirma ile dgretmen adaylarinin
gevrimici Ogrenme Oz-yeterlikleri,
katiim modlar1 ve bu derslerde yardim alma kaynaklar:

cevrimigi derslere

baglaminda incelenmis asagidaki sorulara cevap
aranmigtir.
1. Ogretmen adaylarinin gevrimigi Ogrenme 6z~

yeterliklerinde cinsiyete gore farklilik var midir?

2. Ogretmen adaylarinin  cevrimici ogrenme  6z-

yeterliklerinde sinif diizeylerine gore farklilik var midir?

3. Ogretmen
yeterliklerinde ¢evrimigi derslere katiim modlarina gore

adaylarmin  ¢evrimici 0grenme  6z-

farklilik var midir?

4.  Ogretmen
yeterliklerinde yardim arama kaynaklarina gore farklilik
var mudir?

adaylarinin  ¢evrimici 0grenme  6z-

2. Yontem
2.1. Desen

Bu arastirma 6gretmen adaylarinin ¢evrimici 6grenme 6z-
yeterliklerinin, ¢evrimigi derslere katihim modlar1 ve bu

derslerde yardim alma kaynaklarinin kesitsel tarama ile

incelendigi nicel bir c¢alismadir. Kesitsel tarama
aragtirmalar1 ~ onceden  belirlenen  popiilasyondan
calismanin amaclar1 dogrultusunda bilgilerin

toplanmasidir (Fraenkel vd., 2012). Arastirmada biiyiik bir
orneklemden veri toplanmasi, cevrimi¢i Ogrenme 6z
yeterlikleri, katilim modlar1 ve yardim alma kaynaklari gibi
degiskenlerin tek seferde dl¢iilmesi ve farkl1 6zellikteki pek
¢ok bireye ulasilmasi gibi sebeplerden otiirii kesitsel
tarama modeli tercih edilmistir.

2.2. Orneklem

Arastirma, egitim fakiiltesinde farkli boliimlerde 6grenim
goren 308 Ogretmen adayiyla
olgeklerdeki eksik verilerden otiirii 293 katilimar ile siirece
devam edilmistir. Calismada katihmcilar amaglh 6rnekleme

ylriitiilmiis; ancak

yontemiyle belirlenmistir. Amach 6rnekleme yonteminde;
aragtirmaci ¢alismanin amaclari dogrultusunda,
popiilasyona iliskin &nceki bilgilerine ve yargilarma
dayanarak katilimcilari belirler (Fraenkel vd, 2012). Egitim
fakiiltesi Ogrencileri pandemi doéneminde, 6-7 Subat
depremlerinde dersleri tamamen ¢evrimigi olarak alirken;
glinlimiizde bazi fakiilte ortak derslerine ¢evrimici olarak
katilmaktadir. Arastirmacilar da egitim fakiiltesinde gorev
yaptiklarindan 6gretmen adaylarmin gevrimigi 6grenme
deneyimleri hakkinda bilgi sahibidir.

Katilmalar 3. ve 4. smnifta 6grenim goren Ogretmen
adaylarindan  olusmaktadir. Bu sebeple deprem
déneminde yarim dénem boyunca tiim dersleri; sonrasinda
ise Atatiirk Ilkeleri ve inkﬂap Tarihi, Ttirk Dili, Yabanc Dil
ve Bilgisayar gibi baz1 dersleri ¢evrimici olarak almistir.
Katilimcilar halen bolim bazinda bazi se¢meli dersleri
cevrimi¢i almaya devam etmektedir. Bu kapsamda
katilimcilarin - ¢evrimigi dersler konusunda deneyimli
oldugu goriilmektedir. Arastirmacilar verileri yiiz yiize
ortamda toplamis, c¢alismanin
adaylarina detayll sekilde agiklamis ve etik kurul
izinlerinin alindig1 ifade etmistir. Ogretmen adaylar1 lgek
gore
Katilimcilarin demografik bilgilerine iliskin veriler Tablo
1’de verilmistir.

amacimni  Ogretmen

formunu gonilliililk esasmna doldurmustur.

2.3. Islem

Calismanin baslangicinda iiniversite etik kurulundan
gerekli izinler alinmis, kurul onayr alindiktan sonra
uygulama siirecine gecilmistir. Veriler arastirmacilar
tarafindan toplanmustir. Olgekler goniilliiliik esasma dayalt
olarak uygulanmig ve goniillii olarak katilmak isteyen
bireylerden veriler toplanmistir. Toplamda 293 lisans
Ogrencisine  Olgek analizler
dogrultusunda bulgular elde edilmistir.

uygulanmis;  yapilan

390
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Tablo 1.

Ogretmen adaylarinin demografik ozelliklerine iliskin analizler

Degiskenler Kategoriler N %
Cinsiyet Kadin 187 63.8
Erkek 106 36.2
Sinmif 3. sinif 121 41.1
4. simf 162 58.9
Cevrimigi Derslere Katihim Modu Es-zamansiz 180 61.4
Es-zamanlh 97 33.1
Diizenli Takip Etmedi 16 5.5
Yardim Alma Kaynag: Akran 144 49.1
Internet 112 38.2
Ogretim Eleman1 37 12.6
Toplam 293 100

2.4. Veri Toplama Araglar

Veri toplama araci ii¢ boliimden olusmaktadir. Demografik
bilgiler boliimiinde cinsiyet, boliim ve smif bilgileri
bulunmaktadir. Ikinci boliimde &gretmen adaylarinin
cevrimi¢i derslere katillm modlart (Es-zamanli, Es-
zamansiz) ve ¢evrimigi ogretim boyunca siklikla yardim
aldiklar1 kaynaklara iligkin veriler toplanmistir. Cevrimigi
yardim alma kaynaklar1 belirlenirken Cheng ve Tsai (2011)
tarafindan yapilan siniflandirmadan yararlanilmistir. Bu
dogrultuda olgekte akran, internet ve 6gretim elemant
seklinde belirtilen {i¢ temel yardim arama kaynagima yer
verilmistir. Ugiincii boliimde Sun ve Rogers (2021)
tarafindan gelistirilen Yoriik ve Ozcetin (2021) tarafindan
Tiirk¢e’ye uyarlanan Cevrimici 6grenmeye yonelik 6z-
yeterlik dlgeginin maddeleri bulunmaktadir. Olgek 31
madde ve dort faktdrden (Teknoloji kullanimi 6z-yeterligi,
Cevrimici Ogrenme oz-yeterligi, Ogretici ve akran
etkilesimi ve iletisimi o6z-yeterligi, Oz-denetim ve
motivasyon etkinligi) olusmaktadir. Olgegin Cronbach’s
Alpha katsayis1 .97 bulunmus ve giivenilir oldugu
saptanmusgtir.

demografik bilgileri, ¢evrimici derslere katiim modlar1 ve
yardim alma kaynaklari betimsel istatistik ile analiz
edilmistir. Verilerin ¢arpiklik ve basiklik degerleri analiz
edildiginde -1.5 ve +1.5 araliginda (Tabachnick vd., 2012)
oldugu ve normal dagilim gosterdigi goriilmistiir
(Carpiklik: -.16; Basiklik: -.32).
cinsiyet ve simif degiskenine gore ¢cevrimici 6z-yeterliklerini

Ogretmen adaylarimin

incelemek igin bagimsiz orneklem t-testinden; cevrimigi
derslere katilim sekilleri ve yardim alma kaynaklarina gore
cevrimici Ogrenme Oz-yeterliklerini incelemek igin tek
yonlii varyans analizinden vyararlanilmistir. Gruplar
arasindaki ¢oklu karsilagtirmalar i¢in LSD testi yapilmistir.
Ortalama puanlarin yorumlanmasinda Korkmaz vd. (2017)
gelistirdigi yararlanilmistir ~ (Xstandart
puan=(Xhampuan/Olgﬁlen sayis1)*20).  Bu
formiilden elde edilen puanlara karsilik gelen diizeyler ise
20-51: Diisiik Diizey; 52-67: Orta Diizey; 68-100: Yiiksek
Diizey seklindedir.

formiilden
madde

3. Bulgular

Govde Ogretmen adaylarmin cevrimigi 6grenme 6z-
yeterligine iliskin betimsel analizleri Tablo 2'de

2.5. Veri Analizi gosterilmistir.

Arastirma boyunca toplanan verilerin analizi SPSS 24

programi ile analiz edilmistir. Ogretmen adaylarin

Tablo 2.

Cevrimici 63renme 6z-yeterligi betimsel analizler
Boyut Madde say1s1 N Endiisik  En yliksek X SS
Teknoloji Kullamimi Oz-yeterligi 7 293 7 35 6 6.22
Cevrimici Ogrenme Gorevi Oz-yeterligi 4 4 20 1 3.25
Ogretici ve Akran Etkilesimi ve Iletisimi Oz-yeterligi 7 7 35 6 6.97
Oz-denetim ve Motivasyon Etkinligi 13 13 65 0 11.77
Toplam Cevrimigi Ogrenme Oz-yeterligi 31 31 155 54 22.16
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Tablo 2 Ogretmen adaylarimin cevrimigi 6grenme 0z-
yeterliklerinin yiiksek diizey oldugunu gostermektedir.
Cevrimici 6grenme Oz-yeterligi Olgeginin alt faktorleri;
Teknoloji kullanimi 6z-yeterligi ve Cevrimigi 6grenme
gorevi Oz-yeterligi yiiksek diizeydedir. Ogretici akran

Tablo 3.

etkilesimi ve iletisimi Oz-yeterligi ve 0z-denetim ve
motivasyon yonelik  6z-yeterlik  orta
diizeydedir. Tablo 3'te &gretmen adaylarinin cinsiyet
degiskenine gore ¢evrimici 6grenme 6z-yeterlik puanlar: T-
testi sonuglar1 yer almaktadar.

etkinligine

Ogretmen adaylarinin cinsiyet degiskenine gore 6z yeterlik diizeyleri T-Testi Sonuglart

Degisken Boyut Grup N X ss t sd p
= Teknoloji Kullamimi Oz-yeterligi Kadin 187 26.90 6.08 -1.65 29 .09
= Erkek 106 28.16 6.41
= . .

v Cevrimici Ogrenme Gorevi Oz-yeterligi Kadin 187 16.21 3.25 -.66 29 .50
Erkek 106 16.48 3.25
Ogretici ve Akran Etkilesimi ve fletisimi Oz-yeterligi ~Kadin 187 21.73 6.98 1.86 29 .06
Erkek 106 20.16 6.88
Oz-denetim ve Motivasyon Etkinligi Kadin 187 43.57 11.98 1.68 29 .09
Erkek 106 41.16 11.28
Toplam Cevrimici Ogrenme Oz-yeterligi Kadin 187 108.43 22.87 91 29 .36
Erkek 106 10597  20.87

Tablo 3’de yer alan analiz sonuglar1 incelendiginde
Ogretmen adaylarinin gevrimici O6grenme 6z yeterlik
diizeylerinin cinsiyete gore anlamlhi bir farkhilik
olusturmadig: goriilmektedir [teo1=.915; p>0.05] Tablo 4'te

Tablo 4.

O0gretmen adaylarmin cevrimici 6z yeterlik diizeylerinin
sinif degiskenine gore t-testi sonuglari yer almaktadir.

Ogretmen adaylarinin simif degiskenine gore 6z yeterlik diizeyleri T-Testi Sonuglar:

Degisken Boyut Grup N X ss t sd p
Smif Teknoloji Kullaimi Oz-yeterligi 3. smif 121 26.37 6.56 229 291 .02
4. simif 162 28.05 5.89
Cevrimigi Ogrenme Gorevi Oz-yeterligi 3. siuf 121 15.85 3.28 -2.01 291 .04
4. sinaf 162 16.63 3.20
Ogretici ve Akran Etkilesimi ve Tletisimi Oz- 3.smf 121 18.95 6.74 470 291 .000
yeterligi 4. simif 162 22.71 6.72
Oz-denetim ve motivasyon etkinligi 3. smuf 121 39.33 11.23 -422 291 .000
4. sinaf 162 45.07 11.59
Toplam Cevrimici Ogrenme Oz-yeterligi 3. smif 121 100.52 21.14 -470 291 .000
4. simf 162 11248  21.59

Tablo 4’e gore 6gretmen adaylarimin ¢evrimici 6grenme 6z-
yeterligini olusturan tiim alt boyutlardaki puanlarmnin ve
gevrimici Ogrenme Oz-yeterlik puanlarinin [t(291)=4.70;
p<0.05] smif diizeyine gore anlamli farklilik gosterdigi
goriilmektedir. Dordiincii  smifta  6grenim  goren
ogrencilerinin ¢evrimigi 6z yeterlige iliskin tiim boyutlarda

puanlarmin (X=112.48) tgiincii smifta Ogrenim goren
ogrencilere gore (X= 100.52) daha yiiksek oldugu
belirlenmistir. Tablo 5te 6gretmen adaylarmin gevrimici
derslere katiim modlarma gore ¢evrimigi 6grenme Oz-
yeterlik diizeylerini gostermektedir.
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Tablo 5.

Ogretmen adaylarimin cevrimici derslere katilim durumuna gore 6z-yeterlik diizeyleri

Boyut Katihim N X SS p n?

Teknoloji Kullarumi Oz-yeterligi Es-zamanl 97 27.92 6.51 .07
Es-zamansiz 180 27.11 5.79 .53
Diizenli Takip Etmedi 16 26.75 8.92

Cevrimigi Ogrenme Gorevi Oz—yeterligi Es-zamanl 97 17.03 2.80
Es-zamansiz 180 15.95 3.35 .02
Diizenli Takip Etmedi 16 16.06 3.97

Ogreﬁci ve Akran Etkilesimi ve Iletisimi Oz—yeterligi Es-zamanl 97 23.16 6.85
Es-zamansiz 180 20.41 6.75 .00
Diizenli Takip Etmedi 16 17.43 7.35

Oz-denetim ve motivasyon etkinligi Es-zamanl 97 47.05 11
Es-zamansiz 180 41.19 11.29 .00
Diizenli Takip Etmedi 16 33.37 12.56

Toplam Cevrimigi Ogrenme Oz-yeterligi Es-zamanli 97 115.17 21.36
Es-zamansiz 180 104.67 20.98 .00
Diizenli Takip Etmedi 16 93.62 26.63

Tablo 5'te gosterildigi gibi 6gretmen adaylarinin ¢evrimici
derslere es-zamanli katillan &grencilerin 6z-yeterlikleri
daha yiiksektir. Derslere diizenli katilmayan 6grencilerin
0z-yeterlikleri ise digerlerine gore daha diisiik ¢tkmuistir.
Diger alt faktorlerden agisindan da benzer durum soz
konusudur. Cevrimici derslere es-zamanli, es-zamansiz ve
diizenli katilmayanlar arasinda toplam cevrimici 6grenme
oz-yeterligi, cevrimigi 6grenme gorev dz-yeterligi, Ogretici
ve akran etkilesimi ve iletisimi 6z-yeterligi, Oz-denetim ve
motivasyon etkinligi acisindan istatistiksel acidan anlamli

Tablo 6.

farkhlik ortaya ¢ikmustir. Gruplar arasindaki farkliligin etki
bliyiikligii orta diizeydedir. Teknoloji kullanim 6z-
yeterligi acisindan gruplarin diizeylerinin birbirine ¢ok
yakin oldugu ve anlaml farklilik olmadig1 goriilmiistiir.
ANOVA sonrast ¢oklu karsilastirma teknigine karar
vermek i¢in dncelikle Levene’s testi ile grup dagilimlarinin
varyanslarinin homojen olup olmadig1 hipotezi smnanmus,
varyanslarin homojen oldugu saptanmustir (p>.05). Tablo 6,
LSD ¢oklu karsilastirma testi analizlerini gosterir.

Cevrimici derslere katilim sekline gore 6z-yeterlik diizeyleri coklu karsilastirma analizleri

Boyut Cevrimi¢i Durumu Katilim Ortalamalar Farki ~ Std. Hata p
Cevrimigi Ogrenme Oz-  Es-zamanh Es-zamansiz 10.50 2.70 .00
yeterligi Cogunlukla Katilmadi ~ 21.55 5.78 .00
Es-zamansiz Es-zamanl -10.50 2.70 .00
Cogunlukla Katilmad: ~ 11.04 5.59 .04
Cogunlukla Katilmadi ~ Es-zamanl -21.55 5.78 .00
Cogunlukla Katilmadi ~ -11.04 5.59 .04

Tablo 6'da gosterildigi gibi 6gretmen adaylariin ¢evrimigi
ogrenme Oz-yeterlikleri derslere es-zamanli, es-zamansiz
ve diizenli katilmayan tiim gruplar arasinda anlaml
sekilde farkhilagsmistir. Tablo 7 Ogretmen adaylarinin

cevrimici derslerde yardim alma kaynaklarina gore
¢evrimici 6grenme 6z-yeterlik diizeylerini gosterir.
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Tablo 7.

Ogretmen adaylarimin cevrimici derslerde yardim alma kaynagina gore 6z-yeterlik diizeyleri

Boyut Yardim Arama N X SS p n?
Teknoloji Kullarumi Oz-yeterligi Akran 144 26.95 5.93 .05
Internet 112 27.75 6.22 54
Ogretim Elemani 37 27.78 7.31
Cevrimigi Ogrenme Gorevi Oz-yeterligi Akran 144 16.07 3.11
internet 112 16.35 3.40 22
Ogretim Elemam 37 17.10 3.25
Opretici ve Akran Etkilegimi ve [letigimi Akran 144 21.52 6.75
Oz-yeterligi Internet 112 19.52 6.61 .00
Ogretim Elemam 37 24.72 7.51
Oz-denetim ve motivasyon etkinligi Akran 144 42.36 11.08
Internet 112 4091 1139 .00
Ogretmen 37 49.48 13.32
Toplam Cevrimigi Oz-yeterlik Akran 144 106.90 20.96
internet 112 104.54 2095 .00
Ogreﬁm Elemarn 37 119.10 26.82

Tablo 7 gosterildigi gibi internetten yardim almayi tercih
eden Ogretmen adaylarinin cevrimigi
yeterlikleri diger gruplara gore daha diisiik diizeydedir.
Ogretim elemanindan destek alan ogretmen adaylart
Cevrimigi 0grenme Oz-yeterligi en yiiksek olan gruptur.
Cevrimici 6grenme 6z-yeterligi toplam puanlar1 agisindan

O0grenme Oz-

anlamli farklihik ortaya ¢ikmistir. Gruplar arasindaki
farkliligin etki biiyiikliigii orta diizeydedir. Teknoloji
kullanim 6z-yeterligi ve Cevrimici 6grenme gorevi 6z-
yeterligi acisindan gruplar arasinda anlamh farklilik
bulunmamigtir. Olgegin Ogretici akran etkilesimi ve

Tablo 8.

iletisimi 6z-yeterligi boyutu ile 6z-denetim ve motivasyon

etkinligi boyutuna bakildiginda gruplar arasinda
istatistiksel ag¢idan anlamli  bir farkhilik oldugu
goriilmektedir. ANOVA sonrast ¢oklu karsilastirma

teknigine karar vermek icin 6ncelikle Levene’s testi ile grup
dagilimlarmin varyanslarmin homojen olup olmadig:
varyanslarin  homojen  oldugu
saptanmustir (p>.05). Tablo 8 LSD ¢oklu karsilastirma testi
analizlerini gosterir.

hipotezi  smanmus,

Cevrimici derslerde yardim alma kaynagina gore oz-yeterlik diizeyleri coklu karsilastirma analizleri

Boyut Cevrimigi Yardim Ortalamalar Farki Std. Hata [4

Alma Durumu

Cevrimigi Ogrenme Akran Internet 2.36 2.74 .38

Oz-yeterligi Ogretmen -12.19 401 .00

Internet Akran -2.36 2.74 .38

Ogretmen -14.56 4.12 .00

Ogretmen Akran 12.19 4.01 .00

Internet 14.56 412 .00

Tablo 8 incelendiginde Ogretmen adaylarmnin yardim
aldiklar1 kaynaga gore cevrimici 6grenme Oz-yeterlikleri
arasindaki farkliliklarin akran ve internetten yardim alan
Ogretmen adaylari ile 6gretmenden yardim alan 6gretmen
adaylar1 arasinda istatistiksel acidan anlamli oldugu
goriilmiistiir. Ancak akran ve internetten yardim almay:

tercih eden gruplar arasindaki farkliligin anlamli olmadig:
ortaya ¢ikmistir.
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4. Tartisma

Bu arastirma 6gretmen adaylarmin ¢evrimici 6grenme 6z
yeterliklerini, c¢evrimigi derslere katilim modlar1 ve bu
derslerde yardim alma kaynaklar1 temelinde inceleyerek
farklilagmustr. Ogretmen

diger  arastirmalardan

adaylarmin ¢ogunun c¢evrimigi derslere es-zamansiz
katildig1 goriilmiistiir. Murphy vd. (2011) tarafindan
yapilan ¢alismada da 6grencilerin daha ¢ok es-zamansiz
dersleri tercih ettigi; ¢linkii es-zamansiz iletisimde metni
kullanarak sorular sormanin dogrudan sormaktan daha
kolay oldugu ve 6gretmene iki {i¢ soru birden sorabildikleri
dahast Ogretmenlerin daha detayli doniit sagladiklari
belirtilmistir. Bununla birlikte Henry vd.'ne (2025) gore es-
zamanli Ogrenme, konusma s6z konusu oldugunda
daha kaygiya
Ogretmen adaylar1 benzer sebeplerden dolay1 es-zamansiz
(2025) bu

bulunmus;

Ogrencilerde fazla neden olmustur.
dersleri tercih etmis olabilir. Henry vd.
nedenlerden dolay1 birtakim Onerilerde

egitmenlerin kaygiyr azaltip, katilimi artirmak igin
ogrencilerin kendilerini video veya yazili diisiinceler
araciligryla tanitmalarma olanak taniyan diisiik riskli, es-
etkinlikleri

Ek olarak, es zamanli katilm igin net

zamansiz tanitim uygulayabileceklerini
belirtmistir.
yonergeler ve beklentiler saglamanin, 6grencilerin gercek
zamanli olarak konusurken daha rahat ve hazirlikl
kaygty1
Ayrica Ogretmen

hissetmelerini saglayacagini ve azaltmaya

yardimcit olacagmi belirtmislerdir.
adaylarmin cevrimigi derslere yonelik yardimi daha gok
akranlarindan istedigi, en az 6gretim elemanindan yardim
aldig1r Dbelirlenmistir. Ugar (2020) tarafindan yapilan
arastirmada da benzer sonuglara ulasilmis Ogretmen
adaylarinin daha ¢ok akranlarindan yardim istedikleri
belirlenmistir. Ucar bu sonucu &grencilerinin ¢evrimigi
akademik yardim ararken en hizli yanit alabilecegi kaynag:
sectikleri seklinde yorumlamaktadir. Hao vd. (2016) de
ogrencilerin 6gretim elemanindan daha az yardim almay:
tercih ettiklerini vurgulamaktadir. Bulgular c¢alismada

ulasilan sonuglar ile benzerlik gostermektedir.

Ogretmen adaylarinin gevrimigi 6grenmeye yoénelik genel
0z yeterlikleri, teknoloji kullanimi 6z-yeterligi ve cevrimigi
ogrenme gorevi oz-yeterligi yiiksek diizeydedir. Ogretici
akran etkilesimi ve iletisimi 6z-yeterligi ile 6z-denetim ve
motivasyon etkinligine yonelik oz-yeterlikleri ise orta
diizeydedir. Ugar ve Demir (2022) tarafindan ogretmen
adaylarnin  ¢evrimici  6z-yeterliklerinin  incelendigi
calismada genel cevrimigi 6z-yeterligi, teknoloji kullanimi
Oz-yeterligi ve cevrimigi Ogrenme gorevi Oz-yeterligi
yiiksek diizeyde; 0z-denetim ve motivasyon etkinligine
yonelik 0Oz-yeterlikleri ise orta ve yiiksek diizeyde
belirlenmistir. Elde edilen bulgular yiiksek oranda ¢alisma
sonuglartyla benzesmektedir. Lin’de (2021) {iniversite

ogrencileriyle yapmis oldugu arastirmasinda benzer

sonuglara ulagsmis  Ogrencilerin  genel  &z-yeterlik
diizeylerini yiiksek bulmustur. Yessenova vd. (2023)
tarafindan yapilan g¢alismada da &gretmen adaylarmin
cevrimigi 6grenme 6z-yeterlik diizeylerinin yiiksek oldugu
belirlenmistir. Bununla birlikte arastirmacilar cinsiyet
diizeyinde puanlar incelemis neredeyse benzer sonuglara
ulagmustir. Katilimcr puanlarmin sadece teknoloji kullanim
boyutunda erkekler lehine anlaml giktig1; diger boyutlarda
anlaml bir farkliliga ulasilamadigi saptanmustir. Yildiz ve
Seferoglu (2020) da arastirmalarinda, 6grencilerin ¢evrimigi
teknolojilere yonelik yiiksek 6z yeterlilik algilarina sahip
oldugunu bulmustur. Bununla birlikte erkeklerin ¢evrimici
teknolojilere yonelik 6z yeterlilik algilarmin kadinlardan
daha yiiksek oldugu sonucuna ulasmistir. Yildiz ve
Seferoglu ile benzer olarak Ugar ve Demir (2022) tarafindan
yapilan ¢alismada da erkek dgrencilerin ¢evrimici 6grenme
Oz-yeterlikleri kadinlara gore yiiksek c¢ikmistir. Gonen
(2024) tarafindan yapilan ¢alismada da ulasilan sonuglar
benzerlik gostermis, erkek katilimcilarin teknoloji kullanim
0z yeterligi puanlarinin kadinlara gore anlamli olarak
yiiksek ¢iktig1 belirlenmistir. Ancak ¢evrimici 6grenme 6z-
yeterliginin diger boyutlarinda cinsiyet baglaminda
anlamli bir farkliligin olmadig1 goriilmiistiir. Diger taraftan
Oziidogru (2022) tarafindan yapilan calismada cinsiyetin
cevrimici 6grenme Oz-yeterligi iizerinde etkisi olmadig1
belirlenmistir. Ulasilan sonuglar incelendiginde erkek
Ogrencilerin  ¢evrimi¢i  teknolojilere  yonelik 6z
yeterliklerinin diger ¢alismalarda farklilastigi, ancak genel
anlamda bulgularin benzerlik gosterdigi soylenebilir.

Ogretmen adaylarinin gevrimici 6z yeterlik diizeyleri tiim
boyutlarda yiiksektir. Gonen (2024) de benzer sonuglara
ulasmis ve dordiincii sinuflarin gevrimigi 6z yeterlik
puanlarmin {iclincii smiflara gore anlamli olarak yiiksek
¢iktigini belirlemistir. Bu durumun ¢evrimigi 6grenmeye
iligkin tecrtibe ile iligkili olabilecegi diisiiniilmektedir.

Cevrimi¢i  derslere  es-zamanli  katilan = Ogretmen

adaylarinin  genel c¢evrimici 6grenme 0z-yeterlikleri,
cevrimici Ogrenme gorevi Oz-yeterligi, Ogretici akran
etkilesimi ve iletisimi Oz-yeterligi, 06z-denetim ve
motivasyon etkinligine yonelik 6z-yeterlikleri digerlerine
gore anlamli sekilde yiiksektir. Literatiirde yer alan
farklilik

Simmermeyer vd. (2022) gore yiiksek Oz-yeterlige sahip

caligmalar bu  konuda gostermektedir.
Ogretmen adaylar1 es-zamansiz dersleri daha fazla takip
etmektedir. Clinkii es-zamansiz ¢evrimici dersler ile iligkili
gorevlerin, es-zamanli dersler ile iligkili gorevlere kiyasla
daha fazla kendi

olustugunu belirtmektedir. Lange (2024) de benzer goriisii

kendini diizenleyen stratejilerden

savunmakta; yiiksek Oz-yeterlife sahip Ogrencilerin
genellikle daha zorlayici, 6zerk ortamlari tercih ettikleri ve
basarili olmak igin 06z-diizenlemeyi kullanmaya daha

istekli olduklar igin eg-zamansiz dersleri tercih ettiklerini
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belirtmektedir. Budhyani vd. (2022) ise es-zamanli ve es-
zamansiz ortamlarin bir araya getirilmesinin 6grenci 6z-
iizerine etkilerinin  olumlu

yeterligi olabilecegini

savunmaktadir.

Ogretmen adaylar1 arasinda cevrimici oz-yeterligi en
yliksek grup ise 6gretim elemanindan yardim almayi tercih
eden gruptur. Cevrimici Ogrenme Oz-yeterligi diisiik
gruplarda ise internet ve akran yardimi tercih edilmistir.
Nitekim 6grencilerin ¢evrimigi 6grenme 6z-yeterlik algilar1
ile yardim arama durumlar arasinda iliski saptayan
calismalara ulasmak miimkiindiir (Fan ve Lin, 2023). Kuo
vd. (2014) de benzer sonuglara ulasmig, cevrimici 0Oz-
yeterligi yiiksek bireylerin egitmenlerle daha etkili iletisim
kurabildiklerini saptamistir. Warden vd. (2022) teknoloji
konusunda 06z yeterligi diisiik Ogrencilerin 0gretim
elemanlariyla iletisimin diisitk oldugunu belirlemistir.
Buna gore 6z-yeterligi yiiksek bireyler 6gretim iiyeleriyle
daha rahat iletisime gec¢mekte ve yardim taleplerini
iletebilmektedir; 6z-yeterligi diisiik bireyler ise daha ¢ok
rahatlikla
tercih etmektedir.

interneti ya da iletisim  kurabilecekleri
Getenet vd. (2024)

tarafindan yapilan ¢alisma sonucunda da teknoloji 6z

arkadaglarimni

yeterlilik diizeyinin 6grencilerin akran, 6gretim gorevlileri
veya sektorler ile baglanti kurmay: igeren isbirlikgi
katiimina olumlu katkida bulundugu belirlenmistir.
Nitekim Wang vd. (2022) giiglenen 6z-yeterlik inancinin,
endise ve kayg1 hissini azaltacagini, boylece 6grencilerin
basarilarmi liretme yeterliligine olan giiveninin artacagini
diistinmektedir. Bu bulgulardan hareketle yiiksek &z-
yeterlik diizeyi sonucunda olusan giiven dogrultusunda
Ogretmen adaylarinin endise ve kaygi diizeylerinin
azaldigr ve Ogretim elemanlar: ile daha rahat iletisim
kurduklar1 diisiintilmektedir.

Ogretmen adaylarinin ¢evrimici 6grenme genel 6z-yeterlik
diizeyleri yiiksek; 6gretici akran etkilesimi ve iletisimi 6z-
yeterligi ve 6z-denetim ve motivasyon etkinligine yonelik
oz-yeterlikleri ise orta diizeydedir. Ogretmen adaylarmin
Ogretici akran etkilesimi ve iletisimi 0z-yeterligi ve 0z-
denetim ve motivasyon etkinligine yonelik 6z-yeterlikleri
veriler almarak

konusunda derinlemesine

degerlendirmeler yapilabilir eksikler giderilebilir.

Calismada Ogretmen adaylarinin gevrimici Oz-yeterlik

diizeylerinin  cinsiyete gore farklilasmadigi ancak

literatiirdeki bir takim sonuglarin erkekler lehine farklilik
gosterdigi goriilmektedir. Daha genis bir Orneklem
edilerek

degerlendirilebilir. Ayrica 6gretmen adaylarmin ¢evrimici

tzerinden analizler tekrar sonuglar tekrar
0z yeterlik diizeyleri dérdiincii siniflarda {iglincii siniflara
gore anlamli olarak daha yiiksektir. Farkli ¢alismalarda bu

bulgunun nedenlerine yonelik derinlemesine veriler

toplanabilir, ¢evrimigi derse yonelik tecriibe ve 6z-yeterlik
iligkisi incelenebilir.

Ogretmen adaylarinin ¢ogunun cevrimigi derslere es-
zamansiz katildiklari, es zamanli dersleri tercih edenlerin
azmlikta kaldig1 saptanmistir. Ogretmen adaylarmin es-
zamanli derslere katilmama nedenleri derinlemesine
incelenebilir; es-zamanli derslere katilimi artirmak igin
farkl

yapilabilir.

stratejiler, uygulamalar iizerinden calismalar

Ogretmen adaylarinin gevrimigi derslerde daha gok
akranlarindan yardim almayi tercih ettikleri, ikinci sirada
internetin oldugu son sirada &gretim {iyesinin oldugu
saptanmistir. Arastirmalarda vurgulandig iizere 6gretim
iiyelerinin Ogrencilere hizli doniit saglamasi ya da bu
konuda destek ikinci bir danisman saglanarak dgretmen
adaylarinin 6gretim fiiyelerinden yardim alma diizeyi
artirilabilir. Farkli g¢alismalarda oOgretmen adaylarmin
¢evrimigi derslerde neden daha ¢ok akranlarindan yardim
almay tercih ettikleri; neden 6gretim elemanindan yardim
ettikleri
sorgulanabilir; 6grenci ve ogretim eleman iletisimlerinin

almayr daha az tercih derinlemesine
giiclendirilmesine yo&nelik uygulamalar gelistirilebilir.
Krishnamurthi (2000) ¢evrimici 0grenme ortamlarinda
Ogretmen ve Ogrenci iletisimlerinin giliglenmesi adina;
ogrenciler ve egitmen arasinda es zamanli veya es zamanh
olmayan tartismalar, 6devlerini tamamlamak icin 6grenci
ve egitmen arasinda igbirlik¢i faaliyetler ve 6grencilerin
ders notlari, 6devler, duyurular vb. gibi ders materyalleri
tizerinden egitmenle bire bir etkilesimi gibi anahtar
¢oziimler sunmaktadir. Bu tiir uygulamalar ile 6gretmen ve

ogrencilerin iletisimleri gii¢lendirilebilir.

Calismada one ¢ikan diger bir bulgu ise ¢evrimici derslere
es-zamanli katilan 6gretmen adaylarinin 6z-yeterliklerinin
anlamli gekilde daha yiiksek olmasidir. Diger taraftan
literatiirde yer alan benzer c¢alismalarda arastirmacilar
farkli bulgular tespit etmis, Oz-yeterligi yiiksek olan
bireylerin es-zamansiz dersleri tercih ettigini belirtmistir.
Bu durum Ogretmen adaylarinin derslere katilim
durumlar1 ve Oz-yeterlikleri {iizerine nitel ve derin
Bu sekilde

derslere katillm durumlar1 ve 6z-yeterlikleri arasindaki

calismalar yapilmasimi gerektirmektedir.

iliskinin diizeyi daha agik ortaya gikabilir.

Ogretmen adaylar1 arasinda cevrimigi oz-yeterligi en
yliksek grup 6gretim elemanindan yardim almayi tercih
eden gruptur. Arastirma sonuclarina paralel olarak
Ogretmen adaylarmin gevrimi¢i Ogrenme Oz-yeterlik
diizeylerinin artirilmasi saglanabilir ve es zamanli derslere
diizenli katilmalar1 igin tesvik edici uygulamalar
gelistirilebilir ve bu durum arastirilarak nedenleri ortadan
kaldirilabilir. Bandura (1997), 6grencilerde 6z yeterlilik

olusturmak igin dort kaynak onermistir: ustalik deneyimi,
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dolayli deneyim, sozel ikna ve duygusal uyarilma. Bu
kapsamda birim  biinyesinde  akademik  kogluk
olusturulabilir. Akademik koglar ile 6grencilerin ¢evrimigi
O0grenmeye hazir olmasi, ¢evrimigi gelisimlerinin
artirllmast ve c¢evrimigi akademik basar1 icgin gerekli
rehberligin saglamasi (Capstick vd. 2019) saglanabilir.
Boylece 0grenciler ustalik deneyimi ve dolayli deneyim
kazanabilir. Ayrica akademik koglar 6grencilerin akademik
gliclii yanlarin1 belirlemelerine ve bunlar iizerine inga
etmelerine yardimar olabilir. Ayrica akademik destek igin
kampiis kaynaklariyla akademik danigsmanlik, 6zel ders,
akademik atolyeler, mentorluk ve test hizmetleri gibi
hizmetler verilebilir. Akademik Basar1 Merkezileri
olusturularak  Ogrencilerin  akademik  becerilerini
gelistirmeleri saglanabilir, 6z yeterliligi tesvik eden bir
ortam yaratilabilir ve Ogrenciler 6grenmeye motive
edilebilir (Tang vd., 2022).

Bu arastirmada 0gretmen adaylarinin gevrimici 6grenme
oz-yeterlikleri Olgekten elde edilen nicel verilerle
degerlendirilmistir. =~ Gelecekteki  ¢alismalar  farkli
fakiiltelerde 6grenim goren dgrencileri de igerisine alacak
sekilde daha genis 6rneklemlerde ¢alisma tekrarlanabilir.
Ayrica 0grencilerin ¢evrimici derslere katilim durumlari ve
oz-yeterliklerine iliskin nitel verilerden yararlanarak
derinlemesine  incelemeler yapilabilir. ~Ogrencilerin
gevrimici 6grenme oOz-yeterlikleri farkli altyapiya sahip
iilkelerde incelenerek arastirma sonugclariyla bolgesel ve
kiiltiirel baglamda karsilagtirmalar yapilabilir.

Etik Bildirim: Bu arastirma, Aksaray Universitesi Insan
Aragtirmalart  Etik Kurulu'nun 26 12/2023 tarihli ve
2023/07-52. Protokol sayili karari ile alinan izinle
yurltilmiistir.
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In this study, pre-service teachers' online learning self-efficacy was examined within the
scope of their participation modes in online courses and sources of assistance in these
courses. Cross-sectional survey method was used in the research; The process was carried
out with 293 pre-service teachers. Data were collected using the Self-Efficacy Scale for Online
Learning, and demographic information was also collected regarding the pre-service
teachers’ modes of participation in classes (Synchronous, Asynchronous) and the sources
from which they frequently receive help during online teaching (instructor, peer internet).
Accordingly, it was determined that most of the pre-service teachers attended online courses
asynchronously and mostly asked for help in online courses from their peers. In addition,
the self-efficacy of pre-service teachers who attend online classes simultaneously and receive
help from the instructor is high; The online self-efficacy of pre-service teachers who did not
attend classes regularly and sought help from peers and the internet was lower than others.

Participation Modes,
Help Seeking

1. Introduction

Today, online learning has become preferred by many
universities for one or more courses. Online learning is a
form of education that takes place synchronously and
asynchronously over the Internet. Online learning can take
the form of videos, online learning materials, face-to-face
interview sessions in a virtual environment, interactive
online questions, exams, and applications (Wong, 2023). In
the online learning process, students connect to the
learning environment with the help of technology and
continue this process by taking individual responsibilities.
However, most students encounter online learning
environments for the first time at university. For this
reason, it can be said that students need to have knowledge
and self-efficacy for the wuse of online learning
environments, where they have their first experiences and
take more responsibilities compared to traditional learning
environments (Yoriik & Ozgetin, 2021). Self-efficacy is the
individual's perception of what they can do rather than
what they can do (Bandura, 2007). Online learning self-
efficacy is the individual's perception of their ability to
successfully complete specific tasks required of online
learners (Zimmerman & Kulikowich, 2016). For example, it
has been suggested that individuals who do not believe
they have the skills necessary to succeed in an online course

may give up on enrolling or be less likely to complete the
online course they enroll in (Moore & Kearsley, 2005). For
this reason, self-efficacy has an important place in online
learning environments. If an individual's self-efficacy for a
task is low, their effort to learn decreases and the risk of
failure increases (Schunk, 1991). Individuals with a high
perception of self-efficacy give fewer negative emotional
reactions when they encounter difficulties in learning
environments (Yildiz & Seferoglu, 2020), and therefore the
success rate will be higher.

Sun and Rogers (2020) consider online learning to be the
most suitable method for students with high self-regulation
who are willing to take full responsibility for their own
learning. Student self-efficacy seems to be especially
important in challenging learning environments such as
online learning environments, where students lack
opportunities to interact with others and, as a result, can be
socially isolated and easily lost (Cho & Jonassen, 2009; Cho
et al., 2010). Shen et al. (2013) state that three areas should
be considered in terms of online self-efficacy: technology,
learning, and social interaction. However, the majority of
researchers have only considered the technological aspect
of online learning; self-efficacy in the other two areas has
rarely been investigated (Shen et al., 2013; Zimmerman &
Kulikowich, 2016).
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McGhee (2010) found a significant, moderate, and positive
relationship between students' technological self-efficacy
and academic success. Hanham et al. (2021) found that the
perceived usefulness of technology was positively related
to self-efficacy in their study on students' academic abilities
and performance in online courses. In their study on social
interaction, Warden et al. (2022) stated that students who
are not comfortable with technology have weak self-
efficacy in social interactions. In addition, researchers
emphasized the need for studies on self-efficacy and social
interaction. Anas et al. (2024) also emphasized that studies
mostly focus on self-regulated learning strategies in online
learning, and therefore, self-efficacy-based studies are
needed in asynchronous online environments. In this
study, pre-service teachers' online learning self-efficacy
was examined within the scope of both synchronous and
asynchronous participation modes and help-seeking
sources, and data that will contribute to the literature were
obtained.

1.1. Online Learning Self-Efficacy and Modes of
Participation in Online Courses

Online learning is a platform that provides opportunities
for interaction between students and learning resources
(both teacher/environment and peers) and is carried out
both synchronously and asynchronously with the help of
the internet (Dong et al.,, 2020). Online learning provides
students with the opportunity to share their ideas and learn
individually in a more flexible way without being limited
by time and space (Hwang et al., 2021; Lage-Cal et al., 2020).
Participation in online courses can be synchronous or
asynchronous depending on the student's availability and
preference. While participation  offers
students instant interaction with the teacher and their
friends, asynchronous participation offers students the
option of watching the lessons from the recording
afterward and communicating with the teacher and their
friends at different times.

synchronous

When the studies on students' participation modes in
online courses and their self-efficacy for online learning are
examined, Anas et al. (2024) analyzed the situational
interests of students in synchronous and asynchronous
their
Accordingly, it was determined that self-efficacy had
different effects on situational interest depending on the
amount of autonomy provided in online learning
environments. Sun and Rueda (2012) similarly revealed
that self-efficacy had a positive relationship with student
participation and that this relationship was also empirically
established in asynchronous courses. The study by
Budhyani et al. (2022) included the view that blended
learning environments were effective on learner self-
efficacy. Anas et al. (2024) stated that asynchronous online
learning environments had a negative effect on students'
self-efficacy levels. Hung et al. (2024) emphasizes that
research findings on the effects of synchronous and
teaching student

courses and relationship with self-efficacy.

asynchronous environments on

performance exhibit some uncertainty. Studies reveal that
students' self-efficacy levels differ in online learning
environments and that they vary according to their
participation modes in online courses. In this context, it can
be said that more in-depth analyses are needed; in this
study, the online learning self-efficacy levels of pre-service
teachers were examined in both participation modes,
synchronous and asynchronous, and an attempt was made
to contribute to the literature where necessary. In addition
to the participation modes in online courses, the online
learning self-efficacy of pre-service teachers was also
examined in the context of help-seeking resources, and the
social context of the self-efficacy process was also
examined.

1.2. Online Learning Self-Efficacy and Help-Seeking
Resources

Help-seeking is a cognitive skill and refers to a series of
actions such as recognizing the need for help, identifying
problems, and generating questions to ask for help (Aleven
et al., 2006). Online help-seeking refers to help-seeking that
is specifically facilitated by online tools such as search
engines, emails, or discussion boards (Hao et al., 2017a).
Cheng and Tsai (2011) identified three types of online help-
seeking behaviors based on differences in the nature of
helpers and the relationship between helpers and help
seekers. The first of these behaviors is asking for online help
from teachers or experts; the second is asking for help from
peers; and the third is online help-seeking, that is, searching
for relevant information through search engines. Help-
seeking has been studied extensively in classroom settings;
however, research on online help-seeking is still lacking
(Cheng et al,, 2013; Wang et al.; 2022). Hao et al. (2016)
found that the boundary between social help-seeking and
information-seeking is blurring for students; stated that
more research is needed on online help-seeking from
educational perspectives.

Fan and Lin (2023), who examined students' online learning
self-efficacy and help-seeking behaviors, emphasized that
students' help-seeking behaviors are related to their self-
efficacy in the web-based course environment. In addition,
researchers state that more studies are needed on the
concepts of online self-efficacy and help-seeking. Kuo et al.
(2014)
important for the teacher-student relationship; a significant
positive correlation was found between these two
variables. In other words, students with high online self-
efficacy tend to be more thoughtful about online course
content and to have a more positive attitude towards using
the internet as a suitable channel to interact and
communicate with instructors. However, researchers state
that the fundamental relationships between online self-
efficacy and different dimensions of help-seeking resources
need to be investigated further. Yang and Cao (2018) stated
that despite the proven importance of student self-efficacy
in academic achievement in traditional courses, the role
played by student self-efficacy in online environments is

also emphasized that online self-efficacy is
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not clear, and it is not clear whether the relationships
between self-efficacy and help-seeking will translate to
online learning. Hao et al. (2017b) also state that a
comprehensive understanding of the factors predicting
online help-seeking is essential for the design and
implementation of successful teaching strategies. The study
conducted by Wang et al. (2022) revealed that online
learning self-efficacy and academic emotions are important
in understanding the relationship between
interaction and learning engagement and emphasized the

factors

need for cross-sectional studies on online interaction and
participation. It is thought that the results of this study will
provide
researchers to better understand pre-service teachers'
online help-seeking behaviors and online learning self-

important information to educators and

efficacy.

In this context, this research examined the online learning
self-efficacy of prospective teachers, their participation
modes in online courses and the sources of help they
receive in these courses, and sought answers to the
following questions.

1. Are there any differences in pre-service teachers’ online
learning self-efficacy based on gender?

2. Are there any differences in pre-service teachers’ online
learning self-efficacy based on years they are registered to?

3. Are there any differences in pre-service teachers’ online
learning self-efficacy based on their participation modes in
online courses?

4. Are there any differences in pre-service teachers” online
learning self-efficacy based on their sources of help
seeking?

2. Method

2.1. Design
This research is a quantitative study in which the online
learning self-efficacy of teacher candidates, their

participation modes in online courses, and their sources of
help in these courses are examined through a cross-
sectional survey. Cross-sectional survey model is the
collection of information from a predetermined population

in line with the purposes of the study (Fraenkel et al., 2012).
The cross-sectional survey model was preferred in the
research due to reasons such as collecting data from a large
sample, measuring variables such as online learning self-
efficacy, participation modes, and sources of help at one
time, and reaching many individuals with different
characteristics.

2.2. Sample

The study was conducted with 308 prospective teachers
studying in different departments of the faculty of
education; however, due to missing data in the scales, the
process was continued with 293 participants. The
participants in the study were determined by the purposive
sampling method. In the purposive sampling method, the
researcher determines the participants based on his/her
previous knowledge and judgments about the population
in line with the purposes of the study (Fraenkel et al., 2012).
While the students of the faculty of education took their
courses completely online during the February 6-7
earthquakes during the pandemic period, they now attend
some faculty common courses online. Since the researchers
also work at the faculty of education, they have knowledge
about the online learning experiences of the prospective
teachers.

The participants are prospective teachers studying in the
3rd and 4th years. For this reason, they took all their courses
online for half a semester during the earthquake period,
and also some courses, such as Atatiirk's Principles and
Revolution History, Turkish Language, Foreign Language,
and Computer throughout all the years. The participants
continue to take some elective courses online based on their
departments. In this context, it is seen that the participants
are quite experienced in online courses. The researchers
collected the data in a face-to-face environment, explained
the purpose of the study to the prospective teachers in
detail, and stated that the ethics committee permissions
were obtained. The prospective teachers filled out the scale
form on a voluntary basis. Data on the demographic
information of the participants are given in Table 1.
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Table 1.

Information on demographic information of participants

Variables Categories N %
Gender Female 187 63.8
Male 106 36.2
Class 3 121 41.1
4 162 58.9
Online Class Participation Mode Asynchronous 180 61.4
Synchronous 97 33.1
Regular Did Not Follow 16 5.5
Source of help Peer 144 49.1
Internet 112 38.2
Teacher 37 12.6
Total 293 100

As seen in Table 1, 63.8% of the teacher candidates are
female (N=187), and 36.2% are male (N=106). In addition,
121 participants are in the third year (41.1%), and 162
participants are in the fourth year (58.9%). In addition,
61.2% of the teacher candidates follow the lessons
asynchronously (N=180); 33.1%
synchronously (N=97). When they need help, teacher
candidates prefer to get help from their peers (N=144) and
the internet (N=112). Instructors are the least supported

follow the lessons

(N=37) help-seeking source.
2.3. Procedure

At the beginning of the study, the necessary permissions
were obtained from the university ethics committee, and
the application process began after receiving committee
approval. Data were collected by the researchers. The scales
were administered on a voluntary basis, and data were
collected from individuals who wished to participate
voluntarily. A total of 293 undergraduate students were
administered the scales; findings were obtained based on
the analyses performed.

2.4. Measures

The data collection tool consists of three sections. The
demographic information section gender,
department, and year information. In the second section,
data were collected on the participation modes of pre-
service (synchronous,
asynchronous) and the sources from which they frequently
received help during online teaching. The classification
made by Cheng and Tsai (2011) was used when
determining the sources of online help. Accordingly, the
scale included three basic help-seeking sources, namely
peer, internet, and instructor. The third section includes the
items of the Self-Efficacy Scale for Online Learning,
developed by Sun and Rogers (2021) and adapted to
Turkish by Yoriik and Ozcetin (2021). The scale consists of
31 items and four factors (technology use self-efficacy,
online learning self-efficacy, instructor and peer interaction

includes

teachers in online courses

and communication self-efficacy, and self-control and
motivation effectiveness). The Cronbach's alpha coefficient
of the scale was found to be 0.973, and it was found to be
reliable.

2.5. Data Analysis

The data collected throughout the study was analyzed
using the SPSS 24 program. The demographic information
of the prospective teachers, their participation modes in
online courses, and sources of getting help were analyzed
using descriptive statistics. When the skewness and
kurtosis values of the data were analyzed, it was seen that
they were between -1.5 and +1.5 (Tabachnick et al., 2012)
and showed a normal distribution (skewness: -0.16;
kurtosis: -0.32). An independent sample t-test was used to
examine the online self-efficacy of the prospective teachers
according to the gender and year variables; one-way
analysis of variance was used to examine their online
learning self-efficacy according to the participation modes
in online courses and sources of getting help. The LSD test
was used for multiple comparisons between groups. The
formula developed by Korkmaz et al. (2017) was used in
the (Xstandard
score=(Xscore/Number of measured items)*20). The levels
corresponding to the scores obtained from this formula are
20-51: Low Level; 52-67: Medium Level; 68-100: High Level.

interpretation of the mean scores

3. Results

Descriptive analyses of pre-service teachers' online

learning self-efficacy are shown in Table 2.
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Table 2.

Descriptive analyses of online learning self-efficacy

Dimensions Nl?mber Min Max X SS

of items
Technology use self-efficacy 7 7 35 27.36 6.22
Online learning task self-efficacy 4 4 20 16.31 3.25
Instructor and peer interaction and communication self-efficacy 7 293 7 35 21.16 6.97
Self-regulation and motivational effectiveness 13 13 65 42.70 11.77
Total online learning self-efficacy 31 31 155 107.54 22.16

Table 2 shows that the online learning self-efficacy of the
prospective teachers is at a high level. The sub-factors of the
online learning self-efficacy scale, technology use self-
efficacy and online learning task self-efficacy, are at a high
level. Tutorial peer interaction and communication self-

Table 3.

efficacy and self-efficacy for self-control and motivation
effectiveness are at a medium level. Table 3 shows the T-
test results of the online learning self-efficacy scores of the
prospective teachers according to the gender

Self-efficacy levels of teacher candidates according to gender variable T-Test Results

Dimensions Group N X sd t df p
5 Technology use self-efficacy Female 187 26.90 6.08 -1.65 291 .09
s Male 106 28.16 6.41
]
© Online learning task self-efficacy Female 187 16.21 3.25 -.66 291 .50
Male 106 16.48 3.25

Instructor and peer interaction and communication self-
efficacy

Self-regulation and motivational effectiveness

Total online learning self-efficacy

Female 187 21.73 6.98 1.86 291 .06

Male 106 20.16 6.88
Female 187 43.57 11.98 1.68 291 .09
Male 106 41.16 11.28
Female 187 108.43 22.87 91 291 .36
Male 106 105.97 20.87

When the analysis results in Table 3 are examined, it is seen
that the online learning self-efficacy levels of teacher

Table 4.

candidates do not differ significantly according to gender
[to1=915; p>.05]

Self-efficacy levels of teacher candidates according to the class variable T-Test Results

Variables  Dimensions Group N X sd t df p
Class Technology use self-efficacy 3 121 26.37 6.56 -229 291 .02
4 162 28.05 5.89
Online learning task self-efficacy 3 121 15.85 3.28 -2.01 291 .04
4 162 16.63 3.20
Instructor and peer interaction and communication 3 121 18.95 6.74 -470 291 <.001
self-efficacy 4 162 22.71 6.72
Self-regulation and motivational effectiveness 3 121 39.33 11.23 -422 291 <.001
4 162 45.07 11.59
Total online learning self-efficacy 3 121 10052 21.14 -470 291 <.001
4 162 11248  21.59
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Table 4 shows the t-test results of the online self-efficacy
levels of teacher candidates according to the class variable.
According to Table 4, it is seen that the scores of the
prospective teachers in all sub-dimensions constituting
their online learning self-efficacy and their online learning
self-efficacy scores [teo=4.70; p<.05] show significant
differences according to the year they study at. It was
determined that the scores of the fourth-year students in all

Table 5.

dimensions related to online self-efficacy (X=112.48) were
higher than the scores of the third-year students (X=100.52).
Table 5 shows the online learning self-efficacy levels of the
prospective teachers according to their participation modes
in online courses.

Self-efficacy levels of prospective teachers according to their participation in online courses

Dimensions Participation N X sd p n?
Technology use self-efficacy Asynchronous 97 27.92 6.51 .07
Synchronous 180 27.11 5.79 .53
Regular did not follow 16 26.75 8.92
Online learning task self-efficacy Asynchronous 97 17.03 2.80
Synchronous 180 15.95 3.35 .02
Regular did not follow 16 16.06 3.97
Instructor and peer interaction and Asynchronous 97 23.16 6.85
communication self-efficacy Synchronous 180 20.41 6.75 <01
Regular did not follow 16 17.43 7.35
Self-regulation and motivational effectiveness ~ Asynchronous 97 47.05 11
Synchronous 180 41.19 11.29 <01
Regular did not follow 16 33.37 12.56
Total online learning self-efficacy Asynchronous 97 115.17 21.36
Synchronous 180 104.67 20.98 <01
Regular did not follow 16 93.62 26.63

As shown in Table 5, the self-efficacy of the prospective
teachers who attended online courses synchronously was
higher. The self-efficacy of the students who did not attend
the courses regularly was lower than the others. A similar
situation is also valid for other sub-factors. A statistically
significant difference was found among those who
attended online courses synchronously, asynchronously,
and regularly in terms of total online learning self-efficacy,
online learning task self-efficacy, instructor and peer
interaction and communication self-efficacy, self-control,
and motivation effectiveness. The effect size of the
difference between the groups was medium. It was

Table 6.

observed that the levels of the groups were very close to
each other in terms of technology use self-efficacy, and
there was no significant difference. In order to decide on
the multiple comparison technique after ANOVA, the
hypothesis of whether the variances of the group
distributions were homogeneous was first tested with
Levene's test, and it was determined that the variances
were homogeneous (p>.05). Table 6 shows the LSD multiple
comparison test analyses.

Self-efficacy levels according to the type of participation in online courses multiple comparison analyses

Dimensions Online Status Participation Mean Difference Std. Error p
Online learning self-  Synchronous Asynchronous 10.50 2.70 <.01
efficacy Regular did not follow 21.55 5.78 <.01
Asynchronous Synchronous -10.50 2.70 <01
Regular did not follow 11.04 5.59 .04
Regular Did Not Synchronous -21.55 5.78 <.01
Follow Regular did not follow -11.04 5.59 .04
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As shown in Table 6, the self-efficacy of pre-service teachers
in online learning differed significantly among all groups,
including synchronous, asynchronous, and non-regular
participants. Table 7 shows the self-efficacy levels of pre-

service teachers in online learning according to the sources
of help they receive in online courses.

Table 7.

Self-efficacy levels of pre-service teachers in online courses according to the sources of help they receive

Dimensions Help seeking N X SD p n?

Technology use self-efficacy Peer 144 26.95 5.93 .05
Internet 112 27.75 6.22 .54
Teacher 37 27.78 7.31

Online learning task self-efficacy Peer 144 16.07 3.11
Internet 112 16.35 3.40 22
Teacher 37 17.10 3.25

Instructor and peer interaction and communication self- Peer 144 21.52 6.75

efficacy Internet 112 19.52 6.61 <.01
Teacher 37 24.72 7.51

Self-regulation and motivational effectiveness Peer 144 42.36 11.08
Internet 112 40.91 11.39 <.01
Teacher 37 49.48 13.32

Total online learning self-efficacy Peer 144 106.90 20.96
Internet 112 104.54 20.95 <.01
Teacher 37 119.10 26.82

As shown in Table 7, the online learning self-efficacy of the
teacher candidates who prefer to get help from the internet
is lower than the other groups. The teacher candidates who

groups is medium. No significant difference was found
between the groups in terms of technology use self-efficacy
and online learning task self-efficacy.

receive support from the instructor are the group with the
highest significant
difference was found in terms of total online learning self-
efficacy scores. The effect size of the difference between the

online learning self-efficacy. A

Table 8.

Multiple comparison analyses of self-efficacy levels according to the source of help received in online courses

Dimensions Getting Help Online Mean Difference Std. Error )
Online learning self-efficacy Peer Internet 2.36 2.74 .38
Teacher -12.19 4.01 <01
Internet Peer -2.36 274 .38
Teacher -14.56 4.12 <.01
Teacher Peer 12.19 4.01 <.01
Internet 14.56 412 <01

When the scale's self-efficacy for peer interaction and
self-control
effectiveness dimensions are examined, it is seen that there
is a statistically significant difference between the groups.
In order to decide on the multiple comparison technique
after ANOVA, the hypothesis of whether the variances of

communication and and motivation

the group distributions are homogeneous was first tested
with Levene's test, and it was determined that the variances
were homogeneous (p > .05). Table 8 shows the LSD
multiple comparison test analyses.
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When Table 8 is examined, it is seen that the differences
between the online learning self-efficacy of the prospective
teachers according to the source they receive help from are
statistically significant between the prospective teachers
who receive help from peers and the Internet and the
prospective teachers who receive help from a teacher.
However, it was revealed that the difference between the
groups who prefer to receive help from peers and the
Internet is not significant.

4. Discussion

This study differed from other studies by examining pre-
service teachers' online learning self-efficacy based on their
participation modes in online courses and sources of
assistance in these courses. It was observed that most pre-
service teachers attended online courses asynchronously.
In the study conducted by Murphy et al. (2011), it was
stated that students preferred asynchronous courses more
because asking questions using text in asynchronous
communication was easier than asking directly, they could
ask two or three questions to the teacher at once, and
teachers provided more detailed feedback. However,
according to Henry et al. (2025), synchronous learning
caused more anxiety in students when it came to speaking.
Pre-service teachers may have preferred asynchronous
courses for similar reasons. Henry et al. (2025) made some
suggestions for these reasons; they stated that instructors
could implement low-risk, asynchronous introductory
activities that allow students to introduce themselves
through videos or written thoughts in order to reduce
anxiety and increase participation. Additionally, they
stated that providing clear guidelines and expectations for
synchronous participation would make students feel more
comfortable and prepared when speaking in real time and
would help reduce anxiety. It was also determined that
teacher candidates sought help from their peers more for
online courses and received the least help from the
instructor. Similar results were obtained in the study
conducted by Ugar (2020), where it was determined that
teacher candidates sought help from their peers more. Ugar
interprets this result as his students choosing the source
where they could get the fastest response when seeking
online academic help. Hao et al. (2016) also emphasized
that students preferred to receive less help from the
instructor. The findings are similar to the results obtained
in the study.

Pre-service teachers' general self-efficacy for online
learning, technology use self-efficacy, and online learning
task self-efficacy are at a high level. Peer-to-peer interaction
and communication self-efficacy and self-efficacy for self-
control and motivation effectiveness are at a moderate
level. In the study examining the online self-efficacy of pre-
service teachers by Ucar and Demir (2022), general online
self-efficacy, technology use self-efficacy, and online
learning task self-efficacy were determined to be at a high
level, and self-efficacy for self-control and motivation
effectiveness were determined to be at a moderate and high

level. The findings obtained are highly similar to the study
results. Lin (2021) also reached similar results in his
research with university students and found the general
self-efficacy levels of the students to be high. In the study
conducted by Yessenova et al. (2023), it was determined
that pre-service teachers' online learning self-efficacy levels
were high. However, researchers examined the scores at the
gender level and reached almost similar results. It was
determined that the participant scores were significant only
in favor of men in the technology use dimension; no
significant difference was found in other dimensions.
Yildiz and Seferoglu (2020) also found in their research that
students had high self-efficacy perceptions towards online
technologies. However, they concluded that men's self-
efficacy perceptions towards online technologies were
higher than women's. Similar to Yildiz and Seferoglu, in the
study conducted by Ugar and Demir (2022), male students'
online learning self-efficacy was found to be higher than
women's. The results obtained in the study conducted by
Gonen (2024) were similar, and it was determined that male
participants' technology use self-efficacy scores were
significantly higher than women's. However, it was
observed that there was no significant difference in the
other dimensions of online learning self-efficacy in terms of
gender. On the other hand, in the study conducted by
Oziidogru (2022), it was determined that gender had no
effect on online learning self-efficacy. When the results
obtained are examined, it can be said that male students'
self-efficacy towards online technologies differs in other
studies, but the findings are similar in general.

The online self-efficacy levels of teacher candidates are high
in all dimensions. Gonen (2024) also reached similar results
and determined that the online self-efficacy scores of fourth
year students were significantly higher than those of third
years’. It is thought that this situation may be related to
experience in online learning. Pre-service teachers who
attend online courses synchronously have significantly
higher general online learning self-efficacy, online learning
task  self-efficacy, peer interaction
communication self-efficacy, self-control, and motivational
effectiveness self-efficacy compared to others. Studies in
this
Simmermeyer et al. (2022), pre-service teachers with high
self-efficacy follow asynchronous courses more. This is
because the tasks associated with asynchronous online
courses consist of more self-regulated strategies compared
to the tasks associated with synchronous courses. Lange
(2024) also defends a similar view; he states that students
with high self-efficacy generally prefer asynchronous
courses because they prefer more challenging, autonomous
environments and are more willing to use self-regulation to
be successful. Budhyani et al. (2022) argue that combining
synchronous and asynchronous environments may have
positive effects on student self-efficacy.

teacher and

the literature differ on issue. According to

Among the teacher candidates, the group with the highest
online self-efficacy is the group that prefers to get help from
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the instructor. In groups with low online learning self-
efficacy, the internet and peer help were preferred. In fact,
it is possible to find studies that determine the relationship
between students' online learning self-efficacy perceptions
and their help-seeking status (Fan and Lin, 2023). Kuo et al.
(2014) also reached similar results and determined that
individuals with high online self-efficacy can communicate
more effectively with instructors. Warden et al. (2022)
determined that students with low self-efficacy in
technology have low communication with instructors.
Accordingly, with  high self-efficacy
communicate more easily with instructors and can convey
their requests for help; individuals with low self-efficacy
prefer the internet or their friends, with whom they can
communicate more easily. As a result of the study
conducted by Getenet et al. (2024), it was determined that
the level of technology self-efficacy positively contributes
to students' collaborative participation, which includes
connecting with peers, faculty members, or sectors. Indeed,
Wang et al. (2022) think that the strengthened self-efficacy
belief will reduce the feeling of anxiety and worry, thus
increasing students' confidence in their ability to produce
their success. Based on these findings, it is thought that the
anxiety and anxiety levels of teacher candidates decrease in
line with the confidence created as a result of the high self-
efficacy level and that they communicate more easily with
faculty members

individuals

The general self-efficacy levels of prospective teachers for
online learning are high; their self-efficacy for peer
interaction and communication and their self-efficacy for
self-control and motivation effectiveness are at a medium
level. Evaluations can be made by obtaining in-depth data
on the self-efficacy of teacher candidates for peer
interaction and communication and their self-efficacy for
and thus

self-control and motivation effectiveness,

deficiencies can be eliminated.

In the study, it is seen that the online self-efficacy levels of
teacher candidates do not differ according to gender, but
some results in the literature differ in favor of men. The
results can be re-evaluated by repeating the analyses with
a larger sample. In addition, the online self-efficacy levels
of participating pre-service teachers are significantly higher
in the fourth year than those in their third year. In-depth
qualitative data can be collected in different studies related
to the reasons for this finding, and the relationship between
experience and self-efficacy regarding online courses can
be examined further.

It has been determined that most teacher candidates attend
online courses asynchronously, and those who prefer
synchronous courses are the minority. The reasons why
teacher candidates do not attend synchronous courses can
be examined in depth; studies can be conducted for
investigating different strategies and applications to
increase participation in synchronous courses.

It has been determined that teacher candidates prefer to get
help from their peers in online courses; the internet is
second, and the faculty member is last. As emphasized in
the studies, the level of teacher candidates getting help
from faculty members can be increased by providing rapid
feedback to students or by providing a second advisor for
support in this regard. Different studies can deeply
investigate why teacher candidates prefer to get help from
their peers in online courses and why they prefer to get help
from the faculty member less; viable platforms can be
developed to strengthen student-teacher communication.
(2000) offers key solutions such as
synchronous or

Krishnamurthi

asynchronous discussions between
students and instructors, collaborative activities between
students and instructors to complete their homework, and
one-on-one interaction between students and instructors
through course materials such as lecture notes, homework,
and announcements in order to strengthen teacher-student
learning

Communication between teachers and students can be

communication in online environments.

strengthened with such applications.

Another finding that stands out in the study is that the self-
efficacy of teacher candidates who attend online courses
synchronously is significantly higher. On the other hand,
researchers have identified different findings in similar
studies in the literature and have stated that individuals
with high self-efficacy prefer asynchronous courses. This
situation requires qualitative and in-depth studies on
teacher candidates' participation in courses and their self-
efficacy. In this way, the level of the relationship between
their participation in courses and their self-efficacy can be
revealed more clearly.

Among the teacher candidates, the group with the highest
online self-efficacy is the group that prefers to get help from
the instructor. In parallel with the research results, the self-
efficacy levels of teacher candidates for online learning can
be increased, and encouraging practices can be developed
for them to attend synchronous classes regularly, and this
situation can be investigated and its causes can be
eliminated. Bandura (1997) suggested four sources to create
self-efficacy in students: mastery experience, indirect
experience, verbal persuasion, and emotional arousal. In
this context, academic coaching can be established within
the units. With academic coaches, students can be prepared
for online learning, their online development can be
increased, and the necessary guidance for online academic
success can be provided (Capstick et al., 2019). Thus,
students can gain mastery experience and indirect
experience. In addition, academic coaches can help
students identify their academic strengths and build on
them. In addition, academic support services such as
academic counseling, private tutoring,
workshops, mentoring, and testing services can be
provided with campus resources. Academic Success
Centers can be established to help students develop their
academic skills, create an environment that encourages

academic
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self-sufficiency, and motivate students to learn (Tang et al.,
2022).

In this study, the online learning self-efficacy of teacher
candidates was evaluated with quantitative data obtained
from the scale. Future studies can be repeated with larger
samples, including students studying in different faculties.
In addition, in-depth studies can be made using qualitative
data regarding students' participation in online courses and
their self-efficacy. Students' online learning self-efficacy can
be examined in countries with different infrastructures, and
comparisons can be made with the research results in
regional and cultural contexts.
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