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Introduction

Mindset is defined as a ‘cognitive framework’ or ‘mental filter’ that determines an individual’s
way of perceiving, interpreting and responding to the world (Dweck, 2006). Thoughts, on the other
hand, are the momentary mental products generated within this framework. We can say that there are
similarities and differences between mindset and thought. In terms of similarities, mindset serves as the
centre for the production of thoughts. According to the "Action Stages and Mindset Model" developed
by Gollwitzer (1990), an individual’s mindset (e.g., deliberative or implemental) directly determines the
content and direction of the thoughts they produce. In terms of differences between mindset and thought,
thought is more dynamic, momentary and transient; mindset, on the other hand, is more static, structural
and continuous. French (2016) likens mindset to an ‘Operating System’ and thoughts to the ‘Software’
running on this system. Thus, whilst thought is the product of a cognitive activity, mindset is a broader
umbrella concept encompassing the entirety of beliefs, attitudes and values. The sum total of experiences
internalized through lived experience and conditioning as a result of the events people encounter
throughout their lives and their intentional or unintentional reactions to them represents the individual.
The people and factors with whom they interact throughout their lives constantly change, exhibiting
positive or negative levels in terms of their strengths and weaknesses. Every step taken in daily life and
the responses given to situations and events are directly related to the individual’s psychological well-
being (Kuiper, 2012; Padesky and Mooney, 2012).

In this context, adolescence in particular is regarded as a critical developmental stage in terms
of the formation of an individual’s identity and psychological resilience mechanisms. During this period,
individuals possessing a growth mindset not only enhance academic achievement through cognitive
skills but also by strengthening emotional resilience processes and restructuring their self-
concept/identity perception through an effort-based understanding (Blackwell, Trzesniewski & Dweck,
2007; Yeager et al., 2019). Consequently, an individual’s way of interpreting life experiences and their
mental attitude towards learning from these experiences are regarded as key determinants of
psychological adjustment and academic development. In Years 7 and 8 (early adolescence), the presence
of these concepts is critical for ‘academic resilience’. A student with a growth mindset views failure not
as ‘inadequacy’ but as a ‘lack of effort’ (Yeager and Dweck, 2012). In the case of a fixed mindset, the
student believes that their intelligence is fixed. In this age group, mindset directly shapes not only the
student’s grades but also their ability to cope with stress and their self-perception. If we focus on
academic success during adolescence, students face both positive and negative experiences that they
must adapt to in their academic lives. Students’ responses to these experiences and their ability to
overcome academic challenges vary depending on their individual characteristics (Trigueros et al.,
2019).

In this context, one of the key factors determining students’ approach to learning is their
mindset. In the scientific literature, self-concept refers to an individual’s holistic beliefs regarding their
own abilities, values and identity (Shavelson et al., 1976); whereas mindset is a cognitive orientation
regarding the malleability of these abilities. According to Dweck (2006), self- concept focuses on the
question “Who am [?”, whilst mindset focuses on “Can I improve?”. In this context, self-concept is
descriptive, whereas mindset is a functional mechanism that guides learning processes. In particular, at
secondary school level, a growth mindset plays a decisive role in strengthening academic self-concept
and self-efficacy.

Mindset fosters a deep understanding of how individuals perceive the world and themselves,
and this understanding influences their learning processes, how they cope with failure, and their overall
motivation. In other words, mindset refers to the implicit beliefs that can be shaped by people’s personal
characteristics (Dweck, 1999). Carol Dweck’s (2006) concepts of a growth mindset and a fixed mindset
hold a particularly significant place in this context. A growth mindset refers to a way of thinking in
which one believes that intelligence and abilities can be developed over time, whilst a fixed mindset is
a belief that intelligence and abilities are innate and unchangeable traits. Implicit theories can be defined
as the conscious or unconscious beliefs individuals hold regarding intelligence, abilities and personality.
Dweck (2006) argued that people hold different beliefs regarding whether their intelligence is fixed or
malleable. These beliefs influence the attitudes individuals adopt during learning processes and how
they cope with the challenges they face. A growth mindset is a cognitive framework in which individuals
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believe they can develop their intelligence, whereas a fixed mindset is an approach in which individuals
view their intelligence as an unchangeable, innate trait (Dweck & Leggett, 1988). These mindsets can
directly influence students’ attitudes towards learning, their academic achievement, their efforts during
academic processes, and their reactions to failure. The literature indicates that individuals with a growth
mindset are more resilient, prone to self-regulation, and open to learning (Claro et al., 2016). Variables
such as gender, grade level and age also play a significant role in shaping these mindsets.

Findings in the developmental psychology literature regarding how mindset characteristics
change according to age and grade level are particularly examined within the context of ‘transition
periods’ in educational life. During periods where academic and social expectations are restructured—
such as the transition from primary to secondary school and from secondary to sixth form—significant
changes can be observed in students’ perceptions of learning and their beliefs regarding success. Indeed,
research indicates that, particularly during early adolescence (Years 7 and 8), which encompasses the
12—14 age range, as academic challenges increase, students may exhibit a tendency to adopt a fixed
mindset, or that the protective effect of a growth mindset on academic achievement becomes more
pronounced during this period (Blackwell, Trzesniewski, and Dweck, 2007; West, Gabrieli, Finn, Kraft,
and Scherer, 2016; Yeager et al., 2019). This suggests that the interaction between cognitive
development processes in early adolescence and the academic and social conditions provided by the
school environment significantly shapes students’ beliefs about learning and their academic self-
concept.

In this context, the ‘Stage—Environment Fit’ approach proposed by Eccles and Wigfield (1993)
emphasizes that the alignment between the developmental needs of students in early adolescence and
the opportunities offered by the school environment plays a decisive role in learning motivation and
academic beliefs. The shift in the curriculum during secondary school towards a more structured and
assessment-focused nature, the increasing pressure for academic achievement based on grades, and the
intensification of performance assessments can conflict with adolescents’ needs for autonomy and
competence, potentially leading to a cognitive and emotional breakdown (Wigfield et al., 2006). In
particular, the increased social comparisons and competitive school climate during the transition to
secondary education can divert students’ learning processes away from a focus on effort and
development, steering them towards performance and fixed beliefs about ability (Anderman and Machr,
1994). In this context, it is stated that students’ perceptions of the school’s psychosocial environment
play a mediating role on their self-beliefs, and that this situation has significant effects on both academic
achievement and psychological adjustment (Roeser, Midgley and Urdan, 1996).

On the other hand, the age variable also brings about significant changes in individuals’
cognitive and affective developmental processes, thereby influencing the formation and transformation
of their mindset. Childhood and adolescence are critical stages in which cognitive development
accelerates; it is noted that individuals, particularly those at an early age, are more open to adopting a
growth mindset due to their more flexible thought structures. Adolescence, meanwhile, is a
developmental process in which identity development gains momentum and individuals restructure their
attitudes towards concepts of success, failure and ability (Schunk, 1991). During this process,
individuals interpret social messages received from their environment to shape their beliefs regarding
their academic competence and learning processes.

Another key variable influencing mindset development is the gender factor, which is shaped
within the framework of social and cultural norms. Gender roles can influence students’ attitudes
towards learning and how they interpret success. Research indicates that, due to their greater openness
to social sensitivity and cooperation, female students may be more inclined to adopt growth-oriented
approaches in their learning processes, whilst male students may tend to associate success more with
performance and natural talent (Dweck, 2006; Goleman, 1995). Therefore, taking into account the effect
of the gender variable on students’ learning motivation and mindset structures could contribute to the
more effective design of teaching strategies to be implemented in educational settings.

In conclusion, it is considered important to consider demographic variables such as age, grade
level and gender together when understanding students’ mindset development. In particular, seventh and
eighth-year students are in the early adolescent period, which is one of the most critical stages of
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transition from childhood to adulthood in developmental psychology literature. This period is defined
as a developmental process during which cognitive structures undergo significant transformations,
abstract thinking skills develop, and individuals restructure their beliefs regarding concepts of learning,
achievement and ability. Consequently, it is believed that examining the mindset structures of students
in the early adolescence period in terms of age, grade level and gender variables could make significant
contributions to both developmental psychology and educational science literature. From this
perspective, seventh and eighth-grade students (approximately 12—14 years old) are in the early
adolescence period, which is considered the most critical stage of transition from childhood to adulthood
in the developmental psychology literature. This period is a ‘cognitive revolution’ in which cognitive
structures undergo a profound transformation and abstract thought takes precedence over concrete
reality.

The primary aim of this study is to examine the types of mindset (growth mindset and fixed
mindset) held by secondary school students in line with their implicit theories, in terms of the variables
of gender, grade level, and age. In this regard, the study aims to determine whether there are significant
differences in mindset structures based on students’ individual characteristics and to provide evidence-
based recommendations to guide educational practices.

Accordingly, the research question is: ‘Do secondary school students’ growth mindset and fixed
mindset types differ according to the variables of gender, grade level and age?” Within this scope, the
following questions were addressed:

1. What is the level of mindset types among secondary school students?
2. Does the level of secondary school students’ mindset types differ according to gender?
3. Does the level of secondary school students’ mindset types vary according to grade level?

4. Does the level of secondary school students’ types of mindset vary according to age?

Method

In this study, the correlational survey model, one of the quantitative research methods, was
employed. Quantitative research methods are systematic research approaches aimed at examining the
relationships between phenomena through objective measurements and statistical analyses. The
correlational survey model is one of the research models designed to reveal the co-variation between
two or more variables and the direction or degree of this variation (Karasar, 2017). This model offers
the researcher the opportunity to examine the relationships between variables in their natural
environment without any intervention.

The primary reason for opting for the correlational survey model in this study is to describe
students’ mindset structures as they currently exist and to examine whether these structures differ in
terms of specific demographic variables. In other words, the research aims not to alter an existing
situation, but to reveal the characteristics of the current situation and the relationships between variables.
In this respect, the study aligns with the structure of the quantitative research approach, which facilitates
descriptive and comparative analyses (Creswell and Creswell, 2017). Consequently, it is considered that
the correlational survey model is an appropriate research design for determining the relationships
between students’ mindsets and various variables.

Population and Sample

In this study, the scale data of a total of 221 students currently enrolled in Grades 7 and 8 at a
state secondary school affiliated with the Ministry of National Education (MEB) in the district of
Marmaris, within the province of Mugla, were included in the research. Students in Grades 5 and 6 at
the school were not included in this study for the sake of its validity and reliability, as they had
previously formed the pilot and main study groups in a similar study. The frequency and percentage
distributions of the secondary school students according to the variables are presented in the tables
below.
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Table 1. Frequency and percentage distributions of secondary school students by gender, age and grade
level

Frequency %
Gender Female 96 43.4
Male 125 56.6
7 116 52.5
Grade Level
8 105 47.5
Age 11 1 5
12 60 27.1
13 105 47.5
14 55 24.9
Total 221 100.0

According to the results of the frequency table for the gender variable among secondary school
students, 43.4% of students are female and 56.6% are male. In terms of numbers, 125 of the 221 students
who took part in the survey are male and 96 are female. Regarding the characteristics of secondary
school students by grade level; according to the results of the frequency table for the grade level variable,
52.5% of students are in Grade 7 and 47.5% are in Grade 8. In terms of numbers, 116 of the 221 students
who took part in the survey are in Grade 7 and 105 are in Grade 8. According to the results of the
frequency table for the age variable of secondary school students, 11.5% of the students are 11 years
old, 27.1% are 12 years old, 47.5% are 13 years old, and 24.9% are 14 years old. In terms of numbers,
of the 221 students who took part in the survey, (1) is 11 years old, (60) are 12 years old, (105) are 13
years old, and (55) are 14 years old.

Data Collection Tool

In this study, a three-question personal information form prepared by the researchers and the
eight-item ‘Mindset Scale’ developed by Carol Dweck (1999, 2013), comprising two sub-dimensions
(fixed mindset and growth mindset), were administered.

Personal Information Form

Information regarding the grade level, gender and age of the students included in the study group
was obtained via the personal information form created by the researchers.

Mindset Scale (MS)

In the study, the Mindset Scale (MS), which was developed by Dweck (1999, 2013) and revised
and updated by De Castella and Byrne (2015), was used to determine participants’ self-theories
regarding intelligence. The adaptation, validity and reliability studies of the scale into Turkish were
conducted by Orhan (2021). Drawing its theoretical framework from "Implicit Theories of Intelligence",
the scale consists of two main sub-dimensions: Entity Theory: 4 items measuring beliefs that intelligence
is a fixed and unchangeable trait. Developmental Beliefs (Incremental Theory): 4 items measuring
beliefs that intelligence can be developed through effort and learning. The scale, comprising a total of 8
items, is a five- point Likert scale scored on a scale from "1=Strongly Disagree" to "5=Strongly Agree".
The total score obtainable from the scale ranges from 8 to 40, with higher scores indicating the
dominance of the mindset structure represented by the relevant sub-dimension.

Data Analysis

In the study, the Mindset Scale was administered by the researcher by visiting each class
individually. During this process, the necessary permissions were obtained from the teachers in the
classes where the scale was administered, and their support was utilized. In this study, the scale was
administered to a total of 240 students in Years 7 and 8 at a secondary school affiliated with the Ministry
of National Education (MEB) in the Marmaris district of Mugla province. The data of 19 students were
excluded from the study due to invalid or incomplete responses. Analyses were conducted using data
from 221 students. The data were analyzed using the SPSS 22 software package. A normality test
(Shapiro-Wilk/Kolmogorov-Smirnov) was performed to determine the appropriate analysis method, and
the results indicated that the scores followed a normal distribution (p > .05; Shapiro and Wilk, 1965). In
light of these findings, it was decided to use parametric tests in the study (Field, 2013). The Independent
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Samples t-Test was applied to compare independent variables with two categories; the One-Way
Analysis of Variance (ANOVA) technique was used to analyse variables involving three or more groups
(Pallant, 2020).

Findings
This section presents the findings obtained regarding the sub-problems of the study.

The results of the analysis conducted to answer the first sub-problem of the study, formulated
as ‘What is the level of secondary school students’ types of mindset?’, are presented in Table 2.

Table 2. Level of mindset types among secondary school students

N Minimum Maximum Arithmetic Starllda.lrd
mean deviation
Total 221 13 40 30.59 5.28

When examining the scores obtained by secondary school students on the Mindset Scale in
Table 2, it can be seen that the mean (X=30.59) is above the above the scale midpoint. Given that the
lowest score on the scale was 8 and the highest was 40, we can conclude that the students possess a
growth mindset.

The results of the independent samples t-test analysis conducted to answer the study’s second
sub-question, ‘Do the levels of mindset types among secondary school students differ according to
gender?’, are presented in Table 3.

Table 3. Independent samples t-test results for the level of mindset types among secondary school
students by gender

Arithmetic

Gender N Standard deviation t df p
mean

Female 96 30.36 5.18 226 219 568

Male 125 30.77 5.38

As shown in Table 3; following the t-test conducted to compare whether students’ levels of
mindset types differed by gender, it was found that there was no significant difference between the
mindset type levels of female and male students (t 0.05: 219 = 0.226). Accordingly, it can be seen that
the scores obtained by female students on the Mindset Scale (X = 30.36) are close to those obtained by
male students (X = 30.77).

The results of the independent samples t-test conducted to answer the third sub-question of the
study, ‘Do the levels of mindset types among secondary school students differ according to grade
level?’, are presented in Table 4.

Table 4. Independent samples t-test results for the level of mindset types among secondary school
students by grade level

Grade N Arithmetic Stal'ld?'il‘d ¢ Jaf »
level mean deviation
Grade 7 116 30.36 5.30 -.694 219 488
Grade 8 105 30.85 5.28

Upon examining Table 6, t-test was conducted to compare whether the levels of mindset types
among secondary school students differed significantly by grade level; it was found that the mindset
types of Grade 7 and Grade 8 students did not differ significantly from one another (t 0.05: 219 =
—0.694). Accordingly, it is observed that the mean score obtained by 7th-grade students on the Mindset
Scale (X =30.36) is close to the mean scores obtained by male students (X = 30.85).

The results of the one-way analysis of variance (ANOVA) for independent samples, conducted
to answer the fourth sub-question of the study, ‘Do the levels of mindset types among secondary school
students differ according to age?’, are presented in Table 5.



Journal of Education, Theory and Practical Research 2026, Vol 12, Issue 1, 1-10 Seda GORGQOZ, Bilal DUMAN

Table 5. Descriptive statistics of secondary school students by age

Age N Mean Sd
11 1 33.0000 .
12 60 30.7667 5.49381
13 105 30.4381 5.16446
14 55 30.6727 5.42646
Total 221 30.5973 5.28942

Examining Table 5, the arithmetic mean for the 11-year-old student (X=33.00), the arithmetic
mean for the 60 12-year-old students (X=30.76), the arithmetic mean for the 105 students aged 13 is
(X=30.43), and the arithmetic mean for the 55 students aged 14 is (X=30.67). The ANOVA test in Table
8 below was used to examine whether there was a significant difference in the scores obtained by these
students on the Mindset Scale.

Table 6. Results of the one-way analysis of variance on the level of mindset types among secondary
school students by age

f;:rlir;:goonf Sum of Squares df Sl\g z:?e F p
Between groups 10468.000 3 3.489 123 946
Within groups 6144.690 217 28.317
Total 6155.158 220

As can be seen in Table 6, the results of the one-way analysis of variance (ANOVA) conducted
to determine whether the arithmetic means of the Mindset Scale showed a significant difference
according to age indicate that there is no statistically significant difference between the arithmetic means
of the age groups (p=.946).

Discussion, Conclusions and Recommendations

The aim of this study is to examine the growth and fixed mindsets of secondary school students
in terms of the variables of gender, grade level and age, within the framework of implicit theories. The
findings obtained in line with the researcher’s objective are discussed in this section. In this context, as
the region where the students live is a tourist destination, they have the opportunity to encounter people
from many different nations, communicate with them, and compare their own lives with aspects such as
the others’ lifestyles, cultural characteristics and approaches to events. The fact that the students are
particularly in their teenage years and are encountering people from outside their own nation whilst just
beginning to discover life may have contributed to their realizing that different ways of life exist. Thus,
it can be said that they have begun to shape their own mental frameworks by experiencing learning in
its most concrete form—through lived experience. Furthermore, the fact that the students live in a coastal
city in western Turkey, combined with their relatively favorable economic circumstances, may have led
them to adopt a mindset that is not static but rather oriented towards development, change, and
flexibility. A review of the literature reveals that in a study conducted by Orhan (2021) with Grade 7
secondary school students, the results of a scale administered to determine their mindset level prior to
the activities indicated that the control group’s level of growth mindset was higher than that of the
experimental group. In a study conducted by Gonida et al. (2006) with fifth and sixth-grade students in
Greece, it was observed that students’ beliefs regarding the development of intelligence had
strengthened over the course of a year. They concluded that levels of growth-oriented mindset had
increased. However, the findings of this study do not align with some results in the literature. In a study
by Gunderson et al. (2017), it was determined that secondary school students exhibited more fixed
mindset tendencies compared to primary and sixth-form students. Similarly, in a longitudinal study
conducted by Pomerantz and Saxon (2001), it was found that students’ tendency to view intelligence as
a fixed trait increased between Grade 4 and Grade 6. Within the scope of this study, it can be interpreted
that growth mindset may vary depending on students’ cultural context and individual experiences.
Consequently, it may be beneficial to take into account students’ developmental levels, cultural contexts
and individual needs for growth mindset interventions to be effective.
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The study investigated whether there were significant differences in the mindset types of female
and male students based on the gender variable. Following the t-test conducted for this purpose, it was
found that there were no significant differences between the mindset types of female and male students.
Accordingly, it was observed that the scores obtained by female students on the Mindset Scale were
similar to those obtained by male students. In the literature, it has generally been reported that there is
no significant difference between the genders in terms of growth mindset, in line with the findings of
this study (Yeager and Dweck, 2012). However, some studies indicate that female students may benefit
more from a growth mindset, particularly in STEM fields such as mathematics and science. In a study
conducted by Good et al. (2003), it was concluded that growth mindset-focused interventions could
reduce the gender achievement gap by improving female students’ performance in mathematics. In their
work, Schlender et al. (2020) noted that female students adopt a higher level of growth mindset
compared to male students, and that this difference is associated with social skills and group identity.
These findings indicate that the relationship between growth mindset and gender can vary and is context-
dependent. It is important for educators to develop strategies that support all students’ growth mindset
beliefs, taking gender-based differences into account.

Following an analysis comparing whether secondary school students’ mindset types differed
significantly according to grade level, it was found that the mindset types of Grade 7 and Grade §
students did not differ significantly from one another. Claro et al. (2016), in a large-scale study involving
over 200,000 students in California, identified that a growth mindset has positive effects on academic
achievement. In this study, they suggested that a growth mindset could contribute to students’ learning
processes and that this effect might be independent of grade level. According to some studies, however,
it is suggested that as students’ progress through higher grade levels, they face greater academic pressure
and competition, a situation which may increase the tendency towards a fixed mindset (Blackwell et al.,
2007). Nevertheless, growth mindset interventions have been found to have a positive effect, particularly
on students in Grades 7 and 8. Students participating in these interventions demonstrated significant
increases in their academic achievement and motivation levels. Furthermore, it has been concluded that
supporting the development of a growth mindset in the final years of primary education plays a critical
role in students achieving their long-term educational goals. In their study, Yeager and Dweck (2012)
concluded that students experience a decline in their growth mindset tendencies during the period from
secondary school to the final year of sixth form. They suggested that this decline might be attributed to
students entering a period characterized by increased academic pressure, more stringent criteria for
success, and intensified social comparisons. In such an environment, individuals are more likely to adopt
the belief that success is dependent on fixed traits, which in turn can foster a fixed mindset (Gunderson
et al., 2013).

An analysis conducted to determine whether the arithmetic means of the mindset scale showed
a significant difference according to the age variable revealed a statistically significant difference
between the arithmetic means of the age groups. A review of the relevant literature reveals that in a
longitudinal study conducted by Blackwell et al. (2007), it was concluded that students with a growth
mindset during the transition to adolescence (particularly in Grade 7) demonstrated an increase in their
grade point averages and exhibited more positive attitudes towards learning. Adolescence is a period
marked by significant changes in individuals’ cognitive and emotional development. During this period,
students’ levels of growth mindset play a decisive role in their academic achievement. A study by
Arthofer (2016) found that growth mindset lessons for Grade 7 students increased their mathematics
achievement, attitudes towards the subject, and self-confidence. This finding has been interpreted to
suggest that growth mindset interventions may be effective for secondary school students. Research
indicates that the impact of growth mindset interventions may vary depending on age. In a study
conducted by Claro and Loeb (2019), it was concluded that growth mindset interventions had more
limited effects on secondary school students, whereas more pronounced positive outcomes were
observed among sixth-form students. This highlights the importance of considering the timing of
interventions and the developmental stage of the students. The cognitive and emotional characteristics
of adolescence shape students’ growth mindset beliefs, and these beliefs, in turn, influence their
academic performance. Therefore, designing and implementing growth mindset interventions in a
manner appropriate to students’ age, grade level and developmental level will contribute to achieving
more effective outcomes in education.
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Recommendations

In this study, the growth and fixed mindset levels of secondary school students were examined
within the framework of implicit theories of intelligence, taking into account the variables of gender,
grade level and age. Based on the findings, the following recommendations are presented for both
practitioners and researchers:

1. Given that age and grade level may play a decisive role in the development of
students’mindsets, activities that support a growth mindset could be differentiated according
to grade level.

2. Teachers could be encouraged to develop strategies that support all students’ growth
mindset beliefs, moving away from gender-based stereotypes.

3. In addition to this study, which employed quantitative methods, the use of qualitative
methods (e.g., student diaries, interviews or focus group studies) could provide more in-
depth insights into students’ mindset beliefs.

4. Particularly during critical transition periods (e.g. from primary to secondary school, or from
secondary to sixth form), growth mindset education can be integrated with guidance support
to assist students through these transitions.
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Ortiik Teoriler Baglaminda Ortaokul Ogrencilerinin Zihniyetlerinin
Cinsiyet, Sinif ve Yas Degiskenleri Acisindan Incelenmesi

Seda GORGOZ!, Bilal DUMAN?

Ozet

Anahtar Kelimeler

Bu arastirma, ortaokul 6grencilerinin ortiik teoriler ¢er¢evesinde gelisim ve sabit
zihniyetlerini  cinsiyet, smif ve yas degiskenlerine gore incelemeyi
amaglamaktadir. Aragtirmada nicel arastirma yontemlerinden iligkisel tarama
modeli kullanilmistir. Arastirma 6rneklemi 2024-2025 egitim-6gretim yilinda
Mugla ili Marmaris ilgesindeki MEB’e bagli bir devlet ortaokulunun 7. ve 8.
simiflarinda 6grenim goéren toplam 221 &grenci olusturmaktadir. Ogrencilere
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analizinde frekans, yiizde, bagimsiz &rneklemler t-testi ve tek yonlii varyans
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Giris

Zihniyet, bireyin diinyay1 algilama, yorumlama ve tepki verme bigimini belirleyen "biligsel bir
gergeve" veya "zihinsel bir filtre" olarak tanimlanir (Dweck, 2006). Diisiince ise bu ¢ergeve igerisinde
tiretilen anlik zihinsel {irlinlerdir. Zihniyet ve diisiince arasinda benzerlikler ve farkliliklarin oldugunu
sOyleyebiliriz. Benzerlik agisindan zihniyet, diisiincelerin {iretim merkezidir. Gollwitzer (1990)
tarafindan gelistirilen "Eylem Asamalar1 ve Zihniyet Modeli"ne gore, bir bireyin sahip oldugu zihniyet
(6rnegin secici veya uygulamaci), iretecegi diislincelerin igerigini ve yoniinii dogrudan belirler. Zihniyet
ve diisiince arasinda farkliliklar agisindan ise diisiince daha dinamik, anlik ve gecicidir; zihniyet ise daha
statik, yapisal ve siireklidir. French (2016), zihniyeti bir "Isletim Sistemi"ne, diisiinceleri ise bu sistem
iizerinde ¢alisan "Yazilimlara" benzetir. O halde Diisiince bilissel bir faaliyetin ¢iktisiyken; zihniyet
inanclar, tutumlar ve degerler biitiiniinii kapsayan daha genis bir semsiye kavramdir. insanlarin hayatlari
boyunca yasadiklar1 olaylar ve bunlara gosterdigi kasith ya da kasitsiz tepkiler sonucunda
icsellestirdikleri veya kosullandirilmis bigimde olusan deneyimlerin tiimii bireyi temsil eder. Yasamlar1
boyunca etkilesimde bulunduklari insanlar ve unsurlar giiglii ve zayfi yonleri agisindan olumlu ya da
olumsuz diizeylerde siirekli degisim gosterir. Giindelik yagamda atilan her adim, durum ve olaylara kars1
verilen tepkiler bireyin psikolojik sagligi ile dogrudan iliskilidir (Kuiper, 2012; Padesky and Mooney,
2012).

Bu baglamda, 6zellikle ergenlik donemi, bireyin kimlik gelisimi ve psikolojik dayaniklilik
mekanizmalarinin sekillenmesi agisindan kritik bir gelisim evresi olarak kabul edilmektedir. Bu
donemde bireylerin gelisim zihniyetine (growth mindset) sahip olmalari, yalnizca biligsel beceriler
araciligiyla degil; aym1 zamanda duyussal dayaniklilik (resilience) siireclerini giiclendirerek ve
benlik/kimlik algisin1 ¢aba temelli bir anlayisla yeniden yapilandirarak akademik basariyr anlaml
diizeyde artirmaktadir (Blackwell, Trzesniewski & Dweck, 2007; Yeager ve digerleri, 2019). Bu nedenle
bireyin yasam deneyimlerini yorumlama bi¢imi ve bu deneyimlerden 6grenmeye yonelik zihinsel
tutumu, psikolojik uyum ve akademik gelisim agisindan Onemli bir belirleyici olarak
degerlendirilmektedir. Yedi ve sekizinci siiflarda (erken ergenlik) bu kavramlarin varligi, "akademik
diren¢" (academic resilience) i¢in kritiktir. Gelisim zihniyetine (growth mindset) sahip olan &grenci,
basarisizlig1 "yetersizlik" olarak degil, "¢aba eksikligi" olarak diisiiniir (Yeager ve Dweck, 2012). Sabit
zihniyet (fixed mindset) durumunda, 6grenci zekasinin degismez olduguna inanir. Bu yas grubunda
zihniyet yapisi, 6grencinin sadece notlarini degil, stresle basa ¢ikma ve benlik algisin1 da dogrudan
sekillendirir. Ozellikle ergenlik doneminde akademik basartya odaklanacak olursak ogrencilerin
akademik yasantilarinda uyum saglamalar gereken olumlu ya da olumsuz deneyimleri s6z konusudur.
Ogrencilerin bu deneyimlerine yonelik tepkileri ve akademik zorluklarm iistesinden gelme becerileri
bireysel 6zelliklerine bagli olarak degiskenlik gostermektedir (Trigueros vd., 2019).

Bu dogrultuda, 6grencilerin 6grenmeye yonelik yaklagimlarimi belirleyen temel faktorlerden
biri, onlarin zihniyetleridir. Bilimsel literatiirde benlik algisi, bireyin kendi yetenekleri, degerleri ve
kimligi hakkindaki biitiinciil inanglar1 ifade ederken (Shavelson vd., 1976); zihniyet, bu yeteneklerin
degisebilirligine iligkin bilissel bir yonelimdir. Dweck (2006)’ya gore benlik algisi “Ben kimim?”,
zihniyet ise “Gelisebilir miyim?” sorusuna odaklanir. Bu baglamda benlik algis1 betimleyici, zihniyet
ise dgrenme siireclerini yonlendiren islevsel bir mekanizmadir. Ozellikle ortaokul diizeyinde gelisim
zihniyeti, akademik benlik algis1 ve 6z-yeterliligin gliclenmesinde belirleyici rol oynar.

Zihniyet, bireylerin diinyay1 ve kendilerini nasil algiladiklartyla ilgili derinlemesine bir anlayis
gelistirir ve bu anlayis, onlarin 6grenme siireglerine, basarisizliklarla basa ¢ikma sekillerine ve genel
motivasyonlarina etki eder. Diger bir deyisle zihniyet insanlarin kisisel 6zellikleriyle sekillenebilen
ortiik inanclarmi ifade eder (Dweck,1999). Carol Dweck'in (2006) gelisim zihniyeti ve sabit zihniyet
kavramlari, bu baglamda olduk¢a 6nemli bir yer tutmaktadir. Gelisim zihniyeti, zekd ve yeteneklerin
zamanla gelistirilebilecegine inanan bir diisiince tarzini ifade ederken, sabit zihniyet, zekd ve
yeteneklerin dogustan gelen ve degismeyen oOzellikler olduguna dair bir inanctir. Ortiik teoriler,
bireylerin zeka, yetenekler ve kisilik hakkinda sahip olduklar1 bilingli ya da biling dis1 inanglar olarak
tanimlanabilir. Dweck (2006), insanlarin zekalarinin sabit veya gelisebilir olduguna dair farkli inanglara
sahip olduklarini ileri siirmiigtiir. Bu inanglar, bireylerin 6grenme siireglerinde nasil bir tutum
sergileyeceklerini ve karsilastiklar1 zorluklarla nasil basa cikacaklarmi etkiler. Gelisim zihniyeti,
bireylerin zekalarini1 gelistirebileceklerine inandiklari bir diisiinsel yapi1 iken, sabit zihniyet, bireylerin
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zekéalari degismez ve dogustan gelen bir 6zellik olarak gordiikleri bir yaklasimdir (Dweck & Leggett,
1988). Bu zihniyetler, 6grencilerin 6grenmeye karsi tutumlarini, akademik basarilarini, akademik
siireglerdeki ¢cabalarini ve basarisizlik karsisindaki tepkilerini dogrudan etkileyebilmektedir. Literatiirde
gelisim zihniyetine sahip bireylerin daha direngli, 6z diizenlemeye yatkin ve 6grenmeye agik olduklar
belirtilmektedir (Claro ve digerleri, 2016). Bireylerin sahip olduklari bu zihniyetlerinin sekillenmesinde
cinsiyet, siif diizeyi ve yas gibi degiskenler de 6nemli bir rol oynamaktadir.

Gelisimsel psikoloji literatiiriinde zihniyet 6zelliklerinin yas ve siif diizeyine bagli olarak
degisim gosterdigine iligskin bulgular, 6zellikle egitim hayatindaki “ge¢is donemleri” baglaminda ele
alinmaktadir. ilkokuldan ortaokula ve ortaokuldan liseye gegis gibi akademik ve sosyal beklentilerin
yeniden yapilandigi donemlerde 6grencilerin 6grenme algilar1 ve basariya iliskin inanglarinda énemli
degisimler gozlemlenebilmektedir. Nitekim yapilan arastirmalar, 6zellikle 12—14 yas araligin1 kapsayan
erken ergenlik doneminde (7. ve 8. smif) akademik zorluklarin artmasiyla birlikte 6grencilerin sabit
zihniyete (fixed mindset) yonelme egilimi gosterebildiklerini ya da gelisim zihniyetinin (growth
mindset) akademik bagari lizerindeki koruyucu etkisinin bu déonemde daha belirgin hale geldigini ortaya
koymaktadir (Blackwell, Trzesniewski, ve Dweck, 2007; West, Gabrieli, Finn, Kraft, ve Scherer, 2016;
Yeager vd., 2019). Bu durum, erken ergenlikte biligsel gelisim siiregleri ile okul ¢evresinin sundugu
akademik ve sosyal kosullar arasindaki etkilesimin 6grencilerin 6grenme inancglarini1 ve akademik 6z
algilarmi 6nemli dlgiide sekillendirdigini gostermektedir.

Bu baglamda Eccles ve Wigfield (1993) tarafindan ortaya konulan “Evre—Cevre Uyumu”
(Stage—Environment Fit) yaklagimi, erken ergenlik donemindeki 6grencilerin gelisimsel ihtiyaglar1 ile
okul ortaminin sundugu firsatlar arasindaki uyumun 6grenme motivasyonu ve akademik inanglar
tizerinde belirleyici bir rol oynadigimmi vurgulamaktadir. Ortaokul yillarinda miifredatin daha
yapilandirilmis ve degerlendirme odakli bir nitelige biiriinmesi, akademik basariya yonelik not temelli
baskinin artmasi ve performans degerlendirmelerinin yogunlasmasi, ergenlerin 6zerklik ve yeterlik
ihtiyaglariyla catisarak bilissel ve duyussal bir kirilmaya yol agabilmektedir (Wigfield vd., 2006).
Ozellikle ortadgretime gegis siirecinde artan sosyal karsilastirmalar ve rekabetci okul iklimi,
Ogrencilerin 6grenme siireclerini caba ve gelisim odagindan uzaklagtirarak performans ve sabit yetenek
inanglarina yonlendirebilmektedir (Anderman ve Maehr, 1994). Bu dogrultuda dgrencilerin okulun
psikososyal ¢evresine iliskin algilarinin, 6z-inanglar1 (self-beliefs) {izerinde araci bir rol oynadigi ve bu
durumun hem akademik basar1 hem de psikolojik uyum {izerinde 6nemli etkiler yarattigi ifade
edilmektedir (Roeser, Midgley ve Urdan, 1996).

Ote yandan yas degiskeni de bireylerin bilissel ve duyussal gelisim siireclerinde 6nemli
degisimlere yol acarak zihniyet yapisinin olusumu ve doniisiimiinde etkili olmaktadir. Cocukluk ve
ergenlik donemleri zihinsel gelisimin hizlandig: kritik evreler olup, 6zellikle erken yaslardaki bireylerin
daha esnek diisiince yapilan sayesinde gelisim zihniyetini benimsemeye daha agik olduklar1 ifade
edilmektedir. Ergenlik donemi ise kimlik gelisiminin hiz kazandig1 ve bireylerin basari, basarisizlik ve
yetenek kavramlarina iligkin tutumlarmi yeniden yapilandirdiklar: bir gelisimsel siiregtir (Schunk,
1991). Bu siiregte bireyler c¢evrelerinden aldiklar1 sosyal mesajlart yorumlayarak akademik
yeterliklerine ve 6grenme siireglerine iligskin inanglarini sekillendirmektedirler.

Zihniyet gelisimini etkileyen bir diger 6nemli degisken ise toplumsal ve kiiltiirel normlar
cercevesinde sekillenen cinsiyet faktoriidiir. Toplumsal cinsiyet rolleri, 6grencilerin 6grenmeye yonelik
tutumlarini ve basariy1 nasil yorumladiklarini etkileyebilmektedir. Arastirmalar, kiz 6grencilerin sosyal
duyarlilik ve ig birligine daha agik olmalar1 nedeniyle 6grenme siireclerinde gelisim odakli yaklagimlar
benimsemeye daha yatkin olabildiklerini, erkek 6grencilerin ise basarty1 daha ¢ok performans ve dogal
yetenekle iliskilendirme egiliminde olabildiklerini gostermektedir (Dweck, 2006; Goleman, 1995). Bu
nedenle cinsiyet degiskeninin Ogrencilerin 6grenme motivasyonu ve zihniyet yapilart iizerindeki
etkisinin dikkate alinmasi, egitim ortamlarinda uygulanacak 6gretim stratejilerinin daha etkili bicimde
tasarlanmasina katki saglayabilir.

Sonug olarak, dgrencilerin zihniyet gelisimini anlamada yas, sinif diizeyi ve cinsiyet gibi
demografik degiskenlerin birlikte ele alinmas1 6nemli goriilmektedir. Ozellikle yedinci ve sekizinci sinif
ogrencileri gelisim psikolojisi literatiiriinde ¢ocukluktan yetiskinlige gecisin en kritik evrelerinden biri
olan erken ergenlik doneminde yer almaktadir. Bu donem, biligssel yapilarin 6nemli doniigiimler
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gecirdigi, soyut diisiinme becerilerinin gelistigi ve bireylerin 6grenme, basar1 ve yetenek kavramlarina
iligkin inanglarini yeniden yapilandirdiklar1 bir gelisim siireci olarak tanimlanmaktadir. Dolayisiyla
erken ergenlik donemindeki dgrencilerin zihniyet yapilarinin yas, sinif diizeyi ve cinsiyet degiskenleri
acisindan incelenmesi hem gelisimsel psikoloji hem de egitim bilimleri literatiirine 6énemli katkilar
saglayabilecegi diisliniilmektedir. Bu agidan, yedinci ve sekizinci sinif 6grencileri (yaklagik 12-14 yas),
gelisim psikolojisi literatiiriinde ¢ocukluktan yetiskinlige gecisin en kritik evresi olan erken ergenlik
doneminde bulunurlar. Bu donem, biligsel yapilarin koklii bir degisimden gectigi, soyut diisiincenin
somut gercekligin Oniine gegtigi bir "zihinsel devrim" siirecidir.

Arastirmanin temel amaci, ortaokul 6grencilerinin 6rtiik teorileri dogrultusunda sahip olduklari
zihniyet tiirlerini (gelisim zihniyeti ve sabit zihniyet) cinsiyet, sinif diizeyi ve yas degiskenleri agisindan
incelemektir. Bu dogrultuda, 6grencilerin bireysel ozelliklerine gore zihniyet yapilarimda anlamh
farkliliklarm olup olmadigini ortaya koymak ve egitim uygulamalarmma yon verecek veriye dayali
oneriler sunmayi1 hedeflenmektedir.

Bu dogrultuda bu aragtirmanin problem ciimlesi ‘‘Ortaokul dgrencilerinin gelisim zihniyeti ve
sabit zihniyet tiirleri cinsiyet, simf diizeyi ve yas degiskenlerine gore farklilagmakta midir?”’ Bu
kapsamda asagidaki sorularin cevaplart aranmustir:

1. Ortaokul 6grencilerinin zihniyet tiirleri hangi diizeydedir?

2. Ortaokul dgrencilerinin zihniyet tiirlerinin diizeyi cinsiyete gore farklilasmakta midir?

3. Ortaokul 6grencilerinin zihniyet tiirlerinin diizeyi sinif diizeyine gore farklilasmakta midir?
4

Ortaokul 6grencilerinin zihniyet tiirlerinin diizeyi yasa gore farklilasmakta midir?

Yontem

Bu arastirmada nicel arastirma yontemlerinden iliskisel tarama modeli kullanilmistir. Nicel
aragtirma yontemleri, olgular arasindaki iligkileri nesnel 6l¢iimler ve istatistiksel analizler araciligiyla
incelemeyi amaglayan sistematik aragtirma yaklagimlaridir. Iliskisel tarama modeli ise iki ya da daha
fazla degisken arasindaki birlikte degisim durumunu ve bu degisimin yoniinii ya da derecesini ortaya
koymay1 amacglayan arastirma modelleri arasinda yer almaktadir (Karasar, 2017). Bu model,
aragtirmaciya degiskenler arasindaki iliskileri herhangi bir miidahalede bulunmadan dogal ortaminda
inceleme olanag1 sunmaktadir.

Bu ¢alismada iligkisel tarama modelinin tercih edilmesinin temel nedeni, 6grencilerin zihniyet
yapilarini mevcut haliyle betimlemek ve bu yapilarin belirli demografik degiskenler agisindan farklilasip
farklilagsmadiginmi incelemektir. Bagka bir ifadeyle arastirma, var olan bir durumu degistirmeyi degil,
mevcut durumun 6zelliklerini ve degiskenler arasindaki iligkileri ortaya koymay1 amaglamaktadir. Bu
yoniiyle ¢alisma, nicel aragtirma yaklagiminin betimleyici ve karsilagtirmali analizlere olanak saglayan
yapistyla ortiismektedir (Creswell ve Creswell, 2017). Dolayisiyla 6grencilerin zihniyet yapilan ile
cesitli degiskenler arasindaki iligkilerin belirlenmesinde iliskisel tarama modelinin uygun bir arastirma
deseni oldugu diisiiniilmektedir.

Evren ve Orneklem

Bu ¢alismada, Mugla iline bagli Marmaris ilgesindeki MEB’e bagh bir devlet ortaokulun 7. ve
8. smiflarinda 6grenim goérmekte olan toplam 221 &grencinin Olgek verileri arastirma kapsamina
alinmistir. Okulda 6grenim goren 5. ve 6. simif 6grencileri daha 6nce benzer konuda yapilan bir
¢aligmanin pilot ve ana ¢alisma gruplarini olusturmasindan otiirli bu ¢alismanin gegerlik ve giivenirligi
acisindan bu calismaya dahil edilmemistir. Ortaokul 6grencilerinin degiskenlere gore frekans ve
ylizdelik dagilimlarina agagidaki ¢izelgelerde yer verilmistir.
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Tablo 1. Ortaokul 6grencilerinin cinsiyet, yas ve sinif diizeyine gore frekans ve yiizdelik dagilimlar

Frekans %
Cinsiyet Kiz 96 43.4
Erkek 125 56.6
Smuf Diizeyi 7. 116 52.5
8. 105 47.5
Yas 11 1 5
12 60 27.1
13 105 47.5
14 55 24.9
Toplam 221 100.0

Ortaokul 6grencilerinin cinsiyet degiskeninin frekans tablosu sonuglarina gére 6grencilerin
%43,4’1 kiz, %56,6’s1 erkektir. Say1 acisindan ele alindiginda ankete katilan 221 grencinin 125’1 erkek,
96’s1 ise kizdir. Ortaokul 6grencilerinin dzellikleri sinif diizeyleri agisindan; smif degiskeninin frekans
tablosu sonuglarina gore 6grencilerin % 52.5 7. sif, % 47.5°1 8. siftir. Say1 agisindan ele alindiginda
ise ankete katilan 221 6grencinin 116’°s1 7. smf, 105’1 8.smif 6grencisidir. Ortaokul 6grencilerinin yas
degiskeninin frekans tablosu sonuglara gore 6grencilerin % .5°1 11 yas, %27, 1’1 12 yas, % 47.5’1 13
yas, %24,9’u ise 14 yastadir. Say1 agisindan ele ali8diginda ise ankete katilan 221 grencinin (1) ’i 11
yas, (60) 12 yas, (105) 13 yas, (55) 14 yasindadir.

Veri Toplama Aract

Bu aragtirmada, arastirmacilar tarafindan hazirlanmis ii¢ soruluk kisisel bilgi formu ve Carol
Dweck (1999, 2013) tarafindan gelistirilen ve iki alt boyuttan (sabit zihniyet ve gelisim zihniyeti)
meydana gelen sekiz maddelik “Diisiince Tarz1 Olcegi” uygulanmistir.

Kisisel Bilgi Formu

Caligma grubuna dahil edilen 6grencilerin siif, cinsiyet ve yasina ait bilgiler aragtirmacilar
tarafindan olusturulan kisisel bilgi formu ile elde edilmistir.

Diisiince Tarzi Olgegi (DTO)

Arastirmada katilimcilarin zekaya iliskin 6z-kuramlarini belirlemek amaciyla, temelleri Dweck (1999,
2013) tarafindan gelistirilen ve De Castella ile Byrne (2015) tarafindan revize edilerek giincellenen
Diisiince Tarzi Olgegi (DTO) kullamilmgtir. Olgegin Tiirkceye uyarlama, gegerlik ve giivenirlik
calismalar1 Orhan (2021) tarafindan gerceklestirilmistir. Teorik altyapisin1 "Ortiik Zeka Kuramlari"ndan
alan dlgek, iki temel alt boyuttan olusmaktadir: Varlik Oz Inanglar1 (Entity Theory): Zekanm sabit ve
degistirilemez bir nitelik oldugunu savunan inanclar1 dlcen 4 madde. Gelisimsel Oz Inanglar
(Incremental Theory): Zekénin ¢aba ve 6grenme yoluyla gelistirilebilir oldugunu savunan inanglar
O0lcen 4 madde. Toplam 8 maddeden olusan ol¢ek, "1=Hi¢ Katilmiyorum" ile "5=Kesinlikle
Katilmiyorum" arasinda puanlanan besli Likert tipindedir. Olgekten elde edilebilecek toplam puan 8 ile
40 arasinda degismekte olup, alinan puanlarin yiiksekligi ilgili alt boyutun temsil ettigi zihniyet
yapisinin baskinligini ifade etmektedir.

Verilerin Analizi

Aragtirmada diisiince tarzi olgegi arastirmaci tarafindan tek tek siniflara girilerek uygulanmigtir. Bu
uygulama esnasinda uygulama yapilan smiflardaki 6gretmenlerden gerekli izinler almarak
ogretmenlerinde desteklerinden yararlanilmistir. Bu ¢alismada, Mugla iI’ine bagli Marmaris flgesindeki
MEB’e bagh bir ortaokulun 7. ve 8. smiflarinda 6grenim goérmekte olan toplam 240 Ogrenciye
uygulanmigtir. 19 &grencinin sorulara hatali isaretleme yapmalari nedeniyle verileri g¢alisma
kapsamindan ¢ikarilmistir. Analizler 221 6grencinin verileri dikkate alinarak yapilmistir. Veriler, SPSS
22 paket programi kullanilarak degerlendirilmistir. Verilerin analiz yontemini belirlemek amaciyla
yapilan normallik testi sonucunda (Shapiro-Wilk/Kolmogorov-Smirnov), puanlarin normal bir dagilim
sergiledigi saptanmistir (p > .05; Shapiro ve Wilk, 1965). Bu bulgular dogrultusunda, aragtirmada
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parametrik testlerin kullanmimina karar verilmistir (Field, 2013). iki kategorili bagimsiz degiskenlerin
karsilastirilmasinda Bagimsiz Orneklemler t-Testi; iic veya daha fazla grubu iceren degiskenlerin
analizinde ise Tek Yonli Varyans Analizi (ANOVA) teknigi uygulanmistir (Pallant, 2020).

Bulgular
Bu boliimde arastirmanin alt problemlerine iligkin elde edilen bulgulara yer verilmistir

Arastirmanin ‘‘Ortaokul 6grencilerinin zihniyet tiirleri hangi diizeydedir?’’ seklinde ifade edilen
birinci alt problemini yanitlamak i¢in yapilan analiz sonuglar1 Tablo 4’te yer almaktadir.

Tablo 2. Ortaokul 6grencilerinin zihniyet tiirii diizeyi

N Minimum Maksimum Aritmetik Standart
ortalama sapma
Toplam 221 13 40 30.59 5.28

Tablo 4’te ortaokul 6grencilerinin diisiinme tarzi Slceginden aldiklar1 puanlar incelendiginde
ortalamanin (X=30,59) orta diizeyin iizerinde oldugu goriilmektedir. Olcekten alinan en diisiik puanin.
8, en yliksek puanm ise 40 oldugu hesaplandiginda (30.59) 6grencilerin gelisim odakli bir zihniyete
sahip olduklarini soyleyebiliriz.

Aragtirmanin ‘‘Ortaokul 6grencilerinin zihniyet tiirleri diizeyi cinsiyete gore farklilasmakta
midir?”’ seklinde ifade edilen ikinci alt problemini yanitlamak i¢in yapilan bagimsiz 6rneklemler t-testi
analizi sonuglar1 Tablo 3’te yer almaktadir.

Tablo 3. Ortaokul 6grencilerinin zihniyet tiirli diizeylerinin cinsiyete gore t-testi sonucu

. Aritmetik Standart
Cinsiyet N Ortalama sapma t df P
Kiz 96 30.36 5.18 226 219 .568
Erkek 125 30.77 5.38

Tablo 3’te goriildiigii gibi; Ogrencilerin zihniyet tiirleri diizeyi cinsiyete gore farklilagip
farklilasmadiginin karsilastirilmasi igin yapilan T-testi sonrasi kiz ve erkek 6grencilerin zihniyet tiirii
diizeylerinin birbirlerinden anlamli diizeyde farklilasmadigi saptanmustir (t 0.05: 219=.226). Buna gore
kiz Ogrencilerin diisiinme tarzi Slgeginden aldiklar1 puanla (X=30.36), erkek ogrencilerin aldig
puanlarin (X=30.77) birbirine yakin oldugu goriilmektedir.

Aragtirmanin ‘‘Ortaokul 6grencilerinin zihniyet tiirleri diizeyi sinif diizeyine gore farklilasmakta
midir?”’ seklinde ifade edilen ii¢iincii alt problemini yanitlamak i¢in yapilan bagimsiz 6rneklemler T-
testi analizi sonuglar1 Tablo 64°te yer almaktadir.

Tablo 4. Ortaokul 6grencilerinin zihniyet tiirleri diizeyi sinif diizeyine gore t-testi sonucu

Sif N Aritmetik Standart t df p
Diizeyi Ortalama sapma
7. sif 116 30.36 5.30 -694 219 488
8. Smf 105 30.85 5.28

Tablo 4 incelendiginde ortaokul 6grencilerinin zihniyet tiirleri diizeyi sinif diizeyine gére anlamli
olarak farklilagip farklilasmadiginin karsilastirilmasi i¢in yapilan T-testi sonrast 7. siif ve 8. sinif
ogrencilerin diisiinme tarzlarinin birbirlerinden anlamli diizeyde farklilagmadigi saptanmistir (t 0.05:
219=.-694). Buna gore 7. smf Ogrencilerin diisiinme tarzi olgeginden aldiklart puan ortalamasi
(X=30.36), erkek oOgrencilerin aldig1 puan ortalamalariyla (X= 30.85) birbirine yakin oldugu
goriilmektedir.

Arastirmanin ‘‘Ortaokul 6grencilerinin zihniyet tiirleri diizeyi yasa gore farklilagmakta midir?”’
seklinde ifade edilen dordiincii alt problemini yanitlamak i¢in yapilan bagimsiz 6rneklemler tek yonlii
varyans analizi sonuglar1 Tablo 5’te yer almaktadir.
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Tablo 5. Ortaokul 6grencilerinin yasa yonelik betimsel istatistigi

Yas N Mean Sd
11 1 33.0000 .
12 60 30.7667 5.49381
13 105 30.4381 5.16446
14 55 30.6727 5.42646
Toplam 221 30.5973 5.28942

Tablo 5 incelendiginde, 11 yasinda olan 1 6grencinin aritmetik ortalamasinin (X=33.00) oldugu,
12 yasinda olan 60 Ogrencinin aritmetik ortalamasinin (X=30.76), 13 yasinda olan 105 6grencinin
aritmetik ortalamasinin (X=30.43), 14 yasinda olan 55 6grencinin aritmetik ortalamasimin (X=30.67)
oldugu goriilmektedir. Bu 6grencilerin diislince tarzi 6lgeginden aldiklar1 puanlar arasinda anlamli bir
farklilasmanin olup olmadigina ise asagidaki Tablo 6’daki (ANOVA) testi ile bakilmigtr.

Tablo 6. Ortaokul 6grencilerinin zihniyet tiirleri diizeyinin yasa gore tek yonlii varyans analizi sonucu

Varyansvln Kareler sd Kareler F P
Kaynagi Toplam1 Ortalamasi
Gruplar arasi 10468.000 3 3.489 123 946
Gruplar i¢i 6144.690 217 28.317
Toplam 6155.158 220

Tablo 6°da goriilebilecegi lizere, diisiince tarzi 6l¢egi aritmetik ortalamalarinin yasa gére anlaml
bir farklilik gosterip gostermedigini belirlemek amaciyla yapilan tek yonlii varyans analizi (ANOVA)
sonucunda yas gruplarinin aritmetik ortalamalari arasinda istatistiksel olarak anlaml fark yoktur (p.
946).

Tartisma, Sonuc ve Oneriler

Bu arasgtirmanin amaci, ortaokul 6grencilerinin gelisim ve sabit zihniyetlerini, ortiik teoriler
cercevesinde cinsiyet, sinif diizeyi ve yas degiskenleri agisindan incelenmesidir. Aragtirmacinin amaci
dogrultusunda elde edilen bulgular bu boliimde tartisilmistir.. Bu baglamda &grenciler yasadiklar
bolgenin turistik olmasi nedeniyle bir¢cok farkli ulustan insanlarla karsilagma, iletisimde bulunma ve
yasamlarin1 onlarin yasam tarzlari, kiiltiirel 6zellikleri ve olaylara yaklasimlar: gibi o6zellikleri ile
karsilagtirma sansma sahiptirler. Ogrencilerin &zellikle ergenlik ¢aginda olmasi ve hayati yeni yeni
kesfederken kendi ulusu disinda insanlarla karsilasmasi onlara farkli yasamlarin oldugunu fark
etmelerine katki saglamis olabilir. Bdylece 6grenmenin en somut hali ile yasayarak 6grenmeyi
deneyimleyerek kendi zihin yapilarin1 olusturmaya basladiklar:i sOylenebilir. Bununla birlikte
Ogrencilerin yasadiklar1 bolgenin Tiirkiye’nin batisinda deniz kiyist bir kent olmasi, dgrencilerin
ekonomik agidan durumlarinin iyi olmasi da 6grencilerin statiikocu degil de daha gelisime, degisime
doniik ve esnek bir diisiinme yapisina sahip olmalarina neden olmusg olabilir. Alan yazin incelendiginde
Orhan (2021) 7. simf ortaokul 6grencileri ile yaptigi calismasinda uygulayacagi etkinlikler 6ncesi
diisiince tarzi diizeyini belirlemek amaciyla uyguladig1 6lgekten aldiklar1 puan dogrultusunda kontrol
grubunun gelisime acik diigiince tarzi diizeylerinin deney grubuna kiyasla daha yiiksek diizeyde oldugu
sonucuna ulagmistir. Gonida vd. (2006) tarafindan Yunanistan'da besinci ve altinci sinif 6grencileriyle
yapilan bir caligmada, Ogrencilerin zekdya dair gelisim inanglarinin bir yil icinde giiclendigi
gozlemlenmistir. Gelisim odakl1 diisiince yapisi diizeylerinin arttig1 sonucuna ulagsmiglardir. Bununla
birlikte ¢alisma sonucuyla literatiirdeki bazi arastirma sonuglar1 paralellik gostermemektedir.
Gunderson vd. (2017) yaptig1 ¢alismada, ortaokul 6grencilerinin ilkokul ve lise 6grencilerine kiyasla
daha sabit zihniyet egilimleri gosterdigini belirlemiglerdir. Benzer sekilde, Pomerantz ve Saxon (2001)
tarafindan gergeklestirilen boylamsal bir ¢calismada, dérdiincii siniftan altinci sinifa kadar olan siirecte
ogrencilerin zekay1 daha sabit bir 6zellik olarak gérme egilimlerinin arttigi saptanmistir. Bu ¢aligma
kapsaminda gelisim zihniyetinin 6grencilerin kiiltiirel baglam ve bireysel deneyimlerine bagli olarak
farklilik gosterebilecegi seklinde yorumlanabilir. Dolayisiyla, gelisim zihniyeti miidahalelerinin etkili
olabilmesi i¢in 6grencilerin gelisimsel diizeyleri, kiiltiirel baglamlar1 ve bireysel ihtiyaglarin1 dikkate
almaninda fayda saglayabilecegi diisiiniilebilir.
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Arastirmada kiz ve erkek dgrencilerin diisiinme tarzlariin cinsiyet degiskenine gore anlamli
olarak farklilasip farklilasmadigina iliskin aragtirma yapilmistir. Bu amagla yapilan T-testi sonrasi kiz
ve erkek 6grencilerin diigsiinme tarzlarinin birbirlerinden anlamli diizeyde farklilagsmadigi saptanmustir.
Buna gore kiz Ogrencilerin diisiinme tarzi Olgeginden aldiklart puanla, erkek Ogrencilerin aldigi
puanlarin birbirine yakin oldugu goriilmektedir. Literatiirde, ¢caligmanin sonuglar ile paralel olarak
gelisim zihniyeti agisindan cinsiyetler arasinda belirgin bir fark bulunmadigi genel olarak rapor
edilmistir (Yeager ve Dweck, 2012). Ancak, bazi ¢alismalar kiz 6grencilerin 6zellikle matematik ve fen
bilimleri gibi STEM alanlarinda biiylime zihniyetinden daha fazla yararlanabildigini gostermektedir.
Good vd. (2003) tarafindan yiiriitiillen bir arastirmada, biiylime zihniyeti odakli miidahalelerin, kiz
Ogrencilerin matematik performanslarini artirarak cinsiyetler arasindaki basar1 farkini1 azaltabilecegi
sonucuna ulagmislardir. Schlender vd. (2020) g¢alismalarinda kiz 6grencilerin erkek 6grencilere kiyasla
daha ytiksek diizeyde gelisim zihniyeti benimsediklerini ve bu farkin sosyal beceriler ve grup kimligi
ile iligkili oldugunu belirtmislerdir. Bu bulgular, gelisim zihniyeti ile cinsiyet arasindaki iliskinin
farklilagabildigini ve baglamsal oldugunu gostermektedir. Egitimcilerin, cinsiyet temelli farkliliklar1 g6z
onlinde bulundurarak, tiim ogrencilerin gelisim zihniyeti inanglarmi destekleyecek stratejiler
gelistirmeleri 6nem arz etmektedir.

Arastirmada ortaokul 6grencilerinin diistinme tarzlarinin sinif diizeyi degiskenine gore anlaml
olarak farklilasip farklilasmadiginin karsilagtirilmasi igin yapilan analiz sonrast 7. smif ve 8. simif
Ogrencilerin diisiinme tarzlarinin birbirlerinden anlamli diizeyde farklilasmadigi saptanmistir. Claro vd.
(2016) Kaliforniya'da 200.000'den fazla 6grenciyle gerceklestirdigi genis 6lcekli bir galismada, gelisim
zihniyetinin akademik basgar1 lizerinde olumlu etkileri oldugunu belirlemislerdir. Bu ¢alismada, gelisim
zihniyetinin 6grencilerin 6grenme siireglerine katki saglayabilecegini ve bu etkinin siif diizeyinden
bagimsiz olabilecegini one siirmiislerdir. Bazi ¢alismalara gore ise sinif diizeyi yiikseldik¢e 6grencilerin
akademik baski ve rekabetle daha fazla karsilagtiklari, bu durumun da sabit zihniyet egilimini
artirabilecegi ileri siiriilmektedir (Blackwell vd., 2007). Ancak gelisim zihniyeti miidahaleleri, 6zellikle
7. ve 8. smif Ogrencileri iizerinde olumlu etki yarattigi belirlenmistir. Bu miidahalelere katilan
Ogrenciler, akademik basarilarinda ve motivasyon diizeylerinde anlamli artiglar géstermistir. Ayrica,
ilkdgretimin son yillarinda biiylime zihniyeti gelisiminin desteklenmesi, 6grencilerin uzun vadeli egitim
hedeflerine ulagsmalarinda kritik bir rol oynadigi sonucuna ulasilmistir. Yeager ve Dweck (2012)
yaptiklar1 caligmada ortaokul doneminden lise son sinifa kadar olan siirecte 6grencilerin gelisim
zihniyeti egiliminde diisiis yasadiklar1 sonucuna ulagsmiglardir. Bu diisiisiin akademik baskilarin artisi,
basar1 Olgiitlerinin keskinlesmesi ve sosyal karsilastirmalarin yogunlastigi bir doneme 6grencilerin
girmelerinin neden olabilecegini ifade etmislerdir. Bu ortamda bireyler basarinin sabit 6zelliklere bagli
oldugu fikrine daha kolay yonelmekte, bu da sabit zihniyeti besleyebilmektedir (Gunderson vd., 2013).

Aragtirmada diisiince tarzi 6l¢egi aritmetik ortalamalarin yas degiskenine gdre anlamli bir
farklilik gosterip gdstermedigini belirlemek amaciyla yapilan analiz sonucunda yas gruplarinin aritmetik
ortalamalarinin arasinda istatistiksel olarak anlamli fark bulunmustur. ilgili literatiir incelendiginde
Blackwell vd. (2007) tarafindan yiiriitiilen boylamsal ¢alismada ergenlik dénemine gegis sirasinda
(6zellikle 7. sinifta) biiylime zihniyetine sahip 6grencilerin, not ortalamalarinda artis ve 6grenmeye karst
daha olumlu tutumlar sergiledigi sonucuna varmislardir. Ergenlik donemi, bireylerin bilissel ve
duygusal gelisimlerinde dnemli degisimlerin yasandigi bir siirectir. Bu dénemde 6grencilerin gelisim
zihniyeti diizeyleri, akademik basarilar1 iizerinde belirleyici bir rol oynamaktadir. Arthofer (2016)
tarafindan yapilan bir ¢alismada, 7. sinif 6grencilerine yonelik gelisim zihniyeti derslerinin, 6grencilerin
matematik basarilarini, derse yonelik tutumlarini ve 6zgiivenlerini artirdigr sonucuna ulagmigtir. Bu
bulgu, gelisim zihniyeti miidahalelerinin ortaokul diizeyindeki 6grenciler i¢in etkili olabilecegi seklinde
yorumlanmistir. Arastirmalar, gelisim zihniyeti miidahalelerinin etkisinin yasa bagli olarak
degisebilecegine yonelik sonuclarda ortaya koymaktadir. Claro ve Loeb (2019) tarafindan yapilan bir
caligmada, gelisim zihniyeti miidahalelerinin ortaokul 6grencileri {izerinde daha sinirli etkiler gosterdigi,
ancak lise 6grencilerinde daha belirgin olumlu sonuglar elde edildigi sonucuna ulagsmiglardir. Bu durum,
miidahalelerin zamanlamasiin ve dgrencilerin gelisimsel diizeylerinin dikkate alinmasinin dnemini
vurgulamistir. Ergenlik doneminin biligsel ve duygusal o6zellikleri, dgrencilerin gelisim zihniyeti
inanglarini sekillendirmekte ve bu inanglar da akademik performanslarini etkilemektedir. Bu nedenle,
gelisim zihniyeti miidahalelerinin 6grencilerin yas, sinif diizeyi ve gelisim diizeylerine uygun sekilde
tasarlanmasi ve uygulanmasi, egitimde daha etkili sonuglar elde edilmesine katki saglayacaktir.
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Oneriler

Bu aragtirmada ortaokul 6grencilerinin Ortiik zihin kuramlar1 ¢ergevesinde gelisim ve sabit
zihniyet diizeyleri; cinsiyet, sinif ve yas degiskenleri acisindan incelenmistir. Elde edilen bulgular
dogrultusunda hem uygulamacilara hem de arastirmacilara yonelik asagidaki 6neriler sunulmustur:

1. Ogrencilerin zihniyet gelisiminde yas ve siif diizeyinin belirleyici bir rol oynayabilecegi
dikkate alinarak, gelisim zihniyetini destekleyen etkinlikler simif diizeylerine gore
farklilagtirilabilir.

2. Ogretmenler, tiim dgrencilerin gelisim zihniyeti inanglarini destekleyecek, cinsiyet temelli
kaliplardan uzak stratejiler gelistirmeye tesvik edilebilir.

3. Nicel yontemlerle yapilan bu calismaya ek olarak nitel yontemlerin (6rnegin, 6grenci
giinliikleri, goriismeler veya odak grup caligmalar1) kullanilmasi, 6grencilerin zihniyet
inanglarina dair daha derinlikli bilgiler sunabilir.

4. Ogzellikle kritik gecis donemlerinde (&rnegin ilkokuldan ortaokula, ortaokuldan liseye
gegciste), gelisim zihniyeti egitimi rehberlik ¢aligmalariyla biitiinlestirilerek 6grenci gecis
stirecleri desteklenebilir.
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