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Article Info Abstract

This study aims to determine students' attitudes towards waves as a subject during its

DOI: 10.14812/cufe).676679 application according to the inquiry-based learning approach and to determine their

Article history: views on the teaching process of physics classes. The study was conducted with the
Received  17.01.2020 participation of 10" grade students of an Anatolian high school in the spring semester
Revised 26.03.2020 of the 2017-2018 academic year. In the study, the embedded experimental design was
Accepted  28.09.2020 adopted, which is one of the mixed method researches—attitude scale for the waves,

and semi-structured interviews were used as data collection tools. In the analysis of

the quantitative data, paired-samples t-test, and descriptive analysis used. The content
analysis is used for the analysis of qualitative data. At the end of the study, it is
determined that there is a significant difference in students’ attitude levels and that
their attitude increased in the post-test. About the teaching process of physics classes,
it is determined that students' views have changed positively and that the students
support inquiry-based learning applications. Given the fact that students support a
learning approach based on inquiry rather than a traditional one, it can be suggested
to spread such learning approaches in the field.

Keywords:

Inquiry-based learning approach,
SE learning model,

Waves,

Attitude,

Students’ opinions.

Sorgulamaya Dayali Ogrenme Yaklasimi Aracihigiyla Ogrenci Tutum ve
Goruslerinin Belirlenmesi

Makale Bilgisi Oz

DOI: 10.14812/cufej.676679 Bu galismanin amaci, dalgalar konusunun sorgulamaya dayali 6grenme yaklagimina

gbre uygulanmasinda ogrencilerin dalgalar konusuna yonelik tutumlarinin ve fizik

Makale Gegmisi: dersinin 6gretim sirecine iliskin gorislerinin belirlenmesidir. Arastirma, 2017-2018
Gelis 17.01.2020 Ogretim yilinin bahar déneminde bir Anadolu lisesinin 10. sinifinda 6grenim goren
Dizeltme  26.03.2020 6grencilerle gergeklestirilmistir. Arastirmada karma yontem arastirmalari igerisinde yer
Kabul 28.09.2020 alan géomdli deneysel desen benimsenmistir. Arastirmada veri toplama araci olarak

dalgalar konusuna yonelik tutum olcegi ve vyar yapilandinimis goériismeler

kullanilmistir. Nicel verilerin analizinde bagimh gruplar t-testi ve betimsel analiz

Anahtar Kelimeler: ) L . L .
Sorgulamaya dayali 6grenme kullanilmisg, nultel \{erl!erln analizinde ise icerik analizden yararlanilmistir. :’Ara§t|rma
yaklasimi sonucunda &grencilerin tutum dizeyleri arasinda anlaml 6lgiide fark oldugu ve son

testte 6grencilerin tutumlarinin arttigi belirlenmistir. Fizik dersinin 6gretim silrecine
yonelik ise, 6grencilerin gorislerinin olumlu yénde degistigi ve 6grenciler tarafindan
sorgulamaya dayal 6grenme yaklagimi uygulamalarinin desteklendigi tespit edilmistir.
Ogrencilerin geleneksel anlayistan uzak sorgulamaya dayali 6grenme yaklasimlarini
destekledikleri gbz o©niine alindiginda, alanda bu tarz 6grenme yaklagimlarinin

yayginlastiriimasi 6nerilebilir.

5E 6grenme modeli,
Dalgalar konusu,
Tutum,

Ogrenci gorisleri.
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Introduction

Constructivism is a theory of learning which has emerged out of Piaget’s studies on cognitive
development, and the way knowledge is generated (Yasar, 1998). In essence, constructivism is about an
individual’s constructing his/her knowledge, transferring it, and putting knowledge into use (Perkins,
1999). Based on the 18th-century dictum, “the one who can explain things is the one who knows them,”
constructivist theory was shaped around the nature of knowledge and learning (Yager, 1991, p. 54). In
this respect, constructivism is generated in learning environments by questioning and discussing
education, by defending an opinion, by hypothesizing, and by actively participating in classes.

Inquiry-based learning can be applied by different learning methods such as case-study-based
learning, project-based learning, and problem-based learning. All these methods contain within
themselves inquiry in various forms because the aim in inquiry-based learning is for students to be able
to develop skills for the acquisition of knowledge and to transfer this knowledge to new situations by
using their thinking skills. In inquiry-based learning, students should be encouraged to ask questions, to
do research, and to analyze their knowledge (Perry & Richardson, 2001). In such education where skills
are internalized and become a part of the structure of a student’s learning, students can generate
problem questions while looking for answers to their inquiries, and they initiate a process in which they
can successfully solve the problem at hand (Thier & Daviss, 2001; Wood, 2003). In a similar vein,
students try to explain what they have observed, just like scientists do, and examine things to get
information (Wenk, 2000). Inquiry-based learning can improve people’s advanced thinking skills because
it includes different teaching methods and models (Lin, 2001). In this respect, constructivist theory,
which should be employed in physics education, is one of the most powerful ways to ensure learning
because constructivism is based on how people learn rather than on actual teaching (Dagar & Yadav,
2016).

Both inquiry-based learning and inquiry-based teaching include such steps as “asking questions and
direction,” “hypothesizing,” “planning,” “research,” “data analysis and interpretation,” “searching for a
model and designing one,” “conclusion and assessment,” “communication,” and “prediction (guess).”
The in-class application of these steps can be made with the 5E learning model (Bell, Urhahne, Schanze,
& Ploetzner, 2010). The 5E learning model was developed by Roger Bybee and used in the application of
Biology Curriculum Studies in the 1970s (Bybee, 1993). This learning model was designed as a road map
to help arrange teaching by the constructivist theory by focusing on scientific process skills and by taking
into account scientific process skills. The aim was for students to focus on topics, explore their
knowledge, organize and apply them to new situations, and to make sense of them (Bybee, 1997). 5E
learning model takes its name from the five steps that constitute it; these steps are to engage, explore,
explain, elaborate, and evaluate. In other words, the 5E model is part of the constructivist theory, and
inquiry-based learning is used in learning environments (Wilder & Shuttleworth, 2005).

” u ” u

» u

Thanks to the 5E learning model, students are frequently asked questions so that their imagination,
as well as inquiry skills, develop. Likewise, it aims to make students use the learning and problem-solving
processes so that they improve their skills and attitudes by generalizing what they have learned and by
exploring new information (Wilder & Shuttleworth, 2005). Additionally, students are expected to be able
to solve problems by asking relevant questions and by creating discussion environments because the
method supports their knowledge construction by associating newly acquired information with their
already existing ones (Abell & Volkmann, 2006; Llewellyn, 2002). In other words, teaching is generated
by turning the questions asked by the teacher to a learning environment in which it is the students who
ask questions. In this environment, students are encouraged to think independently and solve problems.
They are asked to experience the process so that they can become the ones to ask questions. However,
in the present system, information is transmitted to students through books and the like, instead of
enabling them to reach information themselves. It can be argued that as such, students cannot
internalize knowledge (National Academy of Sciences [NAS], 1997). Indeed, students should acquire
experience themselves and therefore learn to research to be able to internalize any subject. In other
words, students are expected to construct their knowledge by using their skills because learning will be
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fast under the guidance of the constructivist theory (Chiappetta & Adams, 2004). However, inquiry-
based learning can take a long time because developing advanced thinking skills, ensuring class
participation, and creating solutions for problems are all time-consuming (Llewellyn, 2002).

Objective

This study focuses on students’ attitudes towards the subject of waves during its application
according to an inquiry-based learning method, and it aims to determine students’ views on the
teaching process of physics. 5E learning model was utilized during the in-class application of inquiry-
based learning, and the subject was selected as waves since this is not as frequently studied in physics
education as mechanics, electrical current or temperature, and heat (McDermott & Redish, 1999;
Ozdemir & Kocakulah, 2016). Indeed, studies on waves are rather limited in number compared to other
subjects in literature. Moreover, it is noteworthy that studies on waves have been carried out mostly
with university students to determine their misconceptions. For instance, Linder and Erickson (1989),
Barman and Miller (1996), and Hrepic (2002) conceptually examined sound waves; Maurines (1992) and
Wittman (2002) conceptually explored spring waves, and Yalcin (2008) focused on water waves. These
studies mainly focused on the conceptual difficulties faced by pre-service teachers. In literature, there
are no studies on the effect of a preferred teaching method or approach on students’ attitudes, nor are
there studies in which students’ views on the teaching process of the course are gathered. Only in a
study carried out by Ozturk (2014) can one find a reference to the positive effect of the use of modal
descriptions, inventories, and writing letters on academic success and attitude for waves. Similarly,
Ozdemir (2015) determined that teaching waves, according to the social constructivist theory, resulted
in a change in students’ conceptual understanding and increased their attitude and motivation. Finally,
in their study on sound waves in science and technology classes, Dilseker and Serin (2018) examined the
effect of project-based learning on success, attitude, and eliminating misconceptions. They discovered
that students’ misconceptions were reduced while their success and attitudes increased. Literature
reveals that the present system falls short when it comes to waves and that new teaching methods are
being employed (Harrison & Treagust, 2001; Hewson & Hewson, 2003; Tekbiyik, 2010). Different from
literature, this study aims to determine the effect of inquiry-based learning on the learning of waves,
because it is evident that inquiry-based learning contributes greatly to learning and there is minimal
research on this topic, especially in Turkey (Lederman, Lederman, Bartels, et al., 2019; Shih, Chuang, &
Huang, 2010; Thier & Daviss, 2001). In this respect, this study examined students’ attitudes towards
waves and took their views on the teaching process of physics with an inquiry-based learning approach.
In the study, the focus was on attitude because the development of their attitude towards waves could
be traced when they combine their new knowledge with their problem-solving skills (Krahenbuhl, 2016).
It is already known that students usually have a negative attitude towards physics classes (Adiyaman &
Sert, 2017; Reid & Skryabina, 2002; Taasoobshirazi & Carr, 2008; White & Tyler, 2015). This study
specifically investigates the teaching of waves with inquiry-based learning to lay bare possible changes
and improvements in students’ attitudes, because it is high time these prejudices were eliminated
(Ayvaci & Bebek, 2018; Djudin, 2018). It is also believed that useful information about the effects of
inquiry-based learning on the teaching process would be obtained after determining students’ views on
the existing physics classes (Ecevit & Kaplan, 2019). It will be useful because the effects of inquiry-based
learning on the teaching process would be ascertained according to students’ views and thus shed light
on studies and applications of physics education (Russo & Adorno, 2018). Applying different learning
approaches to certain topics are believed to guide physics educators as this would reveal whether these
approaches change students’ attitudes and views. Recent studies show that students’ interest in inquiry-
based learning has increased (Chairam, Klahan, & Coll, 2015; Hwang, Chiu, & Chen, 2015); this study is
expected to bring clarity to the qualitative scale of these results. This study aims to lay bare the effect of
an inquiry-based learning approach on physics education and the quality of learning through students’
views (Lederman, Lederman, & Antink, 2013; McConney, Oliver, Woods-McConney, et al., 2014). It is
believed that this would prevent both the negative attitudes towards subjects within physics classes and
the learning difficulties (White & Tyler, 2015; Stephen, 2015). One advantage of this study is that there
are few applied studies, especially on waves in literature, and this is the first time an inquiry-based
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learning approach is applied in class. The study is important because it will show the change in students’
attitudes and views in the process; this approach aims to enable students to acquire skills to reach
information rather than merely passively receive it (Pedaste et al., 2015). In other words, this study aims
to contribute to students’ views and attitudes as well as to increase the quality of teaching through
inquiry-based learning/teaching processes (Donohue, Buck, & Akerson, 2020). It also aims to develop
students’ attitudes and skills such as critical thinking, asking questions and problem-solving by adopting
an inquiry-based learning approach while teaching the waves (Uum, Verhoeff, & Peeters, 2016). As such,
with their improved attitudes on waves, students would participate in the process by discussing their
ideas with scientific explanations and experimental proofs (Thier & Daviss, 2001; Sabourin, Mott, &
Lester, 2013). Now that students’ sense of wonder has been poked, they can transform information into
significant knowledge, and develop a positive attitude for the waves by understanding its importance in
daily life (Kang & Keinonen, 2018). Finally, students’ positive views on the teaching of physics classes
would increase the use of this approach in physics education and thus increase the quality of education;
they would also encourage radical changes in education by keeping in step with the developments of
the time (Minner, Levy, & Century, 2010; Sagdic, 2018).

This study sought answers for the following problem sentences, keeping in mind that the research
was limited with the inquiry-based learning approach conducted on the subject of waves and with the
data obtained from 10" grade students of an Anatolian high school:

e  What is the effect of inquiry-based learning on students’ attitudes towards waves as a subject?

e How does teaching waves through inquiry-based learning change students’ views on teaching
process of physics course?

Method
Design

This study employed mixed research methods by using together both qualitative and quantitative
research methods (Johnson & Onwuegbuzie, 2004). By the mixed research method, qualitative and
quantitative data were collected, analyzed, and were interpreted by relating them to the research
findings (Creswell, 2003). The embedded experimental pattern was adopted in this study, which is part
of Creswell’s classification of mixed research methods. Embedded empirical models enabled the
researchers to collect participants’ views within an experimental intervention. Experimental results
were interpreted by integrating them into participants’ viewpoints. In this respect, separate problem
sentences were used for qualitative and quantitative findings in this study; data were collected
simultaneously, however, they were analyzed separately and were interpreted with the findings of the
study (Teddlie & Tashakkori, 2015). “Students’ attitudes towards the application of waves according to
inquiry-based learning approach” constituted the qualitative data. In contrast, “students’ views on the
teaching process of physics classes with the application of waves according to inquiry-based learning
approach” constituted the quantitative data. In the quantitative scales of the study, single group pre-
test-post-test design was used; a pre-test was done before doing any measuring of the dependent
variable, and a post-test was carried out after the application (Fraenkel & Wallen, 2006).

Study Group

The study group consisted of 10™ grade students of an Anatolian high school. Students were
included in the study voluntarily, and the research was conducted in the Spring semester of the 2017-
2018 academic year. The study group was determined by criterion sampling, which is one of the
purposeful sampling methods. Purposeful sampling aims to examine costly situations in detail (Yildirim
& Simsek, 2018). In this respect, the criterion for being a participant was determined as being a 10"
grade student. Quantitative data of the study was collected with the participation of 58 students who
were enrolled in classes in which the subject of waves was taught according to the inquiry-based
learning approach. Quantitative data was gathered from 13 students in these classes, whose class
participation and success levels were determined by their teacher to be low, intermediate, and high.
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Since the number of students in these classes was high, the focus group was established to represent 58
students based on specific criteria (Schofield, 1990). In other words, these 13 students were selected
purposefully because they provide enough information for this study (Patton, 1990). In this respect,
while the attitude scale was applied to all students, semi-structured interviews were carried out only
with the focus students.

Data Collection Tools
Attitude Scale on Waves

The attitude scale for physics developed by Tekbiyik (2010) was used to collect the quantitative data
of the study. This scale has four subscales, namely, importance, comprehension, need, and interest.
Cronbach Alpha internal consistency coefficients of the subscales were calculated to be 0.838, 0.795,
0.794, and 0.717, respectively; the internal consistency coefficient for the 30-item scale as a whole was
determined to be 0.873. Additionally, the application of this scale was made with 9t graders in 2010.
Since this study selected 10™ graders as its focus group, and since the secondary education physics
program was updated in 2013, the attitude scale for physics required several alterations. The
researchers made the range more specific for the subject of waves in line with the aim of this study. In
other words, a broad scale was turned into a more specific one. Thus, items were changed, added, or
taken out of the range, and finally, a 30-item attitude scale was designed for the waves. Then, 12 physics
educators were consulted for the size; these experts examined the content, comprehensibility, and
significance of the items. Each expert evaluated the scale on their own; necessary changes in the range
were done, taking into consideration their nonconflicting views; some things are taken out while some
of them were altered. Afterwards, items on the scale were examined by an expert on Turkish. Finally, a
26-item range was obtained after meeting the content validity. The newly designed scale was
administered to 346 11" grade students as a pilot study in which the students rate themselves on a 5-
point Likert scale from “‘strongly disagree (1) to ““strongly agree (5).” The pilot application was carried
out with the participation of 346 11" graders because these students had recently covered the subject
of waves in their physics classes. In light of all these, the scale was put through explanatory factor
analysis to determine the most appropriate number of factors for the size, to see whether the items are
relevant indicators of the determining factor, and to prove the scale’s construct validity (Brown, 2015).
In this respect, exploratory factor analysis was carried out with 346 students by using SPSS.

Skewness and kurtosis values of items were checked for the relation of the details of the scale to
attitude (Tezbasaran, 2008). It was seen that the kurtosis and skewness values of all items were
between -1 and +1. Z values of the questions were examined; items’ Z values were in the -3, +3 interval.
No detail was taken out of the scale after the data obtained from kurtosis, skewness, and Z values. After
examining the total item test correlation, question #3 was taken out of the scale because it had a low
relationship (0.161). It is indeed known that items whose item-total correlation value is 0.30 and higher
distinguish individuals well, items whose item-total correlation value is between 0.30-0.20 can be used if
necessary. Those with item-total correlation lower than 0.20 cannot be used (Buyukozturk, 2007). Then,
multi-variable outlier values were checked; 15 students who go over 52.620 by the number of items
were defined as outlier value, and data related to these students were taken out.

The Kaiser-Meyer-Olkin (KMO) coefficient and Barlett test were applied to see the construct validity
of the scale after its exploratory factor analysis. KMO coefficient is expected to be at least 0.60, and the
Barlett test is expected to be significant so that the appropriateness of data for factor analysis can be
seen (Buyukozturk, 2007; Kalayci, 2005). In this study, the KMO coefficient was found to be 0.902 and
Bartlett test value to be 2543.363 (p=0.000 significance level); hence, data were deemed appropriate for
factor analysis. Similarly, with the varimax rotation method, the common factor variance of items was
determined to be between 0.386-0.897. Moreover, after the rotation procedure, nine overlapping
issues, which gave a load of 0.30 or more to both factors, were removed from the scale (Worthington &
Whittaker, 2006). The remaining 16 items were seen to be gathered under two factors, eigenvalues of
which are 6.845 and 1.730, respectively. The final version of the scale accounted for 54% of the total
variance. The scree plot representing the eingenvalues is presented in Figure 1; interestingly, there is a
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fast drop from the first factor to the second. This plot indeed reveals that the scale is a two-factor one
(Bryman & Cramer, 1999; Buyukozturk, 2007).

Eigenvalue

Factor/Component Number

Figure 1. The Scree Plot Representing The Eingenvalues

Gathered under two factors, 11 positive and five negative items of the 16-item scale, which took its
final form with the data obtained from 331 students, were in harmony. Factors were thus named based
on item contents. Both elements were named accordingly. In the final phase, the internal consistency of
the scale was checked by calculating the Cronbach Alpha coefficient of each factor. The internal
consistency coefficient was 0.909; reliability was 0.891 for the first factor and 0.844 for the second.
Factor names, items under these factors, factor loads of things, and Cronbach Alpha coefficients of
elements can be seen in detail in Table 1.

Table 1.
Names of Factors, Factor Analysis Results and Cronbach Alpha Coefficients of Items of Scale
Factor Name Cronbach Alpha Items Factor Load
Factor 1 Factor 2

Learning 0.891 11 0.841
12 0.897
13 0.798
14 0.605
15 0.788
16 0.575
17 0.684
I8 0.668

Daily Life 0.844 19 0.837
110 0.671
111 0.773
112 0.832
113 0.386
114 0.563
115 0.661
116 0.476

Based on the obtained results, it was decided that the 5-point Likert-style “Attitude Scale for Waves”
is a valid and reliable measuring tool to determine students’ attitudes.

Semi-Structured Interview Questions

Interview questions designed by the researchers were used to gather the qualitative data of the
study. These semi-structured interview questions were asked to the students within a specific frame;
however, due to the nature of qualitative data, this frame was breached, and a more in-depth data were
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collected through students’ answers (Glesne, 2012). The aim here was to put forth students’ views more
clearly on the teaching process of physics classes. As such, the main questions posed to the students are
given below. The format also asked additional items to the students of semi-structured interviews:

e  What kind of activities do you do in a physics lesson: (Experiment, observation, project, etc.)

e How, in your opinion, should physics classes be conducted? What kind of activities should be
part of the courses?

e  What would you do to prepare for a never-before-seen subject in physics? Explain.

e How do you use the knowledge you obtained in physics classes in daily life? Where do you
make use of this knowledge? Explain.

e What are your favorite activities in physics classes? Explain.
e What are the most challenging activities in physics classes? Explain.

e What kind of a method should be followed when faced with a problem in the learning of a
subject in physics classes? Explain.

These semi-structured interviews were held pre and post application. During the use, students were
asked general questions about the teaching of physics classes so that they move from the general to the
specific. Students were not guided at this stage. Necessary inferences appropriate for the aim of the
study were made, and students’ views on the process of the teaching of physics were reflected. As
indicated by Yildirim (1999), data obtained from students should be organized so that they would reveal
the main themes related to the research problem, and they should have a meaningful structure. In
short, semi-structured interviews were carried out as such in detail. In this respect, the pre-interviews
aimed at revealing the achievements students already had and at determining how their views changed
post-interviews. Thus, the participants were asked the same questions pre and post-interviews.
Moreover, the interview questions used in the study were presented to 12 experts in physics education,
after which they took their final form; these experts were consulted to provide content and predictive
validity of the questions.

Application

The teaching that was done by inquiry-based learning was completed in 10 weeks. It included
various activities such as simulations, animations, videos, demonstration experiments, educative games,
study sheets, whisper groups, guess-observe-explain, concept maps, concept nets, and case study
applications. As such, students became active participants in the class. Five activities were designed,
keeping in mind the 2013 secondary education physics teaching program. These activities are “Let’s
jump rope, Superposition, Tsunami, Stroboscope, and Would Bogazici Bridge fall?” In-class applications
of these exercises were conducted through the 5E learning model. As an example, “Let’s jump rope”
activity has the following learning outcomes (Ministry of National Education [MNE], 2013):

“10.3.1.4. It creates spring and periodic waves and explains the difference between them.

a. Students are ensured to understand that pulse is not a basic physics concept but one that is
created to examine the wave’s qualities.

b. Students are provided to test pulses’ reflection from the fixed and free end by experimenting or
using simulations, etc.

c. Students can analyze the variables on which the pace of a pulse created on a strung bow depends.
d. Mathematical operations about the speed of vibration are left out.”

The activity was planned to be conducted in 80 minutes by employing demonstration experiments,
simulation, question and answer, video shows, animations, and discussion.
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In the “Engage” step of the activity, students have distributed the activity paper on the pulse and
periodic waves, which can be found in Appendix A. They were asked to answer the questions at different
phases, namely after the demonstration experiment, the animation, and at the end of the activity. Then,
three students were invited to the front of the class and given a rope. The demonstration experiment
was carried out with the participation of these students: two of them controlled the line while the third
one jumped. Assuming that the one jumping rope was called to the principal’s office, the other two
were asked to continue. One of them held the rope stable, and the other created the pulse by oscillating
the rope back and forth. In other words, students were made to develop periodic waves. Then, students
were asked several questions about the experiment. They were expected to interpret these situations
demonstrated by the research. They were given a couple of minutes to write down their views on the
activity paper. Consequently, the aim was to arouse curiosity, motivate them for the class, and to reveal
their previous knowledge on the topic by asking questions.

In the “Explore” step, students were shown animations so that they could think about and explore
the related concepts (Links:
https://www.vascak.cz/data/android/physicsatschool/template.php?s=kv_odraz_na_konci&l=tr&zoom=
0, https://www.edumedia-sciences.com/tr/media/520-yay-dalgalar-2). Then, they were asked to fill in
the activity paper, being warned that they should not make any alterations in their previous drawings
and explanations. Based on their pictures and descriptions, the reflection of periodic waves and the
pulse from the fixed and free end was discussed in class. Students were then told that the vibration was
divided into two as lateral and vertical; they were given time to think about “What could be the
difference between a lateral and vertical pulse?” Students were shown videos and animations so that
they can get together options to solve the problem (Links:
https://www.youtube.com/watch?v=yG2LNDIwSrg,
https://www.vascak.cz/data/android/physicsatschool/template.php?s=kv_pruzina&I=tr&zoom=0,
https://www.vascak.cz/data/android/physicsatschool/template.php?s=kv_vinostojate&|=tr&zoom=0).
After the video and the animations, they were asked the following questions to explore knowledge
within a discussion platform: “What type of wave has oscillation perpendicular to the movement of the
wave? What type of wave has oscillation parallel to the movement of the wave? What kind of wave
contains compression and relaxation? What kind of wave would you get if you vibrate a bow from its
tip? What type of wave has a wavelength?”.

In the “Explain” step, the teacher wrapped up the topic taking into account the students’ views and
explained the concepts of pulse, periodic waves, amplitude, and magnitude. Then, students were
encouraged to compare the teacher’s explanations with the result of their exploration. Afterwards,
students studied actively on a simulation to justify their thoughts on the concepts (Links:
https://phet.colorado.edu/sims/normal-modes/normal-modes_en.html,
https://phet.colorado.edu/sims/html/wave-on-a-string/latest/wave-on-a-string_tr.html). As such, the
students were expected to explain the concepts they explored with the help of their teachers. The
students were then asked the question, “Do you know what the distance between peaks or troughs of
two waves denotes?” They were ensured to arrive at the correct answer, which is a wavelength, and
they were helped with crystallizing their knowledge. Students learned the relationship between the
wavelength, the speed of a wave, and period by making deductions from the x=v.t after they were
introduced to the concepts of frequency and period. Then, they had a class discussion on these
concepts. Finally, students were shown a video of a sportsperson and were asked the following
question: “This rhythmic gymnast moves her ribbon as you can see. Examine the wave movement made
she makes with her ribbon and comment on the frequency of the wave, the wavelength, and the
amplitude of the wave that occur in the wave movement.” (Link:
https://www.youtube.com/watch?v=4EIzONj55c0). Their answers were also discussed in class. During
the discussion, they were asked to examine their classmates’ ideas critically and to prove their own.

In the “Elaborate” step, the aim was to deepen students’ knowledge using the demonstration
experiment. They were asked the question, “What else, in your opinion, can the speed of the pulse
depend on?” The demonstration experiment was carried out with the bows brought into class. Bows of
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different thicknesses were used; one end of the bow was plugged into the dynamometer, and a student
held the other. The student was asked to tighten the bow and read the length shown on the
dynamometer. Then, creating a pulse of the bow, the arrival time of the pulse was measured by a
chronometer. The measurement was repeated by changing the force of the tightening of the bow.
When the effect on the same bow changes, so does the speed of the pulse, which can be calculated by
using the formulae x=v.t It was also determined after measurements that the rate of the vibration on
different bows with the same force effect is different. Students were asked what the reason for this
difference could be. Students then understood that the speed of the pulse depends on the force that
tightens the bow as well as the mass of the bow. Then, in a class-discussion format, students were asked
to give examples from daily life about the related concepts, and they were encouraged to transfer their
knowledge into new situations.

In the “Evaluate” step, students were asked to fill in the activity papers in full, and the teacher
collected these papers. The collected articles were shuffled and distributed to students so that they can
evaluate each other. The final activity papers were taken back to be assessed by the teacher; students
were asked to do some research for the next activity and look at some sources. Then, the teacher
shared her opinion on the process with the students and completed the action “Let’s Jump Rope.”

Before and after the teaching of waves via the inquiry-based learning approach, students’ views and
attitudes were examined. Pre and post the application, an attitude scale was applied, and semi-
structured interviews were conducted about the teaching process of physics. The attitude scale on
waves was used to 58 students in approximately 20-25 minutes in class in one class hour pre and post-
test. The pre and post-test attitude scale data applied in the study showed the change in students’
attitudes. Interview questions designed by the researchers were also asked at pre and post-interviews
to 13 students in a week. These interviews were conducted face-to-face at school at a time agreed upon
with the students. The semi-structured interviews took approximately 20-25 minutes, and a voice
recorder recorded them.

Data Analysis
Analysis of Quantitative Data

SPSS was utilized in the analysis of the data obtained from the attitude scale. A Paired-samples t-test
was used to express the collected data procedurally. The t-test, parametric testing, is based on
comparing measurement results instead of comparing the results obtained from a sample with the
universe (Cepni, 2014). In this study, 58 students from two classes, who were matched to one another,
answered the attitude scale, which was applied as pre and post-test; their answers were analyzed. Their
responses were controlled, whether there is a significant difference (Ural & Kilic, 2005). The “t-test
determined this difference.” Moreover, the effect size as an indicator of practical significance was also
calculated (Cohen, 1994). Data obtained from the attitude scale were analyzed by descriptive statistical
methods (mean, percentage, frequency, standard deviation). To examine students’ attitudes, the mean
of all items in the scale was calculated, these means were determined to be attitude levels of students.
Finally, students’ attitude towards the teaching of the waves according to the inquiry-based learning
approach was evaluated by looking at the answers the students gave in the attitude scale for the waves.

Analysis of Qualitative Data

Students’ views on the teaching process of physics were analyzed by content analysis. In content
analysis, similar concepts are gathered under specific themes and categories and interpreted in such a
way that readers can understand them easily (Creswell, 2014). Moreover, it is a systematic and
repeatable technique which allows the words of a text to be summarised under specific categories using
codifications based on certain rules (Krippendorff, 2004; Neuendorf, 2002). A transcript of the student
interviews was transcribed into a word document, and the answers of each student were grouped under
the questions. These answers were analyzed one by one by the two researchers at different times.
Similar responses were grouped under specific categories. Students’ answers were put under a code
title under these categories. Then, the two researchers collaboratively worked on them. This analysis
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was visualized in the findings section in the form of tables. Differences that occurred between the pre
and post-interviews were visualized in the table. Expert opinion was consulted while forming the
categories and themes. Two experts on physics education separately read the transcripts, and they
examined the appropriateness of the codes under specific topics and categories. The experts had
consensus as well as differences of opinion. They came together and revised their differences; after
that, the reliability of the interviews was determined to be 90%. Miles and Huberman (1994) indicate
that any result that is 70% and higher would mean that the research is reliable.

For the validity and reliability of the qualitative data, several strategies such as plausibility,
transmissibility, consistency, and confirmability were checked. The plausibility of the study was achieved
when the authenticity of data, the relationship between the processes, data, and the findings were
presented objectively to the experts. Transmissibility of the study was proven when the data were
presented by direct quotations and without any comments. Yin (1994) and Merriam (1988) contend that
in semi-structured interviews, the participants’ views and thoughts should be directly narrated to the
reader using direct quotations without any subjective interference. Within the scope of transmissibility,
the study group was determined by purposeful sampling, and the defined criterion was laid out in detail.
For consistency, interviews were recorded while they were conducted face to face; the same experts
generated validity-reliability studies of data. Finally, for confirmability, data of the study were confirmed
by the obtained results, they were related to literature, and the findings were presented to the readers
(Yildirim & Simsek, 2018).

Ethical Procedures

Ethical principles and rules were followed during the planning of the research, data collection,
analysis, and reporting. The consent form was signed by the study participants. This research was found
ethically appropriate with the decision numbered 76000869/431-3807 at the meeting held by Hacettepe
University Senate Ethics Commission on 07 November 2017.

Findings
Quantitative Findings

It was examined whether there is a significant difference between the quantitative findings obtained
in the study and the students' attitude levels towards the subject of waves. The mean and standard
deviations of the pre and post-test attitude values were calculated to determine students’ attitude
levels concerning the waves. Then, the effect size was calculated according to the difference of group
mean to “standardize the difference between mean” (Kotrlik & Williams, 2003). Cohen’s d effect size
formula was employed, and the effect size of the attitude scale was found to be 1.17 (Cohen, 1988).
Since a value higher than 0.80 indicates a high effect size, it was accepted that the effect size of the
study is significant. Skewness and kurtosis values of the pre and post-test data were examined; it was
determined that they have a normal distribution since the result of the examination was between -1, +1.
After this procedure, a t-test was done to see whether the difference between the pre and post-test
concerning the subscales of the attitude scale is significant, and the results are presented in Table 2.

Table 2.
T-Test Results Concerning The Subscales of The Attitude Scale
N X sd df t p Cohen’s d
Pre-test 58 27.03 4.67 0.000
L i -5. .
earning Post-test 53 3143 a3a > % o5 0¥
Pre-test 58 23.32 4.68 0.000
Daily Li -6. 1.12
aily Life Post-test 53 2006 692 ° 09 (005

The learning subscale test results of the pre and post-test show that the mean of the post-test is
31.43, and the way of the pre-test is 27.03, which indicates that the arithmetic means of the post-test is
higher than that of the pre-test. T-test was applied to see whether the difference between the pre and
post-test scores is significant, and the t value was found to be -5.67. There was a significant difference
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between the post and pre-test scores (t=-5.67, p<.05). Moreover, Cohen’s d effect size was calculated to
be 0.97 in the learning subscale, which revealed that its effect size is large. After comparing the pre and
post-test scores in the daily life subscale, post and pre-test means were determined to be 29.96 and
23.32, respectively. Post-test ways were higher than the pre-test means, and the t value was -6.00. It
can be argued that the post-test scores significantly differ from the pre-test scores (t= -6.00, p<.05).
Finally, Cohen’s d effect size was calculated to be 1.12, which revealed that its effect size is large.

After the procedural analysis, data were also descriptively interpreted. Students’ answers were
expressed by calculating means, percentage, attitude level, and standard deviation of the pre and post-
test scores related to the subscales. For the negative items in the scale, reverse scoring was done (1->5,
2->4,4->2,5->1). Detailed information can be found in Table 3.

In the learning subscale, most students’ attitudes concerning the waves for items 1 and 2 in the pre-
test were at level 3 (39.7%, 37.9%). In the post-test, it was determined that students’ attitude levels
changed for these items: they were raised to levels 4 and 5 (67.2%, 77.6%). Before the application,
question 3 was rated as 4 and 5, indicating agreement by more than half of the students (58.6%). The
agreement rate for this item was increased through an inquiry-based learning application (79.3%).
Students whose attitude level was 3 for questions 5 and 8 (56.9%, 44.8%) were determined to agree at
levels 4 and 5 in the post-test (75.9%, 63.8%). For the negative expressions in the related subscale,
students’ attitude was determined to be at level 3 for items 4 and 6 in the pre-test (41.4%, 31%).
However, after the inquiry-based learning applications, students’ attitudes were seen to increase
significantly in the post-test to levels 1 and 2 for these items (82.7%, 58.7%). For question 7, students’
attitude, which was at level 2 in the pre-test (50%), improved and rose to level 1 in the post-test
(46.6%). Generally speaking, a comparison between the findings obtained from pre-test and post-test
indicated that students’ attitudes improved in most items; and the most significant improvement was in
question 6.

In the daily life subscale, students’ attitude, which was at level 3 for items 9 and 10 in the pre-test
(41.4%, 48.3%), increased to level 4 and 5 in the post-test (62%, 60.3%). Likewise, for items 12 and 16,
students’ attitude level increased from 3 to 4 and 5 in the post-test (62.1%, 55.2%). For question 13,
students’ attitude level was at 4 and 5 in the pre-test (50%), and it was determined that the number of
students’” who agree with the same attitude level increased in the post-test (62.1%). Also, it was seen
that students’ attitude level for item 14 was 1 in the pre-test (31%). After the inquiry-based learning
application, it was observed that this was increased to level 5 in the post-test (37.9%). As far as the
negative items were concerned, students’ attitude level was at 1 and 2 for questions 11 and 15 in the
pre-test (44.8%, 65.5%). However, it changed significantly in the post-test; the number of students who
agree with the same attitude level significantly increased (67.2%, 81.1%). Generally speaking, a
comparison between the findings obtained from pre-test and post-test indicated that students’
attitudes improved in most items; and the most significant improvement was in question 14.

Consequently, students’ answers on the scale were treated both procedurally and descriptively in
both subscales. It was determined that students’ attitudes change positively in the test of the subject of
waves according to the inquiry-based learning approach.
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Table 3.
Students’ Attitudes in Pre and Post-tests concerning the Learning and Daily Life Subscales
Subscales # Items Pre-test Post-test
Level of attitude** (%) X SD Level of attitude** (%) X SD
1 2 3 4 5 1 2 3 4 5
Learn 1 | can quickly solve problems on waves. 10.3 17.2 39.7 32.8 0 2.95 0.963 1.7 5.2 25.9 43.1 24.1 3.83 0.920
2 | find it easy to use formulas on waves. 5.17 17.2 37.9 34.4 5.17 3.28 0.874 0 1.7 20.7 58.6 19 3.95 0.686
3 | can easily understand the waves as a subject. 0 10.3 31 37.9 20.7 3.69 0.922 0 0 20.7 56.9 22.4 4.02 0.662
4 | find symbols related to waves complicated.* 10.3 27.6 414 13.8 6.9 3.21 1.039 24.1 58.6 13.8 1.7 1.7 4.02 0.783
5 | find it easy to use the symbols related to 1.7 155 569 224 34 3.10 0.765 34 0 20.7 569 19 3.88 0.839
waves.
6 | get bored in class when the subject is waves. * 189 275 31 13.8 86 3.33 1.176 32.8 259 275 86 5.2 3.78 1.109
7 Ihate waves as a subject. * 345 50 103 52 0 414 0805 46,6 362 103 34 34 419 0.999
8 | find waves as a subject interesting. 1.7 103 448 379 52 3.34 0.807 1.7 5.2 293 414 224 378 0918
D. Life 9 We see applications of the waves as a subjectin 6.9 155 414 276 86 3.16 1.023 3.4 8.6 259 379 241 3.71 1.043
daily life.
10 | believe everyone needs to learn about the 19 276 483 5.2 0 2.40 0.857 103 5.2 241 379 224 357 1.201

waves as a subject.

11 The knowledge | have on the waves has no use 10.3 345 29.3 17.2 86 3.21 1.120 224 448 207 6.9 5.2 3.72 1.056
for me in interpreting things around me. *

12  |think waves as a subject is directly related to 13.8 345 414 8.6 1.7 2.50 0.903 5.2 6.9 259 328 293 3.74 1.117

daily life.

13  |think expenses made on research on the waves 1.7 121 36.2 431 69 3.41 0.859 0 5.2 328 36.2 259 3.83 0.881
as a subject are well-spent.

14 Knowledge of waves is necessary for my 31 20.7 241 17.2 6.9 2.48 1.287 19 5.2 12.1 25.9 37.9 3.59 1.511
professional life.

15 Developments on waves as a subject do not 13.8 517 17.2 121 5.2 3.57 1.045 48.3 328 121 1.7 5.2 4.17 1.062
make our daily living conditions any better. *

16 |think professions need knowledge of waves. 19 24.1 37.9 15.5 3.4 2.60 1.075 5.2 8.6 31 20.7 34.5 3.64 1.165

*Negative items in the scale, **From 1 to 5, responses represent "strongly disagree" to "strongly agree."
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Qualitative Findings

Students’ views on the teaching process of physics classes were examined in the qualitative findings.
Students were asked seven questions, and these questions were gathered under six themes and 32

categories. The analysis of students’ answers is presented in detail in Table 4.

Table 4.

Students’ Views on the Teaching Process of Physics Course

Themes

Categories

Pre-interview

Post-interview

The Actual
Teaching

Solving problems
Experiment
Simulation

Video

Discussion

Group studies

‘l

The Desired
Teaching

Experiment

Simulation

Group studies

Visual material

Modeling

Relating the subject with daily life
Project

Video

2 <2 2 <2

Preparation

Nothing
Examining secondary sources
Exploring the internet

2. 2 2|2 2 2 2 2 2 2 2|2 2 2 2 2

Place of Physics in
Daily Life

Relating it to mechanics
Relating it to electrics
Relating it to optics
Relating it to waves

Challenges of
Physics

Electrics experiments
Teaching abstract concepts

Solutions to
Challenges in
Physics

Creating grounds for discussion
Referring to literature
Experimenting

Using visual material

Relating concepts with daily life
Simulation

Showing videos

Simplifying the topic by using
modeling

Solving problems

2.2 2 2 2 2 2|2 2 (2 2 2 2

2 2.2 2 2 2 2 2 (2 2 (2

2

It is interesting to note that students only mentioned solving problems in the pre-interview when we
look at the first theme — “Actual teaching” determined through the students’ responses. Students only
had solving problems activities while learning previous subjects. However, when they were asked the
same question post-interview, it was seen that they included experiments, simulations, videos,
discussion, and group activities in their answers. Students’ explanations about this theme can be seen
below (S: Student, #: Student Number):
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$3: We do not do any activities in physics. The teacher merely writes down a question on the board,
and we solve it.

S$8: In the post-application, we did several activities such as experiments, simulation, video,
discussion, and group study.

In the “Desired teaching” theme, it was seen that students mentioned experiments, simulations,
visual materials, and group activities in the pre-interview. In the post-interview, they added modelling,
relating the topic to daily life, project, and videos. One can say that activities that were conducted in the
applications set precedence for students. Students’ explanations about this theme are given below:

S1: I would like our knowledge to be supported by simulations. | would like abstract concepts to be
made concrete for clarity. Similarly, visual material can be used.

S4: We can discuss the place of physics subjects in daily life; items can be taught by relating them to
everyday life more. Even modelling can be done in classes.

In the pre-interview for the “Preparation” theme, students indicated that they usually do not
prepare for the subjects that are to be covered in class. However, it was determined in the post-
interview that students were more informed about preparation, and they looked up resources and
utilized the internet. Students’ expressions regarding this theme are given below:

S5:1do some online research before class, and | skim through the book.

When students were asked about the place of physics in daily life, they usually associate it with
mechanics, optics, electrics, and the waves. In the pre-interview under the “The place of physics in daily
life” theme, students mentioned four primary areas, and they gave examples related to the waves post-
interview, which was about the waves. Below can be found how students relate subjects to daily life:

S$12: 1 now know that the volume of our voice increases when we want to be heard.

In the “Challenges of physics” theme, it was seen that students mentioned learning about abstract
concepts and experiments on electricity. Students expressed the same things in the pre and post-
interview.

Finally, when students were asked how these challenges faced in physics can be overcome, in both
the pre and post-interview, they talked about various methods that can be used. Under the “Solutions
to challenges in physics” theme, students mentioned creating a discussion platform, consulting
literature, doing experiments, using visual materials, relating the concepts with daily life, using
simulations and videos in the pre-interview. In the post-interview, they added modelling, simplification,
and solving problems. Students supported these categories with the expressions given below:

510: | would prefer to do modelling in class. | would simplify the lecture. | think this can solve the
problem and ensure meaningful learning.

It can be inferred from the quantitative data that students’ views on the teaching of physics classes
changed in a positive direction after being taught via the inquiry-based learning method.

Discussion & Conclusion

Teaching the subject of waves via an inquiry-based learning method has a positive effect on
students’ attitudes because there was a significant difference between the students’ attitude scores in
the pre and post-test in both learning and daily life subscales. This enabled both subscales to be handled
together and expressed through attitude towards waves. Consequently, it was determined that
students’ attitudes changed positively. However, there are studies in the literature which argue that
changing the position in a short amount of time is difficult (Karamustafaoglu, 2003; Ozsevgec et al.,
2006). It is because change is related to perception, and belief requires time, and not only the process
but also encouraging students by guiding them is crucial. In other words, increasing the number of
students who are interested in a subject and who are keen on learning it through student-centred
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teaching depends on the time variable (Sheldrake, Mujtaba, & Reiss, 2019). This study, too, considers
the positive effect that having the application in about ten weeks has on attitude. Similarly, there are
studies in the literature which contend that students having more positive views and opinion increases
success because position and success are related; students’ learning styles and problem-solving skills
directly affect this relationship (Balta & Asikainen, 2019). In this respect, this study prioritized
conceptual learning instead of operational learning so that students thoroughly understand concepts.
Theoretical knowledge focuses on the meaning-making of a subject where the student is actively
engaged; it also focuses on improving their problem-solving skills (Pedaste et al., 2015). In other words,
if one can create learning environments where students learn by doing and experiencing things, then
their success will be inevitable (Fischer & Hanze, 2019). To this end, in this study, students indicated that
they were quickly able to understand the waves after the application and that they could comfortably
use the formulae and symbols related to this topic. Indeed, inquiry-based learning provides students a
different learning opportunity and hence contributes to the development of their inquiry skills (Wu &
Hsieh, 2006). Similarly, Katranci and Sengul (2020) contend that students with advanced inquiry skills
also have high reasoning skills as they try to make sense of a subject by asking “why” and “how.” Also, it
was determined that when students have interactive studies with their peers, do research on the
internet before lectures, and look up secondary sources, it makes learning more comfortable, and it
improves students’ communication skills (Akerson et al., 2009; Bao & Koenig, 2019; Laipply, 2004). Bao
and Koenig (2019) argue that improving communication skills is crucial, especially in 21%-century
learning. Students can deal with complex problems with their communication skills, and they can discuss
ideas stemming from different views. Similarly, they can explore multiple solutions — since their
observation and listening skills have also improved — so that they can find creative solutions to
problems. As such, the teaching method applied in this study can be said to change students’
perspective because the pre-application of the students tried to understand technical information
through presentations and felt responsible only to regurgitate it in the exams. However, they can now
see this subject in terms of a reflection of science on society as well as the solving of daily problems
(Cepni & Cil, 2009; Ormanci & Cepni, 2019). In this respect, the study contributed positively not only to
their attitude but also to their social development and mental skills (Boddy et al., 2003; Uum et al.,
2016; Windschitl, 2003). As Uum et al. (2016) contend, applied activities, discussion platforms, and
video shows need to be employed for students to develop socially and mentally so that they can focus
on learning conceptually. As students learned in a significant and conceptual way by participating in
class, their sense of confidence also improved (Saka & Akdeniz, 2006). They indicated that they can
quickly solve problems on waves and that such studies on waves have contributed to their learning
(Alouf & Bentley, 2003). When students have developed problem-solving skills, they can effortlessly
solve problems they face in daily life (Turnip, Wahyuni, & Tanjung, 2016; Wise, 2006). Students’
cognitive skills, as well as attitudes, improved (Sozbilir et al., 2007; Tatar, 2006; Whitelegg & Edwards,
2001).

It was discovered in this study that the application generated by the inquiry-based learning approach
positively changed students’ views on the teaching process of physics. Students supported applications
of such methods arguing that the existing system relies merely on problem-solving during teaching. At
the same time, the form showed how helpful as well as preferable it was to make use of experiments,
simulations, videos, visual materials, relating topics to daily life, discussion, and group studies to learn
the subject (Chairam et al., 2015; Cam, 2008; Park & Lee, 2004). At this point, students were able to
notice that the methods they wished they had in the teaching process were generated at the end of the
application; they were also able to see that this application was beneficial for their learning (Hwang et
al.,, 2015). In other words, it was evident that students expected to have a productive learning
environment so that there could be a lively communication between the teacher and the student
(Laipply, 2004). Students believe that teachers play a significant role in the effective running of courses
because teaching methods can become functional only when teachers take on a guiding part (Aulia,
Poedjiastoeti, & Agustini, 2018). However, there are results in the literature that reveal that teachers
know how to provide effective teaching but prefer to lecture as they find it challenging to give up their
habits (Ayvaci & Bakirci, 2012; Kidman & Casinader, 2017). It is well-known that lecturing is limited in
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contributing to students’ learning, and it causes difficulties for students, especially when they try to
learn abstract concepts. Thus, several studies put forth that students think teachers should guide them
in the learning environment by suggesting learning styles that actively engage students with the
teachers. Students also believe that teachers should ask them questions to nudge them in the right
direction and should encourage them (Firman, Ertikanto, & Abdurrahman, 2019). In short, students
think that they can attain the desired behavior by improving their sense of confidence with the guidance
they receive from their teacher during the teaching process (Parchmann et al., 2006). All these results
show that students favour the inquiry-based learning approach over traditional approaches (MacKenzie,
2016). As students mentioned the need for inclusion of simulations and experiments in the teaching
process, evidently such activities are helpful for their learning and effective in increasing attitude.
Materials help students get a more comprehensive understanding of the experimental physics classes
(Sari & Guven, 2013; Shi, Ma, & Wang, 2020). Materials would also enable students to acquire the ability
to observe, infer, compare, guess, experiment, interpret, and draw conclusions (Syifahayu, 2017; Wu &
Krajcik, 2006).

After these, at the end of the application, students were aware of the direct relationship between
the waves and the daily life; they mentioned that they come across the forms of waves in everyday life
and that this makes their lives easier. In the study, it was evident from the students’ expressions that
they had improvement in their scientific process and problem-solving skills (Abdurrahman, 2017). When
students can relate topics to their daily experience, they can enjoy these topics more, and thus they
learn more easily; moreover, their knowledge becomes permanent (Kuter & Ozer, 2020; Westbroek,
2005). Kuter and Ozer (2020) also indicate such learning can only be obtained from studies based on
constructivist theory. Therefore, students can integrate into their lives the concepts that are discussed
during the teaching of the waves. Finally, students who participated in this study believed that the
knowledge they accumulated during the education of the waves would be valuable in their professional
lives; they also found that everyone should be knowledgeable about the waves. They can have such a
viewpoint because their skills and abilities about scientific approaches have increased (Tan, Yangco, &
Que, 2020).

These results were reached without any control group or a random method in the study, which
indeed makes the study vulnerable to various threats (Buyukozturk, 2007; Lodico, Spaulding, & Voegtle,
2010). In this respect, measures should be taken against these threats, and the limitations of the study
should be discussed. For instance, the selection of the study group is one of these threats (Johnson &
Christensen, 2019) because these students were determined without any random method. However,
students’ differences were taken into consideration; participants were selected based on their similarity
of being a student at an Anatolian high school, which requires successfully passing an entrance exam, to
minimize the differences. Moreover, teachers were consulted during the selection of the study group.
The study group was selected after their teachers indicated, based on their two-year experience with
these students as their physics teachers, that their students have similar knowledge and success levels in
physics classes (Christensen, Johnson, & Turner, 2015; Lodico et al., 2010). In literature, it was stated
that the past plays an important role and is a threat for studies that lack a control group because any
event that has taken place in history may easily affect the dependent variable. The duration of a survey
should be short enough to avoid this potential threat. That is why this study was conducted in 10 weeks.
Another internal threat was the application of the data collection tools to the same study group twice;
students would be familiar with the questions in the post-application, and this may have affected.
However, there was a 10-week gap between the pre and post-application, which decreased the
possibility for students to remember the items. The data collection tool of the study was appropriate,
valid, and reliable, which is indeed a precaution for any threat against internal consistency. The
preliminary test is also a known external threat. Researchers made sure students did not have any
awareness about the pre-test being used to change their attitude. Necessary precautions were taken,
both on the scale and while briefing the students, to prevent any increase in their awareness of this. It
was how any external threat that would prevent the generalisability of the study was stopped. The fact
that there was no random selection for the study group was a threat to external validity as well. Since
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the generalisability of the study was under risk, it was thought that the application should be carried out
with the participation of a large number of students to increase external validity. To control this threat,
the study was carried out with the maximum number of students that could be reached and were
predicted to work without hindering the application. It is also known that the teacher, who plays a vital
role in the study, should not unconsciously affect the result of the study. It may have an impact on
students’ performance, attitude, and behavior. The teacher should not have any expectations about the
result of the study, and he or she should avoid biased behavior. The teacher in this present study got
together with the researcher every week to go over the activity plans and focused only on the
application process without knowing what the expected result of the study was. Finally, it is well-known
that when students are conscious of being part of a research, they may have a specific behavioral
change, and this may be a threat to the study. Here, students were not informed about inquiry-based
learning; instead, they were told that the teaching of the waves would be done differently. Students
were included in the process without having any expectations concerning the study. It is believed that
the threat stemming from students’ reactions can be controlled as such. On the other hand, the effect of
novelty, which denotes an increased interest, motivation, or class participation for students due to
doing something new or different in class, poses an external threat. It can be controlled by realizing the
research in an appropriate time frame. Since the duration of application was also ten weeks, it can be
claimed that the lengthy use may result in diminishing the effect of a novelty for students (Gay &
Airasian, 2000; Lodico et al., 2010).

The application that was carried out according to the inquiry-based learning approach is believed to
contribute to the students’ attitudes towards waves as a subject and, thus, to the teaching process of
physics. This study, which puts forth the change in students’ attitudes and views, can be used as a
supplementary resource for the waves. It is also believed that this study will be a guiding source for
physics teachers as it was generated at the secondary school level (Russo & Adorno, 2018). There is
limited research on the application of inquiry-based learning for the subject of waves (Fazio, Tarantino,
& Sperandeo-Mineo, 2010; Katsarova & Raykova, 2019; Ozdemir & Kocakulah, 2016), which also proves
that this study will contribute to both national and international literature. Additionally, researchers
who will utilize the data collection tools of this study are advised to test the factor structure of the
attitude scale with confirmatory factor analysis and provide substantial proof for its construct validity
(Cronbach & Meehl, 1955).

In summary, it is not easy to contribute to the teaching and learning of physics classes. Student-
centered approaches that enable students to acquire and construct knowledge on their own require
more energy and commitment than teacher-centered methods (Donohue et al.,, 2020). Merely
presenting information and telling them what they know is wrong means stunting their scientific
learning (Firman et al., 2019). In this respect, electing to employ methods in which students can actively
participate in the process is believed to encourage them to have significant learning (Pedaste et al.,
2015).

All rules included in the “Directive for Scientific Research and Publication Ethics in Higher Education
Institutions” have been adhered to, and none of the “Actions Contrary to Scientific Research and
Publication Ethics” included in the second section of the Directive have been implemented.
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Tiirkge Siirimui

Giris

Yapilandirmacilik, Piaget’in bilissel gelisime ve bilginin var olusuna yonelik ¢alismalarla ortaya ¢ikan
bir 6grenme kuramidir (Yasar, 1998). Yapilandirmaciligin 6ziinde kisinin bilgisini yapilandirmasi, bilginin
transfer edilmesi ve bilginin uygulamaya konulmasi yer almaktadir (Perkins, 1999). 18. ylzyilda “Bir seyi
bilen, onu agiklayabilendir.” ifadesi ile yola cikildigi ve glinimiizde bilginin dogasi ve 6grenme anlayisi
cergevesinde yapilandirmaci kuramin temel dayanaginin olusturuldugu bilinmektedir (Yager, 1991, s.
54). Bu agidan yapilandirmaciligin 6grenme ortamlarinda bilgilerin sorgulanarak, tartisarak, distinceleri
savunarak, hipotez kurarak, dislinceleri paylasarak ve derse aktif katilim saglayarak gergeklestirildigi
ifade edilebilir.

Sorgulamaya dayali 6grenme ise yapilandirmaci kuram kapsamindaki 6rnek olaya dayali 6grenme,
proje tabanh 6grenme, probleme dayali Ogrenme gibi farkh 6grenme yontemleriyle
uygulanabilmektedir. Tim bu yodntemler degisik bicimlerde sorgulamayi kendi iclerinde
barindirmaktadirlar. Clinkli sorgulamaya dayali 6grenmede amag, 6grencilerin bilgi edinme siirecine
iliskin beceriler gelistirmesi ve disinme becerilerini kullanarak yeni durumlara bunlari transfer
edebilmesidir. Sorgulamaya dayali 6grenme silirecinde 6grenciler soru sormaya, arastirma yapmaya ve
bilgilerini analiz etmeye tesvik edilmektedir (Perry & Richardson, 2001). Becerilerin igsellestirildigi ve bu
becerilerin 6grencinin bilgi yapisinin bir pargasi haline geldigi sorgulamaya dayal 6grenmede, 6grenciler
sorularina yanit ararken, problem climlelerini olusturabilmekte ve problem ¢6zmeyi basarabilecekleri bir
siirece girmektedirler (Thier & Daviss, 2001; Wood, 2003). Ayni zamanda 6grenciler bilim insani gibi
gozlemlediklerini agiklamaya calismakta ve kuramlara ulasabilmek icin olaylari sorgulamaktadirlar
(Wenk, 2000). Sorgulamaya dayali 6grenme vyaklasimi ile {st diizey dusinme becerileri
gelistirilebilmektedir, ¢linkli bu 6grenme yaklasimi farkli 6gretim yontem ve modellerini kapsamaktadir
(Lim, 2001). Bu dogrultuda fizik 6gretiminde yararlaniimasi gereken yapilandirmaci kuram, sorgulamaya
dayali 6grenmenin 6grencilerin 6grenmesini saglayan en gigli yollardan biri oldugunu ifade etmektedir.
Clnkl yapilandirmacilik 6gretmeye degil, insanin nasil 6g8rendigi lzerine temellenmis bir kuramdir
(Dagar & Yadav, 2016).

Sorgulamaya dayal 6grenme ve 68retim siireci de, en kapsamli haliyle “soru sorma ve yonlendirme”,
“hipotez olusturma”, “planlama”, “arastirma”, “verilerin analizi ve yorumlamasi”, “model arama ve
olusturma”, “sonuglandirma ve degerlendirme”, “iletisim” ve “Ongord (tahmin)” basamaklarini
icermektedir. Bu basamaklarin sinif icinde uygulamasi ise 5E 6grenme modeliyle gerceklesebilmektedir
(Bell, Urhahne, Schanze, & Ploetzner, 2010). 5E 6grenme modeli, Roger Bybee tarafindan gelistirilmis
olup 1970’li yillarda Biyoloji Bilimi Program Calismalari uygulamasinda kullaniimistir (Bybee, 1993). Bu
6grenme modeli yapilandirmaci kurama uygun, bilimsel siire¢ becerilerine odaklanilarak ve problem
¢6zme boyutu goz oniline alinarak 6gretimin dizenlenmesine destek saglayan bir yol haritasi olarak
tasarlanmistir. Bu noktada 6grencilerin konulara odaklanmasi, bilgilerini kesfetmesi, organize etmesi,
yeni durumlara uygulamasi ve anlamlandirmasi hedeflenmistir (Bybee, 1997). 5E 6grenme modeli adini
kendini olusturan bes asamadan alirken, bu asamalar ilgi uyandirma, kesfetme, agiklama, derinlestirme
ve degerlendirme olarak ifade edilmektedir. Yani, 5E 6grenme modelinin yapilandirmaci kuram
icerisinde yer aldigi ve sorgulamaya dayali 6grenme yaklasiminin 6grenme ortamlarinda kullanildigi
soylenebilir (Wilder & Shuttleworth, 2005).

5E 6grenme modeli sayesinde siireg¢ icerisinde 6grencilere sik sik soru yoneltilerek sorgulamaya
dayali 6grenmenin 6zlinin olusturulmasi, 6grencilerin hayal gliciiniin gelistirilmesi ve 6grenciler i¢in yeni
kapilarin agilmasi saglanmaktadir. Ayni zamanda 6grencilerin bilgi edinme ve problem ¢ézme sirecini
kullanarak yeni bilgileri arastirmalari ve 6grendikleri ile genelleme yaparak beceri ve tutumlarinin
gelismesi amaglanmaktadir (Wilder & Shuttleworth, 2005). Bunlara ilave olarak 6grencilerin birbirleriyle
tartisma ortamina girmeleri ve konuya yonelik sorularini sorarak etkinliklerle sorunlari ¢ozebilmeleri
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istenmektedir. Clnkl Ogrencilerin sirec igerisinde 6nceki bilgilerini yeni edindikleri bilgileri ile
bagdastirarak bilgi yapilandirmalarina destek olunmaktadir (Abell & Volkmann, 2006; Llewellyn, 2002).
Yani 6gretmenin sordugu sorular, 6grencilerin sorular sordugu 6grenme ortamina dénugserek 6gretim
devam etmektedir. Bu esnada 0Ogrencilerin bagimsiz diisinmeleri ve problem ¢ézmeleri igin onlara
firsatlar taninmaktadir. Ogrencilerin siire¢ igerisinde deneyim yasamalari istenmekte, bdylece siire¢
icerisinde sorular 6grenciler tarafindan gelmeye baslamaktadir. Ancak mevcut sistemde 6grencilerin
bilgiye ulagmasi yerine kitaplar vs. araciligiyla 6grencilere istenilen bilginin aktarldigi disiniulmektedir.
Ogrencilerin bu sekilde bilgiyi igsellestiremedikleri sdylenebilir (National Academy of Sciences [NAS],
1997). Bu nedenle 6grencilerin konuyu igsellestirebilmeleri igin, kendilerinin deneyim kazanmalari ve
dolayisiyla arastirma yapmayi 6grenmeleri gerektigi diisiintilmektedir. Clinkli sorgulama sureci bir olayin
gozlemlenmesiyle baslayip merak edilmesiyle devam ederken disiinme ahlskanhgi kazanilabilmektedir.
Yani 6grencilerden sireg¢ becerilerini kullanarak bilgilerini yapilandirmalari beklenmektedir. Clinkii
yapilandirmaci kuram isiginda 6grenmenin hizl ilerledigi bilinmektedir (Chiappetta & Adams, 2004).
Ancak tim bu noktalar diisiintldigiinde sorgulamaya dayali 6grenme siirecinin uzun zaman alabilecegi
akla gelmektedir. Clinki Ust dizey disiinme becerilerinin gelistirilmesinde, 6grencilerin derse katiliminin
saglanmasinda ve problemlere yonelik ¢oziimlerin olusturulmasinda zamanin énemli bir rol oynadigi
soylenebilir (Llewellyn, 2002).

Arastirmanin Amaci

Arastirmada dalgalar konusunun sorgulamaya dayali 6grenme yaklasimina goére uygulanmasinda
ogrencilerin dalgalar konusuna yonelik tutumlarinin ve fizik dersinin 6gretim sirecine iliskin goéruslerinin
belirlenmesi ele alinmistir. Sorgulamaya dayali 6grenme yaklasiminin sinif i¢i uygulama siirecinde 5E
6grenme modelinden yararlanilirken, arastirmada dalgalar konusuna odaklaniimistir. Arastirmada
dalgalar konusunun tercih edilmesinin nedeni, fizik egitiminde genellikle mekanik, elektrik akimi ya da isi
ve sicaklik gibi bazi alanlarda ¢alismalar tizerine yogunlasildiginin gorilmesidir (McDermott & Redish,
1999; Ozdemir & Kocakiilah, 2016). Aslinda dalgalar konusu ile ilgili alanyazinda yer alan calismalarin
diger alanlara gore sinirh sayida olmasi bu calismanin gerceklestirilmesine 1sik tutmustur. Ayrica
alanyazinda dalgalar konusunda gerceklestirilen calismalarin daha cok Universite 6grencileriyle ve
kavram yanilgilarinin belirlenmesine, giderilmesine ydnelik oldugu dikkat cekmistir. Ornegin; Linder ve
Erickson (1989), Barman ve Miller (1996) ve Hrepic (2002) kavramsal olarak ses dalgalarini, Maurines
(1992) ve Wittmann (2002) kavramsal olarak yay dalgalarini, Yalgin (2008) kavramsal olarak su
dalgalarini incelemislerdir. Bu galismalarda c¢ogunlukla 6gretmen adaylarinin kavramsal zorluklarina
deginildigi goriilmektedir. Alanyazinda; arastirmalarda tercih edilen bir 6gretim yonteminin, yaklasiminin
ogrencilerin tutumuna etkisinden s6z edilmedigi ya da ilgili yaklasimla birlikte 6grencilerin dersin
ogretim siirecine yonelik gorislerinin alinmadig gérilmistir. Sadece Oztiirk (2014) tarafindan
gerceklestirilen arastirmada, modsal betimlemelerin taniyip kullanilmasinin, envanter hazirlanmasinin ve
mektup yazilmasinin dalgalar konusundaki akademik basariya ve tutumuna olumlu ydnde etkisinin
oldugu ifade edilmistir. Ozdemir (2015) tarafindan da dalgalar konusunun sosyal yapilandirmaci kurama
uygun Ogretiminin gercgeklestirilmesi ile, 6grencilerde kavramsal olarak degisimlerin oldugunun, tutum
ve motivasyonun arttiginin ifade edildigi belirlenmistir. Son olarak Dilseker ve Serin (2018) tarafindan fen
ve teknoloji dersinde ses dalgalari lzerine proje tabanl 6grenmenin basariya, tutuma ve kavram
vanilgilarinin giderilmesine etkisinin incelendigi goriilmiis ve 6grencilerin kavram yanilgilarinin azaldigi,
basarilarinin ve tutumlarinin da arttigl tespit edilmistir. Alanyazindan dalgalar konusunda mevcut
sistemin yetersiz kaldigi ve bu nedenle farkli Ogretim yodntemlerinden vyararlanildigi sonucuna
varilmaktadir (Harrison & Treagust, 2001; Hewson & Hewson, 2003; Tekbiyik, 2010). Arastirmalarda
dalgalar konusunda uygulanan farkli 6gretim yontemlerinin ise genellikle basariyi, tutumu, motivasyonu
ve ilgiyi arttirdig1 dikkat ¢ekmektedir. Bu noktada alanyazindan farkli olarak arastirmada sorgulamaya
dayal 6grenme yaklasiminin dalgalar konusundaki etkisinin belirlenmesi hedeflenmistir. Clinkl fizik
o6gretiminde yararlanilmasi gereken sorgulamaya dayali 6grenmenin 6grencilerin 6grenimine 6nemli
derecede katki sagladigi ve bu konuda 6zellikle Tilrkiye’de sinirli sayida ¢alismanin oldugu bilinmektedir
(Lederman, Lederman, Bartels, vd., 2019; Shih, Chuang, & Huang, 2010; Thier & Daviss, 2001). Bu
nedenle sorgulamaya dayall 6grenme yaklasimi ile arastirmada 6grencilerin dalgalar konusuna yonelik
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tutumu ve fizik dersinin 6gretim siirecine yonelik gorusleri ele alinmistir. Arastirmada tutumun ele
alinmasinin  nedeni; 6grencilerin  edindigi yeni bilgilerini problem ¢6zme becerileriyle
butlinlestirdiklerinde dalgalar konusuna yoénelik tutumlarindaki gelisimin tespit edilebilecek olmasidir
(Krahenbuhl, 2016). Alanyazindan 6grencilerin genellikle fizik dersine yonelik olumsuz tutuma sahip
olduklari bilindiginden de (Adiyaman & Sert, 2017; Reid & Skryabina, 2002; Taasoobshirazi & Carr, 2008;
White & Tyler, 2015), arastirmada sorgulamaya dayali 6grenme yaklasimi araciligiyla dalgalar konusuna
odaklanilarak tutumda olusabilecek degisim ve gelisimin ortaya konmasi amaglanmistir. Clnku
ogrencilerin fizik dersine yonelik olan zor, anlagilmasi gli¢ vb. olumsuz tanimlamalarinin ¢agin getirdigi
yeniliklerle artik degistirilmesi ve Ozellikle dalgalar konusundaki 6n yargilarin da ortadan kalkmasi
gerektigine inanilmaktadir (Ayvaci & Bebek, 2018; Djudin, 2018). Arastirmada ayrica 6grencilerin mevcut
fizik dersine yonelik goruslerinin belirlenmesinden sonra fizik egitimi icerisinde kullanilan sorgulamaya
dayali 6grenme uygulamalariyla, bu yaklasimin 6gretim siirecine olan etkilerine yonelik yararli bilgiler
elde edilebilecegi dustiniilmektedir (Ecevit & Kaptan, 2019). Cunki fizik dersi 6gretim sirecine
sorgulamaya dayali 6grenme yaklasimi uygulamalarinin etkisi 6grenci bakis agisiyla belirlenmis olacak ve
bu sekilde fizik egitimi galismalarina, uygulamalarina isik tutulabilecektir (Russo & Adorno, 2018). Ayrica
farkli 6grenme yaklagimlarinin belirli konular Uzerinde uygulanmasi ile, ilgili yaklagimlarin 6grenci
tutumlarini ve siirece iliskin gorlslerini gelistirip gelistirmedigine yonelik bilgiler elde edilerek de fizik
egitimcilerine yol gdsterici bilgiler sunulabildigine inanilmaktadir. Ozellikle son yillarda 6grencilerin
sorgulamaya dayali 6grenme yaklasimina yonelik ilgilerinin arttiginin ifade edildigi arastirmalardan yola
cikilarak (Chairam, Klahan, & Coll, 2015; Hwang, Chiu, & Chen, 2015), bu arastirma ile belirlenen
sonuglara nitel boyutta agiklik getirilmesi istenmektedir. Ayrica arastirmada sorgulamaya dayali 6grenme
yaklasiminin fizik 6gretimi ve 6greniminin niteligine olan etkisinin 6grenci gorusleri ile ortaya konmasi
hedeflenmektedir (Lederman, Lederman, & Antink, 2013; McConney, Oliver, Woods-McConney, vd.,
2014). Bu sekilde ilerleyen sireglerde fizik dersi konularina yonelik olan olumsuz tutumlarin ve 6grenme
zorluklarinin da oniine gecilebilecegine inanilmaktadir (White & Tyler, 2015; Stephen, 2015). Bunlarin
vaninda alanyazinda o6zellikle dalgalar konusunda uygulamali galismalara sik rastlanilmamasi ve
sorgulamaya dayali 6grenme vyaklasimi uygulamasinin yapildigi sinifta da ilk kez bu yaklasimin
uygulamalarinin gergeklestirilecek olmasi arastirmada bir avantaj olarak ele alinmaktadir. Arastirma
ogrencilerin tutum ve goéruslerinin sireg icerisindeki degisimini gdsterecek nitelikte olmasi nedeniyle de
onemli gérilmektedir. Clinkli arastirmada yararlanilan yaklasim araciligiyla 6grencilere mevcut bilgilerin
aktarimindansa, onlarin bilgiye ulasma becerileri kazanmalari hedeflenmistir (Pedaste vd., 2015). Yani
arastirmada sorgulama 6gretme-6grenme sireci igerisinde yer alarak 6gretimin niteliginin arttirilmasi ve
o6grenci tutum ile gorislerine sireg icerisinde katki saglanmasi amacglanmistir (Donohue, Buck, &
Akerson, 2020). Arastirmada yapilandirmaci kuramin 6gretim uygulamalarindan biri olan sorgulamaya
dayali 6grenme yaklasiminin 6grenci merkezli olmasiyla da; dalgalar konusunda 6grencilerin soru sorma,
elestirel disinme, problem ¢ézme gibi tim yasamlari boyunca gereksinim duyabilecekleri becerilerinin
ve tutumlarinin gelisimi istenmektedir (Uum, Verhoeff, & Peeters, 2016). Bu sekilde dalgalar konusunda
tutumu gelisen 6grencilerin; bilimsel sorularla ig ice, deneysel kanitlara dayanarak, bilimsel agiklamalarla
fikir tartismasi yaparak ve ispatlarini sunarak siireg icerisinde yer alacaklarina inanilmaktadir (Thier &
Daviss, 2001; Sabourin, Mott, & Lester, 2013). Cunk{ arastirmada 6grencilerde merak duygusunun
artmasi, yeni kesiflerde bulunmalari ve buradan elde edecekleri bilgilerini anlamli bilgiye
donistlrmeleri, dalgalar konusunun yasamdaki Gnemini anlayarak ve konudan zevk alarak olumlu tutum
gelistirmeleri icin gerekli alt yapi olusturulmustur (Kang & Keinonen, 2018). Son olarak 6grencilerin fizik
dersinin Ogretim sirecine iliskin olumlu goérisleri ile fizik egitiminde bu yaklasimin kullaniminin
yayginlasabilecegi ve boylece egitimin kalitesinin arttirilabilecegi, ginimuzdeki yeniliklere ayak
uydurularak 6gretimde kokli degisiklikler olmasina destek olunabilecegi sdylenebilir (Minner, Levy, &
Century, 2010; Sagdig, 2018).

Tim bu ifadeler dogrultusunda arastirmanin bir Anadolu lisesinin 10. sinifinda 6grenim goren
o6grencilerden elde edilen verilerle ve dalgalar konusunda gerceklesen sorgulamaya dayali 6grenme
yaklasimi ile sinirh oldugu belirtilerek, asagidaki problem climlelerine yanit aranmistir:
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e Sorgulamaya dayali 6grenmenin Ogrencilerin dalgalar konusuna yonelik tutumlarina etkisi
nedir?

e Dalgalar konusunun sorgulamaya dayall 6grenmeye gore 6gretilmesi 6grencilerin fizik dersinin
Ogretim surecine yonelik goruslerini nasil degistirmektedir?

Yontem
Desen

Arastirmada nitel ve nicel arastirma yontemlerinin bir arada kullanilmasi ile karma arastirma
yontemlerinden yararlaniimistir (Johnson & Onwuegbuzie, 2004). Karma arastirma yontemi geregince
nicel ve nitel veriler bir arada toplanilmis, analizler yapilmis ve arastirma sonuglari iliskilendirilerek
yorumlanmistir (Creswell, 2003). Arastirmada karma yontem arastirmalari icerisinde Creswell (2014)'in
siniflandirmasinda yer alan gémuli deneysel desen benimsenmistir. GOmUli deneysel desen araciligiyla
da katimcilarin deneysel bir miidahale baglaminda gorislerinin alinmasi amaglanmistir. Deneysel
sonuglar katilimcilarin bakis agilarina entegre edilerek anlasiimaya calisiimistir. Bu baglamda arastirmada
nitel ve nicel bulgular icin ayri problem cimleleri ele alinmis, veriler es zamanli toplanmis ancak ayri
analiz edilmis ve arastirma sonucu birlikte yorumlanmistir (Teddlie & Tashakkori, 2015). Arastirmada
nicel veri olarak ‘Dalgalar konusunun sorgulamaya dayali 6grenme yaklasimina gére uygulanmasinda
ogrencilerin dalgalar konusuna yonelik tutumlari’ ele alinirken, ‘Dalgalar konusunun sorgulamaya dayal
0grenme yaklasimina goére uygulanmasi ile 6grencilerin fizik dersinin 6gretim siurecine yonelik gorisleri’
nitel veri olarak toplanmistir. Arastirmanin nicel boyutunda 6n-deneysel desenlerden tek gruplu 6n test-
son test deneysel desen kullaniimistir. Clinkl deneysel islem tek bir grup tizerinde test edilirken, ¢alisma
grubunun bagimh degiskene iliskin 6l¢timleri uygulama 6ncesinde 6n test, uygulama sonrasinda son test
olarak ayni grupla ayni 6lgek araciligiyla gerceklestirilmistir (Fraenkel & Wallen, 2006).

Calisma Grubu

Arastirmanin ¢alisma grubunu bir Anadolu Lisesinin 10. sinifinda 6grenim goéren 6grenciler
olusturmaktadir. Ogrenciler arastirmaya goniilliiliik ilkesi dahilinde katilmis olup, arastirma 2017-2018
O0gretim yilinin bahar déneminde gergeklestirilmistir. Arastirmada ¢alisma grubu amagl 6rnekleme
yontemlerinde 6lgut drneklemeye uygun olarak belirlenmistir. Amagli 6rnekleme ile zengin durumlarin
derinlemesine incelenmesi hedeflenmektedir (Yildinm & Simsek, 2018). Bu kapsaminda 6grencilerin
katilimci olarak belirlenmesindeki 6lctt; 10. sinif diizeyinde olma olarak belirlenmistir. Arastirmanin nicel
verileri dalgalar konusunun sorgulamaya dayali 6grenme yaklasimina gére gerceklestirildigi siniflarda
o6grenim goren 58 Ogrencinin katilimiyla elde edilmistir. Nitel veriler ise bu siniflarda bulunan ve
ogretmen gorisliyle basari ve derse katiim dizeyleri disiik, orta ve yiksek olarak belirlenen 13
o6grenciden toplanmistir. Arastirmada ele alinan sinif mevcudunun fazla oldugu goéruldigiinden, odak
6grenci grubu belirli 6lgutlerle 58 6grenciyi temsil edecek sekilde belirlenmistir (Schofield, 1990). Yani bu
13 6grenci amagh bir sekilde arastirmanin amacina yoénelik yeterli bilgi sunmalarindan dolayi tercih
edilmislerdir (Patton, 1990). Bu nedenle arastirmada tutum oOlg¢egi tim 6grencilere uygulanirken, yari
yapilandiriimis gériismeler sadece odak 6grencilerle yapilmistir.

Veri Toplama Araglari
Dalgalar Konusuna Yonelik Tutum Olgegi

Arastirmanin nicel verilerini toplamak igin Tekbiyik (2010) tarafindan gelistirilen fizik tutum
olgeginden yararlanilmistir. Tekbiyik (2010) tarafindan gelistirilen fizik tutum olgegi 6nem, kavrama,
gereksinim ve ilgi olacak sekilde dort alt boyuttan olusmaktadir. Alt boyutlarin Cronbach Alfa i¢ tutarhk
katsayilari sirasiyla 0.838, 0.795, 0.749 ve 0.717 olarak hesaplanmisken, 30 maddelik 6l¢egin geneli igin
ic tutarlk katsayisi 0.873 olarak belirlenmistir. Ayrica bu 6l¢egin uygulamasi 9. sinif 6grencileri ile 2010
yilinda yapilmistir. Arastirmada 10. sinif 6grencileriyle g¢alisiimasi amaglandigindan ve 2013 yilinda da
ortadgretim fizik dersi 6gretim programlarinin giincellenmesi nedeniyle fizik tutum o6lgegi (izerinde
degisikliklerin yapilmasina ihtiyag duyulmustur. Arastirmacilar tarafindan oncelikle fizik gibi genis bir
alana hitap eden olgegin arastirmanin amaci dogrultusunda dalgalar konusuna Ozellestirilmesi
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saglanmistir. Yani genel bir alandan yola ¢ikilarak 6zel bir alana yonelik bir 6lgek olusturulmasi tercih
edilmistir. Bu nedenle fizik tutum 6l¢egindeki maddeler gbz 6niine alinarak, maddeler lzerinde degisim,
ekleme ve gikarim islemleri yapilmis ve arastirmanin konusuna uygun 30 maddelik dalgalar konusuna
yonelik tutum o&lgegi arastirmacilar tarafindan olusturulmustur. Daha sonra oOlgege yonelik 12 fizik
egitimcisi uzmanin gorisleri alinmis ve uzmanlar maddelerin kapsamini, anlasilirhgini ve anlamhhgi
irdelemislerdir. Uzmanlarin her biri olgegi ayri ayri degerlendirmis ve onlarin birbirleriyle celismeyen
gorusleri dikkate alinarak 6lgek tzerinde arastirmacilar tarafindan gerekli dizenlemeler yapilmistir. Bu
noktada oOlcek uzerinde tekrardan madde gikarimlari ve duzenlemeler gergeklestirilmistir. Bu asamanin
ardindan Tiirkge dil uzmani tarafindan 6lgcek maddeleri tekrardan incelenmistir. Sonug olarak kapsam
gecerligi saglanmis olan dlgekteki maddelerin ifadelerinde 6nemli 6lgiide degisikler gergeklestirilmis ve
26 maddelik bir 6lcek elde edilmistir. Fizik tutum 6lgeginden yapisi oldukga farklilasmis olan 26 maddelik
dalgalar konusuna yonelik tutum o6lgegi “Hig¢ katilmiyorum (1)” ile “Tamamen katiliyorum (5)” arasinda
degisen likert tipi besli derecelendirmeyle pilot gruba uygulanmstir. Pilot uygulama 11. sinifta 6grenim
goren 346 6grenciyle gerceklestirilmistir. Arastirmacinin 11. sinif 6grencileri ile pilot ¢calisma yapmasinin
nedeni, bu 6grencilerin dalgalar konusunun 6grenimini yakin zamanda gergeklestirmis olmalaridir. Tim
bu ifadeler dogrultusunda da dalgalar konusuna yonelik yeniden olusturulan tutum 6lgegine agimlayici
faktor analizi yapiimasina karar verilmistir. Yani arastirmada; 6lgege yonelik en uygun faktor sayisinin
belirlenmesi istenmis, Olcilen maddelerin belirlenen boyutun makul gostergeleri olup olmadiginin
ortaya ¢ikarilmasi amaglanmis ve oOlcegin yapi gegerliginin yapilan analizle kanitlanmasi hedeflenmistir
(Brown, 2015). Bu baglamda arastirmada agimlayici faktor analizi, SPSS programi araciligiyla 346 6grenci
verisiyle gerceklestirilmis ve elde edilen sonuglar degerlendirilmistir.

Arastirmada oncelikle 6lcek maddelerinin  6grencilerde belirlenmesi istenen tutumla iligkisi
maddelerin c¢arpiklik ve basiklik degerlerine bakilarak gergeklestirilmistir (Tezbasaran, 2008).
Arastirmada tim maddelerin ¢arpiklik ve basiklik degerlerinin -1, +1 arasinda deger gosterdigi tespit
edilmistir. Ardindan maddelerin Z degerleri incelenmistir. Maddelerin Z degerleri -3, +3 araliginda
cikmistir.  Carpikhk, basikhk ve Z degerlerinde elde edilen veriler sonucunda olgcekten madde
cikariilmamistir. Madde toplam test korelasyonu incelendiginde ise, 3. sorunun korelasyonu dusik
oldugu icin (0.161) olcekten gikariimistir. Clinkii madde toplam korelasyonu degeri 0.30 ve Uzeri olan
maddelerin bireyleri iyi derecede ayirt ettigi, 0.30-0.20 arasi olan maddelerin zorunlu hallerde
kullanilabilecegi ve 0.20’den diisiik ¢ikan maddelerin ise kullanilamayacagi bilinmektedir (Blyukoztirk,
2007). Ardindan ¢ok degiskenli ug¢ degerlere bakilmis, madde sayisina uygun olarak 52.620 degerinin
Ustiinde ¢ikan 15 6grenci ug deger olarak tanimlanmis ve bu 6grencilere iliskin veriler gikariimistir.

Acimlayici faktor analizi gergeklestirilen 6lgcegin yapi gecerliligini ortaya koyabilmek amaciyla Kaiser-
Meyer-Olkin (KMO) katsayisi ve Barlett testi uygulanmistir. Arastirmada KMO katsayisinin en az 0.60 ve
Barlett testinin de anlamli diizeyde ¢ikmasi beklenmektedir. Bu sekilde verilerin faktor analizine uygun
olup olmadig anlasilacaktir (Buyukoztiirk, 2007; Kalayci, 2005). Arastirmada KMO katsayisi 0.902 ve
Barlett testi degeri 2534.363 olarak (p=0.000 anlamlilik diizeyinde) hesaplanmistir. Bu durumda verilerin
faktdr analizine uygun oldugu belirlenmistir. Olcegin faktér analizine uygunlugu ile birlikte varimax
dondiirme yontemi ile birlikte maddelerin ortak faktor varyansinin 0.386-0.897 arasinda oldugu
belirlenmistir. Ayrica dondiirme islemi sonucunda 6lgekte her iki faktére de 0.30 ve Uzerinde yiik veren
dokuz binisik madde 6lgekten gikarilmis (Worthington & Whittaker, 2006) ve 6lcekte kalan 16 maddenin
iki faktor altinda toplandigl ortaya cikmistir (6z degerler sirasiyla: 6.845, 1.730). Olcegin son hali ile
toplam varyansin %54’iinl agikladigi gézlemlenmistir. Sekil 1’de ise dlgegin 6z deger ¢izgi grafigine yer
verilmis, birinci faktérden ikinci faktore hizli bir disis oldugu dikkat ¢ekmistir. Bu gorinti aslinda
olgegin iki boyutlu oldugunu ifade etmektedir (Bryman & Cramer, 1999; Bly(ikoztirk, 2007).
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Faktor/Bilegen sayisi

Sekil 1. Faktér Oz Degerlerine Ait Cizgi Grafigi

16 maddelik 331 6grencinin verileri ile son halini alan 6lgegin iki faktor altinda toplanan 11’i olumlu,
5’i olumsuz olan maddelerin birbirleriyle uyum icinde oldugu goérilmektedir. Bu durum, faktorlerin
madde igerikleri gbz 6niine alinarak adlandiriimasina imkan tanimaktadir. Buna gére her iki faktér uygun
bir sekilde adlandiriimistir. Son asamada 6lgegin i¢c tutarliligi belirlenmistir. Olgegin ve her boyutun
Cronbach Alpha katsayisi hesaplanmistir. Olgegin i¢ tutarlik katsayisi 0.909 ve faktérler bazinda
giivenirlik; birinci faktére yonelik 0.891, ikinci faktére yonelik 0.844 elde edilmistir. Olgekte belirlenen
faktorlerin adlari, faktorler altinda bulunan 6lgek maddeleri, maddelerin faktor yikleri ve faktorlerin
Cronbach Alpha katsayilari Tablo 1’de detayli bir sekilde yer almaktadir.

Tablo 1.
Faktérlerin Adlari, Olcek Maddelerine iliskin Faktér Analizi Sonuglari ve Cronbach Alpha Katsayilari
Faktor Adi Cronbach Alpha Maddeler Faktor Yikleri
Faktor 1 Faktor 2

Ogrenim 0.891 M1 0.841

M2 0.897

M3 0.798

M4 0.605

M5 0.788

M6 0.575

M7 0.684

M8 0.668
Giinliik Yagam 0.844 M9 0.837
M10 0.671
M11 0.773
M12 0.832
M13 0.386
M14 0.563
M15 0.661
M16 0.476

Elde edilen sonuglar dogrultusunda arastirmada kullanilan 5’li likert tipli “Dalgalar konusuna yonelik

tutum Olgegi”nin 6grencilerin tutumlarini belirlemede gecerli ve giivenilir bir 6lgme araci olduguna karar
verilmistir.
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Yari Yapilandirilmig Goriisme Sorulari

Arastirmanin nitel verilerini toplamak amaciyla arastirmacilar tarafindan gelistirilen gériisme sorulari
kullanilmigtir. Yari yapilandirilmis goriisme sorulari sayesinde sorular belirli bir gergeve igerisinde
ogrencilere yoneltilmis, ancak nitel arastirmanin dogasi geregi 6grencilerden gelen yanitlarla gergeve
disina cikilarak derinlemesine veri toplanmistir (Glesne, 2012). Buradaki amag 6grencilerin fizik dersinin
ogretim sirecine yonelik bakis agisinin daha net bir sekilde ortaya konulmasidir. Bu dogrultuda
Ogrencilere yobneltilen ana sorulara asagida yer verilmistir. Ayrica 6grencilerden gelen yanitlar
dogrultusunda vyari yapilandiriimis gorisme formatina uygun olarak 6grencilere ek sorular da
yoneltilmistir:

e  Fizik derslerinde ne tlr etkinlikler yapiyorsunuz? (Deney, gézlem, proje calismasi vs.)
e  Fizik dersleri sizce nasil islenmeli ve derste ne tir etkinliklere yer verilmelidir?
e  Fizik dersinde yeni karsilasacagin bir konuya hazirlanmak igin neler yapardiniz? Agiklayiniz.

e Fizik dersinde 0Ogrendiginiz bilgileri glnlik yasamda nasil kullaniyorsunuz? Nerelerde
bilgilerinizden faydalaniyorsunuz? Agiklayiniz.

e  Fizik derslerinde yapmayi en ¢ok sevdigin etkinlikler nelerdir? Agiklayiniz.
e  Fizik derslerinde yapilmasi en zor etkinlikler nelerdir? Aciklayiniz.

e  Fizik derslerinde bir konunun 6grenimi ile ilgili karsilasilan bir sorunu ¢é6zmek icin sizce nasil bir
yol izlenmelidir? Agiklayiniz.

Bu yan yapilandiriimis goriismeler uygulama baslamadan 6nce ve uygulama bittikten sonra
gerceklestirilmistir. Ogrencilere fizik dersinin 6gretim siireci ile ilgili genel sorular sorularak gériismelerin
genelden o6zele dogru ilerlemesi saglanmistir. Bu esnada &grenciler yonlendiriimemis ve &grenci
yanitlarindan arastirmanin amacina uygun c¢ikarimlar yapilarak sorgulamaya dayali 6grenme yaklasimi ile
ylratalen fizik dersinin 6gretim siirecine yonelik 6grenci gorisleri yansitilmistir. Yildirnm (1999)’in
belirttigi tzere, arastirmada 6grencilerden toplanan veriler arastirma problemine iliskin ana temalari
ortaya cikaracak sekilde dizenlenmeli ve anlamli bir yapiya ulasiimalidir. Kisacasi arastirmada da yari
yapilandiriimis goriismeler genelden 6zele bir bakis acisi ile gergeklestirilmistir. Bu baglamda 6n
gorismede fizik dersine yonelik bugline kadar sahip olunan kazanimlarin ortaya cikarilmasi, son
gorismede sorgulamaya dayali 6grenme yaklasimi ile birlikte fizik dersinin 6gretim slrecine iliskin
goriuslerdeki degisimlerin tespit edilmesi istenmistir. Bu nedenle katilimcilara 6n ve son gériismede ayni
sorularin sorulmasi tercih edilmistir. Ayrica arastirmada yararlanilan gorisme sorulan fizik egitimde
uzman 12 kisinin goruslyle son halini almis ve bu uzmanlarla sorularin kapsam ve yordama gecerligi
saglanmistir.

Uygulama Siireci

Arastirmada dalgalar konusunda sorgulamaya dayali 6grenme yaklasimina uygun gerceklestirilen
ogretim 10 haftalik bir zaman dilimi igerisinde tamamlanmistir. Ders igeriginde cesitli etkinliklere,
similasyon, animasyon, video gosterisi, gosteri deneyi, egitici oyun, galisma yapragi, fisilti grubu, tahmin
et-gozle-acikla, kavram haritasi, kavram ag1 ve 6rnek olay vb. uygulamalara yer verilmis ve 6grencilerin
derse aktif katiliminin oldugu bir slire¢ gerceklestirilmistir. Arastirmada ortadgretim fizik dersi 2013
dgretim programi géz dniine alinarak bes etkinlik olusturulmustur. Bu etkinlikler “ip atlayalim, Ust tste
binme, Tsunami, Stroboskop ve Bogazici kdprisi yikilir mi?” seklinde adlandinimistir. Etkinliklerin sinif
ici uygulamasi 5E 6grenme modeliyle gergeklestirilmistir. Arastirmadaki etkinliklerden biri acgiklanacak
olursa, érnegin ‘ip atlayalim’ etkinliginde asagidaki kazanimlar yer almaktadir (Milli Egitim Bakanhg
[MEB], 2013):

“10.3.1.4. Atma ve periyodik dalga olusturarak aralarindaki farki agiklar.

a. Ogrencilerin atmanin temel fizik kavrami olmadigini sadece dalgalarin ézelliklerini incelemek icin
olusturuldugunu anlamalari saglanir.
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b. Odgrencilerin deney yaparak ve simiilasyonlar vb. kullanarak atmalarin sabit ve serbest uctan
yansimalarini incelemeleri saglanir.

c. Ogrencilerin gergin bir yayda olusturulan atmanin ilerleme hizinin badh oldugu degiskenleri analiz
etmeleri saglanir.

d. Atmanin ilerleme hizi ile ilgili matematiksel islemlere girilmez.”

S6z konusu kazanimlar dogrultusunda hazirlanan etkinligin 80 dakikalik bir siire icerisinde gosteri
deneyi, simulasyon, soru-cevap, video gosterisi, animasyon ve tartisma tekniginden yararlanilarak
gerceklesmesi planlanmistir.

Etkinligin ilgi uyandirma basamadinda; 6ncelikle 6grencilere atma ve periyodik dalga kavramlarina
yonelik olusturulan ve Ek A’da yer alan etkinlik kagidi dagitilmistir. Bu kagitta yer alan sorulari
ogrencilerin gosteri deneyi sonrasi, animasyon sonrasi ve etkinlik sonu olacak sekilde farkli asamalarin
ardindan yanitlamalari belirtilmistir. Daha sonra sinifa getirilen ip ile i¢ 6grencinin tahtaya ¢ikmasi
istenmistir. Sinifta gosteri deneyi 6grencilerin katihmiyla gergeklestirilirken, tahtaya ¢ikan iki 6grenci ipi
sallamis ve biri de ip Uzerinden atlamaya baslamistir. ip atlayan kisiyi okul mudirinin cagirdigi
diisiiniilerek, iki kisinin kendi arasinda ipi oynatmaya devam etmesi istenmistir. Ogrencilerden biri ipi
sabit tutmus ve diger 6grenci bir kez ipi asagl yukari salinim yaparak atma olusturmustur. Yani
ogrencilerin periyodik dalga olusturmalari saglanmistir. Ardindan 6grencilere deneyle ilgili gesitli sorular
yoneltilmistir. Arastirmada gosteri deneyi araciligiyla sergilenen bu durumlara 6grencilerin yorum
getirmeleri beklenmistir. Daha sonra 6grencilere dagitilan etkinlik kagidina gérislerini not almalari igin
Uc-bes dakika sure verilmistir. Sonug¢ olarak gosteri deneyi araciligiyla 6grencilerin ilgili konuya
meraklarinin uyandiriimasi, derse gidilenmeleri ve sorulan sorularla da 6nceki bilgilerinin ortaya
¢ikarilmasi istenmistir.

Kesfetme basamaginda,; 6ncelikle 6grencilerin animasyon gosterileriyle ilgili kavramlari distinmeleri,
kesfetmeleri ~ amaglanmis  ve  Ogrencilere  ilgili  animasyonlar izlettirilmistir  (Linkler:
https://www.vascak.cz/data/android/physicsatschool/template.php?s=kv_odraz na konci&l=tr&zoom=
0, https://www.edumedia-sciences.com/tr/media/520-yay-dalgalar-2). Daha sonra &grencilerden
etkinlik kagidini doldurmalari istenmis ve 6grencilere 6nceki ¢izim ve agiklamalarinda herhangi bir
degisiklik yapmamalari gerektigi uyarisi yapilmistir. Ogrencilerin cizimlerinden ve acgiklamalarindan yola
¢ikilarak, periyodik dalga ve atmanin sabit, serbest ugtan yansimasina yonelik sinifta tartisma ortami
yaratilmis ve Ogrencilerden 6grendiklerini tartisma ortamina yansitmalari beklenmistir. Ardindan
Ogrencilere atmanin enine ve boyuna olacak sekilde ikiye ayrildigi sdylenmis ve “Enine ve boyuna atma
arasindaki fark ne olabilir?” sorusu yoneltilerek onlara disiinmeleri igin zaman taninmistir. Bu esnada
ogrencilere video ve animasyonlar izlettirilerek problem ¢éziimine yonelik secenekleri derlemeleri igin
firsat taninmistir (Linkler:https://www.youtube.com/watch?v=yG2LNDIw9rg,
https://www.vascak.cz/data/android/physicsatschool/template.php?s=kv_pruzina&I=tr&zoom=0,
https://www.vascak.cz/data/android/physicsatschool/template.php?s=kv_vinostojate&I=tr&zoom=0).
Video ve animasyonlarin ardindan 6grencilere “Hangi tip dalgada, dalganin hareket dogrultusuna dik
salinim vardir?, Hareket dogrultusuna paralel salinim hangi tip dalgada gorilir?, Hangi tip dalga sikisma
ve gevseme icerir?, Yatay bir yayl ucundan asagi-yukari hareket ettirirseniz hangi tip dalga dretilir?,
Hangi tip dalga dalgaboyuna sahiptir?” sorulari sorularak da onlarin bilgiyi tartisma ortaminda
kesfetmeleri istenmistir.

Aciklama basamagdinda; 6gretmen Ogrenci gorUslerini dikkate alarak konuyu toparlamis ve
o6grencilere atma, periyodik dalga, genlik ve genislik kavramlarini ifade etmistir. Bu esnada 6grencilerin,
ogretmenin konuya yonelik yaptigi aciklamalarla kendi kesfettikleri bilgileri arasinda karsilastirma
yapmalarina firsat sunulmustur. Ardindan Ogrencilerin ilgili kavramlara yonelik dislincelerini
gerekgelendirebilmeleri  igin  similasyon Uzerinde aktif c¢alismalarina imkan  saglanmistir
(Linkler:https://phet.colorado.edu/sims/normal-modes/normal-modes_en.html,
https://phet.colorado.edu/sims/html/wave-on-a-string/latest/wave-on-a-string_tr.html). Bu sekilde
ogrencilerden kesfettikleri kavramlari 6gretmen rehberliginde aciklanmalari beklenmistir. Ardindan
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Ogrencilere “Ardarda iki dalganin tepeleri ya da gukurlari arasindaki mesafenin neyi ifade ettigini biliyor
musunuz?” sorusu yéneltilmistir. Ogrencilerin dalga boyu yanitini bulmalari saglanmis ve bilgilerinin
netlesmesine yardimci olunmustur. Frekans ve periyot kavramlarinin verilmesiyle de x=v.t formuliinden
cikarim yapilarak, ©6grencilerin dalgaboyu, dalganin hizi ve periyot kavramlar arasindaki iliskiyi
dgrenmeleri desteklenmistir. Daha sonra sinifta bu kavramlar Gzerine tartisilmistir. Ogrencilere son
olarak bir sporcunun gosterisi video araciligiyla izlettirilmis ve 6grencilerin “Ritmik jimnastik yapan bir
sporcu kurdelesini goruldugi gibi hareket ettirmektedir. Sporcunun kurdelesi ile yaptigl dalga hareketini
inceleyiniz ve dalga hareketinde olusan dalganin frekansi, dalga boyu ve genligin zamanla degisimine
yonelik yorum yapiniz.” sorusuna yanit vermeleri beklenmistir
(Link:https://www.youtube.com/watch?v=4EIzON{55c0). Ogrenci yanitlari tekrardan sinifta tartisiimistir.
Bu esnada 6grencilerden arkadaslarinin daslincelerine elestirel bakis acisiyla bakmalari istenmis ve
ogrencilerin kendi distincelerini kanitlamalari beklenmistir.

Derinlestirme basamadinda; gosteri deneyi araciligiyla 6grencilerin bilgilerinin  derinlesmesi
hedeflenmistir. Bu baglamda 6grencilere “Atmanin hizi sizce baska nelere bagl olabilir?” sorusu
sorularak, sinifa getirilen yaylar ile gosteri deneyi yapilmistir. Farkli kalinliklardaki yaylarin sirasiyla bir
ucu dinamometreye takilmis ve diger ucunu da bir 6grenciye tutturulmustur. Ogrencinin yayi germesi ve
uzunlugu dinamometre lzerinden okumasi istenmistir. Daha sonra yayda atma olusturularak atmanin
varis sliresi kronometre ile olgllmustir. Yayr geren kuvvetin siddeti degistirilerek de 6l¢lim
tekrarlanmistir. Ayni yay Uzerinde kuvvetin siddeti degistiginde, atmanin hizinin formili Gzerinden
hesap yapilarak (x=v.t) degistigi ortaya cikarilmistir. Ardindan ayni kuvvet etkisinde olan farkh yaylarda
olusan atmanin hizinin farkli oldugu o6lglimlerle tespit edilmistir. Bunun da nedeninin ne olabilecegi
ogrencilere sorulmustur. Gosteri deneyi sonucunda 6grencilerin atmanin hizinin yayi geren kuvvete ve
yayin kitlesine bagh oldugunu anlamalarina yardimci olunmustur. Ardindan sinifta tartisma ortami
yaratilarak 6grencilerden ilgili kavramlara yonelik glinlik yasam 6rnekleri vermeleri istenmis ve onlarin
bilgilerini yeni durumlara transfer edebilmelerine destek olunmustur.

Degerlendirme basamaginda; 6grencilerin siireg icerisinde farkli zamanlarda yanitladiklari etkinlik
kagitlarini eksiksiz olarak doldurmalari istenmis ve bu kagitlar 6gretmen tarafindan toplanmistir.
Toplanan kagitlar karistirilarak 6grencilere tekrar dagitilmis ve 6grencilerin birbirlerini degerlendirmeleri
saglanmistir. En son etkinlik kagitlari 6gretmen tarafindan degerlendirilmek uUzere geri alinmis,
Ogrencilerden bir sonraki etkinlik ©6ncesi kazanimlara yonelik arastirma yapmalari ve kaynaklari
incelemeleri istenmis ve 6gretmen siiregle ilgili diisiinceleri dgrencilerle paylasarak ‘ip atlayahm’
etkinligini tamamlamistir.

Arastirmada dalgalar konusuna yonelik bu sekilde gercgeklestirilen sorgulamaya dayali 6grenme
yaklasimi uygulamasinin 6ncesinde ve sonrasinda da bilindigi tGzere 6grencilerin tutumlari ve gorusleri
ele alinmistir. Uygulama oOncesinde ve sonrasinda 6grencilere dalgalar konusuna yoénelik tutum olcegi
uygulanmis ve ogrencilerle fizik dersinin 6gretim sirecine yonelik yari yapilandiriimis goriismeler
gerceklestirilmistir. Dalgalar konusuna yonelik hazirlanan tutum olgegi 6n ve son test olarak bir ders
saati igerisinde sinif ortaminda yaklasik 20-25 dakikalik bir siirede 58 0Ogrenciye uygulanmistir.
Arastirmada uygulanan O0n ve son test tutum Olgegi verileri 6grencilerin tutumlarindaki degisimi
gostermistir. Arastirmacilar tarafindan gelistirilen gériisme sorulari da; 6n ve son goériisme olarak 13
6grenci ile bir hafta icerisinde gerceklestirilmistir. Gorliismeler okul igerisinde d6grencilerle kararlastirilan
bir zaman diliminde yiiz ylize ve bire bir olarak yapilmistir. Ayni zamanda yaklasik 20-25 dakika sliren yari
yapilandiriimis goértismeler ses kayit cihazi ile kaydedilmistir.

Veri Analizi
Nicel Verilerin Analizi

Arastirmada tutum o&lgeginin verilerinin analizinde SPSS paket programindan yararlaniimistir. Elde
edilen sonucu yordamsal olarak ifade edebilmek icin bagimli gruplar t-testi kullaniimistir. Parametrik bir
sinama olan t testinde bir 6rneklemden c¢ikan sonuglarin evrenle karsilastirilmasi yerine, Olgiim
sonuglarinin birbirleriyle karsilastirilmasi esas alinmistir (Cepni, 2014). Bu arastirmada iki sinifta 6grenim
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goren birbiri ile eslestirilmis olarak gruplarda bulunan toplam 58 6grencinin 6n ve son test seklinde
uygulanan tutum 6lgegine yonelik yanitlari analiz edilmistir. S6z konusu 6grencilere farkli zamanlarda 6n
ve son test olarak uygulanmis olan dalgalar konusuna yonelik tutum oOlgegi yanitlarinin veri girigleri
yapilmis ve yanitlar arasindaki farkin anlamh olup olmadigina bakilmistir (Ural & Kilg, 2005). Bu
baglamda 6n ve son test araciligiyla dalgalar konusunun sorgulamaya dayali 6grenme yaklasimina gore
uygulanmasinin 6grencilerin tutumlarinda bir degisiklik olusturup olusturmadig “t testi” araciligiyla
belirlenmistir. Bu esnada pratik anlamliligin bir gostergesi olan etki buyukligli de arastirmada
hesaplanmistir (Cohen, 1994). Ayni zamanda tutum o6lgeginden elde edilen veriler betimsel istatistik
yontemleri (ortalama, yiizde, frekans ve standart sapma) yardimiyla ¢dziimlenmistir. Ogrencilerin
tutumlarinin incelenmesi igin &lgekteki tim maddelerin ortalamasi hesaplanmig ve hesaplanan bu
ortalamalar Ogrencilerin tutum dizeyleri olarak belirlenmistir. Sonug¢ olarak 6grencilerin dalgalar
konusuna yonelik tutum o6lgegine verdikleri yanitlarla, sorgulamaya dayali 6grenme yaklasima uygun
gerceklesen dalgalar konusundaki tutumlari degerlendirilmistir.

Nitel Verilerin Analizi

Arastirmada 6grencilerin fizik dersinin 0gretim siirecine yonelik gorugleri icerik analiziyle
¢6zlimlenmistir. icerik analizinde birbirine benzeyen kavramlar belirli temalar ve kategoriler etrafinda
toplanarak, okuyucularin anlayabilecegi sekilde yorumlanmaktadir (Creswell, 2014). Ayrica belirli kurallar
cercevesinde yapilan kodlamalarla, metnin icerisinde yer alan sozcliklerin kategoriler altinda
ozetlenmesini saglayan sistematik ve yinelenebilir bir teknik olarak ele alinmaktadir (Krippendorff, 2004;
Neuendorf, 2002). Bu kapsamda analiz asamasinda oncelikle 6grencilerle yapilan gérismelerin dékimi
word dosyasina aktarilmis ve her bir 6grencinin yanitlari sorularin altinda toplanmistir. Sorulara yonelik
yanitlar iki arastirmaci tarafindan ayri zamanlarda tek tek irdelenmis, arastirma problemine yanit
aranmis ve birbiri ile benzer olan yanitlar belirli kategoriler altinda arastirmacilar tarafindan bir araya
getirilmistir. Belirlenen kategorilerin altinda da 6grenci yanitlarina kod baghg altinda yer verilmistir.
Daha sonra iki arastirmaci kategorileri bir arada incelenmis ve yine arastirmacilar tarafindan belirlenen
temalar altina kategoriler yerlestirilmistir. Yapilan bu analiz iki arastirmacinin uzlastigi veriler
dogrultusunda tablolar aracihgiyla bulgular kisminda gorsellestirilmistir. Tabloda 6n-son gorisme
arasinda ortaya cikan farkliliklarda net bir sekilde gorsellestirilerek sunulmustur. Bunlarin yani sira
kategorilerin ve temalarin olusturulmasinda uzman goérisinden de yararlaniimistir. Fizik egitiminde
uzman iki kisi gorisme dokiimlerini ayri ayri okumusg ve belirli tema ve kategoriler altina yer alan
kodlarin uygunlugunu incelemislerdir. Bu esnada iki uzman arasindaki gorus birlikleri ve goris ayriliklar
belirlenmistir. Daha sonra uzmanlarin bir araya gelmesi ile goris ayriliklari lizerinde dizenlemeler
yapilmis ve glivenirlik hesaplamasi yapildiginda goriismelerin glvenirligi %90 olarak belirlenmistir. Miles
ve Huberman (1994)’da %70 ve Uzeri ¢ikan sonuglarin arastirmanin giivenilir oldugunu gosterdigini ifade
etmektedir.

Arastirmada ayni zamanda nitel verilerinin gegerlik ve glvenirligi kapsaminda inandiricilik,
aktarilabilirlik, tutarlik ve teyit edilebilirlik stratejilerinden vyararlanilmistir. Bu stratejiler tek tek
aciklandiginda; bulgularin gergekgiligi, stireglerin birbiri ile olan iligkisi, yansiz bir sekilde verilerin sunumu
ve sonuglarin yansiz olarak kanitlarla belirtilmesi ve bunlarin uzman goriisiine sunulmasi ile arastirmanin
inandiricihgr saglanmistir. Arastirmada aktarilabilirlik; verilerin ayrintili ve yorumsuz olarak sunulmasi ve
verilerin dogrudan alintilarla desteklenmesiyle kanitlanmistir. Yin (1994) ve Merriam (1988)'da yari
vapilandiriimis gorliismelerde bireyin diisiincesinin yansiz ve arastirma konusu ile ilgili yanitlarin
dogrudan parantez igerisinde okuyuculara aktarilmasi gerektigini savunmaktadir. Ayni zamanda
aktarilabilirlik kapsaminda ¢alisma grubu amagli 6rnekleme yonteminden yararlanilarak belirlenmis ve
belirlenen 6lgit ayrintih olarak ifade edilmistir. Tutarlilik icin; arastirmadaki gorlismeler yiz ylze
gerceklestirilirken kayit altina alinmis ve verilerin gegerlik glivenirlik calismalari ayni uzmanlar tarafindan
gerceklestirilmistir. Son olarak teyit edilebilirlik kapsaminda; arastirma verileri ulasilan sonuglarla teyit
edilmis, alanyazinla iliskilendirmeler yapilmis ve okuyuculara bulgularin mantik cercevesinde sunumu
gerceklestirilmistir (Yildirnm & Simsek, 2018).
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Etik Prosediirler

Arastirma planlamasi, veri toplama, analiz ve raporlama sirasinda etik ilke ve kurallara uyulmustur.
Aragtirmanin katiimcilarina onam formu imzalatilmistir. Bu arastirma Hacettepe Universitesi Senatosu
Etik Komisyonu'nun 07 Kasim 2017 tarihinde yaptigi toplantida 76000869/431-3807 sayili karar ile etik
acidan uygun gorulmistir.

Bulgular
Arastirmanin Nicel Bulgular

Arastirmada elde edilen nicel bulgularla, 6grencilerin dalgalar konusuna yoénelik tutum dizeyleri
arasinda anlamli bir fark olup olmadigi incelenmistir. Ogrencilerin dalgalar konusuna yénelik tutum
dizeylerini belirlemek igin 6ncelikle dalgalar konusuna yonelik tutum 6n ve son test degerlerinin
aritmetik ortalamalari ve standart sapmalari hesaplanmistir. Buradan yola cikilarak “ortalamalar
arasindaki farkin standartlastiriimasi” belirlenmek istenmis ve grup ortalamalari farkina gore etki
blyuklGgi hesaplanmistir (Kotrlik & Williams, 2003). Cohen’s d etki buyiklugi formala tercih edilmis ve
tutum o6lgegine yonelik etki baydklGga 1.17 bulunmustur (Cohen, 1988). Buna gére 0.80 lzerinde elde
edilen etki blyukliklerinin yuksek olarak ifade edilmesiyle, arastirmada tutum o&lgegine yonelik elde
edilen etki buyukliginin yiksek oldugu ortaya ¢ikmistir. Ayrica arastirmada 6n ve son test verilerinin
carpikhk ve basiklik degerleri incelenmis, sonucun -1, +1 arasinda deger géstermesiyle verilerin normal
dagihm gosterdigi belirlenmistir. Bu islemin ardindan tutum olgeginin alt boyutlarina iliskin 6n ve son
test arasindaki farkin anlamli olup olmadigini belirlemek amaciyla t testi yapilmis ve sonuglar Tablo 2’de
sunulmustur.

Tablo 2.
Tutum Olgeginin Alt Boyutlarina iliskin t Testi Sonuclari
N X ss sd t p Cohen’s d
.. On-test 58 27.03 4.67 0.000
Og i 57 -5.67 0.97
grenim Son-test 58 3143  4.34 (<0.05)
On-test 58 2332 4.68 0.000
Giinlik Y 57 -6.00 1.12
uniuk Yasam Son-test 58 29.96 6.92 (<0.05)

Ogrenim alt boyutunda 6n ve son test sonuglari karsilastirildiginda, son test ortalamalarinin 31.43 6n
test ortalamalarinin ise 27.03 oldugu goérilmektedir. Bu durumda son test aritmetik ortalamalarinin 6n
test ortalamalarindan yiiksek oldugu séylenebilir. On ve son test puanlari arasindaki farkin anlaml olup
olmadigini sinamak amagli t testi uygulanmis ve t degeri -5.67 bulunmustur. Son test puanlarinin 6n test
puanlarina gore anlamli dizeyde farklilastigi gorilmektedir (t=-5.67, p<.05). Ayrica Ogrenim alt
boyutunda Cohen’s d etki biylkligi hesaplanmis ve 0.97 ¢ikmasi ile etki buytkluginin yiiksek oldugu
ortaya ¢ikmistir. Glnlik yasam alt boyutunda 6n ve son test sonuglari karsilastirildiginda ise, son test
ortalamalarinin  29.96 ©n test ortalamalarinin 23.32 oldugu belirlenmistir. Son test aritmetik
ortalamalarinin 6n test ortalamalarindan yiiksek oldugu tespit edilmis ve t degeri -6.00 bulunmustur.
Son test puanlarinin 6n test puanlarina gore anlamli diizeyde farklilastigi sdylenebilir (t=-6.00, p<.05).
Son olarak glinliik yasam alt boyutunda Cohen’s d etki bliytklGgl 1.12 hesaplanarak etki blyuklGginin
ylksek oldugu belirlenmistir.

Yordamsal analizin ardindan arastirmada elde edilen bulgular betimsel bir sekilde de yorumlanmistir.
Ogrencilerin her bir tutum maddesine yénelik verdikleri yanitlar alt boyutlara iliskin 6n ve son test
baslklari altinda ortalama, ylizde, tutum diizeyi ve standart sapma hesaplanarak belirtilmistir. Burada
Olcekte yer alan olumsuz maddeler igin ters puanlama (1->5, 2->4, 4->2, 5->1) yapilmistir. Ayrintili bilgi
Tablo 3’te yer almaktadir.

Ogrencilerin 6grenim alt boyutunda dalgalar konusuna yénelik tutumlari incelendiginde; 6grencilerin
cogunlugunun 1. ve 2. maddeye yonelik 6n testteki tutumlarinin 3 diizeyinde oldugu tespit edilmistir
(%39.7, %37.9). Son testte bu maddelerde 6grenci tutum diizeylerinin degistigi ve Ogrencilerin
tutumunun 4 ve 5 dizeyine yikseldigi belirlenmistir (%67.2, %77.6). Uygulama 6ncesi madde 3’UG de
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Ogrencilerin yarisindan fazlasinin hemfikir olarak 4 ve 5 tutum diizeyinde oyladigi goriilmustir (%58.6).
Bu madde igin hemfikir olma oraninin, sorgulamaya dayali 6grenme uygulamasiyla arttigi belirlenmistir
(%79.3). 5. ve 8. maddelerde de 6n testte tutum dizeyi 3 olan 6grencilerin (%56.9, %44.8), son testte
ilgili ifadelere 4 ve 5 tutum diizeyinde katim gosterdikleri tespit edilmistir (%75.9, %63.8). ilgili alt
boyuttaki olumsuz ifadeler irdelendiginde; 4. ve 6. maddeye yonelik 6n testte 6grencilerin tutumlarinin 3
diizeyinde oldugu belirlenmistir (%41.4, %31). Ancak sorgulamaya dayali 6grenme uygulamalari ile son
testte bu maddelere yonelik 6grenci tutumlarinin 1 ve 2 dizeyine yikselerek 6nemli 6lglide arttigi tespit
edilmistir (%82.7, %58.7). 7. maddede ise 6grencilerin 6n testte 2 diizeyinde olan tutumlarinin (%50),
son testte olumlu yonde geliserek 6grencilerin tutumlarinin 1 diizeyine yikseldigi belirlenmistir (%46.6).
Genel olarak 6n ve son testten elde edilen bulgular karsilastirildiginda, ¢ogu maddede 6grenci tutum
diizeyinin arttig ve en fazla artisinda 6. maddede gergeklestigi tespit edilmistir.

Ogrencilerin giinliik yasam alt boyutunda dalgalar konusuna yénelik tutumlari incelendiginde; 9. ve
10. maddeye yonelik 6n testte tutumlari 3 dizeyinde olan 6grencilerin (%41.4, %48.3), son testte
tutumlarinin artarak 4 ve 5 dizeyine yukseldigi belirlenmistir (%62, %60.3). Ayni durum 12. ve 16.
madde icinde sO0z konusu olarak; on testte tutumlari 3 diizeyinde olan 6grencilerin, son testte
tutumlarinin 4 ve 5 dizeyine yikseldigi tespit edilmistir (%62.1, %55.2). 13. maddede ise 6n testte
Ogrenci tutumlarinin 4 ve 5 dizeyinde oldugu goérlilmis (%50) ve son testte ayni tutum dizeyini
destekleyen 6grenci sayisinda artis oldugu belirlenmistir (%62.1). Bunlarin yani sira 6grencilerin 14.
maddeye yonelik 6n testte tutumlarinin 1 diizeyinde oldugu saptanmistir (%31). Sorgulamaya dayall
o6grenme ile son testte bu maddeye yonelik 6grenci tutumlarinin 5 diizeyine ylkseldigi tespit edilmistir
(%37.9). Olumsuz maddeler ele alindiginda da, 11. ve 15 maddelere yonelik 6n testte 6grenci
tutumlarinin 1 ve 2 diizeyinde oldugu belirlenmistir (%44.8, %65.5). Ancak son testte bu durum
degiserek ayni tutum dizeyini destekleyen 6grenci sayisinda dnemli Olglide yiikselis oldugu tespit
edilmistir (%67.2, %81.1). Genel olarak 6n ve son testten elde edilen bulgular karsilastirildiginda,
ogrencilerin tutumlarinin olumlu yonde degistigi ve tutum dizeylerinin ¢cogu maddede fark ettigi
gozlemlenmistir. Tutum dizeyindeki en fazla artisin da 14. maddede oldugu belirlenmistir.

Sonug olarak arastirmada, 6grencilerin Glcege yonelik verdikleri yanitlar her iki alt boyutta da
yordamsal ve betimsel olarak ele alinmistir. Arastirmada dalgalar konusunun sorgulamaya dayal
o6grenme yaklasimina goére uygulanmasinda 6grencilerin tutumlarinin olumlu yonde degistigi tespit
edilmistir.
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Tablo 3.
Ogrencilerin Ogrenim ve Giinliik Yasam Alt Boyutlarina fliskin On ve Son Testteki Tutumlari
Alt # Maddeler On-test Son-test
boyutlar Tutum diizeyi** (%) X 3 Tutum diizeyi** (%) X Ss
1 2 3 4 5 1 2 3 4 5
Ogrenim 1 Dalgalar konusundaki problemleri kolayca 10.3 17.2 39.7 32.8 0 2.95 0.963 1.7 5.2 25.9 43.1 24.1 3.83 0.920
¢ozebilirim.
2 Dalgalar konusundaki formdlleri kullanmak bana  5.17 17.2 37.9 34.4 5.17 3.28 0.874 0 1.7 20.7 58.6 19 3.95 0.686
kolay gelir.
3 Dalgalar konusunu kolayca anlayabilirim. 0 10.3 31 37.9 20.7 3.69 0.922 0 0 20.7 56.9 22.4 4.02 0.662
4 Dalgalar konusundaki semboller bana karisik 10.3 27.6 41.4 13.8 6.9 3.21 1.039 24.1 58.6 13.8 1.7 1.7 4.02 0.783
gelir. *
5 Dalgalar konusundaki sembolleri kullanmak 1.7 15.5 56.9 22.4 3.4 3.10 0.765 3.4 0 20.7 56.9 19 3.88 0.839
bana kolay gelir.
6 Dalgalar konusunu derste dinlerken sikilirim. * 18.9 27.5 31 13.8 8.6 3.33 1.176 32.8 25.9 27.5 8.6 5.2 3.78 1.109
7 Dalgalar konusundan nefret ederim. * 34.5 50 10.3 5.2 0 4.14 0.805 46.6 36.2 10.3 34 34 4.19 0.999
8 Dalgalar konusunu ilgi gcekici bulurum. 1.7 10.3 44.8 37.9 5.2 3.34 0.807 1.7 5.2 29.3 41.4 22.4 3.78 0.918
G. Yasam 9 Glinlik yasamda dalgalar konusunun 6.9 15.5 41.4 27.6 8.6 3.16 1.023 3.4 8.6 25.9 37.9 24.1 3.71 1.043
uygulamalari ile karsilasiriz.
10 Bana gore herkesin dalgalar konusunu 19 27.6 48.3 5.2 0 2.40 0.857 10.3 5.2 24.1 37.9 22.4 3.57 1.201
o6grenmeye ihtiyaci vardir.
11  Cevremdeki olaylari yorumlamada dalgalar 10.3 34.5 29.3 17.2 8.6 3.21 1.120 22.4 44.8 20.7 6.9 5.2 3.72 1.056
konusu ile ilgili bilgiler isime yaramaz. *
12 Bana gore dalgalar konusu giinliik yasamla 13.8 34,5 41.4 8.6 1.7 2.50 0.903 5.2 6.9 25.9 32.8 29.3 3.74 1.117
dogrudan iliskilidir.
13  Bana gore dalgalar konusuna yonelik ylrutalen 1.7 12.1 36.2 43.1 6.9 3.41 0.859 0 5.2 32.8 36.2 25.9 3.83 0.881
arastirmalar igin yapilan harcamalar dogru
harcamalardir.
14  Meslek hayatim igin dalgalar bilgisi gereklidir. 31 20.7 24.1 17.2 6.9 2.48 1.287 19 5.2 12.1 25.9 37.9 3.59 1.511
15 Dalgalar konusundaki gelismeler yasam 13.8 51.7 17.2 12.1 5.2 3.57 1.045 48.3 32.8 12.1 1.7 5.2 4.17 1.062
sartlarimizi daha da iyilestirmez. *
16  Bana gore meslek dallari dalgalar konusu 19 24.1 37.9 15.5 3.4 2.60 1.075 5.2 8.6 31 20.7 34.5 3.64 1.165

bilgilerine ihtiyag duyar.

*Qlgekte yer alan olumsuz maddeler, **1'den 5'e kadar olan yanitlar "hig katilmiyorum" ile "tamamen katiliyorum" arasinda degismektedir.
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Arastirmanin Nitel Bulgulari
Arastirmanin nitel bulgularinda 6grencilerin fizik dersinin 6gretim siirecine yonelik gorusleri ele
alinmistir. Arastirmada 6grencilere yedi soru yéneltilmis ve bu yedi soru alti tema 32 kategori altinda

toplanmistir. Ogrencilerin bu sorulara verdikleri yanitlarin analizi ayrintili bir sekilde Tablo 4’de yer
almaktadir.

Tablo 4.
Fizik Dersinin Ogretim Siirecine Yénelik Ogrenci Gériisleri

Temalar Kategoriler On-goriisme Son-goriisme

Soru ¢bzme v
Deney
Gergeklesen Similasyon
Ogretim Video izleme
Tartisma
Grup ¢alismalari

Deney
Similasyon
Grup calismalari
Gorsel materyal
Modelleme

2 <2 2 <2

istenilen Ogretim

Gunlik hayatla iligkilendirme
Proje calismasi
Video

Hicbir sey v
Konuya Hazirhk Kaynak kitap inceleme
internete géz atma

2. 2 2|2 2 2 2 2 2 2 2|2 2 2 2 2

Mekanik konusuyla bagdastirma
Fizigin Giinliik Elektrik konusuyla bagdastirma
Yasamdaki Yeri Optik konusuyla bagdastirma

Dalgalar konusuyla bagdastirma

Elektrik deneyleri

Fizigin Zorluklari e
Soyut kavramlarin 6grenimi

Tartisma ortami yaratma
Literatlirden yararlanma
Deney yapma
Fizikte Karsilagilan Gorsel materyal kullanma
Zorluklarin C6ziim Glinlak hayatla kavramlari iliskilendirme
Yollari Simiilasyon gosterimi
Video izlettirme
Modelleme ile konuyu basite indirgeme
Soru ¢6zme

2.2 2 2 2 2 2|2 2 (2 2 2 2
2.2 2 2 2 2 2 2 2 (2 2 (2

Arastirmada 6grenci yanitlari ile belirlenen temalarin ilki “Gerceklesen 6gretim” ele alindiginda, 6n
goriismede o6grencilerin sadece soru ¢o6zmeyi belirttikleri dikkat ¢cekmektedir. Buradan o6grencilerin
onceki konularin 6greniminde sadece soru ¢ézme etkinliklerini yaptiklari anlasilmaktadir. Ancak son
gorismede ayni soru yoneltildiginde; 6grencilerin deney, similasyon, video izleme, tartisma ve grup
calismalari yanitlarini verdikleri tespit edilmistir. Ogrencilerin bu temaya yénelik aciklamalari asagida
bulunmaktadir (O: Ogrenci, #: Ogrenci numarasi):
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03: Fizik derslerinde tam olarak etkinlik yapmiyoruz. Odretmen sadece tahtaya soru yaziyor ve biz
sorulari ¢éziiyoruz.

08: Son uygulamalarda derslerde deney, simiilasyon, video izleme, tartisma, grup calismalari seklinde
etkinlikler yaptik.

“Istenilen 6gretim” temasinda &grencilerin 6n goriismede deney, simiilasyon, gérsel materyal
kullanimi ve grup calismasini belirttikleri gériilmektedir. Son gérismede bunlara ilave olarak modelleme,
gunliik hayatla iliskilendirme, proje calismasi ve video izleme 0&grenciler tarafindan belirtilmistir.
Ogrencilerin uygulama sonunda daha fazla etkinligin 6grenim esnasinda kullanilabilecegini fark ettikleri
disiiniilmektedir. Ogrencilere gerceklestirilen etkinliklerin aslinda ogrencilere &rnek teskil ettigi
soylenebilir. Bu temaya yonelik 6grenci ifadeleri de asagida yer almaktadir:

01: Simiilasyonlarla égrendiklerimizin  desteklenmesini istiyorum. Soyut olan kavramlarin
somutlastirilmasini istiyorum. Ayni sekilde gérsel materyal kullanimi da yapilabilir.

04: Fizik konularinin giinliik yasamdaki kullanim yerlerini tartisabiliriz ve daha fazla giinliik hayatla
bagdastirilarak konular anlatilabilir. Derslerde hatta modellemeler yapilabilir.

Ogrenciler “Konuya hazirlik” temasina yénelik 6n gériismede genellikle dgretimi gerceklestirilecek
olan konuya 6n hazirlik yapmadiklarini ifade etmislerdir. Ancak son goriismede 6grencilerin 6n hazirlik
konusunda daha bilinglendigi ve konularin 6gretimi baslamadan 6nce kaynak kitaplari inceledikleri ve
internetten yararlandiklari tespit edilmistir. Ogrencilerin bu temaya ydnelik ifadeleri asagidadir:

05: Konu éncesinde internette arastirma yapiyorum ve kitaba géz atiyorum.

Ogrencilere fizigin giinliik yasamdaki yeri ile ilgili sorular yoneltildiginde dgrencilerin fizigi genellikle
mekanik, optik, elektrik ve dalgalar konusuyla bagdastirdiklari gorilmektedir. “Fizigin Glinlik yasamdaki
yeri” temasinda 6n goriismede dort temel alandan bahseden 6grencilerin son gériismede etkinliklerin
gerceklestirildigi dalgalar konusuna bagh &rnekler verdikleri tespit edilmistir. Ogrencilerin konulari
ginlik hayatla nasil bagdastirdiklari asagida yer almaktadir:

012: Birine sesimizi duyurmak istedidimizde artik sesimizin siddetinin arttigini biliyorum.

“Fizigin zorluklar1” temasinda 6grencilerin soyut kavramlarin 6grenimini ve elektrik deneylerini ifade
ettikleri belirlenmistir. Ogrenciler 6n ve son goriismede ayni ifadelerde bulunmuslardir.

Son olarak 6grencilere fizikte karsilasilan sorunlarin ¢éziminin nasil olabilecegi soruldugunda,
ogrenciler 6n ve son gorismede kullanilabilecek gesitli yollar oldugunu ifade etmislerdir. “Fizikte
karsilasilan zorluklarin ¢6ziim yollar1” temasi altinda 6grenciler 6n gériismede tartisma ortami yaratma,
literatirden vyararlanma, deney yapma, gorsel materyal kullanma, glinlik hayatla kavramlan
iliskilendirme, simiilasyon gosterimi ve video izlettirmeyi dile getirmislerdir. Son goriismede bunlara
ilave olarak modelleme ile konuyu basite indirgeme ve soru ¢ézme ifadelerinde bulunmuslardir.
Ogrenciler belirlenen bu kategorileri asagidaki ifade ile desteklemislerdir:

010: Sinif ortaminda modelleme yapmayi tercih ederdim. Konunun anlatimini daha basite
indirgerdim. Bence bu sekilde sorun ¢éziilebilir ve anlamli 6Grenme gergeklesebilir.

Nitel bulgular dogrultusunda 6grencilerin sorgulamaya dayali 6grenme yaklasimi ile fizik dersinin
ogretim sirecine yonelik gorislerinin olumlu yonde degistigi séylenebilir.

Tartisma ve Sonug

Arastirmanin sonucunda sorgulamaya dayali 6grenme vyaklasimina uygun gerceklesen dalgalar
konusunun 6grenci tutumlari lizerinde olumlu etki sagladigi belirlenmistir. Clink{ arastirmada 6grenim
ve glinliik yasam alt boyutlarinin her ikisinde de 6grencilerin tutum diizeyleri arasinda anlaml 6l¢tide
fark oldugu ve son testte 6grencilerin tutum puanlarinin arttigl ortaya ¢cikmistir. Yani her iki alt boyutta
da anlaml dizeyde bir fark olmasi, her iki alt boyutun bir arada ele alinarak dalgalar konusuna yonelik
tutum ile ifade edilmesine olanak saglamistir. Sonug olarak arastirmada 6grenci tutumlarinin olumlu
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yonde degistigi tespit edilmistir. Ancak alanyazinda tutumun kisa slrede degismesinin ve
degistirilmesinin zor oldugu yéniindeki ifadelere rastlanilmaktadir (Karamustafaoglu, 2003; Ozsevgeg
vd., 2006). Clinki tutumun algi ve inangla iliskili olarak degisiminin zaman gerektirdigi ve siirecin 6nemli
oldugu kadar 6grencileri yonlendirme ile onlara cesaret vermenin de énemli oldugu vurgulanmaktadir.
Yani, 6grenci merkezli 6gretimle konuyu seven ve 6grenmek isteyen 6grenci sayisinin arttirilmasi zaman
degiskenine baghdir (Sheldrake, Mujtaba, & Reiss, 2019). Arastirmada da sorgulamaya dayali 6grenme
yaklagimi uygulamalarinin yaklasik 10 hafta sirmesi ile arastirmanin tutum Gzerindeki olumlu etkisinin
goz ardi edilmemesi gerektigi sdylenebilir. Bunun yaninda alanyazinda, arastirmada belirlenen 6grenci
tutumlarindaki artisin ve olumlu gorislerin o konuya yonelik basari arttirdigi savunulmaktadir. Glinku
tutum ve basarinin da birbiriyle ilintili oldugu ve bu iliskiyi 6grencilerin 6grenme bigimleri ile problem
¢6zme becerilerinin dogrudan etkiledigi disliniilmektedir (Balta & Asikainen, 2019). Bu dogrultuda
arastirmada Ogrencilerin 6ncelikle kavramlari derinlemesine anlamalari ve islemsel 6grenme yerine
kavramsal 6grenmeleri tercih edilmistir. Kavramsal 6grenme ile 6grencilerin aktif oldugu bir silirecte
konuyu anlamlandirmalarina ve problem ¢ézme becerilerinin gelisimine odaklanildigi belirtilebilir
(Pedaste vd., 2015). Yani 6grencilere yaparak ve yasayarak 6grenme ortamlarinin olusturulmasi ile
onlarin basarilarinda artis olmasinin kaginilmaz bir gercek olacagi soylenebilir (Fischer & Hanze, 2019).
Bu hedefler dogrultusunda arastirmada gergeklesen uygulama ile 6grenciler dalgalar konusunu rahatga
anlayabildiklerini, konuyu daha ¢ok sevdiklerini ve dalgalar konusuna yonelik formiilleri ve sembolleri
rahatlikla kullanabildiklerini ifade etmislerdir. Aslinda sorgulamaya dayali 6grenme yaklasiminin
ogrencilere farkli 6grenme firsati sundugu ve bu sayede 06grencilerin severek Ogrenmelerine ve
sorgulama becerilerinin gelisimine katki saglandigi diustinilmektedir (Wu & Hsieh, 2006). Katranci ve
Sengll (2020)'de sorgulama becerisi yiiksek olan 6grencilerin “neden” ve “nasil” sorulari ile konuyu
sorgulayarak anlamlandirmaya ¢alistiklarini ve bu 6grencilerin akil yiirime becerilerinin yiksek oldugunu
savunmaktadirlar. Bunlarin yani sira arastirmada o6grencilerin akranlar ile etkilesimli calismalar
yapmalarinin, konularin 6gretiminin dncesinde internetten arastirma yapmalarinin ve kaynak kitaplari
incelemelerinin onlarin 6grenimlerini kolaylastirdigi ve iletisim becerilerini gelistirdigi belirlenmistir
(Akerson vd., 2009; Bao & Koenig, 2019; Laipply, 2004). Bao ve Koenig (2019) o6zellikle iletisim
becerisinin gelisiminin 21. yizyil 6greniminde énemli rol oynadigini ifade etmektedir. Ogrencilerin
iletisim becerileri ile karmasik sorunlarla basa cikilabilecekleri ve bireyin o6tesine gecilerek farkl
goruslerle ortaya cikan fikirleri tartisabilecekleri savunulmaktadir. Ayni zamanda iletisim becerisi ile
Ogrencilerin gozlem ve dinleme yeteneginin de gelisim gostererek birden fazla ¢dziim 6nerilerini
kesfedebileceklerine ve bu sekilde sorunlara yaratici ¢6ziimler bulabileceklerine inanilmaktadir. Bu
ifadeler dogrultusunda arastirmada uygulanan 6gretim yaklasiminin aslinda genel olarak 6grencilerin
bakis acisini degistirdigi soylenebilir. Cinkid uygulama 6ncesinde 6grencilerin teorik bilgileri sunus
yoluyla anlamaya calistiklari ve sadece sinavlarda bu bilgileri geri verme yukimlaligini hissettikleri
bilinmektedir. Ancak 6grencilerin konunun &6grenimine artik bilimin topluma yansimasi ve gunlik
hayattaki problemlerin ¢6zimu seklinde bakis agisi ile bakabildikleri séylenebilir (Cepni & Cil, 2009;
Ormanci & Cepni, 2019). Bu kapsamda arastirma sonucunun 6grencilerin tutumlarinin yani sira sosyal
gelisimlerine ve zihinsel becerilerine de olumlu katki saglandigi disliniiimektedir (Boddy vd., 2003; Uum
vd., 2016; Windschitl, 2003). Uum ve digerleri (2016)’'nin de belirttigi Uzere, arastirmada 6grencilerin
sosyal ve zihinsel gelisiminin saglanmasi icin uygulamali etkinliklerden, tartisma ortamlarindan ve video
gosteriminden vyararlanilmasi gerektigi bilinmektedir. Bu sekilde 06grencilerin kavramsal olarak
6grenmeye odaklanacaklari duslntlmektedir. Arastirmada o6grencilerin derslere katiim gostererek
anlamh ve kavramsal 6grenmelerinin gergeklestiriimesi ile onlarin bu konuda kendilerine olan gliven
duygusunun da gelismesine katki saglandigi sdylenebilir (Saka & Akdeniz, 2006). Clnki 6grenciler
dalgalar konusundaki problemleri artik rahatlkla ¢ozebildiklerini ve dalgalar konusuna yonelik yiritilen
bu tarz calismalarin 6grenimlerine etkisi oldugunu dile getirmislerdir (Alouf & Bentley, 2003).
Ogrencilerin problem ¢dzme becerilerinin gelisimi ile bircok kazanim edinebildikleri ve artik giinliik
yasam sorunlarini rahatlikla ¢ézebilecekleri distinilmektedir (Turnip, Wahyuni, & Tanjung, 2016; Wise,
2006). Bu noktada 6grencilerin bilissel siirec becerilerinin gelisiminin saglandigi ve bilimsel tutuma karsi
olan isteklerinin siire¢ igerisinde arttigi soylenebilir (Sozbilir vd., 2007; Tatar, 2006; Whitelegg &
Edwards, 2001).
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Arastirmada vyararlanilan sorgulamaya dayali 6grenme yaklasimi ile gergeklesen uygulamanin
ogrencilerin fizik dersinin 6gretim stirecine yonelik goriislerini olumlu yénde degistirdigi ve 6grencilerin
bu yaklasim uygulamalarini destekledikleri tespit edilmistir. Clnku 6grenciler tarafindan mevcut
sistemde konularin 6gretiminde 6gretmenlerin sadece soru c¢ozimleri ile dersleri gergeklestirdigi
vurgulanmis, uygulama sonunda ise konunun 6gretiminin deneylerden, similasyonlardan, videolardan,
gorsel materyallerden, glinliik hayatla iliskilendirmelerden, tartisma ortamindan ve grup ¢alismalarindan
yararlanarak gergeklestirdigi ve bu sekilde de 0Ogretimin gerceklesmesinin istenildigi belirtilmistir
(Chairam vd., 2015; Cam, 2008; Park & Lee, 2004). Bu noktada 6grenciler uygulama basinda 6gretim
icerisinde olmasini istedikleri ydntemlerin uygulama sonunda gergeklestirildigini fark etmis ve istedikleri
Ogretimin uygulamasinin 6grenimlerine fayda sagladigini yorumlayabilmislerdir (Hwang vd., 2015). Yani
ogrencilerin 6gretim esnasinda zengin bir 6grenme ortaminin sunulmasini bekledikleri ve bu sayede
o6gretmen ve Ogrenci arasindaki iletisimin de canlh tutulabilecegini disiindlkleri ortaya ¢ikmistir (Laipply,
2004). Ogrencilerin derslerin etkili bir sekilde gerceklesmesinde &gretmenin dnemli rol oynadigini
disundukleri akla gelmektedir. Clnki bilinmektedir ki, 6gretim yontemleri 6gretmenin rehber roll
Ustlenmesi ile ilerleyen bir siregte islevsel hale gelmektedir (Aulia, Poedjiastoeti, & Agustini, 2018).
Ancak alanyazinda 0&gretmenlerin aslinda etkili 6gretimi nasil saglayacaklarini bildiklerine ve
aliskanliklarini  terk etmede zorluk c¢ektiklerinden sunus yoluyla anlatimi tercih ettiklerine
rastlaniimaktadir (Ayvaci & Bakirci, 2012; Kidman & Casinader, 2017). Ogretmenlerin sunus yoluyla
yaptiklari anlatimla 6grencilerin 6grenimlerine katki saglamada sinirli kaldiklari ve 6grencilerin 6zellikle
soyut kavramlarin 6greniminde sikinti yasamalarina neden olduklari bilinmektedir. Bu nedenle
ogrencilerin 6gretmenle birlikte aktif olabildikleri 6grenme stillerini 6nermeleriyle, 6gretmenin 6grenme
ortaminda onlara rehberlik etmesi, yonlendirici sorular yoneltmesi ve onlari tesvik etmesi gerektigini
distndukleri ortaya ¢ikmistir (Firman, Ertikanto, & Abdurrahman, 2019). Kisacasi 6grencilerin 6gretim
sireci icerisinde ogretmen tarafindan gergeklestirilen yonlendirmeler ile kendilerine olan giiven
duygularinin geliserek istenilen davranisi kazanabileceklerini diistindikleri séylenebilir (Parchmann vd.,
2006). Tim bu sonuglar 6grencilerin geleneksel anlayistan uzak sorgulamaya dayali 6grenme
yaklasimlarini desteklediklerini gostermektedir (MacKenzie, 2016). Bunlarin yani sira 6grencilerin
ogretim silirecinde 6zellikle simiilasyonlara ve deneye yer verilmesi gerektigini belirtmeleri ile, bu tarz
etkinlik uygulamalarinin onlarin 6grenimi agisindan yararl ve tutumun artmasinda materyallerin etkili
oldugunu ortaya c¢ikarmaktadir. Materyaller ile aslinda 6grencilerin deneysel fizik dersi ile ilgili daha
kapsamli bir anlayisa sahip olmalari amaglanmaktadir (Sari & Guven, 2013; Shi, Ma, & Wang, 2020).
Cunku materyaller araciliglyla uygulamali etkinlik gesidinin sireg igerisinde artacagl ve 6grencilerin
zamanla gozlem yapma, c¢ikarim yapma, karsilastirma, tahmin, deney, yorumlama ve sonug¢ ¢ikarma
yetilerine sahip olabilecekleri dislinilmektedir (Syifahayu, 2017; Wu & Krajcik, 2006).

Bunlarin ardindan 6grencilerin uygulama sonunda; dalgalar konusunun ginlik yasamla dogrudan
iliskili oldugunun farkina vardiklarini ve ginlik yasamda dalgalar konusunun uygulamalari ile
karsilastiklarini, bunun da kendi yasam sartlarini kolaylastirdigini dile getirdikleri gorilmektedir.
Arastirmada o6grencilerin ifadelerinden, onlarin bilimsel sire¢ becerilerinde ve yasam sorunlarini
¢ozmede ilerleme sagladiklari ortaya ¢ikmaktadir (Abdurrahman, 2017). Cinki Ogrencilerin giinliik
yasamla konuyu iliskilendirmeleri ile onlarin konudan daha c¢ok hoslandiklari, eglenerek 6grenmeyi
gerceklestirebildikleri ve bilgilerinin kalicihginin arttinildigi disiiniilmektedir (Kuter & Ozer, 2020;
Westbroek, 2005). Kuter ve Ozer (2020) de zaten bu tarz bir 6grenmenin sadece yapilandirmaci kurama
dayal gerceklestirilen arastirma sonuglarindan elde edilebilecegini belirtmistir. Bu nedenle arastirmada,
ogrencilerin yasamlarina dalgalar konusunda yer alan kavramlari isteyerek ve kolaylikla entegre
edebildikleri ve gesitli bilgileri kesfederek de kendi bilgilerini olusturabildikleri séylenebilir. Son olarak
ogrencilerin meslek hayatlarinda dalgalar konusu bilgilerinin ise yarayacagini ve herkesin dalgalar
konusunda bilgiye sahip olmasi gerektigini dusiindikleri belirlenmistir. Ogrencilerin  bilimsel
uygulamalara iliskin slire¢ becerilerinin ve yeteneklerinin gelismesiyle durumlara bu sekilde bir bakis
acisi ile yaklasabildikleri sdylenebilir (Tan, Yangco, & Que, 2020).

Arastirmada elde edilen sonuglarin tartisiimasinin ardindan, arastirmada yansiz atama olmadan ya da
kontrol grubu olmadan bu sonuglara ulasildigi bilinmektedir. Bu durum aslinda arastirmayi pek ¢ok
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tehdide agik hale getirmektedir (Blylkoztiirk, 2007; Lodico vd., 2010). Bu baglamda arastirmada bu
tehditlere karsi belirli dnlemler alinarak, arastirmanin sinirhliklarinin tartisilmasi gerektigi séylenebilir.
Ornegin calisma grubunun secimi arastirmada bir i¢ tehdit olusturmaktadir (Johnson & Christensen,
2019). Cunkl arastirmadaki 6grenciler yansiz atama olmadan belirlenmistir. Ancak bu noktada
ogrencilerin baslangigtaki bireysel farkliliklari g6z 6niine alinarak farkhliklarin en aza indirgenmesi igin
ogrencilerin lise giris sinavi ile kazandiklari bir Anadolu Lisesinde 6grenim gérmelerine ve bdylece benzer
ozelliklere sahip olmalarina dikkat edilmistir. Ayrica arastirmada ¢alisma grubu igin 6gretmen goriisu de
alinmis ve 6gretmenin yaklasik iki yildir fizik derslerinde birlikte oldugu 6grencilerinin benzer bilgi
seviyesine ve fizik dersi genel basarisina sahip olduklarini belirtmesiyle ilgili ¢alisma grubuyla
arastirmanin yUritilmesine karar verilmistir (Christensen, Johnson, & Turner, 2015; Lodico vd., 2010).
Alanyazinda kontrol grubu bulunmayan calismalarda ayni zamanda, ge¢misinde énemli bir rol oynadigi
ve bunun bir tehdit unsuru yarattigi bilinmektedir. ClinkQ tarihte yasanan bir olay bagimli degiskeni
kolaylikla etkileyebilmektedir. Bunun icin galismanin siiresinin kisa tutulmasi ve bu sekilde ge¢misin
potansiyel tehditinden kaginmanin mimkin olabilecegi akla gelmektedir. Arastirmada da 10 haftalik bir
siirenin tarihte yasanabilecek olaylar bakimindan ¢ok uzun bir siire olmamasiyla, tarihin olusturabilecegi
tehditin bu sekilde 6niine gegilmesi hedeflenmistir. Diger bir i¢ tehdit unsuru ise, veri toplama
aracglarinin ayni galisma grubuna belirli aralikla iki kez uygulanmasiyla 6grencilerin son uygulamada
sorulara asina olmalari ve son uygulamaya bunun etki etmesidir. Ancak arastirmada 6n ve son uygulama
arasinda 10 haftalik bir zaman dilimi bulunmasiyla, 6grencilerin 6n testte yer alan ifadeleri hatirlama
olasiliginin bu sekilde azaltildigi distnilmektedir. Bunlara ek olarak arastirmada yararlanilan veri
toplama aracinin arastirmanin amacina uygun ve gegerli, glivenilir bir 6lcme araci olmasiyla, arastirmada
bu sekilde i¢ gegerlik yoniinden olusabilecek tehdite dnlem alindigi ifade edilebilir. Bunlarin yani sira
arastirmada uygulanan 6n testin arastirma igin bir dis tehdit unsuru oldugu bilinmektedir. Clinkiu
arastirmada uygulama o6ncesi yapilan 6lgme ile dalgalar konusunun sorgulamaya dayali 6grenme
yaklasimina gére uygulanmasinin, 6n test uygulamasi olmadan sadece uygulamanin ortaya ¢ikarabilecegi
degisimden farkli bir etki yaratabilecegi soylenebilir. Bu baglamda arastirmada uygulanan 6n testte
ogrencilerin sireg icerisinde tutumlarinin degistirilmeye calisildig yoninde farkindaliklarinin olusmamasi
amaglanmis ve hem olgek gelisiminde hem de 6grenci bilgilendirmesi yapilirken farkindaligin
arttinlmamasi gerektigi hususu goéz onine alinmistir. Bu sekilde arastirmanin genellenebilirligini
engelleyebilecek olan dis tehdit unsuru ile bas edilmeye calisiimistir. Arastirmada galisma grubunun
yansiz atama olmadan belirlenmesi dis gecerlik icin de tehdit olusturmaktadir. Arastirmanin
genellenebilirligi bu baglamda buyik o6lcide risk altina girerken, dis gegerligi arttirabilmek igin
arastirmada ele alinan uygulamanin fazla sayida 6grenci ile gerceklestirilmesi gerektigi diistintGImustar.
Bu tehditi kontrol edebilmek i¢in arastirmada ulasilabilen ve uygulamanin aksamadan ilerleyebilecegi 6n
gorilen en fazla sayida 6grenci ile calismanin yirattldagi séylenebilir. Ayni zamanda arastirma énemli
bir rol Ustlenen Ogretmenin kasitsiz bir sekilde c¢alisma sonucunu etkilememesi gerektigi de
bilinmektedir. Bu dis tehdit 6grencilerin performansini, tutumunu ve davranislarini etkileyebilir. Bu
noktada 6gretmenin arastirma sonucuna yoénelik bir beklentisinin olmamasi ile yanli davranislarda
bulunmamasi gerektigi akla gelmektedir. Arastirmada da arastirmaci ile birlikte her hafta dizenli bir
sekilde sadece etkinlik planlarina galisan 6gretmenin, arastirmada 6grencilerle temas halinde oldugu ve
bu sirecte arastirmada beklenen sonucu bilmeyerek sadece uygulama siirecine odaklandigi séylenebilir.
Son olarak bir arastirma siurecine dahil oldugunun farkinda olan 6grencilerin davranislarinda
olusabilecek farklihklarin arastirma icin tehdit olusturabilecegi bilinmektedir. Burada 6grencilerin
sorgulamaya dayali 6grenme uygulamalarindan habersiz olmalarinin saglanmasi gerektigi diisiinilerek,
uygulama basinda 6grencilere dalgalar konusunun 06gretiminin farkli bir sekilde gerceklesecegi
sdylenmemistir. Ogrencilerin yasayarak 6grendikleri bir siirece dahil edilmeleri ile arastirmaya ydnelik
beklentilerinin olmamasi saglanmistir. Bu sekilde 6grencilerin tepkisinden olusabilecek tehditin kontrol
altina alinabildigi diistinilmektedir. Diger bir yandan da ogrencilerin arastirmada yeni ve farkl bir sey
yapmalariyla artan ilgi, motivasyon ya da derse katiim olarak adlandirilan yenilik etkisi, arastirma igin
olasi bir dis tehdit olusturmaktadir. Bu durumun arastirmanin yeterli bir siire icerisinde gerceklesmesi ile
kontrol edilebilecegi soylenebilir. Arastirmada da uygulama siresinin 10 hafta oldugu distnilerek,
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surenin uzun olmasi ile yenilik etkisinin 6grenciler icin zamanla yok olabilecegine inanildigi ifade
edilebilir (Gay & Airasian, 2000; Lodico vd., 2010).

Tim elde edilen sonuglar dogrultusunda; sorgulamaya dayali 6grenme yaklasimina gore
gerceklestirilen uygulamanin dalgalar konusuna ve dolayisiyla fizik dersinin 6gretim sirecine katki
sagladigi dusinilmektedir. Sorgulamaya dayali 6grenme yaklasimi araciligiyla 6grencilerin tutum ve
goruslerindeki degisikligi ortaya koyan bu arastirmanin, dalgalar konusu baglaminda yardimci bir kaynak
olarak kullanilabilecegi sdylenebilir. Ayni zamanda bu ¢alismanin ortadgretim diizeyinde gergeklesmesi
ile fizik 6gretmenlerine de rehber bir kaynak olacagina inanilmaktadir (Russo & Adorno, 2018). Dalgalar
konusunda gerceklesen sorgulamaya dayal 6grenme uygulamalarinin sinirh ¢alismada ele alinmasi da
(Fazio, Tarantino, & Sperandeo-Mineo, 2010; Katsarova & Raykova, 2019; Ozdemir & Kocakiilah, 2016),
bu calismanin dalgalar konusuna yonelik tutum ve fizik dersinin 6gretim siirecine iliskin gorisleri ortaya
cikarmada ulusal-uluslararasi literatlire katki saglayacagini dislindirmektedir. Bunlarin yani sira
arastirmanin veri toplama araglarindan yararlanacak arastirmacilara tutum o6lgeginin faktor yapisini
dogrulayici faktor analiziyle de test etmeleri ve yapi gecerligine yonelik gicli kanitlar sunmalari
onerilebilir (Cronbach & Meehl, 1955).

Ozetlemek gerekirse, fizik dersinin 6gretimine ve dgrenimine katkida bulunmanin kolay olmadig
bilinmektedir. Ogrencilere kendi bilgilerini edinme ve yapilandirma becerisi kazandiran grenci merkezli
yontemlerin, 6gretmen merkezli gerceklestirilen yontemlerden daha fazla ¢gaba gerektirdigi sdylenebilir
(Donohue vd., 2020). Ogrencilere sadece bilgiyi sunmak ya da bildiklerinin yanlis oldugunu belirtmek
onlarin bilimsel bilgi anlayisini gelistirmemektedir (Firman vd., 2019). Bu nedenle 6grencilerin 6grenme
sireclerinde aktif katilim gosterebilecegi 6gretim yontemlerinin tercih edilmesi ile, onlarin anlamli
6grenmeye tesvik edilebilecegi disinilmektedir (Pedaste vd., 2015).

“Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tiim kurallara
uyulmus ve yonergenin ikinci boéliminde yer alan “Bilimsel Arastirma ve Yayin Etigine Aykir
Eylemlerden” hicbiri gerceklestirilmemistir.
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Appendix A
ACTIVITY PAPER

1. Three volunteers from your class are jumping rope.

We think that the first summons one of them, and that classmate leaves the group. The other two
continue jumping rope.

a) Interpret this movement made by your friends using the rope and relate this to examples from daily
life.

b) What, in your opinion, is a pulse? Explain.
¢) What do you think periodic wave means? Explain.
d) How, in your opinion, would be the pulse’s reflection from the fixed end? Explain by drawing it.

e) How, in your opinion, would be the pulse’s reflection from the free end? Explain by drawing it.

gk/f\\1//\3

After the demonstration experiment:

After animation:

After activity:

2. Below is the heart graph of a patient.

a) Interpret the regular movement in the heart graph.

b) In your opinion, the speed of a beat may vary depending on what?

After the demonstration experiment:
After animation:

After activity:
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Ek A
ETKINLiK KAGIDI

1. Siniftan gonillt olan Ug arkadasiniz ip atlamaktadirlar.

Aralarindan birini okul miidariniin ¢agirdigini diisliniiyoruz ve arkadasiniz gruptan ayriliyor. Diger iki
arkadasiniz ipi sallamaya devam ediyor.

a) Bu iki arkadasinizin ipi kullanarak yaptigi hareketi cizerek yorumlayiniz ve glinlik hayattan
orneklerle bu hareketi iliskilendiriniz.

b) Sizce atma nedir? Agiklayiniz.
c) Sizce periyodik dalga nedir? Aciklayiniz.
d) Sizce atmanin sabit ugtan yansimasi nasil olur, gizerek agiklayiniz.

e) Sizce atmanin serbest uctan yansimasi nasil olur, gizerek agiklayiniz.

%&/f \\.//\g

Gosteri deneyi sonrasi:

Animasyon sonrasi:

Etkinlik sonrasi:

2. Asagidaki sekilde bir hastanin kalp grafisi yer almaktadir.
a) Hastanin kalp grafisinin diizenli hareketini yorumlayiniz.

b) Sizce bir atmanin hizi nelere bagl olarak degisebilir?

Gosteri deneyi sonrasi:
Animasyon sonrasi:

Etkinlik sonrasi:

599



PEREN
w

Cukurova Universitesi Egitim Fakiiltesi Dergisi
Vol: 49 Numb: 2 Page: 600-627
https://dergipark.org.tr/tr/pub/cuefd

Basic Needs, Loneliness and Life Satisfaction As Predictors of Boredom

Among University Students "

Alper KARABABA?® (ORCID ID - 0000-0002-4771-2000)

Asli TAYLI°(ORCID ID - 0000-0002-8004-3494)

b Mugla Sitki Kocman Universitesi, Egitim Fakiiltesi, Mugla/Tirkiye

® Mugla Sitki Kogman Universitesi, Egitim Fakiiltesi, Mugla/Tirkiye @
CrossMark

Article Info

Abstract

DOI: 10.14812/cufej.673201

Article history:

Received  10.01.2020
Revised 18.05.2020
Accepted  09.09.2020

Keywords:

Boredom, Basic Needs, Loneliness,

Life Satisfaction.
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University. Multiple Linear Regression Analysis and independent samples t-test was
used for data analyses. According to the findings, it was determined that the need for
power and fun, life satisfaction and loneliness significantly predicts boredom while the
need for survival, love & belonging and freedom didn’t predict boredom. Finally,
male’s boredom averages were found significantly higher than those of female’s. The
results gave researchers, practitioners and theorists a new perspective on boredom. It
was seen that basic needs, loneliness and life satisfaction played an important role in
boredom. Therefore, efforts should be made to meet the basic needs of university
students, especially entertainment and power needs, to increase their life satisfaction
and to reduce their loneliness in intervention studies to prevent boredom. In this
regard, suggestions have been made for practitioners and researchers.
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Bu arastirmada, Universite 0©grencilerinde temel ihtiyaglar, yalnizlk ve yasam
doyumunun can sikintisi Uzerindeki yordayici rolleri incelenmistir. Ayrica, cinsiyete
gore Ogrencilerin can sikintisi diizeyleri arasindaki farklar arastirilmistir. Arastirma,
iliskisel tarama deseninde tasarlanmistir. Orneklem grubu Mugla Sitki Kogman
Universitesi’nin 2017-2018 Egitim-Ogretim yilinin ikinci ddneminde &grenim géren 613
(393 kadin, 220 erkek) Universite Ogrencisinden olusmaktadir. Temel ihtiyaglar,
yalnizlik ve yasam doyumunun can sikintisini yordayip yordamadigi ¢oklu dogrusal
regresyon analiziyle, 6grencilerin can sikintisi diizeylerinin cinsiyete goére farklilasip
farkhlagmadigi t-testi yontemiyle test edilmistir. Calismadan elde edilen bulgulara goére,
eglence ile gig ihtiyaci, yasam doyumu ve yalnizligin can sikintisini anlaml bir sekilde
yordadigl, hayatta kalma, sevgi ve ait olma ve 6zgiirlik ihtiyacinin ise can sikintisini
yordamadigi saptanmistir. Son olarak, erkeklerin can sikintisi dizeylerinin,
kadinlarinkinden anlamli  bir sekilde vylksek oldugu bulunmustur. Sonuglar,
arastirmacilara, uygulayiclara ve teorisyenlere can sikintisi hakkinda yeni bir bakis agisi
kazandirmistir. Temel ihtiyaglarin, yalnizhgin ve yasam doyumunun can sikintisi
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tizerinde 6nemli bir roli oldugu gorilmustir. Bu nedenle can sikintisini 6nlemeye
yonelik miidahale galismalarinda Universite 6grenclerinin temel ihtiyaglarinin 6zellikle
eglence ve gig ihtiyaglarinin giderilmesi, yasam doyumlarinin arttiriimasi ve
yalnizliklarinin azaltiimasina yonelik ¢alismalar yapilmalidir. Bu bakimdan uygulayicilara
ve arastirmacilara yonelik 6nerilerde bulunulmustur.

Introduction

It is emphasized that, despite such prosperity and abundance, as well as the rapidly developing
technology, boredom constitutes an obstacle in many people's lives for happiness and mental health
(Bernstein, 1975). Boredom is defined as a negative emotional state that expresses its stagnation in life
that occurred when the needs are not met (Newell, Harries & Ayer, 2012), the stimuli coming from
outside are insufficient in activating the person (Pekrun, 1992), and the individual's skills are above the
skills required by the activity (Nakamura & Csikszentmihalyi, 2009). Van Tilburg and Igou (2012)
emphasize the boredom as the activities in the person's life have no meaning or do not attract the
attention of the individual. On the other hand, Dursun (2016) explains boredom as a sense of emptiness,
an unpredictable sense of time and attitude that will wait desperately to meet the stimulation needs of
the environment. Some studies in the literature claim that 18% to 50% of the population suffers from
boredom (Eastwood, Cavaliere, Fahlman & Eastwood, 2007). It is known that 30% to 90% of American
adults experience boredom at some point in their daily lives (Harris, 2000). In another study conducted
on 3867 American adults, 63% of the participants stated that they experienced boredom at least once
during the ten days. Also, boredom is most common in young people, men, singles and socio-
economically low individuals (Chin, Markey, Bhargava, Kassam & Loewenstein, 2017).In the study
carried out by Martz, Schulenberg, Patrick and Kloska (2018) on adolescents, it is stated that 20% of
21173 students experience boredom. It is noteworthy that when we look at the rates in general, 50% of
the population faces boredom.

Boredom is also a common occurrence among university students. According to Sharp, Sharp and
Young (2020), surprisingly, undergraduate students are bored at university. The reason for this is that
despite the universities' success in education, universities cannot always provide the personal, social
and intellectual stimulation required to actively engage every student. According to Pekrun, Goetz,
Daniels, Stupnisky and Perry, boredom (2010) is among the nine academic emotions frequently
encountered by students at school.In a meta-analysis study, Sharp et al. (2020) report that university
students find being at the university extremely routine and monotonous.Pekrun (2006) emphasizes that
emotions can affect the social climate in educational institutions as well as students' interest,
participation, success and personality development, emotions are at the centre of psychological health
and well-being, and this will have important consequences in the field of education.Research shows that
the boredom of individuals has negative effects on their motivation and learning. Pekrun, Hall, Goetzand
Perry (2014) revealed that 42% of 323 undergraduate students experience boredom, and as a result,
they experience negative experiences such as decreased academic performance and decreased
motivation. Also, school drop-outs increase due to boredom (Wegner, Flisher, Chikobvu, Lombard &
King, 2008).Demirkasimoglu (2017) reported that more than half of 270 students found some lessons
boring. When the impact of boredom on learning is taken into consideration, it becomes important to
investigate and respond to the needs of students. In this study, the research sample consists of
university students. So, it is of great importance that this group, which is valuable for the future of
society, enjoys, life, the work they do and the situation they are in.

In the literature, boredom stands out among the causes of problems that occur cognitively,
emotionally and behaviorally among students. For example; boredom is among the reasons why young
people start smoking and using alcohol in studies on university students (Kara & Ayverdi, 2018; Vatan,
Ocakoglu& Irgil, 2009).0n the other hand, boredom is known to increase students' excitement seeking
and risk-taking behaviours (fast driving, etc.) (Dahlen, Martin, Ragan &Kuhlman, 2004). It is emphasized
that boredom prevents students from cognitive resources they must reach to carry out a task. In this
regard, students with high boredom encounter more problems with carelessness (Pekrun et al., 2010).
Besides, it is stated that boredom increases students' alienation and reduces their assertiveness (Tolor,
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1989). Due to boredom, students' problematic mobile phone use are increasing strongly (Wolniewicz,
Rozgonjuk & Elhai, 2019).

Besides, boredom is a factor affecting overeating (Abramson & Stinson, 1977), pathological gambling
(Blaszczynski, McConoghy & Frankova, 1990) and substance addiction (Iso-Ahola & Crowley, 1991). On
the other hand, a decrease in life goals (Melton & Schulenberg, 2007), technology addiction (Lin, Lin &
Wu, 2009; Rahmani & Lavasani, 2011), poor performance at work (Perkins & Hill, 1985) and a decrease
in job satisfaction (O 'Hanlon, 1981) can be counted among the negative results caused by boredom. It is
also associated with lower life satisfaction (Farmer & Sundberg, 1986), and bored individuals have
difficulties in finding meaning in life when compared to those who are not bored (Van Tilburg & Igou,
2011). It is among the results of the research that boredom predicts suicide attempts of individuals and
even causes death due to their risky behaviours (Ben-zeev, Young & Depp, 2012; Ertiiziin, Uyaroglu,
Demirel & Kocak, 2016). On the other hand, according to Yaman andPeker (2012), boredom is among
the causes of cyber-bullying. In the study of Tanrikulu and Erdur-Baker (2019) on university students, it
was found that students were cyber-bullying due to their entertainment needs. Also, one of the biggest
problems of today's problematic phone and internet usage is seen as boredom (Siyez, 2014). Therefore,
considering these consequences of the boredom problem on individuals, it is considered to be one of
the subjects that should be investigated. It is noteworthy that the problem of boredom is encountered
in all areas of life, at work, at school, at home, on the street.

Boredom is a complex phenomenon and reveals low arousal feelings such as sadness, depression,
and a feeling of fatigue, as well as high arousal feelings such as frustration, tension, anxiety, and
restlessness (Harasymchuk & Fehr 2010; Lee & Zelman, 2019). Therefore, understanding boredom and
associated cognitive and emotional components provide an opportunity to cope with the consequences
of boredom for psychological well-being (isacescu, Struk & Danckert, 2017). On the other hand, it is
thought that the boredom phenomenon will contribute to the work of the people working in the field of
mental health. It is emphasized that the therapeutic relationship may be affecteddue to boredom and
the relationship between the client and the consultant may be impaired and therefore boredom should
be taken into account (Barnett & Klitzing, 2006; Dursun, 2016). Therefore, it is thought that determining
the factors related to boredom experiences of university students may help to determine the guiding
and targets for the psychological counselling studies to be conducted and the measures to be taken.

The first variable that is thought to be effective in experiencing boredom is basic needs. In other
words, it is thought that individuals who cannot satisfy and meet their needs will face psychological
problems and one of these problems is boredom. According to the Choice Theory, these needs are
survival, love and belonging, power, freedom and fun. People act to feel good, and avoid behaviors that
will make them feel bad. According to the Choice Theory, the needs must be satisfied for the individual
to have a feeling of being happy and feeling good. If these needs are satisfied, individuals enjoy their
activities, move away from the meaninglessness of their lives, and have a more satisfying relationship
with their environment (Glasser, 2013).According to Kara and Ozdedeoglu (2017),if the activities cannot
meet the needs of the individuals, they feel bored and therefore low arousal is experienced. Leymann
(1996) also emphasizes that boredom stems from the lack of joy and pleasure needs of individuals.

Another situation that is thought to be effective in experiencing boredom is the loneliness of
individuals. Deresiewicz (2009) claims that boredom and loneliness are two interwined
feelings.According to him, these two feelings are experienced when the stimuli decrease coming from
the environment decrease.Weiss (1973) defines loneliness as the lack of social relationships that a
person needs, or although there are different social relationships, he explains the lack of intimacy,
sincerity and emotionality in these relationships, as well as the lack of friends to share interests and
activities.Rook (1984) also defined it as a negative emotional state that is felt when there is no suitable
partner for desired activities and emotional commitment.Rubinstein, Shaver and Peplau (1979)
emphasize that a lonely individual encounters situations such as boredom, depression and not accepting
yourself.Alone people take themselves away from the outside world and become alienated to society.
Therefore, it is considered that these people cannot get satisfaction from their social relationships
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(Eastwood, Frischen, Fenske & Smilek, 2012; Peplau & Perlman, 1982).In this case, they face boredom,
along with dissatisfaction.

According to Csikszenmihalyi (1990), whether we are with others plays a role in the quality of our
lives. He thinks that individuals experience boredom and that they cannot find anything to do when they
are alone.lt is said that the worst time of individuals in their lives is the time spent alone.In particular,
performing activities with others provides more satisfaction to individuals.According to Csikszentmihalyi
(1990), if there is someone around the individual, the action can still be enjoyable even if it is boring.

The last variable that is thought to be related to boredom is life satisfaction. Life satisfaction is one of
the most basic searches of people and it is influenced by the family, income, and employment factors
(Suldo & Huebner, 2006).1t is also thought that the daily activities a person have an impact on life
satisfaction (Kapikiran & Yagci, 2012).These activities of the individual include social relationships, habits
and activities.

The individuals who have good social relations, value themselves and concentrate on their activities
also have high life satisfaction (Acar-Arasan, 2010).If individuals have poor social relationships, have the
same people around and there is no variety in their activities, their lives begin to become monotonous.
It is possible to see a decrease in life satisfaction of individuals who evaluate their lives in this respect. It
has been demonstrated that the harmony or incompatibility between the goals of the individual and the
extent to which they can achieve these goals is a determining factor to be happy (Rask, Kurki & Laippala,
2002).

Based on the above explanations, the general aim of this study is; to examine the role of basic
needs, loneliness and life satisfaction in predicting boredom on university students. Besides, examining
whether students' boredom levels show a significant difference according to gender is another purpose
of the study. For these purposes of the research, answers to the following questions will be sought.

1. Do the levels of boredom of students differ according to gender?

2. Is there a significant relationship between basic needs (needs of survival, love-belonging, power,
freedom and fun), loneliness and life satisfaction with boredom?

3. Do basic needs (survival, love-belonging, power, freedom and fun), loneliness and life satisfaction
significantly predict boredom?

Method
Model

The research is a relational screening model that examines the boredom of university students in
terms of basic needs, loneliness and life satisfaction.

Participants

The study group of the research consists of university students studying in the Faculty of Education,
Science, Literature and Economics and Administrative Sciences in 2017-2018 Academic Year of Mugla
Sitki Kogman University.613 students participated in the study. The participants were reached by
convenience sampling method, which is easily accessible. The distribution of participants by gender,
grade level and faculties are shown in Table 1.

603



KARABABA & TAYLI — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 600-627

Table 1.
Demographic Features of the Working Group
f %
Male 220 35.9
Gender
Famale 393 64.1
Freshman 113 18.4
Sophomore 129 21
Grade level Junior 225 36.7
Senior 133 31.1
Unspecified 13 2.1
Education 267 43.6
Science 88 14.4
Faculty Literature 135 22
EAS 120 19.6
Unspecified 3 0.4
Instruments

Boredom Proneness Scale Short Form (BPS-SF): The original version of BPS-SF was developed by
Farmer and Sundberg (1986) in a single-dimensional, true-false format. In order to increase the
sensitivity of the scale, the scale was changed to 7-point Likert and revised by Vodanovich and Kass
(1990) in 5 sub-dimensions. Vodanovich, Wallace and Kass (2005), on the other hand, revised the scale
on 28 items and proposed 12 items of CSRS-SF.

In this study, BPS-SF was used to measure students' boredom proneness that adapted by Dursun
andTezer (2013). The scale, consists of 12 items and two subscales(internal stimulation subscale consists
of 6 items and external stimulation subscale consists of 6 items). Confirmatory factor analysis was
performed in the study for the validity of the scale. As a result of the analysis, the scale was found to fit
well with its original form [x2 (53) = 59.985, p> .05; x 2 /df=1.132; GFl = 0.94; CFl = 0.94; RMSEA =
.030].In this study, the total score of the scale was used. The reliability coefficient obtained for the scale
was found to be .69.

University Students Basic Needs Scale (USBNS): In this study, short form of USBNS developed by
Tirkdogan andDuru (2012) was used to measure the basic needs of university students. USBNS is a
seven-point likert type (1 = never agree, 7 = totally agree) and consists of 19 items and 5 factors. These
factors are the need for survival, love and belonging, power, freedom, fun, as in the 33-item form of the
scale.The increase in the score obtained from the scale shows that satisfaction with the needs is high
(Tarkdogan & Duru, 2017).Confirmatory factor analysis results on the scale show that the scale has good
fit values [x? / df = 3.36; GFl = .96, AGFI = .94, CFl = .96, RMSEA = .045, SRMR = .034] (Tiirkdogan & Duru,
2017).In this study, the reliability coefficient obtained for the whole scale is .86. The reliability
coefficient obtained for the survival need sub-dimension.78, the reliability coefficient obtained from the
power need sub-dimension, .83, the reliability coefficient obtained from the fun-need sub-dimension
.79, while the reliability coefficient obtained from the love and belonging sub-dimension was .89. The
reliability coefficient obtained in the need sub-dimension is .81. Besides, together with the total score
obtained from the scale, the scores obtained from the sub-dimensions were also used.

UCLA Loneliness Scale Short Form: The UCLA Loneliness Scale was developed by Russell, Peplau and
Ferguson (1978), reviewed by Rusell, Peplau and Cutrona (1980), and reorganized into 20 items, half
positive and half negative. In this study, the revised short form of Dogan, Cotok and Gocget-Tekin (2011)
was used. The scale is answered as a 4-point Likert-type grading. The validity and reliability study of the
scale was conducted on 553 university students. As a result of the exploratory factor analysis conducted
on the scale, a structure that explains 36.69% of the total variance with 8 items in one dimension was
obtained. Confirmatory factor analysis results on the scale show that the scale has good fit values [x? / df
=3.11; GFI = 0.97, NFI = 0.92, CFl = 0.94, IFI = 0.94, AGFI = 0.94, RMSEA = 0.066] (Dogan et al., 2011). In
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this study, Cronbach alpha internal-consistency reliability coefficient of the scale was calculated. The
internal consistency reliability coefficient obtained for the scale is .81. The high score obtained from the
scale indicates that loneliness is high.

Life satisfaction scale (GDS):In this study, LSS, which was developed by Diener, Emmons, Larsen and
Griffin (1985) and whose validity and reliability study was performed by Yetim (1991), was used to
measure the participants' life satisfaction. LSS is a scale measured by individuals marking how accurate
the specified situation is by using the 7-point Likert type rating ranging from 'absolutely disagree' (1) to
'strongly agree' (7). The lowest score that can be obtained from the scale is 5, and the highest score is
35. High scores from the scale indicate that satisfaction with life is high. In this study, Cronbach's alpha
internal consistency coefficient of the scale was found .82.

Personal Information Form: Personal Information Form has been prepared by the researcher in
order to access the demographic information of the participants. In this form, questions related to the
gender, age, faculty, department and grade of the participants were included.

Operation

Data collection was carried out in the spring semester of the 2017-2018 academic year. The
necessary permissions were obtained from the Ethics Committee of Mugla Sitki Kogman University in
order to carry out the research, and after the ethics committee's permission, the data was collected in
the appropriate course hours within the framework of the permission of the instructor by going to the
departments of the determined faculties. The data were obtained from the participants on a voluntary
basis. Before the data were collected, the participants were informed about the research and it took
about 15 minutes to collect the data.

Data analysis

In the research, descriptive statistics were examined before proceeding to the analysis of the data.
Also, it is seen that the variables in the research are normally distributed. The normality test of variables
was examined by looking at the skewness and kurtosis coefficients, and the arithmetic mean and
median values. Table 2 shows the arithmetic mean, median, skewness and kurtosis coefficient values
showing the normal distribution of variables. Independent samples t test was used to analyze whether
boredom differs by gender. Pearson Correlation Coefficients were examined to analyze the relationships
between variables.The Multiple Linear Regression Analysis enter method was used to test the extent to
which basic needs, loneliness and life satisfaction predict students' boredom.The analyzes were
performed on the computer using the SPSS 23 package program.

Table 2.

Arithmetic Mean, Median, Skewness and Kurtosis Coefficient Values of Variables

Variables Mode Mean Median Skewness Kurtosis
Boredom 46,00 44,25 45,00 -.008 -.324
Survival 22,00 18,25 19,00 -.325 -.361
Love and belonging 21,00 16,88 18,00 -1.17 877
Power 22,00 20,00 20,95 -.668 .386
Freedom 24,00 21,20 22,00 -.770 .690
Fun 22,00 20,81 21,00 -.683 .529
Loneliness 8,00 13,17 12,00 747 .182
Life satisfaction 21,00 20,55 21,00 -.188 420

Findings
Findings Regarding Whether Boredom Differentiates According to Gender

Looking at Table 3, the average boredom score of male students was X = 45.16 while the average
boredom score of female students was calculated as x = 43.75 in terms of gender variable. T-test was
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carried out to determine whether there was a significant difference between the mean scores.According
to the results of the analysis, a significant difference was found between the mean of boredom score in
terms of gender variable (t = -2.19, p <.05). According to this result, the boredom of male students is
significantly higher than the boredom of female students.

Table 3.

T-Test Results Regarding Students' Levels of Boredom by Gender

Variable Gender N X Sd df t p
Female 393 43.75 7.66

Boredom 611 -2.19 02"
Male 220 45.16 7.66

“p<.01, 'p<.05

Findings Regarding Whether There is a Significant Relationship between Boredom and Basic Needs,
Loneliness and Satisfaction

In the research, standard multiple regression analysis was used to reveal the predictive power of basic
needs, loneliness and life satisfaction on boredom. The correlation values between variables are given in
Table 4 regarding whether the data meet the standard multiple linear regression analysis criteria.

Table4.

Pearson Moments Product Correlation Analysis Results of the Relationship Between Boredom and Basic
Needs, Loneliness and Life Satisfaction

Variables 1. 2. 3. 4, 5. 6. 7. 8. 9.
1. Boredom 1

2. Basic Needs -51" 1

3. Loneliness 377 -41" 1

4. Life Satisfaction -457 527 .377 1

5. Survival -147 527 -05 237 1

6. Love and Belonging 2297 61T -a7" 277 4”7 1

7. Power -467 66 -257 417 137 257 1

8. Freedom -347 747 -267 427 207 327 397 1

9. Fun 477 777 377 407 a7 397 427 577 1
" p<.01

According to the analysis results, a high level of negative relationship was found between boredom
with need for fun (r = -.47, p <.01) and power (r = -.46, p <.01).0n the other hand, there is a moderately
negative relationship with need for freedom (r = -.34, p <.01) and love and belonging (r = -. 29, p
<.01).Finally, there is a low negative relationship with the need for survival (r = -. 14, p <.01).

Looking at Table 3, other variables that are thought to be related to boredom in the research are
loneliness and life satisfaction.As a result of the analysis, a positive relationship was found between
boredom and loneliness (r = .37, p <.01).0n the other hand, as a result of the analysis, a negative
relationship was found between boredom and life satisfaction (r = -.45, p <.01).Besides, when the binary
correlations between the variables are examined, it is seen that there is no multiple connection problem
between the variables.

Multiple Linear Regression Analysis Findings Regarding Basic Needs, Loneliness and Life
Satisfaction Predict Boredom

As a result of Multiple Linear Regression Analysis, basic needs, loneliness and life satisfaction predict
boredom significantly (R = 0.605, R2 = 0.367) F (7-605) = 50.009, p <.01). These seven variables,
together, explain 36.6% of the change in boredom. Considering the significance tests of the regression
coefficients, it is seen that only the need for fun and power, loneliness and life satisfaction variables are
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significant predictors of boredom. From these variables, it is seen that the need for fun has the highest
power (B = -.24), followed by the need for power (B = -.24), followed by life satisfaction (B = -.19) and
loneliness, respectively. (B = .15). Looking at Table 5, it is seen that the need for survival, love and
belonging, and freedom needs are not significant predictors of boredom.

Table 5.
Multiple Linear Regression Analysis Results Regarding Basic Needs, Loneliness and Life Satisfaction
Predict Boredom

Variables B Standard Error B t p Binary r Partial r
Boredom 61.995 2.343 26.462
Survival -.025 .050 -.017 -.505 .61 -.142 -.021

Love-belonging -.034 .069 -.019 -.489 .65 -.289 -.020
Power -.391 .061 -239 -6.369 00" -.457 -.251
Freedom .030 .070 .018 435 .66 -.343 -.018
Fun -.395 .070 -.241  -5.612 .00 -.474 -.222
Loneliness 273 .072 147 3.780 .00 .373 .152
Life -.238 .048 -.195 -4.962 .00 -.445 -.198

satisfaction

R=0.605 R*=0.367

F(7-605)=50'009 p= 0.00

' p<0

Discussion & Conclusion

This study was carried out to examine whether basic needs, loneliness and life satisfaction, their role
in predicting boredom, and whether students' boredom levels differ significantly by gender. Considering
the findings of the study conducted for this purpose, the boredom levels of male students were found
higher than that of women. Basic needs, loneliness and life satisfaction is found to predict boredom
significantly. These findings are discussed below respectively.

In the first finding of the study, it was seen that the boredom levels of male students are significantly
higher than the boredom levels of female students. It had not been investigated whether the predictive
variables differ by gender. The reason for this is that it was thought that independent variables was
examined in terms of gender too much in the literature and this may be beyond the purpose of the
study, because, the purpose of this study is to address the concept of boredom, which is the dependent
variable.

Although studies are showing that men are more prone to boredom in the literature (Harris, 2000;
Tolor, 1989; Vodanovich & Kass, 1990), there are studies showing that women are more prone to
boredom(Seib & Vodanovich, 1998). On the other hand, Newell, et al. (2012) report that there is no
difference in the mean boredom scores of male and female participants. Therefore, it can be said that
boredom can be seen in both men and women. Also, it is noteworthy that studies reveal that boredom
is more common in men.

Cultural factors are thought to be effective in the fact that the boredom in men is significantly higher
than that of women. For example; in many cultures, men, especially adolescents and young adults, are
expected to be more active, entrepreneurial, and highly motivated. Therefore, men are not expected to
tolerate any boring situation, as men feel obliged to exhibit the behavior expected by the community. In
other words, men are less sensitive than boring situations than women (Sunberg, Latkin, Farmer, &
Saoud, 1991).

Vollmer (1984), on the other hand, emphasized that men do not evaluate their abilities realistically
compared to women and they tend to exaggerate, and argues that the gender difference in boredom
may be due to this feature of men. Sunberg et al. (1991) also emphasize that individuals may evaluate
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their feelings differently, thus the realization of boredom differs by gende. According to them, while
men express their situation as boredom, women can express it as depression. Therefore, boredom is
mostly associated with the external environment, and depression is associated with the individual.

In the literature, boredom is associated with a cognitive attention factor. A bored individual cannot
focus his attention on the action, work, or activity. Such people are called situation-oriented because
situational events may prevent them from taking action. In the study of Blunt and Pychyl (1998), it is
seen that situation orientation is higher in men and this is related to boredom. Studies show that
boredom and impulsivity are highly related (Moynihan, Igou & van Tilburg, 2019; Watt & Vodanovich,
1992). In another study it is stated that impulsivity is more common in favor of men in terms of gender
(Cross, Copping & Campbell, 2011). These conditions prove that getting bored is more common in men.

In the second finding of the study, according to the multiple linear regression analysis of loneliness
and life satisfaction predicting boredom, together with the five basic needs, it is seen that the basic
needs, loneliness and life satisfaction explain the total variance observed in university students related
to boredom.Additionally, it was found that the loneliness, life satisfaction, need for fun, need for power
significantly predicted boredom, and the need for survival, love and belonging and freedom significantly
predicted boredom.In other words, the need for entertainment, the need for power, loneliness and life
satisfaction was meaningful predictors of boredom.

According to Harris (2000), boredom is an uneasy situation and the individual's lack of value or
motivation for action. According to Maslow, needs are at the core of motivation (Akbaba, 2006). It is
thought that what motivates people is to satisfy their needs and also to get rid of the discomfort caused
by a lack of need.On the other hand, the needs that activate the individual can be external or
internal.Satisfying internal needs seem to be more meaningful for the individual than satisfying external
needs and it keeps the individual's motivation high (Deci & Ryan, 2000).

Especially in our study, it is thought that the need for survival, which is one of the basic needs, does
not significantly predict boredom, covers material needs and is an external source of motivation for the
individual. On the other hand, the needs of power, fun, love and belonging and freedom are social and
emotional needs for the individual.After the need for survival has been met to some extent, meeting
other needs becomes more important for the individual, because these needs are intrinsic sources of
motivation for the person.According to Glasser (2013), survival creates a strong desire to fight. It is
thought when this need, which expresses the physical need of the individual and emphasizes the
satisfaction of the basic needs in life, is not met,the person will be in more struggle in life.In this regard,
it is thought that the need for survival cannot predict boredom as expected.

The need for love and belonging does not predict boredom. People with boredom perceive their
lives as ordinary and think that they have the same people in their lives. These people need to meet
different people and participate in new environments. The need for love and belonging expresses the
commitment to other people around. If individuals cannot meet this need, they experience loneliness
(Glasser, 2010).Weis (1973) expresses this situation as establishing affinities that the individual can
trust.The emotion that arises here is the emotional loneliness of the individualand it is thought to cause
pain to the inner world of the individual.Loneliness that causes boredom is a social phenomenon.

Looking at the studies and literature, it is seen that the need for freedom is an important predictor of
boredom, but the result obtained from our research does not support this situation. According to Deci
and Ryan (2000), individuals' reaching freedom in their activities has positive results. The free individual
shows high performance and is happy. It is known that individuals do not experience boredom while in
the flow and that the flow meets the needs of individuals such as freedom and autonomy. For example;
Sluea, Van Beek, Sarbescu, Virga and Schaufeli (2015) found that the need for autonomy predicted
boredom. In other words, as long as individuals' need for freedom are met, they do not experience
boredom. Based on these statements, it is surprising that the need for freedom does not play a role in
boredom as a result of the analysis. Therefore, it is thought that this situation may also be caused by the
answers given by the students and the questions in the scales.
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It is seen that the contribution of need for fun to the total variance explained related to boredom is
significant and this need has the highest rate in total variance observed related to boredom. Fun
activities and trying new things are thought to prevent individuals from experiencing boredom. In Flow
Theory, Csikszentmihalyi (2000) explains the need for fun with the concept of pleasure. According to
him, people who enjoy their actions and activities are in the flow and do not get bored with the
situation they are in. Individuals who are bored need arousal. In this regard, fun activities provide this
stimulation. Especially adventure sports create flows for individuals. Individuals who have had fun in
adventure activities experience less boredom (Ayazlar, 2015). For example; Hills and Argyle (1998)
investigate the effects of leisure activities on the positive effect of adults, a significant effect of the need
for fun on students' perception of happiness. Students perceive their lives in a frame that becomes
more and more ordinary, away from different and new lives, if they are not able to engage in activities
that can entertain themselves in their lives.

On the other hand, it seems that the contribution of meeting the need for power to the total
variance explained about boredom is significant.In the literature, studies indicate that the need for
power directly explains the boredom, as well as studies that indicate that failure to meet the need for
power indirectly causes boredom.For example; in the study of Sluea et al. (2015), it is seen that the need
for competence, which is included in the Self-Determination Theory and which is equivalent to the need
for power in the Choice Theory, predicts boredom significantly.Csikszentmihalyi (1990) explains this
situation with flow experience.According to him, being in the flow means reaching something with a
challenge that challenges the person, with an inner motivation and an effort that pushes the limits.It is
not expected that the individual will experience boredom while in the flow because, in the flow, the
individual feels strong, valuable, happy.In the study of Binbasioglu and Tuna (2014), more than half of
the students report that dealing with different activities requiring difficulty enables them to do more
than expected, create a sense of satisfaction and are be happy.

Life satisfaction has a significant share of the total variance observed related to boredom. Other
studies in the literature show that there is a relationship between life satisfaction and boredom
(Arrindell, Heesink & Feij, 1998; Farmer & Sundberg, 1986).According to Csikszentmihalyi (2000), there is
a two-way relationship between life satisfaction and flow. As life satisfaction increases, the flow
experience continues. In the literature, it is seen that as the life satisfaction of individuals increases,
negative emotions such as boredom decrease and on the contrary, positive emotions increase. In the
study by Dogan and Eryillmaz (2012), it was found that there was a positive meaningful relationship
between life satisfaction and positive emotion, a negative meaningful relationship between negative
emotions.It has been proven by research that individuals with low life satisfaction have negative mental
health, a depressed mood, and anxiety, a sedentary life (Bao, Pan, Shi, & Ji, 2013; Strine, Chapman,
Balluz, Moriarty, & Mokdad, 2008).0n the other hand, problems such as alcohol use, smoking, eating
disorders are observed in individuals with low life satisfaction. It is also known that these problems are
the methods individuals use to tolerate boredom.

It was found that the contribution of loneliness to total variance explained about boredom was
significant.Looking at the researchs, Boredom seems to be one of the consequences of loneliness..For
example, Galanaki (2008) revealed that children experience boredom because they cannot find friends
for any activity.Similarly, in the literature, other studies show that there is a positive and positive
relationship between loneliness and boredom (Farmer & Sundberg, 1986; Russel et al., 1978).Russel,
Cutrona, Rose and Yurko (1984) report that social loneliness is due to the absence of a social relations
network in which the person shares their common interests and activities, and this leads to feelings of
boredom and aimlessness.Thanks to the people around, the individual has the opportunity to
participate in different activities and get to meet different individuals.According to Giglii (2013), the fact
that individuals spend their free time with their friends eliminates boredom, creates a ground for fun
and expands their social environment.

Csikszentmihalyi (1990) emphasizes that the individual is in activity to get rid of boredom. In studies,
it is seen that individuals tend to do activities that will reduce their boredom.It is noteworthy that these
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activities meet the fun and power needs of individuals and decrease their loneliness.For example; It is
stated that the activities that involve adventure create an environment where people can distract
themselves from the monotony of life, develop their skills and force themselves (Csikszentmihalyi,
2000).0n the other hand, it is seen that the time spent in online games entertains people, prepares the
ground for virtual friendships, the goals achieved and the levels passed in the games give individuals a
sense of competence (Merhi, 2016; Wu & Liu, 2007).Besides, in the study of Ko¢ak-Alan, Kabadayi and
Cavdar (2017), it is seen that the excitement and action feeling of the games and being in touch with
others are effective.

As a result, with this research, there is a significant negative relationship between boredom and
survival, love and belonging, power, freedom and entertainment needs, a significant positive
relationship between loneliness and boredom, a significant negative relationship between life
satisfaction and boredom. The variables that predicted the boredom significantly best were the need for
fun, need for power, life satisfaction and loneliness, respectively.Also, it was concluded that the needs
of survival, love and belonging and freedom do not significantly predict boredom.It was found that the
boredom of students differed significantly in terms of gender variable, and the boredom of men was
significantly higher than that of women.

Suggestions

Based on these results of the research, recommendations can be given to practitioners and
researchers. First, it is seen that the effects of entertainment and power needs, loneliness and life
satisfaction on students' boredom are important. In this regard, it is thought that addressing students'
loneliness and life satisfaction towards reducing their boredom will be effective in having positive
mental health.Also, uncovering the unmet needs of individuals and helping the client to meet their
needs will help the individual cope with boredom.

It is seen that the leisure activities of students have an effect on reducing boredom. In this regard, it
is thought that educating individuals aboutrecreation, especially choosing the activities that are suitable
for their needs will be effective on boredom. Activities that meet the need for fun and need for power of
individuals will reduce boredom.

Considering the effect of loneliness on boredom, it is important to create facilities and, areas of
activity where students can socializeand activities where they can engage and communicate with others.
Also, by examining the factors that cause loneliness of students, psycho-education studies that can
improve their communication skills and social skills can be organized. It is thought that it will be
beneficial for students to socialize and organize activities and organizing extracurricular activities.
Opportunitiesshould be provided for students to resolve their loneliness and socialize.In this regard, it is
thought that when students are left alone, turning towards activities that suit their needs will save them
from boredom and lead them to healthier behaviors.It is thought that it will be effective to increase the
activities that have positive effects on students' lives and to enable them to continue.

Ensuring the participation of the individual in meaningful activities is one of the intervention
methods proposed by Reality Therapy. Based on the research results, it is thought that being in the flow
of the individual will decrease the boredom. Especially for flow, it is important to choose activities that
are fun and challenging and require a struggle for the individual. It is recommended that such activities
should be organized and directed towards activities with this feature for individuals with boredom.

It is thought that university administrations arranging facilities for students to socialize, have a fun
time and activities related to their interests on campus may prevent students from experiencing
boredom. On the other hand, it is important to make university communities active and to provide
financial and space support so that these communities can carry out their activities comfortably. It is
recommended to establish psychological counselling centres within the campus and to place
psychological counsellors in these units to make it easier for students to cope with boredom at
university.
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For the researchers; it is seen that loneliness and life satisfaction, together with the need for fun and
power, have a 36% share in explaining boredom. With this result, approximately one-third of the
boredom is explained. For the remaining approximately two-thirds, studies with other variables that are
thought to predict boredom are needed.

This research was carried out on university students. It is also suggested that this study can be
carried out in individuals and samples in different age groups. Also, it seems that the need for
entertainment and power has an important effect on explaining boredom. By looking at which needs
affect boredom in different age groups, What kind of developmental differences these groups have can
be investigated.

The research includes quantitative observation findings obtained with scales to explain students'
boredom. In this regard, through a qualitative interview, student's boredom experiences can
beexamined. In particular, how do they cope with boredom and what are the situations that are
effective in individuals experiencing boredom can be examined. The boredom addressed in this study
emphasizes general boredom that students feel in every aspect of their lives.In this regard, it is thought
that an in-depth investigation of the boredom situation that students experience in certain areas of their
lives (school, family, work etc.) will contribute to the literature.

Limitations

This research is limited to students studying at the Faculty of Education, Faculty of Science, Faculty of
Letters, Faculty of Economics and Administrative Sciences of Mugla Sitki Kogman University in the 2017-
2018 academic year. Also, the basic needs to be used as independent variables in the research are
limited to the needs for survival, love and belonging, power, freedom and fun in William Glasser's
Choice Theory.The results of the research can be generalized only to the participants in the research and
those who have the same characteristics as these participants.The data obtained in the research are
limited to the qualities measured by the measurement tools.
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Tiirkge Siirimui

Giris

Bu kadar refah ve bolluk icinde, ayni zamanda hizla gelisen teknolojiye ragmen, can sikintisinin bircok
kisinin hayatinda, mutluluk ve zihinsel saglik icin bir engel olusturdugu vurgulanmaktadir (Bernstein,
1975). Can sikintisi, ihtiyaglarin karsilanamamasi (Newell, Harries ve Ayer, 2012), disardan gelen
uyaricilarin kisiyi harekete gecirmede yetersiz kalmasi (Pekrun, 1992), bireyin sahip oldugu becerilerinin,
ugrastig faaliyetin gerektirdigi becerilerinin Uzerinde olmasi (Nakamura ve Csikszentmihalyi, 2009)
durumunda ortaya c¢ikan yasamindaki durgunlugunu ifade eden negatif duygu durumu olarak
tanimlanmaktadir. Van Tilburg ve igou (2012) da can sikintisini kisinin hayatinda yer alan etkinliklerin bir
anlaminin olmamasi veya bireyin ilgisini cekmemesi olarak vurgulamaktadir. Dursun (2016) ise can
sikintisini, bir bosluk hissi, kestirilemeyen bir zaman duygusu ve umutsuz bir sekilde ¢evrenin uyarim
ihtiyacini karsilayacagini bekleme tutumu olarak agiklamaktadir. Alanyazinda bazi arastirmalar niifusun
% 18 ila 50' sinin can sikintisi problemi yasadigini ileri sirmektedir (Eastwood, Cavaliere, Fahlman ve
Eastwood, 2007). Amerikali yetiskinlerin % 30 ila % 90' inin ginlik hayatlarinin bir noktasinda can
sikintisi yasadigi bilinmektedir (Harris, 2000). 3, 867 Amerikali yetiskin lizerinde gergeklestirilen baska bir
¢alismada, katilimcilarin % 63’0 on glnlik sire boyunca en az bir kez can sikintisi yasadigini
belirtmislerdir. Ayrica can sikintisi en ¢ok genclerde, erkeklerde, bekarlarda ve sosyo-ekonomik olarak
distuk bireylerde gorilmektedir (Chin, Markey, Bhargava, Kassam ve Loewenstein, 2017). Martz,
Schulenberg, Patrick ve Kloska (2018)'nin ergenler Uzerinde yaptigl calismada ise 21.173 6grencinin %
20'sinin can sikintisi yasadigi belirtiimektedir. Genel olarak oranlara baktigimiz da niifusun % 50’sinin can
sikintisiyla karsilastig dikkat cekmektedir.

Can sikintisi Universite 6grencilerinde de sikga yasanan bir durumdur. Sharp, Sharp ve Young (2020)
'a gore sasirtici bir sekilde, lisans 6grencileri liniversitede sikilmaktadir. Bunun sebebi olarak, istenilen bir
yerde egitim vermek igin bir yer saglamadaki basarisina ragmen, Universiteler her 6grenciyi aktif olarak
mesgul etmek icin gereken kisisel, sosyal ve entelektiiel uyarimi her zaman saglayamamaktadir. Pekrun,
Goetz, Daniels, Stupnisky ve Perry'e gore can sikintisi (2010) okuldaki 6grenciler tarafindan sikca
karsilasilan dokuz akademik duygu arasinda yer almaktadir. Sharp ve digerleri (2020) metaanaliz
calismasinda Universite o6grencilerinin Universitede olmakla ilgili ginlik rutin ve davranislari asiri
derecede monoton bulduklarini bildirmektedir. Pekrun (2006), duygularin 6grencilerin ilgi, katihm, basari
ve kisilik gelisiminin yani sira egitim kurumlarindaki sosyal iklimi de etkileyebilecegini, duygularin
psikolojik saglik ve refahin merkezinde yer aldigini, bu durumun da egitim alaninda 6nemli sonuglari
olacagini vurgulamaktadir. Arastirmalar gostermektedir ki, bireylerin yasamis olduklari can sikintisi
durumu onlarin motivasyonunda ve 6grenmelerinde olumsuz etkilere neden olmaktadir. Pekrun, Hall,
Goetz ve Perry (2014), 323 lisans 6grencisinden % 42' sinin can sikintisi yasadigini ve bunun sonucunda
akademik performansta dists, motivosyanlarinda azalma gibi olumsuz deneyimler yasadigini ortaya
koymustur.), Can sikintisindan kaynakl okul terklerinin artmaktadir (Wegner, Flisher, Chikobvu, Lombard
ve King, 2008). Demirkasimoglu (2017) 270 oOgrenciden vyarisindan fazlasinin bazi dersleri sikic
buldugunu raporlamistir. Can sikintisinin 6grenme Uzerindeki etkisi dikkate alindiginda arastirilmasi ve
ogrencilerin ihtiyacglarina cevap verilmesi 6nemli hale gelmektedir. Bu galismada arastirma érneklemini
Universite Ogrencileri olusturmaktadir. Toplumun gelecegi icin degerli olan bu kesimin mutlulugu,
yasamlarindan, yaptiklari islerden, icinde bulunduklari durumdan zevk almasi biylk ©6nem arz
etmektedir.

Alan yazinda 6grencilerde bilissel, duygusal ve davranissal olarak ortaya ¢ikan problemlerin nedenleri
icerisinde de can sikintisi géze carpmaktadir. Ornegin; (iniversite &grencileri (izerinde yapilan
calismalarda genclerin sigara ve alkol kullanmaya baslama nedenleri arasinda "can sikintisi" yer
almaktadir (Kara ve Ayverdi, 2018; Vatan, Ocakoglu ve irgil, 2009). Diger taraftan can sikintisinin
ogrencilerin heyecan arama ve risk alma davranislarini (hizli araba siirme) arttirdigi bilinmektedir
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(Dahlen, Martin, Ragan ve Kuhlman, 2004). Can sikintisinin &grencilerin bir gérevi surdirmek igin
ulagsmasi gereken bilissel kaynaklarini engelledigi vurgulanmaktadir. Bu bakimdan can sikintisi yiksek
olan 6grenciler, daha fazla dikkatsizlik sorunuyla karsilasmaktadir (Pekrun ve digerleri, 2010). Ayrica can
sikintisinin 6grencilerin yabancilasmalarini arttirdigini ve giriskenliklerini azalttigi belirtiimektedir (Tolor,
1989). Can sikintisindan dolayi 6grencilerin problemli telefon kullanmalari siddetli bir sekilde artmaktadir
(Wolniewicz, Rozgonjuk ve Elhai, 2019).

Ayrica, can sikintisi asiri yeme (Abramson ve Stinson, 1977), patolojik kumar (Blaszczynski,
McConoghy ve Frankova, 1990) ve madde bagimliligina etki eden bir faktordiir (Iso-Ahola ve Crowley,
1991). Diger taraftan, yasam amaglarinda azalma (Melton ve Schulenberg, 2007), teknoloji bagimliligi
(Lin, Lin ve Wu, 2009; Rahmani ve Lavasani, 2011;), is yerinde kotii performans (Perkins ve Hill, 1985) ve
is doyumunda azalma O'Hanlon,1981) can sikintisinin neden oldugu olumsuz sonuglar arasinda
sayllabilmektedir. Ayni zamanda daha diisiik yasam doyumu ile de iliskilidir (Farmer ve Sundberg, 1986)
ve can sikintisi ceken bireyler, can sikintisi gekmeyenlere gére hayatta anlam bulmakta zorlanmaktadirlar
(Van Tilburg ve lIgou, 2011). Ayrica can sikintisi bireylerde diisik 6z kontrol ve dizensizlik hali
yaratmaktadir. Can sikintisinin bireylerin intihar girisimlerini yordadigi, riskli davranislarindan dolayi
6luime bile yol actigi arastirma sonuglari arasindadir (Ben-zeev, Young ve Depp, 2012; Ertlizln, Uyaroglu,
Demirel ve Kocak, 2016).Diger taraftan Yaman ve Peker (2012)'e gore siber zorbaligin nedenleri arasinda
can sikintisi yer almaktadir. Tanrikulu ve Erdur-Baker (2019)'in Universite 6grencileri Gzerinde yaptigi
calismada da 6grencilerin eglence ihtiyaclarindan dolayi siber zorbalik yaptiklari bulunmustur. Diger
yandan ginimizin en biylk problemlerinden biri olan problemli telefon ve internet kullaniminin en
o6nemli nedenlerinden biri can sikintisi olarak gorilmektedir (Siyez, 2014). Dolayisiyla can sikintisi
probleminin bireyler tzerindeki bu sonuglari dikkate alindiginda, arastirilmasi gereken konulardan biri
oldugu dusiiniilmektedir. Ozellikle yasamin her alaninda, iste, okulda, evde, sokakta, can sikintisi
problemiyle karsilasiimasi dikkat cekmektedir.

Can sikintisi karmasik bir olgudur ve hem (zlintli, depresyon, hem de yorgunluk hissi gibi dislik
uyarilma duygularinin yani sira hayal kirikhgi, gerginlik, anksiyete ve huzursuzluk gibi yliksek uyariima
duygularini da beraberinde getirmektedir (Harasymchuk ve Fehr 2010; Lee ve Zelman, 2019). Bu
nedenle, can sikintisi ve bununla baglantil bilissel ve duygusal bilesenleri anlamak, psikolojik iyi olus i¢in
can sikintisinin sonuglariyla basa ¢ikmada bir firsat sunmaktadir (isacescu, Struk ve Danckert, 2017).
Diger taraftan can sikintisi olgusunun ruh saghgi alaninda ¢ahsan ilgili kisiler icin ¢calismalarina da katki
saglayacagi disinilmektedir. Can sikintisindan kaynakli terapétik iliskinin etkilenebilecegi ve danisan ile
danisman arasindaki iliskinin bozulabilecegi, bu nedenle can sikintisinin dikkate alinmasi gerektigi
vurgulanmaktadir (Barnett ve Klitzing, 2006; Dursun, 2016). Dolayisiyla Universite 6grencilerinin can
sikintisi deneyimleri ile baglantili faktorlerin belirlenmesi, yapilacak psikolojik danisma g¢alismalari igin yol
gosterici ve hedefler ile alinacak onlemlerin belirlenmesi konusunda yardimci olabilecegi
distintilmektedir.

Can sikintisinin olugmasinda etkili oldugu dusuinilen ilk degisken temel ihtiyaglardir. Diger bir deyisle,
ihtiyaclarini doyuramayan, karsilayamayan bireylerin psikolojik problemlerle karsilagsacagi ve bu
problemlerden birinin de can sikintisi oldugu dislinilmektedir. Segim Kurami' na gére bu ihtiyaglar,
hayatta kalma, sevgi ve ait olma, giic, 6zgiirliik ve eglence ihtiyaglaridir. insanlar kendilerini iyi hissetmek
icin davranmakta, kendilerini koti hissettirecek davranislardan kaginmaktadirlar. Se¢im Kurami' na gore
bireyin mutlu olma ve iyi hissetme duygusuna sahip olabilmesi icin ihtiyaglarin doyurulmasi
gerekmektedir. Bu ihtiyaglar doyuruldugu takdirde, bireyler faaliyetlerinden zevk almakta, hayatlarinin
anlamsizligindan uzaklagsmakta, cevreleriyle daha doyurucu bir iliski icine girmektedir (Glasser, 2013).
Kara ve Ozdedeoglu (2017)' na goére bireylerin sikilmalarina sebep olan sey, etkinliklerin bireyin
ihtiyaglarini karsilayamamasi ve bundan dolayi disik uyarilma yasanmaktadir. Leymann(1996) da can
sikintisinin bireylerin eglence ve zevk ihtiyaglarinin giderilmemesinden kaynaklandigini vurgulamaktadir..

Can sikintisinin yasanmasinda etkili oldugu dislintlen diger bir durum ise bireylerin yalnizigidir.
Deresiewicz (2009), can sikintisi ve yalnizligin i¢ ice gecmis cok yakin iki duygu oldugunu iddia
etmektedir. Ona gore cevreden gelen uyaricilar azaldiginda bu iki duygu ortaya cikmaktadir. Weiss
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(1973) yalmizligr kisinin ihtiya¢ duydugu sosyal iliskilerin olmamasi ya da degisik sosyal iliskileri
bulunmasina ragmen, bu iliskilerde yakinligin, igtenligin ve duygusalligin bulunmamasi durumu olarak
tanimlamakta, ayni zaman da ilgi ve etkinlikleri paylasacagl arkadas eksikligi hissetmesi olarak
actklamaktadir. Rook (1984) da istenilen faaliyetler ve duygusal baglilik icin uygun bir partner olmadigi
zamanlarda hissedilen olumsuz bir duygu durumu olarak tanimlamistir. Rubinstein, Shaver ve Peplau
(1979), yalniz bir bireyin, can sikintisi, depresyon, kendini kabul etmeme gibi durumlarla karsilastigini
vurgulamaktadir. Yalniz olan kisi kendini dis diinyaya kapatmakta, bir nevi topluma yabancilasmakta ve
bu kisinin sosyal iliskilerinden doyum almasi beklenmemektedir (Eastwood, Frischen, Fenske ve Smilek,
2012; Peplau ve Perlman, 1982). Bu durumda tatminsizligin birlesimi olan can sikintisiyla karsi karsiya
kalmaktadirlar.

Csikszenmihalyi (1990)' e gore baskalariyla birlikte olup olmamamiz hayatimizin kalitesinde rol
oynamaktadir. O, bireylerin can sikintisi problemiyle karsilasmalarini, tek basina kaldiklarinda yapacak
herhangi bir sey bulamamalarinin etkisi oldugunu disinmektedir. Bireylerin, yasamlarindaki en koti
zamanlarinin yalnizken gecirilen zaman oldugu sdéylenmektedir. Ozellikle, aktivitelerin baskalariyla
gergeklestirilmesi, bireylere daha fazla doyum saglamaktadir. Csikszentmihalyi (1990)' e eger bireyin
etrafinda birileri varsa gore yapilan eylem sikici olsa bile yine de keyifli bir hal alabilmektedir.

Can sikintisiyla iligkili oldugu dusiinilen son degisken yasam doyumudur. Yasam doyumu insanin en
temel arayislarindan biridir ve bireyin aile, gelir, is sahibi olmasi faktérlerinden etkilenmektedir (Suldo ve
Huebner, 2006). Kisinin yasam doyumuna ginlik faaliyetlerinin etkisinin oldugu da distnilmektedir
(Kapikiran ve Yagci, 2012). Bireyin bu faaliyetlerini sosyal iliskileri, aliskanliklari ve aktiviteleri
olusturmaktadir. Sosyal iliskileri iyi olan, kendine deger veren, aktiviteleri (izerinde yogunlasan bireylerin
yasam doyumlari da yiksek olmaktadir (Acar-Arasan, 2010). Bireyin sosyal iliskileri zayifsa, cevresinde
hep ayni kisiler varsa, aktivitelerinde cesitlilik yoksa hayati monoton bir hal almaya baslamakta, bu
acidan yasamini degerlendiren bireyin yasam doyumunda azalma gorilebilmektedir. Mutlu olmak igin
bireyin hedefleri ve bu hedeflere ne dlclide erisebildigi arasindaki uyum veya uyumsuzlugun belirleyici
bir etken oldugu ortaya konulmustur (Rask, Kurki ve Laippala, 2002).

Yukaridaki agiklamalardan hareketle, bu calismanin genel amaci; Universite 6grencilerinde temel
ihtiyaclar, yalnizlik ve yasam doyumunun, can sikintisini yordamadaki roliinl incelemektir. Ayrica,
Ogrencilerin can sikintisi dizeylerinin cinsiyete gore anlamli bir farklilasma gosterip gostermediginin
incelenmesi de arastirmanin diger bir amacini olusturmaktadir. Arastirmanin bu amaglari dogrultusunda
asagidaki sorulara cevap aranacaktir.

1. Ogrencilerin can sikintisi diizeyleri cinsiyete gére anlamli bir sekilde farklilasmakta midir?

2. Temel ihtiyaglar (hayatta kalma, sevgi-ait olma, gii¢, 6zgirlik ve eglence ihtiyaclari), yalnizlik ve
yasam doyumu ile can sikintisi arasinda anlamli bir iliski var midir?

3. Temel ihtiyaclar (hayatta kalma, sevgi-ait olma, gii¢, 6zglrlik ve eglence ihtiyaglari), yalnizlik ve
yasam doyumu, can sikintisini anlamli bir sekilde yordamakta midir?

Yontem
Arastirmanin Modeli

Arastirma, lniversite 6grencilerinin can sikintilarini temel ihtiyaglar, yalnizlik ve yasam doyumu
acisindan inceleyen iliskisel tarama modeli niteligindedir.

Katilimcilar

Arastirmanin calisma grubunu Mugla Sitki Kocman Universitesi'nin 2017-2018 Egitim Ogretim yilinda
Egitim, Fen, Edebiyat ve Iiktisadi ve idari Bilimler Fakiiltelerinde okuyan iniversite 6grencileri
olusturmaktadir. Calismada toplam 613 6grenci katilmistir. Katilimcilara kolay ulasilabilen 6rnekleme
yontemiyle ulasilmistir. Katimcilarin cinsiyet, sinif diizeyi ve fakiiltelerine gore dagilimlari Tablo 1'de
gosterilmektedir.
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Tablo 1.
Calisma Grubunun Demografik Ozellikleri
f %
Cinsiyet Erkek 220 35.9
Kadin 393 64.1
Birinci Sinif 113 18.4
ikinci Sinif 129 21
Sinif diizeyi Ugiincii Sinif 225 36.7
Doérdunci Sinif 133 31.1
Belirtmeyen 13 2.1
Egitim 267 43.6
Fen 88 14.4
Fakulte Edebiyat 135 22
iiBF 120 19.6
Belirtmeyen 3 0.4

Kullanilan Veri Toplama Araglari

Can Sikintisi Yatkinhk Olgegi Kisa Formu (CSYO-KF): Bu arastirmada 6grencilerin can sikintisini
egilimlerini 6lcmek amaciyla Dursun ve Tezer (2013) tarafindan uyarlanmis olan CSYO-KF kullanilmistir.
Olgek 7'li likert seklindedir. Olgek, igsel uyarim alt 6lgegi 6 madde, digsal uyarim 6lgegi 6 madde olmak
lizere toplam 12 madde ve iki alt dlgekten olusmaktadir. Olcegin gegerlik calismasinda dogrulayici faktdr
analizi yapilmistir. Analiz sonucunda 6lgegin orjinal haliyle iyi uyum gosterdigi gorilmastir [x2 (53) =
59.985, p> .05; x 2 /df=1.132; GFI = 0.94; CFI = 0.94; RMSEA = .030]. Bu ¢alismada 6lgegin toplam puani
kullanilmistir. Olgek icin elde edilen giivenirlik katsayisi .69 bulunmustur.

CSYO-KF’ nun orjinal hali Farmer ve Sundberg (1986) tarafindan 28 madde, tek boyutlu olarak, dogru-
yanlis formatinda gelistirilmistir. Olgegin hassashgini arttirmak icin 6lgek 7' li likert seklinde degistirilerek
5 alt boyutlu olarak Vodanovich and Kass (1990) tarafindan revize edilmistir. Vodanovich, Wallace and
Kass (2005) ise dlcegi 28 madde lizerinden tekrar revize ederek 12 maddelik CSYO-KF’ nu énermislerdir.

Universite Ogrencileri Temel ihtiyaclar Olgegi (UOTIO) : Bu calismada iiniversite 6grencilerinin temel
ihtiyaclarini dlgmek icin Tiirkdogan ve Duru (2012)'nun gelistirmis oldugu UOTIO’nin kisa formu
kullanilmistir. UOTIO yedili likert tipi (1= Hig katilmiyorum, 7=tamamen katiliyorum) 6zellige sahip olup,
19 maddeden ve 5 faktorden olusmaktadir. Bu faktorler, dlgegin 33 maddelik formunda oldugu gibi
hayatta kalma, sevgi ve ait olma, giig, dzgiirliik, eglence ihtiyacidir. Olgekten alinan puan artmasi, ihtiyag
doyumlarinin yiiksek oldugunu gostermektedir (Tirkdogan ve Duru, 2017). Olgek iizerinde yapilan
dogrulayici faktér analizi sonuglari 6lgegin iyi uyum degerlerine sahip oldugunu géstermektedir [x?/df =
3.36; GFl = .96, AGFI = .94, CFl= .96, RMSEA = .045, SRMR = .034] (Turkdogan ve Duru, 2017). Bu
calismada Tum o6lcgek icin elde edilen glivenirlik katsayisi, .86'dir. Hayatta kalma ihtiyaci alt boyutu igin
elde edilen glivenirlik katsayisi.78, gii¢ ihtiyaci alt boyutunda elde edilen glivenirlik katsayisi, .83, eglence
ihtiyaci alt boyutunda elde edilen glivenirlik katsayisi .79, sevgi ve ait olma alt boyutunda elde edilen
givenirlik katsayisi .89 iken 6zgurlik ihtiyaci alt boyutunda elde edilen givenirlik katsayisi .81'dir. Ayrica
calismada, 6lgekten alinan toplam puanla birlikte alt boyutlardan elde edilen puanlar da kullanilmistir.

UCLA Yalnizlik Olgegi Kisa Formu: UCLA Yalnizlik Olgegi Russell, Peplau ve Ferguson (1978)tarafindan
gelistirilmis, Rusell, Peplau ve Cutrona (1980) tarafindan gbdzden gecirilmis ve yarisi olumlu yarisi
olumsuz olmak (izere 20 maddelik olarak yeniden diizenlenmistir. Bu ¢alismada Dogan, Cotok ve Goget-
Tekin (2011) tarafindan revize edilmis kisa formu kullanilmistir. Olgcek, dortli Likert tipi derecenlendirme
seklinde yanitlanmaktadir. Olcegin gecerlik giivenirlik calismasi 553 (iniversite 6grencisi Uzerinde
gerceklestirilmistir. Olgek lzerinde yapilan agimlayici faktdr analizi sonucunda tek boyutlu 8 maddelik
toplam varyansin % 36.69’unu aciklayan bir yapi elde edilmistir. Olcek {izerinde yapilan dogrulayici faktdr
analizi sonuglari 6lcegin iyi uyum degerlerine sahip oldugunu géstermektedir [x?/df = 3.11; GFI=0.97,
NFI=0.92, CFI=0.94, IFI=0.94, AGFI=0.94, RMSEA=0.066] (Dogan ve digerleri, 2011). Bu ¢alismada 06lgegin
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Cronbach alfa i¢-tutarlilik giivenirlik katsayisi hesaplanmistir. Olgek icin elde edilen i¢-tutarlik giivenirlik
katsayisi, .81'dir. Olgekten alinan yiiksek puan yalnizhigin yiiksek oldugunu bildirmektedir.

Yasam doyumu &lgegi (YDO): Bu calismada katilimcilarin yasam doyumlarini 8lgmek amaciyla Diener,
Emmons, Larsen ve Griffin (1985) tarafindan gelistirilen, Yetim (1991) tarafindan gecerlik ve giivenirlik
calismasi yapilan YDO kullanilmistir. YDO ‘kesinlikle katilmiyorum’ (1) ile ‘kesinlikle katiliyorum’ (7)
arasinda degisen 7’li likert tipi derecelendirme kullanilarak bireylerin belirtilen durumun kendilerine ne
kadar dogru oldugunu isaretlemesiyle &lgiilen bir dlcektir. Olgekten alinabilecek en diisiik puan 5, en
yiiksek puan ise 35'tir. Olcekten alinacak yiiksek puanlar yasam doyumunun yiiksek oldugunu
gostermektedir. Bu ¢alismada ise dlgegin Cronbach alfa i¢-tutarlk katsayisi .82 bulunmustur.

Kisisel bilgi Formu: Arastirmaci tarafindan, katilimcilarin demografik bilgilerine erisebilmek igin
"Kisisel Bilgi Formu" hazirlanmistir Bu formda arastirmaya katilan kisinin cinsiyeti, yasi, 6grenim gordigi
fakiltesi, 6grenim gérdugi bolimi ve sinifiile ilgili sorulara yer verilmistir.

islem

Verilerin toplanmasi islemi 2017-2018 Egitim-Ogretim yilinin bahar déneminde gerceklestirilmistir.
Arastirmanin gerceklestirilebilmesi icin Mugla Sitki Kogman Universitesi Etik Kurulu'ndan gerekli izinler
alinmis olup, etik kurul izninden sonra veriler belirlenen fakiltelerdeki bolimlere gidilerek, ders
sorumlusunun izni ¢ergevesinde uygun ders saatinde toplanmistir. Veriler katimcilardan gonuallilik
esasina dayali olarak elde edilmistir. Verilerin toplanmasindan 6nce katilimcilara arastirma hakkinda bilgi
verilmis, verilerin toplanmasi yaklasik 15 dakika stirmustiir.

Veri Analizi

Arastirmada verilerin analizine gegmeden betimsel istatistikler incelenmistir. Ayrica arastirmadaki
degiskenlerin normal dagildigi gorilmektedir. Degiskenlerin normallik kontroli garpiklik ve basiklik
katsayilarina ve aritmetik ortalama ile medyan degerlerine bakilarak yapilmistir. Tablo 2’de degiskenlerin
normal dagimlarini gosteren aritmetik ortalama, medyan, carpiklik ve basiklik katsayr degerleri
gosterilmektedir. Can sikintisinin cinsiyete gore farklilasip farklilasmadigini analiz etmek icin bagimsiz
orneklemler igin t testi kullanilmistir. Arastirmanin bagimsiz degiskenleri olan temel ihtiyaclar, yalnizlik
ve yasam doyumu ile bagimli degiskeni olan can sikintisi arasindaki iliskileri analiz etmek icin Pearson
Korelasyon Katsayilarina bakilmistir. Arastirmanin bir problemi olan temel ihtiyaglar, yalnizlik ve yasam
doyumunun 6grencilerin can sikintisini ne derece yordadigini test etmek icin Coklu Dogrusal Regresyon
Analizi enter yontemi kullanilmistir. Analizler bilgisayarda SPSS 23 paket programi kullanilarak
gerceklestirilmistir.

Tablo 2.

Degiskenlerin Aritmetik Ortalama, Medyan, Carpiklik Ve Basiklik Katsayisi Degerleri
Degiskenler Mod Aritmetik Ortalama Medyan Carpikhk Basiklik
Can sikintisi 46,00 44,25 45,00 -.008 -.324
Hayatta kalma 22,00 18,25 19,00 -.325 -.361
Sevgive aitolma 21,00 16,88 18,00 -1.17 877
Giig 22,00 20,00 20,95 -.668 .386
Ozgiirliik 24,00 21,20 22,00 -.770 .690
Eglence 22,00 20,81 21,00 -.683 .529
Yalnizhk 8,00 13,17 12,00 747 .182
Yasam doyumu 21,00 20,55 21,00 -.188 420
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Sonuglar
Can Sikintisinin Cinsiyete Gore Farkhilasip Farklilagmadigina Dair Bulgular

Tablo 3 incelendiginde cinsiyet degiskeni agisindan erkek 6grencilerin can sikintisi puani ortalamalari
x= 45.16 iken kadin 6grencilerin can sikintisi puan ortalamalari ise X = 43.75 olarak hesaplanmistir. Puan
ortalamalari arasinda anlamli bir farklilasmanin olup olmadigini saptamak amaciyla t testi uygulanmistir.
Analiz sonucuna gore cinsiyet degiskeni agisindan can sikintisi puani ortalamalari arasinda anlamli bir
farklilasma bulunmustur (t= -2.19, p<.05). Bu sonuca goére erkek ogrencilerin can sikintisi kadin
ogrencilerin can sikintisindan anlamh derecede yiiksek oldugu goriilmektedir.

Tablo 3.

Ogrencilerin Cinsiyete Gére Can Sikintisi Diizeylerine lliskin T-testi Sonuglari

Degisken Cinsiyet N X Ss df t P
Kadin 393 43.75 7.66

Can Sikintisi 611 -2.19 .02

Erkek 220 45.16 7.66

"p<.01, p<.05

Can Sikintisi ile Temel ihtiyaglar, Yalnizlik ve Yasam Doyumu Arasinda Anlamh Bir iliski Olup
Olmadigina Dair Bulgular

Arastirmada, temel ihtiyaglar, yalnizlik ve yasam doyumunun can sikintisi Gizerindeki yordama giiciinii
ortaya koymak i¢in standart coklu regresyon analizi kullanilmistir. Verilerin standart ¢oklu dogrusal
regresyon analizi sayithlarini karsilayip karsilamadigina iliskin olarak degiskenler arasi korelasyon
degerleri Tablo 4’te verilmistir.

Tablo 4.
Can Sikintist ile Temel ihtiyaclar, Yalnizlik ve Yasam Doyumu Arasindaki iliskinin Pearson Momentler
Carpimi Korelasyon Analizi Sonuglari

Degiskenler 1. 2. 3. 4. 5. 6. 7. 8. 9.

1. Can Sikintisi 1

2. Temel ihtiyaglar -51" 1

3. Yalnizlik 377 -4 1

4. Yasam Doyumu 45" 52" -37" 1

5. Hayatta Kalma -147 527 -os 237 1

6. Sevgi-Ait Olma 2297 61T -a7T 277 a4 1

7. Giig -46° 66 -257 41T a3” 257 1

8. Ozgiirliik -347 747 260 427 200 327 397 1

9. Eglence -477 777 377 40" a77 397 427 577 1
" p<.01

Yapilan analiz sonucuna gore, can sikintisinin, eglence ihtiyaci (r= -.47, p<.01) ve gii¢ ihtiyaci (r= -.46,
p<.01) ile arasinda yliksek diizeyde negatif anlaml bir iliski bulunmustur. Diger yandan 6zgurlik (r= -.34,
p<.01) ve sevgi ve ait olma ihtiyaglari (r=-.29, p<.01) ile orta diizeyde negatif anlamli bir iliskinin oldugu
gorulmektedir. Son olarak, hayatta kalma ihtiyaci (r=-.14, p<.01) ile dusiik diizeyde negatif anlamh bir
iliski bulunmaktadir.

Tablo 4' e bakildiginda arastirmada can sikintisi ile iliskisi oldugu dislintlen diger degiskenler yalnizlik
ve yasam doyumudur. Analiz sonucunda can sikintisi ile yalnizlik arasinda pozitif yonde anlamli bir iligki
bulunmustur (r= .37, p<.01). Diger yandan analizi onucunda can sikintisi ile yasam doyumu arasinda
negatif yonde anlamh bir iliski saptanmistir (r= -.45, p<.01). Ayrica degiskenler arasindaki ikili
korelasyonlar incelendiginde, degiskenler arasinda ¢oklu baglanti sorunu olmadigi gorilmektedir.
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Temel ihtiyaglar, Yalnizlik ve Yasam Doyumunun Birlikte Can Sikintisini Yordamasina iliskin Goklu
Dogrusal Regresyon Analizi Bulgular

Coklu Dogrusal Regresyon Analizi sonucunda, temel ihtiyaglar, yalnizlik ve yasam doyumu can
sikintisini anlamli bir sekilde (R= 0.605, R2= 0.367) yordamaktadir F(7-605)=50.009, p<.01). S6z konusu
yedi degisken, birlikte, can sikintisindaki degisimin % 36.6' sini agiklamaktadir. Regresyon katsayilarinin
anlamlhilik testleri gbz 6nine alindiginda, yordayici degiskenlerden sadece eglence ihtiyaci, gilg ihtiyaci,
yalnizlik ve yasam doyumu degiskenlerinin can sikintisi lizerinde anlamli yordayici oldugu goriilmektedir.
Bu degiskenlerden, can sikintisini anlamli olarak yordamada eglence ihtiyacinin en yiiksek glice sahip
oldugu (B = -.24), ardindan gii¢ ihtiyacinin (B = -.24) geldigi gorilmektedir, sonrasinda sirasi ile yagam
doyumu (B = -.19) ve yalnizlik (B = .15) yer almaktadir. Tablo 5’e bakildiginda hayatta kalma, sevgi ve ait
olma ile 6zgiirlik ihtiyaglarinin can sikintisinin anlamli yordayicilari olmadigi gérilmektedir.

Tablo 5.
Temel ihtiyaclar, Yalnizlik Ve Yasam Doyumunun Can Sikintisini Yordamasina iliskin Coklu Dogrusal
Regresyon Analizi Sonuglari

Degiskenler B Standart B t p ikili r Kismi r
Hata B

Can Sikintisi 61.995 2.343 26.462

Hayatta Kalma -.025 .050 -.017 -.505 .61 -.142 -.021

Sevgi ve Ait Olma -.034 .069 -.019 -.489 .65 -.289 -.020

Gug¢ -.391 .061 -.239 -6.369 .00 -.457 -.251

Ozgirlik .030 .070 .018 435 .66 -.343 -.018

Eglence -.395 .070 -.241 -5.612 .00 -474 -.222

Yalnizlik 273 .072 147 3.780 .00 373 .152

Yasam Doyumu -.238 .048 -.195 -4.962 .00° -.445 -.198

R=0.605 R’=0.367

F(7-605)=50'009 p= 0.00

£3 p<0

Tartisma ve Sonug

Universite dgrencilerinde temel ihtiyaglar, yalnizlik ve yasam doyumunun, can sikintisini yordamadaki
roliniin ve Ogrencilerin can sikintisi dlzeylerinin cinsiyete goére anlamli bir farklilasma gosterip
gostermediginin incelenmesi amaciyla bu calisma gergeklestirilmistir. Bu amacgla gerceklestirilen
¢alismanin bulgularina bakildiginda erkek 6grencilerinin can sikintisi diizeyleri kadinlarinkinden yuksek
bulunmustur. Diger taraftan temel ihtiyaglar, yalnizlik ve yasam doyumu can sikintisini anlaml bir sekilde
yordamaktadir. Elde edilen bu bulgular sirasiyla asagida tartisiimistir.

Arastirmanin ilk bulgusunda erkek o6grencilerin can sikintisi dizeylerinin, kadin 6grencilerin can
sikintisi diizeylerinden anlamli sekilde yliksek oldugu gorilmektedir. Arastirmada yordayan degiskenlerin
cinsiyete gore farklihk gosterip gostermedigi incelenmemistir. Bunun sebebi olarak yordayan
degiskenlerin cinsiyet acisindan ¢ok fazla incelenmis olmasi ve ¢alismanin amacinin disina gikarabilecegi
distntlmektedir, ¢linkl bu ¢alismada amag yordayici degisken olan can sikintisi kavramini ele almaktir.

Alanyazinda erkeklerin can sikintisina daha fazla yatkin oldugunu goésteren galismalar (Harris, 2000;
Tolor, 1989; Vodanovich ve Kass, 1990) olmasina karsin kadinlarin erkeklerden daha fazla yatkin
oldugunu gosteren calismalarda bulunmaktadir (Seib ve Vodanovich, 1998). Diger yandan Newell, ve
digerleri (2012) calismalarinda, erkek ve kadin katilimcilarin ortalama can sikintisi puanlarinda bir fark
olmadigini bildirmektedirler. Dolayisiyla, can sikintisinin hem erkekler de hem de kadinlarda
gorilebilecegi sdylenebilmektedir. Ayrica, can sikintisinin erkeklerde daha yogun goruldigiini ortaya
koyan galismalarin sayica fazla oldugu dikkat cekmektedir.
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Erkeklerde can sikintisinin kadinlara gére daha yiiksek olmasinda, kiiltiirel etmelerin etkili oldugu
diisiiniilmektedir. Ornegin; bircok kiiltiirde erkeklerin, dzellikle ergen ve geng yetiskin olanlarin, daha
aktif, girisimci, motivasyonu yiksek olmasi beklenmektedir. Bu yilzden, erkekler toplum tarafindan
kendinden beklenen davranislari sergileme zorunlulugu hissettigi icin, herhangi sikici bir durumu
erkeklerin tolere etmesi beklenmemektedir. Bir baska deyisle, erkekler sikici durumlar karsisinda
kadinlara gore daha az hassastirlar (Sunberg, Latkin, Farmer ve Saoud, 1991).

Vollmer (1984) ise erkeklerin kadinlara gore yeteneklerini gercekgi degerlendirmedigini, abartma
egiliminde oldugunu vurgulayarak, can sikintisindaki cinsiyet farkliligin erkeklerin bu 6zellig§inden
kaynaklanabilecegini savunmaktadir. Bir baska deyisle, erkeklerin yeteneklerini abartmasi, aktivitelerinin
onlari yeterli diizeyde zorlamadigi ve sikici oldugu dislincesine kapilmalarina neden olmaktadir (Sunberg
ve digerleri, 1991). Sunberg ve digerleri (1991), cinsiyet farkhliginda bireylerin atif stillerinin farkh
olmasini da vurgulamaktadir. Onlara gore erkekler icinde bulunduklari durumu "can sikintisi" olarak
ifade ederken, kadinlar "depresyon" olarak ifade edebilmektedir. Dolayisiyla, can sikintisi daha ¢ok dis
cevreyle, depresyon ise bireyle iliskilendirilmektedir.

Alan yazinda can sikintisi, bilissel agidan dikkat faktoriyle iliskilendirilmektedir. Sikilan bir birey
dikkatini gergeklestirmekte oldugu eyleme, ise veya aktiviteye odaklayamamaktadir. Boyle kisiler durum
yonelimli olarak adlandiriimaktadir, ¢linki gevrelerindeki durumsal olaylar onun harekete gegmesini
engellemektedir. Blunt ve Pychyl (1998)'in arastirmasinda durum yonelimliligin erkeklerde daha fazla
oldugu ve bunun can sikintisiyla iliskili oldugu gortlmektedir. Yapilan c¢alismalar can sikintisi ve
diirtiselligin yiiksek diizeyde iliskili oldugunu ortaya koymaktadir (Moynihan, igou ve van Tilburg, 2019;
Watt ve Vodanovich, 1992). Diger yandan dirtisellik cinsiyet bakimindan erkeklerin lehine yayginhk
gostermektedir (Cross, Copping ve Campbell, 2011). Bu durumlar erkeklerde sikilmanin daha sik
gorulmesini kanitlar niteliktedir.

Arastirmanin ikinci bulgusunda, bes temel ihtiyag ile birlikte, yalnizlik ve yasam doyumunun can
sikintisini yordamasina iliskin coklu dogrusal regresyon analizine gore, temel ihtiyaglar, yalnizlik ve yasam
doyumunun birlikte Gniversite 6grencilerinde can sikintisina iliskin gézlenen toplam varyansi acikladigi
gorulmektedir. Ayrica, eglence ihtiyaci, glg ihtiyaci, yalnizlik ve yasam doyumunun birlikte can sikintisini
anlamh bir sekilde yordadigi, hayatta kalma, sevgi ve ait olma, 6zgirlik ihtiyaglarinin can sikintisini
anlamli bir sekilde yordamadigi bulunmustur. Diger bir deyisle, eglence ihtiyaci, giic ihtiyaci, yalnizlik ve
yasam doyumu can sikintisinin anlamli yordayicilaridir.

Harris (2000)'e gore, sikilmak veya can sikintisi bireyi huzursuz eden bir durumdur ve bir eyleme
iliskin bireyin deger veya gidiulenme eksikligidir. Maslow'a gore giidilenmenin temelinde ihtiyaglar yer
almaktadir (Akbaba, 2006). insanlari harekete geciren seyin ihtiyaglarini doyurmak, ayni zamanda ihtiyac
eksikliginden kaynaklanan rahatsizliktan kurtulmak oldugu disinilmektedir. Diger yandan bireyi
harekete geciren ihtiyaclar dissal veya i¢sel olabilmektedir. i¢sel ihtiyaclari doyurmanin, dissal ihtiyaglari
doyurmaya gore birey igin daha anlaml oldugu ve bireyin motivasyonunu yiiksek tuttugu gérilmektedir
(Deci ve Ryan, 2000). Ozellikle arastirmamizda temel ihtiyaglardan olan hayatta kalma ihtiyacinin can
sikintisini anlamli olarak yordamamasinda hayatta kalmak igin gerekli olan ihtiyaglarin maddi ihtiyaglari
kapsadigi ve birey icin digsal bir motivasyon kaynagi oldugu dusiinilmektedir. Diger yandan, giig,
eglence, sevgi ve ait olma ve 6zglrlik ihtiyaglari birey icin sosyal ve duygusal ihtiyaclardir. Hayatta kalma
ihtiyaci bir yere kadar karsilandiktan sonra, diger ihtiyaclarin karsilanmasi birey icin daha 6nemli hale
gelmektedir, ¢linkli bu ihtiyaglar kisi icin i¢csel bir motivasyon kaynagi o6zelligi tasimaktadir. Glasser
(2013)"' e gore hayatta kalma glicli miicadele arzusunu beraberinde getirmektedir. Bireyler pes
etmeyerek, calisarak hayatta kalmaya calismaktadirlar. Bireyin fiziksel ihtiyacini ifade eden, hayattaki
temel gereksinimlerinin doyurulmasini vurgulayan bu ihtiyag karsilanmadiginda, kisinin hayatta daha da
miicadele icinde olacagl dusinilmektedir. Bu bakimdan hayatta kalma ihtiyacinin can sikintisini
beklendigi gibi yordamadigi dislintilmektedir.

Sevgi ve ait olma ihtiyaci da can sikintisini yordamamaktadir. Can sikintisi yasayan kisiler hayatlarini
siradan olarak algilamakta ve hayatlarinda hep ayni insanlarin oldugunu diisinmektedir. Bu kisiler farkli
insanlarla tanisma, yeni ortamlara girme ihtiyaci duymaktadir. Sevgi ve ait olma ihtiyaci ¢cevredeki diger
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kisilere kargi hissedilen baghhg ifade etmektedir. Birey bu ihtiyacini karsilayamazsa, yalnizlik
yasamaktadir (Glasser, 2010). Weis (1973), bu durumu bireyin giiven duyacagi yakinlklar kurmasi olarak
dile getirmektedir. Burada ortaya ¢ikan yalnizlik bireyin duygusal olarak hissettigi yalnizliktir ve bunun
bireyin i¢ diinyasina aci verdigi daslinilmektedir. Can sikintisi yasanmasina neden olan yalnizlk ise
sosyal bir olgudur.

Yapilan cgalismalar ve alan yazina bakildiginda 6zgurlik ihtiyacinin can sikintisinin 6nemli bir
yordayicisi  oldugu gorilmekte, fakat arastirmamizdan elde edilen sonug bu durumu
desteklememektedir. Deci ve Ryan (2000)' a gore bireylerin etkinliklerinde 6zgurltge ulasmalari olumlu
sonuglar dogurmakta, 6zgur olan birey, yiiksek performans géstermekte ve mutlu olmaktadir. Bireylerin
akis halindeyken can sikintisi yagsamadiklari, akig halinin bireylerin 6zglrlik ve 6zerklik gibi ihtiyaclarini
karsiladigi bilinmektedir. Ornegin; Sluea, Van Beek, Sarbescu, Virga ve Schaufeli(2015)' nin ¢alismasinda,
ozerklik ihtiyacinin can sikintisini yordadigl sonucu bulunmustur. Diger bir ifadeyle bireylerin 6zgurlik
ihtiyaclar karsilandikga, can sikintisi yasamamaktadirlar. Bu ifadelerden hareketle, analiz sonucunda
ozglrlik ihtiyacinin can sikintisi Gzerinde herhangi bir role sahip olmamasi sasirticidir. Dolayisiyla, bu
durumun, o6grencilerin verdikleri cevaplardan, Olceklerde yer alan sorulardan da kaynaklanabilecegi
diistintilmektedir.

Eglence ihtiyacinin karsilanmasinin, can sikintisina iliskin agiklanan toplam varyansa katkisinin anlamli
oldugu ve eglence ihtiyacinin can sikintisina iliskin gézlenen toplam varyansta en fazla orana sahip
oldugu goriulmektedir. Bireylerin yasamlarinda eglenceli aktiviteler, etkinlikler icinde bulunmalarinin,
yeni farkli seyler denemelerinin, can sikintisi yasamalarini engelledigi diistinilmektedir. Akis Kurami'nda
Csikszentmihalyi (2000), eglence ihtiyacini keyif kavramiyla agiklamaktadir. Ona gore eylemlerinden,
aktivitelerinden keyif alan biri akis halindedir ve iginde bulundugu durumdan sikilmamaktadir. Can
sikintisi icinde bireylerin yeniden uyarilmaya ihtiyaglari vardir. Bu bakimdan aktif, eglenceli aktiviteler bu
uyarilmayi saglamaktadir. Ozellikle macera gerektiren sporlar, bireylere akis hali yaratmaktadir. Macera
etkinliklerinde eglenceye ulasmis bireyler daha az sikilma yasamaktadirlar (Ayazlar, 2015). Ornegin; Hills
ve Argyle (1998) vyetiskinlerin bos zaman etkinliklerinin olumlu duygulanim (zerindeki etkisini
inceledikleri arastirmalarinda, 6grencilerin mutluluk algilarinin Gzerinde eglence ihtiyacinin 6nemli bir
etkisinin goriilmektedir. Ogrenciler, yasamda kendilerini eglendirebilen aktivitelere yeterince
yonelememeleri durumunda, yasamlarini giderek siradanlasan, farkli ve yeni yasantilardan uzaklasan bir
cercevede algilamaktadirlar.

Diger taraftan, gu¢ ihtiyacinin karsilanmasinin, can sikintisina iliskin agiklanan toplam varyansa
katkisinin anlamli oldugu goriilmektedir. Alan yazinda dogrudan gli¢ ihtiyacinin, can sikintisini
actkladigini gosteren calismalar oldugu gibi dolayl olarak da gli¢ ihtiyacinin karsilanamamasinin can
sikintisina yol actigini ortaya koyan calismalar bulunmaktadir. Ornegin; Sluea ve digerleri (2015)' in
calismasinda Oz Belirleme Kurami'nda yer alan ve Secim Kurami'nda gii¢ ihtiyaciyla esdeger gériilen
yeterlik ihtiyacinin can sikintisini anlamh bir sekilde yordadigi gériilmektedir. Csikszentmihalyi (1990) bu
durumu akis deneyimiyle agiklamaktadir. Ona goére akis halinde olmak, kisiye meydan okuyan, igsel bir
motivasyonla, sinirlari zorlayan bir ¢abayla bir seye ulasmak demektir. Bireyin akis halindeyken can
sikintisi  yasayacagl beklenmemektedir, ¢inkld akis halinde birey kendini gigli, degerli, mutlu
hissetmektedir. Binbasioglu ve Tuna (2014)' nin g¢alismasinda, 6grencilerin yarisindan fazlasi zorluk
gerektiren farkl aktivitelerle ugrasmanin kendilerinden beklenenden daha fazlasini yapmalarina imkan
sagladigini, doyum hissi yarattigini ve mutlu olduklarini bildirmektedir.

Yasam doyumunun, can sikintisina iliskin aciklanan toplam varyansa katkisinin anlamli oldugu ve can
sikintisina iliskin gézlenen toplam varyansta disiik de olsa 6nemli bir paya sahip oldugu gorilmektedir.
Alan yazinda yasam doyumu ile can sikintisi arasinda iliskinin oldugunu gosteren baska calismalar da
bulunmaktadir (Arrindell, Heesink ve Feij, 1998; Farmer ve Sundberg, 1986). Csikszentmihalyi (2000)’ ye
gore yasam doyumu ile akis yasantisi arasinda iki yonla bir iliski bulunmaktadir. Bireyin yasam doyumu
arttikca, akis deneyiminin devami da gelmektedir. Literatlirde bireylerin yasam doyumlari arttik¢a, can
sikintisi gibi negatif duygularin azaldigi, tam tersine pozitif duygularin arttigi goriilmektedir. Dogan ve
Eryilmaz (2012)' in yapmis oldugu calismada, yasam doyumu ile pozitif duygu arasinda pozitif anlaml bir
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iliski, negatif duygu arasinda, negatif anlamli bir iliski oldugu bulunmustur. Dlsiik yasam doyumuna
sahip bireylerin negatif ruh saghgina, depresif bir ruh haline ve kaygiya, hareketsiz bir yagsama sahip
oldugu arastirmalar tarafindan kanitlanmistir (Bao, Pan, Shi ve Ji, 2013; Strine, Chapman, Balluz,
Moriarty ve Mokdad, 2008). Diger yandan disiik yasam doyumuna sahip bireylerde, alkol kullanimi,
sigara kullanimi, yeme bozuklari gibi problemler goriilmektedir. Bu problemlerin bireylerin can sikintisini
tolere etmek igin basvurdugu yontemler oldugu da bilinmektedir.

Yalnizhigin, can sikintisina iliskin agiklanan toplam varyansa katkisinin anlamli oldugu bulunmustur.
Aragtirmalara bakildiginda yalnizligin sonuglari arasinda can sikintisini gérebilmekteyiz. Ornegin;
Galanaki (2008) arastirmasinda, ¢ocuklarin herhangi bir etkinligi icin arkadas bulamamasindan dolayi can
sikintisi yagadigini ortaya koymustur. Alan yazinda benzer sekilde, yapilan diger ¢alismalarda yalnizlik ile
can sikintisi arasinda pozitif yonli anlamli bir iliskinin oldugu gérilmektedir (Russel ve digerleri, 1978;
Farmer ve Sundberg, 1986). Russel, Cutrona, Rose ve Yurko (1984), sosyal yalnizhgin kisinin ortak
cikarlarini ve faaliyetlerini paylastigi sosyal iliskiler aginin olmayisindan kaynaklandigini ve bu durumun
can sikintisi ve amagsizlik duygularina yol actigini bildirmektedir. Cevresindeki insanlar sayesinde birey
farkh etkinliklere katilma, farkh bireyleri tanima firsati bulmaktadir. Gigli (2013)'e gore bireylerin bos
zamanlarini arkadaslariyla birlikte degerlendirmesi can sikintisini ortadan kaldirmakta, eglenme igin
zemin olusturmakta, sosyal ¢evresini genisletmektedir.

Csikszentmihalyi (1990), bireyin can sikintisindan kurtulmak igin aktivitede olmasini vurgulamaktadir.
Yapilan calismalarda bireylerin can sikintilarini azaltacak etkinliklere yoneldigi goriilmektedir. Bu
etkinliklerin bireylerin eglence ve glg ihtiyaglarini karsilayan, yalnizliklarini azaltan etkinlikler oldugu
dikkat c¢ekmektedir. Ornegin; macera igeren etkinliklerin, bireyleri hayatin monotonlugundan
uzaklastirdigi, onlarin becerilerini gelistirebilecegi, kendilerini zorlayabilecegi bir ortam yarattig! ifade
edilmektedir (Csikszentmihalyi, 2000). Diger taraftan, cevrimici oyunlarda gegirilen zamanin kisileri
eglendirdigi, sanal arkadasliklar olusmasina zemin hazirladigl, oyunlarda ulasilan hedefler ve gegilen
seviyelerin bireylere yeterlik hissi kazandirdigi goriilmektedir(Merhi, 2016; Wu ve Liu, 2007). Ayrica,
Kocak-Alan, Kabadayi ve Cavdar ( 2017)' in ¢alismasinda, oyunlarin vermis oldugu heyecan ve aksiyon
hissi ve digerleriyle iletisim halinde olmanin etkili oldugu gorilmektedir.

Sonug olarak bu arastirmayla birlikte, can sikintisi ile hayatta kalma, sevgi ve ait olma, gli¢, 6zgurlik
ve eglence ihtiyaglari arasinda anlamli negatif yonlu bir iliski, Yalnizlik ile can sikintisi arasinda anlamli
pozitif yonlu bir iliski, yasam doyumu ile can sikintisi arasinda anlamli negatif bir iliski bulunmustur. Bes
temel ihtiyag, yalnizlik ve yasam doyumunun birlikte can sikintisini yordamasina yénelik yapilan Coklu
Dogrusal Regresyon Analizinde, can sikintisini anlamli olarak en iyi yordayan degiskenlerin sirasiyla
eglence ihtiyaci, gli¢ ihtiyaci, yasam doyumu ve yalnizlik oldugu goérilmistir. Ayrica, hayatta kalma,
sevgi ve ait olma ve 6zgirlik ihtiyaclarinin can sikintisini anlamh bir sekilde yordamadigi sonucuna
ulasiimistir. Ogrencilerin can sikintisinin cinsiyet degiskeni agisindan anlamli bir sekilde farklilastigi,
erkeklerin can sikintisinin kadinlara gére anlamli olarak yiiksek oldugu bulunmustur.

Oneriler

Arastirmanin bu sonuglarina dayanarak uygulayicilara, arastirmacilara yonelik éneriler verilebilir.
Oncelikle, 6grencilerin can sikintilari Gizerinde eglence ve giic ihtiyaglari, yalnizlik ve yasam doyumlarinin
etkisinin dnemli bir bicimde 6ne c¢iktigi gérilmektedir. Bu bakimdan 6grencilerin yalnizlik ve yasam
doyumlarinin can sikintilarinin azaltilmasi yoniinde ele alinmasinin olumlu ruh saghgina sahip
olmalarinda etkili olacagi duslnlilmektedir. Ayrica, bireylerin karsilanmamis ihtiyaglarinin ortaya
cikarilmasi ve bu ihtiyaglarini nasil karsilamasi gerektigi konusunda danisana yardim edilmesi, bireyin can
sikintisiyla bas edebilmesine yardimci olacaktir.

Ogrencilerin bos zamanlardaki aktivitelerinin can sikintisini azaltmada etkisi oldugu gériilmektedir.
Bu bakimdan, bireylerin bos zamanlarinin degerlendirilmesi konusunda egitilmesi, 6zellikle ihtiyaglarina
uygun aktivitelerin secilmesinin can sikintisi (izerinde etkili olacagl distnilmektedir. Aktivitelerin,
bireylerin eglence ve gig ihtiyaclarini karsilayacak nitelikte olmasi, can sikintisi yasamalarini
engelleyebilecektir.
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Yalnizhgin can sikintisi Gzerindeki etkisi dusuntlduginde, 6grencilerin sosyallesebilecegi tesisler,
faaliyet alanlari olusturmak, bagkalariyla birlikte aktivitelerde bulunabilecegi, iletisime gecgebilecegi
alanlar olusturmak o©nemli gorilmektedir. Ayrica 6grencilerin yalnizhgina neden olan etkenler
incelenerek, iletisim becerilerini ve sosyal becerilerini gelistirebilecek psiko-egitim c¢alismalari
diizenlenebilir. Ders disi etkinliklerinin dizenlenerek, Ogrencilerin sosyallesmesinin saglanmasi,
aktiviteler diizenlenmesinin yararl olacagi disiiniilmektedir. Ogrencilerin yalnizliklarini giderebilecegi,
sosyallesebilecegi firsatlar taninmalidir. Bu bakimdan 6grencilerin yalniz kaldiklarinda, kendi ihtiyaglarina
uygun aktivitelere yoénelmesini saglamak, onlari can sikintisindan kurtaracagi ve daha saghkl
davraniglara yéneltecegi diisiiniilmektedir Ogrencilerin yasamlarinda pozitif etkiye sahip etkinliklerin
arttirlmasi ve bunlarin sirdirebilmesi konusunda imkan taninmasinin etkili olacagi dusinilmektedir.
Bireyin anlaml aktivitelere katiiminin saglanmasi Gergeklik Terapisi' nin 6nerdigi midahale
yontemlerinden biridir. Arastirma sonuglarindan hareketle, bireyin akis hali icinde bulunmasinin can
sikintisi yasamasini azaltacagi disiiniilmektedir. Ozellikle akis hali icin eglenceli ve bireyi zorlayan,
miicadele gerektiren aktivitelerin segilmesi 6nemli gorilmektedir. Can sikintisi yasayan bireyler icin bu
tip aktivitelerin diizenlenmesi ve bireylerin bu 6zellikteki faaliyetlere yénlendirilmesi 6nerilmektedir.

Universite yonetimlerinin kampiis igerisinde &grencilerin sosyallesebilecegi, eglenceli vakitler
gecirebilecegi tesisler, ilgilerine yonelik faaliyetler diizenlemek 6grencilerin can sikintisi yasamalarini
engelleyebilecegi distnilmektedir. Diger taratan Universite topluluklarinin aktif hale getirilmesi, bu
topluluklarin faaliyetlerini rahat bir sekilde gerceklestirebilmeleri icin finans ve mekan desteginin
verilmesi &nemli gorilmektedir. Ogrencilerin {niversite zamanlarinda can sikintisi durumuyla bas
edebilmelerini kolaylastirmak amaciyla kampus igerisinde psikolojik danisma merkezlerinin kurulup,
alanda uzman psikolojik danismanlarin bu birimlere yerlestirilmesi 6nerilmektedir.

Arastirmacilara yonelik olarak; temel ihtiyaclardan eglence ve gii¢ ihtiyaciyla birlikte yalnizlik ve
yasam doyumunun can sikintisini agiklamada % 36’lik bir paya sahip oldugu goriilmektedir. Bu sonugla
can sikintisinin yaklasik Ggte birlik bir kismi agiklanmaktadir. Geriye kalan yaklasik Ggte ikilik kisim igin
can sikintisini yordadigi diistintilen baska degiskenlerin oldugu dislinilmektedir.

Bu arastirma Universite 6grencileri tzerinde gerceklestirilmistir. Farkli yas grubundaki bireyler ve
orneklerde de bu calismanin gerceklestirilebilecegi 6nerilmektedir. Ayrica, eglence ve gii¢ ihtiyacinin can
sikintisini agiklamada 6nemli bir etkisinin oldugu goériilmektedir. Farkli yas gruplarinda da hangi
ihtiyaglarin can sikintisini etkiledigine bakilarak, gelisimsel olarak ne gibi farklilasmalar oldugu
arastinlabilir.

Arastirma, 6grencilerin can sikintisini agiklamasina yoénelik Olgeklerle elde edilen nicel gozlem
bulgularini icermektedir. Bu bakimdan nitel gorisme yoluyla, 6grencilerin can sikintisi deneyimleri
arastirabilir. Ozellikle can sikintisiyla nasil bas ettiklerine ve bireylerin can sikintisi yasamalarinda etkili
olan durumlarin neler olduguna bakilabilir. Bu calismada ele alinan can sikintisi, 6grencilerin
yasamlarinin her alaninda hissettigi genel bir can sikintisini vurgulamaktadir. Bu bakimdan 6grencilerin
yasamlarinin belli alanlarinda (okul, aile, is vb.) yasadiklari can sikintisi durumunun derinlemesine
arastirilmasinin alan yazina katki saglayacagi disliniilmektedir.
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“Mathematics Self-efficacy Source Scale” developed by Usher and Pajares (2009) and
adapted into Turkish by Ozkan (2019) were used as the data collection tools. The
results of the research showed that the anxiety levels of the students were low,
mathematics self-efficacy perceptions of the students were high and there was not a
significant difference between these two variables and the genders of the students.
Moreover, it was determined that there was a moderately negative correlation
between math anxiety and mathematics self-efficacy and mathematics self-efficacy
was the predictor of math anxiety. The results of the research were evaluated in line
with the studies in the related literature.
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Bu arastirmanin temel amaci, ilkokul 4. sinif 6grencilerinin matematige karsi kaygi
duzeyleri ve 6z-yeterlik algilari arasinda iligkileri incelemektir. Calisma, iliskisel tarama
modelinde gergeklestirilmistir. Aragtirmanin 6rneklemini, Adana’nin Pozanti ilgesinde
bulunan dort ilkokulda 6grenim goéren 4. sinif 6grencilerinden uygun oOrnekleme
yontemi ile belirlenmis 193 6grenci olusturmustur. Arastirmada veri toplama araci
olarak 6grencilerin; matematik kaygi diizeylerini belirlemek amaciyla Lim ve Chapman
(2013) tarafindan uyarlanan ve Haciomeroglu ve Kutluca (2016) tarafindan Tirkgeye
cevrilen “Diizenlenmis Fennema-Sherman Matematik Kaygi Olgegi-ilkokul”, matematik
6z-yeterlik algilarini 6lgmek amaciyla Usher ve Pajares (2009) tarafindan gelistirilen ve
Ozkan (2019) tarafindan Tiirkgeye uyarlanan “Matematik Oz-yeterlik Kaynagi Olgegi”
kullanilmigtir.  Arastirma sonucunda Ogrencilerin  matematik kaygisinin  dislk,
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cinsiyetleri arasinda anlaml bir farkin olmadigi saptanmistir. Ayrica matematik kaygisi
ile matematik 6z-yeterlik algilari arasinda orta dizeyde negatif bir iliski ve matematik
oz-yeterligin matematik kaygisinin yordayicisi oldugu tespit edilmistir. Arastirmadan
elde edilen sonuglar, ilgili alan yazinda tartigilmistir.
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Introduction

Mathematics can be considered as an indispensable skill in every field of life (Soni & Kumari, 2017). It
is also a fundamental and vital course for students. The course of mathematics taken in the elementary
school years forms the basis of the course of mathematics to be taken in the following years. Plenty of
students consider the course of mathematics as a very difficult subject and they are not fond of it.
Students develop anxiety toward in the early years (Sakal, 2015). This causes the students to form
negative attitudes toward mathematics and consider themselves unsuccessful in every level of
education. Therefore, students’ self-efficacy perceptions toward the course of mathematics and seeing
themselves sufficient or insufficient in mathematics are considered important (Adal & Yavuz, 2017).

Self-efficacy perception, which lies in the centre of the social learning theory of Bandura (1997), is
considered to be one of the main key concepts that enable to investigate the students’ self-efficacy
perceptions toward mathematics. In this context, self-efficacy contains the individuals’ beliefs in their
skills of performing task or tasks successfully which are necessary to reach a conclusion. In addition, self-
efficacy perception is not only about the abundance of skills of the individual but also about the
individual's judgments about what they can do through these skills in different working conditions. In
short, self-efficacy can be defined as the belief in the individual's abilities and skills (Bandura, 1977;
1997).

As understood from the definitions, self-efficacy is an important source which guides opinions and
behaviours. This source affects the success of individuals in every level of learning since low self-efficacy
may result in problems about achievement in individuals whereas an individual with high self-efficacy is
more persistent and determined. S/he participates in the topic eagerly. For this reason, an individual
who says “l can do” is always more open to learn than an individual who says “I cannot do, | cannot
succeed” (Bandura, 1997).

Bandura (1997) emphasizes that self-efficacy beliefs of individuals emerge in line with the
experiences that are acquired by means of four different sources of personal experiences, indirect
experiences, social persuasions and physiological conditions. The self-efficacy perceptions go up as a
result of successful experiences. However, the consecutive failures cause declination of one’s self-
efficacy perception. Therefore, the personal experiences are really effective on the self-efficacy
perception (Bandura, 1986). Another factor which is effective on the self-efficacy perception is the
physiological conditions of individuals. Negative emotions cause tension and excitement and self-
efficacy perception weakens. Having positive emotions and feeling comfortable strengthen the self-
efficacy perceptions of individuals (Bandura, 1986). The experiences which are acquired by a skill being
displayed by others are defined as indirect experiences. In addition to their own experiences, individuals
are affected by other people’s experiences. Therefore, displaying a skill well strengthens the self-efficacy
perception (Bandura, 1986). An uplifting speech and feedback from a teacher or counselee for a
performance are defined as social persuasion. Oral feedbacks from relatives or colleagues about an
action have an important role on the self-efficacy perception (Bandura, 1997). In short, the self-efficacy
perceptions of individuals about various fields or situations are affected positively or negatively by the
above-mentioned four main sources (Ozkan, 2019). The course of mathematics can be given as an
example for one of these fields.

When mathematics is considered, self-efficacy explains the belief of an individual in being successful
at mathematics by his/her own actions and efforts (Luttenberger, Wimmer & Paechter, 2018). Self-
efficacy in mathematics is defined as an individual’s perceptions about his/her own skill for performing
the tasks in mathematics successfully (Cooper & Robinson, 1991; Hackett & Betz, 1989; Pajares &
Kranzler, 1995). An individual’'s sense of trust and skill of making analysis in terms of overcoming a
mathematical problem or issue is related with self-efficacy about the concept of mathematics. On the
other hand, math anxiety shows up when an individual’s perceptions about his/her own skills and
talents to perform the tasks about mathematics successfully are low. As a matter of fact, the source of
math anxiety is expressed as low mathematics self-efficacy in the social learning theory (Hackett & Betz,
1989).
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Regarding the school context, anxiety is associated with students’ anxiety feelings about their
lessons at first. In this regard, the factors such as teacher’s authority, time limitation, expectations and
pressure resulting from all these might cause the formation of anxiety in students. Students might feel
themselves under threat and pressure in a classroom environment with all these factors. As a result of
this, students can develop negative attitudes toward some lessons. Keeping these negative attitudes for
a long time might develop anxiety toward lessons (Adal, 2017). Every student displays various attitudes
and interests toward mathematics from the first years of their school lives. However, most of students’
attitudes and interests diminish in time. An increasing anxiety towards mathematics lesson is observed
in time in students as a result of thought that they cannot be unsuccessful in mathematics or they do
not spend effort on topics related with mathematics. In fact, this anxiety is generalized into all of
mathematics by developing it towards the subjects that are not taken yet in the field of mathematics
(Yenilmez & Ozbey, 2006).

Firstly, defined by Dreger and Aiken, math anxiety was expressed as “a syndrome of emotional
reactions against mathematics and arithmetics”. First studies related with math anxiety started through
individual observations of mathematics teachers in the 1950s. This topic did not attract the attention of
education researchers until the 1970s and it was not considered worth doing research on. Upon the use
of mathematics in daily life and associating it with other disciplines, the problems about students in this
field started to be observed more intensively. One of the most important problems which are
experienced in mathematics lessons is math anxiety that students experience in this issue (Baloglu,
2001).

Math anxiety is widespread and a common problem for all ages around the world. It is considered as
a common problem in learning and teaching at all levels from elementary school to university level
(Haciomeroglu & Kutluca, 2016; Luttenberger et al., 2018). Richardson and Suinn (1972) defined math
anxiety as “a sense of tension and anxiety preventing the use of numbers and the solution of
mathematical problems in daily life and academic studies”. Fennema and Sherman (1976) also stated
math anxiety as a feeling of tension, fear, and nervousness resulting from mathematics. Math anxiety,
which refers to a fear occurring while dealing with mathematics in daily life or solving a math problem in
academic life, can be considered as a feeling of tension (Aydogdu 2017; Dede & Dursun, 2008). The
anxiety towards mathematics contains fear and behaviour of refraining from mathematics. Math anxiety
can cause forgetfulness and lack of self-confidence in students if it is excessive. Besides, it can lead
students to believe that they will never be successful at the issue on which they feel anxious (Tabakgl,
2018). In the evaluations of the Programme for International Student Evaluation (PISA) studies, the
majority of students report that they experience anxiety and tension in mathematics lessons and while
doing mathematics (Luttenberger et al., 2018).

Various opinions have been proposed about the probable reasons of math anxiety in the studies.
Lazarus (1974) expressed that math anxiety come out of the interaction of many factors and these
factors were the factors related with the structure of mathematics, educational factors, personal values
and expectations from mathematics. Trujillo and Hadfield (1999) handled the reasons of math anxiety in
three dimensions as mental, environmental and personal factors. The learning style of the student,
student attitudes, lack of motivation and mentality considering mathematics unnecessary are included
in the mental factors. Negative classroom environment, applied teaching methods, parents attitudes,
unqualified teachers and teacher-based classroom environment in which students are passive are
considered among the environmental factors. Personal factors are taken into consideration as refraining
from asking questions in the classroom, shyness, lack of self-confidence and prejudices like believing
that men are better at mathematics than women.

Math anxiety may start in the elementary school years due to wrong attitudes of teachers and
parents. The students who start elementary school can develop positive or negative attitudes beginning
from their first years. These attitudes affect the individual’s experiences in every field of their life in the
following years (Sakal, 2015). Math anxiety has long-term and short-term effects. Low academic
achievement in mathematics classes can be shown early in the list of short-term effect. Disaffection or
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refraining from mathematics, decline in the personal values and self-confidence and generalization in
the feeling of success (Baloglu, 2001). Students’ negative attitudes and concerns toward mathematics
classes stem from the lack of conviction about being successful in this field (Hackett & Betz, 1989).

One of the main reasons of students’ not being able to reach the achivements of the class in
mathematics teaching is considered as the students’ negative attitudes towards mathematics, anxieties
and low self-efficacy perceptions (ipek, 2019). When the related literature is reviewed, it is seen that the
studies about math anxiety and mathematics self-efficacy were mostly carried out with pre-service
teachers (Cooper & Robinson, 1991; Cakiroglu & Isiksal, 2009; Demirtas, Comert & Ozer, 2011), high
school students (Pajares & Miller, 1994; Tasdemir, 2012) and secondary school students (Adal & Yavuz,
2017; Glindogdu, 2013; Isiksal & Askar, 2003; Kaba & Sengll, 2018; Tasdemir, 2015; Tella, 2011; Tuncer
& Yilmaz, 2016; Uysal, 2007; Yilmaz, Yigit & Kasarci, 2012) whereas math anxiety is formed in the very
early years of elementary education. This shows that the number of studies about math anxiety and
mathematics self-efficacy in elementary school students is insufficient. Regarding this aspect, it is
believed that the findings obtained from this research will contribute to the field and they can be a
source for similar follow-up studies in other fields.

The purpose of this research is to investigate the correlations between anxiety levels toward
mathematics and self-efficacy perceptions of elementary school 4" grade students. In line with this
purpose, following research questions were formulated:

1. Is there a significant difference between the math anxiety scores of elementary school 4" grade
students according to gender?

2. Is there a significant difference between the mathematics self-efficacy scores of elementary
school 4™ grade students according to gender?

3. Is there a correlation between math anxiety and mathematics self-efficacy perception of
elementary school 4" grade students?

4. Is mathematics self-efficacy the predictor of math anxiety?
Method
Research Design

This study investigating the correlation between the elementary school 4" grade students’ math
anxiety levels and mathematics self-efficacy perceptions was designed in correlational survey research
model. This research model aims to determine the correlation between two or more variables
(Buyukoztiirk, Kilhg, Akglin, Karadeniz & Demirel, 2018; Karasar, 2014).

Population and Sample

The convenient population of the research consisted of 229 elementary school 4" grade students
attending seven elementary schools in Pozanti county of Adana province in the first semester of the
2019-2020 school year. The sample of the research consisted of 193 elementary school 4" grade
students who were selected by convenient sampling method from four elementary schools in Pozanti
county of Adana province. 88 of them (45.6%) were girls and 105 of them (54.4%) were boys. All
students in the convenient population could not be reached as some of them had difficulties in reading
and understanding what they read, some of them were not attending school and some of them did not
fill the questionnaire appropriately.

Data Collection Tools

In the first part of this research, “Modified Fennema-Sherman Mathematics Attitude Scale-
Elementary School” developed by Fennema and Sherman (1976), adapted by Lim and Chapman (2013)
and translated into Turkish by Haciomeroglu and Kutluca (2016) was used to determine the anxiety
levels of the students. In the second part of the research, “Mathematics Self-efficacy Resource Scale”
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developed by Usher and Pajares (2009) and adapted into Turkish by Ozkan (2019) were used as the data
collection tools.

Modified Fennema-Sherman Mathematics Attitude Scale-Elementary School

The scale was developed by Fennema and Sherman (1976) and adapted by Lim and Chapman (2013).
It was translated into Turkish by Haciomeroglu and Kutluca (2016) and its validity and reliability studies
were carried out by the data obtained from 310 elementary school 4" grade students. It was
determined that the Turkish adaptation of the scale formed a two-factor structure, similar to its original
form. These sub-dimensions were named as comfort (3 items) and anxiety (5 items) in accordance with
the original form. Cronbach Alpha reliability coefficient was calculated as .79 and .71, respectively and it
was calculated as .70 for the whole of the scale. In this study, Cronbach alpha reliability coefficient was
found as .74 for the whole of the scale, .76 for the sub-dimension of comfort and .74 for the sub-
dimension of anxiety. The scores that can be obtained from the five-point likert type scale vary between
8 and 40. The items in the sub-dimension of comfort were scored reversely. The high score which the
student gets from the scale indicates that the level of math anxiety is high.

Mathematics Self-efficacy Resource Scale

This scale was developed by Usher and Pajares (2009) and adapted into Turkish by Ozkan (2019). The
validity and reliability studies of the scale were conducted with 433 elementary school 4" grade
students. The scale consisted of 24 items in total from four sub-dimensions as personal experiences (6
items), indirect experiences (6 items), social persuasions (6 items) and physiological conditions (6 items).
Cronbach alpha reliability coefficient was calculated as .82 for the whole of the scale and .62, .76, .90
and .85 for the sub-dimensions of personal experiences, indirect experiences, social persuasions and
physiological conditions, respectively. In this study, Cronbach alpha reliability coefficient was found as
.90 for the whole of the scale and .77, .71, .86, .86 for the sub-dimensions, respectively. The negative
items in the scale were scored reversely. The scores that can be obtained from the five-point likert type
scale vary between 24 and 120. The high score which the student gets from the scale indicates that the
level of mathematics self-efficacy level is high.

Data Collection

The data of the research was collected by administering “Modified Fennema-Sherman Mathematics
Attitudes Scale-Elementary School” and “Mathematics Self-efficacy Resource Scale” to the 4" grade
students attending elementary schools in Pozanti county of Adana province in 2019-2020 school year.
Firstly, formal consent was taken in order to administer the assessment tools. After the formal consent
was received, the method that would be used in administering the scales to the students was discussed
with the administrators of the schools which consisted of the sample of the research. Accordingly, the
administration of the assessment tools was performed by the researcher with the help of the teachers
of the classrooms. The scales were distributed to all of the students together with the teachers of the
classrooms. Necessary explanations were made to the students in order for the scales to be filled
reliably and according to the voluntary basis and the students’ questions were answered during the
administration. A lesson hour (40 minutes) was allocated to the students to fill in the scales. The scales
filled were collected by the researcher.

203 questionnaires in total were handed out to the students in the process of data collection. 199 of
the questionnaires; however, were handed in. It was found out that 6 questionnaires were not
evaluated as they were not filled appropriately. 193 questionnaires were included in the analysis.

Data Analysis

The data obtained from the students was analysed through SPSS 23.0 statistical program. Firstly, the
normality analysis of the data was carried out. Skewness value of the anxiety scale was .066 and its
kurtosis value was -1.083. It was found that skewness value of the self-efficacy scale was -.090 and
kurtosis value was -.467. It was seen that skewness and kurtosis values of both scales were between +/-
1.5. According to these values, it was understood that the data showed normal distribution (Tabachnick
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& Fidell, 2013; George & Mallery, 2010; Field, 2009) and it was decided to implement parametric tests.
In the data analysis, t-test, Pearson Product-Moment Correlation Coefficient and Simple Linear
Regression analysis methods were used.

Findings

Findings about the Correlation between the Students’ Genders and Math Anxiety Levels

T-test results showing whether there was a difference between elementary school 4" grade
students’ math anxiety levels and genders were presented in Table 1.

-;-'—atzlset i\.nalysis for the Differentiation of Students” Math Anxiety Levels According to Their Genders

Factors Gender N X sd df t p

Comfort Female 88 7.14 3.45 191 -.204 .84*
Male 105 7.26 3.90

Anxiety Female 88 9.65 4.35 191 -.270 79*
Male 105 9.85 4.70

Scale (Total) Female 88 17.28 6.56 191 -.290 T7*
Male 105 17.52 7.12

*p>.05

As seen in Table 1, math anxiety levels of elementary school 4" grade students did not differ
significantly according to their genders in the sub-dimensions of comfort (t(191)= -.204; p>0.05) and
anxiety (t= -.270; p>0.05) and in the whole of the scale (t(191)= -.290; p>0.05). When the arithmetical
averages of the students are considered, it is observed that the male students receive higher
arithmetical average than the female students both in sub-dimensions and the whole of the scale.

Findings About the Correlation Between the Students’ Genders and Mathematics Self-efficacy
Perceptions

T-test results showing whether there was a difference between elementary school 4" grade
students’ mathematics self-efficacy perceptions and genders were presented in Table 2.

Table 2.
T-test Analysis for the Differentiation of Students’ Mathematics Self-efficacy Perceptions According to
Their Genders

Factors Groups N X sd df t p

Personal Female 88 23.40 .82 191 -1.228 22%*

Experiences Male 105 24.18 75

Indirect Female 88 22.14 .91 191 -911 .36*

Experiences Male 105 22.86 82

Social Female 88 21.78 .97 191 -.440 .66*

Persuasions Male 105 22.14 94

Physiological Female 88 22.86 1.03 191 .589 .56%*

Conditions Male 105 22.32 1.12

Scale (Total) Female 88 90.24 .70 191 -.541 .59*
Male 105 91.44 71

*p>.05
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Table 2 illustrates that mathematics self-efficacy perceptions of elementary school 4" grade students
did not differ significantly according to their genders in the sub-dimensions of personal experiences
(t(191)= -1.228; p>0.05), indirect experiences (t(191)= -.911; p>0.05), social persuasions (t(191)= -.440;
p>0.05), physiological conditions (t(191)= .589; p>0.05) and in the whole of the scale (t(191)= -.541;
p>0.05). When the arithmetical averages of the students are considered, it is observed that the male
students receive higher arithmetical average than the female students in all sub-dimensions and in the
whole scale except the sub-dimension of physiological conditions.

Findings About the Correlation Between the Students’ Math anxiety Levels and Mathematics Self-
efficacy Perceptions

Correlation results showing the relationships between elementary school 4" grade students’ math
anxiety levels and self-efficacy perceptions were presented in Table 3.

Table 3.

Simple Linear Correlation Results of the Sub-dimensions of Math Anxiety and Mathematics Self-efficacy
Perceptions

Sub-dimensions 1 2 3 4 5 6

1. Comfort -

2. Anxiety 262" -

3. Personal Experiences —,414** —,484** -

4. Indirect Experiences —,344** —,379** ,588** -

5. Social Persuasions —,375** —,419** ,731** ,649** -

6. Physiological Conditions ~ -,318 -523" ,405 ,149° 299 -

**p<.01, *p<.05

As seen in Table 3, correlation coefficient was calculated as -.414 between math anxiety’s sub-
dimension of comfort and mathematics self-efficacy’s sub-dimension of personal experiences, as -.344
between the dimension of indirect experiences, -.375 between the dimension of social persuasions and
as -.318 between the dimension of physiological conditions. In this case, it can be said that there is a
moderately negative correlation between comfort and the sub-dimensions of mathematics self-efficacy.
Correlation coefficient was calculated as -.484 between math anxiety’s sub-dimension of anxiety and
mathematics self-efficacy’s sub-dimension of personal experiences, as -.379 between the dimension of
indirect experiences, -.419 between the dimension of social persuasions and as -.523 between the
dimension of physiological conditions. In this case, it can be said that there is a moderately negative
correlation between anxiety and the sub-dimensions of mathematics self-efficacy.

Simple regression analysis results about the predictive power of elementary school 4" grade
students’ mathematics self-efficacy on math anxiety were presented in Table 4.

Table 4.
The Results of Regression Analysis About the Predictive Power of Mathematics Self-efficacy on Math
Anxiety

Variable B Standard B t p
Error B

Fixed 5.172 .257 - 20.132 .000

Mathematics Self-efficacy -791 .067 -.651 -11.855 .000

R=.651; R°=.424; F (140.532); p=.000
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According to Table 4, there was a moderately negative correlation between mathematics self-
efficacy perceptions and math anxiety levels and mathematics self-efficacy was a significant predictor of
math anxiety (R=.651; R’= .424; p<.01). According to these findings, mathematics self-efficacy explains a
large proportion of 42% of math anxiety.

Discussion and Conclusion

In this study, the correlation between the elementary school 4" grade students’ anxiety levels
toward mathematics and their mathematics self-efficacy perceptions were investigated and it was
determined whether these variables differed according to the genders of the students. It was concluded
in this research that the math anxiety levels of elementary school 4" grade students did not differ
according to the gender. Some studies which have similar findings of this study have been found in the
related literature. Kaba and Sengiil (2018), Adal and Yavuz (2017), Tuncer and Yilmaz (2016) and
Tasdemir (2015) found in their studies with secondary school students that the math anxiety of the
students did not differ according to gender. In other words, it was revealed that gender was not an
important variable in terms of math anxiety. Alisinanoglu and Ulutas (2003) conducted a study with ten-
year-old children and investigated their mathematics anxieties. They concluded that gender was not an
important variable. Saglam (2019) found out in the study with elementary school 3" and 4™ grade
students that there was not a significant difference between gender variable and math anxiety.
However, it was revealed that female students had higher anxiety and comfort level than the male
students in both anxiety and comfort dimensions. Similarly, Sakal (2015), Bozkurt (2012), Aydin (2011),
Dede and Dursun (2008), Yenilmez and Midilli (2006) and Yenilmez and Ozbey (2006) found in their
studies that gender was not an important variable in math anxiety. On the other hand, there are also
some studies that claim math anxiety differs according to gender.

Different findings about the correlation between math anxiety and gender are available in the
literature. Ari, Savas and Konca (2010) carried out a study with 7" grade students and Uysal (2007)
conducted a study with secondary school students and found that math anxiety of female students was
higher than of male students. Sorvo, Koponen, Viholainen, Aro, Raikkonen, Peura, Dowker and Aro
(2017) carried out a study with 1327 elementary school 2M5t grade students and concluded that there
was a relationship between math anxiety and basic arithmetical skills and math anxiety of female
students was higher than of male students. It was also determined that the highest math anxiety was in
2" grade and the lowest math anxiety was in 5" grade. Hembree (1990) conducted a meta-analysis
study with 151 researches and revealed that math anxiety was higher in females than males. Hill,
Mammarella, Devine, Caviola, Passolunghi and Szlics (2016), Devine, Fawcett, Szlics and Dowker (2012),
Pajares and Miller (1994) found in their studies about math anxiety that female students experienced
higher math anxiety than male students. These studies which revealed that mathematics anxieties of
students differed significantly according to their genders show parallelism with the research findings of
Bieg, Goetz, Wolter and Hall (2015), Cipora, Szczygiet, Willmes and Nuerk (2015), Erturan and Jansen
(2015), Dowker, Sarkar and Looi (2016). The findings of these researches, it was seen that female
students have relatively higher math anxiety and its derivatives than boys in many educational levels.
Briefly, it is seen in the literature review that the variable of math anxiety according to the gender
provides different results in the studies conducted.

In this research, it was concluded that the mathematics self-efficacy perceptions of elementary
school 4" grade students did not differ significantly according to their genders. Some other studies with
similar findings of this study have been found in the related literature. Glindogdu (2013) and Cagirgan-
Gilten and Soytiirk (2013) concluded in their researches that mathematics self-efficacy perceptions of
the students did not differ significantly according to gender. Isiksal and Askar (2003) carried out a study
to develop a scale for mathematics self-efficacy perceptions of secondary school students and found out
that there was not a significant difference between female students and male students in terms of
mathematics self-efficacy perceptions. Cooper and Robinson (1991) conducted a research with
university students and observed that mathematics self-efficacy perception, math anxiety and
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mathematics achievement did not differ according to gender. On the other hand, there are some other
researches which determined the correlation between self-efficacy perception and gender.

When the related literature was reviewed, different findings were reached about the correlation
between mathematics self-efficacy perceptions and gender. Demirtas et al. (2011), Cakiroglu and Isiksal
(2009) and Pajares and Miller (1994) revealed in their studies that mathematics self-efficacy perceptions
of male students were higher than of female students. Similarly, Adal and Yavuz (2017) and Tella (2011)
carried out studies with secondary school students and Tasdemir (2012) studied with high school
students and they found out that mathematics self-efficacy perceptions differed according to gender
and that difference was in favour of male students. Peters (2013) concluded in his study that female
students had lower mathematics self-efficacy levels than male students although their talent levels were
similar to each other. In contradiction to these, Abali, Oztiirk and Sahin (2015) focused on 5" grade
students and Yilmaz et al. (2012) worked with secondary school students and presented that
mathematics self-efficacy perceptions of female students were at a higher level than of male students.
Ozkan (2019) carried out a research on elementary school 4" grade students and found out that there
was not a significant difference in mathematics self-efficacy scale’s sub-dimensions of personal
experiences, social persuasions and physiological conditions in terms of the variable of gender.
However, there was a significant difference in the sub-dimension of indirect experiences in favour of
female students. Similarly, in the research findings of ipek (2019), mathematics self-efficacy beliefs of
male and female students differed significantly in the sub-dimensions of indirect experiences, social
persuasions and physiological conditions. On the other hand, no significant difference was found in the
sub-dimension of basic competencies and in the whole of the scale according to gender of secondary
school students. Besides, it was seen that male students had higher scores in the sub-dimensions of
social persuasions and physiological conditions and female students had higher scores in the sub-
dimension of indirect experiences when the mean ranks were taken into consideration. In short, it was
seen in the literature review that there are various results of the research about mathematics self-
efficacy perception according to gender.

In this research, a moderately negative correlation between the mathematics anxieties and
mathematics self-efficacy perceptions of elementary school 4" grade students was found. There are
some other studies in the literature which support this finding. Adal and Yavuz (2017) found in their
studies that the correlation between self-efficacy and anxiety in mathematics was in the reversed
direction (negative). On the other hand, Yilmaz (2011) and Regber (2011) determined in their studies
that there was a significant but negative correlation between math anxiety and mathematics self-
efficacy. Cooper and Robinson (1991) conducted a research and concluded that mathematics self-
efficacy had a correlation in negative direction with math anxiety and a correlation in positive direction
with achievement in mathematics. Similarly, Pajares and Kranzler (1995) revealed that mathematics self-
efficacy has a strong effect on math anxiety and problem solving skills. ipek (2019) conducted a research
and found out that there was a significant but negative correlation between math anxiety and
mathematics self-efficacy beliefs scales and its sub-dimensions. In addition to these studies, the findings
of this research show similarity with many other studies conducted on the correlations between self-
efficacy, mathematics self-efficacy and math anxiety (Akin & Kurbanoglu, 2011; Brown, Concannon,
Marx, Donaldson & Black, 2016; Geist, 2010; Griggs, Patton, Rimm-Kaufman & Merritt, 2013; Huang,
2017; Huang, Zhang & Hudson, 2018; McMullan, Jones & Lea, 2012; Spaniol, 2017). Moreover, it was
revealed in this study that mathematics self-efficacy was a significant predictor of math anxiety,
explaining 42%. Consequently, it can be said that the students with high self-efficacy perceptions toward
mathematics class experience low math anxiety.

Depending on the results of this research, there are some strong evidences about the important role
of math anxiety and self-efficacy perception in students’ development and learning-teaching processes.
In this context, curriculums and in-class practices can be planned in a way, aiming to increase students’
mathematics self-efficacies and to reduce mathematics anxieties. This research is limited to elementary
school 4™ grade students in Pozanti county of Adana province in the 2019-2020 school year. Herein, this
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study can be redesigned with different variables such as academic achievement in different regions and
grade levels.
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Tiirkge Siirimui

Giris
Matematik, yasamin her alaninda yer alan vazgecilmez bir beceri olarak distnulebilir (Soni ve
Kumari, 2017). Ogrenciler icin de temel ve ¢ok énemli bir derstir. ilkokul yillarinda alinan matematik
dersi diger vyillarda alinacak olan matematik dersinin temelini olusturmaktadir. Bir¢cok 6grenci
matematigi zor bir ders olarak gérmekte ve sevmemektedir. Daha ilk yillarda 6grencilerde matematik
kaygisi olusmaktadir (Sakal, 2015). Bu durum, her 6gretim kademesinde 6grencilerin matematige karsi
olumsuz tutum sergilemelerine, kendilerini basarisiz gormelerine neden olmaktadir. Bu nedenle
Ogrencilerin matematik dersine yonelik 6z-yeterlik algilari, kendilerini matematikte yeterli veya yetersiz

gormeleri 6nemli goriilmektedir (Adal ve Yavuz, 2017).

Bandura’nin (1997) sosyal 6grenme kuraminin merkezinde yer alan yeterlik algisi, 6grencilerin
matematik dersine karsi 6z-yeterlik algilarini incelemeyi saglayan temel anahtar kavramlardan biri olarak
gorulmektedir. Bu baglamda 6z-yeterlik, bireylerin belirli bir sonuca ulagsmak icin gerekli olan gérevi veya
gorevleri basariyla yerine getirme yeteneklerine olan inancini icermektedir. Ayrica 6z-yeterlik algisi,
sadece bireyin sahip oldugu becerilerin goklugu ile ilgili degil, farkli ¢alisma kosullarinda bireyin bu
becerilerle neler yapabilecegine yonelik yargilari ile ilgilidir. Kisaca 6z-yeterlik, bireyin yeteneklerine ve
becerilerine olan inanci seklinde ifade edilebilir (Bandura, 1977; 1997).

Tanimlardan da anlasildigi gibi 6z-yeterlik diisiince ve davranislara yon veren énemli bir kaynaktir. Bu
kaynak 6grenmenin her asamasinda bireyin basarisini etkiler. Clinki dislik 6z-yeterlik bireyde basariyla
ilgili sorunlara yol acabilir. Oysa yliksek 6z-yeterlik algisina sahip bir birey daha israrci ve azimlidir. Zorlu
isler karsisinda kararlihk ve dayanikhhk gosterirler. Konuya istekli bir sekilde katilir. Bu nedenle “ben
yapabilirim” diyen birey “yapamam, basaramam” diisiincesine sahip bir bireyden her zaman 6grenmeye
daha agik olur (Bandura, 1997).

Bandura (1997) bireylerin 6z-yeterlik inanglarinin; kisisel deneyimler, dolayli yasantilar, sosyal
iknalar, fizyolojik durumlar olmak lizere doért farkli kaynaktan edinilen deneyimlere bagh olarak ortaya
ciktigini vurgulamaktadir. Yasanilan basarili deneyimler sonucunda 6z-yeterlik algisi yiikselir. Fakat arka
arkaya gelen basarisizliklar, 6z-yeterlik algisinin zayiflamasina sebep olur. Bu ylizden kisisel deneyimlerin
dz-yeterlik algisi tizerindeki etkisi cok fazladir (Bandura, 1986). Oz-yeterlik algisi {izerinde etkisi olan diger
bir faktor ise bireyin fizyolojik durumlaridir. Olumsuz duygular, gerginlik ve heyecan yaratir, bu durum
karsisinda 6z-yeterlik algisi zayiflar. Kisinin pozitif duygular tasimasi ve kendini rahat hissetmesi ise 6z-
yeterlik algisini gliglendirir (Bandura, 1986). Bir becerinin baskasi tarafindan gosterilmesiyle elde edilen
deneyimler, dolayli deneyimler olarak tanimlanmaktadir. Bireyler kendi deneyimlerinin yani sira
baskalarinin deneyimlerinden de etkilenir. Bu nedenle becerinin iyi bir bicimde gosterilmesi 6z-yeterlik
algisini giiclendirir (Bandura, 1986). Moral verici bir konusma, 6gretmen veya danisandan performansa
yonelik verilen doniit, sosyal ikna olarak tanimlanmaktadir. Bir eylem karsisinda yakinlari ya da ¢alisma
arkadaslari tarafindan gelen sozel geri bildirimler 6z-yeterlik algisi izerinde 6nemli bir role sahiptir
(Bandura, 1997). Kisacasi bireylerin degisik alanlara veya durumlara yonelik 6z-yeterlik algilari sozi
gecen dort temel kaynaktan olumlu ya da olumsuz yénde etkilenmektedir (Ozkan, 2019). Bu alanlardan
birisine de matematik dersi 6rnek verilebilir.

Matematik ile ilgili olarak, 6z-yeterlik, bir kisinin kendi eylem ve ¢abalariyla matematikte basarili
olacagina olan inancini aciklar (Luttenberger, Wimmer ve Paechter, 2018). Matematik 06z-yeterligi,
bireyin matematik alaninda verilen gorevleri basariyla yerine getirebilmesi i¢in kendi kabiliyetine yonelik
algilar olarak tanimlanmaktadir (Cooper ve Robinson, 1991; Hackett ve Betz, 1989; Pajares ve Kranzler,
1995). Bireyin matematiksel bir problemin veya sorunun Ustesinden gelebilecek sekilde, gliven duygusu
ve analiz yetenegi matematik kavramina iliskin 6z-yeterlik ile ilgilidir. Diger taraftan bireyin matematik ile
ilgili verilen gorevleri basariyla yerine getirebilmesi icin kendi becerilerine ve yetenegine yonelik
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algilarinin diisiik oldugu durumlarda matematik kaygisi ortaya ¢ikmaktadir. Nitekim sosyal 6grenme
kuramina goére matematik kaygisinin kaynagi olarak, diisiik matematik 6z-yeterliginin oldugu ifade
edilmektedir (Hackett ve Betz, 1989).

Kaygi, okul baglaminda ele alindiginda ilk olarak 6grencilerin derslere iliskin kaygilanma durumlarini
akla getirmektedir. Bu baglamda 6gretmen otoritesi, zaman kisitlamasi, beklentiler ve bunlarin ortaya
cikardig1 baski gibi unsurlar 6grencilerde kayginin olusmasina neden olabilmektedir. Bu unsurlarin yer
aldigi sinif ortaminda 6grenciler kendilerini tehdit ve baski altinda hissedebilmektedir. Bunun sonucunda
ogrenciler cgesitli derslere karsi olumsuz tutumlar gelistirebilmektedir. Bu olumsuz tutumlarin uzun bir
stre devam etmesi, 6grencilerde derslere karsi kaygi olusturabilmektedir (Adal, 2017). Her 6grenci okul
hayatinin ilk yillarindan itibaren matematige karsi farkh tutum ve ilgi gostermektedir. Ancak g¢ogu
dgrencinin bu tutum ve ilgisi zaman gectikge azalmaktadir. Ogrencinin matematikte basarili
olamayacagini dusiinmesi hatta onunla ilgili konularla ugrasmak istememesi neticesinde, zamanla
o6grencide matematik dersine karsi artan bir kaygi gozlenmektedir. Hatta bu kaygi, alanda daha
gorilmeyen konulara karsi da hissedilerek matematigin tiimiine genellenmis olmaktadir (Yenilmez ve
Ozbey, 2006).

ilk defa Dreger ve Aiken tarafindan tanimlanan matematik kaygisi “matematik ve aritmetik alanina
karsi sergilenen duygusal tepkiler sendromu” olarak ifade edilmistir. Matematik kaygisina yonelik ilk
calismalar, 1950'li yillarda matematik 6gretmenlerinin bireysel gézlemleri ile baslamistir. Bu konu 1970’li
yillara kadar egitim arastirmacilarinin ilgisini ¢cekmemis ve arastirimaya deger bir konu olarak
gorilmemistir. Matematigin ginlik yasamda kullanimi ve diger disiplinlerle iliskilendirilmesi ile bu
alandaki 6grenci sorunlari daha yogun bir sekilde gézlemlenmeye baslamistir. Matematik derslerinde
yasanan en o6nemli sorunlarin basinda da 6grencilerin bu konuda yasadiklari matematik kaygisi
gelmektedir (Baloglu, 2001).

Matematik kaygisi, diinya genelinde her yas icin yaygin bir sorun olup ilkdgretim kademesinden
Universite dlizeyine kadar her kademede 6grenme ve Ogretmeye iliskin yaygin bir problem olarak
gorulmektedir (Haciomeroglu ve Kutluca, 2016; Luttenberger vd., 2018). Richardson ve Suinn (1972)
matematik kaygisini, “glinlik hayatta ve akademik calismalarda sayilarin kullanimini ve matematiksel
problemlerin ¢6ziminl engelleyen gerginlik ve endise duygusu” seklinde tanimlamaktadir. Fennema ve
Sherman (1976) da matematik kaygisini, matematik yapmaya bagh olarak ortaya cikan gerginlik, korku
ve sinirlilik hissi olarak ifade etmistir. Matematik kaygisi, glinlik yasamda matematikle ugrasirken ya da
akademik yasamda matematik problemini ¢ézme sirasinda ortaya ¢ikan bir korku, gerginlik duygusu
olarak degerlendirilebilir (Aydogdu 2017; Dede ve Dursun, 2008). Matematige karsi duyulan kaygi, korku
ve matematikten ¢ekinme davranislarini icermektedir. Matematik kaygisi 6grencilerde unutkanliga ve
ozgliven eksikligine asiri olmasi halinde ise o kisinin kaygilandigi durumu asla basaramayacagi inancina
kapilmasina neden olabilmektedir (Tabakgl, 2018). Uluslararasi Ogrenci Degerlendirme Programi (PISA)
calismalarinin degerlendirmelerinde, 6grencilerin ¢ogunlugu matematik derslerinde ve matematik
yaparken endise ve gerginlik yasadiklarini bildirmektedir (Luttenberger vd., 2018).

Arastirmalarda matematik kaygisinin muhtemel sebepleri ile ilgili olarak birgok fikir ileri strtalmustir.
Lazarus (1974) matematik kaygisinin bircok etkenin etkilesiminden ortaya ciktigini ve bu etkenlerin;
matematigin yapisi ile ilgili etkenler, egitsel etkenler, aileler ile ilgili etkenler, kisisel degerler ve
matematikten beklentiler oldugunu belirtmistir. Trujillo ve Hadfield (1999) ise matematik kaygisinin
sebeplerini zihinsel, cevresel ve kisisel faktorler olmak Uzere (¢ boyutta ele almistir. Zihinsel faktorler
icinde, 6grencinin 6grenme stili, 6grenci tutumlari, motivasyon eksikligi, matematigin gerekli olmadigini
one siliren dlslnce tarzi yer almaktadir. Cevresel faktorler icinde, sinif ortamindaki olumsuzluklar,
uygulanan Ogretim yodntemleri, ebeveyn tutumu, yetersiz 6gretmenler ve 6grencinin pasif oldugu
ogretmen odakl sinif ortami belirtiimektedir. Kisisel faktorler ise, sinifta soru sormaktan ¢ekinme,
utanma, Ozgliven eksikligi, erkeklerin matematikte daha basarili oldugunu goérme gibi 6nyargilari
icermektedir.

Matematik kaygisi genellikle 6gretmen ve velilerin yanhs tutumlar yizinden ilkokul yillarinda
baslayabilmektedir. ilkokula baslayan 6grenciler ilk yillarindan itibaren matematige yénelik olumlu ya da
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olumsuz tutum gelistirebilmektedir. Gelistirilen bu tutumlar bireyin sonraki yillarinda her alandaki
yasantisina etki etmektedir (Sakal, 2015). Matematik kaygisinin uzun sireli ve kisa sireli etkileri
bulunmaktadir. Kisa siireli etkinin baginda matematik derslerindeki basari dusukligi gosterilebilir. Uzun
sireli etkiye ise matematik dersinden soguma-kaginma, kisisel deger ve Gzgiliven azalmasi, basari
duygusunda genelleme &érnek verilebilir (Baloglu, 2001). Ogrencilerin matematik dersine iliskin olumsuz
tutum ve kaygilarinin kaynagi olarak da bu alanda basarili olabileceklerine yénelik olan inancin azligi yer
almaktadir (Hackett ve Betz, 1989).

Matematik Ogretiminde &grencilerin dersin kazanimlarina ulasamamasinda en 6nemli nedenlerin
basinda 6grencilerin matematige karsi gelistirdigi olumsuz tutumlar, kaygilar ve 6grencilerin diisik 6z-
yeterlik algilari geldigi disiinilmektedir (ipek, 2019). Alan yazin incelemesinde matematik kaygisi ile
matematik 6z-yeterlik kavramina yonelik arastirmalarin 6gretmen adaylari (Cooper ve Robinson, 1991;
Cakiroglu ve lsiksal, 2009; Demirtas, Comert ve Ozer, 2011), lise égrencileri (Pajares ve Miller, 1994;
Tasdemir, 2012) ve ortaokul 6grencilerine (Adal ve Yavuz, 2017; Glindogdu, 2013; Isiksal ve Askar, 2003;
Kaba ve Sengiil, 2018; Tasdemir, 2015; Tella, 2011; Tuncer ve Yilmaz, 2016; Uysal, 2007; Yilmaz, Yigit ve
Kasarci, 2012) yonelik oldugu goérilmektedir. Oysaki matematik kaygisi ilkokulun daha ilk yillarinda
olusan bir durumdur. Bu durum ilkokul 6grencilerinde matematik kaygisi ile matematik 6z-yeterlik
algisina yonelik calismalarin yetersiz oldugunu géstermektedir. Bu yoniyle arastirma sonucu elde edilen
bulgularin alana katki saglayacagi ve calismanin diger alanlarda yapilabilecek benzer arastirmalara
kaynak olabilecegi dustinilmektedir.

Arastirmanin amaci, ilkokul dérdinci sinif 6grencilerinin matematige karsi kaygi dizeyleri ve 0z-
yeterlik algilar arasinda iliskileri incelemektir. Bu amag baglaminda asagida yer alan sorulara yanit
aranmigtir.

1. ilkokul 4. sinif 6grencilerinin cinsiyetleri agisindan matematik kaygi puanlari arasinda anlamli bir
farklilik var midir?

2. ilkokul 4. sinif 6grencilerinin cinsiyetleri agisindan matematik dz-yeterlik puanlari arasinda anlamli
bir farklilik var midir?

3. ilkokul 4. sinif grencilerinin matematik kaygisi ile matematik 6z-yeterlik algisi arasinda bir iligki var
midir?

4. ilkokul 4. sinif 8grencilerinin matematik dz-yeterligi matematik kaygisini yordamakta midir?
Yontem
Aragtirmanin Modeli

ilkokul dérdiincii simif 6grencilerinin matematik kaygi diizeyleri ile matematik &z-yeterlik algilari
arasindaki iliskiyi inceleyen bu calisma, iliskisel tarama modelinde gerceklestirilmistir. iliskisel tarama
modelinde, iki ya da daha fazla degisken arasindaki iliskinin belirlenmesi amaglanir (Buyukoztirk, Kilig,
Akgiin, Karadeniz ve Demirel, 2018; Karasar, 2014). Bu baglamda calismada; matematik kaygi dizeyleri,
matematik 6z-yeterlik algilari ve cinsiyet degiskeni arasindaki iliskiler incelenmistir.

Evren ve Orneklem

Arastirmanin ulasilabilir evrenini, 2019-2020 egitim-6gretim yili birinci dénemde Adana ili Pozanti
ilcesinde bulunan yedi ilkokulda dordinci sinifta 6grenim goéren 229 6grenci olusturmaktadir.
Arastirmanin 6rneklemini ise, Pozanti ilcesinde bulunan dort ilkokulda 6grenim goéren 4. sinif
o6grencilerinden uygun oOrnekleme yontemi ile secgilen 193 6grenci olusturmaktadir. Arastirmanin
orneklem grubunu olusturan 193 6grencinin 88'i (% 45,6) kiz, 105’i (% 54,4) erkektir. Bazi 6grencilerin
okuma ve okudugunu anlama becerilerinde gligliik yasamasi, okula devamsizlarin olmasi ve anketi eksik
ve yanls doldurmalari nedeniyle arastirmada ulasilabilir evrenin tamamina ulasilamamistir.
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Veri Toplama Araglan

Arastirmada veri toplama araci olarak birinci bélimde 6grencilerin matematik kaygi diizeylerini
belirlemek amaciyla Fennema ve Sherman’in (1976) gelistirdigi, Lim ve Chapman’in (2013) uyarladigi ve
Haciomeroglu ve Kutluca (2016) tarafindan da Tiirkceye cevrilen “Dizenlenmis Fennema-Sherman
Matematik Kaygi Olgegi” kullanilmistir. ikinci béliimde ise dgrencilerin matematik 6z-yeterlik algilarini
dlgmek amaciyla Usher ve Pajares (2009) tarafindan gelistirilen ve Ozkan (2019) tarafindan Tiirkgeye

vy

uyarlanan “Matematik Oz-yeterlik Kaynagi Olcegi” kullaniimistir.
Diizenlenmis Fennema-Sherman Matematik Kaygi Olgegi-ilkokul

S6z konusu Olgek, Fennema ve Sherman (1976) tarafindan gelistirilmis ve Lim ve Chapman (2013)
tarafindan uyarlanmistir. Haciémeroglu ve Kutluca (2016) tarafindan da Tiirkgeye ¢evrilmis ve 310 ilkokul
dordinci sinif 6grencisinden toplanan verilerle gecgerlik ve glvenirlik calismasi yapilmistir. Tiirkgeye
uyarlanan olgegin 6zgin haliyle ayni sekilde iki faktorli bir yapi olusturdugu belirlenmistir. Bu alt
boyutlar 6zgiin haline uygun olarak rahatlik (3 madde) ve kaygi (5 madde) olarak isimlendirilmistir. Bu alt
boyutlar icin Cronbach alfa giivenirlik katsayisi sirasiyla .79 ve .71 olarak hesaplanmistir. Olgegin bitiini
icinse Cronbach alfa giivenirlik katsayisi .70 olarak hesaplanmistir. Yapilan bu ¢alismada ise Cronbach
alfa guvenirlik katsayisi 6lgegin bltuni igin .74, rahathk alt boyutu icin .76, kayg! alt boyutu iginse .74
olarak bulunmustur. Besli likert tipinde olan Olgekten alinabilecek puanlar 8 ile 40 arasinda
degismektedir. Olcegin rahatlik alt boyutu altindaki maddeler tersten puanlandirilmistir.  Ogrencinin
olcekten aldigi puanin yiksekligi matematik kaygi diizeyinin yiksek oldugunu belirtmektedir.

Matematik Oz-Yeterlik Kaynagi Ol¢egi

S6z konusu olgek, Usher ve Pajares (2009) tarafindan gelistirilmis ve Ozkan (2019) tarafindan
Tirkceye uyarlanmistir. Olgegin gegerlik ve giivenirlik calismasi igin 433 ilkokul dérdinci sinif
Ogrencisine uygulamasi yapilmistir. Kisisel deneyimler (6 madde), dolayh yasantilar (6 madde), sosyal
iknalar (6 madde) ve fizyolojik durumlar (6 madde) olmak Uzere dort alt boyuttan olusan 6lgekte, toplam
24 madde yer almaktadir. Olgegin biitiinii icin Cronbach alfa giivenirlik katsayisi .82, alt boyutlar olan
kisisel deneyimler, dolayl yasantilar, sosyal iknalar ve fizyolojik durumlar icinse Cronbach alfa glvenirlik
katsayisi sirasiyla .62, .76, .90 ve .85 olarak hesaplanmistir. Yapilan bu calismada ise Cronbach alfa
glvenirlik katsayisi 6lgegin biltind icin .90, alt boyutlari icinse sirayla .77, .71, .86, .86 olarak
bulunmustur. Olgekte yer alan olumsuz maddeler tersten puanlandiriimistir. Besli likert tipinde olan
dlcekten alinabilecek puanlar 24 ile 120 arasinda degismektedir. Ogrencinin &lgekten aldigi puanin
yiiksekligi matematik 6z-yeterlik dizeyinin yiksek oldugunu belirtmektedir.

Verilerin Toplanmasi

Arastirmanin verileri, 2019-2020 egitim-6gretim yili birinci dénemde Adana ili Pozanti ilgesindeki
ilkokullarda 6grenim géren dordinci sinif 6grencilerine “Dlzenlenmis Fennema-Sherman Matematik
Kaygi Olgegi-ilkokul” ve “Matematik Oz-yeterlik Kaynaklari Olcegi” kullanilarak toplanmistir. Oncelikle
olgme araglarinin uygulanabilmesi igin gerekli olan izinler alinmistir. Arastirma izni alindiktan sonra
arastirmanin orneklemini olusturan okullara gidilerek okul yoneticileriyle &lgeklerin 6grencilere
uygulanmasi konusunda izlenecek yéntem gorlsilmistiir. Buna gore 6lgme araglarinin 6grencilere
uygulanmasi sinif 6gretmenlerinden yardim alinarak arastirmaci tarafindan gergeklestirilmistir.
Ogrencilerin tamamina derse sinif 6gretmeni ile birlikte girilerek o6lcekler dagitilmistir. Olgeklerin
gonillulik esasina gore ve glvenilir bir sekilde doldurulmasi icin 6grencilere gerekli agiklamalar yapilmis
ve uygulama sirasinda dgrencilerin sorulari cevaplandiriimistir. Olgeklerin doldurulmasi icin 6grencilere
bir ders saati (40 dk) verilmistir. Doldurulan 6lcekler arastirmaci tarafindan toplanmistir.

Veri toplama siirecinde 6grencilere toplam 203 adet anket dagitilmis ancak bu anketlerden 199 adedi
geri toplanmistir. Yapilan incelemeler sonucunda 6 adet anket eksik ve yanlis isaretlemeler nedeniyle
degerlendirmeye alinmamistir. Geriye kalan 193 adet anket analizlere dahil edilmistir.
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Verilerin Analizi

Ogrencilerden toplanan veriler, SPSS 23.0 istatistiktik programi ile analiz edilmistir. ilk olarak verilerin
normallik analizi yapilmistir. Kaygi 6lceginin carpikhk degeri .066, basiklik degeri -1.083; 6z-yeterlik
olgeginin carpiklik degeri -.090, basiklik degeri -.467 bulunmus ve her iki 6lcegin de carpiklik ve basiklik
degerlerinin +/-1.5 arasinda yer aldigl gorulmistiur. Buna degerlere gére verilerin normal dagilim
gosterdigi anlasiimis (Tabachnick ve Fidell, 2013; George ve Mallery, 2010; Field, 2009) ve parametrik
testlerin uygulanmasina karar verilmistir. Verilerin analizinde, t-testi, Pearson Momentler Carpimi
Korelasyon Katsayisi ve Basit Dogrusal Regresyon istatistiksel analiz yontemleri kullaniimistir.

Bulgular
Ogrencilerin Matematik Kaygi Diizeyleri ile Cinsiyetleri Arasindaki iliskiye Yonelik Bulgular

ilkokul dérdiincii sinif 6grencilerinin matematik kaygi diizeyleri ile cinsiyetleri arasinda fark olup
olmadigina yonelik t testi sonuglari Tablo 1'de sunulmustur.

Tablo 1.
Ogrencilerin Matematik Kaygi Diizeylerinin Cinsiyetlerine Gére Farklilasma Durumuna Yénelik T Testi
Analizi

Faktorler Cinsiyet N X Ss Sd t p
Rahathk Kiz 88 7.14 3.45 191 -.204 .84*
Erkek 105 7.26 3.90
Kaygl Kiz 88 9.65 4.35 191 -.270 .79*
Erkek 105 9.85 4.70
Olgek (Toplam) Kiz 88 17.28 6.56 191 -.290 T7*
Erkek 105 17.52 7.12
*p>.05

Tablo 1'de goéruldtgi gibi ilkokul dordinci sinif 6grencilerinin matematik kaygi dizeylerinin
cinsiyetlerine goére rahathk (t(191)= -.204; p>0.05), kayg! (t= -.270; p>0.05) alt boyutlarinda ve 6lgegin
toplaminda (t(191)= -.290; p>0.05) anlamh seviyede farklilasmadigi anlasiimaktadir. Ogrencilerin
aritmetik ortalamalari incelendiginde alt boyutlarda ve Olgegin tamaminda erkek 6grenciler kiz
ogrencilere gore daha fazla ortalamaya sahiptir.

Ogrencilerin Matematik Oz-Yeterlik Algilari ile Cinsiyetleri Arasindaki iliskiye Yonelik Bulgular

ilkokul dérdiincii sinif 6grencilerinin matematik 6z-yeterlik algilari ile cinsiyetleri arasinda fark olup
olmadigina yonelik t testi sonuglari Tablo 2’de sunulmustur.
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-(gag"elec;:i.lerin Matematik Oz-Yeterlik Algi Diizeylerinin Cinsiyetlerine Gére Farklilasma Durumuna Yénelik T
Testi Analizi
Faktorler Gruplar N X SS Sd t P
Kisisel Kiz 88 23.40 .82 191 -1.228 22*
Deneyimler Erkek 105 24.18 75
Dolayl Kiz 88 22.14 91 191 -911 .36*
Yasantilar Erkek 105 22.86 82
Sosyal iknalar Kiz 88 21.78 .97 191 -.440 .66*
Erkek 105 22.14 .94
Fizyolojik Kiz 88 22.86 1.03 191 .589 .56*
Durumlar Erkek 105 22.32 1.12
Olgek (Toplam) Kiz 88 90.24 .70 191 -.541 .59*
Erkek 105 91.44 71
*p>.05

Tablo 2'de gorildigu gibi ilkokul dérdiinci sinif 6grencilerinin matematik 6z-yeterlik diizeylerinin
cinsiyetlerine gore kisisel deneyimler (t(191)= -1.228; p>0.05), dolayh yasantilar (t(191)= -.911; p>0.05),
sosyal iknalar (t(191)= -.440; p>0.05), fizyolojik durumlar (t(191)= .589; p>0.05) alt boyutlarinda ve
dlgegin toplaminda (t(191)= -.541; p>0.05) anlamli seviyede farklilasmadigi anlasiimaktadir. Ogrencilerin
aritmetik ortalamalari incelendiginde fizyolojik durumlar alt boyutu harig diger alt boyutlarda ve 6lcegin

tamaminda erkek 6grenciler kiz 6grencilere gore daha fazla ortalamaya sahiptir.

Ogrencilerin Matematik Kaygi Diizeyleri ile Matematik Oz-Yeterlik Algilari Arasindaki iliskilere Yonelik

Bulgular

ilkokul dérdiincii sinif 6grencilerinin matematik kaygi diizeyleri ve matematik 6z-yeterlik algilari
arasindaki iliskileri gdsteren korelasyon sonuglari Tablo 3’te sunulmustur.

-II\-/EI‘:::r:c.Jtik Kaygist ile Matematik Oz-Yeterlik Alt Boyutlarina fliskin Basit Dogrusal Korelasyon Sonuglari
Alt Boyutlar 1 2 3 4 5 6
1. Rahatlik -
2. Kaygi 262" -
3. Kisisel Deneyimler -,414** -,484** -
4. Dolayh Yasantilar -,344** -,379** ,588** -
5. Sosyal iknalar -,375 419" 731 649 -
6. Fizyolojik Durumlar -,318" -523" 405" 1149 12997 -

**p<.01, *p<.05

Tablo 3'te gorildigi gibi, matematik kaygisinin alt boyutlarindan olan rahatlik ile matematik 6z-
yeterlik alt boyutlarindan kisisel deneyimler boyutu arasinda -.414, dolayl yasantilar boyutu arasinda -
.344, sosyal iknalar boyutu arasinda -.375, fizyolojik durumlar boyutu arasinda ise -.318 korelasyon
katsayisi hesaplanmistir. Bu durumda rahatlik ile matematik 6z-yeterlik alt boyutlari arasinda orta
diizeyde negatif iliski oldugu soylenebilir. Matematik kaygisinin alt boyutlarindan olan kaygi ile
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matematik 6z-yeterlik alt boyutlarindan kisisel deneyimler boyutu arasinda -.484, dolayli yasantilar
boyutu arasinda -.379, sosyal iknalar boyutu arasinda -.419, fizyolojik durumlar boyutu arasinda ise -.523
korelasyon katsayisi hesaplanmistir. Bu durumda kaygi ile matematik 6z-yeterlik alt boyutlari arasinda
orta diizeyde negatif iliski oldugu sdylenebilir.

ilkokul dérdiincii sinif grencilerinin matematik dz-yeterliginin matematik kaygisini yordama giiciine
iliskin basit regresyon analizi sonuglari Tablo 4’te sunulmustur.

Tablo 4.
Matematik Oz-Yeterligin Matematik Kaygisini Yordama Giiciine Yénelik Regresyon Analizi Sonuclari
Degisken B Standart (<] t p
Hata B
Sabit 5.172 .257 - 20.132 .000
Matematik 6z-yeterlik -791 .067 -.651 -11.855 .000

R=.651; R’=.424; F (140.532); p=.000

Tablo 4’te goruldigu gibi, matematik 6z-yeterlik algilari ve matematik kaygi diizeyleri arasinda orta
diizeyde negatif bir iliski ve matematik 6z-yeterligin matematik kaygisinin anlamli bir yordayicisi oldugu
saptanmistir. (R= .651; R°= .424; p<.01). Bu bulgulara gére matematik 6z-yeterlik, matematik kaygisinin
% 42 gibi blylk bir oranini agiklamaktadir.

Tartisma ve Sonug

Calismada, ilkokul dérdiinct sinif 6grencilerinin matematige karsi kaygi dizeyleri ile matematik 6z-
yeterlik algilari arasinda iliski incelenmis ve bu degiskenlerin 6grencilerin cinsiyetlerine gére farklilik
gosterip gostermedigi belirlenmistir.

Arastirmada, ilkokul 4. sinif 6grencilerinin matematik kaygilarinin cinsiyete gére anlamh olarak
farkhlasmadigi sonucuna ulasilmistir. Alan yazinda calismanin bu bulgusunu destekleyen benzer
arastirmalara ulasilmistir. Kaba ve Sengul (2018), Adal ve Yavuz (2017), Tuncer ve Yilmaz (2016) ile
Tasdemir (2015) ortaokul ogrencileri ile yurittikleri calismalarinda, 6grencilerinin  matematik
kaygilarinin cinsiyete gore farkhlk géstermedigini tespit etmigslerdir. Diger bir ifadeyle matematik kaygisi
acisindan cinsiyetin 6nemli bir degisken olmadigi belirlenmistir. Alisinanoglu ve Ulutas (2003) on
yasindaki cocuklarin matematik kaygisini inceledigi c¢alismalarinda, cinsiyetin 6nemli bir degisken
olmadigini bulmuslardir. Saglam (2019) da ilkokul 3. ve 4. sinif 6grencileri ile ylrittagi calismalarinda
cinsiyet degiskeni ile matematik kaygisi arasinda anlamh bir farkin olmadigl ancak hem kaygi hem de
rahathk boyutlarinda kiz 6grencilerin daha yiiksek kaygi ve rahatlik diizeyine sahip oldugu belirlenmistir.
Benzer sekilde Sakal (2015), Bozkurt (2012), Aydin (2011), Dede ve Dursun (2008), Yenilmez ve Midilli
(2006) ile Yenilmez ve Ozbey (2006) calismalarinda matematik kaygisinda cinsiyetin 6nemli bir degisken
olmadigini tespit etmislerdir. Diger yandan matematik kaygisinin cinsiyete gore farkhlastigini saptayan
calismalar da mevcuttur.

Alan yazin incelemelerinde matematik kaygisi ile cinsiyet arasindaki iliskiye yonelik farkh bulgulara
ulasilmistir. Ari, Savas ve Konca (2010) 7. sinif 6grencileri, Uysal (2007) da ilkégretim ikinci kademe
ogrencileri ile yaptiklari arastirmalarda, kiz 6grencilerinin matematik kaygilarinin erkek 6grencilere gore
daha yiksek oldugunu bulmuglardir. Sorvo, Koponen, Viholainen, Aro, Raikkonen, Peura, Dowker ve Aro
(2017) ilkokul 2-5. siniflarda 6grenim goren 1327 6grenci ile yirittikleri ¢alismalarinda, matematik
kaygisi ile temel aritmetik beceriler arasinda iliskinin oldugu ve kiz 6grencilerin matematik kaygisinin
erkek Ogrencilere gore daha fazla oldugu belirlenmistir. Ayrica matematik kaygisinin en fazla 2.
siniflarda, en az 5. siniflarda oldugu tespit edilmistir. Hembree (1990) 151 arastirma ile yirittigl meta
analiz calismasinda, erkeklere oranla kizlarda matematik kaygisinin daha yilksek oldugu sonucuna
ulagsmistir. Hill, Mammarella, Devine, Caviola, Passolunghi ve Szlics (2016), Devine, Fawcett, Szlics ve
Dowker (2012) ile Pajares ve Miller (1994) matematik kaygisina iliskin galismalarinda, kiz 6grencilerin
daha yiiksek diizeyde matematik kaygisi yasadiklarini belirlemislerdir. Ogrencilerin matematik
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kaygilarinin cinsiyetlerine gére anlamh olarak farklilastigini ortaya koyan bu ¢alismalar; Bieg, Goetz,
Wolter ve Hall (2015), Cipora, Szczygiet, Willmes ve Nuerk (2015), Erturan ve Jansen (2015), Dowker,
Sarkar ve Looi'nin (2016) arastirma bulgulariyla da benzerlik gostermektedir. Bu arastirmalarin
sonuglarina gore 6gretim kademelerinin birgogunda kiz 6grencilerin matematik kaygisi ve tiirevlerinde
erkeklerden goreceli ylksek oldugu gorilmektedir. Kisaca alan yazin incelemesinde, cinsiyet degiskenine
gore matematik kaygisinin, yapilan arastirmalarda farkli sonuglar ortaya koydugu gortilmektedir.

Arastirmada, ilkokul 4. sinif 6grencilerinin matematik 6z-yeterlik algilarinin cinsiyete gére anlamli
olarak farkhlagsmadigi sonucuna ulagilmistir. Alan yazinda bu sonucu destekleyen benzer galismalara
ulasilmistir. Glindogdu (2013) ile Cagirgan-Gilten ve Soytiirk (2013) arastirmalarinda, matematige
ybnelik 6z-yeterligin cinsiyete gore farklilasmadigi sonucuna ulagmislardir. Isiksal ve Askar (2003)
tarafindan ilkdgretim ikinci kademe 6grencilerinin matematige yonelik 6z-yeterlik algilarini 6lgen 6lgek
gelistiriimesi amaciyla yaptiklari ¢alismalarinda, matematik 6z-yeterlik algilari agisindan erkek ve kiz
ogrenciler arasinda anlamli bir farkin olmadigi bulunmustur. Cooper ve Robinson (1991) Universite
ogrencilerine yonelik arastirmalarinda, matematik 6z-yeterlik algisi, matematik kaygisi ve matematik
basarisinin cinsiyete gore farkhlasmadigini gézlemlemistir. Diger taraftan 6z-yeterlik algisi ile cinsiyet
arasindaki iliskiyi saptayan arastirmalar da mevcuttur.

Alan yazin incelemelerinde matematik 6z-yeterlik algilari ile cinsiyet arasindaki iliskiye yonelik farkli
bulgulara ulasiimistir. Demirtas ve digerleri (2011), Cakiroglu ve Isiksal (2009) ile Pajares ve Miller (1994)
calismalarinda, erkek 6grencilerin matematik 6z-yeterlik algilarinin, kiz 6grencilerin algilarina gére daha
ylksek dizeyde oldugunu ortaya koymustur. Benzer sekilde Adal ve Yavuz (2017) ve Tella (2011)
ortaokul 6grencileri, Tasdemir (2012) lise 6grencileri ile yaptiklari calismalarinda, matematik 6z-yeterlik
algilarinin cinsiyete gore farkhlastigini, s6z konusu farkin da erkek 6grenciler lehine oldugunu tespit
etmislerdir. Peters (2013) de calismasinda, yetenek seviyeleri benzer olsa bile, kiz 6grencilerin
erkeklerden daha diisiik matematik 6z-yeterlik diizeylerine sahip oldugunu bildirmektedir. Bundan farkh
olarak Abali-Oztiirk ve Sahin (2015) 5. sinif 6grencileri, Yilmaz ve digerleri (2012) ise ortaokul d6grencileri
ile ylrattukleri cahismalarinda, kiz 6grencilerin matematik 6z-yeterlik algilarinin erkeklere goére daha
yiiksek seviyede oldugu sonucuna varmislardir. Ozkan’in (2019) ilkokul dérdinci sinif égrencilerine
yonelik calismasinda, cinsiyet degiskenine gore 6z-yeterlik dlceginin kisisel deneyimler, sosyal iknalar ve
fizyolojik durumlar alt boyutlarinda manidar bir farklihgin olmadigi ancak dolayli yasantilar alt boyutunda
kiz 8grenciler lehine anlamli bir farkhligin oldugu gériilmistir. Benzer sekilde ipek’in (2019) arastirma
bulgularina gore erkek ve kiz 6grencilerin dolayli yasantilar, sosyal iknalar, fizyolojik durumlar alt
Olgeklerinde matematik 0z-yeterlik inanglarinin anlamh seviyede farkhlastig gorilmustir. Temel
yeterlikler alt 6lceginde ve 6lgegin toplaminda ise ortaokul 6grencilerinin cinsiyetlerine gore anlamli bir
farkhlik bulunamamistir. Ayrica 6grencilerin sira ortalamalari incelendiginde, erkek 6grencilerin sosyal
iknalar ve fizyolojik durumlar alt 6lgeklerinde, kizlarin ise dolayli yasantilar alt 6lgeginde daha yiiksek
puanlar elde ettigi goériilmistiir. Ozetle, alan yazin incelemesinde cinsiyet degiskenine gére matematik
oz-yeterlik algisinin, yapilan arastirmalarda farkh sonuglar ortaya koydugu gorilmektedir.

Calismada, ilkokul 4. sinif 6grencilerinin matematik kaygilari ile matematik 06z-yeterlik algilari
arasinda negatif yonde orta diizeyde bir iliski bulunmustur. Alan yazinda bu sonucu destekleyen bazi
calismalara ulasiimistir. Adal ve Yavuz (2017) ¢alismalarinda matematikte 6z-yeterlik ve kaygi arasindaki
iliskinin ters yonlu (negatif) diisik dizeyde oldugunu tespit etmistir. Diger yandan Yilmaz (2011) ile
Recber (2011) de yapmis olduklari calismalarinda, matematik kaygisi ve 6z-yeterlik arasinda anlamli,
negatif bir iliskinin oldugunu belirlemislerdir. Cooper ve Robinson (1991) calismalarinda, matematik 6z-
yeterligin, matematik kaygisi ile negatif, matematik basarisiyla pozitif bir iliskisi oldugunu tespit etmistir.
Benzer sekilde Pajares ve Kranzler (1995) de matematik 6z-yeterligin, matematik kaygisi ve problem
¢6zme basarisi Uzerinde giiclii bir etkisinin oldugunu ortaya g¢ikarmistir. ipek’in (2019) calismasinda
matematik 6z-yeterlik inancglari dlgekleri ve alt boyutlari matematik kaygisiyla anlaml ancak negatif bir
iliski oldugu belirlenmistir. Bu ¢alismalarin yani sira 6z-yeterlik, matematikte 6z-yeterlik ile matematik
kaygisi arasindaki iliskiler konusunda yapilan bircok calismanin (Akin ve Kurbanoglu, 2011; Brown,
Concannon, Marx, Donaldson ve Black, 2016; Geist, 2010; Griggs, Patton, Rimm-Kaufman ve Merritt,
2013; Huang, 2017; Huang, Zhang ve Hudson, 2018; McMullan, Jones ve Lea, 2012; Spaniol, 2017)
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bulgulariyla bu arastirmanin bulgulari benzerlik gostermektedir. Ayrica bu g¢alismada, matematik 6z-
yeterligin matematik kaygisinin anlamli olarak yordayicisi oldugu ve % 42 gibi biylk bir oranda agikladig
bulunmustur. Sonug olarak, matematik dersine yonelik 6z-yeterlik algilari yiksek olan 6grencilerin diisuk
matematik kaygisi yasadiklari gérilmektedir denilebilir.

Arastirmadan elde edilen sonuglara dayali olarak matematik kaygisi ve 06z-yeterlik algisinin
ogrencilerin gelisiminde ve 6grenme-6gretme siireglerinde énemli bir yoni olduguna dair oldukga gigli
kanitlar vardir. Bu kapsamda 06gretim programlari ve sinif i¢i uygulamalar 6grencilerin matematik 6z-
yeterliklerini arttirmayr ve matematik kaygisini azaltmayr amaglayacak sekilde planlanabilir. Bu
arastirma, 2019-2020 egitim-6gretim yil Adana ili Pozanti ilgesinde 6grenim goren ilkokul 4. sinif
ogrencileri ile sinirhdir. Bu noktada bu ¢alisma, farkli bolge ve sinif diizeylerinde akademik basari gibi
farkh degiskenlerle tekrardan desenlenebilir.
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In this study, the relationship between the pre-service mathematics teachers’
reasoning skills on geometric shapes and geometry performances were investigated.
The participants of the study consisted of 384 pre-service mathematics teachers, 252
females, 132 males who studied at the faculties of education of two universities in
Eastern and Southeastern Anatolia in the fall semester of 2016-2017 academic year. In
the study, due to the limitations in terms of time and labor conditions, appropriate
sampling method was preferred when determining the sample. In the section where
the applications of the study were done, relational survey model was used. The data of
the study were collected by reasoning skills on geometric shapes test and geometry
performance test developed by the researchers. The data were analyzed using
descriptive statistics, t-test, ANOVA test, Cohen’s f, Cohen’s d effect size values,
correlation analysis and regression analysis. In the study, when the reasoning skills on
geometric shapes and geometry performance data were compared according to
gender variable, it was found that the average of men was higher than women. In
addition, when the geometry performance scores are examined, it is seen that the
third grade has the highest average, while reasoning skills on geometric shapes scores
have the highest average in the second grade. When the scale and test scores of pre-
service mathematics teachers were examined according to gender variable, it was
found that reasoning skills on geometric shapes ability and geometry performance
scores did not show a significant difference between them. As a result of ANOVA test,
it was found that the differences between the classes were significant reasoning skills
on geometric shapes ability and geometry performance. The calculated Cohen’s effect
size values showed that the differences between the classes were low. When this
difference was investigated between the classes, it was found that there was a
significant difference between some classes. When the Cohen’s effect size values of
these differences are examined, it is seen that there are low significant effects
between the classes. When the correlation values between the variables were
examined, a high-level relationship was found between the reasoning skills on
geometric shapes ability and the geometry performance. In addition, it was found that
reasoning skills on geometric shapes ability is a significant predictor of geometry
performance. As a result of the findings obtained in the study, suggestions were made
about the use of the concepts of reasoning skills on geometric shapes and geometry
performance in academic field and mathematics teaching.
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Makale Gegmisi: becerileri ile geometri performanslari arasindaki iligki incelenmistir. Calismanin
Gelis 22.07.2019 katihmcilarini Dogu ve Giineydogu Anadolu bdlgelerinde bulunan iki Gniversitenin
Dizeltme 22.07.2020 egitim fakiltelerinde 2016-2017 6gretim yili gliz doneminde 6grenim gbéren 252 Bayan,
Kabul 13.08.2020 132 Erkek toplam 384 matematik 6gretmen adayi olusturmaktadir. Arastirmada zaman

ve isglict kosullari agisindan var olan sinirliliklar sebebiyle 6rneklem belirlenirken

uygun ornekleme yodntemi tercih edilmistir. Calismanin uygulamalarinin yapildigi
bolimde iligkisel tarama modeli kullaniimistir. GCalismanin verileri arastirmacilar
tarafindan gelistirmis olan geometrik sekiller tzerine akil ylritme beceri testi ve
geometri performans testi ile toplanmistir. Arastirma verileri betimsel istatistikler, t-
testi, ANOVA Testi, Cohen’s f, Cohen’s d etki bliylklGgu degerleri, korelasyon analizi ve
regresyon analizi yardimiyla analiz edilmistir. Arastirmada geometrik sekiller Gzerine
akil yurGtme becerisi ve geometri performansi verileri cinsiyet degiskenine gore
karsilastinldiginda erkeklerin ortalamalarinin bayanlardan yilksek oldugu tespit
edilmistir. Ayrica geometri performans puanlari incelendiginde Uglinci siniflarin en
yuksek ortalamaya sahip oldugu goriliirken geometrik sekiller Gzerine akil yiritme
becerisi puanlari incelendiginde en yiiksek ortalamaya ikinci siniflarin sahip oldugu
gorulmektedir. Arastirmada matematik 6gretmen adaylarinin 6lgek ve test puanlari
cinsiyet degiskenine gore incelendiginde, geometrik sekiller Gzerine akil ylritme
becerisi ve geometri performansi puanlarinin aralarinda anlamli bir farkhhk
gostermedigi bulunmustur. Calismada yapilan ANOVA testi sonucunda geometrik
sekiller Uzerine akil yuritme becerisi ve geometri performansi igin siniflar arasi
farkhhgin anlamh oldugu tespit edilmistir. Hesaplanan Cohen’s f etki blyuklugu
degerleri siniflar arasi farkhiliklarin distk diizeyde oldugunu gostermistir. Bu farkhhk
siniflar arasinda arastirildiginda bazi siniflar arasinda anlamh farkhhigin oldugu tespit
edilmistir. Bu farkhliklarin Cohen’s d etki biiylGklGgu degerleri incelendiginde de siniflar
arasinda dusik duzeyde anlamli etkilerin bulundugu gorilmektedir. Calismada
degiskenler arasindaki korelasyon degerleri incelendiginde geometrik sekiller Gizerine
akil yuritme becerisi ile geometri performansi arasinda yuksek dizeyde iligki
bulunmustur. Ayrica, geometrik sekiller lizerine akil yuriitme becerisinin geometri
performansinin anlamh bir yordayicisi oldugu tespit edilmistir. Arastirmada elde edilen
bulgular neticesinde geometrik sekiller tGzerine akil yiriitme becerisi ve geometri
performansi kavramlarinin akademik alan ve matematik 6gretiminde kullanimina iligkin
onerilerde bulunulmustur.

Anahtar Kelimeler:

Geometrik Sekiller Uzerine Akil
Yilritme Becerisi,

Geometri Performansi,
Matematik Ogretmen Adaylari,
Matematik Egitimi.

Introduction

Education is expressed as the process of acquiring behaviors such as attitude, skill, ability, aesthetics,
and sensitivity, in harmony with the national, cultural and spiritual values of the society in which the
person is born (MoNE, 2018). Before starting this process, the goals, achievements, and competencies to
be gained are determined. For this, continuously developing and changing education programs are used.
Ministry of National Education (2018) located eight key competencies prescribed for everyone within
the scope of lifelong learning in Turkey Qualifications Framework (TQF), which was published in the
mathematics curriculum (MoNE, 2018). When these competencies are examined, it is seen that all of
them are related to mathematics teaching process, while two of them stand out. The first of these
competencies is learning to learn. The second is mathematical competence. The expression of
mathematical competence includes the desire and ability to use mathematical situations of thinking
(spatial and logical thinking) and presentation (fiction, formulas, graphs, models, and tables) in different
types (MoNE, 2018). The second one of the mathematical process skills found in the MoNE (2018)
mathematics curriculum is the reasoning skill. When attention is paid to the effect of reasoning skills in
facilitating life in and out of school, it is necessary to create new teaching environments to develop this
skill in the mathematics learning process. It is estimated that an individual who uses problem-solving
skills will also be able to use these skills, such as communication and reasoning, within this process. The
development of such skills in secondary school is also considered important for mathematics teaching in
the following grades. It is stated that reasoning skills should be reinforced at all grade levels and in all
areas of mathematics education (MoNE, 2018). Undoubtedly the teachers are the ones who will guide
students to develop these skills during the educating process. Thus, first, teachers must have reasoning
skills. Real-life problems designed for the teaching process should also include situations that require
students to reason and make decisions (MoNE, 2017). There are many studies in the literature stating
that the reasoning skills of teachers, pre-service teachers, and students are part of the educating
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process and that both students and teachers should acquire these skills. (Ellis & Hunt, 1993; Jadallah,
2009; Oaksford, 2005; Sahin, 2012; Yesildere & Tirnikli, 2007).

It is stated that thinking skills can be taught in formal education environments or in many
educational activities in schools, supported by different applications that adapted for each student’s
needs. (Ellis & Hunt, 1993: p. 298). With the development of the reasoning process, many concepts such
as creative thinking, problem-solving, and evaluation are included in the literature. Introducing and
developing thinking styles in which these thinking styles are effective, is very important in shaping the
intellectual structure of an individual (Gubukgu, 2004). The teaching of reasoning and thinking skills
should be considered as a lifelong process. Therefore, these skills should not be seen as skills taught in a
lesson and then forgotten (Ellis & Hunt, 1993: p. 298). The concept of reasoning is almost integrated into
our lives. Oaksford (2005) stated that people are highly dependent on reasoning processes, and
therefore they tend not to notice this process. Also, Oaksford (2005) got into the literature as a scientist
who argued that most of the people's actions depend on reasoning processes. The National Association
for the Education of Young Children (NAEYC) advocates that children should learn reasoning skills. This
organization argues that reasoning skills should be taught to children from an early age (Storey, 2004).
Lawson (2005), on the other hand, states that although the educational environments that are based on
transferring the content from teachers do not contribute to improving the scientific reasoning skills, the
educational settings aimed at teaching about the scientific process to the individual have a positive
effect on the reasoning ability. Many scientists have a common view that the concept of reasoning is
closely related to the concepts of deduction and induction. Reasoning ability can be determined by the
depth and width of the conceptual framework of individuals. Inductive reasoning skills are required to
produce descriptive information, and deductive and systematic reasoning skills are necessary to produce
useful information. Accordingly, it is possible to say that science is made up of reasoning and concept
development dimensions (Gerald, 2002). Reasoning ability, which emerges from the experimental
information, provides the opportunity to correctly organize, describe, and develop descriptive concepts
in the situations and phenomena around the individual. On the other hand, reasoning ability emerging
from theoretical knowledge enables individuals to go beyond descriptive statements and descriptive
concepts and create suggestions to explain factual relationships (Lawson, Alkhoury, Benford, Clark, &
Falconer, 2000).

It has been stated that reasoning skills are at the core of all rules and operations in mathematics
(Aksoy, 2003). The concept of mathematical reasoning is primarily based on the ability to think and
dream (Thompson, 1996, p. 267). Mathematical reasoning enables students to have a permanent and
developmental knowledge of mathematics (Umay & Kaf, 2005, p. 188). Mathematical knowledge is not
obtained as a result of an experiment like other sciences, but experiments can prove its accuracy.
Mathematical information obtained as a result of observation is also available. However, in
mathematics, the result can be reached by reasoning rather than experimentation and observation. In
other words, it can be said that mathematics education has an essential place in the development of
reasoning ability (Umay, 2003). When individuals finish primary education and start the second level,
mathematical reasoning and problem-solving skills are the most critical mathematical learning concepts
(Schmidt & Bednarz, 1997). For this reason, mathematical reasoning is an important component of the
mathematics learning-teaching process (Duatepe, Akkus Cikla, & Kayhan, 2005). NRC (1996) stated that
mathematics and science education aims to develop scientific thinking skills. Thus, an educational
environment should be directed towards giving reasoning skills rather than transferring the content of
chemistry, biology, physics, and mathematics or science and technology. The concept of mathematical
reasoning has been defined by ilhan (2019) as “The ability to determine a new cognitive path or method
and reach a solution in a practical way related to a problem situation we encounter in the field of
mathematics.

The ability of teachers to design their teaching materials, to use instructional materials with
appropriate methods and techniques effectively, to visually edit the message to be conveyed to the
student, such as simple diagrams and drawings, is highly related to visual, spatial or geometric reasoning
ability (Alpan, 2008). A group of mathematicians in Southampton/Hampshire and educators supporting
them wrote a report, which includes the process of testing and developing a number of learning and
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teaching materials and stating that the geometric reasoning should be improved during secondary
school and this is the type of reasoning that should be focused on. This report covers reviews from
October 2002 to November 2003 (about a year). The final report of the study was presented in the
Curriculum Authority (QCA) in March 2004. The report states that the concept of geometric reasoning
includes the properties, positions, directions, and transformations of two- and three-dimensional
objects. In addition, it is reported that the students’ interest in the teaching process increase, the
students can explain the results by noticing the geometric ratios, the students’ problem-solving skills
improve, the students know the general measurement rules and specialize in the proportions between
the two-dimensional and three-dimensional shapes and use this information in other classroom
activities when geometric reasoning activities are carried out together with the students (Brown, Jones
& Taylor, 2003 ). llhan (2019) defined the geometric reasoning ability as “the ability to comment on the
shape using the already set image in the mind and the prior information provided, to analyze the shape
in a practical way by determining a new cognitive path or method, the ability to be able to associate the
shape with different problematic situations and to be able to use it in problem-solving processes when
an individual sees a shape.”

The main purpose of the curriculum is to build the knowledge, skills, and values provided to the
students in the desired way. For this purpose, it is necessary to use the teaching approaches in which
the students are actively participating in the teaching process, to select the learning processes and
materials that are appropriate for the purpose and to evaluate the development of the students. The
MoNE (2018) mathematics curriculum has adopted a performance-based measurement and evaluation
approach to identify and eliminate the learning difficulties that exist in the teaching process and to
support a permanent and meaningful learning environment. Performance-based measurement and
assessment methods are used to determine and evaluate the level of students' learning. Performance
evaluation should be done with measurement practices that the student uses the information in real or
near-realistic environments (MoNE, 2018). Although the concept of performance is considered to be
that important in the curriculum, the researches reveal that students do not convert their knowledge to
performance correctly, teachers or pre-service teachers do not have detailed information about the
concept of performance and cannot perform performance evaluation procedures correctly (Altun, 2014;
Arikan, 2016; Cankoy & Ozder, 2011; Erkek & Isiksal, 2015).

Performance evaluation is also defined as “trying to evaluate the different situations created to
enable individuals to reflect their skills, knowledge, and level of understanding” (Marzano, Pickering &
McTighe, 1993). Considering the mathematics and geometry teaching process, standard tests are
insufficient in many points to evaluate the problem-solving steps and problem-solving skills in detail
(Karatas & Guiven, 2003). Performance assessment may be required to overcome this deficiency of the
teaching process (Ersoy, Glirdogan Bayir & Givey, 2010). The MoNE (2018) mathematics curriculum
emphasizes that the performance evaluation method should be used in teaching processes.
Performance evaluation includes abilities having functions such as oral expression, written expression,
article writing, composition, sketch-drawing, writing, creating experimental setup or experimenting,
drawing shapes, drawing graphics, creating models, making a tool, and problem-solving skills (Kutlu,
Dogan & Karakaya, 2008). Such important learning situations are measured via the performance
evaluation approach. The performance evaluation approach is available in the literature as a
measurement technique in addition to standard tests (Karatas & Guven, 2003). Therefore, performance
assessment is needed to measure the skills and products used in mathematics and geometry learning
areas and frequently used.

Literature review reveals many national or international studies on reasoning, mathematical
reasoning, or reasoning on geometric shapes. Chacén, Albaladejo, and Lépez (2016) investigated the
effect of technologically zig-zag collaborative environments on the mathematical study, cognition, and
spatial interaction in geometric reasoning. Nilsson (2013) examined the relationships between the
concept of diagrammatic reasoning and the grade levels. Panaoura and Gagatsis (2009) studied the
geometric reasoning skills of elementary and secondary school students in their research. Jones, Fujita,
and Ding (2005) examined the teaching of geometric reasoning in detail as a result of the opinions of
expert teachers in China and Japan in their research. Brown, Jones, Taylor, and Hirst (2004) encouraged
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the use of geometrical properties and theorems, the accumulation of knowledge, the development of
skills, the assumption, the deductive reasoning, and the proof in the mathematics teaching process of
secondary level students. In their research, Fujita and Jones (2002) reported the analysis of existing
textbooks used in secondary schools in Japan and England (especially England and Scotland). Fischbein
and Nachlieli (1998) explained the theoretical structure of geometric shapes and concepts with the
concept of geometric reasoning. ilhan and Aslaner (2018) developed a reasoning skill test on valid and
reliable geometric shapes for pre-service mathematics teachers and examined the pre-service
mathematics teachers’ reasoning skills on geometric shapes in terms of university and grade level
variables. In their studies, Bal incebacak and Ersoy (2016) determined the reasoning skills levels of
seventh-grade students in a mathematics course according to TIMSS data. Erdem (2015) examined the
effect of the learning environment enriched via different types of teaching methods on mathematical
reasoning. Arici and Aslan Tutak (2015) studied the effect of origami on spatial visualization, geometric
reasoning, and geometry success. Sahin (2012) analyzed the relationship between pre-service geometric
teachers’ mathematical reasoning skills and Van Hiele geometry thinking levels. In his research, Arici
(2009) examined the effect of origami-based teaching on geometry achievement, spatial visualization,
and geometric reasoning in tenth-grade students on some basic topics related to triangles. In his study,
Erdogan, Akkaya, and Celebi Akkaya (2009) determined the effect of teaching based on the Van Hiele
model on the creative thinking and reasoning levels of 6th-grade primary school students. Duatepe,
Akkus, Cikla, and Kayhan (2005) determined the solution strategies that students use in ratio and
proportion questions that require proportional reasoning and how these strategies differ according to
the question types, in their research. Again, the literature review reveals national or international
studies related to performance, mathematical performance, or geometric performance concepts. Erdal
(2007) stated that performance evaluation is an alternative method that should be used in
measurement and evaluation processes. Geer, Quinn, and Ganley (2018) have conducted a longitudinal
study on the development of relationships between spatial skills and mathematics performances of
primary school students. Chamberlin (2011) brought a new dimension to pre-service teachers teaching
processes with potential mathematics course applications and examined the effects of these
applications on pre-service teachers’ performances. Rapp (2009) specified effective strategies to
increase the level of mathematical performance of students with visual-spatial intelligence. Kyttald and
Lehto (2008) studied the relationship between passive and active visual-spatial working memory and
mathematics performance. Funkhouser (2002) examined the effects of geometrical applications with
augmented reality on the students’ geometry performances and attitudes. Ozyildirim Giimis and Umay
(2017) analyzed the effect of problem-solving strategies on the conceptual or operational preferences of
pre-service mathematics teachers in problem-solving performances. Alptekin, Vural, and Aksoy (2016)
examined the effectiveness of the cover-copy-compare method to gain fluent processing skills in their
research. Bal (2012) asked the opinions of elementary school students about the process of preparing
performance tasks in mathematics courses and identified the problems they experienced. Kotaman
(2008) did a literature research on the development of learning performance and explained the concept
in detail. In his study, Gokkaya Coban (2001) studied the effect of computer-aided instruction on the
performance of seventh graders on sequential pairs and the representation of points in the Cartesian
coordinate plane. Besides, it is anticipated that this study will have a unique value and contribution on
mathematics education since the literature review shows that there is no study evaluating the
relationship between the reasoning ability on visual geometric shapes and geometry performance using
the analysis methods (correlation and regression analysis), which are used in this study, and the scales
simultaneously as well as the tests which are developed specifically for this research, and conducting the
research on pre-service mathematics teachers studying at 1+ — 4" years at university.

Aim of the Research

This research aims to study the relationship between the reasoning skills of geometric shapes of pre-
service mathematics teachers and their geometric performances. Answers for the following questions
have been sought in accordance with the aim:
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Pre-service mathematics teachers of reasoning and geometry performances of on geometric shapes ;
1. What is the level?

2. Differ according to gender and class variables?

3. What is the correlation relationship?

4. How is the predictive power between?

Method
Research Model

The research is of the descriptive type. Descriptive studies aim to describe a given situation as
precisely and carefully as possible. Generally, descriptive scanning studies are conducted in the field of
education since the researchers usually conduct descriptive studies to summarize the properties of
individuals, groups or physical environments in the field of education (Buyukoztirk, Kig Cakmak, Akgtin,
Karadeniz & Demirel, 2012, p. 22). The relational survey model has been preferred to obtain data
showing the relation between the geometry performance and the reasoning skills on geometric shapes
of pre-service mathematics teachers in this research. The relational survey model is a research model
aiming to identify the degree or the existence of change between two or more variables. The variables
between which the relation is to be searched for are symbolized individually within this model (Karasar,
2011, p. 81).

The Role of the Researchers and Research Validity

The researchers introduced themselves to the pre-service mathematics teachers within the
application period and informed the pre-service mathematics teachers about the application period
after a brief personal background information. Guidance and necessary explanations are provided to the
pre-service mathematics teachers. To ensure that the data collected are free from errors and increase
their validity and reliability, necessary precautions have been tried to be taken by predicting the
situations that may arise in this process. Precautions have been taken to prevent any problems, and
preliminary preparations have been made for the number of tests and forms by considering the number
of participants. The researchers took precautions so that the data will be free from errors due to the
application environment during the application period, and paid attention to create an appropriate
application environment with the pre-service mathematics teachers. The researchers aimed to
overcome the deficiencies by providing necessary explanations to the pre-service mathematics teachers
before the application period. In addition, the applications have been conducted in classrooms of
relevant education faculties, and attention was paid to the silence and suitability of the application
period. The classrooms have been checked beforehand to prevent any problems. The researchers
anticipated any pencil and eraser needs of the pre-service mathematics teachers and met their needs to
avoid any disruption during the application. Therefore, the researchers managed the application period
without any problems.

Study Group

The participants of the study were 384 pre-service mathematics teachers, 252 females, 132 males
who studied in the faculties of education of two different universities in Eastern and Southeastern
Anatolia in the fall semester of 2016-2017 academic year. The convenience sampling method is
preferred for this research. This method is to select the sample from easily accessible and applicable
units due to the limitations of time, labor, and money (Bliylkoéztirk, 2015, p.92). Table 1 presents the
properties of the research group according to the variables of gender, grade, and university.
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Table 1.
The properties of the participants
University Gender Freshman  Sophomore Junior Senior Total
. Female 33 39 41 36 149
Eastern Anatolia
Male 20 13 9 16 58
South-East Female 27 33 24 19 103
Anatolia Male 22 13 16 23 74
Total 102 98 90 94 384

Data Collection Tools

Test on Reasoning Skill on Geometric Shapes (RSGS)

The RSGS test, which is developed by ilhan and Aslaner (2018) is a multiple-choice test and consists
of 20 items in total. The test items were graded as 1 for correct and 0 for wrong answers. Therefore, the
highest score to be obtained from the test is 20, whereas the lowest score is 0. Content validity and
construct validity tests that are widely preferred, were conducted for test validity Referring to opinions
of the field experts were considered enough for determining the construct validity. The content validity
was ensured by the analysis of the learning outcomes of the geometry teaching classes of Turkish
universities and a review of the literature. The KR-20 reliability coefficient of the test was calculated as
0.745. This value is enough to say that the test is reliable.

Geometry Performance (GP) Test

The GP test was developed by the analysis of the learning outcomes of the geometry teaching
classes of Turkish universities and the review of the literature. Three lecturers on mathematics
education and one lecturer on Turkish education evaluated the draft test. The KAPPA coefficient
(compatibility between raters) was calculated to assess the reliability between the raters. The obtained
KAPPA value 0.90 shows that the compatibility ([KAPPA]>0,75) is perfect (Kilic, 2015). A graded scoring
key was developed for the GP test, and each question was evaluated as "Blank," "False," "Partially
Right," and "Right." In line with this evaluation, fully correct answers were scored as 2, partially correct
answers were scored as 1, false and blank answers were scored as 0 points, and a pilot application was
carried out for the validity and reliability studies of the test.

Content and construct validity were studied to determine the test validity. Item difficulty and
discriminant indices were calculated for construct validity, and expert opinions regarding the subject
area were obtained for content validity. The reliability of the test, which was developed by the
researchers, consisting of 38 items, was calculated by the KR-21 reliability test, and the reliability
coefficient was calculated as 0.79. Buyukoztirk (2015) stated that the internal reliability coefficient has
to be higher than 0.7 for a test to be considered as reliable. The calculated value shows that the test is
reliable.

Data Analysis

The data obtained in the research were statistically analyzed using Microsoft Office Excel, SPSS 23.0
and Lisrel 8.80. Shapiro-Wilk test was used for the normality test, and descriptive statistics were
analyzed with percentiles, standard deviation, KR-20, and KR-21 values within the study. T-test,
ANOVA, and Tukey tests were used for analyzing the data according to the independent variables,
Cohen's d and Cohen’s f effect-size values were examined among the groups with significant differences
within the research. Correlation and regression analysis were conducted to assess the relation between
RSGS and GP.

Conducting Normality Tests
Levene test was conducted to determine whether the variances are distributed homogeneously in
the study. As a result of the Levene test, the variances were found to be equal since p> 0.05 for RSGS
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test (z = 0,496, p = 0,052) and GP test (z = 0,262, p = 0,194) (Bliylkoztirk, 2015, p.48-49). Shapiro-Wilk
test was conducted to determine whether the data are distributed normally, after the Levene analysis.
Table 2 presents the findings regarding this test.

Table 2.
Shapiro-Wilk test results of RSGS and GP test
Group Statistics df ¢}
RSGS Female 0,98 252 0,10
test Male 0,98 132 0,29
Female 0,99 252 0,15
GP test
Male 0,99 132 0,20
Freshman 0,96 102 0,70
Sophomore 0,98 98 0,17
RSGS test .
Junior 0,97 90 0,31
Senior 0,95 94 0,10
Freshman 0,99 102 0,75
Sophomore 0,99 98 0,59
GP test .
Junior 0,98 90 0,31
Senior 0,97 94 0,55

RSGS and GP applications show normal distribution as a result of the Shapiro-Wilk test as each data
set is (p> 0.05). Therefore, T-test for the gender variable, and Tukey test for class variable were decided
to be used.

Calculating Effect Sizes

After analyzing the results of the t-test, ANOVA, and Tukey test, the effect size values were
calculated for the results that showed a significant difference. The effect size value is a standardized and
objective value of the observed effect size (Field, 2005, p. 33). Effect size signifies the significance of the
study results in the application (Tabachnick & Fidell, 2007, p. 54; Ozsoy & Ozsoy, 2013, p. 337). The
effect size value (Cohen’s d) calculated between binary groups in a study is interpreted as follows: the
effect size is small between 0.20-0.49; medium between 0.50-0.79 and high when it is 0.80 and higher
(Cohen, 1988). Cohen’s f is used to calculate the effect size for variance analysis in multiple groups.
Cohen’s f value estimates the variance rate of the sample. The effect size is small between 0.10-0.24,
medium between 0.25-0.39, and high if it is higher than 0.40 (Cohen, 1988). Accordingly, Cohen’s f value
as the effect size value regarding the ANOVA test results of the class variable, and Cohen’s d value as the
effect size value of each of the Tukey test results, which were significantly different, were calculated and
interpreted. Cohen’s d effect size values were not calculated since there were no significant differences
in the t-test results of the gender variable, and similarly, Cohen’s d effect size values were not calculated
in groups, which did not have a significant difference according to the grade variable.

Findings

General descriptive statistics regarding the RSGS and GP tests, descriptive statistics according to
gender and grade level variables, independent sample t-test results according to gender, ANOVA test
results according to grade levels, and their effect size values and remarks were presented in this part of
the study. A correlation table was created for the relationship between the variables, and the
regression analysis coefficient was calculated. Table 3 presents the descriptive statistics values for
variables in general.
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Table 3.
Descriptive statistics values of the variables in the study
Variable N X X % sd
RSGS 384 20 9,99 49,95 2,75
GP 38 41,80 55,00 11,26

When the percentage values of the variables are analyzed in Table 3, it is seen that RSGS is lower
than GP, with a difference of approximately 5%. After examining the descriptive statistics of the pre-
service mathematics teachers in general, the descriptive statistics of gender and grade level
independent variables were examined, and the statistics of the gender variable are given in Table 4.

Table 4.
Descriptive statistics values according to gender
Gender Groups N X X % sd
Female 252 9,87 49,35 2,55
RSGS Male 132 20 10,21 51,05 3,10
Gp Female 252 38 41,54 54,66 10,66
Male 132 42,28 55,63 12,36

According to Table 4, it is seen that male participants have higher values in both RSGS and GP tests
than female participants. Table 5 presents the findings obtained by examining the descriptive statistics
of the tests according to the grade level variable.

Table 5.
Descriptive statistics values according to grade level
Variable Grade N X X % sd
1 102 9,28 46,40 3,07
2 98 10,53 52,65 2,36
RSGS 20
3 90 10,51 52,55 2,19
4 94 9,69 48,45 3,05
1 102 40,70 53,55 12,11
2 98 41,11 54,09 9,92
GP 3 90 38 45,13 59,38 10,05
4 94 40,51 53,30 12,23

Looking at Table 5 is examined, it is seen that the pre-service mathematics teachers' reasoning skill
levels on geometric shapes are highest (53%) in the sophomore level and the lowest at the freshman
level (46%). Geometry performances were highest at the junior level with 59%, while the lowest was at
the senior level with 53%. After the descriptive statistics, it was examined whether there was a
significant difference between the independent variables, and the effect size values were calculated for
the variables that have significant differences. Table 6 presents the findings obtained by performing the
independent sample t-test according to the gender variable.

Table 6.
Independent sample t-test findings by gender
Variable Groups N X % sd df T p
Female 252 9,87 49,35 2,55
’ ’ ’ _1 1 2
RSGS Male 132 10,21 51,05 3,10 382 A5 0,25
Gp Female 252 41,54 54,66 10,66 0,61 0,54
Male 132 42,28 55,63 12,36
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According to Table 6 is examined, it can be said that pre-service mathematics teachers’ RSGS [t (382)
=-1.15: p> 0.05] scores and GP [t (382) = - 0.61: p> 0.05] scores do not show any significant difference
in terms of the gender variable. After examining the findings of gender, ANOVA test was performed to
determine whether pre-service mathematics teachers’ reasoning skills on geometric shapes and
geometry performances differ according to grade level, and the findings were presented to the reader,
respectively. Table 7 presents the findings of the ability to reason on geometric shapes according to
grade level.

Table 7.
ANOVA test findings and effect size values of RSGS by grade level
Variable X df F p Cohen Grade P hsd Cohen’s
sf d
Intergr 112,25 3
o 1<2 0,01 273 0,46
RSGS In;Lapgr 2779,71 380 5,12 0,00 0,20 1<3 0,01 268 0.47

Total 2891,96 383

Looking at Table 7 is examined, it is seen that the RSGS [F (3, 383) = 5.12, p <0.05] difference
between grades is significant, however, the effect size value shows that the differences between the
grades are small (Cohen’s f = 0.20). When this difference is compared separately between the grades 1-2
and 1-3 it is seen that there is a significant difference between the (p <0.05) classes in favor of the
second and third grades, and there is no significant difference between the other grades. Considering
the effect size value between grades where the difference is significant, 1-2 and 1-3, it can be said that
there is a small effect size value (Cohen’s d: 1-2. = 0.46, 1-3. = 0.47) between grades. Table 8 presents
the findings of geometry performance by grade.

Table 8.
ANOVA test findings and effect size values of GP according to grade level
Variable X df F p Co:;n Grade P hsd Cohen’s d
INter8r 132692 3
oup 11,1
GP Intragr 47261,2 1<3 0,03 3 0,40
oup 3 380 3,56 0,02 0,17 3>4 0,03 11,1 0,41
6
Total 485:8'1 383

When Table 8 is analyzed, it was determined that the difference between the grades was significant
for GP [F (3, 383) = 3.56, p <0.05]. The calculated effect size value shows that the differences between
grades are small (Cohen’s f = 0.17). When this difference is investigated separately between grades 1-3
and 3-4, it is understood that there is a significant difference (p <0.05) between the grades in favor of
the third grade, and there is no significant difference between the other grades. Considering the effect
size value between grades where the difference is significant, 1-3 and 3-4, it can be said that there is a
small level effect (Cohen’s d: 1-3. = 0.40, 3-4. = 0.41) between grades. A correlation table was formed
between the variables in the study, and the findings obtained are given in Table 9.

Table 9.
Correlation table between variables
Variables (Correlate) RSGS
GP 0,80**

(**: p<0,01 and p<0,05)
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It is obvious on Table 9 is analyzed, it is seen that the correlation between the variables is positive at
the level of p <0.01 and p <0.05. A high level (r = 0.80, p <0.01) relationship was found between RSGS
and GP. After analyzing the relationship between variables, regression analysis was performed to
determine how much reasoning skill on geometric shapes predicted geometry performance, and the
findings are given in Table 10.

Table 10.

The power of reasoning skills of geometrical shapes on the prediction of geometry performance
Variance Source  Sum of squares df Mean squares F P R R’
Regression 1870,057 1 1870,057 699,051 0.000 0.804 0,647
Error 1021,902 382 2,675

Total 2891,958 383

According to Table 10 is examined, it is seen that the reasoning skill on geometric shapes predicts
geometry performance significantly (F (1,382) = 699,051; p = 0.000). When the regression relationship
between the variables is examined (R = 0.804, R2 = 0.646, p = 0.000 <0.01), it is seen that the possibility
to predict the geometry performance of reasoning skill on geometric shapes is approximately 65%. In
other words, reasoning skill on geometric shapes is a strong and meaningful predictor of geometry
performance.

Discussion, Conclusion and Suggestions

This study was conducted to examine the relationship between pre-service mathematics teachers'
reasoning skills on geometric shapes and geometry performance levels with correlation and regression
analysis techniques. Along with this general-purpose, pre-service mathematics teachers' reasoning skills
on geometric shapes and geometry performance levels were determined, whether they showed a
significant difference in terms of gender and class variables is studied together with their effect sizes, a
correlation table is created between the variables and a regression analysis was performed. In the study,
it was determined that pre-service mathematics teachers' RSGS levels were below the average.
However, this value is very close to the average. When pre-service mathematics teachers’ RSGS
averages are analyzed according to gender variable, it is determined that male participants have a
higher average than female participants; in other words, male participants’ scores are above average
while female participants’ scores are below average. When the results are analyzed by class variable, it
is seen that the highest average belongs to sophomore levels, and the average scores decrease at the
junior and senior grades. In addition, pre-service mathematics teachers' RSGS scores remained below
average at the freshman and senior grades, and above average at the sophomore and junior grades. The
reasons for these results can be considered as the pre-service mathematics teachers' not having enough
knowledge on RSGS, not being able to reason enough on geometric shapes, the difficulty of the test, or
the contributions of the undergraduate education they have taken. These results also prove that pre-
service mathematics teachers' do not have enough information about the concept of reasoning in the
secondary school mathematics curriculum they are responsible for. Although there is an increase in
RSGS levels of pre-service mathematics teachers as a result of the education they receive, during the last
years of the undergraduate study as the participants have to attend several exams such as Public
Personnel Selection Examination (PPSS), Foreign Language Assessment Test (FLAT), Higher Education
Institutions Foreign Language Assessment Test (HEIFLAT) and Academic Staff and Postgraduate
Education the Entrance Exam (ALES), they have to shift the focus of their study outside their major and
this can be considered as an important factor affecting this result. When the studies conducted in the
literature are combed, it is possible to come across studies that determine that mathematical or
geometric reasoning skills are at a moderate level, like the research findings. Pocan, Yasaroglu, and ilhan
(2017) found that the mathematical reasoning skills of middle school seventh- and eighth-grade
students were moderate. In their study, ilhan and Aslaner (2018) stated that pre-service mathematics
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teachers' RSGS scores were moderate, RSGS levels increased when passing from the freshman grade to
sophomore grade, and RSGS scores decreased in junior grade. In addition, Buckley, Seerey, and Canty
(2018) stated that pre-service teachers' ability to use spatial reasoning strategies in solving geometric
problems is moderate.

The research reveals that GP scores of the pre-service mathematics teachers are above the average,
but this value is close to the average. Thus, pre-service mathematics teachers’ GP scores are near
average. GP scores of both male and female participants according to gender variable also has a value
near average, and male students have higher GP scores than female students. According to the class
variable, the pre-service mathematics teachers’ GP scores are above average, however, while the score
raises from the freshman year through junior year, the score tends to drop in the senior year. The
reasons for these results may be that the pre-service mathematics teachers do not have enough
cognitive skills on GP or cannot express their skills into performance, in general, they have encountered
multiple-choice competence tests (LKS, YKS, etc.) or they have not encountered enough with
performance tests. In addition, the reason why GP levels increase in the first three grades can be
thought of as the pre-service teachers' taking pedagogical field knowledge courses in undergraduate
studies, performing performance-based applications in the related courses, and the development of
their field courses and spatial skills. In this way, pre-service mathematics teachers may have provided
the transition between images and algebraic representations. In the literature, there are studies where
GP or geometry success is measured on pre-service teachers and students, and similar findings are
obtained with the research results. Ayglner (2016), in a study conducted, determined that the GP levels
of the eighth-grade students were lower than the average value. Again, the outcome of the study
conducted by ilhan (2015) was that pre-service mathematics teachers’ geometry success levels were at
an average level. Geer, Quinn, and Ganley (2018) stated in their study that students' mathematical
performance and spatial perceptions were close to the average level.

After the descriptive statistics of the study were examined, whether there is a significant difference
between the independent variables (gender and class) are checked. In the study, it is clearly seen that
female pre-service mathematics teachers’ RSGS levels remain below average, while male pre-service
mathematics teachers’ RSGS levels are above average, and there was no significant difference between
RSGS scores. In other words, pre-service mathematics teachers’ RSGS levels in the research group are
similar for both female and male pre-service teachers. The reason for this may be that prospective
teachers in the research sample have the same undergraduate education. When scanning the literature,
it is possible to come across studies determining that the gender variable does not make a significant
difference on the reasoning score. In his study, Sahin (2012) determined that pre-service mathematics
teachers’ geometric reasoning skills did not show a significant difference in terms of gender variable.
Again, Pocan, Yasaroglu, and ilhan (2017) found that the mathematical reasoning skills of middle school
seventh- and eighth-grade students did not differ significantly according to gender variable. In addition,
Ergil and Artan (2015) did not find a significant difference between the scores of male and female
students in preschool education level in terms of the type of reasoning and types.

In the study, it is found that both female and male pre-service mathematics teachers’ GP levels are
slightly above average. When the research data is examined, it is seen that even though male pre-
service teachers are more successful in terms of GP, there is no significant difference between the
scores of male and female pre-service teachers. So pre-service mathematics teachers’ GP levels are
similar for female and male participants. The reason for this may be that the pre-service mathematics
teachers within the scope of the research received joint undergraduate education. When the literature
review is done, it is possible to come across studies that determine that students do not differ in terms
of mathematics performance or gender variable. Hall, Davis, Bolen, and Chia (1999) could not find any
significant difference in the mathematics performance and GPs of fifth- and eighth-grade students
selected from some schools in the USA. However, some studies in the literature found that mathematics
performance or GP differ in terms of gender. Aunio and Niemivirta (2010) investigated the mathematical
prediction performance of children in preschool classes and found that there was a significant difference
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between individuals in terms of the gender variable. Again, Areepattamannil (2014) found in his study
that Indian adolescents' PISA evaluations showed that math performance and GPs differed significantly
in terms of gender variable. In addition, Geer, Quinn, and Ganley (2018) found that their math
performance and spatial perception scores differed significantly by gender.

It is seen that the difference between grades for pre-service mathematics teachers is significant for
RSGS levels. However, the calculated Cohen's f effect size value shows that the differences between
classes are small. When the difference between the grades 1-2 and 1-3 is considered, it is seen that
there is a significant difference between the grades in favor of the sophomore and junior grades, and
there is no significant difference between the other classes. When Cohen's d effect size values are
analyzed, it is seen that there is a small level of effect between the grades where there is a significant
difference. The reason for these results may be the reasoning practices of pre-service mathematics
teachers in undergraduate education. When scanning the literature, it is possible to come across studies
that determine that the class variable makes a significant difference in reasoning skills. In the study
Fischbein and Nachlieli (1998) carried out on students who are attending 9-11 grades of a high school
concluded that the class factor made a significant difference in the geometric reasoning skill. In addition,
like the research findings, in this study, as the grade level progressed in general, the reasoning skill
decreased. Again, ilhan and Aslaner (2018) found that pre-service mathematics teachers’ RSGS levels
differ significantly according to the class variable. In addition, there are studies in the literature stating
that class variable does not make a significant difference in reasoning skill. Sahin (2012) found in his
study that pre-service mathematics teachers’ geometric reasoning levels did not make a significant
difference in terms of grade variable. In their study, Umay and Kaf (2005) found that there was no
significant difference between the classes in terms of mathematical reasoning levels of students in the
second grade of primary education. In their study, Pogan, Yasaroglu, and ilhan (2017) found that the
mathematical reasoning skills of middle school seventh- and eighth-grade students did not differ
significantly according to grade level.

Another finding obtained from the study is that the GP score difference between grades is
significant. The calculated Cohen's f effect size value shows that the differences between grades are low.
When this difference is investigated separately between grades 1-3 and 3-4, it is seen that there is a
significant difference between the classes in favor of the junior grade, and there is no significant
difference between the other grades. When Cohen's d effect size values are analyzed, it is seen that
there is a small level of effect between the grades where there is a significant difference. The reason for
these results can be considered as the improvement of their performances as a result of the
performance-based applications they have done in the undergraduate education they received. When
the literature review is done, studies are indicating that mathematics or GP is related to the class.
Aunola, Leskinen, and Nurmi (2006) conducted a longitudinal study from preschool to second grade and
found that students' mathematics performance increased, and there was a significant difference
between classes. Vukovic, Kieffer, Bailey, and Harari (2013) found in their longitudinal study (first,
second, and third grades) that mathematical performance is a function of working memory and differs
between grade levels. Again, Geer, Quinn, and Ganley (2018) found that mathematics performance and
spatial perception scores differ significantly according to their grade level.

In the study, after examining the differences between gender and class variables, the correlations for
the relationships between the variables used are examined. Accordingly, a correlation table is created
for the relationship between the variables. As a result of the findings, the correlation between the
variables is found to be positive and significant. According to the findings, a high level of correlation was
found between RSGS and GP. In addition, when the regression between variables is examined, it is seen
that the effect of reasoning skill on geometric shapes to predict geometry performance is high and
significant. In other words, the ability to reason on geometric shapes is a strong and meaningful
predictor of geometry performance. The reason for these results can be thought of as the pre-service
mathematics teachers’ RSGS is related to GPs. Also, another reason for this result may be that the
educational attainments related to RSGS and GP concepts are similar. When scanning the literature, it is
possible to come across studies that determine that RSGS and GP have significant relationships with
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each other. According to Turkey, Finland and Greece's International Student Assessment Program (PISA),
the student survey data 2003, Akyuz and Pala (2010) found that there is a high-level positive
relationship between problem-solving performance and reasoning skills in all these three countries’
models. Ozdemir, Duran and Kaplan (2015) stated that the correlation between the secondary school
students’ problem-solving performances and reasoning skills is positive and significant. Buckley, Seerey,
and Canty (2018) affirmed that pre-service teachers’ use spatial reasoning strategies increased by means
of solving geometric problems, and these reasoning skills increased their mathematics performance.
Areepattamannil (2014) found a significant correlation between the performance of Indian adolescents
in PISA evaluations and their metacognitive learning strategies (reasoning skills). Geer, Quinn, and
Ganley (2018) found that when the growth variable was taken under control, there was a relationship
between the spatial visualization skill in the first year and the math performance in the second year. In
addition, mathematics performance in the second year predicted spatial perception skills as well as
spatial visualization skills in the third year.

As a result, it was determined that pre-service mathematics teachers’ RSGS scores are below average
but close to the average value, GP levels are above average. Male pre-service teachers were more
successful in terms of RSGS and GP than female pre-service teachers. However, this gender difference is
not significant when the variables are taken into consideration. While pre-service mathematics teachers’
RSGS and GP scores increase through first grade to third grade in general, the scores decrease in fourth
grade, and the difference between classes is significant. When the relationship between RSGS and GP is
examined, it is seen that there is a positive and significant relationship between the variables. In
addition, when the regression relationship between variables was examined, it is determined that the
power of reasoning skill on geometric shapes to predict geometry performance is high and significant.
Within the framework of the findings obtained in the study, the following suggestions are made;

e In the study, it is concluded that pre-service mathematics teachers’ RSGS and GP scores are
close to the average. For this reason, lessons containing the gains related to the applications of
RSGS and GP, together with the definitions of the concepts can be created and added to the
curriculum.

e In-service trainings or courses, including concepts and practices related to RSGS and GP, can be
given to current secondary or secondary school mathematics teachers during seminar periods.
These and similar scientific studies can be used while preparing these seminars or courses.

e The research is carried out on pre-service mathematics teachers, and it is determined that
there is a positive and significant relationship and effect between RSGS and GP. For this reason,
skills related to these concepts, which are also crucial in the MoNE (2018) mathematics
curriculum, can be researched via new studies on secondary school mathematics teachers,
secondary school mathematics teachers or academics working in mathematics education.

e Considering the student achievements of our country in international and national exams, new
researches can be analyzed on the different sample groups selected from elementary,
secondary, and secondary school students related to RSGS and GP, and the reasons can be
revealed.

664



iLHAN & ASLANER- Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 651-689

Tiirkge Siirimui

Girig

Egitim, kisinin igerisine dogdugu milli, kultirel ve manevi degerler oncelikli olmak Uzere, tutum,
beceri, yetenek, estetik, duyarlilik gibi davranislarin kazanilmasini ihtiva eden bir siire¢ olarak ifade
edilmistir (MEB, 2018). Bu silirece baslamadan oOnce egitimin hedefleri, kazanimlari ve kisiye
kazandirilacak olan yetkinlikler belirlenmektedir. Bunun iginse slrekli gelisen ve degistirilen 6gretim
programlari kullanilmaktadir. MEB (2018) matematik 6gretim programinda yayinlanmis olan Tirkiye
Yeterlilikler Cergevesi (TYC)'de yasam boyu 6grenme kapsaminda herkesin kazanmasi 6ngorulen sekiz
anahtar yetkinlik yer almaktadir (MEB, 2018). Bu yetkinlikler incelendiginde, timii matematik 6gretim
sureciyle iliskili oldugu gorilmekle beraber 6n plana g¢ikan iki yetkinlik gbéze g¢arpmaktadir. Bu
yetkinliklerden ilki 6grenmeyi 6grenmedir. ikincisi ise matematiksel yetkinliktir. Matematiksel yetkinlik
ifadesi, dlisinme (uzamsal ve mantiksal distinme) ve sunmanin (kurgular, formiiller, grafikler, modeller
ve tablolar ile sunma) matematiksel durumlarini farkh tirlerde kullanabilme istegini ve becerisini ihtiva
etmektedir (MEB, 2018). MEB (2018) matematik O6gretim programinda bulunan matematiksel siireg
becerilerinin ikincisi ise akil yliritme becerisidir. Akil yiiritme becerisinin okulda ve okul disindaki hayati
kolaylastirmadaki etkisine dikkat edildiginde matematik 6grenim siirecinde bu becerinin gelistirilebilmesi
icin yeni 0Ogretim ortamlarinin olusturulmasinin gerekliligi 6n plana ¢ikmaktadir. Problem ¢6zme
becerisini kullanan bir bireyin bu surecteki iletisim ve akil yuriitme gibi becerilerini de kullanacagi tahmin
edilmektedir. Ortaokulda bu tir becerilerin gelisimi sonraki siniflardaki matematik 6gretimi icin de
onemli gorilmektedir. Akil yiriatme ile ilgili becerilerin tim sinif seviyelerinde ve matematigin her
alaninda pekistirilmesi gerektigi ifade edilmektedir (MEB, 2018). Ogretim siirecinde &grencilere bu
becerinin gelistirilmesi icin yol gostericiler siiphesiz 6gretmenlerdir. Bu sebeple oncelikle 6gretmenlerin
akil yiiriitme becerisine sahip olmalari gerekmektedir. Ogretim siirecinde tasarlanan gergek yasam
problemlerinin de, o6grencilerde akil yiritmelerini ve karar vermelerini gerektirecek durumlar
barindirmasi  gerekmektedir (MEB, 2017). Alanyazinda &gretmenlerin, 6gretmen adaylarinin ve
ogrencilerin akil yirtitme becerilerinin 6gretim siirecinin bir pargasi oldugunu ve hem 6grencilere hem
de ogreticilere bu becerilerin kazandiriimasi gerektigini belirten bircok calisma bulunmaktadir (Ellis ve
Hunt, 1993; Jadallah, 2009; Oaksford, 2005; Sahin, 2012; Yesildere ve Turn(ikll, 2007).

Daslinme becerilerinin formal 6gretimde veya okullarda bircok egitsel etkinlikte, her bir 6grencinin
ihtiyac duydugu farkli uygulamalar ile desteklenerek 6gretilebilecegi ifade edilmistir (Ellis ve Hunt, 1993:
s. 298). Akil ylritme siirecinin gelismesiyle beraber yaratici diisinme, problem ¢ézme ve degerlendirme
gibi birgok kavram alanyazina dahil olmustur. Bu kavramlarla ilgili becerilerin etkili oldugu dusinme
stillerinin ortaya cikarilmasi ve gelistirilmesi bireyin disiinsel yapisinin gelistiriimesi agisindan oldukga
onemlidir (Cubukgu, 2004). Akil yuritme ve diisinme becerilerinin 6gretimi, yasam boyu devam eden
bir slre¢ olarak diisinilmelidir. Dolayisiyla bu beceriler bir derste 6gretilen ve daha sonra unutulan
beceriler olarak goriilmemelidir (Ellis ve Hunt,1993: 298). Akil ylritme kavrami neredeyse yasamimizla
bitiunlesmistir. Oaksford (2005) insanlarin akil ylritme sireglerine oldukga bagimh olduklarini ve bu
sebeple bu sireci fark etmeme egiliminde olduklarini ifade etmistir. Bununla birlikte, Oaksford (2005)
insanlarin yaptiklari ¢ogu hareketin akil ylriitme sireglerine bagh oldugunu 6ne siiren bir bilim adami
olarak alanyazina girmistir. Akil yiiritme becerisi National Association for the Education of Young
Children (NAEYC) tarafindan c¢ocuklarin 6grenmeleri gereken bir beceri olarak savunulmaktadir. Bu
kurulus akil ylriitme becerisinin ¢ocuklara erken yaslardan itibaren verilmesi gerektigini savunmustur
(Storey, 2004). Lawson (2005) ise 6greten kaynakli icerigi aktarmaya yonelik egitim ortamlarinin, bilimsel
anlamda akil yliritme becerilerini gelistirmeye herhangi bir katkisinin bulunmadigini; bilimsel siirece
iliskin bilgiyi bireye kazandirmaya doniik egitim ortamlarinin ise akil yiritme becerisi Uzerinde pozitif
etkisinin oldugunu ifade etmistir. Akil yiritme kavraminin tiimdengelim ve timevarim kavramlariyla
yakindan iliskili olduguna dair bir¢ok bilim adaminin ortak gértsi vardir. Akil yiritme becerisi kisilerin
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kavramsal cercevelerinin derinligi ve genisligi ile belirlenebilmektedir. Betimsel bilgilerin Uretilmesi igin
timevarimsal, islevsel bilgilerin tretilebilmesi i¢in timdengelimsel ve sistematik bilgilerin tretilebilmesi
icinse indirgemeci akil ylritme becerisine ihtiya¢ vardir. Bu dogrultuda bilimin akil yuritme ve kavram
gelistirme boyutlarindan olustugunu soylemek mimkindir (Gerald, 2002). Deneyimsel bilgilerden
hareketle ortaya gikan akil ylriitme becerisi kisiye, etrafindaki algiladigi durumlari ve olgulari dogru bir
sekilde diizenleme, betimleme ve betimsel kavramlar gelistirme imkani sunmaktadir. Buna karsin,
kuramsal bilgilerden hareketle ortaya ¢ikan akil yiritme becerisi, bireylerin, betimsel nitelikteki
onermelerin ve betimsel kavramlarin Gtesine gitmesine ve olgusal iliskileri agiklamaya donik
6nermelerde bulunmasina sebep olmaktadir (Lawson, Alkhoury, Benford, Clark, ve Falconer, 2000).

Matematikteki tlm kurallarin ve islemlerin 6ziinde akil yiritme becerisinin var oldugu ifade
edilmistir (Aksoy, 2003). Matematiksel akil yirtitme kavrami ise 6ziinde disiinme ve hayal kurabilme
yetenegine dayanmaktadir (Thompson, 1996, s. 267). Matematiksel akil yliritme 6grencilerde kalici ve
gelisime acik bir matematik bilgisi meydana gelmesini saglamaktadir (Umay & Kaf, 2005, s. 188).
Matematiksel bilgiler diger bilimler gibi deney sonucu elde edilmez ama deneyle dogrulugu gosterilebilir.
Ayrica gozlem sonucu elde edilen matematiksel bilgiler de mevcuttur. Ancak matematikte gergeklere
daha ¢ok deneyle, gozlemle degil, akil ylritmeyle ulasilabilmektedir. Diger bir ifadeyle matematik
egitiminin, akil yUritme yeteneginin gelistiriimesi sturecinde énemli bir yer tuttugu soylenebilir (Umay,
2003). Bireylerin ilkdgretimi bitirip ikinci kademeye basladiklarinda, matematiksel akil yiritme ve
problem ¢6zme becerileri en 6nemli matematiksel 6grenme kavramlari olmaktadir (Schmidt & Bednarz,
1997). Bu sebeple matematiksel akil yiritme, matematik 6grenme-06gretme siirecinin 6nemli bir
bilesenidir (Duatepe, Akkus Cikla ve Kayhan, 2005). NRC (1996), matematik ve fen bilimleri egitiminde
amacin bilimsel duslince becerilerini gelistirmeye donik oldugunu belirtmistir. Buna gore bir egitim
ortami, kisiye kimya, biyoloji, fizik ve matematigin veya bilim ve teknolojinin igerigini aktarmaya yonelik
olmadan ziyade, akil yiritme becerileri kazandirmaya donik olmaldir. Matematiksel akil ylriatme
kavrami ilhan (2019) tarafindan “Matematik alaninda karsilastigimiz bir problem durumu ile ilgili,
verilerden yola ¢ikarak ¢6ziime ulasabilme siirecinde yeni bir bilissel yol veya yontem belirleyebilme ve
pratik bir sekilde ¢dziime ulasabilme becerisi” olarak tanimlanmistir.

Ogretmenlerin kendi 6gretim materyallerini tasarlayabilmeleri, 6gretim materyallerini uygun yéntem
ve teknikler ile yerinde ve etkili bir sekilde kullanabilmeleri, 6grenciye iletmek istedigi mesaji gorsel
olarak diizenleyebilmesi, drnegin basit semalar ve gizimler yapabilmesi gorsel, uzamsal ya da geometrik
akil yiratme becerisi ile son derece iliskilidir (Alpan, 2008). Southampton/Hampshire’da bir grup
matematikgi ve onlari destekleyen egitimciler, bazi 6grenme ve 6gretme materyallerinin denenmesi ve
gelistirilmesi sirecini iceren, ortaokul basamaginda geometrik akil ylaridtmenin gelistirilmesi ve bu akil
ylriatme tlriane odaklanilmasi gerektigini belirten bir rapor yazmislardir. Bu rapor 2002 Ekim ayindan
2003 Kasim ayina kadar (yaklasik bir yil) yapilan incelemeleri kapsamaktadir. Calismanin sonug raporu ise
Mart 2004’te Curriculum Authority (QCA)’da sunulmustur. Raporda geometrik akil yuriitme kavraminin
iki ve g boyutlu cisimlerin 6zelliklerini, durumlarini, yonlerini ve dénisimlerini icerdigi ifade edilmistir.
Ayrica geometrik akil yuritme etkinliklerinin 6grenci gruplariyla yurutiilmesiyle 6grencilerin; 6gretim
sirecine ilgilerinin arttig, geometrik oranlarn fark ederek sonuglar agikladigl, problem ¢dzme
becerilerinin gelistigi, genel olglim kurallarini bildigi, iki boyutlu ve ¢ boyutlu sekiller arasinda bulunan
oranlar Gzerinde uzmanlastigi ve diger sinif faaliyetlerinde bu bilgileri kullandig rapor edilmistir (Brown,
Jones & Taylor, 2003). ilhan (2019) tarafindan geometrik sekiller tizerine akil yiiriitme becerisi “Bireyin
geometrik bir sekille karsilasmasi durumunda, zihninde bulunan ve kendisine sunulan bilgilerden
hareketle bu sekille ilgili yorum yapabilmesi, yeni bir bilissel yol veya yontem belirleyerek sekli pratik bir
sekilde analiz edebilmesi, bu sekli farkli problem durumlariyla iliskilendirebilmesi ve problem ¢6zim
siireglerinde kullanabilmesi” seklinde tanimlanmistir.

Ogretim programlarinda yer verilen bilgiler, beceriler ve degerlerin 6grencilere istenilen sekilde
kazandirilmasi asil amag olarak gorilmektedir. Bu amag¢ dogrultusunda, oOgrencilerin aktif olarak

bulundugu o6gretim vyaklasimlarinin 6gretim sirecinde kullanilmasi, 6grenme slireglerinin  ve
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materyallerinin amaca uygun olacak sekilde segilmesi ve 6grencilerin gelisimlerinin degerlendirilmesi
gerekmektedir. MEB (2018) matematik 6gretim programinda da 6grencilerin 6gretim slrecinde var olan
0grenme gugluklerinin tespit edilerek giderilmesi, 6grencilerde kalici ve anlamli 6grenmelerin
desteklenmesi amaciyla performansa dayali 6lgme ve degerlendirme anlayisi kabul edilmistir.
Ogrencilerin dgrenmelerinin diizeyini tespit etmek ve degerlendirmek amaciyla performansa dayali
olgme ve degerlendirme yontemleri kullaniimaktadir. Performans degerlendirme ¢alismalari 6grencinin
bilgiyi gercek veya gercege yakin ortamlarda kullanabilmesine dénuk 6lgme uygulamalariyla yapilmalidir
(MEB, 2018). Ogretim programinda performans kavrami bu kadar énemli gériilmesine ragmen yapilan
arastirmalar, 6grencilerin bilgilerini dogru bir sekilde performansa dénustiirmediklerini, 6gretmenlerin
ya da Ogretmen adaylarinin performans kavramiyla ilgili detayh bilgilere sahip olmadiklarini ve
performans degerlendirme islemlerini dogru bir sekilde yapamadiklarini gostermektedir (Altun, 2014;
Arikan, 2016; Cankoy ve Ozder, 2011; Erkek ve Isiksal, 2015).

Performans degerlendirme, “bireylerin bir konudaki becerilerini, bilgilerini ve anlama dizeylerini
yansitmalarina imkan verecek farkli durumlarin olusturuldugu degerlendirme amach ¢alismalar” olarakta
tanimlanmaktadir (Marzano, Pickering & McTighe, 1993). Matematik ve geometri 6gretim slreci
disinildigiinde problem ¢6zme adimlarini ve problem ¢6zme becerilerini ayrintili bir sekilde
degerlendirmek igin bircok noktada standart testler yetersiz kalmaktadir (Karatas ve Giiven, 2003).
Ogretim siirecindeki bu eksikligin giderilebilmesi icin performans degerlendirme gerekebilmektedir
(Ersoy, Gurdogan Bayir ve Glivey, 2010). MEB (2018) matematik 6gretim programinda da performans
degerlendirme yonteminin Ogretim siireclerinde kullaniimasi gerektigi vurgulanmistir. Performans
degerlendirme, sozli anlatim, yazili anlatim, makale yazma, kompozisyon, kroki ¢cizme, yazma, deney
diizenegi olusturma veya deney yapma, sekil ¢izme, grafik ¢izme, model olusturma, bir ara¢ yapma,
problem ¢dzme gibi islevlere sahip becerileri igerir (Kutlu, Dogan & Karakaya, 2008). Bu gibi bazi 6nemli
o6grenme durumlari performans degerlendirme yaklasimi ile dlglilmektedir. Standart testlerin yaninda
performans degerlendirme yaklasimi bir 6lgme teknigi olarak alanyazinda bulunmaktadir (Karatas ve
Guven, 2003). Bu sebeple matematik ve geometri 6grenme alanlarinda kullanilan beceriler ve rinlerin
olcillmesi icin performans degerlendirmeye ihtiyac duyulmakta ve sik sik basvurulmaktadir.

Alan yazin taramasi yapildiginda ulusal veya uluslararasi akil yiritme, matematiksel akil yiritme
veya geometrik sekiller Gizerine akil yuriitme kavramlariyla ilgili ¢alismalara rastlanmaktadir. Chacén,
Albaladejo ve Lépez (2016) calismalarinda geometrik akil yiiritmede teknolojik olarak zig zag isbirlikgi
ortamlarin matematiksel ¢alisma, bilis ve uzamsal etkilesim Uzerindeki etkisini arastirmiglardir. Nilsson
(2013) gcalismasinda diyagramsal akil yuratme kavramini sinif diizeyleri arasindaki iliskilerle incelemistir.
Panaoura ve Gagatsis (2009) calismalarinda temel egitim ve ortaokul dizeyindeki 6grencilerin geometrik
akil ylritme becerilerini arastirmiglardir. Jones, Fujita ve Ding (2005) arastirmalarinda Cin ve
Japonya’daki uzman 6gretmenlerin gorusleri neticesinde geometrik akil yiritmenin 6gretimini detayl
bir sekilde incelemislerdir. Brown, Jones, Taylor ve Hirst (2004) ¢alismalarinda ortaokul dizeyinde
matematik 6gretim siirecindeki hedeflere ulasilmasi noktasinda, geometrik ozellikler ve teoremlerin,
bilginin birikiminin, yetenegin gelistirilmesinin, varsayimin, timdengelimli akil ylUritmenin ve ispatin
gelistirilerek kullanilmasini tesvik etmislerdir. Fujita ve Jones (2002) arastirmalarinda Japonya ve
ingiltere’de (dzellikle ingiltere ve iskocya) bulunan ortaokullarda kullanilan mevcut ders kitaplarinin
analizini rapor etmislerdir. Fischbein ve Nachlieli (1998) calismalarinda geometrik sekiller ve kavramlarin
teorik yapisini geometrik akil yiritme kavrami ile aciklamislardir. ilhan ve Aslaner (2018)
arastirmalarinda matematik 6gretmen adaylari igin gecerli ve glivenilir geometrik sekiller Gzerine akil
ylritme beceri testi gelistirmis ve matematik 6gretmen adaylarinin geometrik sekiller Gzerine akil
yiiriitme becerilerini tniversite ve sinif diizeyi degiskenleri agisindan incelemislerdir. Bal incebacak ve
Ersoy (2016) calismalarinda yedinci sinif 6grencilerinin matematik dersindeki akil yiritme beceri
diizeylerini TIMSS verilerine gore belirlemislerdir. Erdem (2015) arastirmasinda farkh tirde 6gretim
yontemleri kullanilarak zenginlestirilen 6grenme ortaminin matematiksel akil yliritmeye etkisini
incelemistir. Arici ve Aslan Tutak (2015)'in yapmis oldugu c¢alismada, origaminin mekansal
gorsellestirme, geometrik akil yiiritme ve geometri basarisi tizerindeki etkisini incelemistir. Sahin (2012)
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arastirmasinda matematik 6gretmen adaylarinin geometrik akil yuritme becerilerinin Van Hiele
geometri diisinme diizeyleri ile olan iliskisini analiz etmistir. Arici (2009) arastirmasinda Uggenlerle ilgili
bazi temel konularda origami temelli 6gretimin onuncu sinif 6grencilerinin geometri basarisi, uzamsal
gorsellestirme ve geometrik akil yarGtmeleri Gzerindeki etkisini incelemistir. Erdogan, Akkaya ve Celebi
Akkaya (2009) ¢alismasinda Van Hiele modeline dayali 6gretimin ilkogretim 6. sinif 6grencilerinin yaratici
disinme ve akil yaritme dizeylerine etkisini tespit etmistir. Duatepe, Akkus Cikla ve Kayhan (2005)
arastirmalarinda 6grencilerin orantisal akil ylritmeyi gerektiren oran ve oranti sorularinda kullanmig
olduklari ¢éziim stratejilerini ve bu stratejilerin soru tirlerine gore nasil farklilagtigini belirlemislerdir.
Yine alan yazin taramasi yapildiginda ulusal veya uluslararasi performans, matematiksel performansi
veya geometrik performansi kavramlariyla ilgili calismalara rastlanmaktadir. Erdal (2007) ¢alismasinda
performans degerlendirmenin olgme-degerlendirme sireglerinde kullanilmasi gereken alternatif bir
yontem oldugunu ifade etmistir. Geer, Quinn ve Ganley (2018) arastirmalarinda ilkégretim
ogrencilerinde uzamsal beceriler ve matematik performanslari arasindaki iliskilerin gelisimini boylamsal
bir sekilde incelemislerdir. Chamberlin (2011) ¢alismasinda 6gretmen adaylarinin 6gretim sireglerine
potansiyel matematik kursu uygulamalariyla yeni bir boyut kazandirmis ve bu uygulamalarin 6gretmen
adaylarinin performanslari Uzerine etkisini incelemistir. Rapp (2009) arastirmasinda gorsel-mekansal
zekdya sahip 6grencilerin matematiksel performans dizeylerini artirabilmek icin etkili olan stratejiler
belirlemistir. Kyttdld ve Lehto (2008) calismasinda pasif ve aktif gorsel-uzamsal calisma belleginin
matematik performansiyla olan iliskisini arastirmistir. Funkhouser (2002) arastirmasinda arttiriimis
gerceklik uygulamalarinin bulundugu geometri uygulamalarinin 6grencilerin geometri performanslari ve
tutumlarina olan etkisini incelemistir. Ozyildirim Giimis ve Umay (2017) calismalarinda problem ¢ézme
stratejilerinin matematik 6gretmen adaylarinin problem ¢6zerken kavramsal ya da islemsel tercihlerine
ve problem ¢6zme performanslarina etkisini analiz etmiglerdir. Alptekin, Vural ve Aksoy (2016)
arastirmalarinda akici islem yapma becerilerini kazandirmak amaciyla kesfet-kopyala-karsilastir
yonteminin etkililigini incelemislerdir. Bal (2012) c¢alismasinda matematik dersinde ilkogretim
ogrencilerinin performans gorevi hazirlama sireci hakkindaki gorislerini almis ve yasamis olduklari
sorunlari belirlemistir. Kotaman (2008) arastirmasinda 6grenme performansinin gelistiriimesine iliskin
alan yazin taramasi yaparak ilgili kavrami detayli bir sekilde agiklamistir. Gokkaya Coban (2001)
¢alismasinda bilgisayar destekli 6gretimin yedinci siniflarin sirali ikililer ve noktalarin kartezyen koordinat
dizleminde gosterimi kazanimlarina iliskin performanslarina etkisini arastirmistir. Ayrica yapilan alan
yazin taramasi neticesinde gorsel geometrik sekiller Uzerine akil yiritme becerisi ve geometri
performansi arasindaki iliskiyi ayni anda, bu arastirmada kullanilan analiz yéntemleriyle (korelasyon ve
regresyon analizinin birlikte kullanildigl), calismaya 6zglin Glcek ve testler kullanilarak ve 1-4. sinif
matematik 6gretmen adaylari (zerinde arastiran herhangi bir calismaya rastlanmamis olmasi
bakimindan calismanin 6zgliin degere sahip olacagl ve matematik egitimine katki saglayacagl on
gorilmektedir.

Aragtirmanin Amaci

Bu calismanin amaci matematik O6gretmen adaylarinin geometrik sekiller tzerine akil yiriitme
becerileri ile geometri performanslari arasindaki iliskiyi incelemektir. Bu amag dogrultusunda asagidaki
alt problemlere cevap aranmistir;

Matematik 6gretmen adaylarinin geometrik sekiller tizerine akil yliritme ve geometri performanslari;
1. Hangi diizeydedir?
2. Cinsiyet ve sinif degiskenlerine gore farklilasmakta midir?
3. Arasindaki iliski nasildir?
4. Arasindaki yordama gticl nasildir?
Yontem

Arastirma Modeli

Arastirma, betimsel tiirdedir. Betimsel ¢alismalar, verilen bir durumu olabildigince tam ve dikkatli bir
sekilde tanimlamaya calisir. Egitim alanindaki arastirmalarda, yaygin olarak betimsel yontem tarama
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¢alismalari yapilmaktadir. Cuinki arastirmacilar genellikle bireylerin, gruplarin ya da fiziksel ortamlarin
ozelliklerini 6zetlemek igin betimsel ¢alismalar yapmaktadirlar (Blyukoztirk, Kihig Cakmak, Akgin,
Karadeniz ve Demirel, 2012, s. 22). Bu arastirmada matematik 6gretmen adaylarinin geometrik sekiller
Gzerine akil ylriatme becerisi ile geometri performansi arasindaki iliskiyi belirten verilerin elde edilmesi
noktasinda iliskisel tarama modeli tercih edilmistir. iliskisel tarama modeli iki ve daha ¢ok sayidaki
degisken arasindaki iliskinin birlikte degisim varligini veya derecesini belirlemeyi amaglayan arastirma
modelidir. Bu modelde, aralarinda iliski aranacak degiskenler ayri ayri sembollestirilir (Karasar, 2011, s.
81).

Arastirmacilarin Rolii ve Arastirmanin Gegerliligi

Arastirmacilar uygulama siirecinde 6ncelikle matematik 6gretmen adaylarina kendilerini tanitmis,
kisa bir 6zge¢mis bilgisi agiklamasi sonrasinda uygulama sireci hakkinda matematik 6gretmen adaylarini
bilgilendirmislerdir. Uygulama siireci boyunca matematik 6gretmen adaylarina rehberlik edilmis gerekli
actklamalarda bulunulmustur. Bu siregte toplanan verilerin hatalardan arinik olmasi ve gecerliligi ile
beraber givenirliginin arttirilmasi amaglariyla olusabilecek durumlari dnceden tahmin edilerek énlemler
alinmaya ¢ahisilmistir. Katiimei sayisi 6n gorilerek test ve form sayisi ile ilgili 6n hazirliklarda bulunulmus,
bir aksaklik ¢ikmamasi adina 6nlemler alinmaya ¢alisilmistir. Arastirmacilar uygulamalari yaparken
verilerin uygulama ortamindan kaynaklanan hatalardan arinik olmasi amaciyla birtakim énlemler almis,
matematik O6gretmen adaylariyla uygun bir uygulama ortami olusturmaya 6zen gostermislerdir.
Arastirmacilar uygulama siirecine gegmeden 6nce matematik 6gretmen adaylarina gerekli aciklamalari
yaparak eksikleri gidermeyi hedeflemislerdir. Ayrica uygulamalar ilgili egitim fakiltelerinin siniflarinda
ylratilmis, uygulama sirecinin sessizligine ve uygunluguna dikkat edilmistir. Herhangi bir aksaklik
¢ikmamasi adina uygulama yapilacak sinif ortamlari dnceden kontrol edilmistir. Arastirmacilar uygulama
esnasinda bir kopukluk olmamasi icin kalem ve silgi ihtiyaci olan matematik 6gretmen adaylarinin bu
ihtiyaclarini 6ngorerek gidermislerdir. Bu dogrultuda arastirmacilar uygulama sirecini sorunsuz bir
sekilde atlatabilmislerdir.

Arastirma grubu

Arastirmanin katilimcilarini Dogu ve Glineydogu Anadolu bolgelerinde bulunan orta buyukliikteki iki
farkli Gniversitenin egitim fakiltelerinde 2016-2017 6gretim yili gliz doneminde 6grenim goéren 252
bayan 132 erkek olmak lizere toplam 384 matematik 6gretmen adayi olusturmaktadir. Arastirmada
uygun oOrnekleme yontemi tercih edilmistir. Bu ydntem; zaman, isglicii ve para agisindan var olan
sinirhhklar sebebiyle 6rneklemin kolay ulasilabilir ve uygulama vyapilabilir birimlerden segilmesidir
(Buyukoztirk, 2015, s.92). Arastirmanin katilimcilarinin cinsiyet, sinif ve Gniversite degiskenleri agisindan
ozellikleri Tablo 1’de verilmistir.

Tablo 1.
Katilimcilarin 6zellikleri
Universite Cinsiyet 1. Sinif 2. Sinif 3. Sinif 4. Sinif Toplam
. Bayan 33 39 41 36 149
Dogu Anadolu
Erkek 20 13 9 16 58
Glneydogu Bayan 27 33 24 19 103
Anadolu Erkek 22 13 16 23 74
Toplam 102 98 90 94 384

Veri Toplama Araglari
Geometrik Sekiller Uzerine Akl Yiiriitme Beceri (GSAYB) Testi

ilhan ve Aslaner (2018) tarafindan gelistiriimis olan GSAYB testi coktan se¢meli olup toplam 20
maddeden olusmaktadir. Test maddeleri dogru cevaplar icin 1 yanlis cevaplar icin 0 olacak sekilde
puanlanmistir. Bu nedenle testten alinabilecek en distk puan 0 en yiksek puan ise 20'dir. Testin
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gecerligi icin daha ¢ok tercih edilen kapsam gecerligi ve yapi gegerligi sinamalari yapilmistir. Yapi
gecerliginin belirlenmesinde, konu alaniyla ilgili uzman goruslerinin alinmasi uygun ve vyeterli
gorulmuistir. Kapsam gecerligi, Turkiye’de bulunan lniversitelerde verilen geometri 6gretimi dersinin
o6grenme ciktilarinin analizi ve alan yazin taramasi yontemi ile saglanmistir. Testin KR-20 glivenirlik
katsayisi 0,745 olarak bulunmustur. Bu deger testin glvenilir oldugunu soyleyebilmek icin yeterlidir.

Geometri Performans (GP) Testi

GP testi, Turkiye’de Universitelerde verilen geometri 6gretimi derslerinin 6grenme ciktilari analiz
edilerek, ilgili alanda alan yazin taramasi yapilarak olusturulmustur. Olusturulan taslak test matematik
egitimi alaninda Ug, Tlirkce egitimi alaninda bir 6gretim Uyesi tarafindan degerlendirilmistir. Puanlayicilar
arasindaki guvenirligi degerlendirmek amaciyla KAPPA (Puanlayicilar arasi uyum) katsayisi
hesaplanmistir. Elde edilen KAPPA degeri 0,90 olup uyumun ([KAPPA]>0,75) mikemmel oldugu
sonucuna ulasiimistir (Kilig, 2015). GP testi i¢in dereceli puanlama anahtari olusturulmus her bir soru
“Bos”, “Yanhs”, “Kismen Dogru” ve “Dogru” seklinde degerlendirilmistir. Bu degerlendirme
dogrultusunda; tam dogru cevaplar 2, kismen dogru cevaplar 1, yanlis ve bos birakilan cevaplar 0 puan
olarak puanlanmis ve testin gegerlilik-gtivenirlik calismalarini yapmak uzere pilot uygulama galismasina
gecilmistir. Testin gecerligi icin yapi ve kapsam gegerligi arastirmalari yapilmistir. Yapi gegerliginin
belirlenmesinde, madde guglikleri ve ayirt edicilik indeksleri hesaplanmis kapsam gecerligi icin konu
alani ile ilgili uzman goérusleri alinmistir. Arastirmacilar tarafindan gelistirilen 38 maddelik testin
glvenirligi KR-21 glvenirlik katsayisi yardimiyla belirlenmis, giivenirlik katsayisi 0,79 olarak bulunmustur.
Blylkoztirk (2015) bir testin glvenilir kabul edilebilmesi icin KR-21 i¢ glivenirlik katsayisi degerinin 0,7
den bilylk olmasi gerektigini belirtmistir. Hesaplanan bu deger testin givenilir oldugunu
gostermektedir.

Verilerin Coziimlenmesi

Arastirmada elde edilen verilerin Office Microsoft Excel, SPSS 23.0 ve Lisrel 8.80 istatistiksel analizleri
vapilmistir. Calismada normallik testi yapilirken Shapiro-Wilk testi kullanilmis, betimsel istatistikler
ylizde, standart sapma, KR-20 ve KR-21 degerleriyle analiz edilmistir. Arastirmada bagimsiz degiskenlere
gore veriler analiz edilirken t-testi, ANOVA ve Tukey testi kullanilmis, anlamli farkhligin bulundugu
gruplar arasinda Cohen’s d ve Cohen’s f etki blylklGgl degerlerine bakilmistir. Ayrica GSAYB ve GP
arasindaki iliski degerlendirilirken korelasyon ve regresyon analizi yapilmistir.

Normallik Testlerinin Yapilmasi

Calismada varyanslarin homojen dagilip dagilmadigini belirlemek amaciyla Levene testi yapiimistir.
Levene testi sonucu GSAYB testi (z=0,496, p=0,052) ve GP testi (z=0,262, p=0,194) uygulamalari igin
p>0,05 oldugundan varyanslarin esit oldugu tespit edilmistir (Buyukoztirk, 2015, 48-49). Yapilan levene
analizi sonrasinda verilerin normal dagilip dagilmadigini belirlemek amaciyla Shapiro-Wilk testi
yapilmistir. Bu teste iliskin bulgular Tablo 2’de verilmistir.

Tablo 2.
GSAYB ve GP testi Shapiro-Wilk testi sonuglari
Grup istatistik sd p
s . Bayan 0,98 252 0,10
AYB testi Erkek 0,98 132 0,29
. Bayan 0,99 252 0,15
GP testi
Erkek 0,99 132 0,20
. 1. sinif 0,96 102 0,70
GSAYB testi
2. sinif 0,98 98 0,17
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3. sinif 0,97 90 0,31
4, sinif 0,95 94 0,10
1. sinif 0,99 102 0,75
. 2. sinif 0,99 98 0,59
GP testi
3. sinif 0,98 90 0,31
4, sinif 0,97 94 0,55

Shapiro-Wilk testi sonucu GSAYB ve GP uygulamalari her bir veri seti igin (p>0,05) oldugundan
normal dagiim gostermektedir. Bu nedenle cinsiyet degiskeni icin t-testi ve sinif degiskeni icin Tukey
testi kullanilmasina karar verilmistir.

Etki Biiyiikliiklerinin Hesaplanmasi

Calismada uygulanan t-testi, ANOVA ve Tukey testinin sonuglari analiz edildikten sonra farkhihgin
anlamli ¢iktigl sonuglara iliskin etki buyUklGgu degerleri hesaplanmistir. Etki blyUklGglu degeri
gozlemlenen etkinin buyiikligliniin nesnel ve standartlastiriimis bir 6l¢lisii olarak bilinmektedir (Field,
2005, s. 33). Etki blyuklGgl, calisma sonuglarinin uygulamadaki anlamliligini belirtmektedir (Tabachnick
ve Fidell, 2007, s. 54; Ozsoy ve Ozsoy, 2013, s. 337). Bir arastirmada ikili gruplar arasinda hesaplanan etki
blyuklGgi (Cohen’s d) degeri su sekilde yorumlanir: 0,20-0,49 araliginda ise dislik; 0,50-0,79 araliginda
ise orta 0,80 ve Uzeri ise ylksek diizeyde etki buylkligi mevcuttur (Cohen, 1988). Coklu gruplarda
varyans analizinde etki buylkligl hesaplamak igin Cohen’s f kullanilmaktadir. Cohen’s f degeri,
orneklemin varyans oranini tahmin eder. Bu deger yorumlanirken, 0,10-0,24 araliginda ise kiiglk
diizeyde, 0,25-0,39 araliginda ise orta dizeyde ve 0,40'dan biylk ise buyik diizeyde etki blyukluga
mevcuttur (Cohen, 1988). Bu dogrultuda sinif degiskenine iliskin ANOVA testi sonuclarinin etki
blyuklGgi degeri olarak Cohen’s f degeri ve anlamli farklilik ¢cikan Tukey testi sonuglarinin her birinin etki
blyuklGgi degeri olarak Cohen’s d degerleri hesaplanarak yorumlanmistir. Cinsiyet degiskeni icin yapilan
t-testi sonuglarinda anlamh farkhhk cikmamasi sebebiyle etki buylkligl degeri olarak Cohen’s d
degerleri ve sinif diizeyi degiskenine gore sonuglarda anlamli farklilik ¢ikmayan gruplarda da benzer
sekilde Cohen’s d etki blyliklUgl degerleri hesaplanmamistir.

Bulgular

Calismanin bu boliimiinde kullanilan GSAYB ve GP testlerine ait genel anlamda betimleyici istatistikler,
cinsiyet ve sinif dlizeyi degiskenlerine gére betimleyici istatistikler, cinsiyete gore bagimsiz 6rneklem t-testi
sonuglari, sinif diizeylerine gére ANOVA testi sonuglari ve bu sonuglarin etki baytkligi degerleriyle beraber
yorumlari verilmistir. Degiskenler arasindaki iliskiye ait korelasyon tablosu olusturulmus, regresyon analizi
katsayisi hesaplanmistir. Degiskenlere iliskin genel anlamda betimleyici istatistik degerleri Tablo 3’te
verilmistir.

Tablo 3.
Calismada bulunan degiskenlere ait betimleyici istatistik degerleri
Degisken N X X % ss.
GSAYB 384 20 9,99 49,95 2,75
GP 38 41,80 55,00 11,26

Tablo 3’te degiskenlere ait ylzdelik degerler incelendiginde yaklasik %5’lik farkla GSAYB'In GP’ye
gore daha disik oldugu gorilmektedir. Calismaya katilan matematik 6gretmen adaylarinin genel
anlamda betimleyici istatistikleri incelendikten sonra cinsiyet ve sinif diizeyi bagimsiz degiskenlerine ait
betimleyici istatistikler incelenmis ve cinsiyet degiskenine ait istatistikler Tablo 4’te verilmistir.
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Tablo 4.
Cinsiyete gére betimleyici istatistikler
Cinsiyet Gruplar N X X % ss.
Bayan 252 9,87 49,35 2,55
GSAYB Erkek 132 20 10,21 51,05 3,10
Gp Bayan 252 38 41,54 54,66 10,66
Erkek 132 42,28 55,63 12,36

Tablo 4’e gore erkelerin hem GSAYB hem de GP testinde bayanlara gére daha yiiksek degere sahip oldugu
goriilmektedir. Sinif diizeyi degiskenine gore testlerin betimleyici istatistik degerleri incelenmis elde edilen
bulgular Tablo 5’te verilmistir.

Tablo 5.
Sinif diizeyine gére betimleyici istatistikler
Degisken Sinif N X X % ss.
1 102 9,28 46,40 3,07
2 98 10,53 52,65 2,36
GSAYB 3 90 20 10,51 52,55 2,19
4 94 9,69 48,45 3,05
1 102 40,70 53,55 12,11
2 98 41,11 54,09 9,92
GP 3 90 38 45,13 59,38 10,05
4 94 40,51 53,30 12,23

Tablo 5 incelendiginde matematik 6gretmen adaylarinin geometrik sekiller lizerine akil yiritme
beceri dizeylerinin en yuksek ikinci (%53) siniflarda, en duslik birinci (%46) siniflarda oldugu
gorilmektedir. Geometri performanslari ise %59 ile tGglinci siniflarda en yiiksek iken, en diisiik deger
%53 ile dordinci siniflarda ¢ikmistir. Betimsel istatistikler sonrasinda bagimsiz degiskenler arasinda
anlamh bir farklihk olup olmadigi arastiriimis, anlamli farklilik bulunan degiskenlerde etki buyuklGga
degerleri hesaplanmistir. Cinsiyet degiskenine gore bagimsiz orneklem t-testi yapilmis, elde edilen
bulgular Tablo 6’da verilmistir.

Tablo 6.
Cinsiyete gére bagimsiz 6rneklem t-testi bulgulari
Degisken Gruplar N X % ss sd t p
Bayan 252 9,87 49,35 2,55
GSAYB Erkek 132 10,21 51,05 3,10 282 L1 0.25
Gp Bayan 252 41,54 54,66 10,66 0,61 0,54
Erkek 132 42,28 55,63 12,36

Tablo 6 incelendiginde matematik 6gretmen adaylarinin hem GSAYB [t(382)=-1,15: p>0,05]
puanlarinda hem de GP [t(382)=-0,61: p>0,05] puanlarinda cinsiyet degiskeni acisindan farklilasmadigi
soylenebilir. Cinsiyete ait bulgular incelendikten sonra matematik 6gretmen adaylarinin geometrik
sekiller Gizerine akil ylriitme becerilerinin ve geometri performanslarinin sinif diizeyine gére anlamli bir
farkhhk gosterip gostermedigini belirlemek amaciyla ANOVA testi yapilmis, elde edilen bulgular sirasiyla
okuyucuya sunulmustur. Geometrik sekiller tGzerine akil ylriitme becerisinin sinif diizeyine gore elde
edilen bulgulari Tablo 7’de verilmistir.
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Tablo 7.
Sinif diizeyine gére GSAYB’in ANOVA testi bulgulari ve etki bliylikligii degerleri
Degisken X df F p Cohfen 5 snf  p hss Coh;n s
s
GSAYB 512 0,00 020 2 001 273 0,46

Grup igi 2779,71 380 1<3 0,01 2,68 0,47

Toplam 2891,96 383

Tablo 7 incelendiginde GSAYB igin siniflar arasi farklihgin anlamh oldugu [F(3, 383)=5,12, p<0,05].
Ancak etki buyiklugl degeri siniflar arasi farkliliklarin dustk diizeyde (Cohen’s f=0,20) oldugunu
gorilmektedir. Bu farklilik siniflar arasinda ayri ayri arastirildiginda 1-2. ve 1-3. (p<0,05) siniflari arasinda
ikinci ve Uglncu siniflarin lehine anlamh farkhligin oldugu, diger siniflar arasinda anlamli farkliligin
olmadig gorulmektedir. Farkliigin anlamli oldugu siniflar arasindaki etki buyuklGgl degerine
bakildiginda 1-2. ve 1-3. siniflar arasinda distk diizeyde (Cohen’s d: 1-2.=0,46, 1-3.=0,47) bir etkinin
oldugu soylenebilir. Geometri performansinin sinif diizeyine gore elde edilen bulgulari Tablo 8'de
verilmistir.

Tablo 8.
Sinif diizeyine gére GP’nin ANOVA testi bulgulari ve etki biiyiikliigi degerleri
Degisken ¥ df E b Cohen’s Sini b hss Cohen’s
f f d
G:::l?r 132692 3
GP 1<3 0,03 11,13 0,40

3,56 0,02 0,17

Grupli¢i 47261,23 380 3>4 0,03 11,16 0,41

Toplam 48588,16 383

Tablo 8 incelendiginde GP icin siniflar arasi farkliligin anlamh oldugu tespit edilmistir [F(3, 383)=3,56,
p<0,05]. Hesaplanan etki biyuklGgi degeri siniflar arasi farkliliklarin diisik diizeyde (Cohen’s f=0,17)
oldugunu gostermektedir. Bu farkhlik siniflar arasinda ayri ayr arastirildiginda 1-3. ve 3-4. (p<0,05)
siniflari arasinda Uglinct siniflarin lehine anlamh farkliigin oldugu, diger siniflari arasinda anlamli
farkhhgin olmadigi gérilmektedir. Farklihgin anlamli oldugu siniflar arasindaki etki buyuakliga degerine
bakildiginda 1-3. ve 3-4. siniflar arasinda distk diizeyde (Cohen’s d: 1-3.=0,40, 3-4.=0,41) bir etkinin
oldugu soylenebilir. Arastirmada degiskenler arasindaki korelasyon tablosu olusturulmus, elde edilen
bulgular Tablo 9’da verilmistir.

Tablo 9.
Degiskenler arasindaki korelasyon tablosu
Degiskenler (Correlate) GSAYB
GP 0,80**

(**: p<0,01 ve p<0,05)

Tablo 9 incelendiginde degiskenler arasindaki korelasyonun p<0,01 ve p<0,05 diizeyinde pozitif
yonde anlamh dizeyde oldugu goriilmektedir. GSAYB ile GP arasinda yiiksek dizeyde (r=0,80, p<0,01)
iliski bulunmustur. Degiskenler arasi iliski analiz edildikten sonra geometrik sekiller Gizerine akil yiriitme
becerisinin geometri performansini ne kadar yordadigini belirlemek amaciyla regresyon analizi yapilmis,
edilen bulgular Tablo 10’da verilmistir.
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Tablo 10.
Geometrik sekiller tizerine akil yliriitme becerisinin geometri performansini yordama guici

. Kareler 2
Varyans Kaynagi  Kareler Toplami sd Ortalamasi F p R R
Regresyon 1870,057 1 1870,057 699,051 0.000 0.804 0,647
Hata 1021,902 382 2,675
Toplam 2891,958 383

Tablo 10 incelendiginde, geometrik sekiller Gizerine akil yiritme becerisinin geometri performansini
anlaml bir sekilde yordadigi gorilmektedir. (F(1,382)=699,051; p=0.000). Degiskenler arasindaki
regresyon iliskisi incelendiginde (R=0,804, R2=0,647, p=0,000<0.01) geometrik sekiller lizerine akil
yuritme becerisinin geometri performansini yordama giiciiniin yaklasik %65 oldugu goérulmektedir. Bir
diger ifadeyle geometrik sekiller lizerine akil ylriitme becerisi gecometri performansinin gligli ve anlamh
bir yordayicisidir.

Tartisma, Sonug ve Oneriler

Bu calisma matematik 6gretmen adaylarinin geometrik sekiller tizerine akil yiritme becerileri ve
geometri performans diizeyleri arasindaki iliskiyi korelasyon ve regresyon analizi teknikleriyle incelemek
amaciyla yapilmistir. Bu genel amagla beraber matematik 6gretmen adaylarinin geometrik sekiller
izerine akil ylritme becerisi ve geometri performansi dizeyleri belirlenmis, cinsiyet ve sinif degiskeni
acisindan anlaml bir farkhihk gosterip gostermedigi etki buyuklikleriyle beraber arastiriimis, degiskenler
arasindaki korelasyon tablosu olusturulmus ve regresyon analizi yapilmistir. Calismada matematik
o6gretmen adaylarinin GSAYB dizeylerinin ortalamanin altinda oldugu tespit edilmistir. Ancak bu deger
ortalamaya cok yakindir. Matematik 6gretmen adaylarinin GSAYB ortalamalari cinsiyet degiskenine gére
incelendiginde erkeklerin bayanlardan daha ylksek bir ortalamaya sahip oldugu, erkeklerin puanlarinin
ortalamanin Ustine ¢ikarken bayanlarin puanlarinin ortalamanin altinda kaldigi belirlenmistir. Sinif
degiskenine gore incelendiginde ise en yiiksek ortalamanin ikinci siniflara ait oldugu, lglnci ve
dordiinci sinifta ise ortalamanin distigi goriilmektedir. Ayrica matematik 6gretmen adaylarinin GSAYB
puanlari birinci ve doérdinci siniflarda ortalamanin altinda, ikinci ve Uglncl siniflarda ortalamanin
Ustinde kalmistir. Bu sonuglarin sebepleri matematik 6gretmen adaylarinin GSAYB hakkinda yeterli
bilgiye sahip olmamalari, yeteri kadar geometrik sekiller tGizerine akil ylriitememeleri, testin zor gelmesi
veya almis olduklari lisans egitimindeki alan derslerinin matematik 6gretmen adaylarina saglamis oldugu
katkilar olarak dusunilebilir. Bu sonuglar matematik 6gretmen adaylarinin sorumlu olduklari ortaokul
matematik 6gretim programinda gegen akil yuritme kavramiyla ilgili yeterli bilgiye sahip olmadiklarini
da kanitlar niteliktedir. Bununla birlikte matematik 6gretmen adaylarinin aldig egitim neticesinde GSAYB
dlzeylerinin artis gostermesi ancak son siniflarda Kamu Personel Se¢me Sinavi (KPSS), Yabanci Dil Bilgisi
Seviye Tespit Sinavi (YDS), Yiiksekégretim Kurumlari Yabanci Dil Sinavi (YOKDIL) ve Akademik Personel ve
Lisansustd Egitimi Giris Sinavi (ALES) gibi sinavlara yonelmeleri ve alan disi ¢calismalarla ugrasmalari bu
sonucu etkileyen 6nemli bir etken olarak distndlebilir. Alanyazinda yapilan galismalar incelendiginde de
arastirma bulgulariyla benzer sekilde matematiksel veya geometrik akil yiritme becerisinin orta
diizeyde oldugunu tespit eden galismalara rastlamak miimkiindiir. Pogan, Yasaroglu ve ilhan (2017)
yapmis olduklari galismalarinda ortaokul yedinci ve sekizinci sinif 6grencilerinin matematiksel akil
yiiriitme becerilerinin orta diizeyde oldugunu tespit etmislerdir. Yine ilhan ve Aslaner (2018) yapmis
olduklari ¢alismalarinda matematik 6gretmen adaylarinin GSAYB puanlarinin orta diizeyde oldugunu,
birinci siniftan ikinci sinifa gecerken GSAYB diizeylerinin arttigini, lg¢lincl sinifta GSAYB puanlarinda
diists oldugunu belirtmislerdir. Ayrica Buckley, Seerey ve Canty (2018) 6gretmen adaylarinin geometrik
problemleri ¢6zmede uzamsal akil yuritme stratejilerini kullanma becerilerinin orta diizeyde oldugunu
ifade etmislerdir.

Arastirmada matematik 6gretmen adaylarinin GP diizeylerinin ortalamanin Ustiinde oldugu fakat bu
degerin ortalamaya yakin oldugu tespit edilmistir. Yani matematik 6gretmen adaylari ortalama diizeye

674



iLHAN & ASLANER- Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 651-689

yakin bir GP gostermistir. Cinsiyet degiskenine gére hem erkeklerin hem de bayanlarin GP puanlari
ortalamanin Uzerindedir ve erkeklerin GP puanlari bayanlardan daha yiksek ¢ikmistir. Sinif degiskenine
gore matematik 6gretmen adaylarinin GP puanlari tiim sinif diizeylerinde ortalamanin lizerinde gikarken
birinci siniftan Uglincli sinifa kadar yikselmis, dérdinci sinifta ise dismustir. Bu sonuglarin sebebi
olarak, matematik 6gretmen adaylarinin GP konusunda yeterli dizeyde bilissel becerilere sahip
olmamalari veya becerilerini yeteri kadar performansa dokememeleri, genel anlamda ¢oktan segmeli
basari testleriyle karsilasmis olmalari (LKS, YKS vb.) veya performans testleriyle yeteri kadar
kargilasmamis olmalari distnilebilir. Ayrica GP duzeylerinin ilk li¢ sinifta artis gdstermesinin sebebi
O0gretmen adaylarinin lisans 6grenimlerinde pedagojik alan bilgisi derslerini almis olmalari, ilgili derslerde
performansa dayali uygulamalar yapmis olmalari ve alan dersleri ile uzamsal becerilerinin gelismis
olmasi olarak dusindlebilir. Bu sayede matematik 6gretmen adaylari gorseller ve cebirsel temsiller
arasindaki gegisi saglamis olabilirler. Alanyazinda GP’nin veya geometri basarisinin 6gretmen adaylari ve
ogrenciler lzerinde olglildigl ve arastirma sonuglariyla benzer bulgularin elde edildigi calismalar
bulunmaktadir. Aygiiner (2016) yapmis oldugu ¢alismasinda sekizinci sinif 6grencilerinin GP dizeylerinin
ortalama degerden diisiik oldugunu tespit etmistir. Yine ilhan (2015) tarafindan yapilan calismada
matematik 6gretmen adaylarinin geometri basari seviyelerinin orta diizeyde oldugu tespit edilmistir.
Geer, Quinn ve Ganley (2018) yapmis olduklari ¢alismada 6grencilerin matematik performansi ve
uzamsal algilarinin ortalama diizeye yakin oldugunu ifade etmislerdir.

Arastirmada betimsel istatistikler incelendikten sonra bagimsiz degiskenler (cinsiyet ve sinif) arasinda
anlamh bir farklilik olup olmadigi arastiriimistir. Calismada bayan matematik 6gretmen adaylarinin
GSAYB duzeyleri ortalamanin altinda kalirken erkek matematik 6gretmen adaylarinin GSAYB dizeyleri
ortalamanin Ustiine ¢ikmis, GSAYB puanlari arasinda anlamh bir farkliik olusmamistir. Yani arastirma
grubundaki matematik 6gretmen adaylarinin GSAYB diizeyleri bayan ve erkek 6gretmen adaylari igin
benzer 6zelliktedir. Bunun sebebi arastirma Ornekleminde bulunan 6gretmen adaylarinin karma bir
sekilde ayni lisans egitimini almalari olabilir. Alanyazin taramasi yapildiginda cinsiyet degiskeninin akil
ylriatme puani Gzerinde anlamli bir farkhlik olusturmadigini tespit eden c¢alismalara rastlamak
mimkindar. Sahin (2012) yapmis oldugu calismasinda matematik 6gretmen adaylarinin geometrik akil
ylratme diazeylerinin cinsiyet degiskeni acgisindan anlamh bir farklilik olusturmadigini tespit etmistir.
Yine Pocan, Yasaroglu ve ilhan (2017) yapmis olduklari calismalarinda cinsiyet degiskenine gére ortaokul
yedinci ve sekizinci sinif 6grencilerinin matematiksel akil yiritme becerilerinin anlamh bir farkhlik
gostermedigini tespit etmislerdir. Ayrica Ergll ve Artan (2015) yapmis olduklari galismada okuloncesi
egitim diizeyindeki erkek ve kiz 6grencilerin puanlari arasinda akil ylritme alan ve tirleri bakimindan
anlamli bir farkhlik bulamamislardir.

Arastirmada hem bayan hem de erkek matematik 6gretmen adaylarinin GP diizeylerinin ortalamanin
biraz tGzerinde oldugu tespit edilmistir. Arastirma verileri incelendiginde erkek 6gretmen adaylarinin GP
yoniinden daha basarili oldugu ve bayan 6gretmen adaylari ile aralarinda anlamli bir farkhhgin olmadig
tespit edilmistir. Yani matematik 6gretmen adaylarinin GP diizeyleri bayanlar ve erkekler igin benzer
ozelliktedir. Bunun sebebi arastirma kapsamindaki matematik 6gretmen adaylarinin ortak lisans egitimi
almalari olabilir. Alanyazin taramasi yapildiginda O6grencilerin matematik performansi veya GP’nin
cinsiyet degiskeni acisindan farklilasmadigini tespit eden ¢alismalara rastlamak mimkindr. Hall, Davis,
Bolen ve Chia (1999) ABD’de bulunan bazi okullardan secilen besinci ve sekizinci sinif 6grencilerinin
matematik performanslari ve GP’lerinde cinsiyet degiskeni acisindan anlaml bir farkhlik bulamamislardir.
Ancak alanyazindaki bazi ¢alismalar matematik performansi veya GP’nin cinsiyet degiskeni agisindan
farkhlastigini tespit etmistir. Aunio ve Niemivirta (2010) okuldncesi siniflarinda gocuklarin matematiksel
tahmin etme performanslarini arastirmis cinsiyet degiskeni acisindan bireyler arasinda anlamh bir
farkhhk oldugunu tespit etmislerdir. Yine Areepattamannil (2014) yapmis oldugu calismada Hintli
ergenlerin PISA degerlendirmelerinde matematik performanslari ve GP’lerinin cinsiyet degiskeni
acisindan anlamh farkhhk gosterdigini bulmustur. Ayrica Geer, Quinn ve Ganley (2018) matematik
performansi ve uzamsal algi puanlarinin cinsiyete gore anlaml farklilik gosterdigini bulmuslardir.
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Matematik 6gretmen adaylarinin GSAYB duzeyleri igin siniflar arasi farkliigin anlamli oldugu
gorilmektedir. Ancak hesaplanan Cohen’s f etki buyuklGgu degeri siniflar arasi farkhhklarin dusik
dizeyde oldugunu gostermektedir. Bu farklilik siniflar arasinda arastirildiginda sadece 1-2. ve 1-3. siniflar
arasinda ikinci ve Uglnci siniflarin lehine anlamli farklihgin oldugu diger siniflar arasinda anlamli
farkhhgin olmadigi gorilmektedir. Cohen’s d etki blylikligi degerleri incelendiginde de anlamh farklihgin
bulundugu siniflar arasinda dislk dizeyde etkinin bulundugu goriilmektedir. Bu sonuglarin sebebi
matematik 6gretmen adaylarinin almis oldugu lisans egitiminde yapmis oldugu akil yuritme
uygulamalari olabilir. Alanyazin taramasi yapildiginda sinif degiskeninin akil ylritme becerisi lizerinde
anlamli bir farklilik olusturdugunu tespit eden galismalara rastlamak mimkindir. Fischbein ve Nachlieli
(1998) israil’de bulunan bir lisenin 9-11. siniflarinda 6gretim gérmekte olan 6grenciler {izerinde
ylrattigid calismada sinif faktoriiniin geometrik akil ylritme becerisi tizerinde anlamh bir farkhlik
olusturdugu sonucuna ulasmislardir. Ayrica arastirma bulgusuyla benzer sekilde bu calismada genel
anlamda sinif diizeyi ilerledikge akil yiiriitme becerisinin distigii gorilmistiir. Yine ilhan ve Aslaner
(2018) calismalarinda matematik 6gretmen adaylarinin GSAYB dizeylerinin sinif degiskenine gore
anlamli farkhhk gosterdigini tespit etmislerdir. Ayrica alanyazinda sinif degiskeninin akil yliritme becerisi
Uzerinde anlamli farklilik olusturmadigini ifade eden galismalarda bulunmaktadir. Sahin (2012) yapmis
oldugu calismasinda matematik 6gretmen adaylarinin geometrik akil yiritme duzeylerinin sinif
degiskeni agisindan anlamh bir farklilik olusturmadigini tespit etmistir. Umay ve Kaf (2005) yapmis
olduklari ¢alismalarinda ilkdgretim ikinci kademedeki 6grencilerin matematiksel akil yiritme dizeyleri
bakimindan siniflar arasinda kayda deger bir farklilik bulunmadigini tespit etmislerdir. Pocan, Yasaroglu
ve ilhan (2017) yapmis olduklari ¢alismalarinda sinif diizeyine gére ortaokul yedinci ve sekizinci sinif
Ogrencilerinin matematiksel akil yiriitme becerilerinin anlamh bir farklihk gostermedigini tespit
etmiglerdir.

Calismada elde edilen bir diger bulgu GP igin siniflar arasi farkliigin anlaml olmasidir. Hesaplanan
Cohen’s f etki bliyukligu degeri siniflar arasi farkhliklarin dusik dizeyde oldugunu géstermektedir. Bu
farkhlik siniflar arasinda ayri ayri arastirildiginda 1-3. ve 3-4. siniflari arasinda Ggiinct siniflarin lehine
anlaml farkhiligin oldugu, diger siniflar arasinda anlamh farkhligin olmadigi gérilmektedir. Cohen’s d etki
blyuklGgi degerleri incelendiginde anlamh farkliligin bulundugu siniflar arasinda diisiik dizeyde etkinin
bulundugu gorilmektedir. Bu sonuglarin sebebi matematik 6gretmen adaylarinin almis oldugu lisans
egitimindeki yapmis olduklari performansa dayali uygulamalar neticesinde performanslarinin gelismesi
olarak dusunulebilir. Alanyazin taramasi yapildiginda matematik veya GP’nin sinif dizeyiyle iliskisinin
oldugunu ifade eden galismalara rastlanmaktadir. Aunola, Leskinen ve Nurmi (2006) okuloncesinden
ikinci sinifa kadar boylamsal bir calisma yapmis, 6grencilerin matematik performanslarinin arttigini ve
siniflar arasinda anlamh bir farkhhk olustugunu tespit etmislerdir. Vukovic, Kieffer, Bailey ve Harari
(2013) yapmis olduklari boylamsal ¢alismada (birinci, ikinci ve Uclunci siniflar) matematiksel
performansin, isleyen bellegin bir fonksiyonu oldugunu ve sinif diizeyleri arasinda farkhlastigini tespit
etmiglerdir. Yine Geer, Quinn ve Ganley (2018) sinif derecesine gére matematik performansi ve uzamsal
algi puanlarinin anlamli farklilik gésterdigini bulmuslardir.

Arastirmada cinsiyet ve sinif degiskenlerine iliskin farkhlklar incelendikten sonra kullanilan
degiskenler arasindaki iliskilere yonelik korelasyonlar incelenmistir. Bu dogrultuda degiskenler arasindaki
iliskiye yonelik korelasyon tablosu olusturulmustur. Elde edilen bulgular neticesinde degiskenler
arasindaki korelasyonun pozitif yonli ve anlamli diizeyde oldugu tespit edilmistir. Elde edilen bulgulara
gore GSAYB ile GP arasinda yuksek diizeyde iliski bulunmustur. Ayrica degiskenler arasindaki regresyon
incelendiginde geometrik sekiller tzerine akil ylritme becerisinin geometri performansini yordama
glcunin yiksek ve anlamli oldugu gorilmektedir. Bir diger ifadeyle geometrik sekiller Gzerine akil
ylratme becerisi geometri performansinin gigli ve anlamli bir yordayicisidir. Bu sonuglarin sebebi
matematik 6gretmen adaylarinin GSAYB’larinin GP’leri ile iliskili olmasi olarak distnilebilir. Ayrica bu
sonucun bir diger sebebi GSAYB ve GP kavramlarinin ilgili oldugu kazanimlarin benzer 6zellikte olmasi
olabilir. Alanyazin taramasi yapildiginda GSAYB ve GP’nin birbirileriyle arasinda anlaml iliskilerin
bulundugunu tespit eden calismalara rastlamak miamkinddur. Akyliz ve Pala (2010) Tirkiye, Finlandiya ve
Yunanistan’in Uluslararasi Ogrenci Basari Degerlendirme Programi (PISA) 2003 6grenci anketi verilerine
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gore problem ¢6zme performansi ve akil yiritme becerileri arasinda Ug lilke modelinde de yiiksek
diizeyde pozitif bir iliski bulmustur. Ozdemir, Duran ve Kaplan (2015) calismalarinda ortaokul
Ogrencilerinin problem ¢dzme performansi ve akil yiriitme becerisinin birbirini yordama miktarinin
pozitif yonde ve anlamli oldugunu ifade etmislerdir. Buckley, Seerey ve Canty (2018) 6gretmen
adaylarinin geometrik problemleri ¢ézmeleri sayesinde uzamsal akil ylritme stratejilerini kullanma
becerilerinde artis oldugunu ve bu akil yiritme becerilerinin matematik performansini arttirdigini ifade
etmiglerdir.  Areepattamannil  (2014) vyapmis oldugu c¢alismada Hintli ergenlerin  PISA
degerlendirmelerindeki performanslari ile st bilissel 6grenme stratejileri (akil ylritme becerileri)
arasinda anlamli dizeyde iliski bulmustur. Geer, Quinn ve Ganley (2018) c¢alismalarinda blyime
degiskeni kontrol altina alindiginda birinci yildaki uzamsal gorsellestirme becerisi ile ikinci yildaki
matematik performansi arasinda bir iliskinin bulundugunu tespit etmislerdir. Ayrica ikinci yildaki
matematik performansi tglncl yildaki uzamsal gorsellestirme becerileriyle beraber uzamsal algilama
becerilerini de yordamistir.

Sonug olarak, matematik 6gretmen adaylarinin GSAYB puanlarinin ortalamanin altinda fakat
ortalama degere yakin oldugu, GP dizeylerinin ortalamanin (zerinde oldugu belirlenmistir. Erkek
o6gretmen adaylari bayan 6gretmen adaylarina gore GSAYB ve GP yoniinden daha basarili olmuslardir.
Ancak degiskenler icin cinsiyete yonelik bu farklilik anlamli gtkmamistir. Matematik 6gretmen adaylarinin
GSAYB ve GP puanlari genel anlamda birinci siniftan tgtinci sinifa dogru artarken doérdiinci sinifta diists
gostermistir ve siniflar arasindaki farklihk anlamli gikmistir. GSAYB ile GP arasindaki iliski incelendiginde
degiskenler arasinda pozitif yonli ve anlamli bir iligkinin oldugu gorilmustir. Ayrica degiskenler
arasindaki regresyon iliskisi incelendiginde geometrik sekiller Gzerine akil yiirlitme becerisinin geometri
performansini yordama glicliniin yiiksek ve anlamli oldugu tespit edilmistir. Calismada elde edilen
bulgular ¢ercevesinde su dnerilerde bulunulmustur;

e Calismada matematik 6gretmen adaylarinin GSAYB ve GP diizeylerinin ortalamaya yakin oldugu
sonucuna ulasiimistir. Bu sebeple 6gretmen adaylarinin lisans 6gretim sirecinde GSAYB ve GP
kavramlarin tanimlariyla beraber uygulamalarina iliskin kazanimlari iceren dersler olusturularak
miifredat programlarina eklenebilir.

e Halihazirda bulunan ortaokul veya ortadgretim matematik 6gretmenlerine GSAYB ve GP ile ilgili
kavramlari ve uygulamalari iceren hizmet ici egitimler veya kurslar seminer dénemlerinde
verilebilir. Bu seminerler veya kurslar hazirlanirken bu ve benzeri bilimsel galismalardan
yararlanilabilir.

e Arastirma matematik 6gretmen adaylari Gzerinde yiritilmis, GSAYB ve GP arasinda pozitif ve
anlamli bir iliskinin ve etkinin bulundugu tespit edilmistir. Bu sebeple MEB (2018) matematik
ogretim programinda da O6nemsenen bu kavramlara iliskin beceriler ortaokul matematik
o6gretmenleri, ortaégretim matematik 6gretmenleri veya matematik egitimi alaninda calisan
akademisyenler lizerinde yeni ¢alismalar yapilarak arastirilabilir.

e Ulkemizin uluslararasi ve ulusal sinavlarda gdstermis oldugu &grenci basarilari g6z éniinde
bulundurularak GSAYB ve GP ile ilgili ilkokul, ortaokul ve ortadgretim 6grencilerinden secilen
farkli 6rneklem gruplari lzerinde bu kavramlar arasindaki iliskinin analiz edilebilecegi ve
nedenlerinin ortaya konulabilecegi yeni arastirmalar yapilabilir.
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Ek 1. GSAYB Testi

Bu test galismasi siz 6gretmen adaylarinin gorisleriyle matematik egitimine katkida bulunmak amaciyla
hazirlanmistir. Sonuglar kesinlikle gizli tutulacak hicbir sekilde okul durumunuza ya da ders notlariniza
etki etmeyecektir. Bilim alaninda faydal olabilmemiz adina sorulari samimi bir sekilde ¢dzmeniz bizim
icin 6nemlidir. Verdiginiz cevaplar igin tegekkir ederiz.

Sinif dereceniz: 1. Sinif [ ] 2.Smif [ ] 3.Smif[ ] 4.Simif[ ]

Cinsiyetiniz: Bayan[ 1 Erkek [ ]

1) D c ABCD bir dikdortgen E, [AB] Uzerinde herhangi

bir nokta olsun. ACE agisinin bilinebilmesi igin

asagidaki siklarda verilenlerden hangisinin
~ £ g daima bilinmesi gereklidir?

a) E noktasi sabit secilerek DAC veya CEB agilarindan birinin verilmesi

b) E noktasi hareketli bir nokta segilerek DAC veya CEB agilarindan birinin verilmesi

c) E noktasi sabit secilerek DCA veya ECB acilarindan birinin verilmesi

d) E noktasi sabit secilerek DCA ve ECB acilarinin verilmesi

e) E noktasi hareketli secilerek DCA veya ECB agilarindan birinin verilmesi

2) Bir kipu bir dizlemle kestiginizde arakesit alani en fazla kag kenarli sekil olabilir?

a)d b) 5 c)6 d)7 e)8
3) Bir tiggenler prizmasini bir diizlemle kestigimizde arakesit alani en az kag kenarli sekil olabilir?
a)3 b) 4 c)5 d)6 e)8

4) n kenarli bir diizgin ¢okgeni bir kdsesi etrafinda en az ka¢ derece dondiirmemiz gerekir ki tekrar ayni
sekil elde edilsin?
a) 360/n b) 360/(n-1) c) 360n/(n-1) d) 360(n-1)/n e) Higbiri

5) AT Yandaki resimde galismayan bir saat goértilmektedir. Bu saate giin igerisinde hava
~ ( - aydinhk iken normal sekilde, karanlik iken aynadan bakan bir kisinin saati dogru
i ) okuma durumu en fazla kagtir?
S a)1 b) 2 c)3 d) 4 e)5
6) f/ q Yanda verilen es kiiplerden olusan geometrik seklin acilimi asagidakilerden
A hangisidir?
[T
a) b) c) d) e)

HEREEN

682



7)

8)

9)

iLHAN & ASLANER- Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 651-689

Yanda verilen es kiuplerden olusan sekli kiipe tamamlamak icin en az kag kiipe
ihtiyac vardir?
a)l b) 3

c)5 d)7 e)9

Elinizde farkli buayuklikte iki kare gerceve oldugunu hayal edin. Bu iki kare
cerceveyi kesistirerek olusturabileceginiz dizlemsel sekil en az kag¢ kenarli
olabilir?
a)3

b)4 ¢)5 d)6 e)7

Elinizde farkli buayuklikte iki kare cerceve oldugunu hayal edin. Bu iki kare
cerceveyi kesistirerek olusturabileceginiz dizlemsel sekil en fazla kag¢ kenarl
olabilir?

a)4 b) 5 )6 d)7 e)8

10) 9. soruda kare yerine dikdortgen kullanmis olsaydik sonug degisir miydi?

a)
11)

Evet

b) Hayir

)

Sekilde farkl agilardan gorinusleri verilen kiipe gore harflerin karsilikli olma durumu hangi sikta dogru

verilmigstir?
a) A-K, H-Z-T-L b) A-T, H-L-K-Z ¢) A-T,H-Z-K-L  d) A-H, T-Z-K-L  e) A-L, H-Z-K-T
12)
AN A© e lES v
7 o |2 Al @ B
Verilen geometrik 6riintl incelendiginde bos kutuya ne getirilmelidir?
a) b) c) d) e) Higbiri
o olIES! VIIA Al o
A Al © |G Ol v N
13) Pascal piramidi her basamaginda bir Ustteki basamagin kenarinda

a) 1000

a)n’

b) 1100
14) Yukaridaki piramitte (n+1)’inci basamakta n’inci basamaktan kag fazla birim kip bulunur?

b) n

c) 1200

c)2n

d) 2n+1

bulunan kiip sayisi birer artirilarak asagiya dogru ilerler. Sekilde
gorlldiiga gibi birinci basamaginda 1 birim kip, ikinci basamaginda
2x2=4 Dbirim kip, Uclncl basamaginda 3x3=9 birim kip
bulunmaktadir. Bu piramidin 60. basamaginda 50. basamagindan kag
fazla birim kiip bulunur?

d) 2400 e) 3600
e) n*+2n+1
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15) Ustten ve sagdan dikdértgen, 6nden iiggen goriinen bir geometrik yapi hangisi olabilir?

a) Dikdértgen piramit  b) Uggen piramit  c) Dikdértgen prizma  d) Diizgiin dért yiizli  e) Uggen
prizma

16)

0] 117

Yukaridaki sekilde goruldiigli gibi bir adet kare olusturmak igin dort adet kibrit ¢opline, iki adet kare
olusturmak icin 7 adet kibrit ¢épiine, U¢ adet kare olusturmak icin 10 adet kibrit ¢épline ihtiyag vardir.

Ayni dlzenle sagdan eklemeli sekilde devam edilirse 100 adet kare olusturmak icin kag¢ adet kibrit
¢Opline ihtiyag olur?

a) 299 b) 301 c) 399 d) 400 e) 403

17) 1 Sekilde goriuldigu gibi bir adet kiip olusturmak igin 12 adet
esit uzunluktaki cubuga ihtiyag vardir. iki adet st {iste yapisik
kiip olusturmak icin 20 adet esit uzunluktaki cubuga ihtiyag
vardir. Ayni sekilde li¢ adet st Uste yapisik kiip olusturmak
icin 28 adet esit uzunluktaki cubuga ihtiyac vardir. Buna gore
200 adet kiip olusturmak icin kag adet cubuga ihtiyag vardir?
a) 1212 b) 1600 c) 1604 d) 1612 e) 1620

18)

[

l.adim, 2.adim, 3.adim, ...
Yukarida verilen kare oriintisiinde n’inci adimdaki kare sayisini veren genel terim nedir?

a)n’ b)n*+1 c) w d) n’+2n+1 e) higbiri

19) Yandaki sekilde verilen traktorin, ayritlari ayni
T uzunlukta olan ©On tekerleri besgen, arka
AT tekerlekleri sekizgen seklindedir. Bu traktorin
T T tekerlekleri toplamda 5200 tur attiginda 8 km
< . > ] T yol almaktadir. Buna gére 6n tekerlerden biri

— N/ kag tur atmistir?

a) 100 b) 200 c)400 d) 800 e) 1600
20) 19. sorudaki traktoriin tekerlerinin bir ayriti kag metredir?

—_—
e
—

a)l b) 2 c)3 d)4 e)5
CEVAP ANAHTARI

SORU DOGRU CEVAP SORU DOGRU CEVAP

1. A B C D E 11. A B C D E
2. A B C D E 12. A B C D E
3. A B C D E 13. A B C D E
4. A B C D E 14. A B C D E
5. A B C D E 15. A B C D E
6. A B C D E 16. A B C D E
7. A B C D E 17. A B C D E
8. A B C D E 18. A B C D E
9. A B C D E 19. A B C D E
10. A B C D E 20. A B C D E
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Ek 2. GP Testi

Bu test siz Ogretmen adaylarinin geometri konusundaki performansinizi belirlemek amaciyla
hazirlanmistir. Sonuglar bilimsel amacgla kullanilacak olup hicbir sekilde okul durumunuza ya da ders
notlariniza etki etmeyecektir. Bilim alaninda faydali olabilmemiz adina sorulari samimi bir sekilde
¢6zmeniz bizim igin dnemlidir. Verdiginiz cevaplar icin tesekkir ederiz.

Sinif dereceniz: 1. Sinif [ ] 2.Smif [ ] 3.Smif[ ] 4. Sinif[ ]

Cinsiyetiniz: Bayan[ ] Erkek [ ]

Sorular
1. Asagida sirasiyla Ustten, 6nden ve yandan goriiniimleri verilen ve birim kiiplerden olusan (¢ boyutlu
cismin seklini giziniz.

2. Asagida verilen doga resimlerinde gérebildiginiz geometrik sekillere benzeyen sekilleri yaziniz.

i\

w B “oM

3. Asagidaki tabloda bir kresteki cocuklara ait yas degerleri verilmistir. Bu verileri frekans eéerlerine
ait ¢izgi grafigini gizerek standart sapmasini hesaplayiniz.

G G Cs Ca Cs Cs ) Cs Co C1o

5 4 6 3 7 5 5 6 4 5

4. a) Fakultenizdeki bélimlerde bulunan 6grenci sayisi
b) Sinifinizin boy degerleri
c) Sinifinizin yas degerleri
d) Sinifinizin kilo degerleri
Yukarida verilen siklardan yalnizca birini secerek tahmini bir histogram grafigi ciziniz.
5.
Yanda verilen dizgin sekizylzli cismi pargalayarak hangi geometrik
cisimleri elde edebilirsiniz? Yanina bir tanesinin ismini yazarak seklini
giziniz.
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6. 20+4=5 islemini sayl dogrusunda ifade ediniz.
7. Asagidaki geometrik sekilde herhangi bir yzii gérinmeyen kip sayisini bulunuz.

8. y=x"+5x+4 seklinde verilen denklemi dikdoértgen alanlari yardimiyla modelleyiniz.
9.Asagida verilen dikdortgen prizmanin tabanina paralel P dizlemi ile kesilerek olugan KLMN arakesit
dortgeninin alani 23 cm’ ve yuksekligi 12 cm ise hacmi kag cm’ dir?

D
A G h=12 cm
M
/ﬂ
C
A B

10. Asagida verilen ¢esitkenar t¢genin alanini hesaplayiniz.

A

b=7 cm

B a=8 cm c
11. Zx%%islemini dikdortgenler yardimiyla modelleyerek ¢6ziinlz.

12. Asagida verilen ABCD karesini saat yoniinde 60° déndiiriilmesi ile olusan sekli ciziniz. AD kenarinin
orijinden gegen uzantisinin eksenlerle yapacagi agilari bulunuz.
¥

—————— e S

Saat yonii

13. Asagida sirasiyla 2. ve 3. adimi verilen orlintliniin 5. adimini giziniz.

~ A~ /N 7

\\ . /’ \\ . /’ ‘\ . //’
\/ \ / \ /

14. Asagida 3. ve 5. Adimi verilen 6rintiiniin genel terimini matematiksel olarak ifade ediniz.

3. Adim 5. Adim
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15. Asagida verilen ABC liggensel bélgesinin y-ekseni etrafinda 360° dondiiriilerek elde edilen cismin
seklini giziniz.

¥

16. Asagida verilen yamugun alanini hesaplayiniz.
0 11cm C

10 cm 17 cm

A 32 cm B

17. Bir kenari 12 cm olan bir kiip olusturarak cisim kdsegenini giziniz. Cisim kdsegeninin orta noktasini
isaretleyerek herhangi bir yziine uzakhgini bulunuz.
18. Asagida modellenen ondalikh sayi problemini olusturup ¢6zlinlz.

19. Fonksiyon surekliligi ifadesini grafik yardimiyla kisaca anlatiniz.

20. Asagida verilen akvaryumun yaklasik kag cm® su alabilecegini dolap 6lgllerinden faydalanarak tahmin
ediniz.

+

o~

100 em

21. Merkez Bankasi 28.01.2017 tarihinde bir gazeteye asagidaki repo grafigini yayinlamasi icin vermistir.
Bu gazetede gbérmis oldugunuz repo grafigi ile ilgili 27.01.2017 (Saat 16:00) da Merkez Bankasinin
yapmis oldugu faiz artirrminin USD kuruna etkisini ve Merkez bankasi Faiz orani ile USD kuru arasindaki
iliskiyi birka¢ cimle ile yorumlayiniz.

USD/TL,MERKEZ BANKASI FAIZ ORANI 3,85
10,80

10,30

FAIZ ORANI

780 ‘ 3,
30122016 6012017 13012017 20012017  27.01.2017(16:00)
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22. Asagida verilen y=f(x) fonksiyonunun [a, b] araliginda x ekseni etrafinda 360° déndiiriilmesiyle olusan

donel cismin hacmini integral yardimiyla ifade ediniz.
¥

23. Asagida verilen cismin arkadan gorinUsiind yan tarafa giziniz.

[ b
=

24. Kenar uzunlugu 12 cm olan bir diizglin dortylzliiniin icine sigabilecek maksimum biyuklikteki
kiirenin yarigapini hesaplayiniz.

25. Yanda kesisen O, ve O, merkezli

kirelerle ilgili;

D
4! ri=17 cm
i r;=10 cm
‘? |AB|=4cm
|BC|=2cm
Olduguna gore kesisim bolgesinin

hacmi nedir?
26. Pisagor bagintisini geometrik sekiller kullanarak ispatlayiniz.

27. Asagida verilen egik bir altigen prizmanin bir yanal ayriti 20 cm ve zemin ile yaptigi aci 60° dir. Bu
prizmanin yiksekligini gizerek uzunlugunu hesaplayiniz.

28.Yarigaplari 8 cm ve 6 cm olan ve birbiriyle kesismeyen iki dairesel alanin farkinin pozitif degeri kagtir?
29. Asagiya sonsuz ¢oklukta cember kullanarak bir kiirenin nasil insa edilebilecegini giziniz.

30. n kenarli diizgiin bir cokgende kenar sayisi sonsuza gotirildiginde olusan geometrik sekli ¢iziniz.
31. Asagida verilen borsa grafiginde BIST (Ustten baslayan egri) verileri ile Merkez Bankasi (Alttan
baslayan egri) gosterge faiz degerleri arasinda nasil bir iliski vardir? Birkag ciimleyle yorumlayiniz.

95.000 10,00

90,000
85.000
50000
75.000
70.000
65.000

60000
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32. A=(1,3) Yanda verilen noktalari ve orijine gore simetrilerini bir koordinat sistemi
B=(4,-2) yardimiyla gosteriniz.
C=(-2, 5)
D=(-3, -5)
33. 3%44% (sl sayl toplamini geometrik modeller kullanarak ¢6ziiniz.
x—-3 y-2 z—6

34. =5 dogrusunun seklini koordinat sistemi yardimiyla giziniz.

35. Elazig’dan istanbul’a ucakla seyahat ederken Pilot; Matematik konumunuzu 39° 57’kuzey enlemi ve
32° 53’dogu boylamlari iizerinde bulundugunuzu ifade ederse tahmini hangi ilin topraklari {izerinde
seyahat ediyor olursunuz?

42° Kuzey Paraleli

36° Kuzey Paraleli

26° Dogu Meridyeni 45° Dogu Meridyeni

36. Otobuste seyahat eden biri aracin caminda saatin yansimasini agagidaki gibi goriiyor. Bu birey saati
gercek vaktinden kag dakika ileride gormistir?

37. Asagida verilen aga¢ modelinde Fibonacci sayilarini gosteriniz.
L

38. Asagida verilen kartondan yapilmis geometrik cismin agik halini yanina giziniz.

7
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Article Info Abstract

The purpose of this study was to explore hope as a mediator in the relationship

DOI: 10.14812/cufej. 749645 between self-compassion and resilience in parents of children with special needs.

Article history: Participants of the study were 120 parents (95 females, 25 males). The preliminary
Received  09.06.2020 results showed that resilience scores of the participants don’t vary as a function of
Revised 28.09.2020 gender, income, education level and age. The results of the path analysis yielded that
Accepted  29.09.2020 the model fit indices of the proposed model are perfect (xz/df=.03, p<.001; RMSEA=

.00; CFI=1 .00; TLI= 1.00; GFI=.99). Examination of the relationships between the

variables yielded that there are significantly positive connections between self-

Keywords: : s

Sel);-compassion compassion and hope and also between hope and resilience. The model was found to
- ! explain a 5% variance in hope scores and 16% variance in resilience scores of parents

Resilience, R X ; . L R

Hope of children with special needs. These results were discussed in line with the relevant

Parents of Children with Special literature as well as possible interventions for cultivation of resilience in these parents.

Needs.

Ozel Gereksinimli Cocuklari Olan Ebeveynlerde Oz-sefkat ve Psikolojik
Saglamlik: Umudun Araci Rolii

Makale Bilgisi Oz

DOI: 10.14812/cufej. 749645 Bu. (;alf.smanvm amaci, ozel .g.e.relfsinimli gocuklarin ePeyeynlerinde .{jz—sefkat ve
psikolojik saglamlik arasindaki iliskide umudun araci rollinii incelemektir. Calismanin

Makale Gegmisi: katihmcilari 120 ebeveynden (95 kadin, 25 erkek) olusmaktadir. Yapilan 6n analizler

Gelis 09.06.2020 psikolojik saglamligin cinsiyet, gelir, egitim diizeyi ve yasa gore anlamh diizeyde

Dizeltme 28.09.2020 farkhlagmadigini ortaya koymustur. Yol analizi sonuglari, 6nerilen modelin model uyum

Kabul 29.09.2020 indekslerinin mitkemmel oldugunu gdstermistir (x> / df = .03, p <.001; RMSEA = .00; CFI

=1.00; TLI = 1.00; GFI = .99). Degiskenler arasindaki iliskilerin incelenmesi sonucunda,

6z-sefkat ve umut arasinda ve umut ile psikolojik saglamlik arasinda anlamli derecede
pozitif yonde iliskiler oldugu bulunmustur. Modelin 6zel gereksinimli gocuklarin

Anahtar Kelimeler:

Oz-sefkat ebeveynlerinin umut puanlarinda %5 ve psikolojik saglamhk puanlarinda %16
Psilfolo'ikISa“Iamllk diizeyinde bir varyans acikladigi bulunmustur. Bu sonuglar, ilgili literatir ve bu
UmutJ & ! ebeveynlerde psikolojik saglamligi gelistirmeye yonelik olasi  miidahaleler
Ozel Gereksinimli Cocuklara Sahip dogrultusunda tartigimistir.

Ebeveynler.

Introduction

Parents of children with special needs face with many difficult situations (McConnell, Savage &
Breitkreuz, 2014). Some of these difficulties arise from the situation of the child, while others are due to
the negative social feedback and social arrangements that ignore the needs and demands of these
families (Green, 2007). The disability of a child involves three-way interactions between the child
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experiencing this disability, the affected family and the external environment in which the disability
occurs. This experience also results in economic difficulties for improving the condition of the special
needs children (Emerson et al., 2009), mourning (Eakes et al., 1998) stress (Newacheck et al., 2004) and
negative effects on the quality and continuity of family relationships (Hartley et al., 2010). Despite all
the difficulties they face, research shows that many families of children with special needs also cope
with their stress effectively (Graungaard, Andersen & Skov, 2011; Green, 2007). Compared to other
individuals, this ability of some individuals / families to stand up and resist despite all the difficulties
they experience is explained through resilience which is consistently highlighted as a crucial
psychological factor in the literature (Embury & Saklofske, 2014).

The diligence to conceptualize resilience mainly resulted in two perspectives in the psychology
literature (Harms, Brady, Wood & Silard, 2018). One of those approaches, emphasizes that resilience is
the road to thriving. In other words, resilience is characterized as proceeding to an upper level of
functioning after a stressful experience (Carver, 1998). This perspective emphasizes that individuals can
generate further meaning in traumatic experiences and reach well-being rather than solely coping with
the situation. According to the second approach, resilience is a trait that can be characterized as a
resistance to be destructed by traumas or the competence to come back and heal from the traumas and
catastrophic forces. This approach accepts resilience as a trait that a person calls for survival (Harms et
al., 2018).

There are several issues raised by the approaches that emphasize resilience as an ability or trait.
Given this perspective, resilience is the competence to get over and get well despite stress, adjust to the
tense situations, not to get sick in spite of the challenges and operate over the norm in the face of the
adversities emerged in the life (Carver, 1998). Moreover, resilience is the inclination and competence of
individuals to stand up in spite of their life stresses and unfavorable events (Garmezy, 1991). According
to Werner and Smith (2009), trait resilience is a personal characteristic of individuals while there are
also protective factors as distinctive structures that change individual responses to risky situations that
would otherwise result in negative consequences.

Although, the words to describe trait resilience changed over time, to investigate such competence
of recovering from stressful experiences is crucial to study in its own right. In fact, examining this
competence as well as its antecedents hold important implications and bring out meaningful
information for individuals who are already sick or trying to cope with any kind of stress in the life. In
addition, trait resilience is underlined as having relations to significant health variables when controlled
for resilience resources so exploring this ability is seen essential for the wellness of various groups
(Smith, et al., 2010). In this regard, studying resilience in parents of children with special needs can be
claimed to hold important implications and possible benefits for this specific group in the society. In
recent years, some studies were already conducted to uncover the possible correlates of resilience in
families of children with special needs. According to these studies; optimism (Kayfitz, Gragg & Orr,
2010), social support (Beckman, 1991; Heiman, 2002), economic comfort (McConnell, Savage &
Breitkreuz, 2014) and self-compassion (Neff & Faso, 2014) have relations to well-being and resilience in
these families. Thus, this study is another attempt to investigate trait resilience in parents of children
with special needs through examining the assumed role of hope as mediating the relationship between
self-compassion and resilience in these parents.

Self-compassion, hope and resilience in parents of children with special needs

One of the study variables of resilience is self-compassion in the current study. Self-compassion is
getting an open awareness and perception against the suffering embedded in life (Neff & Dahm, 2015).
There are three major dimensions of self-compassion; one’s gentleness toward himself against criticizing
the self, ordinary humanness against aloneness, and mindful awareness against becoming too much
identified. Gentleness toward self is holding a kind, conducive and caring attitude toward self during
harsh times rather than blaming the self for personal failures. Ordinary humanness is perceiving that all
individuals can have faults and they all may experience difficulties rather than believing that such
suffering is special to us. Mindful awareness dimension of self-compassion is explained as having
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awareness for agonizing cognitions and emotions with transparency and equilibrium rather than
ignoring or engaging too much with the negative parts of the life (Neff, 2003). Thus, such peculiar
compassion toward self is assumed to contribute to well-being and resilience at a certain extent (Neff
and McGeehee, 2010).

Another assumed predictor of resilience in parents of children with special needs is hope for this
study. According to Snyder, Irving and Anderson (1991), hope is a targeted energy and a positive
motivational situation based on achieving goals. According to Snyder (2002), individuals exhibit targeted
actions and these precious and ambiguous goals carry the potential for hope while giving direction and
meaning to life. Although the relationships of hope with the state of well-being are well reported in
different populations (Sears & Kraus, 2009), some studies directly report the importance of working with
hope especially in families with special needs children as it may be a facilitator to such positive
psychological attributes (Golan, 2016).

There aren’t many studies conducted to examine the direct connections between self-compassion
and resilience. In one such study, Neff and McGeehee (2010) found that self-compassion has a
facilitating role in adult resilience. As well, Neff and Faso (2014) also found that self-compassion has a
facilitator role for well-being of parents of children having autism. In addition, self-compassion literature
points to various studies showed that this feature has important connections to hope in different
populations. For instance, self-compassion was found to have connections to goal direction and well-
being in first grade college students (Hope, Koestner & Milyavskaya, 2014). Similarly, Umphrey and
Sherblom (2014) pointed out that higher level of hope is associated with greater self-compassion and
vice versa. In a different study, Yang, Zhang and Kou (2016) indicated that self-compassion significantly
predicts hope and life satisfaction in adults. In the same study, hope was found to mediate the
relationships between self-compassion and life satisfaction. Similarly, hope is proposed to have a
mediating role between self-compassion and resilience in parents of children with special needs in the
current study.

In conclusion, this study aimed at answering the research question that “To what extent is trait
resilience predicted by self-compassion through the mediating role of hope in parents of children with
special needs?” Given this research question, the hypotheses of this study were constituted as a) self-
compassion will have a direct relation to hope in parents of children with special needs; b) hope will be
directly related to trait resilience in parents of children with special needs; and that c) self-compassion
will have an indirect relation to resilience through the mediating role of hope in parents of children with
special needs.

Method
Research Model

This study is a quantitative-descriptive study based on examining the mediating role of hope in the
relationship between self-compassion and trait resilience levels of parents of children with special
needs.

Study Group

The sample of the study was formed through collecting data from three special education schools,
one rehabilitation center and one guidance and research center located in the Anatolian part of
Istanbul. So as to select the sample, convenient sampling method was conducted (Fraenkel, Wallen &
Hyun, 2011). The final sample consisted of 95 females (79%) and 25 males (21%) along with a mean age
of 42.55 (SD=8.42). The educational status of the parents was as follows; illiterate (3.3%), elementary
school graduate (30.6%), middle school graduate (18.2%), high school graduate (21.5%), university
graduate (20.7%) and Master’s or PhD graduate (5%). In addition, the special needs of the participants’
children were; dyslexia (1.7%), cognitive disability (20.7%), physical disability (14%), language and
speaking disability (9.1%), atypical autism (3.3%), ADHD (8.3%), learning disability (14.9%), psychiatric
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problems (1.7%), autism (9.1 %), down syndrome (7.4%) and cerebral palsy (6.6%). The genders of the
participants’ children were 71 females (59%) and 49 males (41%).

Data Collection Tools

The Brief Resilience Scale. Smith at al. (2010) developed the scale so as to assess the general
resilience capacity. The scale is a single construct tool composes of 6 items. After reversing the 3
negatively stated items, a total score is calculated by summing the means of the items. Higher scores
indicate higher levels of resilience tendencies. In four different studies, the scale demonstrated the
single factor structure. In addition, the Cronbach alpha values were between .80 and .91 while test-
retest values fell between .62 and .69 in these studies. The Turkish version of the scale also showed a
single factor framework while Cronbach alpha of the scale was found .83 in university students (Dogan,
2015). The Cronbach alpha value of the scale was .81 for this study.

Self-Compassion Scale (SCS). The 26-item scale was developed by Neff (2003) in order to assess self-
compassion. The scale is a 5-point Likert type scale and has the answer structure ranging from 1 (almost
never) to 5 (almost always). As well as the sub-scale calculations, a total self-compassion score can also
be derived from the scale. The Cronbach alpha level of the scale was .93 indicating a good reliability
level. Akin, Akin and Abaci (2007) conducted the adaptation study for the scale and confirmed the six-
factor structure of the assessment tool (RMSEA= .056, NFI= .95, CFl= .97, IFI= .97, RFI= .94, GFl= .91;
SRMR= .059). Cronbach alpha values of the overall scale was .81 while this value ranged from .70 and
.80 for the subscales. The Cronbach alpha value of the scale came out to be .80 in this study.

Dispositional Hope Scale (DHS). Snyder et al. (1991) developed the scale to assess trait hope in
individuals above 15 years. The answer type of the scale ranges from Definitely False (1) to Definitely
True (4). There are 12 items in the scale along with the two dimensions measuring hope; pathways (4
items) and agentic thinking (4 items) as well as the remaining filler items (4 items). A total score is
calculated through summing the 8 items in pathways and agentic thinking subscales. Along with the six
studies, the Cronbach alpha values emerged between .74 to .84 and the scale demonstrated good
relations with coping and negative affect. The Turkish adaptation study of the scale yielded a Cronbach
alpha value of .65 while test-retest value was found .66 in university sample (Akman & Korkut, 1993).
The Cronbach alpha value of the scale was .80 for this study.

Data Analysis

After the data collection phase of the research, the data was examined and cleaned in terms of
missing values, extreme values and normality. The sieving and cleaning procedures of the data were
carried out with the help of SPSS 20 program. Through the same program, descriptive statistics and
correlation analysis were carried out. At the last step, a path analysis testing the relationship between
self-compassion and resilience through the mediating role of hope was conducted through AMOS 18
program.

Findings
1. Descriptive Statistics

The means, standard deviations and correlations for the study variables of resilience were displayed
in Table 1.

Table 1.

Means, Standard Deviations and Intercorrelations for Resilience and Predictor Variables
Variable M Sd 1 2 3
Resilience 19.9 3.27 -

Hope 26.44 3.96 .39%* -

Self-compassion 73.64 10.3 .07 .23% -

Note. n=120; *p < .05, **p <.01
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Based on the correlations emerged in Table 1, it can be mentioned that there is a significantly
positive correlation between resilience and hope (r=.39, p <.01) and also between self-compassion and
hope (r=.23, p <.05). In addition, no significant correlation was found between self-compassion and
resilience.

In addition, the dependent variable, trait resilience was examined in terms of the socio-demographic
characteristics of the sample. The results of the independent samples t-test showed that trait resilience
scores don’t change as a function of gender (t=-.497, p > .05). Examination of the Pearson moment
correlation analysis pointed to a non-significant relationship between age and trait resilience (r=.05, p >
.05). Similarly, separate ANOVA tests showed that there isn’t a significant variance in resilience scores of
participants as a function of income (F (5, 114) = 2.11, p > .05) and education level (F (5, 114) = 2.03, p >
.05).

2. Assumptions of the Path Model

According to Kline (1998), the usual assumptions for a path analysis is similar to the ones in
regression. For a path analysis, the required sample size is 20 cases per parameter (or variable
measured) in a model. Given this formula, the minimum sample size of this study should be 60 which is
120 participants. In addition to ensuring the assumption for a minimum sample size, normality,
homoscedasticity and multicollinearity assumptions were also checked before conducting the path
analysis. In order to ensure the assumption of normality, histograms of the variables were checked and
the figures confirmed this assumption. The assumption of homoscedasticity was also ensured through
the scatter plot which didn’t yield any specific pattern. Similarly, the correlation value between the
predictor variables was not above .90 which also confirmed the multicollinearity assumption of a path
analysis.

3. The Model Fit Values and Standardized Estimates for the Proposed Path Model

A Maximum Likelihood Estimation was conducted to test the proposed relations in the study (See
Figure 1). The goodness of fit values were examined so as to check the alignment of the data with the
sample. The model fit indices came out to be perfect for the path model (xz/df=.03, p >.001; RMSEA=
.00; CFI=1 .00; TLI= 1.00; GFI=.99). Then, the standardized estimates were calculated for the path model
of resilience as given in Figure 1.

resilence
self compassion

Figure 1. Standardized Estimates for the Path Model of Resilience

Regarding the standardized path coefficients between the variables in the model, it was found that
self-compassion has a significantly direct relationship to hope (B=.22, p< .01) and hope has a
significantly direct relationship to resilience (B=.39, p< .001). In addition, the indirect relationship
between self-compassion and resilience through the mediating role of hope was calculated through the
bootstrapping method. The results of the bootstrapping technique showed that the indirect connection
of self-compassion to resilience through hope is statistically significant (8=.09, p< .01, Cl, BC=.03, .18). In
addition, the model explained a 5% variance in hope scores while it accounted for a 16% variance in
resilience scores of parents of children with special needs.
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Discussion & Conclusion

The aim of this study was to examine the mediating role of hope in the relationship between self-
compassion and resilience in in parents of children with special needs. Self-compassion and hope were
the indirect and direct predictor variables of trait resilience respectively. Preliminary findings indicated
that resilience scores of parents don’t significantly change as a function age, gender, income and
education status. Results of the path analysis supported the hypotheses formed such that significantly
positive relationships were found between self-compassion and hope and between hope and resilience.
In addition, the indirect connection between self-compassion and resilience through the moderating
role of hope came out to be statistically significant.

As expected, self-compassion was found to significantly contribute to the hope levels of parents of
children with special needs. Snyder’s theory of hope emphasizes agency and pathways dimension as
favorable channels of thinking for one’s self. Based on this view, people’s hope for their goals in the life
are the ones who are more positive in their internal self-talk and also less judgmental of their self when
encountered with a difficulty, challenge and throwback (Neff, Rude & Kirkpatrick, 2007). Supportively,
Neff and Faso (2014) indicated an empirical demonstration that self-compassion has positive relations
with trait hope in parents of children with autism defending that self-compassionate parents are more
hopeful for their future. In a related study, Sears and Kraus (2009) also confirmed that self-compassion
and loving based meditation may elevate one’s level of determining their goals and assurance for
creating functional pathways to reach and succeed these goals and hence becoming more hopeful in the
life.

In this study, hope was found to positively predict trait resilience in parents of children with special
needs. In other words, participants with higher levels of hope scored higher in resilience and vice versa.
This result is parallel to other studies that indicated hope as a facilitator of resilience in neurosurgical
patients (Duggal, Sacks-Zimmerman & Liberta, 2016), mothers and fathers of children with intellectual
disabilities (Lloyd & Hastings, 2009) and later adults (Ong, Edwards & Bergeman, 2006). Both hope and
resilience are accepted to be durable psychological traits that may function as protective domains
toward challenges. Hope includes an optimistic frame of mind given an expectancy for positive ends. In
this way, hope is assumed to be a predictor of one’s satisfaction with his life and functions as a protector
for the influence of challenging and difficult life experiences. In addition, hopeful individuals are
expected to be better performers in occupational, academic, sports or health domains of the life. Hope,
especially emerged during a life-threatening health situation can still result in better consequences
(Duggal, Sacks-Zimmerman & Liberta, 2016). These assumptions could also be valid for parents of
children with special needs which is also the case in this study.

The indirect relation between self-compassion and trait resilience through the mediating role of
hope was also found significant in parents of children with special needs. In different studies, hope was
portrayed as an instinct of living and a sophisticated end for healing as well as a pre-condition of
powerful coping (Jevne, 1991; Menninger, 1959). The literature supports this assumption for also the
parents of special needs or chronically ill children. For instance, Juvonen and Leskinen (1994) found that
hope is an important psychological factor for the parents’ acceptance of their children disabilities.
Horton and Wallander (2001) also discovered that hope has a counterproductive effect in the stress
levels of parents of chronically ill children. In a similar study, Scorgie (1996) disclosed that parents of
children with disabilities described themselves as strong to reach to their purposes, competent in
perceiving life from others’ shoes and more compassionate.

The study has a number of implications for future studies and practitioners as well. First of all, the
current study raised the connections between the positive traits of self-compassion, hope and resilience
in parents of children with special needs for whom such studies aren’t very sufficient. Thus,
competence-based researchers may also elaborate on examining similar or different positive
psychological factors such as coping, life satisfaction, well-being and also resilience in this specific group
of individuals. Moreover, the results of the current study highlighted self-compassion and hope as
contributing agents of resilience in parents of children with special needs. In this regard, special
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education and counseling practitioners working with enhancing resilience in such parents may also take
the significance of these constructs into account when intervening to these parents.

In addition to its assets, a number of limitations exist for this study. First of all, the sample of the
study form one of the constraints to the study. Although the sample reflects the main characteristics of
the universe, including a more distinct and bigger sample within the scope of the same set of variables
would still create different conclusions. Thus, future studies should expand their participant range as
well as the characteristics of these parents in terms of socio-demographic background, educational
status, residence, etc. The other block to the study was the psychological factors selected as the
predictors of trait resilience. In spite of the fact that self-compassion and hope account for a significant
variance in trait resilience of participants, there is still a big unexplained percentage of resilience. Based
on these limitations mentioned, it can be suggested that implementations for future studies and also
practice would be drawn with more attention when working with the findings of this study.
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Tiirkge Siirimui

Giris

Ozel gereksinimli ¢ocuklara sahip olan aileler ¢ok zor durumlarla karsi karsiya kalmaktadir
(McConnell, Savage & Breitkreuz, 2014). Bu zorluklardan bazilari ¢ocugun durumundan, digerleri ise
olumsuz sosyal geribildirim ve bu ailelerin ihtiyag¢ ve taleplerini gbz ardi eden sosyal diizenlemelerden
kaynaklanmaktadir (Green, 2007). Bir ¢ocugun &zel gereksinim durumu, bu gereksinimi yasayan gocuk,
etkilenen aile ve bu gereksinimin meydana geldigi dis ¢evre arasinda lg¢ yonli etkilesimleri igerir. Bu
deneyim ayni zamanda O6zel gereksinimli ¢ocuklarin ailelerinde ¢ocugun durumunu iyilestirmeye
¢alismaktan kaynakli ekonomik zorluklar (Emerson ve ark., 2009), yas (Eakes ve ark., 1998) stres
(Newacheck ve ark, 2004) ve aile iliskilerinin strekliligi ve kalitesinde bozulmalar (Hartley ve ark., 2010)
ile sonuglanmaktadir. Karsilastiklari tim zorluklara ragmen, arastirmalar, 6zel gereksinimli cocuklari olan
ailelerin gogunun da stresleriyle etkin bir sekilde basa ¢iktiklarini géstermektedir (Graungaard, Andersen
& Skov, 2011; Green, 2007). Baska bireylerle karsilastirildiginda, bu gibi bireylerin / ailelerin yasadiklari
tiim zorluklara ragmen ayaga kalkma ve yilmazlik yetenegi, literatlirde siirekli olarak énemli bir psikolojik
faktor olarak vurgulanan psikolojik saglamlik olgusu ile agiklanmaktadir (Embury & Saklofske, 2014).

Psikolojik saglamhg kavramsal boyutta tanimlama c¢abalari psikoloji literatiriinde iki farkh bakis
acistyla sonuglanmistir (Harms, Brady, Wood & Silard, 2018). Bu yaklasimlardan birisi, psikolojik
saglamhgi gelismenin bir yolu olarak vurgular. Baska bir deyisle, psikolojik saglamlik, stresli bir
deneyimden sonra st diizey bir islevsellige yukselmek olarak nitelendirilir (Carver, 1998). Bu bakis agisi
bireylerin travmatik deneyimlerden sonra daha fazla anlam Uretebilecegini ve yalnizca durumla basa
¢tkmaktan ziyade iyilik haline ulasabilecegini vurgulamaktadir. ikinci yaklasima gore, psikolojik saglamlik
travmalarin tahribatina karsi bir diren¢ veya travmalardan ya da felaketlerden geri donilp iyilesme
yetenegi olarak tanimlanan bir 6zelliktir. Bu ikinci yaklasim, psikolojik saglamligi bir kisinin hayatta
kalmak igin basvurdugu bir kisilik 6zelligi olarak kabul eder (Harms, Brady, Wood & Silard, 2018).

Psikolojik saglamligi bir yetenek veya kisilik 6zelligi olarak vurgulayan yaklasimlarin ortaya koydugu
birkac konu vardir. Bu anlayisa gore, psikolojik saglamlik strese ragmen ayakta kalma ve iyilesme, sikintili
durumlara uyum saglama, zorluklara ragmen hastalanmama ve hayatta ortaya cikan olumsuzluklara
ragmen ortalamanin Uzerinde islev gésterme yeterliligidir (Carver, 1998). Benzer bir yaklasima gore
psikolojik saglamlik, bireylerin yasam streslerine ve olumsuz deneyimlerine ragmen ayaga kalkma egilimi
ve kapasitesidir (Garmezy, 1991). Werner ve Smith (1992), psikolojik saglamligi bireylerin kisisel bir
ozelligi olarak kabul etmekte koruyucu faktorleri ise olumsuz sonuglara yol agabilecek riskli durumlara
verilen bireysel yanitlari degistiren ayirt edici yapilar olarak tanimlamaktadir.

Her ne kadar psikolojik saglamligi tanimlayan kelimeler zamanla degisse de stresli deneyimlerden
kurtulmanin bir yolu olan bu yetkinligi arastirmak kendi basina ¢cok 6nemlidir. Aslinda, bu yetkinligin ve
oncillerinin incelenmesi, zaten hasta olan veya yasamdaki her tiirli stresle bas etmeye calisan bireyler
icin 6nemli g¢ikarimlar sunar ve anlamli bilgiler verir. Buna ek olarak, Smith ve ark. (2010), koruyucu
faktorler kontrol edildiginde psikolojik saglamhigin 6nemli saglik degiskenleri ile iliskileri oldugunu ve bu
yetenegin kesfedilmesinin cesitli gruplarin saghgi icin gerekli gortldiginin altini ¢izmektedir. Bu
baglamda, 0ozellikle stres deneyiminin yogun olarak vyasandigi 06zel gereksinimli g¢ocuklarin
ebeveynlerinde (McConnell, Savage & Breitkreuz, 2014) psikolojik saglamhgin incelenmesi 6nemli
cikarimlar barindirmakta ve muhtemel faydalar tasimaktadir. Aslinda, son vyillarda yapilan bazi
calismalar, 6zel gereksinimli cocuklari olan ailelerde psikolojik saglamlik ile iliskili bazi degiskenleri ortaya
koymustur. Bu ¢alismalara gore; iyimserlik (Kayfitz, Gragg & Orr, 2010), sosyal destek (Beckman, 1991;
Heiman, 2002), ekonomik rahatlk (McConnell, Savage & Breitkreuz, 2014) ve 6z-sefkat (Neff & Faso,
2014) bu ailelerde psikolojik saglamlik ile iliskili faktorlerdendir. Bu kapsamda, bu galisma da ozel
gereksinimli cocuklara sahip ebeveynlerde, 6z-sefkat ve psikolojik saglamlik arasindaki iliskide umudun
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araci roliinu inceleyerek bu grupta psikolojik saglamlik ile ilgili faktérleri arastirmaya yonelik bir bagka
girisimdir.
Ozel gereksinimli gocugu olan ebeveynlerde 6z-sefkat, umut ve psikolojik saglamlik

Bu galismada, psikolojik saglamhgl yordama diizeyi arastirilan degiskenlerden birisi 6z-sefkattir. Oz-
sefkat, hayatin dogasinda var olan aciya karsi acik bir farkindalik ve anlayis kazanmaktadir (Neff & Dahm,
2015). Oz-sefkatin (ic temel boyutu vardir; 6z-nezakete karsi 6z-elestiri, ortak insanliga kars
yalnizlasma/uzaklasma ve bilingli farkindaliga karsin ¢ok fazla 6zdesim kurma. Oz-sevecenlik, kisisel
basarisizliklardan dolayi kendini suglamaktan ziyade, zorlu zamanlarda kendine karsi nazik, uygun ve ilgili
bir tutum sergilemektir. Paylagimlarin bilincinde olma, hatalarin sadece bize 6zgii olduguna inanmak
yerine, tiim bireylerin hatalara sahip olabilecegini ve hepsinin zorluk yasayabilecegini algilamaktadir. Oz-
sefkatin farkindalik boyutu ise yasamin olumsuz kisimlarini gormezden gelmek ya da onlarla ¢ok fazla
ugrasmak yerine, dislince ve duygulan seffaflik ve denge ile fark etmek anlamina gelmektedir (Neff,
2003). Bu baglamda benlige yonelik kendine 6zgli bu sefkatin iyilik hali ve psikolojik saglamlik ile iliskili
olacagi da beklenmektedir (Neff ve McGeehee, 2010).

Arastirmada psikolojik saglamhk Uzerinde yordayici rolii arastirilan bir diger degisken umuttur.
Snyder, Irving ve Anderson'a (1991) gore umut, hedeflenmis bir enerji ve hedeflere ulasmaya dayanan
olumlu bir motivasyon durumudur. Snyder'a (2002) gore, bireyler hedefli eylemler sergilemektedir ve bu
degerli ve belirsiz hedefler, hayata yon ve anlam verirken umut potansiyeli de tasimaktadir. Umudun
farkh 6rneklem gruplarinda iyilik hali ile iliskileri bulunmasinin yani sira (Sears & Kraus, 2009), 6zellikle
ozel gereksinimli ¢ocuklarin ailelerinde umutla galismanin énemini bildiren g¢alismalar vardir (Golan,
2016).

Oz-sefkat ve psikolojik saglamlik arasindaki iliskilere yénelik cok fazla calisma yapilmamistir. Bir
calismada Neff ve McGeehee (2010), 6z-sefkatin yetiskinlerin psikolojik saglamhiginda kolaylastirici bir rol
oynadigini bulmuslardir. Neff ve Faso (2014) da 6z-sefkatin otizmli gocuklarin ebeveynlerinin iyilik hali
icin kolaylastirici bir role sahip oldugunu bulmuslardir. Ek olarak, 6z-sefkat literatlrl bu 6zelligin farkh
popllasyonlarda umut ile dnemli iliskileri oldugunu gdstermistir. Ornegin, Hope ve ark. (2014), 6z-
sefkatin tniversite birinci sinif 6grencilerinde hedef yénelimi ve iyi olusla iliskili oldugunu bulmuslardir.
Benzer sekilde, Umphrey ve Sherblom (2014), umut dizeyinin 6z-sefkatle iliskili oldugunu belirtmistir.
Farkli bir ¢alismada Yang, Zhang ve Kou (2016), 6z-sefkatin yetiskinlerde umut ve yasam doyumunu
onemli 6lgiide yordadigini belirtmistir. Ayni ¢alismada, 6z-sefkat ve yasam doyumu arasindaki iliskiye
umudun aracilik ettigi bulunmustur. Benzer sekilde, bu calismada da 6zel gereksinimli cocuklarin
ebeveynlerinde 6z-sefkat ve psikolojik saglamlik arasindaki iliskide umudun araci rolii 6ngorilmektedir.

Sonug olarak, bu calismanin cevaplamayi amagladigi temel soru su sekildedir: “Ozel gereksinimli
cocuklari olan ebeveynlerde umudun araci rolii yoluyla &6z-sefkat psikolojik saglamligi ne 6lgiide
yordamaktadir?” Bu arastirma sorusu goz o6nine alindiginda, bu calismanin hipotezleri “a) 6zel
gereksinimli gocuklari olan ebeveynlerde 6z-sefkat ile umut arasinda dogrudan bir iliski olacaktir; b) ézel
gereksinimli ¢ocuklari olan ebeveynlerde umut psikolojik saglamlik ile dogrudan iliskiler gésterecektir ve
c) 6zel gereksinimli ¢ocuklari olan ebeveynlerde éz-sefkat ile psikolojik saglamlik arasindaki iliskide
umudun araci rolii olacaktir.” seklinde tasarlanmistir.

Yéntem
Arastirma Modeli

Bu arastirma; 6zel gereksinimli cocuklari olan ebeveynlerde umudun araci roll yoluyla 6z-sefkat ve
psikolojik saglamlik arasindaki iliskinin incelenmesine dayali nicel-betimsel bir ¢calismadir.

Calisma Grubu

Arastirmanin érneklemi, istanbul Anadolu yakasinda yer alan bir rehabilitasyon merkezi, bir rehberlik
arastirma merkezi ve {i¢ 6zel egitim okulundan toplanan verilerle olusturulmustur. Orneklemi segmek
icin uygun drnekleme ydntemi kullaniimistir (Fraenkel, Wallen & Hyun, 2011). Orneklem, yas ortalamasi

698



AYDIN SUNBUL & ASLAN GORDESLI — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 690-705

42.55 (SD = 8.42) olan 120 ebeveynden (95 kadin, 25 erkek) olusmustur. Ebeveynlerin egitim durumu su
sekildedir; okuma yazma bilmeyen (%3,3), ilkokul mezunu (%30,6), ortaokul mezunu (%18,2), lise
mezunu (%21,5), Universite mezunu (%20,7) ve lisansiistli egitim mezunu (%5). Ayrica, katilimcilarin
cocuklarinin 6zel gereksinim gerekgeleri; disleksi (%1,7), zihinsel yetersizlik (%20,7), fiziksel yetersizlik
(%14), dil ve konusma yetersizligi (%9,1), atipik otizm (%3,3), DEHB (%8,3), 6grenme gicligi (%14,9),
psikiyatrik problemler (%1,7), otizm (%9,1), down sendromu (%7,4) ve serebral palsidir (%6,6).
Katilimcilarin gocuklarinin cinsiyet dagihimi ise 71 kadin (59%) ve 49 erkektir (41%).

Kullanilan Veri Toplama Araglar

Kisa Psikolojik Saglamhik Olgegi. Olgek Smith ve ark. (2010) tarafindan psikolojik saglamhgi 6lgmek
icin gelistirmistir. Olcek 6 maddeden olusan tek faktorlii bir 8lgme aracidir. Yitksek puanlar, yiiksek
psikolojik saglamlik dizeyine isaret eder. Dort farkh calismada, Olcek tek faktorli yapi gostermistir.
Ayrica, bu ¢alismalarda Cronbach alfa degerleri .80 ile .91 arasinda iken test-tekrar test degerleri .62 ile
.69 arasinda bulunmustur. Olgegin Tiirkce versiyonu da tek faktérlii bir yapi gésterirken, dlcegin
Cronbach alfa degeri Universite 6grencilerinde .83 bulunmustur (Dogan, 2015). Olcegin Cronbach alfa
degeri bu ¢alisma igin .81'dir.

Oz-sefkat Olgedi. 26 maddelik dlcek Neff (2003) tarafindan 6z-sefkatin 6lgiilmesi amaciyla
gelistirilmistir. Olgek 5'li Likert tipi bir dlcektir ve cevap yapisi 1 (neredeyse hig) ile 5 (neredeyse her
zaman) arasindadir. Olcekte alt dlgek hesaplamalarinin yani sira, toplam 6z-sefkat puani da elde
edilebilir. Olgegin Cronbach alfa diizeyi .93 olup bu deger iyi bir giivenilirlik diizeyini géstermektedir.
Akin, Akin ve Abaci (2007) tarafindan yapilan Tirkge uyarlama c¢alismasi, 6lcegin alti faktorll yapisini
dogrulamistir (RMSEA = .056, NFl = .95, CFl = .97, IFl = .97, RFI = .94, GFI = .91; SRMR = .059). Olgegin
Cronbach alfa degeri tim olgek igin .81, alt dlgekler igin ise .70-.80 arasindadir. Bu ¢alismada Olgegin
Cronbach alfa degeri .80 olarak bulunmustur.

Siirekli Umut Olgegi. Olgek Snyder ve ark. (1991) tarafindan 15 yasin iizerindeki bireylerde siirekli
umudu 8lcmek igin gelistirilmistir. Olcekte umudu &lgen iki alt boyut (yollar — 4 madde ve aracsal
diisinme — 4 madde) ile birlikte 12 madde bulunmaktadir. Olcegin Cronbach alfa degerleri farkli
calismalarda .74 ila .84 arasinda bulunmus ve 6l¢ek basa ¢ikma ve olumsuz duygulanim ile iyi iliskiler
gdstermistir. Olgegin Tiirkge uyarlama calismasi iiniversite 6rnekleminde gergeklestirilmis ve test-tekrar
test degeri .66 iken Cronbach alfa degeri .65 olarak bulunmustur (Akman & Korkut, 1993). Olgegin
Cronbach alfa degeri bu ¢alisma igin .80'dir.

Veri Analizi

Arastirmanin veri toplama asamasindan sonra veriler eksik degerler, asiri degerler ve normallik
acisindan incelenmis ve temizlenmistir. Verilerin eleme ve temizleme islemleri SPSS 20 paket programi
yvardimiyla gercgeklestirilmistir. Ayni program ile betimsel istatistikler ve korelasyon analizi yapiimistir.
Son adimda, AMOS 18 programi ile 6z-sefkat ve psikolojik saglamlik arasindaki iliskide umudun araci
roliinii test eden bir yol analizi gergeklestirilmistir.

Bulgular
1. Betimsel istatistik

Psikolojik saglamlik ve yordayici degiskenlere iliskin ortalama, standart sapma ve korelasyon
degerleri Tablo 1’de sunulmustur.

Tablo 1.

Psikolojik Saglamlik ve Yordayici Dediskenlere iliskin Ortalama, Standart Sapma ve Korelasyon Dederleri
Degisken M Ss 1 2 3

Psikolojik saglamlik 19.9 3.27 -

Umut 26.44 3.96 .39** -

Oz-sefkat 73.64 10.3 .07 .23% -

Not. n=120; *p < .05, **p < .01
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Tablo 1’de yer alan korelasyon matrisine gore, psikolojik saglamlik ve umut (r = .39, p <.01) ile 6z-
sefkat ve umut (r = .23, p <.05) arasinda pozitif yonde anlaml bir iliski vardir. Ek olarak, 6z-sefkat ve
psikolojik saglamlik arasinda anlamli bir iliski bulunmamistir. Ayrica, psikolojik saglamlik sosyo-
demografik 6zellikler agisindan incelenmistir. Bagimsiz gruplar t-testi, psikolojik saglamligin cinsiyetin bir
fonksiyonu olarak degismedigini gostermistir (t =-.497, p>.05). Korelasyon analizine gbre yas ve
psikolojik saglamlik arasinda anlamli iliskiler bulunmamaktadir (r = .05, p > .05). Benzer sekilde, ANOVA
testleri, psikolojik saglamhgin gelir (F (5, 114) = 2.11, p > .05) ve egitim seviyesine (F (5, 114) = 2.03, p >
.05) gore farkhlasmadigini ortaya koymustur.

2. Yol Analizine iliskin Varsayimlar

Kline'a (1998) gore, yol analizi icin kabul edilen varsayimlar regresyon analizine benzer. Yol analizi
icin, gerekli 6rneklem boyutu bir modeldeki parametre (veya 6lgiilen degisken) basina 20 katilimcidir. Bu
formil goz 6niline alindiginda, bu ¢alismanin minimum &érneklem biyilkliglu 60 olmalidir ki calismada
120 katilimcr yer almistir. Asgari Orneklem boyutu varsayimini saglamanin yani sira, yol analizi
yapilmadan 6nce normallik, es degiskenlik ve c¢oklu dogrusallik varsayimlari da kontrol edilmistir.
Normallik varsayimini saglamak icin degiskenlerin siklik grafigi kontrol edilmis ve sonuglar bu varsayimi
dogrulamistir. Es degiskenlik varsayimi da belirli bir deseni bulunmayan bir dagilim grafigi ile
saglanmistir. Benzer sekilde, yordayici degiskenler arasindaki korelasyon degeri .90'In Uzerinde
bulunmamistir ve bu da yol analizinin ¢oklu dogrusallik varsayimini dogrulamistir.

3. Onerilen Yol Modelinin Model Uyum Degerleri ve Standart Yol Katsayilari

Calismada onerilen iligkileri test etmek igin Maksimum Olasilik Tahmini yontemi kullanilmistir.
Verilerin érneklem ile uyumunu belirlemek amaciyla model uyum degerleri incelenmistir. Model uyum
degerleri 6nerilen yol modeli icin mikemmel dizeyde bulunmustur (xz/df=.03, p >.001; RMSEA= .00;
CFI=1 .00; TLI= 1.00; GFI=.99). Sonrasinda, psikolojik saglamhga iliskin yol modelinde standart yol
katsayilari hesaplanmis ve sonuglar Sekil 1’ de sunulmustur.

Umut

39 E
22 \ ' 16

Oz-sefkat Psikolojik
saglamlik

Sekil 1. Psikolojik Saglamlik Yol Modeli icin Standart Yol Katsayilari

Modeldeki degiskenler arasindaki standart yol katsayilarina gore, 6z-sefkatin umut ile anlamh
derecede dogrudan iliskisi oldugu (B = .22, p < .01) ve umudun psikolojik saglamlik ile anlaml derecede
dogrudan iliskisi oldugu bulunmustur (B =. 39, p < .001). Ek olarak, 6z-sefkat ve psikolojik saglamlik
arasindaki iliskide umudun araci rolii 6nytkleme (bootstrapping) yontemi ile hesaplanmistir. Buna gore,
oz-sefkatin psikolojik saglamlik ile arasindaki iliskide umudun araci rolii anlamli bulunmustur (B = .09, p <
.01, Cl, BC = .03, .18). Buna ek olarak, model 6zel gereksinimli ¢ocuklari olan ebeveynlerin psikolojik
saglamlik puanlarinda %16'lik bir degisimi agiklarken, umut puanlarinda %5'lik bir varyansi agiklamistir.

Tartisma ve Sonug

Bu c¢alismanin amaci, 6zel gereksinimli cocuklari olan ebeveynlerde 6z-sefkat ve psikolojik saglamlik
arasindaki iliskide umudun araci roliini incelemektir. Arastirmanin sonuglarina gore 6z-sefkat ve umut,
sirasiyla psikolojik saglamhgin dolayli ve dogrudan yordayici degiskenleridir. On analizler, ebeveynlerin
psikolojik saglamlik puanlarinin yas, cinsiyet, gelir ve egitim durumuna goére anlamh diizeyde
farklilasmadigini géstermistir. Yol analizi sonuglari, 6z-sefkat ile umut ve umut ile psikolojik saglamlik
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arasinda anlamh pozitif iliskiler oldugunu ortaya koymustur. Buna ek olarak, umudun 6z-sefkat ve
psikolojik saglamlik arasindaki iliskide araci etkilerinin anlamli oldugu bulunmustur.

Beklendigi gibi, 0z-sefkatin 6zel gereksinimli ¢ocuklarin ebeveynlerinin umut diizeylerine anlamlh
olglde katki sagladigl bulunmustur. Snyder’in umut kurami, umudun alt boyutu olan ajanlar ve yollar
kisinin kendine uygun disinme kanallari olarak vurgulamaktadir. Bu goriise dayanarak, insanlarin
yasamdaki hedeflerine yonelik umutlari, i¢ konusmalarinda daha olumlu olan ve bir zorluk ve gerileme
ile karsilastiklarinda kendilerine karsi daha az yargilayici olan taraflardir (Neff, Rude & Kirkpatrick, 2007).
Benzer bicimde, Neff ve Faso (2014), 6z-sefkatin umut ile pozitif iliskileri olduguna yonelik ampirik
bulgular sunmus ve 6z-sefkat dizeyi yiiksek olan otizmli ¢ocuklarin ebeveynlerinin gelecekten daha
umutlu oldugunu belirtmistir. lgili bir calismada, Sears ve Kraus (2009) da &z-sefkat ve sevgi
meditasyonun, kisinin hedeflere ulasmak ve basarmak icin fonksiyonel yollar yaratma hedeflerini ve
glvenini yiikselterek bu bireyleri daha umutlu yapabilecegini vurgulamistir.

Bu calismada umudun psikolojik saglamligi olumlu yonde yordadigi bulunmustur. Baska bir deyisle,
katilimcilarin umut diizeyi arttikga psikolojik saglamlik diizeyi artmis; umut diizeyi azaldikga ise psikolojik
saglamlik duzeyi azalmistir. Bu ¢alismaya paralel bir bigimde farkli ¢alismalarda umudun norosirurji
hastalarinda (Duggal, Sacks-Zimmerman & Liberta, 2016), zihinsel engelli gocuklarin anne ve babalarinda
(Lloyd & Hastings, 2009) ve ileri yetiskinlerde (Edwards & Bergeman, 2006) psikolojik saglamligi
yordadigl bulunmustur. Hem umut hem de psikolojik saglamlk, zorluklara karsi koruyucu faktor olarak
islev gosterebilecek psikolojik 6zellikler olarak kabul edilir. Umut, olumlu sonuglara yonelik bir
beklentiyle iyimser bir zihin cercevesi icerir. Bu sekilde, umudun kisinin yasamindan duydugu
memnuniyetin bir yordayicisi oldugu ve zorlu ve zor yasam deneyimlerinin etkisi icin koruyucu bir islev
gordlugu varsayilir. Buna ek olarak, umutlu bireylerin yasamin mesleki, akademik, spor veya saglk
alanlarinda daha iyi performans gostermeleri beklenmektedir. Umut 6zellikle hayati tehdit eden bir
saglik durumu sirasinda ortaya ¢iksa dahi iyi sonuglara yol agabilmektedir (Duggal, Sacks-Zimmerman &
Liberta, 2016). Umut ile ilgili bu varsayimlar bu calismada oldugu gibi 6zel gereksinimli ¢ocuklarin
ebeveynleri icin de gecerli olabilir.

Ozel gereksinimli cocuklarin ebeveynlerinde &z-sefkat ve psikolojik saglamlik arasindaki iliskide
umudun araci roli anlamh bulunmustur. Bazi ¢alismalarda umut, yasam i¢gldlsu ve iyilesme icin
gelismis bir 6zellik olmanin yani sira gligli basa ¢itkmanin 6n kosulu olarak da tasvir edilmistir (Jevne,
1991; Menninger, 1959). Literatlir bu varsayimi, 6zel gereksinimli veya kronik bir hastaligi bulunan
gocuklara sahip ebeveynler icin de desteklemektedir. Ornegin, Juvonen ve Leskinen (1994), umudun
ebeveynlerin g¢ocuklarinin engellerini kabul etmesi igin 6nemli bir psikolojik faktér oldugunu
bulmuslardir. Horton ve Wallander (2001), umudun kronik olarak hasta ¢ocuklarin ebeveynlerinin stres
seviyelerinde ters etki yarattigini kesfetmisledir. Benzer bir ¢alismada, Scorgie (1996), 6zel gereksinimli
cocuklari olan ebeveynlerin kendilerini amaclarina ulasmada gigli, baskalarinin perspektifini alan ve
daha sefkatli olarak tanimladiklarini bulmuslardir.

Calismanin gelecekteki ¢alismalar ve uygulayicilar igin de birtakim g¢ikarimlari bulunmaktadir. Her
seyden 6nce, bu calisma, benzer galismalarin ¢ok fazla ylratilmedigi bir grup olan 6zel gereksinimli
cocuklarin ebeveynlerinde 6z-sefkat, umut ve psikolojik saglamlik arasindaki baglantilari ortaya
koymustur. Dolayisiyla, yetkinlik temelli arastirmacilar benzer gruplarda basa ¢ikma, yasam doyumu, iyi
olus ve psikolojik saglamlik gibi benzer veya farkli pozitif psikolojik faktérleri inceleyebilirler. Ayrica, bu
calismanin sonuglari, 6zel gereksinimli ¢cocuklarin ebeveynlerinde psikolojik saglamliga katkida bulunan
o6z-sefkat ve umudu vurgulamistir. Bu baglamda, bu tir ebeveynlerde psikolojik dayaniklihgl arttirmak
icin calisan 6zel egitim uzmanlar ve psikolojik danismanlar de bu ebeveynlere miidahale ederken bu
yapilarin anlamhhgini dikkate alabilirler.

Arastirmanin katkilarina ek olarak, birtakim sinirhliklari da bulunmaktadir. Calismanin érneklemi bu
sinirhhklardan birisidir. Her ne kadar 6rneklem evrenin ana 6zelliklerini yansitsa da ayni degiskenlerle
vapilacak calismalarda daha farkli ve daha biylik bir 6rneklemin dahil edilmesi, farkli sonuglar
dogurabilir. Bu nedenle, gelecekteki calismalar katilimci araliklarini ve bu ebeveynlerin sosyo-demografik
altyapisi, egitim durumu, ikamet durumu vb. yoniinden o6zelliklerini genisletmelidir. Calismanin diger bir
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sinirlamasi, psikolojik saglamhgin yordayicilari olarak segilen psikolojik faktérlerdir. Oz-sefkat ve umut
katiimcilarin psikolojik saglamliginda anlamli bir varyansi agiklasa da psikolojik saglamlik igin hala
aciklanamayan blyuk bir varyans bulunmaktadir. Bu nedenlerle, gelecekteki ¢alismalar ve uygulamalarin
calismanin bulgulariile ¢ahisirken bu noktalari géz 6niinde bulundurmasi 6nerilmektedir.
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yordadigi saptanmigtir.

Introduction

Increasing the quality of education, which is seen as one of the main tools of development, is among
the national targets of developing countries. Teachers are seen as primary actors in achieving
educational goals. The most important responsibility for both improving the quality of teaching and
shaping student behavior lies with teachers. At this point, it will be meaningful to examine teachers'
motivations, self-efficacy and achievements. It is thought that the motivations of prospective teachers,
who will educate the future generations, have an impact on their beliefs that they can succeed, and that
these beliefs will shape the academic success of prospective teachers. Accordingly, in this study, the
relationship between prospective teachers' academic motivations, academic self-efficacy and academic
success was examined.

Academic Motivation

Motivation is one of the factors that affect the mental preparation process of behavior and its
display as an action (Sternberg & Williams, 2009; Slavin, 2006). Motivation is a psychological tool for
achieving goals and a process that regulates targeted behaviors (Pintcrich & Shunk, 2002). In education,
this intrinsic tool directing the behaviors that individuals exhibit to achieve academic goals is defined as
academic motivation (Pintrich & Zusho, 2002). Its relationship with concepts such as curiosity, learning,
success, and resistance against difficulties has brought motivation to an important place in educational
research (Deci & Ryan, 1985; Vallerand et al., 1992), because motivation for learning is one of the
important factors affecting academic success (Alderman, 2004).

One of the approaches accepted in the field of education is that motivation is handled in the form of
intrinsic motivation, extrinsic motivation and amotivation (Deci & Ryan, 1985). Intrinsic motivation is the
feeling of happiness and satisfaction when the behavior is performed (Deci, 1975; Deci & Ryan, 1985).
Besides the studies that review intrinsic motivation in a holistic way (Deci, 1975), Vellerand et al. (1992)
created three sub-dimensions of intrinsic motivation based on the corresponding literature. These are
intrinsic motivation to know (IM- to know), intrinsic motivation to accomplish things (IM- to accomplish
things), and intrinsic motivation to experience stimulation (IM- to experience stimulation). Intrinsic
motivation to know , which is associated with research, curiosity and learning goals, has a long history in
education research. In this motivation, the individual is happy with activities in the process of discovery,
learning and understanding. Intrinsic motivation to accomplish things is the focus of the individual on
the process rather than on the outputs. It expresses the pleasure experienced by the individual while
trying to produce a product. The fact that a student conducts and delivers more research than expected
is an indication of intrinsic motivation to accomplish things. Intrinsic motivation to experience
stimulation means that the individual realizes an aesthetic aspect while performing an action, and
experiences stimulating feelings such as entertainment and excitement. It can be stated that a student
who finds the exchange of ideas inspiring and comes to the class to listen to these ideas has intrinsic
motivation to experience stimulation.

Contrary to intrinsic motivation, extrinsic motivation refers to taking action not for the process itself
but for its results (Deci, 1975). Extrinsic motivation is analyzed in three sub-dimensions (Deci & Ryan,
1991). These are: external regulation, introjected regulation and identification. External regulation
means that the behavior is regulated through external interventions such as rewards or sanctions. A
student who says that he is reading a book because his family wants him to has an external regulation.
Introjected regulation is the process of the individual’s internalizing the causes of behavior. This process
cannot be completely defined as internal, as it has previously occurred with external influences. For
example, a student who decides to read books because successful people read books has started to
internalize the external influence. In identification, the individual values the related behavior and thinks
it is important to realize that behavior. Reading the book for the sake of its benefits is an example of
identification.
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In order to understand human behavior, it is necessary to consider the situation of lack of motivation
as well as intrinsic and extrinsic motivation (Deci & Ryan, 1985). In the amotivation dimension,
individuals cannot establish a relationship between their actions and the results of these. People who
are unmotivated feel inadequate and believe that control is beyond them. Amotivation can cause
students to question the necessity of school and alienate them from the learning process (Vallerand et
al., 1992).

The main purpose of the education system is that students acquire target behavior permanently. The
individual's motivation is effective in the acquisition and display of behavior (Sternberg & Williams,
2009). Studies in the literature have revealed the effects of academic motivation on school success
(Applause 2015; Fortier, Vallerand & Guay, 1995; Pintrich 2003; Pintrich & Schunk 2002; Rigby, Deci,
Patrick & Ryan, 1992). The motivation of students in the learning process improves their desire to learn
and shapes their behavior in accordance with academic goals (Slavin, 2006). Highly motivated students
enjoy the learning process, research, and time spent in school. On the other hand, for amotivated
students, the desire to learn is low and consequently, learning efforts are negatively affected. These
students are not able to confront the problems they face and give up their goals (Demir Giddul, 2015).
Based on these results, it can be assumed that motivation also has an impact on the individual's
perception of competence. Individuals with high academic motivation can be expected to have high
academic self-efficacy while individuals with low motivation have low academic self-efficacy beliefs.

Academic Self-Efficacy

Self-efficacy refers to a person's belief in his ability to learn at a certain level. The concept is based
on the Social Cognitive Theory developed by Bandura (1977). According to this theory, for the
explanation of behaviors, the belief of people in what they can do is more meaningful than the skills that
they actually have. Bandura (1986) explains human nature in a tripartite model whose parts interact
with each other: cognitive, sensory and biological personal factors, behavior, and environmental events.
In this perspective, human nature is defined in terms of a number of basic competences. Therefore, self-
efficacy is evaluated situationally, rather than as a fixed feature (Linnenbrink & Pintrich, 2002).

Self-efficacy is an individual's belief in the ability to organize and execute a particular plan in order to
perform an action or to solve a problem (Eccles and Wigfield, 2002). Academic self-efficacy is a person’s
belief that he/she can reach a certain level in the academic field (Bandura, 1997; Linnenbrink & Pintrich,
2002; Schunk, 1991). Academic self-efficacy expresses the student's judgments about how well he/she
can do class work (Bandura, 1986).

Self-efficacy has a multidimensional structure (Zimmerman, 2000) and should be evaluated at a level
specific to the target area (Bandura, 1986; Pajares, 1996). Therefore, for measuring self-efficacy in
academic settings, academic self-efficacy beliefs instead of generalized self-efficacy would increase
outcome validity. Academic self-efficacy refers to personal beliefs regarding the abilities required for
educational performance. A meta-analysis conducted on self-efficacy studies in academic settings has
shown that specific academic self-efficacy has the strongest impact on academic outcomes, and that a
relatively lower relationship exists between general self-efficacy and academic variables (Zajacova,
Lynch & Espenshade, 2005). The best predictor of academic performance is academic self-efficacy belieF
(Pajares, 1996).

In line with the Social Cognitive Theory, academic self-efficacy belief affects students' educational
performance through cognitive, motivational, emotional and selection processes (Bandura, 1993).
Cognitively, students' beliefs about their competencies related to a given task affect how they perceive
their future academic results. In other words, students who believe in their proficiency also believe that
they can achieve successful results, while students with low elf-efficacy believe that their academic
results will not be good. Bandura (1997) conceptualized “cognitive negativity” as the situation in which
students were obsessed with their own deficiencies and were very skeptical about their abilities.

Self-efficacy affects individuals' motivation for behavior, and therefore, their determination to
maintain behavior and their resilience to the obstacles they face. A high sense of academic self-efficacy
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increases the effort spent on learning and speeds up the recovery process in the face of a negative
result. Conversely, low academic self-efficacy belief reduces students' interest in learning, their capacity
to withstand obstacles and their commitment to achieving their goals.

Individuals generally avoid choosing tasks and activities for which they think they are inadequate
while they tend to choose the ones for which they feel competent. Self-efficacy affects how individuals
define target behaviors as easy or difficult. Accordingly, academic competency beliefs affect the types of
decisions students make, the environment they choose and the actions they choose. In addition, self-
efficacy affects students' emotional state. Students with high academic self-efficacy beliefs experience
less stress during the learning process. In the opposite cases, the level of stress is high, the motivation of
the individual decreases, and as a result, it causes anxiety that negatively affects cognitive and
intellectual activities.

Individuals with high self-efficacy beliefs rely more on their ability to solve problems or display a
behavior. Bandura (1993) stated that students with high academic self-efficacy see problems as an
opportunity to improve themselves, not as a threat, they set goals to deal with difficulties, they adhere
to the academic goals they set, and they see their failures as a result of their inadequate efforts or
knowledge, not as a lack of talent. Academic self-efficacy affects individuals' academic interests,
aspirations, analytical thinking, commitment levels and achievements (Akomolafe, Ogunmakin &
Fasooto, 2013; Bandura, 1995; Linnenbrink & Pintrich, 2003). Success is the degree of achievement of
the determined goals. Academic success is the achievement of the aims of educational activities, and
consequently, the realization of learning and positive behavior changes in students who are the target
group. Success is the desired outcome of the education system and plays a key role in training qualified
manpower.

Self-efficacy beliefs make a difference to individuals' feelings, thoughts and behaviors (Bandura,
1995). So, it can be stated that self-efficacy beliefs affect the formation process of behaviors, the
behaviors displayed, and the frequency of these behaviors. Since self-efficacy reflects the individual's
personal belief, the motivation of the individual and the consequences of previous behaviors affect their
self-efficacy belief. Accordingly, it can be thought that high academic motivation will increase students'
academic self-efficacy beliefs.

Based on the studies conducted on the relationships between the variables of academic self-efficacy,
academic motivation and academic success (Akomolafe, Ogunmakin & Fasooto, 2013; Bandura, 1986;
Bandura, 1993; Bandura, 1995; Linnenbrink & Pintrich, 2003; Pajares, 1996), it is considered important
to address these variables with prospective teachers. Prospective teachers who have high academic self-
efficacy are expected to have higher self-confidence and more positive attitudes towards their future
profession. The qualitative development of prospective teachers also has an important effect on the
achievements of their students who are the future generation. Accordingly, in the current study, the
relationships between prospective teachers' academic motivations and their self-efficacy beliefs and
academic achievements was discussed. The study was carried out within the scope of the following
questions:

1. What are prospective teachers’ academic motivations and academic self-efficacy beliefs?

2. Do prospective teachers’ academic motivations and academic self-efficacy beliefs differ according
to the gender, class level and department variables?

3. Is there a significant relationship between academic motivations, academic self-efficacy beliefs
and academic success?

4. Are academic motivations and academic success significant predictors of academic self-efficacy
beliefs?
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Research Model

This study is a quantitative research designed in the survey model. In survey research, the existence
and degree of the relationship between two or more variables are determined (Karasar, 1999). In this
study, it is aimed to describe the current status of the relationships between prospective teachers'
academic self-efficacy, academic motivation and academic success.

Population and Sample

The population of this research comprised prospective teachers studying at Yozgat Bozok University
in the 2019-2020 academic year. Since the entire population, which consisted of 1591 prospective
teachers, could not be reached, the research was carried out with a sample selected from the
population. Based on the sample determination formula, it was determined that 310 participants could
represent the population (Erkus, 2017). The convenient sampling method was preferred. In this
sampling method, considering the limitations in terms of time, money and workforce during the data
collection phase, it is essential to select the sample from easily accessible and applicable units
(BUytkoztiirk, 2012). The data were collected through Google Forms and participation was voluntary.
Within the scope of the research, 322 prospective teachers were reached. The data related to the
participants are presented in Table 1.

Table 1.

Participant Data

Variable N % GPA

Gender Female 329 74.2 2.85
Male 83 25.8 2.77
1 145 45 2.84

Class level 2 38 11.8 2.85
3 77 23.9 2.79
4 62 19.3 2.83

Department Early Childhood Teaching 54 16.8 3.01
Theology 93 28.9 2.76
Turkish 52 16.1 2.87
Mathematics 38 11.8 2.96
Science 23 7.1 2.49
Primary School Teaching 32 9.9 2.65
Psychological Counseling 30 9.3 2.84
and Guidance

Total 322 100 2.85

Data Collection Tools

Academic Motivation Scale (AMS): this scale was developed by Vallerand et al. (1992). It was
adapted to Turkish within the scope of this study. It examines academic motivation in the dimensions of
intrinsic motivation, extrinsic motivation and amotivation. There are three sub-dimensions of both
intrinsic motivation and extrinsic motivation. The sub-dimensions of intrinsic motivation are IM-to know,
IM-to accomplish things, and IM-to experience stimulation. The sub-dimensions of extrinsic motivation
are external regulation, introjected regulation and identification. The scale, which includes 7 dimensions
and four items in each dimension, consists of 28 items in total. The scale asks students "why are you
going to university?" and the items include possible answers.

The scale includes items like "it makes me happy to learn new things" in the IM-to know dimension,
"for the pleasure | have in the process of succeeding in difficult academic activities" in the IM-to
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accomplish things dimension, “To feel the pleasure | obtain when | discuss things with my teachers” in
the IM-to experience stimulation dimension, “in order to gain a better salary in the future” in the
external regulation dimension, “to prove that | can obtain a university diploma for myself ” in the
introjected regulation dimension, “I think that university education will help me in choosing a career in
the future ” in the identification dimension, and” | do not know why | went to school, and to be honest, |
don't care very much” in the amotivation dimension. The scale has a 5-point Likert-type structure, and

each item is ranked from 1 to 5, as “completely disagree”, “slightly agree”, “partially agree”, “mostly
agree” and “completely agree”, respectively.

During the development of the scale, Cronbach alpha values were reported as .84, .85 and .86 for
IM-to know, IM-to accomplish things, and IM-to experience stimulation, respectively. For the external
regulation, introjected regulation, and identification dimensions, the values were reported as .83, .82
and .62, respectively. For the amotivation dimension it was reported .85. It was stated that both total
score or score for each dimension can be used. In this study, intrinsic motivation and extrinsic
motivation total scores were used in the analysis.

The original scale, which was developed to explain academic motivation in multiple dimensions, was
adapted to Turkish for different educational levels (Kara, 2008; Gakir, 2008; Yurt & Bozer, 2008).
However, it was considered appropriate to adapt the scale within the scope of the current study for
prospective teachers. In the adaptation process, the scale items were translated from English to Turkish
by language experts. The items translated into Turkish were back-translated into English and examined
in terms of their language equivalence. As a result, it was decided that the adapted scale was
appropriate in terms of language. Confirmatory factor analysis (CFA) was conducted for validity, and
goodness of fit values were determined to be within the acceptable limits [y 2 = 1039.405; x 2 / Sd =
3.15; CFl = 0.93; TLI = 0.90; RMSEA = 0.07]. In the reliability analysis, Cronbach alpha coefficients were
calculated as .89 for the intrinsic motivation dimension, .86 for the extrinsic motivation dimension, and
.82 for the amotivation dimension.

Academic Self-Efficacy Scale (ASES): This is one of the subscales of the Teacher Self-Efficacy Beliefs
Scale developed by Colak, Yorulmaz and Altinkurt (2017). The one-dimensional, 5-point Likert-type scale
is rated from “totally disagree” to “totally agree”. The scale includes statements such as “I can easily
answer when asked about my branch”, and “I have sufficient knowledge about my branch”. During the
scale development process, validity and reliability analyses were examined and it was reported that the
goodness of fit values and Cronbach alpha coefficient were within the acceptable limits. During the
development of the scale, the Cronbach alpha internal consistency coefficient (a) was examined for the
reliability of the scale and this was calculated as .75 for Academic Self-efficacy (Colak et al., 2017). In the
current study, these analyses were repeated, and according to the goodness of fit values obtained from
the CFA [x 2 = 57.285; x 2 / Sd = 1.29; CFl = 0.95; TLI = 0.93; RMSEA = 0.02] and the Cronbach alpha
coefficient of .91, the scale used in the study was accepted as valid and reliable (Kline, 2005).

Data Analysis

This research was carried out with prospective teachers at Yozgat Bozok University in the 2019-2020
academic year. A personal information form, AMS and ASES were used in the research. In the personal
information form, besides demographic information, the grade point average (GPA) of the prospective
teachers was also included. The GPA was examined as an indication of the academic success of the
prospective teachers. Before the analysis phase, missing data were checked and extreme values were
determined. Mahalanobis distances were calculated and compared with the critical chi square value. As
the extreme value acceptance criterion, a value of p<.001 was taken. Analyses were carried out on 322
scales that were determined to be suitable for the analysis. The normal distribution of data was checked
by reviewing skewness and kurtosis values. The calculated skewness (-.602 and .792) and kurtosis (-.766
and .352) values were found to be within the acceptable limits (Tabachnick & Fidell, 2013). The
difference in the variances between the groups was examined by Levene’s test and it was found that the
variances were homogeneous (p>.05). The presence or absence of multicollinearity problems was
examined. In order to avoid multicollinearity problems, the VIF value should be less than 10, while
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tolerance values should be equal to 0.20 or higher (Cokluk, Sekercioglu & Biiylukéztiirk, 2010). In this
study, academic intrinsic motivation, academic extrinsic motivation, amotivation, and academic self-
efficacy VIF values (2.41; 1.92; 1.16; 1.36, respectively) and tolerance values (.415; .520; .589; .734,
respectively) were within the acceptable range. Also, it was determined that the correlation coefficients
between the variables were below .80 (Table 6).

The data were analyzed using descriptive statistics. Average and standard deviation scores were
used to determine the level of academic self-efficacy beliefs and academic motivation. T-test and
ANOVA were used to determine whether there were significant differences among variables. Pearson
correlation analysis was utilized to determine the relationship of academic self-efficacy with academic
motivation and academic achievement, while multiple regression analysis was used to determine the
status of academic motivation and academic success in predicting academic self-efficacy belief. Mplus 7
and SPSS software was used in the analysis of the data.

Findings

In this section, findings related to prospective teachers’ academic motivation and self-efficacy belief
levels, whether gender, class level and department variables make a significant difference to these
levels, and the relationships of academic self-efficacy with motivation and academic achievements are
presented. Descriptive results related to the opinions of prospective teachers are presented in Table 2.

Table 2.

Distribution of Academic Motivation and Self-Efficacy Beliefs of Prospective Teachers

N Average Sd
Academic self-efficacy 322 3.31 .94
Intrinsic motivation 322 341 .78
Extrinsic motivation 322 3.63 71
Amotivation 322 1.94 .97

As can be seen in Table 2, the candidates' academic self-efficacy beliefs, intrinsic motivations and
extrinsic motivations are above the medium level (x = 3.31; 3.41; 3.63, respectively). It was found that
amotivation levels were relatively lower (x = 1.94). Table 3 presents the t-test conducted to determine
the significant effect of the gender variable on the opinions of prospective teachers about academic self-
efficacy, intrinsic motivation, extrinsic motivation and amotivation.

Table 3.

Comparison of Prospective Teachers' Academic Motivation and Self-Efficacy Beliefs by Gender Variable

Dimensions Gender N X Ss sd t p
Academic self-efficacy i:::le ;;9 ;;1 :g 320 -.015 .98
Intrinsic motivation :i:;?:le é:g iig ;2 320 3.573  .000**
Extrinsic motivation :i;;:le 239 ;Zg ;(2) 320 3.129  .002**
Amotivation :k";i'e ;:9 ;Z f; 320 -4.756 .000**
**p<.01

As can be seen from Table 3, the gender variable did not make a significant difference to the level of
participants' academic self-efficacy beliefs [t (322) = -. 015, p>.05]. When the sub-dimensions of the
academic motivation scale were analyzed, it was observed that female pre-service teachers' intrinsic
motivation (x = 3.50) and extrinsic motivation levels (x = 3.70) were higher than those of men. These
differences between groups were found to be significant in the intrinsic motivation [t (322) = 3.573,
p<.05] and extrinsic motivation dimensions [t (322) = 3.129, p<.05]. In the amotivation dimension, male
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participants (X = 2.42) have a higher average than female participants (¥ = 1.77). The difference
produced by the gender variable was found to be significant [t (322) = - 4.756, p<.05].

Table 4.
Comparison of Prospective Teachers' Academic Motivation and Self-Efficacy Beliefs by Class Level
Variable

Dimensions Class N X Sd F p Significant
level difference
between
groups
Academic self-efficacy 1 145  3.12 3-318 6.005 .001* 4-1
2 38 3.31 4-2
3 77 3.35 4-3
4 62 3.71
Intrinsic motivation 1 145 3.36 3-318 1.096 .351
2 38 3.39
3 77 3.38
4 62 357
Extrinsic motivation 1 145 3.70 3-318 1.522 .209
2 38 3.44
3 77 3.59
4 62 361
Amotivation 1 145 1.95 3-318 1.181 317
2 38 1.67
3 77 2.02
4 62 1.96
*p<.01

As seen in Table 4, the class level is a variable that makes a significant difference to the academic
self-efficacy beliefs of prospective teachers [F (3-318) = 6.005, p<.05]. The academic self-efficacy beliefs
of the participants increased in parallel with the class level. Fourth grade students (x = 3.71) have the
highest academic self-efficacy belief, while first grade students (x = 3.12) have the lowest average. LSD
test was used to determine significant differences between groups and it was observed that there was a
significant difference between the fourth and first grades, and between the second and third grades. In
terms of academic motivation levels of prospective teachers, the level of the class was not found to be a
significant variable in the intrinsic motivation [F (3-318) = 6.1.096, p>.05], extrinsic motivation [F (3-318)
=1.522, p>.05] or amotivation [F (3-318) = 1.181, p>.05] dimensions.

In Table 5, ANOVA results, in which the opinions of prospective teachers about academic self-efficacy,
intrinsic motivation, extrinsic motivation and amotivation are examined according to the department
variable, are presented.
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Table 5.
Comparison of Prospective Teachers' Academic Motivation and Self-Efficacy Beliefs by Department
Variable
Dimensions Department N X sd F p Significant
difference
between groups
Academic self- Early Childhood 54 3.28 6-315 2.940 .008* Math-Theology
efficacy Teaching Turkish-Theology
Theology 93 3.18 Turkish -PCG
Turkish 52 3.36 Science-
Mathematics 38 3.67 Theology
Science 23 3.66 e
Primary School 32 3.38
Teaching
Psychological 30 2.88
Counseling & Guid.
Intrinsic Early Childhood 54 3.45 6-315 1.186 .313
motivation Teaching
Theology 93 3.25
Turkish 52 3.45
Mathematics 38 3.8
Science 23 3.55
Primary School 32 3.60
Teaching
Psychological 30 334
Counseling & Guid.
Extrinsic Early Childhood 54 3.85 6-315 3.494 .002**  Preschool-
motivation Teaching Theology
Theology 93 3.38 Turkish- Theology
Turkish 52 3.64 Math- Theology
Mathematics 38 3.69 Science -
Science 23 3.86 Theology
Primary School 32 3.75 Classroom —
Teaching Theology
Psychological 30 3.62
Counseling & Guid.
Amotivation Early Childhood 54 1.99 6-315 1.868 .086
Teaching
Theology 93 1.78
Turkish 52 1.90
Mathematics 38 2.19
Science 23 2.35
Primary School 32 197
Teaching
Psychological 30 1.77
Counseling & Guid.
**p<.01
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As observed in Table 5, self-efficacy levels differ according to the department variable. Prospective
teachers studying in mathematics education (x = 3.67) followed by science education (x = 3.66) have the
highest academic self-efficacy levels. While prospective teachers studying in psychological counseling
and guidance (PCG) (x = 2.88) and theology departments (x = 3.18) have the lowest self-efficacy levels.
The ANOVA test showed that the difference between departments was significant [F (6-315) = 2.940,
p<.05]. LSD test revealed significant differences between the departments of mathematics and theology;
Turkish and PCG; Turkish and theology; science and PCG; and science and theology.

The department variable does not make a significant difference to the scores of prospective
teachers in the intrinsic motivation [F (6-315) = 1.186, p>.05] or amotivation dimensions [F(6-315) =
1.868 p>.05]. However, a significant difference is observed in extrinsic motivation levels [F(6-315) =
3.494, p<.05]. The prospective teachers in the departments of science (x = 3.86) and preschool
education (x = 3.85) have the highest scores while the ones in the theology department have the lowest
extrinsic motivation (x = 3.38). According to the LSD test, the difference was found to be significant
between the department of theology and the departments of early childhood teaching, Turkish,
mathematics, science and primary school teaching.

Table 6 shows the results of Pearson correlation analysis utilized to determine the relationships
between the participants' academic self-efficacy beliefs, academic motivation and academic success.

Table 6.

Pearson Correlation Results Regarding Prospective Teachers' Academic Motivation, Self-Efficacy Beliefs
and Academic Success

Factorsl 1 2 3 4 5
1. Grade point average 1

2. Academic self-efficacy .120* 1

3. Intrinsic motivation .190** .512%** 1

4. Extrinsic motivation J191%* .397** .687** 1

5. Amotivation -.162** -.181** -.364** -.182** 1

*p<.05; **p<.01

As presented in Table 6, there is a positive, moderate and significant relationship between academic
self-efficacy and intrinsic motivation (r = .512; p<.01) and extrinsic motivation (r = .397; p<.01). A
negative, low-level and significant relationship is observed (r = -. 181; p<.01) between academic self-
efficacy and amotivation. There is a low-level positive and significant relationship between students'
grade point averages and academic self-efficacy beliefs (r = .120; p<.01). A significant low-level positive
relationship between grade point averages and intrinsic academic motivation (r = 190; p<.01) and
extrinsic academic motivation (r = .191; p<.05) was found. There is a significant, negative and low-level
relationship (r = -162; p<.01) with amotivation. Regression analysis for predicting academic self-efficacy
belief is presented in Table 7.
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Table 7.

Multiple Regression Analysis Results Regarding the Prediction Level of Prospective Teachers' Academic
Self-Efficacy Belief

Dependent Variable = academic self-efficacy

Variable B Standart 8 t P
Errorg

Constant .956 .358 2.669 .008*

Intrinsic motivation .541 .080 451 6.801 .000*

Extrinsic motivation .109 .087 .084 1.260 .209

Amotivation .002 .050 .002 .042 .966

Grade point average .041 111 .081 .368 713

R=.516; R°=.266; F (38.454); p=.000
*p<.01

As can be seen in Table 7, it was determined that the variables of academic intrinsic motivation,
academic extrinsic motivation, amotivation and GPA significantly predicted the belief in academic self-
efficacy (R = .516; R’ = .266; p<.01). According to these findings, academic intrinsic motivation,
academic extrinsic motivation, amotivation and academic success explained 26% of academic self-
efficacy belief. Standardized regression coefficients (B) reveal the order of importance of predictive
variables as academic intrinsic motivation (8 = .451), academic external motivation (8 = .084), academic
achievement (68 = .081) and amotivation (8 =. 002), respectively. When the p values related to the
significance of the regression coefficients were examined, it was found that the academic intrinsic
motivation dimension (p<.01) was the only significant predictor of academic self-efficacy belief. It was
found that the academic external motivation and amotivation dimensions and academic success were
not significant variables in predicting academic self-efficacy belieF (p>.05).

Discussion & Conclusion

In this research, which examines the relationship between academic self-efficacy beliefs and
academic motivation, within the scope of the first research question, the academic self-efficacy beliefs
and academic motivation levels of prospective teachers were examined. Participants’ academic self-
efficacy beliefs, intrinsic academic motivations and extrinsic academic motivations were found to be
higher than the medium level, while their amotivation was found to be low level. When the variables
were analyzed, it was determined that the gender variable did not make any difference to prospective
teachers' academic self-efficacy beliefs. Although this finding is incompatible with the work of Gera and
Singh (2015), it is in line with the results of many studies in the literature (Saracaloglu & Kumral, 2007;
Romi & Leyser, 2006).

When examined in terms of academic motivation, it was seen that the intrinsic motivation and
extrinsic motivation of female prospective teachers were higher than those of males. In the amotivation
dimension, the mean score of men was higher than that of women. The difference between the groups
presents a consistent result in itself. Female prospective teachers' academic motivation was higher,
while their amotivation levels were lower. Similarly, Saracaloglu and Dinger (2009) found that the
academic motivation of female prospective teachers was higher. Eynur and Geban (2011) also indicated
that there was a significant difference in favor of women in terms of intrinsic motivation. This finding
shows that female prospective teachers are more determined and enthusiastic on the point of academic
progress. This may be due to the fact that the teaching profession is considered more appropriate
especially for women.

Another variable addressed in the research is the class level. The class level variable produced a
significant difference in academic self-efficacy beliefs. Fourth grade students had the highest academic
self-efficacy belief, while the first grades had the lowest average. It is seen that as the grade level
increased, academic self-efficacy beliefs also increased. This finding is in line with the findings of Titrek,
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Cetin, Kaymak and Kasik¢i (2018) and Oguz (2012). In addition to academic education, prospective
teachers go to schools for courses such as school experience and teaching practice. In this regard, it is
possible for prospective teachers to feel more competent with the experience they have gained during
their practical education courses.

When examined in terms of academic motivation, it was seen that the class level variable was not a
significant variable in terms of the intrinsic motivation, extrinsic motivation or amotivation levels of
prospective teachers. This finding supports the findings of Titrek et al. (2018), but there are different
results in the literature. Eymur and Geban (2011) found that first year students had higher academic
motivation.

It was observed that the department of the prospective teachers was a significant variable in terms
of their self-efficacy beliefs and extrinsic motivations. It was determined that prospective teachers
studying in mathematics and science had the highest academic self-efficacy levels. This may be due to
the fact that numerical scores are more determinant in the exams students have to take between the
education levels and after the bachelor’s degree. Students studying in numerical departments may feel
more self-sufficient in this regard. In addition, it was determined that the candidates studying science
teaching and early childhood teaching had higher extrinsic motivation. Extrinsic motivation is the
motivation of the individual for the outputs of the process. The fact that preschool education is included
in the scope of compulsory education may ensure that prospective teachers studying in this department
have higher motivation in terms of job opportunities after graduation. The pre-service teachers who
study in the science education department may have high extrinsic motivation due to the high demand
for teachers in the numerical field within the national education system, which increases the probability
of employment in public and private education institutions as well as the possibility of giving private
lessons. In addition, the study revealed that prospective teachers in the theology department had the
lowest extrinsic motivation. Studies dealing with the department variable have produced different
results. Titrek et al. (2018) found that prospective teachers in the psychological counseling and guidance
and science departments had higher motivation; on the other hand, Sahin and Cakar (2011), found that
candidates in physical education and science teaching had higher motivation.

There were also various results in terms of self-efficacy beliefs. Cakir, Kan and Sinbil (2006)
observed higher self-efficacy levels in prospective teachers in social sciences, while Girbiztirk and Sad
(2009) observed higher self-efficacy in prospective teachers in the physical education, music, art and
primary school teaching departments, and Titrek et al. (2018) observed higher self-efficacy in pre-
school and science teaching candidates. Based on these results, it was seen that the department
variable did not produce a consistent result. This situation may arise from differences in each
department. Like every organization, each department has a different climate. This difference of
climate, the number and quality of faculty members, and the relationship between faculty and students
may produce this finding.

Within the scope of the third research question, the relationships between academic self-efficacy,
academic motivation and academic success were examined. In this study, the grade point average of
prospective teachers was evaluated as an indicator of academic success. It was found that grade point
average had a significant positive relation with intrinsic academic motivation and extrinsic academic
motivation, and that it had a significant negative relationship with amotivation. This finding supports the
studies in the literature that determine a linear relationship between academic motivation and
academic success of individuals (Titrek et al., 2018; Akbay & Gizir, 2010). It was determined that there
was a positive relationship between prospective teachers' academic self-efficacy beliefs and academic
achievement. This finding is in line with the findings of Saracoglu and Dinger (2009) and Uzun, Ozkilig
and Sentiirk (2010). Gera and Singh (2015) also found that pre-service teachers had higher self-efficacy
beliefs. Self-efficacy beliefs are influenced by outcomes of behaviors and shape future behavior. Human
nature progresses in mutually interacting processes among cognitive, sensory and biological personal
traits, behaviors and environmental events (Bandura, 1986). Therefore, prospective teachers who
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believe that they can succeed have higher academic achievements; accordingly, they perceive
themselves as more academically competent.

Finally, it was determined that academic motivation and academic success were significant
predictors of academic self-efficacy belief. 26% of academic self-efficacy belief was explained by the
academic motivation dimensions and academic success. It was found that only the intrinsic motivation
dimension was a significant predictor among the predictor variables. Extrinsic motivation, amotivation
and academic success were found not to be significant in explaining pre-service teachers' self-efficacy
beliefs. Extrinsic motivation is the individual's inclination towards action, not for the process itself.
Contrary to extrinsic motivation, intrinsic motivation focuses on the process rather than the outputs and
expresses the happiness that the individual feels from activities in the process of exploring, learning, and
understanding (Deci, 1975; Deci & Ryan, 1985). Accordingly, it can be seen that students who enjoy the
process of academic studies have higher academic self-efficacy, because the pre-service teachers who
enjoy learning have higher beliefs that they will be successful academically. The studies by Titrek et al.
(2018) and Akbay and Gizir (2010) are in line with this finding. As the driving force, intrinsic academic
motivation strengthens individuals’ belief in their academic success. High self-efficacy belief affects their
determination to maintain behavior and their resilience to the obstacles they face. It increases the effort
spent on learning and speeds up the recovery process in the face of a negative result.

This study, which examines the relationship between pre-service teachers' academic motivations,
academic success and academic self-efficacy beliefs, shows that the prospective teachers' self-efficacy
beliefs, intrinsic academic motivations and extrinsic academic motivations were higher than medium
level, and that their amotivation was low. It was determined that academic motivation was significantly
differentiated in favor of female candidates, and that teachers' academic self-efficacy beliefs increased
in parallel with the increase in the class level. The prospective teachers’ beliefs that they could succeed
also increased with the education they received. In addition, it was determined that prospective
teachers' academic self-efficacy beliefs had a positive significant relationship with intrinsic academic
motivation, extrinsic academic motivation and academic achievement. It was determined that academic
intrinsic motivation was a significant predictor of academic self-efficacy belief.

This study was limited to prospective teachers studying at Yozgat Bozok University. Repeating this
study at different universities and examining the relationships between academic self-efficacy, academic
motivation and academic success through different variables would contribute to the literature. As a
result of the study, it would be beneficial to conduct in-depth research with qualitative studies on the
departments of prospective teachers whose intrinsic and extrinsic motivation levels are low. The results
of the research show that the pre-service teachers' academic self-efficacy beliefs increased as their
academic motivation increased, and that their academic success was affected positively.

In this regard, reflecting the vision of the departments to prospective teachers through various
meetings, enriching the learning environments, providing different learning opportunities with social
and cultural activities, and meeting various learning demands via online learning environments can
increase the intrinsic motivation of prospective teachers. The realization of these recommendations
from the first years of education can be beneficial in increasing academic motivation in the lower
grades, since prospective teachers' competency beliefs are expected to increase via high academic
motivation.
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Tiirkge Siirimui

Giris

Kalkinmanin temel araglarindan biri olarak gorilen egitimde niteligin artirilmasi, 6zellikle gelismekte
olan dlkelerin ulusal hedefleri icerisinde yer almaktadir. Ogretmenler, egitimsel hedeflere ulasilmada
birincil aktérler olarak gorilmektedir. Hem 6gretim kalitesinin artirilmasinda hem de Ogrenci
davranislarin istendik yonde sekillendiriimesinde en 6nemli sorumluk 6gretmenlere yiklenmektedir. Bu
noktada 6gretmenlerin bireysel motivasyonlarinin, 6z yeterliklerinin ve basarilarinin incelenmesi anlamli
olacaktir. Ozellikle gelecek kusaklari egitecek olan &gretmen adaylarinin motivasyonlarinin,
basarabileceklerine olan inanglari Uzerinde etkili oldugu, bu inanglarin da 6gretmen adaylarinin
gosterecekleri akademik basariyr sekillendirecegi distiniilmektedir. Bu dogrultuda bu arastirmada
o6gretmen adaylarinin akademik motivasyonlari, akademik 6z vyeterlikleri ve akademik basarilari
arasindaki iliski incelenmistir.

Akademik Motivasyon

Motivasyon, davranisin zihinsel olarak hazirlik siirecini ve eylem olarak sergilenmesini etkileyen
unsurlardan biridir (Sternberg ve Williams, 2009; Slavin, 2006). Motivasyon, hedeflere ulasmada
psikolojik bir ara¢ olup hedefe yonelik davranislari diizenleyen bir siregtir (Pintcrich ve Shunk, 2002).
Egitimde ise bireylerin akademik hedeflere ulagsmak igin sergiledikleri davraniglari yénlendiren bu igsel
ara¢ akademik motivasyon olarak tanimlanmaktadir (Pintrich ve Zusho, 2002). Merak, 6grenme, basari,
zorluklar karsisinda gosterilen direng gibi kavramlarla iliskisi, motivasyonu egitim arastirmalarinda
onemli bir yere tasimistir (Deci ve Ryan, 1985; Vallerand vd., 1992). Clinklii 6grenmeye yonelik
motivasyon akademik basariyi etkileyen 6nemli faktorlerden biridir (Alderman, 2004).

Egitim alanyazinda kabul goren yaklagimlarda biri motivasyonun igsel motivasyon, dissal motivasyon
ve motivasyonsuzluk seklinde ele alinmasidir (Deci ve Ryan, 1985). fcsel motivasyon, davranis
gergeklestirildiginde mutluluk ve tatmin hissedilmesidir (Deci, 1975; Deci ve Ryan, 1985). Alanyazinda
icsel motivasyonu butlincll olarak ele alan ¢alismalarin (Deci, 1975) yani sira Vellerand vd. (1992), ilgili
alanyazina dayanarak igsel motivasyon ic¢in (¢ alt boyut olusturmustur. Bunlar bilmeye yonelik,
basarmaya yonelik ve uyarim yasamaya yonelik i¢sel motivasyondur. Arastirma, merak, 6grenme
hedefleriyle iliskili olan bilmeye yonelik i¢csel motivasyon, egitim arastirmalarinda kokli bir gegcmise
sahiptir. Bu motivasyonda birey, kesfetme, O6grenme, anlama siirecindeki aktivitelerden mutluluk
duymaktadir. Basarmaya yonelik i¢sel motivasyon, bireyin ciktilardan ziyade siirece odaklanmasidir.
Bireyin bir Urlini ortaya koyabilmeye calisirken deneyimledigi hazzi ifade etmektedir. Bir 6grencinin,
kendinden beklenenden daha fazla arastirma yapmasi ve sunmasi, basariya yénelik motivasyonunun bir
gostergesidir. Uyarim yasamaya yonelik i¢ motivasyon, bireyin bir eylemi gercgeklestirirken estetik bir
yoninia fark etmesi, eglence, heyecan gibi uyarici hisler yasamasini ifade etmektedir. Ders ici fikir
alisverislerini ilham verici bulan ve bunlari dinlemek igin derse gelen bir 6grencinin uyarim yasamaya
yonelik i¢sel motivasyona sahip oldugu ifade edilebilir.

i¢sel motivasyonun aksine dissal motivasyon, siirecin kendisi icin degil sonucu icin eyleme yénelmeyi
ifade etmektedir (Deci, 1975). Digssal motivasyon, Ug alt boyutta ele alinmistir (Deci ve Ryan, 1991).
Bunlar; digsal diizenleme, ice yansiyan dissal motivasyon ve belirlenmis dissal motivasyondur. Dissal
diizenleme, davranisin 6dil ya da yaptirim gibi dis miidahaleler dogrultusunda gerceklesmesini ifade
etmektedir. Ailesi istedigi i¢in kitap okudugunu soyleyen bir 6grencinin dissal motivasyonu oldugunu
ifade edebilir. ice yansiyan dissal motivasyon ise bireyin davranis nedenlerini igsellestirmesi sirecidir.
Daha 6nce dis etkilerle gerceklestigi icin bu siirec tamamen igsel olarak tanimlanamaz. Ornegin, basarili
insanlar kitap okudugu icin kitap okumaya karar veren bir Ogrenci dissal etkiyi ig¢sellestirmeye
baslamistir. Belirlenmis dis motivasyonda ise ilgili davranisa birey deger vermektedir ve o davranisi
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gerceklestirmenin 6nemli oldugunu diisiinmektedir. Ogrencinin kendi yararina oldugu icin kitap okumasi
belirlenmis motivasyona 6rnek olarak verilebilir.

insan davraniglarinin tam olarak anlasilabilmesi icin icsel ve dissal motivasyonun yani sira
motivasyonun olmamasi durumunun da ele alinmasi gerekmektedir (Deci ve Ryan, 1985).
Motivasyonsuzluk boyutunda bireyler eylemleri ile sonuglari arasinda bir iliski kuramamaktadir.
Motivasyonsuz olan kisiler, kendilerini yetersiz hissetmekte ve kontroliin kendileri disinda olduguna
inanmaktadir. Motivasyonsuzluk, 6grencilerde okulun gerekliligini, neden okula geldigi sorgulamaya ve
O6grenme siirecinden uzaklasmaya neden olabilmektedir (Vallerand vd., 1992).

Egitim sisteminin temel gayesi, 6grencilerin hedef davranislari kalici olarak edinmesidir. Davranigin
kazanilmasi ve sergilenmesinde bireyin motivasyonu etkilidir (Sternberg ve Williams, 2009).
Alanyazindaki ¢alismalar akademik motivasyonun okul basari lzerindeki etkilerini ortaya koymustur
(Alkis 2015; Fortier, Vallerand ve Guay, 1995; Pintrich 2003; Pintrich ve Schunk 2002; Rigby, Deci, Patrick
ve Ryan, 1992). Ogrencilerin 6grenme siirecine motive olmasi, dgrenme isteklerini artirmakta ve
akademik hedeflere uygun bicimde davranislarini sekillendirmektedir (Slavin, 2006). Yiksek
motivasyonlu 6grenciler, 6grenme silrecinden, arastirmaktan ve okulda gecirilen zamandan zevk
almaktadir. Motivasyonsuz 6grencilerde ise 6grenme istegi diisik dizeyde olmakta ve sonug olarak
0grenme ¢abalari olumsuz etkilenmektedir. Bu Ogrenciler karsilastiklari sorunlara karsi direng
gosterememekte ve hedeflerinden vazgecebilmektedir (Demir Guddil, 2015). Bu sonuglara dayanarak
motivasyonun bireyin yapabileceklerine iliskin yeterlik algisi Gzerinde de etkisi oldugu varsayilabilir.
Akademik motivasyonu yiksek bireylerin akademik 6z yeterliklerinin de yliksek olmasi, motivasyonu
distk bireylerin ise disiik akademik 6z yeterlik inancina sahip olmasi beklenebilir.

Akademik Oz Yeterlik

Oz yeterlik, bir kisinin davranislari belirli bir seviyede 6grenme veya gerceklestirme yeteneklerine
olan inancini ifade etmektedir. Kavram, Bandura’nin (1977) gelistirmis oldugu Sosyal Bilissel Teoriye
dayanmaktadir. Teoriye goére bireylerin gergekte sahip olduklari yetenek ve becerilerden ziyade
kazanabilecekleri becerilere ve yapabileceklerine iliskin inanglari, davraniglari agiklamada daha
manidardir. Bandura (1986) insan dogasini, bilissel, duyusal ve biyolojik kisisel faktorlerin, davranisin ve
cevresel olaylarin birbirini karsilikli etkileyen gli bir model icinde acgiklamaktadir. insan dogasi bu
perspektif icinde bir dizi temel yeterlilik agisindan tanimlanmistir. Bu nedenle 6z-yeterlilik sabit bir
ozellik olarak goriilmekten ziyade, durumsal olarak degerlendirilmistir (Linnenbrink ve Pintrich, 2002).

Oz vyeterlik, bireyin bir eylemi gergeklestirebilmek, bir sorunu c¢ézebilmek icin belirli bir plan
dizenleme ve yirltme becerisine olan inancidir (Eccles ve Wigfield, 2002). Akademik 6z-yeterlilik ise bir
kisinin akademik alanda belirlenmis bir seviyeye ulasabilecegi inancidir (Bandura, 1997; Linnenbrink ve
Pintrich, 2002; Schunk, 1991). Akademik 6z-yeterlilik, 68rencinin sinifla ilgili calismalari ne kadar iyi
yapabilecegi konusundaki yargilarini ifade etmektedir (Bandura, 1986).

Oz vyeterlik ¢ok boyutlu bir yapidir (Zimmerman, 2000) ve hedef alanina 6zgii bir seviyede
degerlendirilmesi gerekir (Bandura, 1986; Pajares, 1996). Bu nedenle, akademik ortamlarda,
genellestirilmis 6z vyeterlilik yerine akademik 0z yeterlilik inancinin olglilmesi sonug gegerligini
artiracaktir. Akademik 6z vyeterlilik, belirlenen egitimsel performansi sergileyebilmek icin gerekli
diizenleme ve yiritme yeteneklerine iliskin kisisel inanclari ifade etmektedir. Akademik ortamlardaki 6z
yeterlik ¢calismalari Gzerine ylritilen meta-analizi, spesifik akademik 6z yeterligin, akademik sonuglar
Gzerinde en gliclii etkiye sahip oldugunu ve genel 6z yeterlik ile degiskenler arasinda gorece daha diistk
iliski oldugunu gostermistir (Zajacova, Lynch ve Espenshade, 2005). Akademik performanslarin en iyi
yordayicisi, akademik 6z-yeterlik inancidir (Pajares, 1996).

Sosyal Bilissel Teoriye paralel olarak, akademik 6z yeterlik inanci, 6grencilerin bilissel, motivasyonel,
duygusal ve seg¢me siregleri araciligiyla egitim performansini etkilemektedir (Bandura, 1993). Bilissel
olarak 6grencilerin verilen bir gorevle ilgili yeterlikleri hakkindaki inanglari, ilerdeki akademik sonuglarini
nasil algiladiklarini etkilemektedir. Bir baska ifade ile yeterliklerine inanan 6grenciler, basarili sonuglar
alabileceklerine inanirken, yeterlik inanci distik 6grenciler ise akademik sonuglarinin iyi olmayacagi
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kanisinda olmaktadir. Bandura (1997), oOgrencilerin zorlu 6grenme durumlari karsisinda kendi
eksiklikleriyle ilgili takintili olmalari ve yetenekleri konusunda g¢ok stipheci olmalari durumunu “biligsel
olumsuzluk” olarak kavramsallagtirmistir.

Oz vyeterlik bireylerin davranisa iliskin motivasyonunu dolayisiyla davranisi siirdiirme noktasindaki
kararhliklarini ve karsilastigi engeller karsisindaki dayanikhhgini etkilemektedir. Yiiksek akademik 6z
yeterlik duygusu, 6grenmeye harcanan c¢abay! artirmakta ve olumsuz bir sonug karsisinda toparlanma
surecini hizlandirmaktadir. Tersine, algilanan akademik yetersizlik duygusu, 6grencilerin 6grenmeye olan
ilgisini, engeller kargisindaki direnme kapasitelerini ve hedeflerine ulasma konusundaki bagliliklarini
azaltmaktadir.

Bireyler genellikle kendilerini yetkin hissettikleri gorevleri ve faaliyetleri segerken, yetersiz olduklarini
diistindiiklerinden kacginirlar. Oz yeterlik, bireylerin hedef davranislari kolay ya da zor olarak nasil
tanimladiklarini etkilemektedir. Bu dogrultuda akademik yeterlik inanclari, secme siiregleri kapsaminda
ogrencilerin aldiklari karar tirlerini, sectikleri ortami ve sectikleri eylemleri etkilemektedir. Ayrica 6z
yeterlik, 6grencilerin duygusal durumlarini da etkilemektedir. Yiiksek akademik 6z yeterlilik inancina
sahip 6grencilerin, 6grenme siirecinde hissettikleri stres daha az olmaktadir. Tam tersi durumlarda ise
stres diizeyi ylksek olmakta, bireyin motivasyonu diismekte ve sonugta bilissel ve entelektiiel etkinlikleri
olumsuz etkileyen kaygi ve endiseye neden olmaktadir.

Oz yeterlilik inanclari yiiksek olan bireyler, problem ¢ézme veya performans sergilemeye iliskin olarak
yeteneklerine daha ¢ok glivenmektedir. Bandura (1993) akademik 6z yeterliligi ylksek olan 6grencilerin,
sorunlari tehdit olarak degil kendilerini gelistirmek icin birer firsat olarak gorduklerini, glicliklerle basa
cikmak icin hedefler belirlediklerini, belirledikleri akademik hedeflere bagh kaldiklarini, basarisizliklarini
yetenek eksikligi olarak degil yetersiz caba veya bilgi sonucu olarak gordiklerini ifade etmistir. Zira,
akademik 6z yeterlik, bireylerin akademik ilgi dizeyleri, istekleri, analitik disiinmeleri, baglilik diizeyleri,
sebatli bir sekilde ¢alismalari ve basarilari Gzerinde etkili olmaktadir (Akomolafe, Ogunmakin ve Fasooto,
2013; Bandura, 1995; Linnenbrink ve Pintrich, 2003). Basari, belirlenen hedeflere ulasilabilme
derecesidir. Akademik basari, egitimsel etkinliklerin amaglarina ulasmasi ve bunun sonucunda hedef
kitle 6grenci O6grenmelerinin ve olumlu davranis degisikliklerinin gerceklesmesidir. Basari, egitim
sisteminin istendik ¢iktisi olup nitelikli insan glicl yetistiriimesinde kilit role sahiptir.

Oz yeterlilik inanglar, bireylerin hisleri, diisiinceleri ve davranislari noktasinda bir fark yaratmaktadir
(Bandura, 1995). Bu dogrultuda bireylerin yapabileceklerine iliskin 6z yeterlik inanglarinin,
davranislarinin olusum siireci, sergilenen davraniglar ve bu davraniglarin gosterilme sikligini etkiledigi
ifade edilebilir. Oz yeterlik bireyin kisisel inancini yansittigi icin bireyin motivasyonu ve daha énceki
davranis sonuglari 6z yeterlik inancini etkilemektedir. Bu dogrultuda akademik motivasyonun yiksek
olmasinin 6grencilerin akademik 6z yeterlik inanglarini da artiracagi distnilebilir.

Akademik 6z-yeterlik, akademik motivasyon ve akademik basari degiskenleri arasinda yiritilen
iliskisel calismalara dayanarak (Akomolafe, Ogunmakin ve Fasooto, 2013; Bandura, 1986; Bandura, 1993;
Bandura, 1995; Linnenbrink ve Pintrich, 2003; Pajares, 1996) bu durumun 6gretim siirecindeki 6gretmen
adaylari agisindan ele alinmasinin 6nemli oldugu dislinilmektedir. Zira akademik 6z yeterliligi yiuksek
olan 6gretmen adaylarinin 6zglvenlerinin daha yiiksek olmasi durumunda gelecekteki meslege karsi
daha olumlu tutumlari olmasi beklenmektedir. Ogretmen adaylarinin niteliksel olarak gelismesi
o6grencileri olacak gelecek nesillerin de basarisinda 6nemli bir etkiye sahiptir. Bu dogrultuda mevcut
calismada 6gretmen adaylarinin akademik motivasyonlari ile 6z yeterlik inanglari ve akademik basarilari
arasindaki iliski ele ahinmistir. Calisma asagidaki sorular kapsaminda yuratalmdastir:

Ogretmen adaylarinin,
1. akademik motivasyonlari ve akademik 6z yeterlik inanglari ne diizeydedir?

2. akademik motivasyonlari ve akademik 6z yeterlik inanglarina iliskin gorisleri cinsiyet, sinif ve
bolim degiskenlerine gore anlamli farkhlik géstermekte midir?
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3. akademik motivasyonlari, akademik 6z yeterlik inanglari ve akademik basarilari arasinda anlamli
bir iligki var midir?

4. akademik motivasyonlari ve akademik basarilari akademik 6z yeterlik inanglarinin anlamli bir
yordayicist midir?

Yontem
Arastirma Modeli

Bu calisma, iliskisel tarama modelinde desenlenmis nicel bir arastirmadir. iliskisel tarama modelinde
iki ya da daha fazla degisken arasindaki iliskinin varligi ve derecesi mevcut haliyle belirlenmeye galisilir
(Karasar, 1999). Bu arastirmada 6gretmen adaylarinin akademik 6z yeterlik, akademik motivasyon ve
akademik basarilari arasindaki iliskilerin mevcut durumunun betimlenmesi amaglanmistir.

Evren Orneklem

Bu arastirmanin evreni 2019-2020 6gretim yilinda Yozgat Bozok Universitesinde 6gretim géren
o6gretmen adaylaridir. Evrenin tamamina ulasilamayacagi i¢in arastirma, evrenden segilen 6rneklem ile
ylratalmistir. Arastirmanin 1591 6gretmen adayindan olusan evrenini temsil edebilecek 6rneklemin
belirlenmesinde 6rneklem belirleme formiltu kullanilmistir (Erkus, 2017). Bu formile goére 310
katihmcinin temsil edebilecegi belirlenmistir Orneklem belirlenirken uygun érnekleme yéntemi tercih
edilmistir. Bu ornekleme ydnteminde, veri toplama asamasindaki zaman, para ve isglici agisindan
sinirhliklar géz 6niine alinarak érneklemin kolay ulasilabilir ve uygulama yapilabilir birimlerden segilmesi
esastir (Buyukoztiirk, 2012). Veriler googleforms araciligiyla gondllilik esasina dayali olarak
toplanmistir. Arastirma kapsaminda 322 6gretmen adayina ulasiimistir. Tablo 1'de katilimcilara iliskin
veriler sunulmustur.

Tablo 1.

Katihmci Verileri

Degisken N % GANO

Cinsiyet Kadin 329 74.2 2.85
Erkek 83 25.8 2.77
1 145 45 2.84

Sinif diizeyi 2 38 11.8 2.85
3 77 23.9 2.79
4 62 19.3 2.83

BSlim Okul 6ncesi 54 16.8 3.01
Din K.A.B. 93 28.9 2.76
Tirkce 52 16.1 2.87
Matematik 38 11.8 2.96
Fen Bilgisi 23 7.1 2.49
Sinif 32 9.9 2.65
PDR 30 9.3 2.84

Toplam 322 100 2.85

Veri Toplama Araglari

Akademik Motivasyon Olgegi (AMO): 6lgegin orijinali Vallerand vd. (1992) tarafindan gelistirilmistir.
Calisma kapsaminda 6l¢ek Tiirkgeye uyarlanmistir. Olgek akademik motivasyonu; igsel motivasyon, dissal
motivasyon ve motivasyonsuzluk boyutlariyla incelemektedir. icsel motivasyon ve dissal motivasyonun
ticer alt boyutlari bulunmaktadir. igsel motivasyonun alt boyutlari bilmeye yénelik, basarmaya yénelik,
uyarim yasamaya yénelik’tir. Digsal motivasyonun alt boyutlari ise dissal diizenleme, ice yansiyan ve
belirlenmis dissal motivasyondur. Toplam 7 boyut ve her boyutta dorder madde iceren 6lcek toplam 28
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maddeden olusmaktadir. Olgek “neden Universiteye gidiyordunuz?” sorusunu yéneltmekte ve maddeler
olasi yanitlari icermektedir.

Bilmeye yénelik igsel motivasyon boyutunda “yeni seyler 6grenmek beni mutlu ediyor”, basarmaya
yénelik icsel motivasyon boyutunda “zor akademik aktiviteleri basarma siirecinde aldigim zevk igin”,
uyarim yasamaya yénelik igsel motivasyon boyutunda “hocalarimla mizakere yaptigimda aldigim zevki
hissetmek i¢in” , dissal diizenleme boyutunda “ilerde ileride daha iyi bir maas kazanabilmek igin”, ice
yansiyan dissal motivasyon boyutunda “kendime universite diplomasi alabilecegimi kanitlamak igin” ve
belirlemis dissal motivasyon boyutunda “Universite egitiminin ilerde kariyer seg¢iminde bana daha gok
yardimci olacagini dislinliyorum”, motivasyonsuzluk boyutunda ise “neden okula gittigimi bilemiyorum,
actkgasl ¢ok da umurumda degil” gibi maddeler yer almaktadir. 5’li Likert yapida olan olgekteki
maddeler 1’den 5’e “hig, kismen, orta diizeyde, cogunlukla ve tamamen” sirlamasiyla derecelenmektedir

Olgegin gelistirilme siirecinde giivenirlik analizinde igsel motivasyon alt boyutlari bilmeye yénelik,
basarmaya yénelik ve uyarim yasamaya yénelik icin Cronbach alfa degerleri sirasiyla .84, .85 ve .86
olarak raporlanmistir. Digsal motivasyon alt boyutlari dissal diizenleme, ice yansiyan ve belirlenmis dissal
motivasyon boyutlar igin .83, .82 ve .62 olarak; motivasyonsuzluk boyutu igin ise .85 olarak
raporlanmistir. Olgegin icsel ve dissal motivasyon boyutlarinda toplam puan alinabilecegi gibi alt
boyutlariyla da incelenebilecegi belirtilmistir. Mevcut ¢alismada analizlerde igsel motivasyon ve digsal
motivasyon toplam puanlari kullaniimistir.

Akademik motivasyonu ¢ok boyutlu olarak agiklamak amaciyla gelistirilen orijinal dlgcek, farkh egitim
kademeleri icin Turkceye uyarlanmistir (Kara, 2008; Cakir, 2008; Yurt & Bozer, 2008). Ancak 6gretmen
adaylari ile yaratilen mevcut ¢alisma kapsaminda 6lgegin uyarlanmasinin uygun oldugu distntlmustir.
Uyarlama siirecinde dil uzmanlarinca 6lcek maddeleri &ncelikle ingilizceden Tiirkceye cevrilmistir.
Tiirkceye cevrilen maddeler yeniden ingilizceye cevrilerek dil esdegerligini saglanip saglanmadiklari
acisindan incelenmistir. Sonug olarak uyarlanan 6lgegin dil agisindan uygun olduguna karar verilmistir.
Gegerligi icin ise dogrulayici faktor analizi yapilmistir ve uyum iyiligi degerlerinin kabul sinirlarinda
oldugu belirlenmistir [x 2 = 1039.405; x 2 /Sd = 3.15; CFl= 0.93; TLI= 0.90; RMSEA= 0.07]. Guvenirlik
analizinde ise Cronbach alfa katsayilari i¢sel motivasyon boyutu icin .89, dissal motivasyon icin .86, ve
motivasyonsuzluk boyutu icin .82 olarak hesaplanmistir.

Akademik Oz Yeterli Olgegi (AOYO): AOYO, Colak, Yorulmaz ve Altinkurt (2017) tarafindan
gelistirilmis Ogretmen Oz Yeterlik inanclar Olcedi'nin alt dlgeklerindendir. 5’li Likert yapida tek boyutlu
olan élgek katiimiyorum ile katiliyorum arasinda derecelendirilmektedir. Olgekte “bransimla ilgili soru
soruldugunda rahathkla yanitlayabilirim”, “brangimla ilgili yeterli bilgi birikimine sahibim” gibi ifadeler
ver almaktadir. Olgek gelistirilme siirecinde gecerlik ve giivenirlik analizleri incelenmis ve uyum iyiligi
degerlerinin ve Cronbach alfa katsayininsin kabul sinirlari arasinda oldugu raporlanmistir. Olgegin
gelistiriime surecinde 6lgegin glvenirligi icin Cronbach alfa i¢ tutarlik katsayilari (a) incelenmistir ve
Akademik Oz yeterlik igin .75 olarak hesaplanmistir (Colak et al., 2017). Mevcut calismada bu analizler
yinelenmis ve DFA sonucunda ulasilan uyum iyiligi degerlerine [x 2 = 57.285; x 2 / Sd = 1.29; CFI= 0.95;
TLI= 0.93; RMSEA= 0.02] ve .91 Cronbach alfa katsayisina gore ¢alismada kullanilan 6lgek gecerli ve
givenilir olarak kabul edilmistir (Kline, 2005).

Verilerin Analizi

Bu arastirma 2019-2020 6gretim yilinda Yozgat Bozok Universitesinde 6gretmen adaylari ile
yuritilmistir. Arastirma kapsaminda kisisel bilgi formu, AMO ve AOYO kullanilmistir. Kisisel bilgi
formunda demografik bilgilerin yani sira 6gretmen adaylarinin genel not ortalamalari da yer almistir.
Ogretmen adaylarinin akademik basarilarinin bir gdstergesi olarak genel not ortalamalari (GANO)
incelenmistir. Analiz asamasi oncesinde eksik veriler kontrol edilmis ve ug¢ degerler belirlenmistir.
Mahalonobis uzakliklari hesaplanmis ve kritik ki kare degeri ile karsilastirilmistir. Ug deger kabul olgiiti
olarak p<.001 degeri alinmistir. Analize uygun oldugu belirlenen 322 6lgcek (izerinden analizler
ylritilmustdr. Carpiklik ve basiklik degerleri incelenerek verilerin normal dagiliminin kontrol edilmistir.
Hesaplanan carpiklik (-.602 ile .792) ve basiklk (-.766 ile .352) degerlerinin kabul sinirlar icerisinde
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oldugu goérilmustir (Tabachnick ve Fidell, 2013). Gruplar arasi varyanslarin farkliligi Levene test ile
incelenmis ve varyanslarin homojen oldugu saptanmistir (p>.05). Coklu baglanti probleminin olup
olmadigl incelenmistir. Coklu baglanti probleminin olmamasi icin VIF degerinin 10’dan dusiik olmasi,
tolerans degerlerinin 0.20’ye esit ya da biylk olmasi gerekmektedir (Cokluk, Sekercioglu ve
Blylkozturk, 2010). Bu arastirmada ise akademik igsel motivasyon, akademik dissal motivasyon,
motivasyonsuzluk, akademik 6z yeterlik VIF degerinin (2.41; 1.92; 1.16; 1.36, siraslyla) ve tolerans
degerlerinin (.415; .520; .589; .734, sirasiyla) kabul araliginda oldugu ve degiskenler arasindaki
korelasyon katsayilarinin .80’nin altinda deger aldigi ve ¢oklu baglanti sorunu gostermedigi tespit
edilmistir (Tablo 6).

Analiz asamasinda veriler betimsel istatistikler kullanilarak incelenmistir. Akademik 6z yeterlik
inanglarinin ve akademik motivasyon dizeylerinin belirlenmesinde ortalama ve standart sapma
puanlarindan yararlanilmistir. Degiskenlerin anlamli farklihk olusturup olusturmadiginin belirlenmesi igin
t testi ve ANOVA kullanilmistir. Akademik 6z yeterlik ile akademik motivasyon ve akademik basari
arasindaki iliskinin belirlenebilmesi icin Pearson korelasyon analizi; akademik motivasyon ve akademik
basarinin akademik 6z yeterlik inancini yordama durumunun belirlenmesi icin ¢oklu regresyon analizi
kullanilmigtir. Verilerin analizinde Mplus7 ve SPSS programlari kullaniimistir.

Bulgular

Bu bolimde 6gretmen adaylarinin akademik motivasyon ve 6z yeterlik inan¢ dlizeylerine, cinsiyet,
sinif ve bolim degiskenlerinin bu diizeyler Gzerinde anlamli fark olusturup olusturmadigina ve akademik
oz yeterlik ile motivasyon ve akademik basarilari arasindaki iliskilere iliskin bulgular sunulmustur. Tablo
2’de 6gretmen adaylarinin gorislerine iliskin betimsel sonuglar sunulmustur.

Tablo 2.

Akademik Motivasyon ve Oz Yeterlik inanclarina iliskin Aritmetik Ortalama ve Standart Sapma Degerleri
N Ortalama Ss

Akademik 6z yeterlik 322 3.31 .94

igsel motivasyon 322 3.41 .78

Digsal motivasyon 322 3.63 71

Motivasyonsuzluk 322 1.94 .97

Tablo 2’den izlenebilecegi lzere adaylarinin akademik 6z yeterlik inanclari, i¢csel motivasyonlari ve
dissal motivasyonlari orta diizeyin (zerindedir (¥ =3.31; 3.41; 3.63, siraslyla). Motivasyonsuzluk
dlzeylerinin ise disluk dizeyde oldugu saptanmistir (x =1.94). Tablo 3’te 68retmen adaylarini akademik
0z yeterlik, igsel motivasyon, dissal motivasyon ve motivasyonsuzluga iliskin goruslerinde cinsiyet
degiskeninin anlamli etkisinin belirlenmesi igin yapilan t-testi sunulmustur.

Zzzlc?e?);ik Motivasyon ve Oz Yeterlik inanclarinin Cinsiyet Dediskenine Gére t Testi Sonuglari

Boyutlar Cinsiyet N X Ss sd t p
Akademik 6z yeterlik Effe”l: ;29 zgi :Zg 320 015 .98
icsel motivasyon Efl?eIE é:g ;ig ;2 320 3.573  .000**
Digsal motivasyon E?I?;E é:g 3171(2) ;(2) 320 3.129  .002**
Motivasyonsuzluk E?Ii;rl: 239 ;Z 18i3 320 -4.756  .000**

Tablo 3’ten izlenebilecegi gibi katilimcilarin akademik 6z yeterlik inanglar dizeyinde cinsiyet
degiskeni anlamli bir fark olusturmamistir [t(322)=-.015, p>.05]. Akademik motivasyon olgeginin alt
boyutlari incelendiginde ise kadin 6gretmen adaylarinin i¢gsel motivasyon (x =3.50) ve dissal motivasyon
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dizeylerinin (x =3.70) erkeklerden daha yiksek oldugu gorilmistir. Gruplar arasi bu farklarin igsel
motivasyon boyutunda [t(322)=3.573, p<.05] ve dissal motivasyon boyutunda [t(322)=3.129, p<.05]
manidar oldugu saptanmistir. Motivasyonsuzluk boyutunda ise erkek adaylar (x =2.42) kadin adaylardan
(x =1.77) daha ylksek ortalamaya sahiptir. Cinsiyet degiskenin olusturdugu farkin anlamli oldugu
belirlenmistir [t(322)=-4.756, p<.05]. Tablo 4’te Ogretmen adaylarini akademik 06z vyeterlik, icsel
motivasyon, dissal motivasyon ve motivasyonsuzluga iliskin goruslerinin sinif degiskenine gore
incelendigi ANOVA sonuglari sunulmustur.

Tablo 4.
Akademik Motivasyon ve Oz Yeterlik inanclarinin Sinif Degiskenine Gére Anova Sonuglari
Boyutlar Sinif N X Sd F p Gruplar arasi
diizeyi anlamh fark
Akademik 6z yeterlik 1 145 3,12 3-318 6.005 .001* 4-1
2 38 3,31 4-2
3 77 3,35 4-3
4 62 3,71
igsel motivasyon 1 145  3.36 3-318 1.096 .351
2 38 3.39
3 77 3.38
4 62 357
Digsal motivasyon 1 145 3.70 3-318 1.522 .209
2 38 3.44
3 77 3.59
4 62 361
Motivasyonsuzluk 1 145 195 3-318 1.181 317
2 38 1.67
3 77 2.02
4 62 1.96

Tablo 4’ten izlenebilecegi gibi 6gretmen adaylarinin akademik 6z yeterlik inanglarinda sinif degiskeni
anlamh fark olusturan bir degiskendir [F(3-318)=6.005, p<.05]. Katilimcilarin akademik 6z yeterlik
inanglari sinif diizeyi yikseldikge yikselmistir. En yiksek akademik 6z yeterlik inancina dordiinci sinif
ogrencileri (x =3.71) sahipken en duslk ortalamaya birinci sinif 6grencileri (x =3.12) sahiptir. Gruplar
arasi anlamli farkhliklarin belirlenmesi amaciyla LSD testinden yararlaniimistir ve dérdinci siniflar ile
birinci, ikinci ve tglincia siniflar arasinda anlamli farklilik oldugu goérilmastiar. Sinif degiskeninin 6gretmen
adaylarinin akademik motivasyon diizeyleri agisindan- i¢sel motivasyon [F(3-318)=6.1.096, p>.05], dissal
motivasyon [F(3-318)=1.522, p>.05] ve motivasyonsuzluk [F(3-318)=1.181, p>.05] boyutlarinda - anlaml
bir degisken olmadigi gérilmustir.

Tablo 5’te 6gretmen adaylarini akademik 6z yeterlik, icsel motivasyon, dissal motivasyon ve
motivasyonsuzluga iliskin gorisleri bolim degiskenine gore incelendigi ANOVA sonuglari sunulmustur.
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Tablo 5.

Akademik Motivasyon ve Oz Yeterlik inanclarinin Béliim Dediskenine Gére Anova Sonuclari

Boyutlar Boliim N X sd F p Gruplar arasi anlaml

fark

Akademik 6z Okul dncesi 54 3.28 6-315 2.940 .008* Matematik-Din K.A.B.

yeterlik DinK.AB. 93  3.18 Tiirkge-Din K.A.B.
Tirkge 52 3.36 Turkce-PDR
Matematik 38  3.67 Fen B.- Din K.A.B.
FenBilgisi 23  3.66 FenB.-PDR
Sinif 32 3.38
PDR 30 2.88

igsel motivasyon Okul dncesi 54 3.45 6-315 1.186 .313
Din K.A.B. 93 3.25
Tirkce 52 3.45
Matematik 38 3.48
Fen Bilgisi 23 3.55

Sinif 32 3.60
PDR 30 3.34
Digsal motivasyon  Okul 6ncesi 54 3.85 6-315 3.494 .002* Okul O. -Din K.

Din K.A.B. 93 3.38 * Turkge-Din K.
Turkge 52 3.64 Matematik- Din K.
Matematik 38  3.69 Fen B.-Din K:
FenBilgisi 23  3.86 Sinif = Din K:

Sinif 32 3.75

PDR 30 3.62

Motivasyonsuzluk  Okul 6ncesi 54 1.99 6-315 1.868 .086
Din K.A.B. 93 1.78
Tirkce 52 1.90
Matematik 38 2.19
Fen Bilgisi 23 2.35
Sinif 32 1.97
PDR 30 1.77

Tablo 5’ten izlenebilecegi lizere 6z yeterlik diizeyleri bélim degiskenine gore farklilik gostermektedir.
En yiiksek akademik 6z yeterlik diizeyine matematik 6gretmenligi (x =3.67) ve devaminda fen bilgisi
O6gretmenligi (x =3.66) boliiminde okuyan 6gretmen adaylari sahiptir. En disin puan ortalamasi ise
psikolojik danisma ve rehberlik (PDR) (x =2.88) ve din kiiltlri ve ahlak bilgisi (DKAB) (x =3.18) 6g8retmen
adaylar sahiptir. ANOVA testi bolumler arasi farkin anlamli oldugunu [F(6-315)=2.940, p<.05]
gostermistir. LSD testi ile farkin matematik 6gretmenligi bolimi ile DHAB o6gretmenligi; Tirkce
o6gretmenligi ile PDR ve DKAB; fen bilgisi 6gretmenligi ile PDR ve DKAB arasinda oldugu belirlenmistir.

Bollim degiskeni 6gretmen adaylarinin igsel motivasyon [F(6-315)=1.186, p>.05] ve motivasyonsuzluk
boyutu [F(6-315)=1.868 p>.05] puan ortalamalarinda farkhhk olusturmamaktadir. Ancak dissal
motivasyon dizeylerinde anlaml farkhlik gézlemlenmektedir [F(6-315)=3.494, p<.05]. En yiksek dissal
motivasyona sahip 6gretmen adaylari fen bilgisi 6gretmenligi (x =3.86) ve okul 6ncesi 6gretmenligi (x
=3.85) boluimindendir. En dusik dissal motivasyona ise DKAB 6gretmen adaylari sahiptir (x =3.38). LSD
testine gore farkin DKAB bolimi ogretmen adaylari ile okul oOncesi 6gretmenligi, matematik
ogretmenligi, Tirkce Ogretmenligi, fen bilgisi 6gretmenligi ve sinif 6gretmenligi arasinda oldugu
belirlenmistir.
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Tablo 6’da katimcilarin akademik 6z yeterlik inanglari, akademik motivasyon ve akademik basarilari
arasindaki iliskilerin belirlenmesi igin yapilan Pearson korelasyon analizi sonuglari gosterilmektedir.

Tablo 6.

Akademik Motivasyon, Oz Yeterlik inanglari ve Akademik Basarilarina iliskin Pearson Korelasyon
Sonuglari

Faktorler 1 2 3 4 5

1. GANO 1

2. Akademik Oz yeterlik .120* 1

3. i¢sel motivasyon .190** 512%* 1

4. Dissal motivasyon .191** .397** .687** 1

5. Motivasyonsuzluk -.162%* -.181%* -.364%* -.182%* 1

*p<.05; **p<.01

Tablo 6’dan izlenebilecegi gibi akademik 6z yeterlik ile igsel motivasyon boyutu arasinda (r=.512;
p<.01) ve dissal motivasyon boyutu arasinda (r=.397; p<.01) pozitif yonlu, orta diizeyli ve anlamli bir iliski
bulunmaktadir. Motivasyonsuzluk boyutu ile arasinda negatif yonlu, disiik diizeyli ve manidar bir iliski
(r=-.181; p<.01) oldugu gdzlemlenmektedir. Ogrencilerin genel not ortalamalari ile akademik 6z yeterlik
inanclari arasinda diisiik diizeyli pozitif yonli anlamli bir iliski vardir (r=.120; p<.01). Not ortalamalari ile
icsel akademik motivasyon (r=190; p<.01) ve dissal akademik motivasyon (r=.191; p<.05) arasinda diisiik
dizeyli pozitif yonlii; motivasyonsuzluk boyutu ile negatif yonlu diisiik dizeyli anlamh bir iliski (r=-162;
p<.01) bulunmaktadir. Tablo 7’de akademik 6z yeterlik inancinin yordanmasina iliskin regresyon analizi
sunulmustur.

Tablo 7.
Akademik Oz Yeterlik inancinin Yordama Diizeyine iliskin Coklu Regresyon Analizi Sonuclari

Bagimli Degisken = akademik 6z yeterlik

Degisken B Standart 6 t p
Hatag

Sabit .956 .358 2.669 .008*

igsel motivasyon 541 .080 451 6.801 .000*

Digsal motivasyon .109 .087 .084 1.260 .209

Motivasyonsuzluk .002 .050 .002 .042 .966

GANO .041 111 .081 .368 713

R=.516; R°=.266; F (38.454); p=.000

*p<.01

Tablo 7’den izlenebilecegi gibi akademik igsel motivasyon, akademik dissal motivasyon,
motivasyonsuzluk ve GANO degiskenlerinin akademik 6z yeterlik inancini anlamh olarak yordadigi
saptanmistir. (R=.516; R’=.266; p<.01). Bu bulgulara gore akademik i¢gsel motivasyon, akademik dissal
motivasyon, motivasyonsuzluk ve akademik basari, akademik 0z vyeterlik inancinin  %26’sini
actklanmaktadir. Standardize edilmis regresyon katsayilari (8), yordayici boyutlarin akademik 6z yeterligi
actklamadaki 6nem sirasinin akademik i¢sel motivasyon (8=.451), akademik dissal motivasyon (6=.084),
akademik basari (6=.081) ve motivasyonsuzluk (8=.002) seklinde oldugunu géstermektedir. Regresyon
katsayilarinin anlamhligina iliskin p degerleri incelendiginde akademik i¢sel motivasyon boyutunun
(p<.01) akademik 6z yeterlik inancinin tek anlaml yordayicisi oldugu saptanmistir. Akademik dissal
motivasyon, motivasyonsuzluk boyutlarinin ve akademik basarinin akademik 06z yeterlik inancini
yordamada anlamli birer degisken olmadiklari saptanmistir (p>.05).
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Tartisma ve Sonug

Akademik 6z yeterlik inanglari ile akademik motivasyon arasindaki iliskinin incelendigi bu arastirmada
ilk arastirma sorusu kapsaminda &gretmen adaylarinin akademik 6z yeterlik inanglari ile akademik
motivasyon dizeyleri incelemistir. Adaylarin, akademik 06z vyeterlik inanglari, i¢csel akademik
motivasyonlari ve dissal akademik motivasyonlari orta diizeyden daha vyiksek dizeyde,
motivasyonsuzluklari ise diisiik diizeydedir. Degiskenlere bakildiginda cinsiyet degiskenin 6gretmen
adaylarinin akademik 6z yeterlik inanglarinda farkhlik olusturmadigi belirlenmistir. Bu bulgu Gera ve
Singh’in (2015) ¢alismasi ile uyumsuz olmakla birlikte alanyazindaki pek ¢ok ¢alisma sonucu ile paralellik
gostermektedir (Saracaloglu ve Kumral, 2007; Romi ve Leyser, 2006).

Akademik motivasyon agisindan incelendiginde kadin 6gretmen adaylarinin igsel motivasyonlarinin
ve digssal motivasyonlarinin erkek adaylarindan daha ylksek oldugu gorilmistir. Motivasyonsuzluk
boyutunda ise erkeklerin puan ortalamalari, kadinlardan daha yiksektir. Gruplar arasindaki farklilik
kendi icerisinde tutarli bir sonu¢ sunmaktadir. Kadin 6gretmen adaylarinin akademik motivasyonlari
daha yiksekken, motivasyonsuzluk diizeyleri daha dusliktiir. Benzer sekilde Saracaloglu ve Dinger (2009)
kadin 6gretmen adaylarinin akademik motivasyonlarinin daha yiksek olugunu saptamistir. Eynur ve
Geban (2011) da igsel motivasyon boyutunda kadinlar lehine anlamli farkhlk oldugunu belirtmistir. Bu
bulgu kadin 6gretmen adaylarinin akademik ilerleme noktasinda daha kararli ve hevesli olduklarini
gostermektedir. Bu durum o6gretmenlik mesleginin o6zellikle kadinlar acgisindan daha uygun
gorilmesinden de kaynaklanabilir.

Arastirmada ele alinan bir diger degisken sinif dizeyidir. Sinif degiskeni akademik 6z yeterlik inanglari
diizeyinde anlamh farkhhk olusturmaktadir. En yiksek akademik 6z yeterlik inancina dérdinci sinif
ogrencileri sahipken en disiik ortalamaya birinci sinif 6grencileri sahiptir. Gorllmektedir ki sinif diizeyi
yukseldikge akademik 6z yeterlik inanglari da ylikselmistir. Bu bulgu Titrek, Cetin, Kaymak ve Kasikgi
(2018) ve Oguz (2012) bulgulari ile uyumludur. Ogretmen adaylari akademik dgretimin yani sira okul
deneyimi, oOgretmenlik uygulamasi gibi dersler araciligiyla bizzat okullara giderek uygulamalar
yapmaktadir. Bu dogrultuda 6gretmen adaylarinin 6grenim hayatlari strecinde kazandiklari deneyimle
kendilerini daha yeterli hissetmeleri mimkinddr.

Akademik motivasyon acisindan incelendiginde sinif degiskeninin 6gretmen adaylarinin igsel
motivasyon, digsal motivasyon ve motivasyonsuzluk dizeyleri agisindan anlaml bir degisken olmadigi
gorilmustir. Bu bulgu Titrek vd.’nin (2018) bulgularini destekler niteliktedir ancak alanyazinda bu
konuda farkh sonuglar oldugu gorulmektedir. Eymur ve Geban (2011) birinci sinif 6grencilerinin
akademik motivasyonlarini daha yiiksek oldugunu saptamistir.

Ogretmen adaylarinin béliimlerinin 6z yeterlik inanclari ve dissal motivasyonlari agisindan anlamli bir
degisken oldugu gorilmustir. En yiiksek akademik 6z yeterlik diizeyine matematik 6gretmenligi ve fen
bilgisi 6gretmenligi boliminde okuyan 6gretmen adaylarinin sahip oldugu belirlenmistir. Bu durum,
egitim kademeleri arasinda ve lisans sonrasinda girilen sinavlarda sayisal alan puanlarinin daha belirleyici
olmasindan kaynaklanabilir. Sayisal alanda 6gretmenlik bolimi okuyan 6grenciler, bu noktada bireysel
olarak daha 6z yeterli hissedebilir. Ayrica, fen bilgisi 6gretmenligi ve okul 6ncesi 6gretmenligi okuyan
adaylarin ise dissal motivasyonlarinin daha yiksek oldugu saptanmistir. Digsal motivasyon, bireyin
slirece ulagsmayi hedefledigi ciktilarla glidiilenmesidir. Okul dncesi egitiminin zorunlu egitim kapsamina
alinma slirecinde olmasi, bu bolimde okuyan 6gretmen adaylarinin mezuniyet sonrasi is imkani
acisindan daha yilksek motivasyona sahip olmalarini saglayabilir. Fen bilgisi 6gretmenligi bolimiinde
okuyan 6gretmen adaylari ise, milli egitim sistemi igerisinde sayisal alana talebin yliksek olmasi, kamu ve
ozel Ogretim kurumlarinda istihdamin yani sira 6zel ders verme imkanlari edeniyle yiiksek dissal
motivasyona sahip olabilir. Ayrica, calisma da en dislk digsal motivasyona DKAB 6gretmen adaylari
sahiptir. Alanyazinda bolim degiskenini ele alan galismalar farkli sonuglar ortaya koymustur. Titrek vd.
(2018) psikolojik danisma ve rehberlik ve fen bilgisi 6gretmenligi adaylarinin; Sahin ve Cakar (2011) ise
benden egitimi ve fen bilgisi 6gretmeni adaylarinin daha yliksek motivasyona sahip oldugunu bulmustur.
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Oz yeterlik inanglari agisindan da farkl sonuglar saptanmistir. Cakir, Kan ve Siinbiil (2006) sosyal
alandaki 6gretmen adaylarinin; Glrbuztirk ve Sad (2009) beden egitimi, miizik, resim ve sinif 6gretmeni
adaylarinin, Titrek vd. (2018) ise okul 6ncesi ve fen bilgisi 6gretmeni adaylarinin 6z yeterlik inanglarini
daha yuksek oldugunu gozlemlemistir. Bu sonuglara bakilarak bélim degiskeninin tutarli bir sonug
tretmedigi goridlmustir. Bu durum her orgitte oldugu gibi her bir bélimin farkli bir iklime sahip
olmasindan, 6gretim elemanlarinin sayisi ve niteliginden, 6gretim elemanlari ile 6grencilerin iliskisi gibi
degiskenlerden kaynaklanabilir.

Ugiincii arastirma sorusu kapsaminda akademik 6z yeterlik, akademik motivasyon ve akademik
basari arasindaki iligkiler incelenmistir. Bu ¢alismada 6gretmen adaylarinin akademik basarilarinin
gostergesi olarak genel not ortalamalari incelenmistir. Arastirma sonucunda not ortalamalari ile igsel
akademik motivasyon ve dissal akademik motivasyon arasinda pozitif yonli; motivasyonsuzluk boyutu
ile negatif yonlid anlamh iliskiler oldugu belirlenmistir. Bu bulgu alanyazinda bireylerin akademik
motivasyonu ile akademik basari arasinda dogrusal bir iliski oldugunu saptayan calismalari destekler
niteliktedir (Titrek vd., 2018; Akbay ve Gizir, 2010). Ogretmen adaylarinin akademik 6z yeterlik inanclari
ile akademik basarilari arasinda pozitif bir iliski oldugu saptanmistir. Bu bulgu Saragoglu ve Dinger (2009)
ve Uzun, Ozkilig ve Sentiirk (2010)'iin galisma bulgulari ile uyumludur. Gera ve Singh (2015) da yiiksek
basari gésteren dgretmen adaylarinin daha yiiksek 6z yeterlik inancina sahip oldugunu saptamistir. Oz
yeterlik inancglari, davranis sonuglarindan etkilenmekte ve gelecek davranislari da sekillendirmektedir.
insan dogasi, bilissel, duyusal ve biyolojik kisisel 6zellikler, davranislar ve gevre karsilikli birbirini etkiyen
bir sireg icerinde ilerlemektedir (Bandura, 1986). Bu dogrultuda akademik olarak basarili olacagina
inanan 6gretmen adaylarinin basarilari daha basarili olmakta, basarilari arttikca kendilerini akademik
olarak daha yeterli algilamaktalardir.

Calismada son olarak akademik motivasyonun ve akademik basarinin, akademik 6z yeterlik inaninin
anlamli yordayicisi oldugu saptanmistir. Akademik 6z yeterlik inancinin %26’si akademik motivasyon
boyutlari ve akademik basari ile acgiklanmaktadir. Yordayici degiskenler icerisinde sadece igsel
motivasyon boyutunun anlamli bir yordayici oldugu saptanmistir. Dissal motivasyon, motivasyonsuzluk
boyutlari ve akademik performansin 6gretmen adaylarinin 6z yeterlik inanclarini agiklamada anlamli
olmadig gorilmustir. Dissal motivasyon bireyin sirecin kendisi icin degil sonucu icin eyleme
ydnelmesidir. i¢sel motivasyon ise dissal motivasyonun aksine, bireyin ¢iktilardan ziyade siirece
odaklandigi, kesfetme, 6grenme, anlama sirecindeki aktivitelerden hissettigi mutlulugu, bir Griini
ortaya koyabilmeye calisirken deneyimledigi hazzi ifade etmektedir (Deci, 1975; Deci ve Ryan, 1985). Bu
dogrultuda akademik calismalardan bizzat siirecin kendisinden zevk alan 6grencilerin akademik 06z
yeterliklerinin de daha yuksek oldugu gorilebilmektedir. Cliinkii 6grenmekten haz duyan 6gretmen
adaylarinin akademik olarak basarili olma inanglari daha yuksektir. Titrek et al, (2018) ve Akbay ve
Gizir'in (2010) calismalari bu bulgu ile paralellik gostermektedir. Bireyin itici glici olarak i¢sel akademik
motivasyonu, akademik basari elde edebilecegine olan inancini giiglendirmektedir. Yiksek 6z yeterlik
inanci ise davranigi sirdirme noktasindaki kararliliklarini ve karsilastigi engeller karsisindaki
dayaniklihgini etkilemektedir. Ogrenmeye harcanan ¢abayi artirmakta ve olumsuz bir sonug karsisinda
toparlanma siirecini hizlandirmaktadir.

Ogretmen adaylarinin akademik motivasyonlari, basarilari ve akademik 6z vyeterlik inanglari
arasindaki iliskiyi inceleyen bu calisma géstermektedir ki 6gretmen adaylarinin akademik 6z yeterlik
inanclari, i¢csel akademik motivasyonlari ve dissal akademik motivasyonlari orta diizeyden daha yiksek
diizeyde, motivasyonsuzluk durumlari ise diisiik diizeydedir. Akademik motivasyonun kadin adaylar
lehine anlamli farklilastigl, sinif dizeyinin yiikselmesine paralel olarak 6gretmen adaylarinin akademik 6z
yeterlik inanclarinin da yiikseldigi saptanmistir. Ogretmen adaylarinin aldiklari egitimle birlikte
basarabileceklerine iliskin inanglari da artmistir. Ayrica, 6gretmen adaylarinin akademik 6z yeterlik
inanglari ile i¢csel akademik motivasyon, dissal akademik motivasyon dizeyleri ve akademik basarilari
arasinda pozitif yonlu iliskilerin oldugu saptanmistir. Akademik i¢csel motivasyonun, akademik 6z yeterlik
inancinin anlamli bir yordayicisi oldugu belirlenmistir.
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Bu calisma Yozgat Bozok Universitesinde dgrenci olan dgretmen adaylari ile sinirlidir. Bu calismanin
farkh Universitelerde yinelenmesi ve akademik 6z yeterlik, akademik motivasyon ve akademik basari
arasindaki iliskilerin farkl degiskenler araciligiyla incelenmesi alana katki sunacaktir. Calisma sonucunda
icsel ve dissal motivasyon dizeyi disik ¢ikan 6gretmen adaylarinin bélimlerine iliskin nitel ¢calismalarla
derinlemesine arastirmalar yiratilmesi faydali olacaktir. Arastirma sonuglari gostermektedir ki
ogretmen adaylarinin, akademik motivasyonlari yikseldikce akademik 6z vyeterlikleri inanglari da
artmaktadir ve akademik basarilari da pozitif yonli degismektedir. Bu dogrultuda gesitli toplantilar
araciligiyla bolimlerin vizyonlarinin  6gretmen adaylarina yansitilabilmesi, 6grenme ortamlarinin
zenginlestirilmesi, sosyal ve kiiltiirel etkinliklerle 6gretmen adaylarina farkli 6grenim firsatlarinin
sunulmasi, online 6grenme ortamlari ile farkli 6grenme taleplerinin karsilanmasi 6gretmen adaylarinin
ogrenme sireglerine aktif katilmalarini saglayabilir dolayisiyla i¢sel motivasyonlarini artirabilir. Bu
onerilerin, egitimin ilk donemlerinden itibaren gergeklestirilmesi alt siniflarda akademik motivasyonun
artmasinda faydah olabilir. Zira artan akademik motivasyon, 6gretmen adaylarinin yeterlik inanglarinin
artacagi 6ngorilmektedir.
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Sosyal Beceri Egitiminin 60-69 Aylik Suriyeli Cocuklarinin Sosyal Beceri,
Problem C6zme ve Uyumlarina Etkisi

Makale Bilgisi Oz

DOI: 10.14812/cufej.684738 Bu galismanin amaci, Sosyal Beceri Egitimi Programinin Suriye’den géglg gglen 60-69
aylik ¢ocuklarin sosyal duygusal uyumlari, sosyal problem ¢ézme becerileri ve sosyal

Makale Gegmisi: becerileri lizerindeki etkisinin incelenmesidir. Ontest-sontest kontrol grubundan

Gelis 04.02.20 olusan yari deneysel desen arastirmada uygulanmistir. Kilis ili Merkez ilgesinde yer alan

Duzeltme 11.09.20 bir anaokulundan 18 deney (9 kiz, 9 erkek),16 kontrol (7 kiz, 9 erkek) grubunda toplam

Kabul 14.09.20 34 okul 6ncesi donem g¢ocugu arastirmanin kapsamini olusturmaktadir. Arastirmada

Sosyal Becerileri Degerlendirme Olgegi (4-6 Yas), Marmara Sosyal Duygusal Uyum

Olgegi ve Wally Cocuk Sosyal Problem Cézme Dedektiflik Oyun Testi uygulanmistir.
Bulgular, Sosyal Beceri Egitim Programinin Suriye’den gogle gelen gocuklarin sosyal
duygusal uyumlari, sosyal becerileri ve sosyal problem ¢ézme becerileri tizerinde
olumlu etkisi oldugunu ortaya koymaktadir.
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Introduction

Pre-school education institutions are one of the essential institutions to prepare the child for social
life after the family. Pre-school education institutions are of great importance for the child to acquire
basic habits, to establish healthy communication, to express his/her feelings and thoughts easily, and to
develop social skills such as helping, problem-solving, cooperation, sharing, through the programs
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prepared considering the child's development level by his/her interests and needs (Oktay 2007; Sahin,
Sak & $Sahin, 2013). Thus, pre-school education helps develop social skills, social problem-solving skills
and the socio-emotional adaptation of the child. Warnes, Sheridan, Geske and Warnes (2005) reported
that especially social skills are of critical importance in the child's development process and whether
social skills are improved or not significantly affects the child’s life either positively or negatively.

Socially acceptable and acquired skills that facilitate communication among individuals, enabling
them to establish social communication through verbal or non-verbal behaviors are defined as social
skills (Avsar & Oztiirk Kuter 2007; Giilay & Akman, 2009). Social skills include skills to build positive social
relationships with others such as problem-solving, communication, self-management, empathy,
decision-making, assertiveness, sharing, cooperation, taking responsibility and development of peer
relationships (Cubukgu & Giiltekin, 2000; Kapikiran, ivrendi & Adak, 2006; Lynch & Simpson, 2010).
These skills acquired in the pre-school period have permanent impacts on all development areas of the
child (Choi & Kim, 2003). Jozsa and Barett (2018) emphasized that social skills play an important role in
improving school success. Children with inadequate social skills face some problems in socio-emotional
and cognitive development areas as well as in their professional life (Durualp & Aral, 2010; Hay, Payne &
Chadwick, 2004). It is stated that social skill deficits can be resolved with early intervention, otherwise
the children would fall behind their peers in terms of social development and academic performance
(Avcioglu, 2005; Yukay, 2006). In particular, negative parental behaviors may play an effective role in
children to have inadequate social skills. It is also concluded that the cultural values and education level
of the family affect the social skills of their children (Okumura & Usui, 2014; Sari, 2007). In this regard, it
is believed that the social skills of the children are adversely affected by problems experienced by
families that were forced to emigrate from Syria and the cultural differences between the host country
and the country of origin.

People had to emigrate for many reasons such as natural disasters, safety concerns, war, alterations
of the political structure of the country, etc. (Saglam & Kanbur, 2017; Uzun & Butiin, 2016). As a result
of the crisis that occurred in Syria in 2011, causing them to leave the country, the majority of Syrian
refugees emigrated to Turkey. Turkey is the country that hosts the highest number of refugees, with
over 3,6 million refugees. It is stated that about 130,000 Syrian and 100,000 Turkish citizens have been
living in Kilis only. The people had to leave behind their families, belongings and lives when migrating
from Syria to Turkey. Therefore, the children have been the most affected by these adverse conditions.
It was stated that about 1,6 million Syrian children have emigrated to Turkey, and these children have
faced with certain problems such as education, health, psychological, economic, language, culture shock
(Erdogan, 2017; Strekalova, 2012; Sirin & Aber, 2018, UNICEF, 2016; UNICEF, 2018). Refugee children are
known to experience difficulties in adapting to a new language, environment, peers, school, teachers
and education system. Besides, these children attending school may have some difficulties in certain
aspects such as adaptation to school, social problem solving, communication, etc. in the pre-school
period as the first years of education as well as in other education steps. Education is of top priority to
smoothly overcome these problems and to ensure refugees to adapt socially and culturally (Block, Cross,
Riggs & Gibbs, 2014; S6hn & Ozcan, 2006; Uluocak, 2009). Thus, children need to have a good education
to easily adapt to the hosting society and to develop the necessary social skills.

Although recent years have witnessed studies have to support social skills of children in pre-school
period (Boz, Uludag & Tokug, 2018; Can Yasar, Uyanik Aktulun, Karaca & Teke, 2018; Ceylan & Yigitalp,
2018; Durualp & Aral, 2010; Ekinci Vural 2006; Goktas, 2015; Kilic & Giingér Aytar, 2017; Ozyiirek &
Ceylan, 2011; Pekdogan, 2016; Villares, Brigman & Peluso, 2008), no study has been found in the
literature review, where the social skills of children of Syrian refugees were supported and the change
on these skills was observed. The Turkish researches on Syrian refugee children seem to have focused
mostly on interviews with school administration, teachers and parents ( Balkar, Sahin & Babahan, 2016;
Cakan, Mercan & Mercan Uzun, 2018; Karaaga¢ & Guiveng, 2019; Kilic & Toker Gokce, 2018; Kiremit,
Akpinar & Tufekgi-Akcan, 2018; Levent & Cayak, 2017; Sakiz, 2016; Uzun & Butin, 2016). However,
considering the number of Syrian refugee children, it can be said that the researches made with
teachers, parents and administrators are insufficient in general. Supporting the education and
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development of these children is considered essential for their healthy development and adaptation
into society. It can be said that supporting, especially social skills, social adaptation and social problem
solving would contribute to their social skills such as self-expression, sharing, cooperation, being at
peace with themselves and others, seeking a solution for problems, and enable them to face fewer
problems, thus improving their school success. Hence, the researches have shown that especially war-
related migrations bring along problems and behaviors such as withdrawal, aggression, adaptation
problems, school failure, lack of self-confidence, development delay and tentation (Anthony, Olu &
Bazza, 2020; Goézubuyuk, Duras, Dag & Arica, 2015; Honkanen, 2016; Ugurlu, Akca & Acarturk, 2016). It
was stated that some of the variables that get the child away from post-migration problems and
facilitate his/her adaptation are good peer relationships, cognitive skills and verbalization ability. Thus, it
was stated that especially language is an important problem (Levent & Cayak 2017; Ozger & Akansel,
2019), however, teachers, who exhibit sensitive and supportive behaviors and attitudes towards these
refugee children, and organize the class environment, have supported their healthy development (Baysu
& Phalet, 2014; Kagitcibasi, 2014; Moinolnolki & Han; 2017; Rose, 2019). In this respect, the school
should provide an appropriate environment for the child to more easily adapt into this new
environment. This research was conducted on two classes with only Syrian children. Therefore, there is
no peer relationship due to the language problem since they speak the same language. However, it is
thought that there are problems and thus the children have adaptation difficulties since the teacher is
Turkish in both experiment and control groups and the children have to learn a new language, even
though there is a translator in the classroom. The general purpose of this research was to investigate
whether the social skill education given to 5 years-old Syrian refugee children with single parent affects
their social adaptation, skills and problem-solving skills. For this purpose, the following research
questions were analyzed:

e Is there a significant difference in social skills between the experiment and the control group
due to the Social Skills Education Program?

e s there a significant difference in social problem-solving skills between the experiment and the
control group due to the Social Skills Education Program?

e s there a significant difference in socio-emotional adaptation between the experiment and the
control group due to the Social Skills Education Program?

Method

This research was designed in a quasi-experimental design with a pretest-posttest group to
determine the effects of the social skills education provided to Syrian refugee children on their social
skills, problem-solving skills and socio-emotional adaptation. Quasi-experimental design can be applied
if the controls of true experimental patterns cannot be provided (Karasar, 2008). The patterns which
involve the assessment of the participants before and after the experimental procedure are the patterns
with a pretest-posttest control group. Since the research has a research model with Pretest-Posttest
Control Group, the pretest and posttest were administered to the experiment and control groups in line
with the purpose of the study (Buyukoztirk et al., 2012). Since the research was conducted on the two
selected classes, it was designed in a quasi-experimental design. The education was provided to the
children in experiment group four hours a week for nine weeks. The children in experiment group have
continued their pre-school education in times other than education. The children in control group
continued their pre-school education and were not subjected to any additional procedure. Socio-
emotional Adaptation Scale, Social Skills Evaluation Scale (4-6 years old) and Social Problem-Solving
Skills Scale were used as the pretest and posttest.

The pattern of the research is given in Table 1.

736



ARABACIOGLU & BAGCELI KAHRAMAN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 734-768

Table 1.
Research Pattern

Group Pretest Procedure Posttest
Experiment DO, X DO,
Control KO, KO,

Participants

The study group of the research consisted of a total of 34 preschool period children aged 60-69
months old (18 in experiment group (9 girls and 9 boys) and 16 in control group (7 girls and 9 boys) who
have been enrolled in either of two classes in a preschool affiliated with the Kilis Provincial Directorate
of National Education, which were determined using an easily accessible sampling method. After
necessary permits were obtained from the Kilis Provincial Directorate of National Education, the families
of the children in the classes where the research will be conducted were informed about the program,
and consents were obtained from them. All of the children were born in Syria. 28 of them had lost
his/her father and one of them had lost his/her mother due to a missile attack in Syria. Four of them had
a father living in another city and a parent without an official marriage. Also, one of the children has
known his/her father as dead even he is alive. Only two of the children are in good financial condition.
Others live on the financial support received from the Turkish Red Crescent. This amount is around 150
TL depending on the number of family members.

Data Collection Tools Used

In the research, “Social Skills Evaluation Scale (SSES) (4-6 years old)”, “Wally Child Social Problem—
Solving Detective Game Test (WCSPSDGT)” and “Marmara Socio-Emotional Adaptation Scale (MSEAS- 5
years old) were used.

Social Skills Evaluation Scale (SSES) (4-6 years old)

The Social Skills Evaluation Scale (4-6 years old) developed by Avcioglu (2003) is in the form of five-
point Likert scale. The scale allows for evaluation of social skills of children aged 4-6 years old based on 9
different sub-categories; Anger Management and Adjustability Skills (8 items), Interpersonal Skills (13
items), Accepting Consequences Skills (4 points), Self-Control Skills (10 items), Listening Skills (5 items),
Verbal Explanation Skills (7 items), Coping with Peer Pressure Skills (9 items), Task Accomplishment Skills
(3 items) and Goal Setting Skills (3 items). The scale is in the form of five-point Likert scale, and the
scores obtained from the scale varied between 62 and 310. The reliability coefficients of the scale were
determined as .93 for Anger Management and Adjustability Skills subscale, .94 for Interpersonal, .93 for
Self-Control Skills, .92 for Coping with Peer Pressure, .86 for Listening, .84 for Accepting Consequences,
.93 for Verbal Explanation, .69 for Task Accomplishment, .79 for Goal Setting and .97 for the entire scale.
Based on the reliability analysis with the children included in this research, the reliability coefficient of
the scale was determined as .83 for Interpersonal, .94 for Coping with Peer Pressure, .86 for Verbal
Explanation, .86 for Self-Control, .97 for Task Accomplishment, .87 for Anger Management and
Adjustability, .94 for Accepting Consequences, .95 for Goal Setting, .97 for Listening and .96 for the
entire scale. The teachers filled in this scale by observing the children in the classroom.

Wally Child Social Problem-Solving Detective Game Test (WCSPSDGT)

The Turkish version of the Wally Social Problem-Solving Test, which was developed by Webster-
Stratton (1990) for quantitative and qualitative evaluation of social problem-solving skills, was
developed by Dereli-iman (2013) for 6 years old children and then by Yilmaz (2013) for 60-72 months old
children. The scale has separate forms for girls and boys, and consists of illustrated stories addressing
15 different problems. The child is asked questions about the stories with social problems in the scale,
and is asked to answer each question. The answers by the child are recorded in written by the
researcher. The positive answers are scored as one (1) point, the negative ones as minus one (-1) point
and the non-scorable ones as zero (0) point. The scores obtained from the scale varies from 0 to 15. A
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high score indicates a high social problem-solving skill. In the adaptation study by Yiimaz (2013), the
reliability coefficient of the scale was determined as .79. Based on the reliability analysis with the
children included in this research, the reliability coefficient of the scale was determined as .62. It is a
scale to be filled by the teacher by observing the children in the classroom.

Marmara Socio-Emotional Adaptation Scale (MSEA-5 years old)

The MSEA is a 19-item scale, whose reliability and validity for -6 years old children has been proved
by Guven and Isik (2006). The subscales of the scale are 3-item Positive Approach to Social Environment
subscale, 4-item Appropriate Response to Social Situations subscale, 9-item Appropriate Behavior to
Social Living Requirements, and 3-item Interactions with Peers subscale. The items are evaluated with
the words of “Always”, “Sometimes” and “Never”, and a high score obtained from the scale also
indicates a high socio-emotional level. The scale can be evaluated based on the total score as well as the
score of sub-scales. Based on the reliability analysis with the children included in this research, the
internal consistency coefficient of the scale was calculated as .93 for the entire scale, .77 for Interactions
with Peers subscale, .76 for Appropriate Response to Social Situations, .78 for Positive Approach to
Social Environment and .91 for Appropriate Behavior to Social Living Requirements. The teacher was
asked to fill in the scale by observing the children in the classroom.

Social Skills Education Program for Children

The Social Skills Support Training Activity Book (SSSTA) prepared by Omeroglu, Biiyiikéztirk,
Aydogan, Cakan et al. (2014) for 60 months old or older children was taken as a basis. The Social Skills
Education Program consisted of 45 Turkish drama, game and motion, art, music and preparation for
reading and writing activities. The administration method of the program is given in Table 2.

Table 2.
Example Social Skills Education Program for 60 Months old and older Children
Administration Content Duration
time
Week 1 Day 1 Hello 45 minutes
2 Week 2 Day 6 The Little Bunny that forgets to 45 minutes
3 say 'Thank you!”
{_—3 Week 3 Day 14 What is going on here? 50 minutes
IS Week 4 Day 16 The postman is coming 45 minutes
Day 17 Fuzzy Colors 45 minutes
a Week 5 Day 21 Figure Me Out 45 minutes
< “» Week 6 Day 26 Let’s Do Play Dough 60 minutes
FE
2
- ‘S’ Week 7 Day 31 My feelings 45 minutes
S % © Week 8 Day 36 The Magical Word: Other 60 minutes
g W  Week9 Day 41 The Hasty Bee 50 minutes
S
g
Procedure

Necessary permissions were obtained from the Ministry of National Education (MoNE) for the
children included in the research. The school management and the parents were informed, and the
consents were obtained from the families for the participation of the children. For the study, two classes
with only Syrian children were determined and all of the children in these classes were included. No
child was excluded. One of the two classes was determined as the experiment group, while the other
class was determined as the control group, and the pretests were administered. The children have
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continued to learn Turkish, and the teachers have not spoken Arabic. There was a translator in both
classrooms. The program was administered to the children in experiment group in their classroom; they
were not taken to another classroom. The experiment procedure was conducted by the pre-school
teacher, as one of the two researchers conducting the research. The experiment procedure was
administered every day for nine weeks in March, April and May. Any information on the experiment
procedure was not provided to the teacher in control group. The activities lasted about 45-60 minutes.
Since social skills deficits were also observed in the children, the Social Skills Education Program was
initiated. Before starting the education, efforts were made to support the Turkish receptive and
expressive language skills of the children and to promote them to learn Turkish words. Attention was
paid to frequently use the Turkish words known by the children during the performance of activities.
The activities in the Social Skills Education Program was adapted as required so that the children could
understand. When using a new word was required, such words were taught using the Turkish words
known by the children and the body language. When required, support was received from the translator
who was present in the classroom during the procedure. To check the understanding level of the
children during the activity processes, they were asked to express what they listened in Arabic, and if
the children correctly understood the education given in Turkish was checked through the translator.
The children were able to successfully tell the stories, game rules etc. in Arabic, which they listened in
Turkish. They were able to successfully translate what they listened in Turkish into Arabic, while they
had some difficulties in translating from Arabic to Turkish. The pretests and posttest administered
before and after the Social Skills Education were administered by the original classroom teachers in
experimental and control groups. The children, who were in control group during the experimental
procedure being administered to the experiment group, received education through their classroom
teachers under the pre-school education. The activities performed in the control group were not
changed in any way.

The study was conducted as follows:
1. Necessary preparations were made based on the Social Skills Education Program for Children.
2. The data collection tools were identified and prepared.
3. The experiment and control groups were determined, and the pretest was administered.
4. Necessary permissions were obtained.
4. The activity plans were organized.
5. The posttests were administered to the control and experiment groups simultaneously.
6. The collected data were analyzed.

7. The Social Skills Education Program was administered to the children in experiment group for
about 1 hour a day for 9 weeks.

8. The posttests were administered to the study groups.
9. The data were analyzed.
Analysis of the Data

The descriptive statistics for arithmetic average, standard deviation, skewness and kurtosis values of
the Social Skills Evaluation Scale, the Social Problem-Solving Scale, the Socio-emotional Adaptation Scale
and the sub-scales are given in Table 3.

Table 3.

Descriptive Statistics
Variables wT: Sd Skewness Kurtosis
Social Skills Evaluation 152.21 32.68 -.299 -.004
Interpersonal Skills 34.29 7.33 113 -.348
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Coping with Peer Pressure Skills 23.18 6.22 -.275 .067

Accepting Consequences Skills 11.18 3.48 -.240 .012

Anger Management and Adjustability Skills 27.18 5.89 -.365 1.428
Goal-Setting Skills 7.68 2.40 .646 319

Verbal Explanation Skills 15.85 3.92 271 -1.307
Listening Skills 13.53 4.70 .730 .826

Task Accomplishment Skills 8.76 3.32 .050 -.653

Self-Control Skills 9.65 3.95 .582 -.076
Social Problem-Solving Skills 12.41 2.20 -1.084 974

Interactions with Peers 6.41 1.73 -.086 -.825

Appropriate Response to Social Situations 7.85 2.062 .033 -.573

Appropriate  Behavior to  Social  Living 19.59 5.09 -.011 -1.026
Requirements

Positive Approach to Social Environment 7.26 1.58 -.709 .247

Socio-emotional Adaptation 41.12 8.80 .008 -.956

As can be seen in Table 3, the skewness and kurtosis values were examined for each variable, and
these values were found be in the range from -1.5 to +1.5. In this case, parametric tests can be
administered (Tabachnick & Fidell, 2013).

In this study, the “Independent Samples t-Test” was used to determine whether there was a
difference in the average pretest scores between the experiment group and the control group. “Two-
way ANOVA with a repeated measure on one factor” was used to determine whether there was a
difference between the average scores of the pretest and posttests administered to the experiment and
control groups. The first factor was determined as experiment and control group, while the second
factor was determined as pretest and posttest. Before running the analysis, whether the model met the
assumptions or not was checked (Buyikdztiirk, 2012), and it was found to have met the assumptions.

Findings
1. Results for the Social Skills Scale

Table 4 shows the results of t-test for the pretest scores from the total score and subscale scores of
the Social Skills Scale.

Table 4.
The “t-test” Results for the Total Score and Subscale Scores of the Social Skills Scale.
Group N X sd t p
Experiment 1 222 4
Interpersonal Skills | 8 32. 6.43 -1.808 .080
Contro 16 36.63 7.76
Experiment 18 23.17 7.55
Coping with Peer Pressure Skills | ' ’ -.010 .992
Contro 16 23.19 4.53
Anger Management and Experiment 18 27.72 5.48 ce8 574
Experiment 1 11.61
Accepting Consequences Skills | 8 -6 3.74 .768 448
Contro 16 10.69 3.2
Experiment 1 15.22
Verbal Explanation Skills 8 > 3.98 -.996 327
Control 16 16.56 3.85
Goal-Setting Skills Experiment
g | 18 7.50 2.62 -.450 656
Contro 16 7.88 2.19

740



ARABACIOGLU & BAGCELI KAHRAMAN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 734-768

Experiment
Listening Skills 18 14.7 >.27 1.525 137
Control 16 12.25 3.73
Self-Control Skills Experiment
18 10.78 4.49 1831 076
Control 16 8.38 2.87
Experiment
Task Accomplishment Skills | 18 9.00 3.07 .433 .668
Contro 16 8.50 3.67
S Experiment 18 151.89 32.50
Social Skill Total Score -.059 .953
Control 16 152.56 33.96

There was no significant difference in the pretest scores from the Social Skills Scale (t=.953; p>.05)
and its subscales between the control group and the experiment group.

Table 5 shows descriptive statistics for the arithmetic mean and standard deviations of the scores of
the experiment and control groups from the Social Skills Scale.

Table 5.
Descriptive Statistics for the Total Score and Subscale Scores of the “Social Skills Scale”

Pretest Posttest
Social Skill Group N X sd N X Sd
_ Experiment 18 32.22 6.43 18 71.06 4.18

Interpersonal Skills

Control 16 36.63 7.76 16 40.50 9.88
Coping with Peer Pressure EXperiment 18 23.17 7.55 18 46.50 5.09
Skills Control 16 23.19 4.53 16 25.06 4.95
Anger Managementand ~ Experiment 18 27.72 5.48 18 53.00 4.34
Adjustability Skills Control 16 26.56 6.44 16 29.63 7.92
Accept|ng Consequences EXperiment 18 1161 374 18 1900 2169
Skills Control 16 10.69 3.198 16 11.75 3.82

Experiment 18 15.22 3.98 18 33.17 2.26
Verbal Explanation Skills

Control 16 16.56 3.85 16 19.38 4.515

Experiment 18 7.50 2.62 18 14.39 1.2
Goal-Setting Skills

Control 16 7.88 2.19 16 8.50 2.31

Experiment 18 14.67 5.27 18 24.22 1.80
Listening Skills

Control 16 12.25 3.73 16 13.38 3.96

Experiment 18 10.78 4.49 18 19.06 2.15
Self-Control Skills

Control 16 8.38 2.87 16 9.56 3.25
Task Accomplishment Experiment 18 9.00 3.068 18 14.44 1.54
Skills Control 16 8.50 3.67 16 9.94 4.09

Experiment 18 151.89 32.49 18 294.83 17.06
Social Skill Total Score

Control 16 152.56 33.96 16 167.69 37.46

As is seen in Table 5, the average score of the experiment group from the Social Skills Scale is X =
151,89 before the Social Skills Education, and x = 294,83 after the experiment procedure. For the control
group that did not receive the Social Skills Education and carried on their pre-school education, the
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average pretest score was determined as X=152,56, and the average posttest score was determined as
x=167,69. Accordingly, when the average scores of the experiment and control groups from the pretest
and posttest are examined, it is seen that there is an increase in the scores of both groups from the
Social Skills Scale and its subscales.

Table 6 shows the Two-Way Anova results for the pretest and posttest scores from the Social Skills
Scale and the subscales.

Table 6.

Two-Way Anova Results for the Pretest and Posttest Scores from the Social Skills Scale and the Subscales
Source of Variance KT Sd KO F p Partialn’
Intergroup
Group 2896.81 1 2896.81 29.478 .000 0.479
Error 3144.68 32 98.271

Interpersonal Skills Intragroup
Evaluation (Pretest- 7725.184 1 7725.184 1107.93 .000 0.972
Posttest)
Group*Evaluation 5175.89 1 5175.89 742.313 .000 0.959
Error 223.125 32 6.973
Intergroup
Group 1942.618 1 1942.618 37.41424 .000 0.538
Error 1661.5000 32 51.922

Coping with Peer Intragroup

Pressure Skills Evaluation (Pretest- 269136 1 2691.36 203.662 .000 0.864
Posttest)
Group*Measurement 1950.184 1 1950.184 147.58 .000 0.821
Error 422.875 32 13.214
Intergroup
Group 2549.446 1 2549.446 39.09 .000 0.55
Error 2087.0243 32  65.2195

Anger Management Intragrou

and Adjustability group

Skills Evaluation (Pretest- 3401.667 1 3401.667 355.41 .000 0.917
Posttest)
Group*Evaluation 2090.196 1 2090.196 218.39 .000 0.872
Error 306.274 32 9.571
Intergroup
Group 282.951 1 282.95 15.474 .000 0.326
Error 585.108 32 18.28

Accepting Intragroup

Consequences Skills gya1yation (Pretest- 302.51 1 30251 91.663 .000 0.741
Posttest)
Group*Evaluation 169.51 1 169.51 51.362 .000 0.616
Error 105.61 32 3.3002

Verbal Explanation 'Ntergroup

Skills Group 656.63 1 656.63 29.19936 .000 0.477
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Goal-Setting Skills

Listening Skills

Self-Control Skills

Task
Accomplishment
Skills

Social Skill Total
Score

Error
Intragroup

Evaluation (Pretest-
Posttest)
Group*Evaluation

Error
Intergroup
Group
Error
Intragroup

Evaluation (Pretest-
Posttest)
Group*Evaluation

Error

Intergroup
Group

Error
Intragroup

Evaluation (Pretest-
Posttest)
Group*Evaluation

Error
Intergroup
Group
Error
Intragroup

Evaluation (Pretest-
Posttest)
Group*Evaluation

Error
Intergroup
Group
Error
Intragroup

Evaluation (Pretest-
Posttest)
Group*Evaluation

Error
Intergroup
Group
Error
Intragroup

Evaluation (Pretest-

719.607

1824.78

969.78
163.69097

128.76552
228.7639

239.118

166.18
63.764

745.118
765.76389

483.138

301.02
206.0972

599.34
571.719

379.446

212.917
132.024

106.177
561.19

200.59

68.000
92.190972

67744.47
55342.306

105822.84

32

1

1
32

32

32

[EN

32

[EN

32

32

32

32

32

1
32

1

22.488

1824.78

969.78
5.1153

128.77
7.14887

239.118

166.18
1.9926

745.118
23.930122

483.138

301.02
6.440538

599.34
17.866

379.446

212.917
4.1258

106.176
17.53

200.59

68.000
.880968

67744.47
1729.447

105822.84

356.7 .000
189.58 .000
18.012 .000
120.002 .000
83.396 .000
31.137 .000
75.015 .000
46.7384 .000
33.546 .000

91.97 .000
51.6067 .000

6.054 .000
69.625 .000
23.603 .000
39.171 .000
573.05 .000

0.918

0.856

0.36

0.789

0.723

0.493

0.701

0.594

0.512

0.742

0.617

0.159

0.685

0.424

0.55

0.947
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Posttest)
Group*Evaluation 69195.43 1 69195.43 374.70 .000 0.921
Error 5909.3472 32 184.6671

As is seen in Table 6, there is a significant difference in the total pretest and posttest scores from the
Social Skills Scale between the experiment group that received the Social Skills Education and the
control group that did not receive the Social Skills Education [F(;.3,= 39.171; nz =0.55 p<.05]. Thus, there
is significant differentiation in the social skills of the experiment and control groups, regardless of the
evaluation time. Considering the pretest and posttest scores of the children from the Social Skills Scale
without group discrimination, a significant difference is also seen between the pretests and the
posttests [F(;.35= 573.05; n2 =0.947; p<.05]. Based on the examination without group discrimination, the
social skills of the children varied by the implemented program. This research also revealed that the
average social skill scores of the experiment and control groups were found to have varied by the
evaluation time [F(1.32= 374,70; n2 =.921; p<.05]. These results show that the Social Skills Education
Program and the pre-school education had different effects in improving the social skills of the children.
It is seen that this difference in the social skills of the children was due to the Social Skills Education
Program that provided more increase compared to the pre-experiment period, and that the program
had more effect on the social skills of them.

2. Results for Social Problem-Solving Skills

Table 7 shows the t-test results for the pretest scores from the Social Problem-Solving Skills Scale.

Table 7.

The t-test Results for the Pretest Scores from the Social Problem-Solving Skills Scale
Group N i ss t P
Experiment

Social Problem-Solving Skills 18 11.54 2.13
Control 16 12.94 2.24 -1.327 .194

As is seen in Table 7, there is no difference in the pretest scores from the Social Problem-Solving
Skills Scale between the groups (t=-1.327; p>.05)

Table 8 shows descriptive statistics for the arithmetic mean and standard deviations of the scores of
the experiment and control groups from the Social Problem-Solving Skills Scale.

Table 8.
“Descriptive Statistics for Social Problem-Solving Scale

Pretest Postest
Group _ —
N X sd N X sd
Experiment 18 11.94 2.127 18 13.94 1.162
Social Pr0b|em_50|v|ng Skills Control 16 12.94 2.235 16 12.94 2.235

As is seen in Table 8, the average score of the experiment group from the Social Problem-Solving
Skills Scale is X = 11.94 before the Social Skills Education, and x = 13.94 after the experiment procedure.
For the control group that did not receive the social skills education and carried on their pre-school
education, the average pretest and posttest scores were determined as x=12.94. Accordingly, an
increase was seen in the average scores of the experiment group, while any increase was not seen in the
average scores of the control group.
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Table 9 shows the Two-Way Anova results for the pretest and posttest scores from the Social
Problem-Solving Skills Scale and the subscales.

Table 9.
Two-Way Anova Results for the Pretest and Posttest Scores from the Social Problem-Solving Skills Scale
and the Subscales

Source of Variance Partial
KT sd KO F p n’

Intergroup

Group .001 1 .001 .000 .992 0.000

Error 237.76 32 7.43012

Intragroup

Evaluation (Pretest- 16.9411 1 16.9411 45.176 .000 0.585

Posttest)

Group*Evaluation 16.9411 1 16.9411 45.176 000 0.585

Error 12.00 32 0.3750 12.00

As is seen in Table 9, there is no significant difference in the total pretest and posttest scores from
the Social Problem Solving Skills Scale between the experiment group that received the Social Skills
Education and the control group that did not receive the Social Skills Education [F(;.33= .000; r]2 =.000;
p>.05]. This revealed that there was no differentiation in problem-solving skills of the children between
the experiment group and the control group, regardless of the evaluation time. However, when the
social problem-solving skills of the children were examined without group discrimination, a significant
difference was found between the pretest and posttest scores of the children [F(;.33= 45.176; n2=,.585
p< .05]. The average scores of the Social Problem Solving Skills Score administered to the experiment
and control groups were found to have varied by the evaluation time [F;.3;= 45.176; n2= .585; p< .05].
The obtained results show that the Social Skills Education Program was effective in increasing the social
problem-solving skills of the children since it caused differentiation between the pretest and posttest
scores of the experiment group.

3. Results Obtained from the Socio-Emotional Adaptation Scale

Table 10 shows the results of t-test for the pretest scores of the children in experiment and control
groups from the total score and subscale scores of the Socio-emotional Adaptation Scale.

Table 10.
The “t-test” Results for the Total Score and Subscale Scores of the Socio-Emotional Adaptation Scale
Group N X sd t p
Appropriate Behavior to Social Experiment 18 21.89 4.28
. . 3.148 .004
Living Requirements Control 16 17.00 4.77
Appropriate Response to Social Experiment 18 7:89 2.52 106 916
Situations Control 16 7.81 1.47
Experiment 18 6.61 1.61
.709 .483
Interactions with Peers Control 16 6.19 1.87
Positive Approach to Social Experiment 18 7.89 1.28 2.654 012
Environment Control 16 6.56 1.63
Total Score of Socio-emotional Experiment 18 44.28 777 2.370 024
Adaptation Scale Control 16 37.56 8.75
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As is seen in Table 10, there is a significant difference in the pretest scores from the Socio-emotional
Adaptation Scale (t=2.370; p<.05), Appropriate Behavior to Social Living Requirements subscale (
1=3.148; p<.05) and Positive Approach to Social Environment (t=2.654; p<.05) in favor of the experiment
group. It is also seen that there is no significant difference in the scores from the Appropriate Response
to Social Situations (t=.106; p>.05) and Interactions with Peers subscales (t=.709; p>.05).

Table 11 shows descriptive statistics for the arithmetic mean and standard deviations of the total
score and subscale scores of the experiment and control groups from the Socio-emotional Adaptation
Scale.

Table 11.
Descriptive Statistics for the Total Score and Subscale Scores of the “Socio-emotional Adaptation Scale”

Pretest Postest

Socio-emotional Adaptation Group N X sd N X sd
Appropriate Behavior to Experiment 19 21.89 4.28 18 26.72  .669
Social Living Requirements  Control 16 17.00 4.77 16 18.06 4.64
Appropriate Response to Experiment 1 7.89 2.518 18 11.61  .698
Social Situations Control 16 7.81 1.47 16 8.06 1.06

Experiment 12 6,61 161 18 8.83  .515
Interactions with Peers

Control 16  6.188 1.87 16 6.313  1.85
Positive Approach to Social ~ ExPeriment g 7.89 1.28 18 9.00  .000
Environment Control 16 6.56 1.63 16 6.75  1.65
Total Score of Socio- Experiment 13 44.28 7.77 18 56.17 1.29
emotional Adaptation Scale  Control 16 37.56 8.748 16 39.19 8.19

Table 11 shows that the average socio-emotional adaptation score of the children in experiment
group receiving the social skill education is X = 44.28 before the experiment procedure, and X = 56.17
after the experiment procedure. For the control group that did not receive the social skills education
and carried on their pre-school education, the average pretest score was determined as x=37.56, and
the average posttest score was determined as x= 39.19. The average scores of the experiment and
control groups were seen to have increased.

Table 12 shows the Two-Way Anova results for the pretest and posttest scores of the experiment
and control groups from the Socio-emotional Adaptation Scale and the subscales.

Table 12.

Two-Way Anova Results for the Pretest and Posttest Scores from the Socio-Emotional Adaptation Scale
and the Subscales.

Source of Variance KT sd KO F p Parr]tzial
Intergroup
Group 777.451 1 777.4512 29.666 .000 0.481
Appropriate Error 838.61 32  26.20649
Behavior to Social Intragroup
Living Requirements Evaluation

147.2224 1 147.2224 32.780 .000 0.506
(Pretest-Posttest)

Group*Evaluation 60.2224 1 60.22243 13.409 .001 0.295
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Appropriate
Response to Social
Situations

Interactions with
Peers

Positive Approach to

Social Environment

Total Score of Socio-

emotional
Adaptation Scale

Error
Intergroup
Group
Error

Intragroup

Evaluation
(Pretest-Posttest)

Group*Evaluation

Error

Intergroup
Group

Error

Intragroup

Evaluation
(Pretest-Posttest)

Group*Evaluation

Error

Intergroup
Group

Error

Intragroup

Evaluation
(Pretest-Posttest)

Group*Evaluation

Error
Intergroup
Group
Error

Intragroup
Evaluation
(Pretest-Posttest)

Group*Evaluation

Error

143.7187

55.65441
120.125

66.8268

51.06209

36.71895

133.222

23.334

18.628

19.431

54.17177

93.60764

7.1424

3.6129

15.108

2377.81
2796.72

773.4714

446.177
413.764

32

1
32

1

1

1

32

32

32

32

32

1

1
32

4.491211

55.65441
3.753906

66.8268

51.06209

36.71895

4.1632

23.334

18.628

0.6072

54.17177

2.925239

7.1424

3.6129

0.472

2377.81
87.398

773.4714

446.177
12.93012

14.826

47.200
78
36.065
93

8.8198
99

38.428
79
30.678
72

18.518
75

15.128
48
7.6527

27.207

59.819

34.507

.001

.000

.000

.006

.000

.000

.000

.000

.009

.000

.000

0.317

0.596

0.530

0.216

0.546

0.489

0.367

0.321

0.193

460

0.651

0.519

As is seen in Table 12, there is a significant difference in the total pretest and posttest scores from
the Socio-emotional Adaptation Scale between the experiment group received the Social Skills
Education and the control group that did not receive the Social Skills Education [F;.5;= 27.207; r]2 =0.460
p<.05]. There is a significant difference in socio-emotional adaptation between the children in
experiment control and the children in control group, regardless of the evaluation time. A significant
difference is also seen between the pretest and posttest scores of the children [F(;.3;= 59.819; n
Based on the examination without group discrimination, the socio-emotional

=0.651; p<.05].
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adaptations of the children varied by the implemented program. This research also revealed that the
average socio-emotional adaptation scores of the experiment and control groups were found to have
varied by the evaluation time [F;.3;= 34.507; r]2 =.519; p<.05]. This result shows that the Social Skills
Education Program and the pre-school education were effective in improving the socio-emotional
adaptation of the children.

Discussion & Conclusion

Turkey has received a great number of refugees from Syria, especially in recent years. Sirin and Aber
(2018) reported that these Syrian refugees have experienced many traumas such as losing a family
member in the war, poverty, violence, poor nutrition, which have affected mostly the children. These
negative experiences adversely affect the development of the children (Sirin & Aber, 2018). The Syrian
children who have continued to their education have also various difficulties in adapting to school,
establishing communication and being accepted by the community. This research was conducted to
determine whether the Social Skills Education provided to the 60-69 months old children with a single
parent, who had to leave from their country due to internal conflicts and disturbances and came from
Syria to Kilis, on their social adaptation, social skills and social problem-solving skills.

The research revealed that the Social Skills Education Program has positively affected the social
adaptation, social skills and social problem-solving skills of the Syrian refugee children. The average
social skills scores of the experiment and control groups also varied by the groups, evaluation time and
program after the experiment procedure. The average scores from the Social Problem-Solving Skills
Scale did not vary by groups, however, it was found to have varied by the evaluation time and program.
The pretests revealed no difference in the Interactions with Peers and Appropriate Response to Social
Situations subscales of the Socio-emotional Adaptation Scale, while the posttests administered at the
end of the experiment procedure revealed a difference in these subscales. These results can be
interpreted as the Social Skills Education Program has more affected the social skills, social problem-
solving skills of the children, their interactions with peers and appropriate respond to social situations.
The studies conducted to improve social skills reported that education is effective in improving skills of
children such as problem-solving, using communication techniques, establishing and keeping
interpersonal relationship, ability to express feelings and thoughts (Boz, Uludag & Tokug, 2018; Celik
2007; Durualp & Aral, 2010; Goktas, 2015; Kilig & Glingér Aytar, 2017; Kim, Doh, Hong 6 Choi, 2011;
Kutnick & Marshall 1993; Lane 1999; Ozyiirek and Ceylan, 2011; Pekdogan, 2016). In parallel with the
conclusion of this research, Mohlen, Parzer, Resch and Brunner (2005) also reported that a psychosocial
support program implemented to refugee children promoted the well-being of the children. A study
conducted by Uysal and Balkan (2015) comparing the social skills of three preschool children groups
(those receiving social skills education, those both receiving social skills education and with a mother
participating in this education, and those not receiving any education) found that the group not
receiving education showed no improvement, while those in other two groups improved and
maintained social skills and self-conception.

A significant difference was also found in social skills and social adaptations of those in control group
due to pre-school education, even though they did not receive the social skills education. It can be said
that preschool education affected the social skills of the children during the nine weeks. The average
social problem-solving skills scores were also found to have changed only in the children receiving the
Social Skills Education. In this respect, it is thought that the activities performed in the class receiving
only preschool education did not include any activities for social problem-solving. Unlike this research,
Ozyiirek and Ceylan (2014) concluded that the preschool teachers implemented activities to support
especially problem-solving skills of the children. It was also concluded that having interactions with
peers in the school environment played an important role in the improvement of social skills (Garton &
Pratt, 2001; Lau, 2012). The studies also showed that preschool education improved social skills of
children (Buliikbasi, 2002; Dervisoglu Mavi, 2007; Kapikiran, ivrendi & Adak, 2006; Kok, Tugluk & Bay,
2005; Pekdogan & Kanak, 2019; Yildiz, Ozkal & Cetingdz, 2003). Can Yasar, Uyanik Aktulun, Karaca and
Teke (2018) also concluded that preschool education had a significant impact on the developmental
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areas of Syrian children. Kiremit, Akpinar and Tufekgi Akcan (2018) conducted a research with the
teachers of Syrian children and concluded that according to the majority of teachers, Syrian children had
difficulties in adapting to school and their peers, which was caused by the language problem. The
studies showed that Syrian children had the language problem as well as experienced difficulties in
communication and adaptation (Anthony, Olu & Bazza, 2020; Hek, 2005; Karaaga¢ & Giiveng, 2019;
Levent & Cayak 2017; Uzman & Kdsten, 2016; Uzun & Biitiin, 2016; Ozger & Akansel, 2019).

This research was conducted with the Syrian refugee children with a single parent in classes only
with Syrian children. The fact that all of the children in the class were Syrian suggests that they had no
language problem among themselves and no more difficulties in peer relationships. There was a
translator in each class. This facilitated to interact with the children. The presence of a translator in the
class provided an important advantage to more clearly determine whether they could understand the
dialogs in Turkish. However, since this research was conducted with only Syrian children, it is thought
that it did not include the problems caused by the coexistence of Turkish and Syrian children in the same
class a large part of our country. Given that the applications are conducted by teachers who speak only
Turkish in classes with a few children as an inclusive student, the fact that they lag behind socially and
have adaptation difficulties is also an important problem. Thus, it is thought that, as in this study, it is
important for especially preschool teachers to provide education with different applications to improve
skills and to support peer relationships, and that the study should be conducted in preschool education
institutions where both Syrian children and Turkish children are together. It is also thought that like
preschool teachers, classroom teachers who spend a long time with children should consider social
skills, problem-solving skills and socio-emotional adaptation when teaching Turkish to them, and give
education accordingly.

This research was conducted with children with a single parent, and found that the majority of them
lost their parents in the war. A study reported that Syrian children who lost a family member or those
whose a relative was killed or injured had more problems than their peers, thus showed post-trauma
stress disorder symptoms (Sirin & Rogers Sirin, 2015). Thus, it is thought that a school psychological
counselor should deal with such children and support for them to cope with the problems they
experience. Thus, the stress on children will be reduced, and they can adapt more easily. In this sense,
the collaboration of classroom teacher and psychological counselor gains prominence. In this study, the
families were not included in the process. Given the impact of families on children, further social skills
education studies involving the families need to be considered.
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Tiirkge Siirimui

Giris

Okul oncesi egitim kurumlari aileden sonra ¢ocugun toplumsal yasama hazirlanmasinda en énemli
kurumlardan biridir. Cocugun ilgi ve ihtiyaglari dogrultusunda gelisim diizeylerine uygun olarak
hazirlanan programlarla onlarin temel aliskanlklari kazanmasinda, saglikh iletisim kurmasinda, duygu ve
distncelerini rahatlikla ifade etmesinde, yardimlasma, problem ¢dzme, isbirligi, paylasma gibi sosyal
becerileri gelistirmesinde okul 6ncesi egitim kurumlarinin 6nemi biylktir (Oktay 2007; Sahin, Sak
&Sahin, 2013). Dolayisiyla okul 6ncesi egitim ile gocugun sosyal becerilerinin, sosyal problem ¢ézme
becerilerinin ve sosyal duygusal uyumunun gelisimi desteklenmektedir. Warnes, Sheridan, Geske ve
Warnes ( 2005) de ozellikle sosyal becerilerin gocugun gelisim sirecinde kritik bir 6nemi oldugunu ve
sosyal becerilerin gelisip gelismemesinin cocugun yasamini olumlu ya da olumsuz olarak buyik oranda
etkiledigini belirtmektedirler.

Bireylerin baskalari ile iletisim kurmasini kolaylastiran, sézel olan ya da olmayan davranislar yoluyla
sosyal iletisim kurmasini saglayan, sosyal agidan kabul edilebilir ve 6grenilmis beceriler sosyal beceriler
olarak ifade edilmektedir (Avsar & Oztiirk Kuter 2007; Giilay & Akman, 2009 ). Problem ¢6zme, iletisim
kurma, kendini ydnetme, empati, karar verme, atilganlik, paylasma, isbirligi, sorumluluk sahibi olma ve
akran iliskileri gelistirme gibi baskalari ile olumlu sosyal iliskiler kurma becerileri sosyal becerilerin
kapsaminda yer almaktadir (Cubukcu & Giiltekin, 2000; Kapikiran, ivrendi & Adak, 2006; Lynch &
Simpson, 2010). Okul 6ncesi dénemde edinilen bu becerilerin, ¢cocugun tim gelisim alanlar tizerinde
kalici etkisi bulunmaktadir (Choi & Kim, 2003). Jozsa ve Barett (2018) de sosyal becerilerin okul basarisini
arttirmada 6nemli oldugu (izerinde durmaktadir. Sosyal becerilerin yetersiz olmasi ise ¢ocuklarin, sosyal-
duygusal ve bilissel gelisim alanlarinda ve meslek hayatlarinda birtakim sorunlarla karsilasmalarina
neden olmaktadir (Durualp & Aral, 2010; Hay, Payne & Chadwick, 2004). Sosyal becerilerdeki
yetersizliklerin erken miidahale ile ¢ozulebilecegi, erken midahale edilmediginde ise ¢ocuklarin sosyal
gelisimlerinin ve akademik performanslarinin akranlarindan geride kalacag belirtilmektedir (Avcioglu,
2005; Yukay, 2006). Ozellikle olumsuz ebeveynlik davranislari ¢ocuklarin sosyal becerilerinin yetersiz
olmasinda etkili olabilmektedir. Ayrica ailenin kiltiirel degerlerinin, egitim dizeyinin de g¢ocuklarinin
sosyal becerileri tGizerinde etkili oldugu ifade edilmektedir (Okumura & Usui, 2014; Sari, 2007). Bu agidan
ozellikle Suriye’den zorunlu olarak gé¢ eden ailelerde yasanan sorunlarin ve gég edilen dlke ile aradaki
kiltarel farkhhklarin gocuklarin sosyal becerilerini de olumsuz etkiledigi diisinilmektedir.

insanlar dogal afetler, giivenlik kaygisi, savas, llkenin siyasal yapisindaki degisiklikler gibi bircok
nedenlerden dolay! go¢ etmek zorunda kalmislardir (Saglam & Kanbur, 2017; Uzun & Butiin, 2016).
Suriye’de 2011 yilinda gergeklesen ve insanlarin yasadiklari bu dlkeyi terk etmelerine neden olan kriz
sonucunda, Suriyeli miilteciler en fazla Turkiye’'ye go¢ etmislerdir. Turkiye, 3,6 milyonu asan miilteci ile
en fazla milteci barindiran (ke konumuna gelmistir. Sadece Kilis ilinde 130.000 civarinda Suriyeli,
100.000 civarinda Turklerin yasadigi belirtilmektedir. Suriye’den Tiirkiye'ye yapilan bu gocler sirasinda
insanlar ailelerini, esyalarini ve hayatlarini arkalarinda birakmak zorunda kalmislardir. Dolayisiyla
cocuklar da bu olumsuz kosullardan en fazla etkilenenler olmustur. Yaklasik 1,6 milyon Suriyeli gocugun
gocle birlikte Tarkiye'ye geldigi belirtilmekte ve bu gocuklarin egitim, saglk, psikolojik, ekonomik, dil,
kaltur soku gibi problemlerle karsi karsiya kaldiklari ifade edilmektedir (Erdogan, 2017; Strekalova, 2012;
Sirin & Aber, 2018, UNICEF, 2016; UNICEF, 2018). Gocle gelen cocuklarin yeni bir dile, cevreye,
akranlarina, okula, 6gretmenlerine, egitim sistemine uyum saglamada gli¢likler yasadigi bilinmektedir.
Bununla birlikte okula devam etmekte olan bu ¢ocuklar diger egitim basamaklarinda da yasayabildikleri
gibi egitimin ilk yillari arasinda yer alan okul 6éncesi donemde de okula uyum saglama, sosyal problem
¢6zme, iletisim kurma gibi boyutlarda birtakim sorunlar yasayabilmektedir. Bu sorunlarin kolaylikla
istesinden gelinmesinde ve gocmenlerin basarili bir sekilde sosyal ve kiiltirel olarak uyum
saglamalarinda egitim onceliklidir (Block, Cross, Riggs & Gibbs, 2014; Séhn & Ozcan, 2006; Uluocak,
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2009). Bu nedenle gog edilen topluma kolaylikla uyum saglayabilmesi ve gerekli olan sosyal becerileri
gelistirebilmeleri icin 6zellikle cocuklarin iyi bir egitim gérmeleri sarttir.

Son yillarda okul 6ncesi déonemde gocuklarin sosyal becerilerini desteklemeye yonelik ¢alismalar
gozlense de (Boz, Uludag & Tokug, 2018; Can Yasar, Uyanik Aktulun, Karaca & Teke, 2018; Ceylan ve
Yigitalp, 2018; Durualp & Aral, 2010; Ekinci Vural 2006; Goktas, 2015; Kilic & Gilingor Aytar, 2017;
Ozyiirek & Ceylan, 2011; Pekdogan, 2016; Villares, Brigman & Peluso, 2008 ) alan yazin incelendiginde
ozellikle Suriye’den gog¢ yoluyla cocuklarin sosyal becerilerinin desteklenerek degisimin gozlendigi bir
¢alismaya rastlanmamistir. Tirkiye’de Suriye’den gogle gelen gocuklarla ilgili arastirmalarin daha gok
okul idaresi, 6gretmen ve ebeveynle yapilan gorismelere dayandig gorilmektedir ( Balkar, Sahin &
Babahan, 2016; Cakan, Mercan & Mercan Uzun, 2018; Karaaga¢ & Gliveng, 2019; Kilig & Toker Gokge,
2018; Kiremit, Akpinar & Tifekgi-Akcan, 2018; Levent & Cayak, 2017; Sakiz, 2016; Uzun & Biitiin, 2016).
Oysa Suriye’den gocle gelen cocuk sayisi distnildiginde; arastirmalarin genel olarak 6gretmen,
ebeveyn ve idarecilerle yapilmasinin yetersiz oldugu soéylenebilir. Bu c¢ocuklarin egitimlerinin ve
gelisimlerinin desteklenmesinin cocuklarin saglikli gelisimleri ve topluma uyum saglamalarinda 6nemli
oldugu disinilmektedir. Ozellikle sosyal becerilerin, sosyal uyumun ve sosyal problem ¢ézmenin
desteklenmesinin, onlarin kendilerini ifade etme, paylasma, isbirligi, kendisiyle ve cevresiyle barigik
olma, duygularini ifade etme, sorunlara ¢6ziim yolu arama gibi sosyal becerilerinin desteklenmesini ve
daha az problemle karsilasarak okul basarilarinin da artmasini saglayacagi séylenebilir. Nitekim yapilan
arastirmalar, 6zellikle savas nedeniyle gociin, cocuklarda ice kapanma, saldirganlik, uyum sorunlari,
okulda basarisizlik, 6zgliven eksikligi, gelisim geriligi ve suca yonelme gibi davranis ve sorunlari
beraberinde getirdigini géstermektedir (Anthony, Olu & Bazza, 2020; Gozubuyik, Duras, Dag & Arica,
2015; Honkanen, 2016; Ugurlu, Akca & Acarturk, 2016). Go¢ sonrasi ¢ocugu yasadigl problemlerden
uzaklastiran ve uyumunu kolaylastiran degiskenlerden bazilari iyi akran iligkileri, bilissel yetenekler,
sozellestirme yetenegi olarak belirtilmistir. Dolayisiyla 6zellikle dil probleminin énemli bir sorun oldugu
belirtilse de (Levent & Cayak 2017; Ozger & Akansel, 2019), gégle gelen bu g¢ocuklara yénelik olarak
duyarh ve destekleyici tutum ve davranis gelistiren ve sinif ortamini dizenleyen 6gretmenlerin, bu
cocuklarin saglikh gelisimlerini de destekledikleri ifade edilmektedir (Baysu & Phalet, 2014; Kagitcibasi,
2014; Moinolnolki & Han; 2017; Rose, 2019 ). Bu agidan okul, cocuk icin yeni olan bu cevreye daha
kolay uyum saglayabilmesinde uygun ortami saglamalidir. Bu arastirma sadece Suriyeli gocuklarin
bulundugu iki sinifta arastirma yuritilmustir. Dolayisiyla cocuklar ayni dili konustuklari igin dil
probleminden kaynaklanan akran iliskileri bulunmamaktadir. Ancak sinifta bir terciiman olsa bile deney
ve kontrol gruplarinin ikisinin de 06gretmeninin Tirk olmasi ve c¢ocuklarin yeni bir dil 6grenmek
durumunda olmalarindan kaynaklanan sorunlarin oldugu ve bu nedenle ¢ocuklarin uyum problemlerinin
de oldugu disliniilmektedir. Bu arastirmanin genel amaci Suriye’den gocle gelen, tek ebeveynli
cocuklara uygulanan sosyal beceri egitiminin 5 yas cocuklarinin sosyal uyumlari, sosyal becerileri ve
sosyal problem ¢6zme becerileri lizerinde etkisinin olup olmadigini incelemektir. Bu amagla asagidaki
arastirma sorularina yanit aranmistir:

e Sosyal Beceri Egitim Programi uygulanan deney grubundaki cocuklarin sosyal becerileri ile
Sosyal Beceri Egitim Programi uygulanmayan kontrol grubundaki ¢ocuklarin sosyal becerileri
arasinda anlamli bir farklilik var midir?

e Sosyal Beceri Egitim Programi uygulanan deney grubundaki ¢ocuklarin sosyal problem ¢ézme
becerileri ile Sosyal Beceri Egitim Programi uygulanmayan kontrol grubundaki cocuklarin sosyal
problem ¢6zme becerileri arasinda anlamli bir farklilik var midir?

e Sosyal Beceri Egitim Programi uygulanan deney grubundaki ¢cocuklarin sosyal duygusal uyumlari
ile Sosyal Beceri Egitim Programi uygulanmayan kontrol grubundaki ¢ocuklarin sosyal duygusal
uyumlari arasinda anlamli bir farklihk var midir?

Yontem

Suriye’den gogle gelen c¢ocuklara uygulanan sosyal beceri egitiminin ¢ocuklarin sosyal becerileri,
sosyal problem ¢ézme becerileri ve sosyal duygusal uyumlari Gzerindeki etkisini belirlemek amaciyla
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yapilan bu galisma 6ntest-sontest kontrol gruplu yari deneysel desende planlanmistir. Gergek deneysel
desenlere iliskin kontroller saglanamadiginda yari deneysel desenler uygulanabilmektedir ( Karasar,
2008). Deneysel islemden 6nce ve sonra katilimcilarin dlgiilmesini igeren desenler 6ntest-sontest
kontrol gruplu desenlerdir. Arastirma Ontest-Sontest Kontrol Gruplu bir arastirma modeli oldugu icin,
Ontest ve sontest arastirmanin amaci dogrultusunda deney ve kontrol gruplarinda uygulanmistir
(Buyilkoztirk ve dig., 2012). Arastirma iki sinif secilerek uygulandigl icin yari deneysel desende
planlanmigtir. Egitim deney grubunda yer alan ¢ocuklara dokuz hafta ve haftada dort saat olacak sekilde
uygulanmistir. Deney grubu egitim disinda kalan zamanlarinda okul dncesi egitime devam etmektedir.
Kontrol grubu ise okul 6ncesi egitimlerine devam etmis, bu grupla ek bir uygulama yapilmamistir.
Ontest ve sontest olarak Sosyal Duygusal Uyum Olgegi, Sosyal Becerileri Degerlendirme Olcegi (4-6 Yag)
ve Sosyal Problem Cézme Becerileri Olgegi uygulanmistir.

Arastirmanin deseni Tablo 1’de verilmistir.

Tablo 1.
Arastirma Deseni

Grup Ontest  islem Sontest

Deney DO, X DO,
Kontrol KO, KO,
Katilimcilar

Arastirmanin ¢alisma grubunu kolay ulasilabilir drnekleme yéntemi kullanilarak belirlenen Kilis il Milli
Egitim MidUrlGgine bagl bir anaokulunda iki sinifta egitimlerine devam eden 9 kiz, 9 erkek olmak lzere
18 deney, 7 kiz, 9 erkek olmak lzere 16 kontrol grubunda toplam 34, 60-69 aylik okul dncesi donem
gocuklar olusturmaktadir. Kilis il Milli Egitim MidarlGgiinden gerekli izinler alindiktan sonra arastirma
kapsaminda degerlendirilecek olan siniflardaki g¢ocuklarin ailelerine programla ilgili bilgi verilmis ve
ailelerinden izin alinmistir. Cocuklarin tamaminin dogum vyeri Suriye’dir. Cocuklarin 28’inin babasi ve
birinin annesi Suriye’de flize diismesi sonucu vefat etmistir. Diger cocuklardan dordinin babalari baska
illerde yasamakta ve anne-baba arasinda resmi nikah bulunmamaktadir. Ayrica ¢ocuklardan birinin
babasi ise yasamasina ragmen cocuk tarafindan 6ldu olarak bilinmektedir. Cocuklarin sadece ikisinin
ekonomik durumu iyidir. Digerleri Kizilay’dan aldigi destekle gegimini siirdirmektedir. Bu da ailedeki kisi
sayisina gore aylik 150 lira gibi bir Gcrettir.

Kullanilan Veri Toplama Araglari

Arastirmada “Sosyal Becerileri Degerlendirme Olgegi (SBDO) (4-6 Yas)”, “Wally Cocuk Sosyal Problem
Cézme Dedektiflik Oyun Testi (WCSPCDOT)” ve “Marmara Sosyal Duygusal Uyum Olgegi ( MASDU-5
Yas)” kullaniimistir.

Sosyal Becerileri Degerlendirme Olgedi (SBDO) (4-6 Yas)

Avcioglu’nun (2003) gelistirdigi Sosyal Becerileri Degerlendirme Olcegi (4-6 Yas) besli likert tipinde
hazirlanmistir. Olcekte 4-6 yas cocuklarinin sosyal becerilerine iliskin olarak; Kizginlik Davranislarini
Kontrol Etme Becerileri (8 madde), Kisiler Arasi Beceriler (13 madde), Sonuglari Kabul Etme Becerileri (4
madde), Kendini Kontrol Etme Becerileri (10 madde), Dinleme Becerileri (5 madde), Sozel Agiklama
Becerileri (7 madde), Akran Baskisi ile Basa Cikma Becerileri (9 madde), Gérevleri Tamamlama Becerileri
(3 madde) ve Amag Olusturma Becerileri (3 madde) olmak lizere 9 farkli beceri degerlendirilmektedir.
Olgek besli likert tipinde olup, 6lcekten alinan puanlar 62 ile 310 arasinda degismektedir. Olcegin
glvenirlik katsayilari; Kizginlik Davranislarini Kontrol Etme .93, Kisiler Arasi .94, Kendini Kontrol Etme .93,
Akran Baskisi ile Basa Cikma .92, Dinleme .86, Sonuglari Kabul Etme .84, Sézel Agiklama .93, Gérevleri
Tamamlama .69, Amag¢ Olusturma .79 ve toplam puanda .97’dir. Bu arastirma kapsamina alinan
cocuklarla yapilan giivenirlik analizi sonucunda; o6lgegin givenirlik katsayilari Kisiler Arasi .83, Akran
Baskisi ile Basa Cikma .94, Sézel Aciklama .86, Kendini Kontrol Etme .86, Gérevleri Tamamlama .97,
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Kizginlik Davranislarini Kontrol Etme .87, Sonuglari Kabul Etme .94, Amag Olusturma .95, Dinleme .97 ve
toplam puanda .96 olarak belirlenmistir. Ogretmenler bu 6lgcegi cocuklarin sinif icindeki durumlarin
gozlemleyerek doldurmuslardir.

Wally Cocuk Sosyal Problem C6zme Dedektiflik Oyun Testi (WCSPCDOT)

Sosyal problem ¢ézme becerilerini nitelik ve nicelik bakimindan 6lgmeyi amaglayan Webster-Stratton
(1990) tarafindan gelistirilen Wally Sosyal Problem Cozme Testinin Turkge uyarlamasi ilk olarak 6 yas
cocuklar igin Dereli-iman (2013) tarafindan; ikinci olarak 60-72 aylik cocuklar icin Yilmaz (2013)
tarafindan yapilmistir. Kiz ve erkek formu olan 6lgek, 15 farkh problem durumunu ele alan resimli
hikayelerden olusmaktadir. Olcekte, sosyal problemleri iceren bu hikdyeler cocuga sorulmakta ve gocuk
her bir problemi cevaplamaktadir. Cocugun cevaplari yazi olarak arastirmaci tarafindan
kaydedilmektedir. Pozitif sonuglar bir (1) puan, negatifler eksi bir (-1) puan ve puanlanamaz sifir (0) puan
olarak kaydedilmektedir. Olgekten alinan puanlar 0 ile 15 arasinda degismektedir. Yiiksek puan yiiksek
sosyal problem ¢dzme becerisini gostermektedir. Yimaz (2013) tarafindan yapilan uyarlama
calismasinda Olcegin glivenirlik katsayisi .79 olarak saptanmistir. Bu arastirma kapsamina alinan
¢ocuklarla yapilan guvenirlik analizi sonucunda; o6lgegin glvenirlik katsayisi .62 olarak belirlenmistir.
Ogretmenin cocuklarin sinif icindeki durumlarini gézlemleyerek doldurmasi gereken bir &lcektir.

Marmara Sosyal Duygusal Uyum Olgegi ( MASDU-5 Yas )

Guven ve Isik (2006) tarafindan 5-6 yas cocuklari icin glvenirligi ve gecerligi yapilan MASDU 19
maddelik bir 6lgektir. Olgegin alt boyutlari; 3 maddelik Sosyal Cevreye Olumlu Yaklasim, 4 maddelik
Sosyal Duruma Uygun Tepki Gosterme, 9 maddelik Sosyal Yasamin Gereklerine Uygun Davranma ve 3
maddelik Akranlarla Etkilesimdir. Maddeler “Her zaman”, “Bazen” ve “Higbir Zaman” olarak
degerlendirilmekte ve alinan puanlarin arttikga cocugun sosyal duygusal diizeyi de artmaktadir. Olgek,
toplam puan ve alt 6lgeklere baglh olarak da degerlendirilebilmektedir. Bu arastirma kapsamina alinan
cocuklarla yapilan giivenirlik analizi sonucunda; 6lgegin i¢ tutarlik katsayilarinin toplam puanda .93,
Akranlarla Etkilesimde .77, Sosyal Duruma Uygun Tepki Gostermede.76, Sosyal Cevreye Olumlu Yaklasim
alt boyutunda ise .78 ve Sosyal Yasamin Gereklerine Uygun Davranmada .91 oldugu belirlenmistir.
Ogretmenden cocuklarin sinif icindeki durumlarini gézlemleyerek doldurmasi istenmistir.

Cocuklar icin Sosyal Beceri E§itim Programi

Omeroglu, Blyiikdztiirk, Aydogan, Cakan ve digerleri (2014) tarafindan hazirlanan 60 Ay ve Uzeri
Cocuklar icin Sosyal Beceri Destek Egitimi Etkinlik Kitabi (OSBEP) temel alinmistir. Uygulanan Sosyal
Beceri Egitimi Programi 45 adet Tirkge, drama, oyun ve hareket, sanat, mizik ve okuma yazmaya
hazirlik etkinliklerinden olugsmaktadir. Programin uygulama sekli Tablo 2’de verilmistir.

Tablo 2.
60 Ay ve iizeri Cocuklar igin Sosyal Beceri Egitimi Ornek Programi
Uygulama icerik Siire
zamani
1. hafta 1.glin Merhaba 45 dakika
oz 2.hafta 6.gln Tesekkiir Etmeyi Unutan Kuglik 45 dakika
:’c: % Tavsan
A 3. hafta 14.gin Burada Neler Oluyor? 50 dakika
@ a 4.hafta 16.gin Postaci Geliyor 45 dakika
17.gln Ugusan Renkler 45 dakika
o~ 5.hafta 21.gln Haydi Beni Anla 45 dakika
r_c?; % 6.hafta 26.gln Oyun Hamuru Yapalim 60 dakika
< Qo
2 ¥ 5 i 7.hafta 31.gin Duygularim 45 dakika

753



ARABACIOGLU & BAGCELI KAHRAMAN — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 734-768

8.hafta 36.gln Sihirli S6zciik “Bagka” 60 dakika
9.hafta 41.gln Aceleci Ari 50 dakika

Siire¢

Arastirma kapsamina alinan gocuklar i¢cin MEB’ den gerekli izinler alinmistir. Okul ydnetimi ve veliler
bilgilendirilmis ve cocuklarin katilimi igin ailelerinden de izin alinmistir. Calismada sadece Suriyeli
cocuklarin oldugu iki sinif belirlenmis ve bu siniflardaki ¢cocuklarin timi arastirma kapsamina alinmistir.
Arastirma disinda kalan ¢ocuk bulunmamaktadir. Bu iki siniftan birinin deney, digerinin ise kontrol grubu
olmasi kararlastiriimis ve ontestler uygulanmistir. Cocuklar Tirkceyi 6grenmeye devam etmekte olup,
ogretmenler Arapga bilmemekte, her iki sinifta da terciman bulunmaktadir. Deney grubundaki
cocuklara program kendi siniflarinda uygulanmis, cocuklar ayri bir sinifa alinmamistir. Deneysel islemler
¢alismayi yuriten iki arastirmacidan biri olan okul 6ncesi 6gretmeni tarafindan yurittlmustir. Deneysel
islem Mart, Nisan ve Mayis aylarinda dokuz hafta boyunca her giin uygulanmistir. Uygulanan deneysel
islem ile ilgili kontrol grubunun 6gretmenine herhangi bir bilgi verilmemistir. Etkinlikler ortalama 45-60
dakika strmastir. Cocuklarin sosyal becerilerinde de eksikler gézlemlendigi icin Sosyal Beceri Egitimi
Programina baslanmistir. Egitime baslamadan 6nce ¢ocuklarin Tirkge alici ve ifade edici dil becerilerini
desteklemeye ve Tirkce kelime Ogrenimini artirmaya yonelik calismalar yapilmistir. Yine etkinlikleri
uygulama sirasinda ¢ocuklarin bildigi Turkge kelimelerin siklikla kullanilmasina 6zen gosterilmistir. Sosyal
Beceri Egitimi Programinda yer alan etkinlikler cocuklarin anlayabilecekleri sekilde gerektiginde
uyarlanmistir. Yeni bir kelime kullanilmasi gerektiginde, beden dili ile kelimenin anlami verilmeye
cahsilmistir. Gerekli oldugu durumda silire¢ boyunca sinifta bulunan terciimandan da destek alinmistir.
Etkinlik slrecleri boyunca c¢ocuklar tarafindan anlasiima durumunun kontroliinii saglamak igin
cocuklardan dinlediklerini Arapca olarak ifade etmeleri istenmis ve terciman araciligl ile ¢ocuklarin
Tirkge olarak gerceklesen egitim sirecini dogru anlayip anlamadiklarinin kontroll saglanmistir. Cocuklar
Tirkce olarak dinledikleri hikayeleri, oyun kurallarini vb. basarili bir sekilde Arapca olarak
anlatabilmislerdir. Cocuklar dinlediklerini Tirkceden Arapgaya basaril bir sekilde tercime edebilirlerken,
cocuklarin Arapgadan Tirkgeye terciime etmekte ise biraz daha zorlandiklari gériilmistir. Sosyal Beceri
Egitimi 6ncesinde ve sonrasinda uygulanan ontest ve sontesler deney ve kontrol gruplarinin kendi sinif
o6gretmenleri tarafindan uygulanmistir. Deney grubuna uygulanan deneysel islem siresince kontrol
grubunda yer alan cocuklar, sinif 6gretmenleriyle okul 6ncesi egitim kapsaminda egitim almislardir.
Kontrol grubunda yapilan etkinliklere herhangi bir miidahalede bulunulmamistir.

Calismanin gerceklestirilme sireci su sekildedir:
1. Cocuklar igin Sosyal Beceri Ogretim Programinin incelenerek hazirliklarin yapilmasi.
2. Etkinlik planlarinin diizenlenmesi.
3. Veri toplama araglarinin belirlenerek hazirlanmasi.
4. Gerekli izinlerin alinmasi.
5. Deney ve kontrol gruplarinin belirlenerek dntest uygulamasinin yapilmasi.
6. Toplanan verilerin analiz edilmesi.

7. Deney grubuna 9 hafta siresince gilinde yaklasik 1 saat olmak lizere Sosyal Beceri Egitim Programi
uygulanmasi.

8. Sontestlerin deney ve kontrol gruplarina es zamanli olarak yapilmasi.

9. Verilerin analiz edilmesi.
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Verilerin Analizi

Sosyal Becerileri Degerlendirme Olgeginin, Sosyal Problem Cézme Olgeginin, Sosyal Duygusal Uyum
Olgeginin ve alt dlceklerin aritmetik ortalama, standart sapma, carpiklik ve basiklik degerlerine iligkin

betimsel istatistikler Tablo 3’te gosterilmistir.

Tablo 3.

Betimsel istatistikler
Degiskenler X S Carpikhk Basikhk
Sosyal Becerileri Degerlendirme 152.21 32.68 -,299 -,004
Kisiler Arasi Beceriler 34,29 7,33 ,113 -,348
Akran Baskisi ile Basa Cikma Becerileri 23,18 6,22 -,275 ,067
Sonuglari Kabul Etme Becerileri 11,18 3,48 -,240 ,012
Kizginhk Davranislarini Kontrol Etme Becerileri 27,18 5,89 -,365 1,428
Amag Olusturma Becerileri 7,68 2,40 ,646 ,319
Sozel Agiklama Becerileri 15,85 3,92 ,271 -1,307
Dinleme Becerileri 13,53 4,70 ,730 ,826
Gorevleri Tamamlama Becerileri 8,76 3,32 ,050 -,653
Kendini Kontrol Etme Becerileri 9,65 3,95 ,582 -,076
Sosyal Problem Cozme Becerileri 12,41 2,20 -1,084 ,974
Akranlarla Etkilesim 6,41 1,73 -,086 -,825
Sosyal Duruma Uygun Tepki Gosterme 7,85 2,062 ,033 -,573
Sosyal Yasamin Gereklerine Uygun Davranma 19,59 5,09 -,011 -1,026
Sosyal Cevreye Olumlu Yaklasim 7,26 1,58 -, 709 ,247
Sosyal Duygusal Uyum 41,12 8,80 ,008 -,956

Tablo 3’te gorildiga gibi; her bir degisken icin basiklik ve carpiklik degerleri incelenmis ve degerlerin
-1,5- +1,5 araliginda oldugu belirlenmistir. Bu durumda parametrik testler uygulanabilmektedir

(Tabachnick ve Fidell, 2013).

Yapilan bu calismada “Bagimsiz Orneklemler t-Testi”, deney ve kontrol gruplarinin éntest puan
ortalamalarinda farklilik olup olmadigini belirlemek amaciyla kullaniimistir. Deney ve kontrol gruplarina
uygulanan oOn test ve son test puan ortalamalarinda anlamh bir farkhlik bulunup bulunmadigini
saptamada “tek faktor Uzerinde tekrarli 6lgiimler igin iki faktdrlic ANOVA” kullaniimistir. Birinci faktor
deney ve kontrol grubu, ikinci faktor ise dntest ve sontest olarak belirlenmistir. Analizden énce modelin
varsayimlarini karsilayip karsilamadigina bakilmistir (Blyikoztiirk, 2012) ve karsiladigi belirlenmistir.

Bulgular

1. Sosyal Beceri Olgegine iliskin Bulgular

Tablo 4’ te Sosyal Beceri Olgeginin alt dlcekleri ve genel toplamindan alinan &ntest puanlarina ait t-

Testi sonuglari yer almaktadir.

Tablo 4.
“Sosyal Beceri Olgedinin” Alt Olgekleri ve Genel Toplamindan Alinan Ontest Puanlarina Ait “t-Testi”
Sonuglari
Grup N i Ss t p
Deney 1 222
Kisiler Arasi Beceriler | 8 32, 6,43 -1,808 ,080
Kontro 16 36,63 7,76
Akran Baskis! ile Basa Cikma Deney 18 23,17 7,55 010 99
Becerileri Kontrol 16 2319 453 ! !
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Kizginlik Davranislarini Kontrol Etme ~ D€ney 18 27,72 5,48 c68 574
Becerileri Kontrol 16 26.56 6.44 ! !
Deney 1 11,61 74
Sonuglari Kabul Etme Becerileri | 8 /6 3 ,768 ,448
Kontro 16 10,69 3,2
Deney
So6zel Agiklama Becerileri | 18 15,22 3,98 -,996 ,327
Kontro 16 16,56 3,85
Amag Olusturma Becerileri Deney
¢ $ | 18 7,50 2,62 - 450 656
Kontro 16 7,88 2,19
Deney
Dinleme Becerileri | 18 14,7 >27 1,525 ,137
Kontro 16 12,25 3,73
Kendini Kontrol Etme Becerileri Deney 1 10,7 4.4
| 8 0,78 49 1,831 ,076
Kontro 16 8,38 2,87
Deney
Gorevleri Tamamlama Becerileri | 18 9,00 3,07 ,433 ,668
Kontro 16 8,50 3,67
_ Deney 18 151,89 32,50
Sosyal Beceri Toplam Puan -,059 ,953

Kontrol 16 152,56 33,96

Deney ve kontrol gruplarinin Sosyal Beceri Olgegi (t=,953; p>.05) ve alt dlceklerinden aldiklari 6ntest
puanlarinda anlamli farkliliklar bulunmamaktadir.

Tablo 5’ te deney ve kontrol gruplarinin Sosyal Beceri Olgeginden aldiklari puanlarin aritmetik
ortalama ve standart sapmalarina iliskin betimsel istatistikler yer almaktadir.

Tablo 5.

“Sosyal Beceri Olgedinin” Alt Olgekleri ve Genel Toplamina iliskin Betimsel Istatistikler

Grup Ontest Sontest

Sosyal Beceri N X Ss N X Ss
o ) Deney 18 32,22 6,43 18 71,06 4,18

Kisiler Arasi Beceriler

Kontrol 16 36,63 7,76 16 40,50 9,88
Akran Baskis! ile Basa Deney 18 23,17 7,55 18 46,50 5,09
Cikma Becerileri Kontrol 16 23,19 4,53 16 25,06 4,95
Kizginlik Davranislarini Deney 18 27,72 5,48 18 53,00 4,34
Kontrol Etme Becerileri Kontrol 16 26,56 6,44 16 29,63 7,92
Sonu(;'an Kabul Etme Deney 18 11,61 3,74 18 19,00 2,169
Becerileri Kontrol 16 10,69 3,198 16 11,75 3,82

Deney 18 15,22 3,98 18 33,17 2,26
S6zel Agiklama Becerileri

Kontrol 16 16,56 3,85 16 19,38 4,515

Deney 18 7,50 2,62 18 14,39 1,2
Amag Olusturma Becerileri

Kontrol 16 7,88 2,19 16 8,50 2,31

Deney 18 14,67 5,27 18 24,22 1,80
Dinleme Becerileri

Kontrol 16 12,25 3,73 16 13,38 3,96
Kendini Kontrol Etme Deney 18 10,78 4,49 18 19,06 2,15
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Becerileri Kontrol 16 8,38 2,87 16 9,56 3,25
Gorevleri Tamamlama Deney 18 9,00 3,068 18 14,44 1,54
Becerileri Kontrol 16 8,50 3,67 16 9,94 4,09

Deney 18 151,89 32,49 18 294,83 17,06

Sosyal Beceri Toplam Puan
Kontrol 16 152,56 33,96 16 167,69 37,46

Tablo 5’te gériildigi gibi; Sosyal Beceri Egitimi &ncesi deney grubunun Sosyal Beceri Olgeginden
aldigi ortalama puan x = 151,89; deneysel islemin sonunda x = 294,83’tiir. Sosyal Beceri Egitiminin
uygulanmadigi ancak okul 6ncesi egitime devam eden kontrol grubunda ise, ©6ntest puan ortalamasi
x=152,56 ve sontest puan ortalamasi %= 167,69 olarak belirlenmistir. Buna gore; deney ve kontrol
gruplarinin Ontest ve sontestten aldiklari puan ortalamalari incelendiginde;
her iki grupta da Sosyal Beceri Olceginden ve alt dlgceklerinden aldiklari puanlarda artis oldugu
gorilmektedir.

Tablo 6’ da Sosyal Beceri Olgeginin ve alt dlgeklerin dntest-sontest puanlarina iliskin iki Yonlii Anova
sonuglari yer almaktadir.

Tablo 6.

Sosyal Beceri Olgeginin ve Alt Olceklerin Ontest-Sontest Puanlarina Yénelik iki Yénlii Anova Sonuclari
Varyansin Kaynagi KT Sd KO F p Klsminz
Gruplararasi
Grup 2896,81 1 2896,81 29,478 ,000 0,479
Hata 3144,68 32 98,271

i
Olgiim( Ontest-Sontest) 7725,184 1 7725,184 1107,93 ,000 0,972
Grup*Olciim 5175,89 1 5175,89 742,313 ,000 0,959
Hata 223,125 32 6,973
Gruplararasi
Grup 1942,618 1 1942,618 37,41424 ,000 0,538

Akran Baskisi ile Hata 1661,5000 32 51,922

Basa Cikma Gruplarici

Becerileri Olciim( Ontest-Sontest) 2691,36 1  2691,36 203,662 ,000 0,864
Grup*Qlgiim 1950,184 1 1950,184 147,58 ,000 0,821
Hata 422,875 32 13,214
Gruplararasi
Grup 2549,446 1 2549,446 39,09 ,000 0,55

Kizginhk Hata 2087,0243 32 65,2195

o oo

Becerileri Ol¢lim( Ontest-Sontest) 3401,667 1 3401,667 35541 ,000 0,917
Grup*Olciim 2090,196 1 2090,196 218,39 ,000 0,872
Hata 306,274 32 9,571

Sonuclari Kabul Gruplararasi

Etme Becerileri Grup 282,951 1 282,95 15,474 ,000 0,326
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Sozel Agiklama
Becerileri

Amac Olusturma
Becerileri

Dinleme Becerileri

Kendini Kontrol
Etme Becerileri

Gorevleri
Tamamlama
Becerileri

Sosyal Beceri

Hata 585,108
Gruplarigi

Olgiim( Ontest-Sontest) 302,51
Grup*Qlgiim 169,51
Hata 105,61
Gruplararasi

Grup 656,63
Hata 719,607
Gruplarigi

Olgiim( Ontest-Sontest)  1824,78
Grup*Olciim 969,78
Hata 163,69097
Gruplararasi

Grup 128,76552
Hata 228,7639
Gruplarigi

Olgiim( Ontest-Sontest) 239,118
Grup*Qlgiim 166,18
Hata 63,764
Gruplararasi

Grup 745,118
Hata 765,76389
Gruplarigi

Olciim( Ontest-Sontest) 483,138
Grup*Olciim 301,02
Hata 206,0972
Gruplararasi

Grup 599,34
Hata 571,719
Gruplarigi

Olgiim( Ontest-Sontest) 379,446
Grup*Olciim 212,917
Hata 132,024
Gruplararasi

Grup 106,177
Hata 561,19
Gruplarigi

Olctiim( Ontest-Sontest) 200,59
Grup*Olciim 68,000
Hata 92,190972

Gruplararasi

32

32

32

32

32

[EEN

32

[EEY

32

[

32

32

32

32

32

18,28

302,51
169,51
3,3002

656,63
22,488

1824,78
969,78
5,1153

128,77
7,14887

239,118
166,18
1,9926

745,118
23,930122

483,138
301,02
6,440538

599,34
17,866

379,446
212,917
4,1258

106,176
17,53

200,59
68,000
,880968

91,663
51,362

,000
,000

29,19936 ,000

356,7
189,58

18,012

120,002
83,396

31,137

75,015
46,7384

33,546

91,97
51,6067

6,054

69,625
23,603

,000
,000

,000

,000
,000

,000

,000
,000

,000

,000
,000

,000

,000
,000

0,741
0,616

0,477

0,918
0,856

0,36

0,789
0,723

0,493

0,701
0,594

0,512

0,742
0,617

0,159

0,685
0,424
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Toplam Puan Grup 67744,47 1 67744,47 39,171 ,000 0,55
Hata 55342,306 32 1729,447
Gruplarigi
Olgiim( Ontest-Sontest) 105822,84 1 105822,84 573,05 ,000 0,947
Grup*Olgiim 69195,43 1 69195,43 374,70 ,000 0,921
Hata 5909,3472 32 184,6671

Tablo 6’da gorildugu gibi; Sosyal Beceri Egitimi alan deney grubu ve almayan kontrol grubunun
Sosyal Beceri Olgegi éntest ve sontest toplam puanlari arasinda anlamli bir farkhlik belirlenmistir(F ;.35=
39,171; r]2 =0,55 p<.05]. Bu durumda deney ve kontrol gruplarinin sosyal becerilerinde 6l¢im zamanina
bakilmaksizin anlamli bir farkhlasma oldugu gérilmektedir. Grup ayrimi yapilmadan ¢ocuklarin Sosyal
Beceri Olgeginden aldiklari &ntest ve sontest puanlari incelendiginde; &ntest ve sontestler arasinda da
anlamli bir farklilik oldugu gériilmektedir [F;.32= 573,05; n’ =0,947; p<.05]. Yani grup ayrimi yapilmadan
incelendiginde; cocuklarin sosyal becerileri uygulanan programa bagl olarak degismektedir. Ayrica bu
arastirma sonucunda deney ve kontrol gruplarinin sosyal beceri puan ortalamalarinin 6l¢gim zamanina
bagl olarak degistigi de belirlenmistir [F(;.3= 374,70; nz =,921; p<.05]. Bu bulgu Sosyal Beceri Egitim
Programinin ve okul 6ncesi egitimin ¢ocuklarin sosyal becerilerini arttirmada farkh etkilerinin oldugunu
gostermektedir. Cocuklarin sosyal becerilerinde gozlenen bu farkliligin, deney 6ncesine gére daha fazla
artisin oldugu Sosyal Beceri Egitim Programindan kaynaklandigi ve programin c¢ocuklarin sosyal
becerilerini daha fazla etkiledigi gorilmektedir.

2. Sosyal Problem Cdzme Becerileri Olgegine iligkin Bulgular

Tablo 7’ de Sosyal Problem Cézme Becerileri Olgeginden alinan &ntest puanlarina iliskin t-Testi
sonuglari yer almaktadir

Tablo 7.

“Sosyal Problem Cézme Becerileri Olcedinden” Alinan Ontest Puanlarina Ait “t-Testi” Sonuglari
Grup N i 3 t P
Deney 18 11,94 2,13

Sosyal Problem Cdzme Becerileri ’ !
Kontrol 16 12,94 2,24 -1,327  ,194

Tablo 7’de goriildiigiu gibi; Sosyal Problem Cézme Becerileri Olgegi 6ntest puanlarinda gruplar
arasinda farklilik bulunmamaktadir (t=-1,327; p>.05)

Tablo 8de deney ve kontrol gruplarinin Sosyal Problem Cézme Becerileri Olgeginden aldiklari
puanlarin aritmetik ortalama ve standart sapmalarina iliskin betimsel istatistikler yer almaktadir.

Tablo 8.
“Sosyal Problem Cézme Olgedine” lliskin Betimsel istatistikler
Ontest Sontest
Grup — _
N X ss N X ss
Sosyal Problem Cozme Deney 18 11,94 2,127 18 13,94 1,162
Becerileri Kontrol 16 12,94 2,235 16 12,94 2,235

Tablo 8'de goruldugi gibi; Sosyal Beceri Egitimi 6ncesi deney grubunun Sosyal Problem Cézme Beceri
Olgeginden aldigi ortalama puan % = 11,94, deneysel islemin sonunda aldigi ortalama puan ise % =
13,94’tlir. Sosyal beceri egitiminin uygulanmadigi ancak okul dncesi egitime devam eden kontrol

grubunda ise, Ontest ve sontest puan ortalamalarinin = 12,94 oldugu gorilmektedir. Buna gore; deney
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grubu puan ortalamalarinda artis gdzlenirken, kontrol grubu puan otalamalarinda herhangi bir artig
belirlenmemistir.

Tablo 9’ da Sosyal Problem Cézme Olgegi ve alt dlcekleri 6ntest-sontest puanlarina iliskin iki Yénlii
Anova sonuglari yer almaktadir.

Tablo 9.

Sosyal Problem ¢6zme Olgedinin ve Alt Olgeklerin Ontest-Sontest Puanlarina fliskin iki Yénli Anova
Sonuglar

o . 2
Varyansin Kaynagi KT sd KO F p Kismin
Gruplararasi
Grup ,001 1 ,001 ,000 ,992 0,000
Hata 237,76 32 7,43012
Gruplarigi
Olgiim( Ontest-Sontest) 16,9411 1 16,9411 45,176 ,000 0,585
Grup*Olgiim 16,9411 1 16,9411 45,176 ,000 0,585
Hata 12,00 32 0,3750 12,00

Tablo 9’da gorildugi gibi; Sosyal Beceri egitimi alan deney grubu ve almayan kontrol grubu Sosyal
Problem Cézme Olgegi ntest ve sontest toplam puanlari arasinda anlamli bir farkhilik belirlenmemistir
[F(1:32= .000; r]2 =,000; p>.05]. Bu durumda deney ve kontrol grubunda yer alan ¢ocuklarin dlgim
zamanina bakilmaksizin sosyal problem ¢6zme becerilerinin farklilasmadigi ortaya ¢ikmistir. Ancak grup
ayrimi yapilmadan c¢ocuklarin sosyal problem ¢6zme becerileri incelendiginde; ¢ocuklarin 6ntest ve
sontest puanlari arasinda anlamh bir farklilik oldugu belirlenmistir [F(;.35= 45,176; n2=,585 p<,05]. Ayrica
deney ve kontrol gruplarina uygulanan Sosyal Problem Cézme Olgegi puan ortalamalarinin 8lgiim
zamanina bagh olarak da degistigi saptanmistir [F(;.35= 45,176; n2= ,585; p< ,05]. Elde edilen bulgular;
Sosyal Beceri Egitim Programinin deney grubunun ontest ve sontestlerinde farklilasmaya neden oldugu
icin cocuklarin sosyal problem ¢6zme becerilerini arttirmada etkili oldugunu géstermektedir.

3. Sosyal Duygusal Uyum Ol¢eginden Elde Edilen Bulgular

Tablo 10’ da deney ve kontrol gruplarinda yer alan ¢ocuklarin Sosyal Duygusal Uyum Olceginin alt
olgekleri ve genel toplamindan aldiklari 6ntest puanlarina ait “t-Testi” sonuglari yer almaktadir.

Tablo 10.
“Sosyal Duygusal Uyum Olgedinin Alt Olcekleri ve Genel Toplamindan Alinan Ontest Puanlarina Ait “t-
Testi” Sonuglari

Grup n )_( ss t p

i Dene 18 21,89 4,28

Sosyal Yasamin Gereklerine Uygun Yy 3148 004
Davranma Kontrol 16 17,00 4,77

Sosyal Duruma Uygun Tepki Deney 18 7,89 2,52 106 916
Gosterme Kontrol 16 7,81 1,47
Deney 18 6,61 1,61

,709 ,483
Akranlarla Etkilesim Kontrol 16 6,19 1,87
Deney 18 7,89 1,28

2,654 ,012
Sosyal Cevreye Olumlu Yaklasim Kontrol 16 6,56 1,63
Deney 18 44,28 7,77

2,370 ,024
Sosyal Duygusal Uyum Toplam Puan Kontrol 16 37,56 8,75
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Tablo 10’da gériildiigii gibi; Sosyal Duygusal Uyum Olgegi (t=2,370; p<.05), Sosyal Yasamin
Gereklerine Uygun Davranma ( t=3,148; p<.05) ve Sosyal Cevreye Olumlu Yaklasim (t=2,654; p<.05) alt
oOlgceklerinden alinan dntest puanlarinda deney grubu lehine anlamli bir farklilk bulundugu belirlenmistir.
Sosyal Duruma Uygun Tepki Gosterme (t=,106; p>.05) ve Akranlarla Etkilesim (t=,709; p>.05) alt
olgeklerinden alinan puanlarda ise anlamli farklilik olmadigi da gérilmektedir.

Tablo 11’ de deney ve kontrol grubundaki cocuklarin Sosyal Duygusal Uyum Olgeginin alt élgekleri ve
genel toplamindan aldiklari puanlarin aritmetik ortalama ve standart sapmalarina iliskin betimsel
istatistikler yer almaktadir.

Tablo 11.
“Sosyal Duygusal Uyum Olceginin” Alt Olgekleri ve Genel Toplamina Ait Betimsel istatistikler

Ontest Sontest
Sosyal Duygusal Uyum Grup N i ss N i ss
Sosyal Yasamin Gereklerine ~ Deney 18 21,89 4,28 18 26,72 ,669
Uygun Davranma Kontrol 16 17,00 4,77 16 18,06 4,64
Sosyal Duruma Uygun Tepki  Deney 18 7,89 2,518 18 11,61 ,698
Gosterme Kontrol 16 7,81 1,47 16 8,06 1,06
o Deney 18 6,61 1,61 18 8,83 ,515
Akranlarla Etkilesim
Kontrol 16 6,188 1,87 16 6,313 1,85
Sosyal Cevreye Olumlu Deney 18 7,89 1,28 18 9,00 ,000
Yaklagim Kontrol 16 6,56 1,63 16 6,75 1,65
Sosyal Duygusal Uyum Deney 18 44,28 7,77 18 56,17 1,29
Toplam Puan Kontrol 16 37,56 8,748 16 39,19 8,19

Tablo 11’de sosyal beceriye yonelik egitim alan deney grubundaki ¢cocuklarin deney 6ncesi sosyal
duygusal uyum ortalama puaninin X = 44,28, deneysel islemin sonunda ise X = 56,17 oldugu
gorulmektedir. Sosyal beceri egitiminin uygulanmadigi ancak okul 6ncesi egitime devam eden kontrol
grubunda ise, Ontest puan ortalamasi x= 37,56 iken, son test puan ortalamasi x = 39,19 olarak
belirlenmistir. Deney ve kontrol gruplarinin puan ortalamalarinda artis oldugu gortlmektedir.

Tablo 12’de deney ve kontrol gruplarinin Sosyal Duygusal Uyum Olceginden ve alt dlgeklerinden
aldiklar 6ntest-sontest puanlarina iliskin iki Yonli Anova sonuglari yer almaktadir.

Tablo 12.
Sosyal Duygusal Uyum Olgedinin ve Alt Olceklerin Ontest-Sontest Puanlarina Yénelik iki Yonlii Anova
Sonuglari

. Kismi
Varyansin Kaynagi KT sd KO F p ':;m
Gruplararasi
Grup 777,451 1 777,4512 29,666 ,000 0,481
Sosyal Yasamin Hata 838,61 32 26,20649
Gereklerine Uygun  Gruplarigi
Davranma Olgiim( Ontest-Sontest) 147,2224 1 147,2224 32,780 ,000 0,506
Grup*Olciim 60,2224 1 60,22243 13,409 ,001 0,295

Hata 143,7187 32 4,491211
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Gruplararasi

Grup 5565441 1 5565441 14,826 001 0,317

Sosyal Duruma Hata 120,125 32 3,753906

Uygun Tepki Gruplarigi

Gosterme Olcim( Ontest-Sontest) 66,8268 1 66,8268 47,2007 ,000 0,596
Grup*Ol¢iim 51,06209 1 51,06209 36,06593 ,000 0,530
Hata

Gruplararasi
Grup 36,71895 1 36,71895 8,819899 ,006 0,216
Hata 133,222 32  4,1632
Akranlarla Etkilesim  Gruplarigi
Olgiim( Ontest-Sontest) 23,334 1 23,334  38,42879 ,000 0,546

Grup*QOlgiim 18,628 1 18,628 30,67872 ,000 0,489
Hata 19,431 32 0,6072
Gruplararasi
Grup 54,17177 1 54,17177 18,51875 ,000 0,367
Sosyal Cevreye Hata 93,60764 32 2,925239
Olumlu Yaklagim F-.]ruplari?i
Olgim( Ontest-Sontest)  7,1424 1 7,1424 15,12848 ,000 0,321
Grup*Qlgiim 3,6129 1 3,6129 7,65271 ,009 0,193
Hata 15,108 32 0,472
Gruplararasi
Grup 2377,81 1 2377,81 27,207 ,000 ,460
. . | Hata 2796,72 32 87,398
Uc\)/suy:w Tourzlli:wsaPuan (Eruplari?i
Olgiim( Ontest-Sontest) 773,4714 1 773,4714 59,819 ,000 0,651
Grup*Qlgiim 446,177 1 446,177 34,507 0,519
Hata 413,764 32 12,93012

Tablo 12’de gorildigi gibi; Sosyal Beceri Egitimi alan deney grubu ile almayan kontrol grubu Sosyal
Duygusal Uyum Olgegi 6ntest ve sontest toplam puanlari arasinda anlamli bir farklilasma oldugu
belirlenmistir[F(;.35= 27.207; n2 =0,460 p<.05]. Deney ve kontrol grubundaki ¢ocuklarin élgim zamanina
bakilmaksizin sosyal duygusal uyumlarinda anlamli bir fark vardir. Cocuklarin éntest ve sontest puanlari
arasinda da anlamli bir farklilik oldugu gorilmektedir [F(;.3,= 59,819; r]2 =0,651; p<.05]. Yani grup ayrimi
vapilmadan incelendiginde; cocuklarin sosyal duygusal uyumlari uygulanan programa bagli olarak
degismektedir. Ayrica bu arastirma sonucunda deney ve kontrol gruplarinin sosyal duygusal uyumlari
puan ortalamalarinin 6lgiim zamanina bagl olarak degistigi saptanmistir [F(1.3,= 34,507; r]2 =,519; p<
,05]. Bu bulgu, Sosyal Beceri Egitiminin ve okul 6ncesi egitimin ¢ocuklarin sosyal duygusal uyumlarini
arttirmada etkili oldugunu gostermektedir.

Tartisma ve Sonug

Tirkiye son yillarda 6zellikle Suriye’den yogun sekilde go¢ almaktadir. Sirin ve Aber (2018) Suriye’den
gocle gelen bu ailelerin, savas sonucunda bir aile Gyesinin kaybi, yoksulluk, siddet, yetersiz beslenme gibi
travmalar yasadiklarini ve bu travmalardan en ¢ok ¢ocuklarin etkilendigini belirtmektedirler. Yasanan bu
olumsuz deneyimler ¢cocuklarin gelisimlerini olumsuz yonde etkilemektedir (Sirin & Aber, 2018). Ayrica
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okula devam eden Suriyeli gocuklarin okula uyum saglamada, iletisim kurmada, toplum tarafindan kabul
gérmede cesitli sorunlar yasadigi sdylenebilmektedir. Bu arastirma da kendi Ulkelerinde yasanan ig
¢atisma ve karigikliklardan kagarak ve kendi yasam alanlarini terk ederek Suriye’den Kilis iline gelen, tek
ebeveynli 60-69 aylik cocuklara uygulanan Sosyal Beceri Egitiminin ¢ocuklarin sosyal uyumlari, sosyal
becerileri ve sosyal problem ¢dzme becerileri tzerinde etkisi olup olmadigini belirlemek amaciyla
yapilmistir.

Arastirma sonucunda; Sosyal Beceri Egitim Programinin Suriye’den gogle gelen cocuklarin sosyal
uyumlarini, sosyal becerilerini ve sosyal problem ¢6zme becerilerini olumlu yoénde etkiledigi
belirlenmistir. Ayrica deney ve kontrol gruplarinin sosyal beceri puan ortalamalari gruplar, 6lgim zamani
ve programa bagli olarak deneysel slirecin sonunda farkllik géstermistir. Sosyal Problem Cézme Beceri
Olgegi puan ortalamalarinin da gruplar agisindan farklilik gdéstermese de, 6lgiim zamanina ve programa
bagl olarak degisim gosterdigi belirlenmistir. Sosyal Duygusal Uyum Olceginin Akranlarla Etkilesim ve
Sosyal Duruma Uygun Tepki Verme alt boyutlarinda ontestlerde farkhlik gériilmezken, deneysel islem
sonunda uygulanan sontestlerde farklilik gosterdigi saptanmistir. Bu bulgular, c¢ocuklarin sosyal
becerilerini, sosyal problem ¢6zme becerilerini, akranlarla etkilesimlerini ve sosyal duruma uygun tepki
vermelerini uygulanan Sosyal Beceri Egitim Programinin daha fazla etkiledigi seklinde yorumlanabilir.
Sosyal becerilerin gelistirilmesi amaciyla yapilan ¢alismalarda ¢ocuklarin problem ¢6zme, iletisim
tekniklerini kullanabilme, kisilerarasi iliskiyi baslatma ve sirdirme, duygu ve dislincelerini ifade
edebilme gibi becerilerinde egitimin etkili oldugunu belirlemislerdir (Boz, Uludag & Tokug, 2018; Celik
2007; Durualp & Aral, 2010; Goktas, 2015; Kilig¢ & Giingor Aytar, 2017; Kim, Doh, Hong 6 Choi, 2011;
Kutnick & Marshall 1993; Lane 1999; Ozyiirek ve Ceylan, 2011; Pekdogan, 2016 ). Bu arastirma sonucuna
paralel olarak Mohlen, Parzer, Resch ve Brunner (2005) de miilteci ¢ocuklara uyguladiklari psikososyal
destek programinin ¢ocuklarin kendi iyi oluslarina katkida bulundugunu ifade etmislerdir. Uysal ve
Balkan’in (2015) sosyal beceri egitimi alan, sosyal beceri egitimi alip anneleri de bu egitime katilan ve
herhangi bir egitim almayan (¢ grup okul 6ncesi ¢ocugun sosyal beceri diizeylerini karsilastirdiklar
calismada; egitim almayan grupta gelismeye rastlanmadigini, diger iki grupta ise sosyal beceri ve benlik
kavrami diizeylerinin gelistigini ve kaliciligin korudugunu belirlemislerdir.

Kontrol grubunda da okul Oncesi egitime bagh olarak sosyal beceri egitimi almasalar da sosyal
becerileri ve sosyal uyumlari Gizerine anlamh farkliigin oldugu da saptanmistir. Dokuz haftalik siirecte
okul dncesi egitim almanin gocuklarin sosyal becerileri Gizerinde etkisi oldugu séylenebilir. Ayrica sosyal
problem ¢6zme becerisi ortalama puanlarinin ise sadece Sosyal Beceri Egitimi alan ¢ocuklarda degisim
gosterdigi belirlenmistir. Bu agidan okul 6ncesi egitim uygulanan sinifta, etkinlikler igerisinde sosyal
problem ¢dzmeye yonelik etkinliklerin yer almadigi dislintilmektedir. Bu arastirmadan farkh olarak,
Ozyiirek ve Ceylan (2014) okul 6ncesi dgretmenlerinin dzellikle cocuklarin problem ¢ézme becerilerini
desteklemeye yonelik etkinlikler uyguladiklarini belirtmektedirler. Ayrica ¢ocuklarin akranlariyla okul
ortaminda bir arada olmasinin sosyal becerilerin gelisiminde 6nemli etkiye yol actigi da ifade
edilmektedir (Garton & Pratt, 2001; Lau, 2012). Yapilan galismalar da okul 6ncesi egitimin gocuklarda
sosyal beceriyi arttirdigini géstermektedir (Biiliikbasi, 2002; Dervisoglu Mavi, 2007; Kapikiran, ivrendi &
Adak, 2006; Kok, Tugluk & Bay, 2005; Pekdogan & Kanak, 2019; Yildiz, Ozkal & Cetingdz, 2003). Can
Yasar, Uyanik Aktulun, Karaca ve Teke (2018) de okul oncesi egitimin Suriyeli ¢ocuklarin gelisim
alanlarina etkisinin anlamli diizeyde oldugunu belirlemislerdir. Kiremit, Akpinar ve Tufekgi Akcan (2018)
Suriyeli ¢cocuklarin 6gretmenleri ile yaptiklari arastirmada; 6gretmenlerin biyilik cogunlugunun, Suriyeli
cocuklarin okula ve akranlarina uyum saglama sorunlarinin oldugunu ve bunun dil problemi
yasamalarindan kaynaklandigini belirttiklerini tespit etmislerdir. Yine yapilan c¢alismalar Suriyeli
cocuklarin dil problemi ile beraber iletisim ve uyum sorunu yasadiklarini gostermektedir (Anthony, Olu &
Bazza, 2020; Hek, 2005; Karaaga¢ & Giiveng, 2019; Levent & Cayak 2017; Ozger & Akansel, 2019; Uzman
& Kosten, 2016; Uzun & Biitln, 2016).

Bu arastirmada Suriye’den gocle gelen tek ebeveynli ve sadece Suriyeli cocuklarin oldugu siniflardaki
cocuklarla gahisilmistir. Siniftaki cocuklarin tamaminin Suriyeli olmasinin, kendi aralarinda dil problemi ve
akran iliskilerinde de ¢ok fazla problem yasamamalarina neden oldugu dislniilmektedir. Her iki sinifta
da birer terciman bulunmaktadir. Bu agidan da gocuklarla daha kolay etkilesime girilebilmektedir. Sinifta
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bir terciimanin bulunmasi ¢ocuklarin Tiirkge olarak konusulanlari anlayip anlayamadiklarini daha net
belirleyebilmek agisindan énemli bir avantajdir. Bununla beraber yapilan bu arastirmada sadece Suriyeli
cocuklarla galisiimasinin, tlkemizin biliylk bir kesiminde Tirk ve Suriyeli gcocuklarin beraber ayni sinifta
olmasindan kaynaklanan sorunlari tam olarak icermedigi de dustntlmektedir. Birka¢ c¢ocugun
kaynastirma o6grenci olarak yer aldigi siniflarda uygulamalarin sadece Tirkce bilen 6gretmenler
tarafindan yarataldiga dustnaldiginde; ¢ocuklarin sosyal agidan geri kalmalari ve uyum problemleri
yasamalari da onemli bir sorundur. Bu nedenle 0Ozellikle okul 6ncesi 6gretmenlerinin yapilan bu
¢alismada oldugu gibi becerileri gelistirmeye yonelik farkli uygulamalarla ve 6zellikle akran iligkilerini
destekleyecek sekilde egitim vermelerinin énemli oldugu ve calismanin hem Suriyeli hem de Tirk
¢ocuklarin bir arada oldugu okul dncesi egitim kurumlarinda da yapilmasi gerektigi distiniilmektedir.
Ayrica okul oncesi 6gretmenleri gibi cocuklarla uzun sire beraber olan sinif 6gretmenlerinin de
cocuklara Tirkge Ogretirken sosyal becerileri, problem ¢6zmeyi ve sosyal duygusal uyumu dikkate
almalari ve bu konuda egitim vermeleri gerektigi diistinilmektedir.

Bu arastirmada tek ebeveyni olan ¢ocuklarla ¢alisilmis ve ¢ocuklarin ¢ogunlugunun ebeveynini savas
sirasinda kaybettigi belirlenmistir. Yapilan bir ¢alismada da Suriyeli gocuklarin ailelerinden bir kisiyi
kaybeden, yakinlarindan biri 6ldiriilen ya da yaralanan gocuklarin, akranlarindan daha fazla sorun
yasadiklari, bu nedenle de travma sonrasi stres bozuklugu goésterdikleri belirlenmistir (Sirin & Rogers
Sirin, 2015). Dolayisiyla okul psikolojik danismanlarinin bu c¢ocuklarla calisarak, onlarin yasadiklar
problemlerle bas edebilmelerinde destek olmalari gerektigi de dislinlilmektedir. Boylece gocuklarin
Uzerindeki stres hafifleyecek ve uyumlari kolaylasacaktir. Bu agidan da sinif 6gretmeni ile psikolojik
danismanin isbirligi icerisinde olmasi 6Gnem kazanmaktadir. Bu arastirmada aileler siirecin igerisine dahil
edilmemistir. Ailelerin gocuklar Gzerindeki etkisi dustunuldigiunde, aileleri de igine alan sosyal beceri
egitimine yonelik calismanin da yapilabilecegi disiiniilmektedir.
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formunun tiimii icin i¢c tutarlilik kat sayisi .91 olarak bulunmustur. Olcegin ebeveyn
formunun madde yiklerinin .21 ile .55 arasinda siralandigi gorilmis ve dogrulayici
faktor analizi sonucunda modelin iyi uyum gosterdigi belirlenmistir ( x2=2217,85,
sd=659, p=0.0, RMSEA=.06, AGFI=.92, GFI=.93 ve SRMR=.06). Ebeveyn formunun tim
icin i¢ tutarlilik kat sayisi .85 olarak bulunmustur. Gegerlik ve gtivenirlik ¢alismalarindan
elde edilen bulgulara goére DECA-P2 oOlgeginin hem 0&gretmen hem de ebeveyn
formunun gecerli ve guivenilir bir 6lgme araci olarak kullanilabilecegi saptanmistir.

Introduction

Development progresses as a whole. Since slow or rapid advances in social, emotional, cognitive, and
physical development areas are interrelated, a change in one development area also affects the other
developmental areas (Selguk, 2004). Although cognitive maturity has a central role in school success,
recent research suggests that children being emotionally and behaviorally well-adjusted has a positive
impact on school success. A child's social and emotional development is a key step toward readiness for
school. It is seen that emotionally well-adjusted children are more likely to be successful at school. It is
stated that children with serious emotional problems will have an increased risk of encountering various
difficulties at school (Raver, 2002).

As social competence shows how well children manage their relationships with their peers and with
adults, it is the skill of combining cognitive, affective, and behavioral expressions in a social context.
Emotional competence determines how successful children will be in their social relationships and
interactions. As social interactions also include emotions, the terms social competence and emotional
competence are regarded as interrelated terms (McCabe & Altamura, 2011). Early childhood is a time
when young children develop many stages of social and emotional competence. For example; they
develop their social skills, self-confidence, value systems, and the capacity to control their emotions
(Schultz, Coombs Richardson, Barber & Wilcox, 2011).

Developing basic social and emotional competencies in preschool years will not only reduce
behavioral, social, and emotional problems in children, it will also allow children to establish and
manage their first friendships and to get along well with individuals in their own environment (Stan,
2012). The development of social and emotional competence will be a developmental milestone for
preschool children to be successful in future social and academic fields (McCabe & Altamura, 2011).

Children whose social and emotional competence is not developed are seen to participate less in
class activities. They are also accepted less by their classmates and teachers. Teachers give such children
less positive feedback and take less interest in them in class. Just as these children have weaker learning
skills, they also like their schools less. This situation continues in primary school years. It is observed that
children who act aggressively and antisocially lag behind in academic skills and their performance is
lower. It is observed that antisocial behavior continues in the future with a high probability of dropping
out of school. It is observed that the social and emotional competencies of young children are more
determinant of their academic achievement in the first grade than their cognitive skills or family
background (Raver & Knitzer, 2002; cited in Denham & Burton, 2003). Strengthening the capacity of
children to regulate their emotions and behavior and supporting them to make meaningful friendships
increase their school success (Webster-Stratton & Reid, 2004).

In the preschool education period, children acquire pre-academic skills such as learning to count and
recognizing sounds, as well as many features of social-emotional competence such as expressing
emotions, regulating emotions, social problem-solving and emotional awareness. It is seen that when
preschool children are able to express and regulate their emotions and are aware of their emotional
knowledge, this has a positive effect on early literacy (phonological awareness, knowledge of the
alphabet, etc.) performance. These findings emphasize the relationship between academic achievement
and social-emotional competence (Curby, Brown, Bassett & Denham, 2015).

Social and emotional competencies include following instructions, teamwork skills, responsibility,
cooperation, respect for other people, positive interactions, accepting one's own emotions and those of
others, positive affect, and behavioral and emotional adjustment (Stan, 2013). Social skills and social
competence are conceptually distinct from each other. Social competence is the evaluation of an
individual's performance in a social task. Social skill is the ability to perform a social task skillfully
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(McFall, 1982; cited in McCleand & Scalzo, 2006). This difference is important when assessing children. If
a child fails in performing a social task this does not mean that he or she has not developed these skills.
Accordingly, it can be seen which skills a child with low performance needs to develop. Parents or
teachers can be told what skills need to be acquired appropriate to the child's age. If there are areas in
which children experience problems, referral to relevant experts can be made.

Parents and teachers can make different comments about the same child. Therefore, working
simultaneously with their parents and teachers, who closely follow the development of the children, will
show whether or not there is any similarity between a child's social and emotional competencies in
different settings. The study aimed to adapt the scale, originally named 'Devereux Early Childhood
Assessment (DECA-P2)' and developed by Paul A. LeBuffe & Jack A. Naglieri in 1999, into Turkish and to
examine the validity and reliability of the Turkish form of the scale.

Social and emotional competence affects many skills such as children's participation in classroom
activities, academic achievement, school readiness, emotion regulation, problem behavior reduction,
social adaptation, and social problem-solving. Using such scales as "Preschool Social Behavior Scale (Sen
& Ari, 2009)," "Preschool Social Skills Assessment Scale (Omeroglu et al., 2014)," and "Social
Competence and Behavior Assessment-30 Scale (Arslan Yalgin, 2009)," different studies have been
carried out in the field of preschool social-emotional competence. An analysis program is needed to
make use of such scales. Having a measurement tool that teachers can easily use and interpret in their
classrooms will play an important role in determining children's social-emotional competence. Just as
the DECA-P2 measurement tool can be used together with an analysis program, it can also be used to
determine individual and group profiles without the need for an analysis program. Furthermore, it can
be used as both a teacher and parent form. Therefore, this scale is a comprehensive measurement tool
for assessing children's social and emotional competence.

Method
Study Group

The study's population consists of the parents and teachers of children who attend independent
kindergartens affiliated with the lzmir Provincial National Education Directorate in the 2015-2016
academic year. The sample consists of parents whose children are enrolled in independent
kindergartens located in the center of Izmir metropolitan municipality, and their teachers. The
participants in this study consist of the parents and teachers of children attending selected educational
establishments who are aged 36-66 months and who have no physical, mental, visual, or auditory
disabilities. Using the simple random sampling method, 20 independent kindergartens out of the 30
located in the center of Izmir metropolitan municipality were selected. This method was used because
all the schools included in this study are equal and independent units (Baylukoztirk et al., 2013). Schools
were selected randomly by socioeconomic level, taking expert opinion into consideration. Five children
were selected from each class in the 20 selected schools. The third, sixth, ninth, 12th, and 15th students
on the class lists were selected. Schools were notified once the necessary permissions had been
obtained. The Devereux Early Childhood Assessment (DECA-P 2) scale was distributed to a total 180
teachers and 900 parents once the informed consent forms had been received. As some teachers and
parents refused to participate or because the forms were incomplete, the final number of study
participants came to 621 parents and 149 teachers.

Data Collection Tools

Devereux Early Childhood Assessment (DECA-P2): DECA-P2 is a revised version of the scale,
originally named 'The Devereux Early Childhood Assessment,' developed by Paul A. LeBuffe & Jack A.
Naglieri in 1999. It is a behavioral assessment scale filled out by parents, teachers, or early childhood
professionals. It is a standard and norm-referenced scale with a 5-point Likert-type structure that
assesses risks and protective factors for the period 36-66 months. The scale consists of two subscales:
Total Protective Factors and Behavioral Concerns. There are 27 items in Total Protective Factors. Total
protective factors are further divided into the following subscales: initiative, self-regulation, and
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attachment/relationships. There are 11 items in the Behavioral Concerns subscale (LeBuffe & Naglieri,
2012).

The assessing teachers and parents after marking all the items, code the protective factors as
follows: Never, 0; Rarely, 1; Occasionally, 2; Frequently, 3; Very Frequently, 4. In order to create an
individual profile of each child, after the assessors have marked all the items, the raw scores are taken in
total for each subscale. T-scores and classification percentages corresponding to the raw scores are
calculated. T-Scores indicate the children's social-emotional competence levels. Those whose T-scores in
the Total Protective Factors subscale are 60 or higher are defined as powerful; 41 to 59 as normal; and
40 or lower as being in need. Those who T-scores in the Behavioral Concerns. subscale are 60 or higher
are defined as being in need while those lower than 60 are defined as normal. The T-scores obtained
from the children's tests determine in which field they are powerful, normal, or in need. Classification
percentages indicate the proportions of children with the same or lower raw scores according to
standard sampling. For example, if the child has a 55% classification percentage, this shows that the
children in standard sampling have less than 55% or exactly 55%. This assessment, made following the
scoring range for the original scale, determines the children's social-emotional competency levels
(LeBuffe & Naglieri, 2012).

Using Varimax Rotation by Teachers in the original form of the DECA P-2 Scale, item factor analysis
for the protective factors ranges between 0. 30 and 0.82. The reliability coefficients for the teacher's
form are 0.92 for initiative; 0.94 for self-regulation; 0.85 for attachment/relationships; and 0.86 for
behavioral concerns. Using Varimax Rotation by Parents in the original form of the DECA P-2 Scale, item
factor analysis for the protective factors ranges between 0.31 and 0.77. The reliability coefficients for
the parent's form are 0.88 for initiative; 0.90 for self-regulation; 0.79 for attachment/relationships; and
0.80 for behavioral concerns. According to the analysis results obtained from the original validity and
reliability studies of the scale, the DECA-P2 scale provides the conditions for validity and reliability.

Process

To work on adapting the DECA-P2 scale, communication was established via e-mail with Paul
LeBuffe, who developed the scale. Permission to adapt the scale was received via e-mail from Susan
Damico, Deputy Director of the Devereux Center for Resilient Children. First, the DECA P-2 scale was
translated into Turkish by a group of experts and linguists. This translation was evaluated by experts by
comparing it with the source language. A consensus was reached on the scale's items. To determine
whether or not the items were comprehensible, people who work both inside and outside the field were
consulted. The items for the scale were arranged clearly and given their final form. After obtaining the
necessary permissions, the pilot application and general application were carried out. The pilot
application for the scale was carried out using the parents and teachers of 30 children aged 33-66
months attending independent kindergartens. Each teacher was asked to evaluate the scale for five
children. In addition, those same children's parents were asked to evaluate the scale. Following the pilot
application, the scale was distributed by the researchers to independent kindergartens in Izmir
metropolitan municipality center. They were given one week to fill out the scale. The researcher visited
the schools and collected the data. Factor analysis was applied to all the data to evaluate the scale's
construct validity.

Data Analysis

The data were analyzed using SIMPLIS and the SPSS (Statistical Package for the Social Sciences)18
Package program. Confirmatory factor analysis was applied to verify whether or not the original form
bore similarity to Turkish culture. Confirmatory factor analysis was performed because the existing
DECA-P2 structure of scale was applied for the first time to a Turkish sample construct and the aim was
to validate this construct (Yaslhoglu, 2017).

772



Atabay Demir & Sénmez — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 769-793
Findings

This section includes the findings from the validity and reliability studies carried out on the DECA-P2
scale.

1. Construct Validity

Confirmatory Factor Analysis Confirmatory factor analysis was carried out to verify that the DECA-P2
scale was similar to Turkish culture and the original form of the scale. The DECA P-2 social-emotional
competence scale is divided into two subscales, namely behavioral concerns and total protective factors,
and total protective factors are divided into three subscales, namely initiative, self-regulation, and
attachment/relationships. The scale was modeled to test a four-factor structure.

DECA-P2 Teacher Form

Confirmatory factor analysis was applied to the data obtained from teachers within the scope of the
construct validity study for the DECA P-2 social-emotional competency scale used by teachers to assess
preschool children. The tested model was created to test a four-factor construct, those four factors
being the Behavioral concerns (11 items), Self-regulation (9 items), Attachment/relationships (9 items),
and Initiative (9 items) subscales of the DECA-P2 social-emotional competency scale, and analysis was
made. The factor loads of the 11 items in the scale's Behavioral Concerns subscale vary between 0.22
and 0.74. In the Self-regulation subscale, the factor loads of the items vary between 0.41 and 0.64. The
factor loads of the items in the Attachment subscale vary between 0.23 and 0.68. The factor loads of the
items in the Initiative subscale, which is the fourth subscale of the scale, were observed to vary between
0.48 and 0.68. The regression coefficients for all items in the model were found to be significant when
the t values of the factor loadings in question were examined according to the SIMPLIS program output.
The R” values for the items (which also give item reliability (Schumacker & Lomax, 2004)) are observed
to be quite high.

When the model-data fit indices for the model established for Confirmatory Factor Analysis of the
scale were examined, it was observed that the goodness of fit indices were GFI=0.94 and AGFI=0.93,
while the RMSEA and SRMR values of the error indices were 0.08 and 0.07 respectively. The model's )(2
value was estimated to be 0. 3667, 12, sd=659 (P=0.0). These indexes are sufficient evidence of the
scale's factorial construct validity since the tested CFA model provides the goodness of fit values
expected in a good model (Schumacker & Lomax, 2004; Kelloway, 1998; Joreskog & S6rbom, 1993). The
path diagram for the confirmatory factor analysis is given in figure 1 together with standard values.

Table. 1
Teacher's Test Confirmatory Factor Analysis Results
Behavior Self- Attachment/ Initiative
Concerns  regulation Relationship
Factor Loadings (A,) Error R’ T Value
g Variance
g ()
Behaviorl 0.37 - - - 0.59 0.12 20.28
Behavior2 0.38 - - - 0.58 0.20 20.73
Behavior3 0.55 - - - 0.56 0.35 29.26
Behavior4 0.35 - - - 0.30 0.28 19.11
Behavior5 0.44 - - - 0.35 0.51 36.09
Behavior6 0.71 - - - 0.47 0.51 30.61
Behavior?7 0.59 - - - 0.67 0.34 30.61
Behavior8 0.40 - - - 0.97 0.13  21.72
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Behavior9 0.57 - - - 0.62 0.34 29.54
Behavior10 0.74 - - - 0.56 049 3741
Behaviorll 0.22 - - - 0.34 0.12 12.19
Self-regulationl - 0.57 - - 0.30 0.52 33.56
Self-regulation2 - 0.49 - - 0.57 0.30 28.89
Self-regulation3 - 0.64 - - 0.51 0.45 36.91
Self-regulation4 - 0.57 - - 0.34 0.49 33.70
Self-regulation5 - 0.62 - - 0.43 0.48 36.48
Self-regulation6 - 0.49 - - 0.41 0.37 29.56
Self-regulation7 - 0.56 - - 0.40 0.44  27.95
Self-regulation8 - 0.54 - - 0.68 0.24 27.94
Self-regulation9 - 0.41 - - 0.26 0.53 33.32
Attachmentl - - 0.41 - 0.74 0.19 21.82
Attachment2 - - 0.32 - 0.49 0.17 17.94
Attachment3 - - 0.49 - 0.42 0.36  26.47
Attachment4 - - 0.68 - 0.62 0.43 34.04
Attachment5 - - 0.35 - 0.37 0.24  19.58
Attachment6 - - 0.51 - 0.47 0.36 27.57
Attachment?7 - - 0.46 - 0.32 0.40 25.42
Attachment8 - - 0.55 - 0.41 0.43 29.41
Attachment9 - - 0.23 - 0.85 0.14  12.85
Initiativel - - - 0.67 0.51 0.47 39.20
Initiative2 - - - 0.67 0.45 0.50 39.29
Initiative3 - - - 0.68 0.39 0.54 39.86
Initiative4 - - - 0.63 0.34 0.54 37.54
Initiative5 - - - 0.67 0.59 0.43  39.17
Initiative6 - - - 0.62 0.31 0.55 37.10
Initiative7 - - - 0.48 0.43 0.35 29.18
Initiative8 - - - 0.61 0.50 0.43 36.33
Initiative9 - - - 0.60 0.45 0.45 36.16
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Figure 1. Confirmatory Factor Analysis Path Diagram for the Teacher Form of the Social-emotional
Competence Scale (davranis=behavior concerns, 6zdluzenleme=self-regulation,
baglanma=attachment/relationship, giriskenlik=initiative)
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DECA-P2 Parent Form

Confirmatory factor analysis was applied to the data obtained from parents within the scope of the
construct validity study for the DECA P-2 social-emotional competency scale used by parents to assess
preschool children. The tested model was created to test a four-factor construct, those four factors
being the Behavioral concerns (11 items), Self-regulation (9 items), Attachment/relationships (9 items),
and Initiative (9 items) subscales of the DECA-P2 social-emotional competency scale, and analysis was
made. The factor loads of the 11 items in the scale's Behavioral Concerns subscale vary between 0.21
and 0.49. In the Self-regulation subscale, the factor loads of the items vary between 0.40 and 0.53. The
factor loads of the items in the Attachment subscale vary between 0.25 and 0.43. The factor loads of the
items in the Initiative subscale, which is the fourth subscale of the scale, were observed to vary between
0.40 and 0.55. The regression coefficients for all items in the model were found to be significant when
the t values of the factor loadings in question were examined according to the SIMPLIS program output.
The R” values for the items (which also give item reliability (Schumacker & Lomax, 2004)) are observed
to be quite high.

When the model-data fit indices for the model established for Confirmatory Factor Analysis of the
scale were examined, it was observed that the goodness of fit indices were GFI=0.93 and AGFI=0.92,
while the RMSEA and SRMR values of the error indices were both 0.06. The model's )(2 value was
estimated to be 0. 2217, 85, sd=659 (P=0.0). These indexes are sufficient evidence of the scale's factorial
construct validity since the tested CFA model provides the goodness of fit values expected in a good
model (Schumacker & Lomax, 2004; Kelloway, 1998; Joreskog & Sérbom, 1993). The path diagram for
the confirmatory factor analysis is given in Figure 2 together with standard values.

Table. 2
Confirmatory Factor Analysis Results for the Parent Test

Behavior  Self- Attachment/ Initiative

Concerns  regulation Relationship

Factor Loadings (1) Error R’ T Value

g Variance
g ()

Behaviorl 0.24 - - - 0.89 0.12 9.23
Behavior2 0.49 - - - 0.62 0.28 16.91
Behavior3 0.35 - - - 0.72 0.14 12.39
Behaviord 0.39 - - - 0.45 0.25 13.88
Behavior5 0.40 - - - 0.65 0.20 14.38
Behavior6 0.44 - - - 0.52 0.33 22091
Behavior?7 0.37 - - - 0.57 0.19 15.09
Behavior8 0.42 - - - 0.77 0.19 18.19
Behavior9 0.41 - - - 0.64 0.21 14.84
Behavior10 0.44 - - - 0.72 0.32 23.04
Behaviorll 0.21 - - - 0.41 0.13 12.70
Self- - 0.43 - - 0.46 0.29 19.42
regulationl
Self- - 0.52 - - 0.64 0.30 22.43
regulation2
Self- - 0.53 - - 0.55 0.34 2276
regulation3
Self- - 0.50 - - 0.52 0.33 2294
regulation4
Self- - 0.46 - - 0.61 0.26 21.04
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regulation5

Self- 0.49 - - 0.62 0.28 22.09
regulation6

Self- 0.47 - - 0.72 0.23 21.32
regulation7

Self- 0.48 - - 0.65 0.26 21.61
regulation8

Self- 0.40 - - 0.38 0.30 18.60
regulation9

Attachmentl - 0.25 - 0.71 0.13 10.40
Attachment2 - 0.34 - 0.43 0.21 14.38
Attachment3 - 0.43 - 0.50 0.29 18.74
Attachment4 - 0.33 - 0.48 0.19 14.18
Attachment5 - 0.39 - 0.72 0.18 16.13
Attachment6 - 0.38 - 0.55 0.21 15.78
Attachment7 - 0.39 - 0.33 0.32 16.31
Attachment8 - 0.36 - 0.48 0.21 15.13
Attachment9 - 0.31 - 0.79 0.14 12.70
Initiativel - - 0.44 0.47 0.29 19.83
Initiative2 - - 0.45 0.71 0.21 20.11
Initiative3 - - 0.52 0.66 0.29 23.01
Initiatived - - 0.43 0.42 0.30 19.35
Initiative5 - - 0.55 0.71 0.30 24.48
Initiative6 - - 0.40 0.30 0.34 18.19
Initiative7 - - 0.52 0.57 0.32 23.04
Initiative8 - - 0.52 0.71 0.28 23.09
Initiative9 - - 0.41 0.52 0.25 18.85
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Figure 2. Confirmatory Factor Analysis Path Diagram for the Parent Form of the Social-emotional
Competence Scale (davranis=behavior concerns, Ozdizenleme=self-regulation,
baglanma=attachment/relationship, giriskenlik=initiative)
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2. Reliability

Internal consistency coefficient for the entire teacher form scale was found to be 0.91; for the
Behavioral concerns subscale it was found to be 0.80; for Self-regulation it was 0.86; for
attachment/relationship it was 0.76; for Initiative it was 0.88.

Internal consistency coefficient for the entire parent form scale was found to be 0. 91; for the
Behavioral concerns subscale it was found to be 0.68; for self-regulation it was 0.78; for
attachment/relationship it was 0.66; for Initiative it was 0.78.

Discussion & Conclusion

There are many skill areas for the development of preschool children's social-emotional
competence. These include but are not limited to cooperating, communicating, expressing oneself,
taking responsibility, empathizing with the emotions of others, participating regularly in learning
activities, and using self-regulation skills (Gresham & Elliott, 2011).

Early childhood is a stage of development where social and emotional competence is strengthened
and supported. Strengthening social-emotional competence results in negative behaviors being seen
less frequently in children. The way to reduce negative behaviors is to support children's social skills and
increase positive behaviors. Social behaviors are best taught and practiced in group settings. For
preschool children, these group environments are formed by the schools and classes the children
attend. Accordingly, preschool education institutions and teachers are very effective in socializing
students both formally and informally (Clinton, Edstrom, Mildon & Davila, 2015). Therefore, having an
assessment tool that teachers can easily apply in their classrooms will be very effective for closely
monitoring children's social-emotional competence.

The study aimed to adapt the scale, originally named 'The Devereux Early Childhood Assessment
(DECA-P2)' and developed by Paul A. LeBuffe & Jack A. Naglieri in 1999, into Turkish and to examine the
validity and reliability of the Turkish form of the scale. Confirmatory factor analysis was carried out to
verify that the DECA-P2 scale was similar to Turkish culture and the original form of the scale.
Confirmatory factor analysis, which is one of the factor analysis types, is applied to determine whether
the assumed factor loads fit the observed internal correlation matrix (Jupp, 2006). In confirmatory factor
analysis, variables are carefully and distinctly selected to reveal the underlying processes. Confirmatory
factor analysis is generally applied with structural equation modeling (Tabachnick & Fidell, 2007).

According to the results of the confirmatory factor analysis, it was seen that the teacher and parent
form items were grouped in two subscales, namely total protective factors and behavioral concerns,
similar to the original. Total protective factors are further divided into the following subscales: initiative,
self-regulation, and attachment/relationships. Looking at the Turkish sample, in the confirmatory factor
analysis of the scale for teachers, the factor loadings of the items in the behavioral concerns subscale
vary between 0.22 and 0.74; in the self-regulation subscale, the factor loads of the items vary between
0.41 and 0.64; in the attachment/relationship subscale, they vary between 0.23 and 0.68; and in the
initiative subscale, the factor loads of the items vary between 0.48 and 0.68. Looking at the Turkish
sample, in the confirmatory factor analysis performed for the scale for parents, the factor loads of the
items in the behavioral concerns subscale vary between 0.21 and 0.49; the factor loads of the items in
the self-regulation subscale vary between 0.40 and 0.53; the items in the attachment subscale were
loadings vary between 0.25 and 0.43, and the factor loads of the items in the initiative subscale vary
between 0.40 and 0.55.

According to the results of the confirmatory factor analysis made for parents and teachers, the DECA
P-2 scale is quite similar to the original in the Turkish sample. Confirmatory factor analysis was
conducted to determine the relationship between the subscales of the DECA-P 2 scale, how well the
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subscales of the scale tested the theoretical framework, whether they fit the theoretical framework, the
factor loadings of the items, and the extent to which the items explained social-emotional competence.
Factor loads for items on a scale where the model fit value is low can be high (Simsek 2007; cited in
Capik, 2014). Although the factor loads for some items in the Turkish sample of the DECA-P 2 scale are
low, it can be seen that the model reflects the theoretical framework well in terms of the fit values in
the analysis part of the scale.

The internal consistency coefficient of the scale for teachers is 0.91; for parents, it is 0.85. Since the
acceptability ratios of the Cronbach Alpha (Drost, 2011; Tavakol & Dennick, 2011; Cronbach, 1951)
coefficient are between 0.70 and 0.95, the DECA P-2 test evaluated by the teachers appears to be a
reliable scale for the Turkish sample. Having said that, in the DECA P-2 test that the parents evaluated,
the reliability coefficients for the attachment/relationship and behavioral concerns scale are seen close
to 0.70. When we look at the reliability coefficient of the DECA P-2 test evaluated by the parents, since
the value of the DECA P-2 test is higher than 0.70, and the attachment/relationship and behavioral
concerns subscales are very close to 0.70, it appears to be a reliable scale for the Turkish sample. Studies
to be made using the DECA-P2 scale will make significant contributions to measurement power.

In addition to the DECA P-2 scale, comparative studies could be conducted with different scales
measuring social and emotional competence. Preschool teachers can easily use the DECA-P2 scale to
determine the individual and group social-emotional competence levels of the children in their class. In
this way, the strengths and weaknesses of the child or group can be identified and defined. An
emotional support program can then be implemented in line with these definitions. There may be a
decrease in the frequency of emotional and behavioral problems observed in preschool children.
Standardization studies may be made for the Turkish sample of the DECA-P2 scale by conducting validity
and reliability tests in different geographic regions and provinces.
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Tiirkge Siirimu

Giris

Gelisim, bir butln olarak ilerlemektedir. Sosyal, duygusal, bilissel ve fiziksel gelisim alanlarindaki
yavas ya da hizli ilerlemeler birbirleriyle iliskili oldugundan bir gelisim alanindaki degisiklik diger gelisim
alanlarini da etkilemektedir (Selguk, 2004). Bilissel olgunluk okul basarisinda merkezi bir role sahip olsa
da son yillarda yapilan arastirmalar ¢ocuklarin duygusal ve davranissal agidan uyumlu olmalarinin okul
basarisi agisindan 6nemli oldugunu soylemektedir. Okula hazir bulunugluk igin gocugun sosyal ve
duygusal agidan gelisimi 6nemli bir basamaktir. Duygusal agidan uyumlu olan c¢ocuklarin okul
basarilarinda biiyik sansa sahip olduklari gérilmektedir. Duygusal agidan ciddi bir sekilde sorun yasayan
¢ocuklarin ise okulda cgesitli guigliklerle karsilasma riskinin artacagi belirtiimektedir (Raver, 2002).

Sosyal vyeterlilik, c¢ocuklarin akranlari ve yetiskinlerle iliskilerini ne derecede iyi yiritecegini
gostereceginden sosyal bir baglam icerisinde bilissel, duyussal, davranissal ifadeleri birlestirme
becerisidir. Cocuklarin sosyal iliskiler ve etkilesimlerinde nasil basarili olacagl konusunda duygusal
yeterlilik belirleyici olmaktadir. Sosyal etkilesimler duygulari da igerdigi i¢cin sosyal yeterlilik ve duygusal
yeterlilik birbirleri ile iliskili terimler olarak gorulmektedir (McCabe & Altamura, 2011). Erken ¢ocukluk
dénemi kiiglik ¢ocuklarin sosyal ve duygusal yeterlili§in bircok asamasini gelistirdikleri bir zamandir.
Ornegin; sosyal becerilerini, zgiivenlerini, deger sistemlerini, duygularini kontrol edebilme kapasitesini
gelistirirler (Schultz, Coombs Richardson, Barber & Wilcox, 2011).

Okul oncesi yillarinda temel sosyal ve duygusal yeterliliklerin gelistirilmesi cocuklardaki davranissal,
sosyal, duygusal sorunlari azaltacagi gibi cocuklarin ilk arkadasliklarini kurmasinda, yonetmesinde ve
kendi ortamindaki bireylerle iyi anlagsmasina da olanak saglayacaktir (Stan, 2012). Okul 6ncesi dénem
¢ocuklarinin ilerideki sosyal ve akademik alanlarda basari gosterebilmesi igin sosyal ve duygusal
yeterliligin gelisimi bu dénemdeki ¢ocuklar icin gelisimsel bir kilometre tasi olacaktir (McCabe &
Altamura, 2011).

Sosyal ve duygusal yeterliligi gelismeyen cocuklar sinif aktivitelerine daha az katiim gostermektedir.
Ayni zamanda sinif arkadaslari ve 6gretmenleri tarafindan daha az kabul gérmektedir. Ogretmenler
bdyle ¢ocuklara daha az olumlu geri bildirimler vermekte ve sinif igerisinde daha az ilgilenmektedir. Bu
cocuklarin 6grenme becerileri daha zayif oldugu gibi bu ¢ocuklar okullarini da daha az sevmektedirler. Bu
durum ilkokul yillarinda da devam etmektedir. Agresif ve anti sosyal davranan ¢ocuklarin akademik
becerilerde geride kaldiklari ve performanslarinin daha disiik oldugu gézlenmektedir. ileriki dénemlerde
ise anti sosyal davranislarin devam ettigi ve okulu birakma olasiliginin daha vyiksek oldugu
gorilmektedir. Kiglk c¢ocuklarin sosyal ve duygusal vyeterlilikleri, bilissel becerilerden ve aile
gecmislerinden daha fazla onlarin birinci siniftaki akademik basarilari (izerinde belirleyici oldugu
gorilmektedir (Raver & Knitzer,2002; akt; Denham & Burton, 2003). Cocuklarin duygularini ve
davranislarini diizenleme kapasitelerini gliclendirme, anlamli arkadasliklar kurmasini destekleme onlarin
okul basarisini artirmaktadir (Webster-Stratton &Reid, 2004).
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Okul 6ncesi egitim doneminde ¢ocuklar sayr saymayi 6grenme, sesleri tanima gibi 6n akademik
becerileri ve duygulari ifade etme, duygulari diizenleme, sosyal problem ¢6zme, duygularin farkinda
olma gibi sosyal duygusal yeterliligin bir¢ok 6zelligini kazanmaktadirlar. Okul dncesi donem gocuklarinin
duygularini ifade etmesi, dizenlemesi ve duygu bilgisinin farkinda olmasi erken okuma yazma (fonolojik
farkindalik, alfabe bilgisi vb.) performansini olumlu olarak etkiledigi gorilmektedir. Bu bulgular akademik
basari ile sosyal duygusal yeterlilik arasindaki iliskiyi vurgulamaktadir (Curby, Brown, Bassett & Denham,
2015).

Sosyal ve duygusal yeterlilikler, yonergeleri takip edebilmeyi, takim ¢alismasi becerilerini,
sorumlulugu, is birligini, baska insanlara saygiyi, olumlu etkilesimleri, kendisinin ve baskalarinin
duygularini kabul etmeyi, olumlu duygulanimi, davranissal, duygusal uyumu icermektedir (Stan, 2013).
Sosyal beceri ve sosyal yeterlilik kavramsal olarak birbirlerinden ayrilmaktadir. Sosyal yeterlilik, sosyal bir
gorevde bireyin performansinin degerlendirilmesidir. Sosyal beceri ise sosyal bir gorevi yetenekli bir
sekilde yapabilme becerisidir (McFall, 1982; akt; McCleand & Scalzo, 2006). Cocuklari degerlendirme de
bu farklilik 6nemlidir. Cocugun sosyal bir gérevde performansinin basarisiz olmasi onun bu becerileri
gelistirmedigi anlamina gelmemektedir. Boylelikle, performansi diisiik gikan cocugun hangi becerilerinin
gelistirilmesi gerektigi soylenebilir. Yasina uygun olarak kazanmasi gereken becerilerin neler oldugu
ebeveynlere ya da 6gretmenlere agiklanabilir. Cocuklarin sorun yasadiklari alanlar var ise ilgili uzmanlara
yonlendirme saglanabilir.

Ebeveynler ve 6gretmenler ayni cocuk ile ilgili farkli yorumlarda bulunabilmektedir. Bu nedenle
¢ocuklarin gelisimlerini yakindan takip eden ebeveyni ve 6gretmeni ile es zamanli ¢alisma yapmak farkli
ortamlarda ¢ocugun sosyal duygusal yeterliligi arasinda benzerlik olup olmadigini gostermektedir. Bu
arastirmanin amaci Paul A. LeBuffe ve Jack A. Naglieri tarafindan 1999 yilinda gelistirilen orijinal adi ‘The
Devereux Early Childhood Assessment (DECA-P2)" olan olgegi Tirkce 'ye uyarlamak ve 6lgegin Tiirkce
formunun gecerlik ve giivenirligini incelemektir.

Sosyal ve duygusal yeterlilik, cocuklarin sinif aktivitelerine katihmlarini, akademik basarilarini,
okula hazir bulunusluk diizeylerini, duygularini diizenlemeyi, problem davraniglarin azalmasi, sosyal
uyum ve sosyal problem ¢dzme gibi bircok becerisini etkilemektedir. “Okul Oncesi Sosyal Davranis Olcegi
(Sen ve Ari, 2009)”, “Okul Oncesi Sosyal Beceri Degerlendirme Olgegi (Omeroglu ve digerleri, 2014)”,
“Sosyal Yetkinlik ve Davranis Degerlendirme-30 Olgegi (Arslan Yalgin, 2009)” gibi 6lgekler ile okul &ncesi
alaninda sosyal duygusal yeterlilik alaninda farkli calismalar yapilmistir. Bu gibi 6lceklerin kullanilabilmesi
icin analiz programina ihtiyac bulunmaktadir. Ogretmenlerin siniflarinda kolaylikla degerlendirip
yorumlayabilecekleri bir 6lgme aracinin olmasi ¢ocuklarin sosyal duygusal yeterliligini belirlemede
onemli bir rol oynayacaktir. DECA-P2 6lgme araci analiz programi ile uygulanabilecegi gibi bireysel ve
grup profili belirlemek igin analiz programina ihtiya¢ olmadan da uygulanip degerlendirme yapilabilir.
Ayrica hem 6gretmen hem ebeveyn formu olarak da kullanilabilir. Bu nedenle bu 6lg¢ek ¢ocuklarin sosyal
ve duygusal yeterliligini degerlendiren kapsamli bir 6lgme araci niteligini tagimaktadir.

Yéntem
Calisma Grubu

Calismanin evrenini 2015-2016 egitim dgretim yilinda izmir il milli egitim madirligine bagh bagimsiz
anaokullarina devam eden ¢ocuklarin ebeveynleri ve &gretmenleri olusturmaktadir. Orneklemini ise
izmir biyiksehir ili merkezinde bulunan bagimsiz anaokullarina gocuklari kayitli olan ebeveynler ve bu
cocuklarin 6gretmenleri olusturmaktadir. Secilen egitim kurumlarina devam eden 36-66 aylik bedensel,
zihinsel, gorsel ve isitsel herhangi bir engeli olmayan c¢ocuklarin ebeveynleri ve 6gretmenleri bu
calismanin katihmcilarini olusturmaktadir. izmir biyiiksehir ili merkezinde bulunan 30 bagimsiz
anaokulundan 20 bagimsiz anaokulu basit seckisiz 6rnekleme yontemi ile secilmistir. Bu arastirmada yer
alan tim okullar esit ve bagimsiz bir birim oldugu icin bu yontem kullaniimistir (Biytkoztiirk ve digerleri,
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2013). Okullar uzman goérusleri alinarak sosyo-ekonomik dizeylere gore segkisiz olarak segilmistir.
Secilen 20 okulda yer alan her siniftan bes ¢ocuk segilmistir. Sinif listesine gore Ugiincd, altinc,
dokuzuncu, on ikinci, on besinci 6grenciler segkisiz olarak segilmistir. Gerekli izinler alindiktan sonra
okullara bildirim saglanmistir. Bilgilendirilmis onam formlari sonrasinda toplamda 180 6gretmene ve 900
ebeveyne Deverux Erken Cocukluk Degerlendirmesi (DECA-P 2) olgegi dagitiimistir. Bazi 6gretmen ve
velilerin ¢alismaya katilmak istememesi ya da formlarin eksik doldurulmasi nedeniyle 621 ebeveyn ve
149 6gretmen calismanin katilimcilarini olusturmustur.

Kullanilan Veri Toplama Araglar

Deverux Erken Cocukluk Degerlendirmesi (DECA-P2): DECA-P2, Paul A. LeBuffe ve Jack A. Naglieri
tarafindan 1999 yilinda gelistirilen orijinal adi ‘The Devereux Early Childhood Assessment’ olan 6lgegin
revize edilmis seklidir. Ebeveynler, 6gretmenler ya da erken ¢ocukluk donemi profesyonelleri tarafindan
doldurulan davranis degerlendirme 6lgegidir. 5’li likert tipi yapiya sahip ve 36- 66 aylik donem
arasindaki riskleri ve koruyucu faktérleri degerlendiren standart ve norm referansl bir dlgektir. Olgek
Toplam Koruyucu Faktorler ve Davranissal Sorunlar olmak lzere iki alt boyuttan olusmaktadir. Toplam
Koruyucu Faktorlerde 27 madde yer almaktadir. Toplam Koruyucu Faktorler giriskenlik, 6z diizenleme,
baglanma/iliski boyutlarina ayrilmaktadir. Davranissal Sorunlar alt boyutunda ise 11 madde yer
almaktadir (LeBuffe & Naglieri, 2012).

Degerlendirici olan 6gretmen ve ebeveynler bitiin maddeleri isaretledikten sonra koruyucu faktorler
boyutlari asla ifadesi icin 0, nadiren icin 1, ara sira icin 2, siklkla icin 3, ¢ok siklikla i¢in 4 seklinde
kodlanmistir. Her gocugun bireysel profili olusturulmasi igin ise degerlendiriciler bitiin maddeleri
isaretledikten sonra her alt boyut igin toplam alinarak ham puanlar bulunmaktadir. Ham puanlara
karsilik gelen T-puanlari ve siniflama yiizdeleri hesaplanmaktadir. T-Puanlari ¢ocuklarin sosyal duygusal
yeterliliklerinin hangi diizeyde oldugunu soylemektedir. Toplam Koruyucu Faktoérlerin alt boyutlarindaki
T-puanlarina goére 60 ve yukarisindakiler glicli, 41 ve 59 arasindakiler normal, 40 ve altindakiler ise
ihtiya¢ duyulan alan seklinde tanimlanmaktadir. Davranigsal Sorunlar alt boyutu T-puanlarina goére ise 60
ve yukarisindakiler ihtiya¢ duyulan alan, 60’tan daha az olanlar ise normal olarak tanimlanmaktadir.
Cocuklarin testten aldiklari T-puanlarina karsilik gelen alanlara gére hangi alanlarda giiglli, normal ya da
ihtiyacglari olduklari belirlenmektedir. Siniflama ylzdeleri ise standart 6érnekleme gére ayni ya da daha
diisiik ham puan elde eden cocuklarin oranlarini belirtmektedir. Ornegin cocuk eger % 55 siniflama
yuzdesine sahip ise bu standart 6rneklemdeki cocuklarin %55’inden daha disik ya da % 55'i ile ayni ham
puana sahip oldugunu gdstermektedir. Olgegin orijinal puan tablosu araligina gore yapilan bu
degerlendirme ile cocuklarin sosyal duygusal yeterliliklerinin ne diizeyde oldugu belirlenmektedir
(LeBuffe & Naglieri, 2012).

DECA P-2 Qlgeginin orijinal formunda Ogretmenlere Gére Varimax Déndiirmesi kullanilarak Koruyucu
Faktdrler icin Madde Faktdr Analizi. 30 ile .82 arasinda siralanmaktadir. Ogretmen formu igin giivenirlik
kat sayisi giriskenlik alt boyutu .92, 6z dizenleme alt boyutu .94, baglanma/iliski alt boyutu .85,
davranissal sorunlar alt boyutu ise .86 olarak siralanmaktadir. DECA P-2 Olceginin Ebeveynlere Gére
Varimax Dondirmesi kullanilarak Koruyucu Faktorler icin Madde Faktor Analizi .31 ile .77 arasinda
siralanmaktadir. Ebeveyn formu icin glvenirlik kat sayisi giriskenlik alt boyutu .88, 6z diizenleme alt
boyutu .90, baglanma/iliski alt boyutu .79, davranissal sorunlar alt boyutu ise .80 olarak siralanmaktadir.
Olgegin orijinal gecerlik ve giivenirlik ¢calismalarindan elde edilen analiz sonuglarina gére DECA-P2 6lgegi
gecerlik ve glivenirlik kosullarini saglamaktadir.

islem

DECA-P2 olceginin uyarlama calismasi icin 6lgegi gelistiren Paul LeBuffe ile e-mail yoluyla iletisim
kurulmustur. Olcegin uyarlanabilecegine dair izin Deverux Dayanikli Cocuk Merkezi Miidir Yardimcisi
Susan Damico’dan e-mail yoluyla alinmistir. Oncelikle DECA P-2 6lgegi uzmanlardan ve dil bilimcilerden
olusan bir grup tarafindan Tirkge ’‘ye cevrilmistir. Bu geviri uzmanlar tarafindan kaynak dille
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karsilastirilarak degerlendirilmistir. Olcek maddeleri Uzerinde ortak bir karara varilmistir. Olcek
maddelerinin anlagilir olup olmadigini anlamak igin alanda galisan ve alan disi olan kisilere danisilmistir.
Olcek maddeleri anlasir bir sekilde diizenlenmis ve son hali verilmistir. Gerekli izinler alindiktan sonra
pilot uygulama ve genel uygulama yapilmistir. Olcek pilot uygulama olarak bagimsiz anaokullarindaki 36-
66 aylik 30 cocugun ebeveynlerine ve 6gretmenlerine uygulanmistir. Her 6gretmenden bes cocuk igin
olgegi degerlendirmeleri istenmistir. Ayrica ayni ¢ocuklarin ebeveynlerinden olcegi degerlendirmeleri
istenmistir. Pilot uygulamanin ardindan izmir il biyiiksehir merkezinde bulunan bagimsiz anaokullarina
dlcek arastirmaci tarafindan dagitilmistir. Olgegin doldurulmasi igin bir hafta siire taninmistir.
Arastirmaci okullan ziyaret ederek verileri toplamistir. ~ Biitln veriler faktér analizi ile 6lgegin yapi
gecerliligini degerlendirmek igin kullaniimistir.

Veri Analizi

Veriler SIMPLIS VE SPPS 18 Paket program kullanilarak analiz edilmistir. Tlrk kilttra ile olgegin
orijinal formunun benzerlik gosterip gostermedigini dogrulamak amaciyla dogrulayici faktor analizi
uygulanmistir. Onceden belirlenmis olan DECA-P2 &lgeginin Tiirk drneklem yapisinda ilk defa uygulandigi
ve bu yapinin dogrulanmasi amaglandigi icin dogrulayici faktor analizi yapilmistir (Yaslioglu, 2017).

Bulgular

Bu bélimde DECA-P2 olgeginin gegerlik ve glvenirlik ¢alismalarindan elde edilen bulgulara yer
verilmistir.

1. Yapi Gegerligi

Dogrulayici Faktor Analizi. DECA-P2 Olgeginin Tirk kiltiiri ve 6lgegin orijinal formu ile benzerlik
gosterdigini dogrulamak amaciyla dogrulayici faktér analizi uygulanmistir. DECA P-2 sosyal duygusal
yeterlilik 6lcegi davranissal sorunlar ve toplam koruyu faktorler olarak iki alt boyuta, toplam koruyucu
faktorler giriskenlik, 6z diizenleme ve baglanma/iliski olmak lizere ii¢ boyuta ayriimaktadir. Olcek dort
faktorla bir yapiyi test etmek tizere modelleme yapilmistir.

DECA-P2 Ogretmen Formu

Ogretmenlerin okul &ncesine devam eden cocuklari degerlendirdikleri DECA P-2 sosyal duygusal
yeterlilik 6lceginin yapi gecerligi calismasi kapsaminda 6gretmenlerden elde edilen verilere dogrulayici
faktér analizi uygulanmistir. Test edilen model, DECA P-2 sosyal duygusal yeterlilik 6lcegi Davranis
sorunlari alt boyutu (11 madde), Oz diizenleme alt boyutu (9 madde), Baglanma/iliski alt boyutu (9
madde) ve Giriskenlik alt boyutu (9 madde) olarak dort faktorll bir yapiyi test etmek lizere olusturulmus
ve analiz yapilmistir. Olgegin Davranis Sorunlari alt boyutunda bulunan 11 maddenin faktér yiikleri 0,22-
0,74 araliginda degismektedir. Oz diizenleme boyutunda ise maddelerin faktér yiikleri 0,41-0,64
araliginda degismektedir. Baglanma alt boyutundaki maddelerin faktor yikleri ise 0,23-0,68 araliginda
degismektedir. Olgegin dérdiinci alt boyutu olan Giriskenlik boyutundaki maddelerin faktor yiikleri ise
0,48-0,68 araliginda gozlenmistir. SIMPLIS program ciktisina goére s6z konusu faktor yiklerine ait t
degerleri incelendiginde modeldeki butiin maddelerin regresyon katsayilari anlamh bulunmustur.
Maddelere ait R degerlerinin (ayni zamanda madde glvenirliklerini vermektedir (Schumacker ve Lomax,
2004)) oldukga yliksek oldugu gozlenmektedir.

Olgegin Dogrulayici Faktdér Analizi igin kurulan modelin model-veri uyum indeksleri incelendiginde
uyum iyiligi indekslerinin GFI=0,94 ve AGFI=0,93 oldugu, hata indekslerinin ise RMSEA degeri 0,08 ve
SRMR degeri ise 0,07 olarak gozlenmistir. Modelin )(2 degeri. 3667.12, sd=659 (P = 0.0) olarak
tahminlenmistir. S6z konusu indeksler test edilen DFA modelinin iyi bir modelde gozlenmesi gereken
uyum iyiligi degerlerini saglamasi nedeni ile 6lgegin faktoriyel yapi gecerligine dair yeterli kanit teskil
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etmektedir (Schumacker ve Lomax, 2004; Kelloway,1998; Joreskog ve S6rbom, 1993). Dogrulayici faktér
analizine ait iz (path) diagrami standart degerler ile birlikte sekil 1’de verilmektedir.

Tablo. 1
Ogretmen Testi Dogrulayici Faktér Analizi Sonuglar
Davranis Oz Baglanma/i  Giriskenlik
diizenleme ligki

3

35 Faktor Yikleri (A,) Hata R’ T Degeri

B Varyansi ()

S
Davranisl 0,37 - - - 0,59 0,12 20,28
Davranig2 0,38 - - - 0,58 ,20 20,73
Davranis3 0,55 - - - 0,56 ,35 29,26
Davranis4 0,35 - - - 0,30 ,28 19,11
Davranig5 0,44 - - - 0,35 ,51 36,09
Davranisé 0,71 - - - 0,47 ,51 30,61
Davranig7 0,59 - - - 0,67 ,34 30,61
Davranis8 0,40 - - - 0,97 ,13 21,72
Davranig9 0,57 - - - 0,62 ,34 29,54
Davranisl0 0,74 - - - 0,56 ,49 37,41
Davranisll 0,22 - - - 0,34 ,12 12,19
Ozduzenlemel - 0,57 - - 0,30 ,52 33,56
Ozduzenleme2 - 0,49 - - 0,57 ,30 28,89
Ozduzenleme3 - 0,64 - - 0,51 ,45 36,91
Ozduzenleme4 - 0,57 - - 0,34 ,49 33,70
Ozduzenleme5 - 0,62 - - 0,43 ,48 36,48
Ozdiizenleme6 - 0,49 - - 0,41 ,37 29,56
Ozduizenleme?7 - 0,56 - - 0,40 A4 27,95
Ozdiizenleme8 - 0,54 - - 0,68 ,24 27,94
Ozdiizenleme9 - 0,41 - - 0,26 ,53 33,32
Baglanmal - - 0,41 - 0,74 ,19 21,82
Baglanma2 - - 0,32 - 0,49 ,17 17,94
Baglanma3 - - 0,49 - 0,42 ,36 26,47
Baglanma4 - - 0,68 - 0,62 ,43 34,04
Baglanma5s - - 0,35 - 0,37 24 19,58
Baglanmab - - 0,51 - 0,47 ,36 27,57
Baglanma7 - - 0,46 - 0,32 ,40 25,42
Baglanma8 - - 0,55 - 0,41 ,43 29,41
Baglanma9 - - 0,23 - 0,85 ,14 12,85
Giriskenlik1 - - - 0,67 0,51 ,47 39,20
Giriskenlik2 - - - 0,67 0,45 ,50 39,29
Giriskenlik3 - - - 0,68 0,39 ,54 39,86
Giriskenlik4 - - - 0,63 0,34 ,54 37,54
Giriskenlik5 - - - 0,67 0,59 ,43 39,17
Giriskenlik6 - - - 0,62 0,31 ,55 37,10
Giriskenlik7 - - - 0,48 0,43 ,35 29,18
Giriskenlik8 - - - 0,61 0,50 ,43 36,33
Giriskenlik9 - - - 0,60 0,45 ,45 36,16
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Sekil 1. Sosyal Duygusal Yeterlilik Olgeginin Ogretmen Formuna Ait Dogrulayici Faktér Analizi Path
Diyagrami
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DECA-P2 Ebeveyn Formu

Ebeveynlerin okul dncesine devam eden ¢ocuklarini degerlendirdikleri DECA P-2 sosyal duygusal
yeterlilik 6lceginin yapi gecerligi calismasi kapsaminda velilerden elde edilen verilere dogrulayici faktor
analizi uygulanmistir. Test edilen model, DECA P-2 sosyal duygusal yeterlilik 6lcegi Davranis Sorunlari alt
boyutu (11 madde), Oz diizenleme alt boyutu (9 madde), Baglanma/iliski alt boyutu (9 madde) ve
Giriskenlik alt boyutu (9 madde) olarak dort faktorlu bir yapiyi test etmek Gzere olusturulmus ve analiz
yapilmistir. Olcegin Davranis Sorunlari alt boyutunda bulunan 11 maddenin faktér yiikleri 0,21-0,49
araliginda degismektedir. Oz Diizenleme alt boyutunda ise maddelerin faktér yikleri 0,40-0,53 araliginda
degismektedir. Baglanma alt boyutundaki maddelerin faktér yikleri ise 0,25-0,43 arahginda
degismektedir. Olcegin dérdiinci alt boyutu olan Giriskenlik boyutundaki maddelerin faktor yiikleri ise
0,40-0,55 araliginda gozlenmistir. SIMPLIS program ciktisina gére s6z konusu faktér yiklerine ait t
degerleri incelendiginde modeldeki bitiin maddelerin regresyon katsayilari anlamli bulunmustur.
Maddelere ait R’ degerlerinin (ayni zamanda madde glvenirliklerini vermektedir (Schumacker ve Lomax,
2004)) oldukga yiiksek oldugu gézlenmektedir.

Olgegin Dogrulayici Faktér Analizi icin kurulan modelin model-veri uyum indeksleri incelendiginde
uyum iyiligi indekslerinin GFI=0,93 ve AGFI=0,92 oldugu, hata indekslerinin ise RMSEA degeri 0,06 ve
SRMR degeri ise 0,06 olarak gozlenmistir. Modelin )(2 degeri. 2217,85, sd=659 (P = 0.0) olarak
tahminlenmistir. S6z konusu indeksler test edilen DFA modelinin iyi bir modelde gozlenmesi gereken
uyum iyiligi degerlerini saglamasi nedeni ile dlgegin faktoriyel yapi gecerligine dair yeterli kanit teskil
etmektedir (Schumacker ve Lomax, 2004; Kelloway,1998; Joreskog ve S6rbom, 1993). Dogrulayici faktor
analizine ait iz (path) diagrami standart degerler ile birlikte Sekil 2’de verilmektedir.

Tablo. 2
Veli (Ebeveyn) Testi Dogrulayici Faktor Analizi Sonuglari
Davranis Oz Baglanma/ Girigkenlik
diizenleme iliski

% Faktor Yiikleri (A,) Hata R® T Degeri

% Varyansi

S (6)
Davranisl 0,24 - - - 0,89 0,1 9,23

2

Davranig2 0,49 - - - 0,62 ,28 16,91
Davranis3 0,35 - - - 0,72 ,14 12,39
Davranis4 0,39 - - - 0,45 ,25 13,88
Davranigh 0,40 - - - 0,65 ,20 14,38
Davranisé 0,44 - - - 0,52 ,33 22,91
Davranis7 0,37 - - - 0,57 ,19 15,09
Davranis8 0,42 - - - 0,77 ,19 18,19
Davranis9 0,41 - - - 0,64 , 21 14,84
Davranisl0 0,44 - - - 0,72 ,32 23,04
Davranisll 0,21 - - - 0,41 ,13 12,70
Ozduzenleme - 0,43 - - 0,46 ,29 19,42
1
Ozduzenleme - 0,52 - - 0,64 ,30 22,43
2
Ozduzenleme - 0,53 - - 0,55 ,34 22,76
3
Ozduzenleme - 0,50 - - 0,52 ,33 22,94
4

787



Atabay Demir & Sénmez — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 769-793

Ozdizenleme - 0,46 - - 0,61 26 21,04
5

Ozduzenleme - 0,49 - - 0,62 ,28 22,09
6

Ozdizenleme - 0,47 - - 0,72 ,23 21,32
7

Ozdizenleme - 0,48 - - 0,65 ,26 21,61
8

Ozdizenleme - 0,40 - - 0,38 ,30 18,60
9

Baglanmal - - 0,25 - 0,71 ,13 10,40
Baglanma2 - - 0,34 - 0,43 ,21 14,38
Baglanma3 - - 0,43 - 0,50 ,29 18,74
Baglanma4 - - 0,33 - 0,48 ,19 14,18
Baglanma5 - - 0,39 - 0,72 ,18 16,13
Baglanmab6 - - 0,38 - 0,55 , 21 15,78
Baglanma7 - - 0,39 - 0,33 ,32 16,31
Baglanma8 - - 0,36 - 0,48 , 21 15,13
Baglanma9 - - 0,31 - 0,79 ,14 12,70
Giriskenlik1 - - - 0,44 0,47 ,29 19,83
Giriskenlik2 - - - 0,45 0,71 , 21 20,11
Giriskenlik3 - - - 0,52 0,66 ,29 23,01
Giriskenlik4 - - - 0,43 0,42 ,30 19,35
Giriskenlik5 - - - 0,55 0,71 ,30 24,48
Giriskenlik6 - - - 0,40 0,30 ,34 18,19
Giriskenlik7 - - - 0,52 0,57 ,32 23,04
Giriskenlik8 - - - 0,52 0,71 ,28 23,09
Giriskenlik9 - - - 0,41 0,52 ,25 18,85
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Sekil 2. Sosyal Duygusal Yeterlilik Olgeginin Ebeveyn Formuna Ait Dogrulayici Faktér Analizi Path
Diyagrami
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2. Gilivenirlik

Ogretmen formu élgeginin tiimi icin i¢ tutarlilk kat sayisi .91 olarak, alt boyutlarda ise davranigsal
sorunlar igin .80, 6z diizenleme i¢in .86, baglanma/iliski icin .76, giriskenlik icin .88 olarak belirlenmistir.

Ebeveyn formu olgeginin timdi igin i¢ tutarhlik kat sayisi. 85 olarak alt boyutlarda ise davranissal
sorunlar igin .68, 6z diizenleme igin .78, baglanma/iliski icin .66, giriskenlik i¢in .78 olarak belirlenmistir.

Tartisma ve Sonug¢

Okul 6ncesi donem gocuklarinin sosyal duygusal yeterliliginin gelismesi igin bircok beceri alani
bulunmaktadir. Bunlardan bazilar; isbirligi icinde bulunma, iletisim kurma, kendini ifade edebilme,
sorumluluk alabilme, baskalarinin duygulari hakkinda empati kurma, 6grenme aktivitelerine dizenli
katilm, 6z diizenleme becerilerini kullanma olarak siralanmaktadir (Gresham & Elliott, 2011).

Erken cocukluk donemi sosyal ve duygusal yeterliligin giclendirildigi, desteklendigi bir gelisim
asamasidir. Sosyal duygusal yeterliligin gi¢glendirilmesi ise ¢ocuklarda gorilen olumsuz davranislarin
azalmasini saglamaktadir. Olumsuz davraniglar, ¢ocuklarin sosyal becerilerinin desteklenmesi ve olumlu
davranislarinin artirilmasi yoluyla azalmaktadir. Sosyal davraniglarin en iyi 6gretildigi ve uygulandigi yer
ise grup ortamlaridir. Okul dncesi dénem cocuklarinda bu grup ortamlarini gocuklarin devam ettikleri
okullar ve siniflar olusturmaktadir. Boylelikle, okul 6ncesi egitim kurumlari ve 6gretmenler formal ve
informal olarak 6grencilerin sosyallesmesinde oldukga etkili olmaktadir (Clinton, Edstrom, Mildon &
Davila, 2015). Bu nedenle 6gretmenlerin siniflarinda kolaylikla uygulayabilecekleri bir degerlendirme
aracinin olmasi ¢ocuklarin sosyal duygusal yeterliliklerini yakindan takip etmede oldukga etkili olacaktir.

Bu arastirmanin amaci Paul A. LeBuffe ve Jack A. Naglieri tarafindan 1999 yilinda gelistirilen orijinal
adi ‘The Devereux Early Childhood Assessment (DECA-P2)’ olan Olgegi Tlirkge 'ye uyarlamak ve 6lgegin
Tirkge formunun gecerlik ve glivenirligini incelemektir. DECA-P2 6lgeginin Turk kultlrinde orijinal formu
ile benzerlik gosterdigini dogrulamak amaciyla dogrulayici faktor analizi uygulanmistir. Faktor analizi
turlerinden olan dogrulayici faktér analizi, varsayimda bulunulan faktor yiklerinin gozlemlenen ig
korelasyon matrisine uyup uymadigini belirlemek amaciyla uygulanmaktadir (Jupp, 2006). Dogrulayici
faktor analizinde degiskenler temel siiregleri ortaya ¢ikarmak amaciyla dikkatlice, belirgin bir bigimde
secilmektedir. Dogrulayici faktér analizi genellikle yapisal esitlik modellemesi ile uygulanmaktadir
(Tabachnick &Fidell, 2007).

Dogrulayici faktor analizi sonuglarina gore 6gretmen ve ebeveyn formu maddelerinin orijinaline
benzer olarak toplam koruyucu faktorler ve davranissal sorunlar olmak (zere iki alt boyut altinda
toplandigi gérilmustir. Toplam koruyucu faktérler ise giriskenlik, 6z dizenleme ve baglanma/iliski
boyutlarina ayrilmaktadir. Tirk 6rneklem yapisina gore olgegin 6gretmenler icin yapilan dogrulayici
faktér analizinde davranis sorunlari alt boyutunda bulunan maddelerin faktor yikleri 0,22-0,74
araliginda, 06z dlzenleme alt boyutunda ise maddelerin faktor yukleri 0,41-0,64 araliginda,
baglanmal/iliski alt boyutundaki maddelerin faktor yikleri ise 0,23-0,68 araliginda, giriskenlik alt
boyutundaki maddelerin faktor yikleri ise 0,48-0,68 araliginda degismektedir.

Tirk o6rneklem yapisina gore oOlgegin ebeveynler icin yapilan dogrulayici faktér analizinde davranis
sorunlari alt boyutunda bulunan maddelerin faktor yukleri 0,21-0,49 araliginda, 6z diizenleme alt
boyutunda ise maddelerin faktor yikleri 0,40-0,53 araliginda, baglanma alt boyutundaki maddelerin
faktor yukleri ise 0,25-0,43 araliginda, giriskenlik alt boyutundaki maddelerin faktor yukleri ise 0,40-0,55
araliginda degismektedir. Ebeveynler ve 6gretmenler icin yapilan dogrulayici faktor analizi sonuglarina
gore de Turk orneklem yapisinda da DECA P-2 6lgegi orijinale oldukca benzerlik gostermektedir. DECA-P
2 olgeginin alt boyutlarinin birbiri ile olan iliskisini, 6lcegin alt boyutlarinin kuramsal ¢ergeveyi ne kadar
iyi test ettigi, kuramsal cerceveye uyum gosterip gostermedigini, maddelerin faktor yuklerini ve
maddelerin sosyal duygusal yeterliligi ne derecede agikladigini belirlemek i¢in dogrulayici faktor analizi
yapilmistir. Modelin uyum degeri disik c¢ikabilen bir 6lgegin icinde yer alan maddelerin faktor yikleri

790



Atabay Demir & Sénmez — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 769-793

yuiksek olarak ¢ikabilir (Simsek 2007; akt. Capik, 2014). DECA-P 2 6lgeginin Turk 6rneklem yapisinda bazi
maddelerin faktor yukleri diigsiik olsa da olgegin analiz kisminda yer alan uyum degerleri agisindan
bakildiginda modelin kuramsal gergeveyi iyi bir sekilde yansittigi gérilmektedir.

Olgegin ic tutarhlik kat sayisi &gretmenler icin .91, ebeveynler igin ise .85’tir. Cronbach Alpha (Drost,
2011; Tavakol&Dennick, 2011; Cronbach, 1951) katsayisinin kabul edilebilirlik oranlari 0.70 ve 0.95
degerleri arasinda oldugundan 6gretmenlerin degerlendirdikleri DECA P-2 testi Tiirk 6rneklem yapisi igin
oldukga glivenilir bir 6lgek olarak gorlinmektedir. Bununla birlikte ebeveynlerin degerlendikleri DECA P-2
testinde ise baglanma/iliski ve davranis sorunlari 6lgeginin gulvenilirlik kat sayilari 0.70’e yakin
goriinmektedir. Ebeveynlerin degerlendirdikleri DECA P-2 testinin gilivenilirlik kat sayisinin tiimine
baktigimizda 0,70 degerinin oldukca lstinde bir deger oldugundan, baglanma/iliski ve davranis sorunlari
alt boyutlarinin ise 0.70’e ¢ok yakin degerler olmasindan dolayr DECA P-2 ebeveyn testinin de Turk
orneklem yapisi icin oldukga glivenilir bir 6lgek oldugu goriinmektedir. DECA-P2 &lgeginin kullanilarak
yapilacak arastirmalar 6lgme giictine 6nemli katkilar saglayacaktir.

DECA P-2 dlgeginin yaninda sosyal ve duygusal yeterliligi 6lcen farkli 6lgcekler ile birlikte karsilastirmali
calismalar yapilabilir. Okul 6ncesi 6gretmenleri sinifindaki ¢ocuklarin bireysel ve grup olarak sosyal
duygusal yeterlilik dizeyini belirleyebilmek igcin DECA-P2 &lgegini rahatlikla kullanabilir. Boylelikle
¢ocugun ya da grubun gigcli ve zayif yonleri belirlenip, tanimlanabilir. Bu tanimlamalara gore sosyal
duygusal destek programi uygulanabilir. Okul Oncesi c¢ocuklarinda goérilen duygusal ve davranis
sorunlarinin gorilme sikhgl azalabilir. Farkh cografi bolgelerde ve illerde gecerlik ve guvenirlilik
calismalari yapilarak DECA-P2 6lgeginin Turk 6rneklemi icin standardizasyon calismalari yapilabilir.
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Introduction

The present day is marked by very rapid changes in many fields from technology, politics, economy
and social field to culture, education and psychology. Like all professionals working in these fields,
counselors are also expected to adapt themselves to such changes. In addition to their capacity to adapt
to these rapid changes, it is also important for counselors to have cognitive flexibility so that they can
help their clients in a healthier way in the counseling process. In the literature, cognitive flexibility is
defined as an individual’s flexibility in the face of new conditions pertaining to a certain situation and
being aware of alternatives and feeling competent (Martin & Rubin, 1995; Martin & Anderson, 1998).
This definition puts emphasis on three important points. Firstly, cognitive flexibility is a skill that can be
acquired through experience and highlights learning processes. Secondly, cognitive flexibility involves
the adaptation of cognitive processing strategies. Thirdly, cognitive flexibility refers to the fact that a
person will adapt to new and unexpected environmental changes after s/he has been performing a task
for some time (Cafias, Fajardo & Salmeron, 2006). Stevens (2009) defines cognitive flexibility as the
potential to shift from one thought to another, to adapt to different situations or to view various
problems using multiple strategies. Dennis and Vander Wal (2010) underline that a person has the
ability to replace his or her thoughts in accordance with changing environmental conditions and define
cognitive flexibility as (1) the ability to perceive multiple alternative explanations for life occurrences
and human behavior; (2) the tendency to perceive difficult situations as controllable; and (3) the ability
to generate multiple alternative solutions to difficult situations. It is clear from the definitions that
cognitive flexibility is a vital skill that allows an individual to be flexible to adapt to new situations (Yazar
& Senyazar- Meterelliyoz, 2019) and to replace cognitive constructs (Dennis & Vander Wal, 2010: cited
in Demirtas, 2019); is associated with various goal-oriented behaviors, including creativity, problem-
solving, and decision-making (Gabrys, Tabri, Anisman & Matheson, 2018); makes life easier in difficult
situations (Ak¢ay-Ozcan & Kiran-Esen, 2016); and helps one to cope with crises (Yildiz-Akyol & Boyaci,
2020). Individuals with cognitive flexibility tend to be open to changes and display a pluralistic approach,
rather than being obsessive (Yazar & Senyazar- Meterelliyoz, 2019). They develop different strategies
(Demirtas, 2019). Moreover, they can approach problems from different perspectives (Altunkol, 2011).
Relevant research has shown that individuals who are cognitively more flexible usually have better
problem-solving (Ahn, Kim & Park, 2008; Bilgin, 2009; Johnson, 2016) and adaptive (Dreisbach &
Goschke, 2004) skills and that cognitive flexibility is positively correlated with trust (Martin & Anderson,
1998) and self-efficacy in relationships (Akgay-Ozcan & Kiran-Esen, 2016; Brewster, 2011; Celikkaleli,
2014; Kiran -Esen, Ozcan & Sezgin; 2017; Kim & Omizo, 2005). Therefore, it is clear that counselors
should possess the above-mentioned traits pertaining to cognitive flexibility, which are obviously
important for them to carry out the counseling process more effectively.

In the counseling process, the counselor should establish a collaborative relationship with the client
and once the client’s goal is identified, his or her problem needs to be defined and assessed in order to
create alternative solutions to the problem (Gladding, 2013; Hackney & Cormier, 2008). The
effectiveness of this relationship relies on the counselor’s acquired knowledge and skills, as well as
his/her personal traits. A counselor’s cognitive processes assist in the use of existing knowledge and
skills (Jennings & Skovholt, 1999). And cognitive flexibility depends on cognitive processes (Cafias,
Fajardo & Salmeron, 2006). At this point, flexibility pertaining to the cognitive processes of counselors
(Halsinki, 2009; Korkut-Owen, Tuzgdl-Dost & Bugay, 2014, Pope & Kline, 1999) and cognitive flexibility
(Buyruk-Geng, 2019) are among the vital qualities for counselors. Nystul (2015) argues that an effective
counselor should sensitively treat the client like an artist, a sensitivity which will help counselors to be
flexible toward their clients, to be creative, and to be able to adapt their techniques in accordance with
the clients’ needs. Research in neuropsychology has also demonstrated that cognitive flexibility is a
prerequisite to empathy, which shares the same cognitive processes with cognitive flexibility (Grattan
et al., 1994; Decety, 2007). Empathy is one of the most critical skills for counselors (Korkut-Owen,
Tuzgol-Dost & Bugay, 2014; Pope & Kline, 1999). Neuropsychologically, the notions of perspective-
taking, being able to generate and consider ideas and different response possibilities, incorporating
changing information into decision-making, choice of behavioral responses and understanding of others
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are all associated with cognitive flexibility (Eslinger, 1998). As a result, cognitive flexibility is a trait that
counselors should have (Buyruk-Geng, 2019).

Self-efficacy is another trait required for counselors (Larson & Daniels, 1998). Self-efficacy refers to a
person’s belief in or judgment of her or his own capacity and abilities to solve any problem s/he may be
confronted with, to fulfill any responsibility s/he may take or to display a certain level of performance
(Bandura, 2001). Counseling self-efficacy is defined as a counselor’s beliefs or judgments about her or
his capabilities to effectively counsel a client in the near future (Larson & Daniels, 1998). Counselor self-
efficacy has been reported to be most significant identifier of an effective counselor (Sharpley &
Ridgeway, 1993).

Counselor self-efficacy and its repercussions in the counseling process constitute an important
subject that has received a great deal of interest. Relevant research has shown that counselors’ personal
characteristics (Ozgiin, 2007; Yam & ilhan, 2016), empathic tendencies (Bentley, 2007), life satisfaction
(Curry, 2007; Durmus, 2015; Jang, 2009; Woods, 2009), job satisfaction (Durmus, 2015), supervision
experience (Cashwell & Dooley, 2001), satisfaction with their educational experiences (Erkan, 2011), and
experiences (Kocarek, 2001) are all correlated with counselor self-efficacy. Our literature review
revealed no research on how cognitive flexibility is influenced by counselor self-efficacy. Yet, there are
research findings that individuals with high self-efficacy beliefs have higher levels of cognitive skills and
cognitive flexibility (Bandura, 2001) and self-efficacy is a part of cognitive flexibility (Martin & Anderson,
1998). A strong belief in self-efficacy motivates a person to perform a particular skill or behavior in the
best way. Such individuals have stronger commitment to their goals, motivation, persistence in pursuing
particular goals, perseverance and flexibility in the face of difficulties (Holcomb-McCoy, Harris, Hines &
Johnston, 2008) and greater cognitive resources, strategic flexibility and efficacy in managing their
environments (Bandura, 1989).

For an effective counseling process, a counselor should not only have a high level of self-efficacy, but
also possess effective counselor characteristics. Opinions vary as to the particular characteristics that an
effective counselor should possess. Corey (2008) defines effective counselors as specialists with self-
control over their experiences and responses who can identify the most suitable techniques for their
clients in accordance with their needs; establish and maintain sound therapeutic relationships with their
clients; and approach life experiences from different perspectives. Another definition refers to an
effective counselor as someone who can maintain balance between her or his interpersonal
competencies and technical competencies and manages to integrate his or her scientific and
interpersonal competencies (Charkuff, 2011; Cormier & Cormier, 1991). Wampold (2011) listed
flexibility among the most important qualities of effective therapists, noting that an effective therapist
will adjust therapy by using a different theoretical approach or referral to another therapist if resistance
to the treatment is apparent or the client is not making adequate progress. The effective counselor
characteristics investigated in the present study were defined by Cormier and Cormier (1991; 1998) and
include self-awareness, flexibility, energy, intellectual competency, support, and goodwill. Of these
characteristics, intellectual competency requires that a counselor can think quickly and creatively and
also have the motivation and capacity to learn. Energy refers to a counselor’s ability to be and remain
effective in sessions even after seeing many clients successively. Flexibility is the counselor’s adaptive
ability to meet the client’s needs. The characteristic of support refers to a counselor’s ability to instill
hope in clients while encouraging them to make their own decisions at the same time. Goodwill pertains
to the counselor’s willingness to work constructively for the good of the client by ethically supporting his
or her independence. And self-awareness is the knowledge of self which also involves emotions, values
and behaviors. This characteristic is used to refer to the ability to identify the factors that influence
oneself and their particular influences (Cormier & Cormier, 1998).

An effective counselor does not simply stick to a single theory but determines which techniques and
methods to use according to the client’s needs (Corey, 2008; Sue & Sue, 2016). For this, the counselor
needs to be flexible (Cormier & Cormier, 1991). On the other hand, a significantly positive relationship
exists between effective counselor characteristics and self-efficacy (Yayla & ikiz, 2017). Effective
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counselors who feel themselves to be competent or have high self-efficacy are able to work with
different clients and different problems (Hackney & Cormier, 2008), are willing to adapt to new
situations (Larson & Daniels, 1998), and thus can display cognitive flexibility.

In addition to counseling self-efficacy and effective counselor characteristics, gender, seniority,
education level, the number of individual and group counseling sessions in university education, and
receiving supervision for individual and group counseling were also considered as important factors with
potential influence on counselors’ cognitive flexibility. To the authors’ knowledge, there is no research in
the literature aiming to identify the variables that influence counselors’ cognitive flexibility. Yet, studies
that examine the relationship between cognitive flexibility and gender in groups other than counselors
have reported different results. Some of these studies (Altunkol, 2011; Asici & ikiz, 2015) concluded that
men have higher cognitive flexibility, while others (Bassu-Daggecen, 2017; Diril, 2011; Bilgic & Bilgin,
2016; Celikkaleli, 2014; Yu, Yu & Lin, 2019; Oz, 2012) reported that men and women do not differ in
terms of cognitive flexibility. On the other hand, it has been reported that receiving supervision makes a
difference in the quality of counselor education (Uslu & Ari, 2005) and counselors who received
supervision tend to have higher levels of counselor self-efficacy when compared to those who did not
receive any supervision (Cashwell & Dooley; 2001). Similarly, it is also argued that counselors gain
experience in their profession by performing numerous individual or group counseling sessions
(Buyilkgoze-Kavas, 2011). However, there have been no attempts to investigate how counselors’
cognitive flexibility is influenced by seniority, education level, the number of individual and group
counseling sessions in university education, and receiving supervision for individual and group
counseling. Therefore, the present study is important for identifying the factors with potential influence
over the cognitive flexibility of counselors. For it may provide insights to counselor trainers and enhance
the quality of counseling services to identify the factors that influence cognitive flexibility, a trait that is
required to consider alternative solutions when working with different clients. For this purpose, this
study examines whether counselors’ cognitive flexibility is significantly predicted by effective counselor
characteristics, counselor self-efficacy, gender, seniority, education level, the number of individual and
group counseling sessions in university education, and receiving supervision for individual and group
counseling.

Method
Research Model
This is a descriptive, predictive and correlational study.
Study Group

The study group consists of 521 counselors who were selected using random sampling model. All of
the participants graduated from Psychological Counseling and Guidance programs at different
universities in Turkey and the Turkish Republic of Northern Cyprus. Of all the participants, 76.8% are
female (n=400) and 23.2% are male (n=121). As for education level, 71.98% of the participants have
undergraduate degree (n=375), %28.02 of participants have graduate degree (n=146). Of the counselors
who participated in the study, 63.92 % have 0-11 years (n= 333), 36.08% have 12 years or more years of
seniority (n=188). 68.14% (n=355) of the counselors who participated in the study had performed 1-15
individual counseling sessions during their university education, while 31.86% (n=166) had performed 16
or more individual counseling sessions. Furthermore, the rate of counselors who received supervision
for individual counseling sessions during their university education is 69.10% (n=360), while the rate of
those who did not receive any supervision is 30.90% (n=161). During their university education, 58.93%
(n=307) of the counselors had performed 1-10 group counseling sessions, while 41.07% (n=214) had
performed 11 or more group sessions. Moreover, 53.74% (n=280) of the counselors received supervision
for group counseling during their university education, while 46.26% (n=241) did not receive any
supervision.
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Data Collection

Prior to administering the data collection instruments, the participants read and signed/approved
the Informed Consent Form developed by the researchers. In addition, Ethical Board Approval was
obtained from Yildiz Technical University’s Academic Ethical Board before the study (2018/02). The data
collection instruments used for the research were transformed into a link for the participants to fill in
digitally using Google Forms. Data for 173 participants were retrieved digitally, while the data pertaining
to the remaining 348 participants were collected either through group or individual sessions. Group
sessions were performed during the meetings of Guidance Research Centers held at the beginning of
the two semester of 2017-2018 academic year prior to the training seminars of these centers.

Data Collection Instruments

The study data were collected using “Effective Counselor Characteristics Scale”, “Counselor Self-
Efficacy Scale”, “Cognitive Flexibility Inventory” and “Personal Information Form”, all of which had been
tested for validity and reliability.

Effective Counselor Characteristics Scale: The scale was developed by ikiz & Totan (2014) as Turkish
to assess flexibility, goodwill, self-awareness, energy, support, and intellectual competency
characteristics of counselors in Turkey. It is a 26-item, five-point Likert-type scale that consists of six
factors. CFA was performed to assess the validity of the scale. CFA confirmed the six-factor construct of
the Effective Counselor Characteristics Assessment Scale (x2:615.37; sd:259; x2/sd: 2.38; NFI:.95;
CFI:.97; GFI: .90; IFl : 96; RMSEA: .06; RFI :.92). Computed for the reliability analyses for the scale,
Cronbach’s Alpha coefficient was .90 and test-retest coefficient was .74 for the total score. Internal
consistency coefficients for the scale’s sub-dimensions were found to be .80 for intellectual
competency, .73 for energy, .70 for flexibility, .78 for support, .63 for goodwill, and .79 for self-
awareness. (ikiz & Totan, 2014). The researchers re-conducted the validity and reliability analyses for
the scale in the study group. The fit values obtained by a second order CFA performed on the Effective
Counselor Characteristics Assessment Scale (sd: 660.19; x2/sd :2.70; CFI ..95; NFI :.91; GFI: .91; AGFI:
.88; RMSEA: .06) were acceptable, which showed that the six-factor model is valid This study, on the
other hand, found the Cronbach’s Alpha coefficient for the scale to be .87 for the intellectual
competency dimension, .81 for the energy dimension, .83 for the flexibility dimension, .85 for the
support dimension, .82 for the goodwill dimension, .83 for the self-awareness dimension, and . 93 for
the total.

Counselor Self-Efficacy Scale: The scale was developed by Demirel (2013). It consists of two sub-
dimensions, i.e. “Effective service” and “Transmission for the client” and 13 items. It is a five-point
Likert-type assessment instrument. Exploratory factor analysis was performed to test the construct
validity for the scale and as a result, the two-factor construct consisting of effective service and
transmission for the client was found to be valid. Thus, the effective service sub-dimension consists of
nine items with item factor loadings ranging from .64 to .77. On the other hand, the sub-dimension of
transmission for the client consists of four items with item factor loadings ranging between .64 and .83.
The interfactor correlation coefficient was computed as .30. A total score can be obtained from the scale
and the possible score range is 13-65. A high score on the scale indicates that the counselor has a high
level of self-efficacy. In order to assess the scale’s validity in comparison with a similar scale, the General
Self Efficacy Scale was administered and the correlation between the two scales was found as .58.
Internal consistency coefficient was assessed by computing Cronbach’s alpha internal consistency
coefficients. The resulting coefficients were .88 for the effective service and .75 for the transmission for
the client. The resulting test retest reliability coefficients were .88 for the effective service and .89 for
the transmission for the client (Demirel, 2013).

As part of the present study, the scale was assessed for validity and reliability. The coefficients of
concordance obtained as a result of the Confirmatory Factor Analysis performed on the Counselor Self-
Efficacy Scale (sd= 660.19; x2/sd= 2.70; CFI=.99; NFI=.99; GFl= .91; AGFI= .94; RMSEA= .06) were
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within the acceptable range, which attests to the validity of the scale’s two-factor construct. The overall
Cronbach’s Alpha coefficient for the scale is .93.

Cognitive Flexibility Inventory: The scale was developed by Dennis &Vander Wal (2010) and was
translated into Turkish and adapted to Turkish culture by Sapmaz & Dogan (2013). The 20-item 5-point
Likert-type Scale has two sub-factors (alternatives and control). CFA was employed for validity
assessment by Sampaz & Dogan (2013). The fit index values obtained through CFA are x2:406.98,
sd:167, xz/sd:2.44, AGFI:.90, GFI:.92, NFI:.96, RFI:.95, CFI:.98, IFI:.98, RMR:.052, RMSE:.05. As a result of
the reliability analysis, Cronbach's Alpha coefficients were found to be .90 for the alternatives subscale,
.84 for the control subscale, .90 for the entire inventory. Test-retest reliability coefficients are .84 for the
control subscale, .90 for the alternative subscale .90 for the entire inventory.The researchers re-
conducted the validity and reliability analyses for the scale in the study group. The analysis yielded
acceptable fit values for the model (sd:163 x2/sd:2.92; CFI: .95; NFI: .93; GFI:.92; AGFI:.90; RMSEA: .06),
which shows that the relevant variable is valid. Cronbach's Alpha coefficients are .88 for the alternatives
subscale, .93 for the control subscale and .92 for the entire inventory.

Personal Information Form: The Personal Information Form developed by the researchers includes
questions aiming to identify the participants’ gender, seniority, education level, whether they had
performed counseling sessions during university education, and whether they had received supervision
for these sessions.

Data Analysis

SPSS 21 Statistical Software Pack was used for data analysis. And AMOS 24 Statistical Software Pack
was used for the validity analyses performed on the scales. Prior to the analyses, the dataset was
examined to see whether it meets the required assumptions for a simple linear regression analysis. For
this purpose, the researchers first examined whether the scores obtained from the “Cognitive Flexibility
Inventory” display a normal distribution with the help of Kurtosis and Skewness coefficients. Moreover,
Durbin-Watson Test was also performed to see whether there was autocorrelation, which causes
systematic errors. Also, the Tolerance Values and VIF-Variance Inflation Factor Values were also
examined to check for the presence of any multicollinearity between the independent variables. The
main assumptions were a normal distribution in the regression analysis, the presence of covariance, and
the absence of multicollinearity between the independent variables (Celik & Erar, 2013).

In the study, Cognitive Flexibility was taken as the dependent variable, while “Effective Counselor
Characteristics” and “Counselor Self-Efficacy” were taken as the independent variables. The scores
obtained from the “Effective Counselor Characteristics Scale” and the “Counselor Self-Efficacy Scale”
were coded as a dummy variable (Buyikoztiirk, 2015). For this purpose, the calculation was “mean score
-/+1 standard deviation”. The scores that were 1 standard deviation below the mean score were coded
as 0 (zero), while the scores that were 1 standard deviation above the mean score were coded as 1
(one). Also, the other independent variables in the study were coded as follows: For gender female=1,
male=0; for seniority low seniority (1-11 years)=1, high seniority (12 years or longer)=0; for receiving
supervision for individual counseling yes=1, no=0; for receiving supervision for group counseling yes=1,
no=0; for the number of individual counseling sessions, 1-15 sessions=1, 16 and more sessions=0; for the
number of group counseling sessions, 1-15 sessions=1, 16 and more sessions =0; and for education level,
undergraduate=1, graduate=0. Linear Regression Analysis was performed to analyze the data. The
significance level was taken as .05 for the study.

Findings

In order to solve the problem, it was first required to determine whether the scores obtained from
the Cognitive Flexibility Inventory displayed a normal distribution, for which the Kurtosis and Skewness
coefficients were examined for the scores and the results are shown in Table 1. Also, Durbin-Watson
Test was performed to see whether there was autocorrelation, which causes systematic errors. The
results of the Durbin-Watson Test are also shown in Table 1.
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Table 1.
Cognitive Flexibility Kurtosis and Skewness Values and Durbin-Watson Test

Variable n Skewness Kurtosi
s

Cognitive Flexibility 521 .09 .50

Variables Durbin-Watson Test

Effective Counselor Characteristics -Cognitive Flexibility 1.93

Counselor Self-Efficacy-Cognitive Flexibility 1.92

Gender-Cognitive Flexibility 1.99

Seniority-Cognitive Flexibility 2.00

Education Level-Cognitive Flexibilty 1.98

Number of Individual Counseling Sessions-Cognitive 1.99

Flexibility 1.99

Supervision for Individual Counseling-Cognitive Flexibility 1.98

Number of Group Counseling Sessions-Cognitive Flexibility 1.99

Supervision for Group Counseling-Cognitive Flexibility

As seen in Table 1, the Skewness coefficient is .09 and the Kurtosis coefficient is .50 for the Cognitive
Flexibility Scale. Skewness and Kurtosis values ranging between +2 and -2 in the dataset is acceptable
(Bachman, 2004). It is also seen in Table 1 that DW=1.93 for effective counselor characteristics—cognitive
flexibility and DW=1.92 for counselor self-efficacy. Also, DW=1.99 for gender—cognitive flexibility; DW=
2.00 for seniority—cognitive flexibility; DW= 1.98 for education level-cognitive flexibility; DW=1.99 for
the number of individual counseling sessions in university education—cognitive flexibility; DW=1.99 for
receiving supervision for individual counseling—cognitive flexibility; DW= 1.98 for the number of group
counseling sessions in university education—cognitive flexibility; and DW=1.99 for receiving supervision
for group counseling—cognitive flexibility. The Durbin-Watson Test confirmed the absence of
autocorrelation. For a Durbin-Watson Test value of 1.5 — 2.5 shows there is no autocorrelation (Tasdan
& Erdem, 2010). Multicollinearity was also explored by analysis between the independent variables and
the results were Tolerance Values=1.00 and VIF-Variance Inflation Factor Values=1.00. Tolerance values
should not be greater than .10, while it is statistically important that VIF-Variance Inflation Factor Values
should not be greater than 10 (Cokluk, Sekercioglu & Blyilikoztirk, 2016). The analyses revealed the
absence of the multicollinearity problem.

In order to determine whether counselors’ cognitive flexibility is significantly predicted by effective
counselor characteristics, counselor self-efficacy, gender, seniority, education level, the number of
individual and group counseling sessions, and receiving supervision for individual and group counseling,
linear regression analysis was performed and the results are given in Table 2. Table 2 also shows the
mean cognitive flexibility scores according to effective counselor characteristics, counselor self-efficacy,
gender, seniority, education level, the number of individual and group counseling sessions in university
education, and receiving supervision for individual and group counseling.
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Table 2.

The Results of Linear Regression Analysis and the Mean Scores for the Prediction of Counselors’ Cognitive
Flexibility Levels by Effective Counselor Characteristics, Counselor Self-Efficacy, Gender, Seniority,
Education Level, Number of Individual and Group Counseling Sessions Performed, and Receiving

Supervision for Individual and Group Sessions

2

Predictor B Standardized t P F P R R
Variable B

Constant 80.31 165.83 .00 120.84 .00 .45 .20
Effective 6.53 A5 10.99 .00

Counselor

Characteristics

Effective Counselor x SS

Characteristics

Low 78.46 7.71

High 89.29 8.31

Predictor B Standardized t P F P R R’
Variable B

Constant 79.23 121.48 .00 99.04 .00 44 .19
Counselor Self- 8.53 44 9.95 .00

Efficacy

Counselor Self-Efficacy X SS

Low 79.23 8.92

High 87.77 8.50

Predictor B Standardized t P F P R R’
Variable B

Constant 84.32 65.85 .00 .50 A48 .03 .00
Gender .70 .03 71 48

Gender X SS

Female 83.62 9.52

Male 82.92 9.31

Predictor B Standardized t P F P R R’
Variable B

Constant 80.35 64.83 .00 7.04 .01 12 .01
Seniority 2.28 12 2.65 .01

Seniority X SS

Less (0-11) 82.63 9.30

High (12-Usti) 84.91 9.61
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Predictor B Standardized t P F P R R
Variable B

Constant 80.77 64.71 .00 5.17 .02 .09 .01
Education Level 2.09 .09 2.74 .02

Education Level X SS

Undergraduate 82.87 9.42

Gradute (Master-PhD) 84.96 9.45

Predictor B Standardized t P F P R R?
Variable B

Constant 80.89 65.20 .00 4.80 .03 .09 .01
Number of 1.94 .09 2.19 .03

Individual

Counseling

Sessions

Number of Individual Counseling x SS

Sessions

1-15 Sessions 82.83 9.44

16 Sessions and More 84.77 9.43

Predictor B Standardized t P F P R R’
Variable B

Constant 80.61 64.28 .00 5.76 .02 A1 .01
Number of 2.02 A1 2.40 .02

Group

Counseling

Sessions

Number of Group Counseling ¥ SS

Sessions

1-10 Sessions 82.63 9.43

11 Sessions and More 84.64 9.43

Predictor B Standardized t P F P R R?
Variable B

Constant .83.72 .01 67.12 .00 .05 .82 .01 .00
Supervision for 21 .23 .82

Individual

Counseling

Supervision for Individual X SS

Counseling

Yes 83.52 9.35
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No 83.31 9.77

Predictor B Standardized t P F P R R’
Variable B

Constant 83.62 .01 64.98 .00 .02 .89 .01 .00
Supervision for 12 .14 .89

Group

Counseling

Supervision for Group X SS

Counseling

Yes 83.51 9.34

No 83.39 9.64

As seen in Table 2, effective counselor characteristics were found to be a significant predictor of
counselors’ cognitive flexibility levels (R=.45, R’= .20; F=120.84, p <.00; t= 10.99, p <.00). Table 2 also
shows that the mean cognitive flexibility score (X =89.29, Ss=8.31) of the counselors with a high level of
effective counselor characteristics is significantly (t= 10.99, p <.00) higher than the mean cognitive
flexibility score (X=78.46, Ss=7.71) of the counselors with a low level of effective counselor
characteristics. These results demonstrate that counselors with a high level of effective counselor
characteristics have higher cognitive flexibility levels.

As shown in Table 2, counselor self-efficacy was found to be a significant predictor of the cognitive
flexibility levels of counselors (R=.44, R’=.190; F=99.04, p<.00; t=9.95, p<.00). Table 2 also shows that
the mean cognitive flexibility score (X =87.77, $s=8.50), of counselors with high counselor self-efficacy is
significantly (t=9.95, p<.00) higher than the mean cognitive flexibility score (X=79.23, Ss=8.92) of
counselors with low counselor self-efficacy. These results demonstrate that counselors with high
counselor self-efficacy have higher levels of cognitive flexibility.

As seen in Table 2, gender is not a significant predictor of the cognitive flexibility levels of counselors
(R=.03, R’= .00; F=.50, p >.05; t= .71, p>.05). Table 2 also shows that the mean cognitive flexibility score
of female counselors (X=83.62, S5=9.52) is close to the mean cognitive flexibility score of male
counselors (X =82.92, S5=9.31).

As shown in Table 2, seniority was found to be a significant predictor of the cognitive flexibility levels
of counselors (R=.12, R’= .01; F=7.04, p<.01; t=2.65, p<.01). Table 2 also shows that the mean cognitive
flexibility score of the counselors with greater seniority (12 years or more) (X=84.91, $5=9.61) is
significantly (t= 2.65, p<.01) higher than the mean cognitive flexibility score of the counselors with less
seniority (0 to 11 years) (X =82.63, $5=9.30). These results demonstrate that the counselors with greater
seniority have higher levels of cognitive flexibility.

As seen in Table 2, education level is a significant predictor of the cognitive flexibility levels of
counselors (R=.09, R’= .01, F=5.17, p <.02; t= 2.74, p<.02). Table 2 also shows that the mean cognitive
flexibility score of the counselors with a graduate degree (master’s and PhD)( X =84.96, 5$5=9.45), is
significantly (t= 2.74, p <.02) higher than the mean cognitive flexibility score (X =82.87, Ss=9.42) of the
counselors with a graduate degree. These results suggest that counselors with a higher education level
have higher levels of cognitive flexibility.

As shown in Table 2, the number of individual sessions (R=.09, R’= .01; F=4.80, p <.03; t=2.19, p
<.03) and the number of group sessions held during university education (R=.11, R’= .01; F=5.76, p <.02;
t= 2.40 ,p <.02) were found to be significant predictors of the cognitive flexibility levels of counselors.
Table 2 also shows that the counselors who had held 16 or more individual counseling sessions during
university education have a mean cognitive flexibility score (n=166, X=84.77, Ss=9.43) which is
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significantly (t=2.19, p<.03) higher than the mean cognitive flexibility score (n=355, X =82.83, Ss=9.44) of
the counselors who had held 1 to 15 sessions. On the other hand, the counselors who had held 11 or
more group counseling sessions during university education were found to have a mean cognitive
flexibility score (n=214, X =84.64, Ss=9.43) which is significantly (t= 2.40, p <.02) higher than the mean
cognitive flexibility score (n=307, X =82.63, $5=9.43) of the counselors who had held 1 to 10 sessions. All
of these results suggest that counselors who had held more individual or group counseling sessions
during university education have higher levels of cognitive flexibility.

As seen in Table 2, it was found that receiving supervision for individual counseling (R=.01, R’= .00;
F=.05, p >.05; t= .23, p >.05) and receiving supervision for group counseling (R=.01, R’= .00; F=.02, p
>.05; t= .14, p >.05) are not significant predictors of the cognitive flexibility levels of counselors. Table 2
also shows that the mean cognitive flexibility score of the counselors who received supervision for
individual counseling (n=360, X=83.52, $5=9.35) and the mean cognitive flexibility score of the
counselors who did not receive supervision (n=161, X=83.31, S$5=9.77) are close to one another.
Similarly, the mean cognitive flexibility score of the counselors who received supervision for group
counseling (n=280, X =83.51, S5=9.34) and the mean cognitive flexibility score of the counselors who did
not receive supervision (n=241, X =83.39, $5=9.64) are also close to one another.

Discussion & Conclusion

As a result of the study, it was found that effective counselor characteristics positively and
significantly predict cognitive flexibility of counselors. The counselors with high levels of effective
counselor characteristics were found to have significantly higher levels of cognitive flexibility when
compared to the counselors with low levels of effective counselor characteristics. Thus, possessing
effective counselor characteristics leads to enhanced levels of cognitive flexibility for counselors.
Effective counselor characteristics have been described as one of the most important determinants of
the therapeutic relationship between the client and the counselor (Corey, 2008; Lawson et.al., 2007;
Venart, Vassos & Pitcher-Heft., 2007). Cormier & Cormier (1991) identified the characteristics of
effective counselors as self-awareness, energy, intellectual competency, support, goodwill, and
flexibility. Furthermore, effective counselors are individuals who are able to make choices that may
shape their lives, be aware of their previous decisions, do not resist change, make decisions about what
kind of change they want when they are not content with what they have, do not feel strictly bounded
by their previous decisions, notice their mistakes, and can approach life events from different
perspectives (Corey, 2008). On the other hand, Nystul (2015) argues that an effective counselor should
sensitively treat the client like an artist, a sensitivity which will help counselors to be flexible toward
their clients, to be creative, and to be able to adapt their techniques in accordance with the clients’
needs. Possessing these characteristics can be said to enhance counselors’ cognitive flexibility. For
individuals who are cognitively flexible are aware of options and suitable alternatives pertaining to any
situation, are flexible in their behaviors and willing to adapt to the situation at hand (Martin & Rubin,
1995; Martin & Anderson, 1998). When it comes to the counseling process, a counselor should be aware
of options and suitable alternatives and change his or her perception in accordance with the client’s
problem or s/he should be able to think quickly and creatively to display cognitive flexibility; to put it
differently, possess the intellectual competency identified as one of the characteristics of effective
counselors. Martin& Anderson (1998) noted that people who are aware of choices and alternatives in a
certain situation are more cognitively flexible than those who see only proper or correct behavioral
responses. On the other hand, Cafias, Fajardo & Salmeron (2006) underlined that cognitive flexibility
depends on attentional processes. One could argue that noticing the choices and attentional processes
require intellectual competency, which is on of the characteristics of effective counselors. Counselors
who are intellectually competent or can think quickly and creatively in the counseling process can see
more choices and offer different solutions to their clients in the light of suitable alternatives. In addition,
effective counselors who are flexible do not simply stick to a single theory but can apply different
techniques and methods according to the client’s needs. In other words, they are able to use the
treatment methods that are suitable for their clients’ problems so that they can comprehend and help
solving their problems.
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Our literature review found no research looking into the relations between effective counselor
characteristics and cognitive flexibility. Still, existing research demonstrates that there is a positive
relationship between problem-oriented or positive coping strategies cognitive flexibility (Bai, 2011;
Dennis & WanderVal, 2010; Johnson, 2016), that individuals who are more cognitively flexible have
better problem solving skills (Ahn, Kim & Park, 2008; Bilgin, 2009; Stevens, 2009), and that logical
decision-making levels increase with increasing cognitive flexibility levels (Bilgic & Bilgin, 2016).
Furthermore, neuropsychological research argue that cognitive flexibility is a prerequisite for empathy
and both share the same cognitive processes (Grattan & et.al., 1994; Decety, 2007). It has been reported
that empathy is a personal trait that counselors should possess (Korkut-Owen, Tuzgél-Dost & Bugay,
2014) and is even one of the three most important personal characteristics of prospective counselors
(Pope & Kline, 1999). Neuropsychologically, the notions of perspective-taking, being able to generate
and consider ideas and different response possibilities, incorporating changing information into
decision-making, choice of behavioral responses and understanding of others are all associated with
cognitive flexibility (Eslinger, 1998). All these traits correspond to the characteristics that an effective
counselor should have (Wampold, 2011). Consequently, based on the results of this study, it could be
argued that counselors who have more of these traits or have high levels of effective counselor
characteristics tend to have higher levels of cognitive flexibility.

As a study result, it was found that counselor self-efficacy positively and significantly predict
counselors’ cognitive flexibility. The counselors with a high level of counselor self-efficacy were found to
have significantly higher levels of cognitive flexibility when compared to those with low self-efficacy.
Defined as a counselor’s beliefs or judgments about her or his capabilities to effectively counsel a client
in the near future (Larson & Daniels, 1998) and shown as the most important identifier of an effective
counselor (Sharpley & Ridgeway, 1993), counselor self-efficacy may help increase a counselor’s
tendency to perceive difficult situations as controllable, as well as his or her skills to acknowledge that
there might be alternatives to the events and human behaviors in life and to generate multiple solutions
to difficult situations (Dennis & VanderWal, 2010). To put it differently, individuals who are cognitively
flexible are willing to adapt themselves to new situations they may encounter. And they feel themselves
as competent when it comes to situations for which they are flexible (Martin & Rubin, 1995; Martin &
Anderson, 1998). Counselors who feel themselves to be competent or have high self-efficacy are able to
work with different clients and different problems (Hackney & Cormier, 2008), are willing to adapt to
new situations, and thus can display cognitive flexibility. Many studies in the literature report that there
is a significant correlation between self-efficacy and cognitive flexibility (Akcay-Ozcan & Kiran Esen,
2016; Celikkaleli, 2014; Martin & Anderson, 1998; Martin & Rubin, 1995). Moreover, Wei et al. (2015)
reported a positively significant relationship between counseling self-efficacy and psychological
flexibility.

A counselor’s beliefs about self-efficacy involve the choice of counselor responses in counseling
sessions, the efforts of a counselor in the face of his or her failures, his or her persistence to overcome
any obstacle, risk-taking behaviors and decision-making (Larson & Daniels, 1998). Counselors with a high
level of self-efficacy may choose suitable techniques from among different options and display cognitive
flexibility (Martin & Anderson, 1998; Martin & Rubin, 1995). Consequently, we can argue that
counselors with high self-efficacy may be aware of different alternatives in their counseling sessions,
choose suitable techniques or can display cognitive flexibility.

As a result of the study, it was found that gender does not significantly predict counselors’ cognitive
flexibility. Certain studies in the literature report that male students have significantly higher levels of
cognitive flexibility when compared to female students (Altunkol, 2011; Asici & ikiz, 2015). However,
many other studies (Bassu-Daggecen, 2017; Bilgi¢c & Bilgin, 2016; Celikkaleli, 2014; Yu, Yu & Lin, 2019)
have concluded that no significant relationship exists between gender and cognitive flexibility, which is
in parallel with the results of the present study. Cognitive flexibility is known to be influenced by
parental attitudes (Bilgin, 2009) and personal traits (Bilgin, 2016). Therefore, it is possible that the
counselors’ levels of cognitive flexibility might have been influenced by the families that raised them,
the environments they grew up in or their personal traits, rather than their gender. On the other hand,
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female and male students studying in the departments of Counseling and Guidance arguably have the
same opportunities for education. Moreover, after graduation, they are in similar environments due to
the similarities of the institutions they work for. Consequently, their education, work and social
environments may have created equality for counselors from different genders in terms of cognitive
flexibility levels. In other words, even though their genders are different, they received a similar
education and live in similar social environments and this might be the reason why the counselors’
cognitive flexibility levels do not significantly differ according to gender.

As another result of the study, education level was found to positively and significantly predict the
counselors’ cognitive flexibility. Cognitive flexibility levels were found to be significantly higher among
the counselors with graduate (master’s and PhD) degrees when compared to those with undergraduate
degrees. Cafias, Fajardo & Salmeron (2006) particularly highlight the fact that cognitive flexibility
involves learning processes and is acquired through experience. Therefore, counselors should be trained
to be aware of choices and suitable alternatives and be flexible when faced with a new situation. The
counselors who receive a higher level of education and complete their master’s and PhD education
possess more theoretical knowledge, technical information and skills; thus, they may acquire a wider
perspective. Such knowledge and experience acquired help them adapt to unexpected environmental
changes more easily. Moreover, a counselor’s graduate education experience also affects the quality of
the therapeutic relationship s/he establishes with the client. Kivlighan et al. (1993) reported a positively
significant relationship between counselors’ flexibility and the therapeutic relationship as perceived by
the clients. As a consequence, holding a master’s and PhD degree increases counselors’ theoretical and
technical knowledge and improves their counseling skills. All of these reasons might be behind the study
result that the counselors with a master’s and PhD degree displayed significantly higher levels of
cognitive flexibility.

As another study result, seniority was found to positively and significantly predict the counselors’
cognitive flexibility. The counselors with greater seniority were found to have significantly higher levels
of cognitive flexibility when compared to those with less seniority. Individuals with cognitive flexibility
can easily shift from one thought to another, adapt to different situations, view different problems using
multiple strategies (Stevens, 2009), regulate their information processing strategies to adapt to the new
and unexpected situations in their environments (Cafias & et.al., 2003), and change their cognition to
adapt to new situations (Dennis & Vander Wal ,2010). In other words, cognitively flexible individuals
consider more scripts before they adapt their behaviors to new situations (Roloff & Berge, 1982; cited in
Martin and Anderson, 1998). In the light of all this, it could be argued that the counselors with greater
seniority have a multi-dimensional perspective as a result of their experience and thus have higher
cognitive flexibility.

As a result of the study, it was also found that the number of individual and group counseling
sessions in university education positively and significantly predict counselors’ cognitive flexibility. The
counselors who received more sessions were found to have significantly higher levels of cognitive
flexibility than the counselors who received less sessions. During the training, counselors perform
individual and group counseling sessions. Through these sessions, they learn to transfer the theoretical
and technical knowledge they are given in their training to actual counseling sessions. Their training
(Tang et al., 2004) and the sessions they perform (Atici, Ozyiirek & Cam, 2005; Leach, Stoltenberg-
McNeil & Eichenfield, 1997) improve the counseling skills and self-efficacy levels of counselors.
Performing more sessions during their training might have allowed counselors to more easily choose the
methods and approaches that are more suitable for their clients’ needs, thus helping them become
more flexible in cognitive terms. Consequently, the number of individual and group counseling sessions
in this study might have significantly predicted the counselors’ cognitive flexibility.

As another study result, it was found that receiving or not receiving supervision for individual and
group counseling does not significantly predict counselors’ cognitive flexibility. It is well-known that
supervision is a vital part of counselor training (Aladag, 2014; Buyruk-Gen¢ & Yiksel-Sahin, 2019;
Meydan, 2014; Ozyiirek, 2009) and makes a great difference in the quality of counselors’ training (Uslu
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& Ari, 2005; Ozyiirek, 2009). Receiving supervision also improves counselor self-efficacy (Cashwell &
Dooley, 2001). Moreover, flexibility of counselors enhances the quality of the therapeutic relationship
(Kivlighan et al., 1993). Therefore, supervision received by counselors is expected to increase their
cognitive flexibility. However, according to the results of this study, it was found that receiving or not
receiving supervision for individual and group counseling does not significantly predict counselors’
cognitive flexibility. This result reminds us of the problems regarding the quantity and quality of
supervision services in Turkey. Anjel & Ozkan (2009) found in a study with counselors that 45.6% of 371
participants received supervision during their training while 54.2% did not receive any training (Cited in
Sivis-Cetinkaya & Karairmak, 2012). Similarly, in a national screening study, Ozyiirek (2009) reported
that supervision is often given by incompetent supervisors to crowded student groups and in a way that
is not sufficiently effective. Therefore, the study result that receiving or not receiving supervision for
individual and group counseling does not significantly predict counselors’ cognitive flexibility can be
attributed to the quantitative and qualitative inadequacies in counseling supervision.

According to the study results, effective counselor characteristics, counselor self-efficacy, seniority,
education level, and the number of individual and group counseling sessions significantly predict
counselors’ cognitive flexibility, while gender and receiving or not receiving supervision for individual
and group counseling do not significantly predict counselors’ cognitive flexibility, which highlights the
need for attaching more importance to quantity and quality in counselor education. At this juncture, the
following suggestions can be made: Undergraduate and graduate students of Counseling and Guidance
departments can be made to practice with more clients in more sessions in the practical courses on
individual and group counseling. Holding more sessions may help counselors to gain effective counselor
characteristics, to feel more self-competent, and thus have higher levels of cognitive flexibility.
Performing sessions with more clients may also provide them with more opportunities to display
cognitive flexibility as they will encounter various client problems. The quantity of supervision could be
increased for both individual and group counseling in undergraduate and graduate Counseling and
Guidance programs of universities. In matters concerning promotion, faculty members’ contribution to
training counselors may also be considered in addition to the amount of their academic publications. It
is a crucial issue whether faculty members offer supervision to prospective counselors/counselors.
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Tiirkge Siirimui

Giris

Gunumuzde, teknolojik, politik, ekonomik, sosyal, kiiltiirel, egitsel ve psikolojik bircok alanda ¢ok hizl
degisimler yasanmaktadir. Bu alanlarda ¢alisan her meslek elemani gibi psikolojik danismanlarin da bu
degisimlere uyum saglamalari gereklidir. Psikolojik danismanlarin bu hizli degisimlere uyum
saglayabilmelerinin yaninda, psikolojik danisma siirecinde danisanlarina daha saglikli bir bicimde
yardimci olabilmelerinde biligsel esneklige sahip olmalari 6nemli gériinmektedir. Alan yazinda biligsel
esneklik, herhangi bir durumla ilgili olarak bireyin yeni durumlar karsisinda esnek olmasi, alternatif
¢06zim segeneklerinin ve yollarinin farkinda olmasi ve bu durumlar karsisinda kendisini yetkin hissetmesi
(Martin ve Rubin, 1995; Martin ve Anderson, 1998) olarak tanimlanmaktadir. Bu tanim Ug¢ 6nemli
noktaya vurgu yapmaktadir. Birincisi bilissel esneklik, deneyimle elde edilebilen ve 6grenme sireglerine
vurgu yapan bir beceridir. ikincisi, bilissel esneklik, bilgi isleme stratejilerinin uyarlanmasini icermektedir.
Ugiinciist, bilissel esneklik bireyin belirli bir gdrevi, belirli bir siire yerine getirdikten sonra beklenmeyen
yeni gevresel degisimlere uyum saglayacagini ifade eder (Cafas, Fajardo ve Salmeron, 2006). Stevens
(2009) bilissel esnekligin, bir disiinceden digerine gegebilme, farkli durumlara uyum saglayabilme veya
farkh sorunlara ¢ok yonli stratejilerle bakabilme potansiyeli oldugunu belirtmistir. Dennis ve Vander Wal
(2010) ise bilissel esnekligin bireyin degisen cevre kosullarina gére sahip oldugu bilisleri degistirebilme
yetisi oldugunu wvurgulamis ve bilissel esnekligi (1) yasamda ortaya c¢ikan durumlarin ve insan
davranislarinin alternatiflerinin olabilecegini algilama becerisi (2) zor durumlari kontrol edilebilir algilama
egilimi ve (3) zor durumlar ¢6zebilmek amaciyla ¢ok sayida ¢6zim lretme becerisi olarak agiklamistir.
Tanimlardan da goruldigu gibi, bilissel esneklik, bireyin yeni durumlara uyum saglamasinda esnek
olabilmesini saglayan (Yazar ve Senyazar- Meterelliyoz, 2019); bilissel yapilari degistirebilen (Dennis ve
Vander Wal, 2010: Akt; Demirtas, 2019); yaraticilik, problem ¢b6zme, ve karar verme dahil olmak tzere
cesitli hedeflere yonelik davranislarla iliskisi bulunan (Gabrys, Tabri, Anisman ve Matheson, 2018);
zorlayici durumlarda bireyin yasamini kolaylastiran (Akcay-Ozcan ve Kiran-Esen, 2016); ve kriz
durumlariyla basa ¢ikmasini saglayan (Yildiz-Akyol ve Boyaci, 2020) énemli bir beceridir. Bilissel olarak
esnek olan bireyler sabit fikirli olmayip, degisime acik ve ¢ogulcu bir yaklasim gosterirler (Yazar ve
Senyazar- Meterelliyoz, 2019). Farkli stratejileri gelistirirler (Demirtas, 2019). Ayrica, sorunlara farkli
bakis acilariyla yaklasabilirler (Altunkol, 2011). Yapilmis olan arastirmalarda da, bilissel olarak daha esnek
olan bireylerin problem ¢ézme (Ahn, Kim ve Park, 2008; Bilgin, 2009; Johnson, 2016) ve uyum (Dreisbach
ve Goschke, 2004) becerilerinin daha ylksek oldugu; bilissel esnekligin iliskide glven (Martin ve
Anderson, 1998) ve 6z yetkinlik (Akcay-Ozcan ve Kiran-Esen, 2016; Brewster, 2011; Celikkaleli, 2014;
Kiran -Esen, Ozcan ve Sezgin; 2017; Kim ve Omizo, 2005) ile pozitif iliski gdsterdigi belirtilmistir. iste;
bilissel esneklikle ilgili s6zi edilen bu 6zelliklere psikolojik danismanlarin sahip olmalari gerektigi ve
psikolojik danisma siirecini daha saglkli bir bicimde ylritmelerinde bu 6zelliklerin 6nemli oldugu
gorinmektedir.

Psikolojik danisma siirecinde danisanla isbirlikgi iliskinin kurularak, danisanin amaci belirlendikten
sonra, danisanin probleminin tanimlanmasi ve degerlendirilmesi, probleminin ¢6zimi igin ¢dzim
seceneklerinin olusturulmasi gerekir (Gladding, 2013; Hackney ve Cormier, 2008). Psikolojik danismanin
bilgi ve beceri alt yapisi, kisisel nitelikleri bu iliskinin etkililigini belirler. Psikolojik danismanin bilissel
suregleri bilgilerin ve becerilerin kullanilmasina yardimci olur (Jennings ve Skovholt, 1999). Bilissel
esneklik ise bilissel siireclere baglidir (Cafias, Fajardo ve Salmeron, 2006). Bu noktada psikolojik
danismanlarin bilissel siirecleri ile iliskili olabilecek esneklik (Halsinki, 2009; Korkut-Owen, Tuzgdél-Dost ve
Bugay, 2014, Pope ve Kline, 1999) ve bilissel esneklik (Buyruk-Geng, 2019) psikolojik danismanlarda
bulunmasi gereken onemli nitelikler arasinda gosterilmektedir. Nystul (2015) etkili bir psikolojik
danismanin danisanina sanatgi duyarlihg ile yaklasmasi gerektigini, bu duyarhhigin onlarin danisanlarina
karsi esnek olmalarina, vyaratict olmalarina ve teknikleri danisanlarin ihtiyaglarina goére
uyarlayabilmelerine yardimci olacagini belirtmistir. Néropsikoloji alaninda yapilan arastirmalar da bilissel
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esnekligin empati kurabilmek icin bir 6n gereklilik oldugunu ve empati ile bilissel esnekligin ortak bilissel
suregleri paylastigini gdstermistir (Grattan ve dig., 1994; Decety, 2007). Empati psikolojik danismanlarda
bulunmasi gereken en 6nemli 6zelliklerden birisidir (Korkut-Owen, Tuzgdl-Dost ve Bugay, 2014; Pope ve
Kline, 1999). Noropsikolojik olarak bakis agisi alma, fikirler ve farkli yanit olasiliklar Gretme ve
diisiinebilme, karar verme sirecinde degisen bilgileri slirece dahil etme, uygun davranissal tepkileri
segcme ve baskalarini anlama gibi kavramlar bilissel esneklik ile iliskilidir (Eslinger, 1998). Bu nedenle
bilissel esneklik, psikolojik danismanlarin sahip olmasi gereken bir 6zelliktir (Buyruk Geng, 2019)

Psikolojik danismanlarda olmasi gereken diger bir 6zellik 6z yetkinliktir (Larson ve Daniels, 1998). Oz
yetkinlik, bir kisinin karsilastigi bir problemi ¢ézmesi, aldig bir sorumlulugu yerine getirmesi ya da belirli
bir performansi géstermesi igin kendi kapasitesine ve yeteneklerine yonelik inanci ve yargisidir (Bandura,
2001). Psikolojik danisma 6z yetkinligi ise psikolojik danismanin yakin gelecekte danisani ile birlikte etkili
psikolojik danisma sireci gerceklestirmesine yonelik kapasitesi hakkindaki inang ve yargisi olarak ifade
edilmektedir (Larson ve Daniels, 1998). Psikolojik danisman 6z yetkinligi etkili bir psikolojik danismanin
en 6nemli belirleyicisi olarak gosterilmektedir (Sharpley ve Ridgeway, 1993).

Psikolojik danisman 6z yetkinligi ve bunun psikolojik danisma siirecine yansimalari, tizerinde durulan
dnemli bir konu haline gelmistir. Yapilan arastirmalarda psikolojik danismanin kisilik ézellikleri (Ozgiin,
2007; Yam ve ilhan, 2016), empati yetenekleri (Bentley, 2007), yasam doyumlari (Curry, 2007; Durmus,
2015; Jang, 2009; Woods, 2009), is doyumlari (Durmus, 2015), stipervizyon yasantisi gecirmesi (Cashwell
ve Dooley, 2001), egitim yasantilarina iliskin memnuniyetleri (Erkan, 2011), deneyimleri (Kocarek, 2001)
psikolojik danisman 6z yetkinligi ile iliskili bulunmustur. Literatlrde psikolojik danisman 6z yetkinliginin
bilissel esnekligi nasil etkiledigine dair bir arastirmaya rastlanilamamistir. Ancak yiksek 6z yetkinlik
inancina sahip olan insanlarin bilissel becerilerinin ve bilissel esnekliklerinin daha yiiksek oldugu
(Bandura, 2001); 6z yeterligin bilissel esnekligin bir pargasi oldugu (Martin ve Anderson, 1998) ifade
edilmistir. Yiksek 6z yetkinlik inanci bireyin belirli bir beceri veya davranisi en iyi sekilde ortaya
koymasinda giduleyicidir. Bu bireylerin amacglarina bagliliklari, glidiilenmeleri, amaclarina ulasmada
gosterdikleri ¢abalari, bir sorunla karsilastiklarindaki direncleri ve esneklikleri daha gliclidir (Holcomb-
McCoy, Harris, Hines ve Johnston, 2008); cevrelerini yonetme konusunda bilissel kaynaklari, stratejik
esneklikleri ve etkililikleri daha blyktir (Bandura, 1989).

Psikolojik danisma surecinin etkili olabilmesi igin, psikolojik danismanin yiiksek 6z yetkinlik diizeyine
sahip olmasinin yani sira etkili psikolojik danisman niteliklerine de sahip olmasi beklenmektedir. Etkili bir
psikolojik danismanin hangi 6zelliklere sahip olmasi gerektigi konusunda bir¢ok goris bulunmaktadir.
Corey (2008) etkili psikolojik danismanlari, kendi yasantilarini ve tepkilerini kontrol edebilen,
danisanlarina yardim ederken danisanlarinin ihtiyacglari dogrultusunda en uygun teknikleri belirleyebilen,
danisanlariyla iyi bir terapétik iliski kurabilen ve siirdiirebilen, yasanan olaylara farkli bakis acilariyla
yaklasabilen uzmanlar olarak tanimlamistir. Diger bir tanimlamada etkili psikolojik danisman, kisiler arasi
yeterlilikleri ve teknik vyeterlilikleri arasinda denge olusturabilen, hem bilimsel hem de kisisel
yeterliliklerini butlnlestirme konusunda basarili olabilen biri olarak belirtilmistir (Charkuff, 2011;
Cormier ve Cormier, 1991). Wampold (2011), etkili terapistlerin 6zelliklerini siralarken en 6nemli
ozellikleri arasinda esnekligi siralamis ve etkili bir terapistin danisaninin uygulanan miidahale yéntemine
direng géstermesi ya da bir ilerleme géstermemesi durumunda farkli bir kuramsal yaklasimi kullanmasi,
baska bir uzmana sevk etme gibi farkli yontemleri kullanmasi gerektigini belirtmistir. Bu arastirma
kapsaminda ele alinan etkili psikolojik danisman nitelikleri Cormier ve Cormier (1991; 1998) tarafindan
tanimlanmistir ve bir psikolojik danismanda bulunmasi gereken nitelikler olan 6z farkindalik, esneklik,
enerji, entelektiel yeterlik, destek ve iyi niyet niteliklerini icermektedir. Bu niteliklerden entelektiiel
yeterlik, bir psikolojik danismanin hizli ve yaratici diisinmesini ve ayrica 6grenme istegi ve yetenegi
olmasini gerektirir. Enerji, psikolojik danismanin pes pese bircok danisan gorse dahi oturumlarda etkili
olma ve bu durumu devam ettirebilme becerisidir. Esneklik, danisanin ihtiyaclarini karsilamak igin
psikolojik danismanin uyum gosterme becerisidir. Destek niteligi bir psikolojik danismanin danisanin
umudunu yesertirken, ayni zamanda danisanin kendi kararlarini vermede cesaretlendirme kapasitesine
sahip olmasini ifade etmek icin kullanilir. lyi niyet, danisanin bagimsizligini etik olarak destekleyerek,
yapic bir bicimde danisanin iyiligi adina ¢alisma arzusunu belirtir. Oz-farkindalik ise, duygulari, degerleri
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ve davranislari da igeren benlik bilgisidir. Kisiyi etkileyen unsurlarin neler oldugunun ve bu unsurlarin
onlari nasil etkilediginin farkina varma yetenegini agiklamak igin kullanilan niteliktir (Cormier ve Cormier,
1998).

Etkili bir psikolojik danisman sadece bir teoriye bagl kalmaz, kullanacagi teknikleri ve yontemleri
danisanin ihtiyacina gore belirler (Corey, 2008; Sue ve Sue, 2016). Bunun icgin psikolojik danismanin
esnek olmasi gerekmektedir (Cormier ve Cormier, 1991). Diger taraftan etkili psikolojik danisman
nitelikleri ile 6z yetkinlik arasinda pozitif anlamh bir iliski vardir (Yayla ve ikiz, 2017). Kendini yeterli
hisseden, baska bir ifade ile 6z yetkinligi ylksek olan etkili psikolojik danismanlar farkli danisanlarla ve
farkh sorunlarla galisabilirler (Hackney ve Cormier, 2008), yeni durumlara uyum saglamaya istekli olurlar
(Larson ve Daniels, 1998), boylelikle de bilissel esneklik sergileyebilirler.

Psikolojik danisma 6z yetkinligi ve etkili psikolojik danisman niteliklerinin yani sira cinsiyetin, kidemin,
6grenim dlizeyinin, Universite egitiminde yapilan bireysel ve grupla psikolojik danisma oturum sayisinin
ve bireysel ve grupla psikolojik danisma icin slpervizyon almanin, psikolojik danismanlarin bilissel
esnekliklerini etkileyip etkilemediginin ortaya konulmasinin énemli oldugu dusinilmustir. Literatiirde
psikolojik danismanlarin bilissel esnekligini etkileyen degiskenlerin neler oldugu ile ilgili bir arastirmaya
rastlanilamamistir. Ancak bilissel esnekligin cinsiyetle iliskisini psikolojik danismanlar disindaki gruplarda
inceleyen arastirmalar birbirlerinden farkli sonuglar ortaya koymustur. Bu arastirmalardan bazilari
(Altunkol, 2011; Asici ve ikiz, 2015) erkeklerin daha yiiksek bilissel esneklige sahip oldugu sonucuna
ulasirken; bazilari (Bassu-Daggecen, 2017; Diril, 2011; Bilgic ve Bilgin, 2016; Celikkaleli, 2014; Yu, Yu ve
Lin, 2019;0z, 2012) ise erkek ve kadinlar arasinda bilissel esneklik acisindan bir fark olmadigi sonucuna
ulasmislardir. Diger taraftan stpervizyon almanin psikolojik danismanlarin egitiminin kalitesinde fark
yarattigi (Uslu ve Ari, 2005) ve slipervizyon alan psikolojik danismanlarin almayanlarla kiyaslandiginda
daha yiksek psikolojik danisma 6z yeterliligine sahip olduklari (Cashwell ve Dooley; 2001) belirtilmistir.
Benzer sekilde bireysel ya da grupla ¢ok sayida psikolojik danisma uygulamasi yaparak psikolojik
danismanlarin alaninda tecriibe kazandiklari ifade edilmektedir (Bliylikgdze Kavas, 2011). Ancak kidemin
6grenim diizeyinin, Gniversite egitiminde yapilan bireysel ve grupla psikolojik danisma oturum sayisinin
ve bireysel ve grupla psikolojik danisma igin stpervizyon almanin, psikolojik danismanlarin bilissel
esnekliklerini nasil etkiledigi ortaya konulmamistir. Dolayisiyla bu arastirma, psikolojik danismanlarin
bilissel esnekliklerini etkileyebilecek degiskenleri ortaya koymak agisindan &nemlidir. Cunkd farkli
danisanlarla galisirken farkh ¢o6ziim segeneklerini géz onlinde bulundurmak igin gerekli olan bilissel
esnekligi etkileyen degiskenleri ortaya koymak psikolojik danisman egitimcilerine 1sik tutabilir ve
psikolojik danisma hizmetinin kalitesini arttirabilir. Bu amagla arastirmada etkili psikolojik danisman
niteliklerinin, psikolojik danisman 6zyetkinliginin, cinsiyetin, kidemin, 6grenim dizeyinin, Universite
egitiminde yapilan bireysel ve grupla psikolojik danisma oturum sayisinin ve bireysel ve grupla psikolojik
danisma igin slpervizyon almanin, psikolojik danismanlarin bilissel esnekliklerini anlamli bir bicimde
yordayip yordamadigi incelenmistir.

Yoéntem
Arastirmanin Modeli
Arastirma, betimsel, yordayici korelasyonel bir arastirmadir.
Calisma Grubu

Arastirmanin ¢alisma grubu, gelisiglizel 6rnekleme yontemi kullanilarak secilen 521 psikolojik
danismandan olusmaktadir. Katiimcilarin tamami Tirkiye veya Kuzey Kibris Tiirk Cumhuriyeti'nde
bulunan farkli Universitelerin Psikolojik Danisma ve Rehberlik programlarindan mezun olmuslardir.
Katihmcilarin  %76.8'i kadin (n=400), %23.2’si (n=121) erkektir. Arastirmaya katilan psikolojik
danismanlarin %71.98’i lisans (n=375), %28.02’si lisansilisti (n=146) derecesine sahiptir. Arastirmaya
katilan psikolojik danismanlarin % 63.92’si (n=333) 0-11 yil arasi kideme sahipken, %36.08'i (n=188) 12
yil ve Gistli kidem yilina sahiptir. Arastirmaya katilan psikolojik danismanlarin %68.14’G (n=355) Universite
egitimleri sirasinda 1-15 oturum arasinda, %31.86’sl (n=166) 16 oturum ve Ustl bireysel psikolojik
danisma uygulamasi yapmistir. Ayrica Universite egitimleri sirasinda bireysel psikolojik danisma
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uygulamalari igin spervizyon alan psikolojik danismanlar %69.10 (n=360) iken, slipervizyon almayan
psikolojik danismanlar %30.90°dir (n=161). Universite egitimleri sirasinda psikolojik danismanlarin
%58.93’U (n=307) 1-10 oturum arasinda, %41.07’si (n=214) 11 oturum ve Ustii grupla psikolojik danisma
uygulamasi yapmislardir. Ayrica Universite egitimleri sirasinda grupla psikolojik danisma uygulamalari
icin stpervizyon alan psikolojik danismanlar %53.74 (n=280) iken, slipervizyon almayan psikolojik
danismanlarin orani %46.26'dir (n=241).

Verilerin Toplanmasi

Veri toplama araglarn uygulanmadan 6nce katilimcilar, arastirmacilar tarafindan hazirlanmis olan
Bilgilendirilmis Onam Formu’nu okuyup imzalamislardir/onaylamislardir. Ayrica bu arastirma 6ncesinde
Yildiz Teknik Universitesi Akademik Etik Kurul’undan etik kurul onayi alinmistir (2018/02).

Arastirmada kullanilan veri toplama araglari, Google Formlar araciligi ile elektronik ortamda
doldurulabilecek sekilde bir link haline getirilmistir. Verilerin 173 tanesi elektronik ortamda toplanmistir.
Geri kalan 348 veri ya grup ya da bireysel uygulamalar seklinde toplanmistir. Grup uygulamalari
Rehberlik Arastirma Merkezlerinin 2017-2018 sene basi ve ikinci donem basi toplantilar ile bu
merkezlerin egitim seminerleri 6ncesinde gergeklestirilmistir.

Kullanilan Veri Toplama Araglari

Arastirmada gerekli verileri elde etmek igin gecerlik ve gilivenirlik ¢alismalari yapilmis olan “Etkili
Psikolojik Danisman Niteliklerini Degerlendirme Olcegi”, “Psikolojik Danisman Oz Yetkinlik Olgegi”,
“Bilissel Esneklik Envanteri” ve “Kisisel Bilgi Formu” kullaniimistir.

Etkili Psikolojik Danisman Niteliklerini Degerlendirme Olgegi (EPNiDO): Olcek, ikiz ve Totan (2014)
tarafindan, psikolojik danismanin sahip olmasi gereken; esneklik, iyi niyet, 6z farkindalik, enerji, destek
ve entelektiiel yeterlik 6zelliklerini belirleyebilmek amaciyla gelistirilmistir. Olgek 26 maddelik, 5’li Likert
tipi olup, 6 faktérliidir. Olcekten toplam puan elde edilebildigi gibi dl¢egin alt boyutlari ayri ayri da
kullanilabilmektedir. Olcekten alinabilecek en diisiik puan 26, en yiiksek puan 130’dur. Olgekten alinan
puanin ylkselmesi, psikolojik danismanlarin etkili psikolojik danisman niteliklerine daha yiliksek diizeyde
sahip oldugunu gésterir. Olgegin gecerlik calismasinda, DFA yapilmistir. DFA’da Etkili Psikolojik
Danisman Nitelikleri Olgegi’nin alti boyuttan olusan yapisinin dogrulandigi gériilmistiir (x2=615.37;
sd=259; x2/sd=2.38; NFI=.95; CFI=.97; GFl= .90; IFI= 96; RMSEA=.06; RFI=.92). Olgegin giivenirlik
analizleri icin yapiimis olan Cronbach Alfa katsayisi toplam puan igin .90; test tekrar test katsayisi
toplam puan igin .74’tiir (ikiz ve Totan, 2014).

Bu arastirma kapsaminda, olcegin gecerlik ve givenirlik ¢alismalari yapilmistir. Etkili Psikolojik
Danisman Nitelikleri Olcegi’ne uygulanan DFA sonucunda 6lcege iliskin olarak elde edilen uyum
katsayilarinin (sd= 660.19; x2/sd= 2.70; CFI=.95; NFI=.91; GFI= .91; AGFI= .88; RMSEA= .06) kabul
edilebilir degerler seviyesinde olmasi 6lcegin alti faktdrli yapisinin gegerli oldugunu géstermistir. Olcegin
Cronbach Alfa katsayisi toplami igin .93"tdr.

Psikolojik Danisman Oz Yetkinlik Olgegi: Olcek, Demirel (2013) tarafindan gelistirilmistir. “Etkili hizmet
sunma” ve “danisana iletme” olmak (zere iki alt boyuttan ve 13 maddeden olusur. 5’li likert tipi bir
dlgme aracidir. Olgegin gecerlik calismalari kapsaminda yapilan agimlayici faktér analizi sonucunda, etkili
hizmet sunma ve danisana iletme olarak adlandirilan iki boyutlu bir yapinin uygun oldugu bulunmustur.
Buna gore; etkili hizmet sunma alt boyutunda dokuz madde yer almakta ve madde faktor yikleri .64-.77
araliginda degismektedir. Danisana iletme alt boyutunda dort madde yer almakta ve madde faktor yiik
degerleri .64-.83 araliginda degismektedir. Faktorler arasindaki korelasyon katsayisi ise .30’dur. Olgekten
toplam puan elde edilebilmektedir. Olcekten alinabilecek puan 13 ile 65 arasinda degismektedir.
Olgekten alinan yiiksek puan yiiksek psikolojik danismanin yiiksek &z yetkinlik diizeyine sahip oldugunu
gostermektedir. Olcegin benzer dlgekler gecerligini belirlemek amaciyla Genel Yetkinlik inanci Olgegi
uygulanmistir ve iki élcek arasindaki korelasyon .58 olarak bulunmustur. Olgegin giivenirlik analizi icin
hesaplanan Cronbach Alfa i¢ tutarlik katsayisi etkili hizmet sunma faktori icin .88; danisana iletme
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faktord igin .75 olarak bulunmustur. Test tekrar test glvenirligini ise etkili hizmet sunma faktor icin .88;
danisana iletme faktor igin .89 olarak bulunmustur (Demirel, 2013).

Bu arastirma kapsaminda, 6lgegin gecerlik ve gilivenirlik ¢alismalari yapilmistir. Psikolojik Danisman
Oz VYetkinlik Olgegi'na uygulanan DFA analizi sonucunda olgege iliskin olarak elde edilen uyum
katsayilarinin (sd= 660.19; x2/sd= 2.70; CFI=.99; NFI=.99; GFl= .91; AGFI= .94; RMSEA= .06) kabul
edilebilir degerler seviyesinde olmasi 6lgegin iki faktorli yapisinin gegerli oldugunu géstermistir. Olcegin
Cronbach Alfa katsayisi toplami igin .93’tur.

Bilissel Esneklik Envanteri: Olcek, Dennis ve Vander Wal (2010) tarafindan gelistirilmistir. Tiirkgeye
Sapmaz ve Dogan (2013) tarafindan uyarlanmistir. 20 maddeden olusan 6lgek, 5’li Likert tipinde olup; iki
alt boyuttan (alternatifler ve kontrol) olusmaktadir. Olgcekten toplam bilissel esneklik puani, alternatifler
puani ve kontrol puani olmak {izere {i¢ farkli puan hesaplanabilmektedir. Olgekten alinabilecek en diisiik
puan 20, en yiksek puan 200’dir. Puanlarin yiksekligi bilissel esnekligin yiksek oldugunu
gostermektedir.  Olgegin gecerlik ¢alismasi igin DFA kullanilmistir. DFA ile elde edilen uyum indeksi
degerleri x2=406.98, sd=167, x2/sd=2.44, AGFI=.90, GFI=.92, NFI=.96, RFI=.95, CFI=.98, [FI=.98,
RMR=.052, RMSE=.05 olarak bulunmustur. Olgegin giivenirlik analizi sonucunda Cronbach Alfa katsayilari
alternatifler alt boyutu igin .90, kontrol alt boyutu igin .84, dlgegin timu igin .90 olarak bulunmustur.
Olgegin test- tekrar test giivenirlik katsayisi kontrol alt boyutu icin .84, alternatifler alt boyutu igin .90 ve
oOlgegin timu igin ise .90’dir (Sapmaz ve Dogan, 2013).

Bu arastirma kapsaminda olcegin gecerlik analizi igin DFA uygulanmistir. Yapilan analiz sonucunda
modelin uyum degerlerinin (sd=163 x2/sd=2.92; CFI= .95; NFI= .93; GFI=.92; AGFI=.90; RMSEA=.06)
kabul edilebilir degerler seviyesinde olmasi, dlgegin iki faktorla yapisinin gegerli oldugunu gostermistir.
Olgegin Cronbach Alfa katsayisi toplami icin .92"dir.

Kisisel Bilgi Formu: Arastirmacilar tarafindan hazirlanan Kisisel Bilgi Formu, arastirmaya katilan psikolojik
danismanlarin cinsiyetini, kidem yilini, 6grenim diizeylerini, Universite egitimleri sirasinda psikolojik
danisma uygulamasi yapip yapmadiklarini ve bu uygulamalar igin stpervizyon alip almadiklarini
belirlemeye yonelik sorular icermektedir.

Verilerin Analizi

Verilerin ¢6ziimlenmesinde SPSS 21 istatistik Paket Programi’ndan yararlanilmistir. Olgeklerin
gecerlik analizleri icin ise AMOS 24 istatistik Paket Programi kullanilmistir. Analizlere baslamadan énce
veri setinin basit dogrusal regresyon analizi yapmak icin gereken varsayimlari karsilayip karsilamadigi
incelenmistir. Bu dogrultuda, ilk olarak “Bilissel Esneklik Envanteri”nden elde edilen puanlarin normal
dagilim sergileyip sergilemedigi basiklik (Kurtosis) ve carpiklik (Skewness) katsayilari araciligiyla
incelenmistir. Ayrica, sistematik hatalara neden olan otokorelasyonun olup olmadigini gérmek igin,
Durbin-Watson Testi de yapilmistir. Yine, bagimsiz degiskenler arasinda c¢oklu baglanti sorunu olup
olmadigini belirlemek icin Tolerans Degerlerine ve VIF-Varyans Artis Degerlerine de bakilmistir.
Regresyon analizinde normal dagilimin olmasi, es varyansin olmasi ve bagimsiz degiskenlerin baglantisiz
olmasi temel varsayimlardir (Celik ve Erar, 2013).

Arastirmada, Bilissel Esneklik, bagiml degisken olarak ele alinmistir. “Etkili Psikolojik Danisman
Nitelikleri” ve “Psikolojik Danisman Oz Yetkinligi” ise bagimsiz degiskenler olarak ele alinmistir. “Etkili
Psikolojik Danisman Nitelikleri Olcegi” ve “Psikolojik Danisman Oz Yetkinligi Olcegi’nden elde edilen
puanlar, dummy (kukla) degiskeni olarak kodlanmistir (Blylkoéztiirk, 2015). Bunun igin; “ortalama puan -
/+1 standart sapma” olarak hesaplanmistir. Ortalamanin 1 standart sapma altinda olan puanlar 0 (sifir),
ortalamanin 1 standart sapma Uzerinde olan puanlar 1 (bir) olarak kodlanmistir. Ayrica, arastirmada
incelenen diger bagimsiz degiskenlerin kodlamalari da su sekilde yapilmistir: Cinsiyet icin kadin=1,
erkek=0; kidem igin kidemi az (1-11yil)=1, kidemi fazla (12 yil ve sonrasi)=0; bireysel psikolojik danisma
icin slipervizyon alma igin evet=1, hayir=0; grupla psikolojik danisma i¢in stiipervizyon alma igin evet=1,
hayir=0; yapilan bireysel psikolojik danisma oturum sayisi 1-15 oturum=1, 16 ve Ustl oturum=0; grupla
psikolojik danisma oturum sayisi 1-15 oturum=1, 16 ve Ustl oturum=0; ve 6grenim diizeyi icin lisans=1,
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lisansuistii=0 olarak kodlanmistir. Verileri analiz edebilmek i¢in Dogrusal Regresyon Analizi yapilmistir.
Arastirmada, anlamlilik diizeyi .05 olarak ele alinmistir.

Sonuglar

Problemin ¢6ziimi icin oOncelikle Bilissel Esneklik Envanterinden elde edilen puanlarin normal
dagihmda olup olmadigini belirlemek icin alinan puanlarin basiklk (Kurtosis) ve carpikhk (Skewness)
katsayilarina bakilmis ve elde edilen sonuglar Tablo 1'de gosterilmistir. Ayrica, sistematik hatalara neden
olan otokorelasyonun olup olmadigini gérmek igin, Durbin-Watson Testi de yapilmis ve testten elde
edilen sonuglar Tablo 1’de gosterilmistir.

Zzgls?ell l;'sneklik Carpiklik ve Basiklik Degerleri ile Durbin-Watson Testi

Degisken n Carpikhk Basiklik
Bilissel Esneklik 521 .09 .50
Degiskenler Durbin-Watson Testi
E.Psikolojik Dan. Nitelikleri-Bilissel Esneklik 1.93

Psikolojik Dan. Oz Yetkinlik-Bilissel Esneklik 1.92

Cinsiyet-Bilissel Esneklik 1.99

Kidem-Biligsel Esneklik 2.00

Ogrenim Diizeyi-Bilissel Esneklik 1.98

Bireysel Psik. Dan. Ot. Sayisi-Bilissel Esneklik 1.99

Bireysel Psik. Dan. Stipervizyon-Bilissel Esneklik 1.99

Grupla Psik. Dan. Ot.SayisI-Bilissel Esneklik 1.98

Grupla Psik. Dan. Stipervizyon-Bilissel Esneklik 1.99

Tablo 1’de gérildigi gibi, Bilissel Esneklik Olgegi icin Carpiklik (Skewness) katsayisina bakildiginda
.09; Basiklik (Kurtosis) katsayilarina bakildiginda, .50’dir. Veri grubunda carpiklik ve basiklik degerlerinin
+2, -2 araliginda olmasi kabul edilebilir bir durumdur (Bachman, 2004). Ayrica, Tablo 1./de goralduga
gibi, etkili psikolojik danisman nitelikleri—bilissel esneklik icin DW= 1.93; psikolojik danisman 6z yetkinlik
icin DW=1.92’dir. Cinsiyet—bilissel esneklik icin DW=1.99; kidem—bilissel esneklik icin DW= 2.00; 6grenim
diizeyi-bilissel esneklik icin DW= 1.98; lniversite egitiminde yapilan bireysel psikolojik danisma oturum
sayisi—biligsel esneklik igin DW=1.99; Bireysel psikolojik danisma igin siipervizyon alma—biligsel esneklik
icin DW=1.99; Universite egitiminde yapilan grupla psikolojik danisma oturum sayisi —bilissel esneklik igin
DW= 1.98 ve grupla psikolojik danisma igin stipervizyon alma—bilissel esneklik icin DW=1.99’dur. Durbin-
Watson Testi sonucunda da otokorelasyon olmadigi gérilmistir. 1,5 - 2,5 Durbin-Watson Testi degeri,
otokorelasyon olmadigini gosterir (Tasdan ve Erdem, 2010). Ayrica, bagimsiz degiskenler arasinda ¢oklu
baglanti sorunu olup olmadigini belirlemek icin yapilmis olan analiz sonucunda, Tolerans Degerleri=1.00,
VIF-Varyans Artis Degerleri=1.00 olarak bulunmustur. Tolerans degerlerinin .10’dan buylk olmasi
gerekirken; VIF-Varyans Artis Degerlerinin ise 10’dan biyik olmamasi istatistiksel olarak 6nemlidir
(Cokluk, Sekercioglu ve Bliyukoztirk, 2016). Analizler sonucunda, ¢oklu baglanti sorununun olmadigi
gorilmistir.

Etkili psikolojik danisman niteliklerinin, psikolojik danisman 6z yetkinliginin, cinsiyetin, kidemin,
6grenim dizeyinin, yapilan bireysel ve grupla psikolojik danisma oturum sayisinin, bireysel ve grupla
psikolojik danisma igin sipervizyon alip almamanin, psikolojik danismanlarin bilissel esnekliklerini
anlaml bir bicimde yordayip yordamadigini belirlemek icin dogrusal regresyon analizi yapilmis ve
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sonuglari Tablo 2.’de gosterilmistir. Ayrica, Tablo 2.’de etkili psikolojik danigsman niteliklerine, psikolojik
danisman 6z yetkinligine, cinsiyetine, kideme, 6grenim diizeyine, liniversite egitimi sirasinda yapilan
bireysel ve grupla psikolojik danisma oturum sayisina ve bireysel ve grupla psikolojik danisma igin
stipervizyon alip almamaya gore bilissel esneklik puan ortalamalari da verilmistir.

Tablo 2.

Etkili Psikolojik Danisman Niteliklerinin,  Psikolojik Danisman Oz Yetkinliginin, Cinsiyetin, Kidemin,
Ogrenim Diizeyinin, Yapilan Bireysel ve Grupla Psikolojik Danisma Oturum Sayisinin, Bireysel ve Grupla
Psikolojik Danismada Siipervizyon Almanin, Psikolojik Danismanlarin Bilissel Esneklik Diizeylerini
Yordamasina lliskin Dogrusal Regresyon Analizi ve Puan Ortalamalari Sonuglari

2

Yordayici B StandartB t P F P R R
Degiskenler

Sabit 80.31 165.83 .00 120.84 .00 .45 .20
Etkili.PD 6.53 .45 10.99 .00

Nitelikleri

Etkili.PD Nitelikleri X< SS

Dusuk 78.46 7.71

Yuksek 89.29 8.31

Yordayici B StandartB t P F P R R’
Degiskenler

Sabit 79.23 121.48 .00 99.04 .00 44 .19
PD Ozyetkinligi ~ 8.53 44 9.95 .00

PD Oz Yetkinlik % SS

Dustk 79.23 8.92

Yiksek 87.77 8.50

Yordayici B StandartB t P F P R R’
Degiskenler

Sabit 84.32 65.85 .00 .50 .48 .03 .00
Cinsiyet .70 .03 71 48

Cinsiyet X SS

Kadin 83.62 9.52

Erkek 82.92 9.31

Yordayici B StandartB t P F P R R’
Degiskenler

Sabit 80.35 64.83 .00 7.04 .01 12 .01
Kidem 2.28 12 2.65 .01

Kidem X SS

Az (0-11) 82.63 9.30

Yiiksek (12-Ustii) 84.91 9.61
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Yordayici B StandartB t P F P R R
Degiskenler

Sabit 80.77 64.71 .00 5.17 .02 .09 .01
Ogrenim 2.09 .09 2.74 .02

Duzeyi

Ogrenim Diizeyi X Ss

Lisans (L) 82.87 9.42

Lisansusti (YI-Dr) 84.96 9.45

Yordayici B StandartB t P F P R R’
Degiskenler

Sabit 80.89 65.20 .00 4.80 .03 .09 .01
Bireysel PD. 1.94 .09 2.19 .03

Oturum Say.

Bireysel PD Oturum Sayisi X SS

1-15 Oturum 82.83 9.44

16 Oturum-Ustii 84.77 9.43

Yordayici B StandartB t P F P R R’
Degiskenler

Sabit 80.61 64.28 .00 5.76 .02 A1 .01
Grupla PD. 2.02 A1 2.40 .02

Oturum Say1.

Grupla PD Oturum Sayisi X SS

1-10 Oturum 82.63 9.43

11 Oturum - Usti 84.64 9.43

Yordayici B StandartB t P F P R R’
Degiskenler

Sabit .83.72 .01 67.12 .00 .05 .82 .01 .00
Bireysel PD .21 .23 .82

Slpervizyon

Bireysel PD Siipervizyon X SS

Evet 83.52 9.35

Hayir 83.31 9.77

Yordayici B StandartB t P F P R R’
Degiskenler

Sabit 83.62 .01 64.98 .00 .02 .89 .01 .00
Grupla PD .12 14 .89
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Suipervizyon

Grupla PD Siipervizyon X SS
Evet 83.51 9.34
Hayir 83.39 9.64

Tablo 2’de gorildugu gibi, etkili psikolojik danisman niteliklerinin psikolojik danismanlarin biligsel
esneklik dizeylerinin anlamli bir yordayicisi oldugu bulunmustur (R=.45, R°= .20; F=120.84, p <.00; t=
10.99, p <.00). Ayrica Tablo 2’'de, etkili psikolojik danisman nitelikleri ylksek diizeyde olan psikolojik
danismanlarin bilissel esneklik puan ortalamasinin (X =89.29, $s=8.31), etkili psikolojik danisman
nitelikleri dusiik diizeyde olan psikolojik danismanlarin bilissel esneklik puan ortalamasindan (X =78.46,
Ss=7.71) anlamli duizeyde (t= 10.99, p <.00) yiksek oldugu da gorilmektedir. Bu bulgular, etkili psikolojik
danisman nitelikleri yiuksek duzeyde olan psikolojik danismanlarin biligsel esneklik diizeylerinin daha
yuksek oldugunu géstermektedir.

Tablo 2’de gorildigu gibi, psikolojik danisman 6z yetkinliginin psikolojik danismanlarin bilissel
esneklik diizeylerinin anlamli bir yordayicisi oldugu bulunmustur (R=.44, R’=.190; F=99.04, p<.00; t=9.95,
p<.00). Ayrica Tablo 2’de goruldigi gibi, psikolojik danisman 6z yetkinligi yiksek dizeyde olan psikolojik
danismanlarin bilissel esneklik puan ortalamasi (X =87.77, S5=8.50), psikolojik danisman 6z yetkinligi
dustik dizeyde olan psikolojik danismanlarin bilissel esneklik puan ortalamasindan (X =79.23, 55=8.92)
anlamli diizeyde (t=9.95, p<.00) yiiksek oldugu bulunmustur. Bu bulgular, psikolojik danisman 6z
yetkinligi yiksek diizeyde olan psikolojik danismanlarin bilissel esneklik diizeylerinin daha yiiksek
oldugunu gostermektedir.

Tablo 2’de gorildgi gibi, cinsiyetin psikolojik danismanlarin bilissel esneklik dizeylerinin anlamli bir
yordayicisi olmadigr bulunmustur (R=.03, R’= .00; F=.50, p >.05; t= .71, p>.05). Ayrica Tablo 2’de
goéruldigi gibi, kadin psikolojik danismanlarin bilissel esneklik puan ortalamasi (X =83.62, $§s=9.52) ile
erkek psikolojik danismanlarin bilissel esneklik puan ortalamasi (X =82.92, Ss=9.31) birbirlerine yakin
bulunmustur.

Tablo 2’de gorildigi gibi, kidemin psikolojik danismanlarin bilissel esneklik diizeylerinin anlaml bir
yordayicisi oldugu bulunmustur (R=.12, R’= .01; F=7.04, p<.01; t= 2.65, p<.01). Ayrica Tablo 2’de
goruldigu gibi, kidemi fazla (12 yil ve Usti) olan psikolojik danismanlarin bilissel esneklik puan
ortalamasinin (X =84.91, Ss=9.61), kidemi az (0 yil -11 yil) olan psikolojik danismanlarin bilissel esneklik
puan ortalamasindan (X =82.63, $s=9.30) anlamli diizeyde (t= 2.65, p<.01) yiiksek oldugu bulunmustur.
Bu bulgular, kidemi fazla psikolojik danismanlarin bilissel esneklik diizeylerinin daha yiiksek oldugunu
gostermektedir.

Tablo 2’de goruldigu gibi, 6grenim duzeyinin psikolojik danismanlarin biligsel esneklik diizeylerinin
anlamli bir yordayicisi oldugu bulunmustur (R=.09, R’= .01, F=5.17, p <.02; t= 2.74, p<.02). Ayrica Tablo
2’de goruldigu gibi, lisansustl (yuksek lisans ve doktora) mezunu olan olan psikolojik danismanlarin
bilissel esneklik puan ortalamasinin (X =84.96, $5=9.45), lisans mezunu olan psikolojik danismanlarin
bilissel esneklik puan ortalamasindan (X=82.87, $5=9.42) anlaml diizeyde (t= 2.74, p <.02) yiiksek
oldugu bulunmustur. Bu bulgular, 6grenim dizeyi yiiksek olan psikolojik danismanlarin bilissel esneklik
diizeylerinin daha yiiksek oldugunu goéstermektedir.

Tablo 2'de gorildigu gibi, Gniversite egitimi sirasinda yapilan bireysel psikolojik danisma oturum
sayisinin (R=.09, R’= .01; F=4.80, p <.03; t=2.19, p <.03) ve yapilan grupla psikolojik danisma oturum
sayisinin (R=.11, R’= .01; F=5.76, p <.02; t= 2.40, p <.02) psikolojik danismanlarin bilissel esneklik
diizeylerinin anlamli bir yordayicisi oldugu bulunmustur. Ayrica Tablo 2’de goruldtgi gibi Gniversite
egitimi sirasinda yapilan bireysel psikolojik danisma oturum sayisi 16 oturum ve Ustl olan psikolojik
danismanlarin bilissel esneklik puan ortalamasi (n=166, X =84.77, 55=9.43), 1 oturum-15 oturum olan
psikolojik danismanlarin bilissel esneklik puan ortalamasindan (n=355, X=82.83, S$5=9.44) anlamli
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diizeyde (t=2.19, p<.03) yiiksek oldugu bulunmustur. Universite egitimi sirasinda yapilan grupla
psikolojik danisma oturum sayisi 11 oturum ve Ustl olan psikolojik danismanlarin biligsel esneklik puan
ortalamasi (n=214, X=84.64, $s=9.43), 1 oturum-10 oturum olan psikolojik danismanlarin bilissel
esneklik puan ortalamasindan (n=307, X =82.63, $s=9.43) anlamli dizeyde (t= 2.40, p <.02) yiksek
oldugu bulunmustur. Bu bulgular, tniversite egitimi sirasinda fazla sayida bireysel ve grupla psikolojik
danisma vyapan psikolojik danismanlarin bilissel esneklik  diizeylerinin daha yuksek oldugunu
gostermektedir.

Tablo 2’de gériildigi gibi, bireysel psikolojik danisma igin siipervizyon alip almamanin (R=.01, R’=
.00; F=.05, p >.05; t= .23, p >.05) ve grupla psikolojik danisma igin siipervizyon alip almamanin (R=.01,
R’= .00; F=.02, p >.05; t= .14 , p >.05) psikolojik danismanlarin bilissel esneklik diizeylerinin anlamli bir
yordayicisi olmadigl bulunmustur Ayrica Tablo 2’de goritldigi gibi, bireysel psikolojik danisma igin
siipervizyon alan psikolojik danismanlarin bilissel esneklik puan ortalamasi (n=360, X =83.52, S5=9.35)
ile siipervizyon almayan psikolojik danismanlarin bilissel esneklik puan ortalamasi (n=161, X=83.31,
S$s=9.77) birbirine yakin bulunmustur. Grupla psikolojik danisma igin sipervizyon alan psikolojik
danismanlarin bilissel esneklik puan ortalamasi (n=280, X=83.51, $s=9.34) ile stpervizyon almayan
psikolojik danismanlarin biligsel esneklik puan ortalamasi (n=241, X=83.39, Ss=9.64) birbirine yakin
bulunmustur.

Tartisma ve Oneriler

Arastirmanin sonucunda, etkili psikolojik danisman niteliklerinin, psikolojik danismanlarin bilissel
esnekliklerini pozitif ve anlamli dizeyde yordadigi bulunmustur. Etkili psikolojik danisman nitelikleri
yiksek olan psikolojik danismanlarin bilissel esneklik diizeyleri, etkili psikolojik danisman nitelikleri distik
olanlarinkinden anlamli diizeyde yiiksek bulunmustur. Buna gore etkili psikolojik danigsman niteliklerine
sahip olmak psikolojik danismanlarin biligsel esnekliginin artmasini saglamaktadir. Etkili psikolojik
danisman nitelikleri danisan ve psikolojik danisman arasindaki terapétik iliskinin en 6nemli
belirleyicilerinden birisi olarak gosterilmektedir (Corey, 2008; Lawson ve dig., 2007; Venart, Vassos ve
Pitcher-Heft., 2007). Cormier ve Cormier (1991) etkili psikolojik danismanlarda bulunmasi gereken
nitelikleri, 6z farkindalik, enerji, entelektiel yeterlik, destek, iyi niyet ve esneklik olarak siralamislardir.
Ayrica etkili psikolojik danismanlar, yasamlarini bicimlendirecek tercihler yapabilen, dnceden vermis
olduklari kararlarin farkina varabilen, degisime direng gostermeyen, sahip olduklarini vyeterli
gormediklerinde nasil bir degisim istedikleri ile ilgili kararlar alabilen, dnceki kararlarina takilip kalmayan,
hatalarini fark edebilen, yasanan olaylara farkli bakis agilariyla yaklasabilen bireylerdir (Corey, 2008).
Diger taraftan Nystul (2015) etkili bir psikolojik danismanin danisanina sanatgi duyarhhgi ile yaklasmasi
gerektigini, bu duyarliligin onlarin danisanlarina karsi esnek olmalarina, yaratici olmalarina ve teknikleri
danisanlarin ihtiyaglarina goére uyarlayabilmelerine yardimci olacagini belirtmistir. Bahsedilen bu
niteliklere sahip olmanin psikolojik danismanlarin bilissel esnekligini arttiracagi disundlebilir. Cunkd
biligsel olarak esnek olan bireyler, herhangi bir durumla ilgili olarak seceneklerin ve uygun alternatiflerin
farkindadirlar, davraniglarinda esnektirler ve duruma uyum saglamaya isteklidirler (Martin ve Rubin,
1995; Martin ve Anderson, 1998). Psikolojik danisma sireci dusiintldigiinde, bir psikolojik danismanin
seceneklerin ve uygun alternatiflerin farkinda olmasi ve danisanin getirdigi probleme gore bilislerini
degistirebilmesi, yani bilissel esneklik gosterebilmesi icin hizli ve yaratici diislinmesi, baska bir ifade ile
etkili psikolojik danisman nitelikleri arasinda yer alan entelektiiel yeterlige sahip olmasi gerekir. Martin
ve Anderson (1998) belirli bir problem ya da durumla ilgili seceneklerin neler oldugunu goéz 6niinde
bulunduran bir kisinin, dogru davranisin ne oldugunu goéren bir kisiye gore daha fazla diistindigini
belirtmislerdir. Diger taraftan Cafias, Fajardo ve Salmeron (2006), bilissel esnekligin dikkat streglerine
bagh oldugunu vurgulamislardir. Secenekleri fark etmenin ve dikkat sireglerinin etkili psikolojik
danisman niteliklerinden biri olan entelektiiel yeterligi gerektirdigi soylenebilir. Psikolojik danisma
slirecinde entelektiiel agidan yeterli olan, yani hizli ve yaratici diisinen psikolojik danismanlar, daha fazla
sayida ¢O0zim secenegi gorebilirler ve uygun alternatifleri géz 6niinde bulundurarak, farkli ¢6ziim
seceneklerini danisanlarina sunabilirler. Bunun yani sira esnek olan etkili psikolojik danismanlar tek bir
teoriye bagh kalmadan, gerekli gordikleri farkl teknikleri ve yontemleri danisanlarina uyarlayabilirler.
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Bagka bir ifade ile danisanlarin sorunlarini anlamak ve ¢6zmelerine yardimci olmak igin, danisanlarinin
sorunlarina uygun miidahale yontemlerini uygulayabilirler.

Literatlirde etkili psikolojik danisman nitelikleri ile bilissel esneklik arasindaki iliskileri inceleyen bir
arastirmaya rastlanilamamistir. Ancak arastirmalar problem odakl veya olumlu basa g¢ikma stratejileri ile
bilissel esneklik arasinda pozitif bir iliskinin oldugunu (Bai, 2011; Dennis ve WanderVal, 2010; Johnson,
2016), bilissel olarak daha esnek olan bireylerin problem ¢6zme becerilerinin daha iyi oldugunu (Ahn,
Kim ve Park, 2008; Bilgin, 2009; Stevens, 2009) ve bilissel esneklik diizeyi arttikga mantikli karar verme
duzeyinin arttigimi  (Bilgic ve Bilgin, 2016) gostermistir. Ayrica noropsikoloji alaninda yapilan
arastirmalarda, empati kurabilmek icin biligsel esnekligin bir 6n gereklilik oldugu ve empati ile bilissel
esnekligin ortak bilissel siiregleri paylastig belirtilmistir (Grattan ve dig., 1994; Decety, 2007). Empatinin
psikolojik danisman adaylarinda bulunmasi gereken bir kisilik 6zelligi oldugu (Korkut-Owen, Tuzg6l-Dost
ve Bugay, 2014), Ustelik, psikolojik danisman adaylarinda bulunmasi gereken en 6nemli Ug Kkisilik
ozelliginden birisi oldugu (Pope ve Kline, 1999) belirtiimistir. Noropsikolojik olarak bakis agisi alma,
fikirler ve farkli yanit olasiliklari Gretme ve diisiinebilme, karar verme siirecinde degisen bilgileri siirece
dahil etme, uygun davranissal tepkileri se¢me ve baskalarini anlama gibi kavramlar bilissel esneklik ile
iliskilidir (Eslinger, 1998). Bahsedilen bu o6zellikler, etkili bir psikolojik danismanda bulunmasi gereken
ozellikler (Wampold, 2011) ile 6rtiismektedir. Bu nedenle arastirmanin sonucunda, bu 6zelliklere daha
cok sahip olan, baska bir ifade ile etkili psikolojik danisman nitelikleri yuksek olan psikolojik
danismanlarin bilissel esnekliklerinin daha yiksek oldugu sdylenebilir.

Arastirmanin sonucunda, psikolojik danisman 6z vyetkinliginin psikolojik danismanlarin bilissel
esnekliklerini pozitif ve anlamli diizeyde yordadigi bulunmustur. Psikolojik danisman 6z yetkinligi yiksek
olan psikolojik danismanlarin biligsel esneklik dizeyleri, 6z yetkinligi disiik olanlarinkinden anlamli
dizeyde yiksek bulunmustur. Psikolojik danismanin yakin gelecekte danisani ile birlikte etkili psikolojik
danisma siireci gergeklestirmesine yonelik kapasitesi hakkindaki inang ve yargisi (Larson ve Daniels,
1998) olarak tanimlanan ve etkili bir psikolojik danismanin en 6nemli belirleyicisi olarak gosterilen
(Sharpley ve Ridgeway, 1993) psikolojik danisman 6z yetkinligi, psikolojik danismanin zor durumlari
kontrol edilebilir algilama egilimi, hayatta karsilasilan olaylarin ve insan davranislarinin alternatiflerinin
olabilecegini algilama ve zor durumlari ¢ézebilmek icin ¢ok sayida ¢éziim liretme becerisinin (Dennis ve
VanderWal, 2010) artmasina yardimci olabilir. Bagka bir ifadeyle biligsel olarak esnek olan bireyler, yeni
durumlarla karsilastiklarinda, bu durumlara uyum saglamak igin isteklidirler. Esnek oldugu durumlar s6z
konusu oldugunda da kendilerini yetkin hissederler (Martin ve Rubin, 1995; Martin ve Anderson, 1998).
Kendisini yetkin hisseden psikolojik danismanlar da farkli danisanlarla ve farkli sorunlarla ¢alisabilirler
(Hackney ve Cormier, 2008), yeni durumlara uyum saglamaya istekli olurlar, boylelikle de bilissel
esneklik sergileyebilirler. Literatlirde pek ¢ok arastirmada 6z yeterlik ile bilissel esneklik arasinda anlamli
iliski oldugu belirtilmistir (Akcay-Ozcan ve Kiran Esen, 2016; Celikkaleli, 2014; Martin ve Anderson, 1998;
Martin ve Rubin, 1995). Ayrica Wei ve dig., (2015), psikolojik danisma 6z yeterligi ile psikolojik esneklik
arasinda pozitif anlaml bir iliski oldugunu géstermislerdir.

Psikolojik danismanin 6z yetkinlik inanglari psikolojik danisma oturumlari sirasinda segilecek tepkileri,
psikolojik danisman bir hata yaptiginda bu hatanin Ustesinden gelmek icin harcadigi ¢abayi, bir engeli
asmadaki kararlihgini ve risk alma davranisini, karar vermesini igerir (Larson ve Daniels, 1998). Oz
vetkinlik diizeyi ylksek olan psikolojik danismanlar, farkli secenekleri g6z 6éniinde bulundurarak uygun
teknikleri secgebilirler, bilissel esneklik sergileyebiriler (Martin ve Anderson, 1998; Martin ve Rubin,
1995). Sonug olarak, 6z yetkinlikleri yiksek olan psikolojik danismanlarin psikolojik danisma oturumlari
sirasinda farkl alternatifleri gz oniinde bulundurabilecekleri, uygun teknikleri segebilecekleri baska bir
ifade ile bilissel esnekliklik sergileyebilecekleri séylenebilir.

Arastirmanin sonucunda, cinsiyetin psikolojik danismanlarin bilissel esnekliklerini anlamh diizeyde
yordamadigi bulunmustur. Literatlirde erkek ogrencilerin bilissel esneklik diizeylerinin, kiz
o6grencilerinkine gére anlamli diizeyde daha yliksek oldugunu gosteren arastirmalara rastlanmistir
(Altunkol, 2011; Asici ve Ikiz, 2015). Ancak bu arastirmanin bulgularina paralel olarak pek c¢ok
arastirmada da (Bassu-Daggecen, 2017; Bilgic ve Bilgin, 2016; Celikkaleli, 2014; Yu, Yu ve Lin, 2019)
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cinsiyet ile bilissel esneklik arasinda anlamh bir iliski bulunmadigi sonucuna ulasilmistir. Biligsel esnekligin
anne baba tutumlarindan (Bilgin, 2009) ve kisilik 6zelliklerinden (Bilgin, 2016) etkilendigi bilinmektedir.
Bu nedenle psikolojik danigsmanlarin da biligsel esneklik diizeyleri cinsiyetten ziyade nasil bir ailede
bilyuduklerinden, nasil bir cevrede yetistiklerinden ya da sahip olduklari kisilik 6zelliklerinden etkilenmis
olabilir. Diger taraftan Psikolojik Danisma ve Rehberlik Anabilim Dalina giren kadin ve erkek 6grencilerin
ayni egitim firsatlarina sahip olduklari sdylenebilir. Ayrica mezun olduklarinda da galistiklari kurumlarin
benzerlikleri nedeni ile benzer gevrelerde bulunurlar. Dolayisiyla aldiklari egitim, bulunduklari ¢alisma
ortami ve sosyal gevre, psikolojik danismanlarda cinsiyetler arasinda bilissel esneklik diizeyi agisindan bir
esitlik saglamis olabilir. Bagka bir ifade ile cinsiyetleri farkli olsa da benzer egitimi almalari, benzer sosyal
cevrelerde bulunmalari nedeniyle psikolojik danismanlarin biligsel esneklik dizeyleri cinsiyete gore
anlaml bir farkhlik géstermemis olabilir.

Arastirmanin sonucunda, 6grenim dizeyinin psikolojik danismanlarin bilissel esnekliklerini pozitif ve
anlaml diizeyde yordadigi bulunmustur. Lisansusti (ytksek lisans ve doktora) mezunu olan psikolojik
danismanlarin bilissel esneklik dizeyleri, lisans mezunu olanlarinkinden anlamh diizeyde yiksek
bulunmustur. Cafias, Fajardo ve Salmeron (2006) bilissel esnekligin 6grenme sireglerini igerdigini ve
deneyimle elde edildigini 6zellikle vurgulamaktadir. Bu ylizden psikolojik danismanlarin seceneklerin ve
uygun alternatiflerin farkinda olmalari ve yeni bir durumla karsilastiklarinda esnek olmalari igin egitim
almalari gerekir. Daha fazla egitim alarak yiksek lisans ve doktorasini tamamlayan psikolojik danismanlar
daha fazla kuram bilgisine, teknik bilgiye ve beceriye sahip olurlar; bu sekilde daha genis bir bakis acisi
kazanabilirler. Kazandiklari bu bilgi ve deneyimlerle beklenmeyen cevresel yeniliklere daha kolay uyum
saglayabilirler. Diger taraftan psikolojik danismanin lisanststi egitim almis olmasi danisan ile kurulan
terapotik iliskinin niteligini de etkiler. Kivlighan ve dig. (1993), psikolojik danismanlarin esnekligi ile
danisanlarin algiladiklari terapétik iliski arasinda pozitif ydonde anlamli bir iliski oldugunu ifade etmistir.
Sonug olarak yiksek lisans ve doktora egitimi psikolojik danismanlarin kuramsal, teknik bilgilerini
arttirmakta ve psikolojik danisma becerilerini gelistirmektedir. Bu sebepler arastirma sonucunda ylksek
lisans ve doktora egitimini tamamlamis olan psikolojik danismanlarin anlamli dizeyde daha yiksek
bilissel esneklik géstermelerini saglamis olabilir.

Arastirmanin sonucunda, kidemin psikolojik danismanlarin bilissel esnekliklerini pozitif ve anlamli
dizeyde yordadigi bulunmustur. Kidemi fazla olan psikolojik danismanlarin bilissel esneklik dizeyleri,
kidemi az olanlarinkinden anlamli dizeyde yuksek bulunmustur. Bilissel olarak esnek bireyler bir
diisinceden digerine gegebilen, farkli durumlara uyum saglayabilen, farkh sorunlara ¢ok yonli
stratejilerle bakabilen (Stevens, 2009), cevrelerindeki yeni ve beklenmedik durumlarla ylzlesebilmek igin
bilgi isleme stratejilerini diizenleyebilen (Cafias ve dig., 2003) ve sahip oldugu bilisleri yeni durumlara
uygun olarak degistirebilen (Dennis ve Vander Wal (2010) bireylerdir. Baska bir ifade ile bilissel olarak
esnek olan bireyler karsilastiklari yeni durumlara davranislarini uyarlamadan énce, daha ¢ok senaryoyu
g6z onlinde bulundururlar (Roloff ve Berge, 1982’den aktaran Martin ve Anderson, 1998). Bu noktadan
hareketle kidemi fazla olan psikolojik danismanlarin tecriibeleri nedeni ile gok yonlu bakis agisina sahip
olduklari ve bu nedenle de bilissel esnekliklerinin de daha yiiksek oldugu sdylenebilir.

Arastirmanin sonucunda, Universite egitiminde yapilan bireysel ve grupla psikolojik danisma oturum
sayisinin  psikolojik danismanlarin bilissel esnekliklerini pozitif ve anlamh diizeyde yordadig
bulunmustur. Oturum sayisi fazla olan psikolojik danismanlarin bilissel esneklik diizeyleri, oturum sayisi
az olanlarinkinden anlamli diizeyde yiksek bulunmustur. Psikolojik danismanlar egitimleri esnasinda
bireysel ve grupla psikolojik danisma uygulamalari yaparlar. Egitimlerinde edindikleri kuram ve teknik
bilgiyi uygulamalar araciligiyla danisma oturumlarina aktarmayi 6grenirler. Aldiklari egitim (Tang ve dig.
2004) ve yaptiklari uygulamalar (Atici, Ozyiirek ve Cam, 2005; Leach, Stoltenberg-McNeil ve Eichenfield,
1997) psikolojik danismanlarin psikolojik danisma becerilerini ve yeterlik dizeylerini arttirir. Psikolojik
danismanlarin daha fazla sayida uygulama yapmasi danisanlarin ihtiyaglarina uygun olan yontem ve
yaklasimlari daha kolay se¢ebilmelerine olanak taniyarak, onlarin bilissel olarak daha esnek olmalarini
saglamis olabilir. Bu nedenle arastirmada bireysel ve grupla psikolojik danisma oturum sayisi psikolojik
danismanlarin bilissel esnekligini anlaml diizeyde yordamis olabilir.
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Arastirmanin sonucunda, bireysel ve grupla psikolojik danisma igin stpervizyon alip almamanin
psikolojik danismanlarin bilissel esnekliklerini anlamli diizeyde yordamadigi bulunmustur. Siipervizyonun
psikolojik danisman adaylarinin egitiminde ¢ok 6nemli bir unsur oldugu (Aladag, 2014; Buyruk-Geng ve
Yiiksel-Sahin, 2019; Meydan, 2014; Ozyiirek, 2009) ve psikolojik danismanlarin egitiminin kalitesinde
fark yarattigi belirtiimektedir (Uslu ve An, 2005; Ozyiirek, 2009). Ayrica siipervizyon almak, psikolojik
danisman 06z yetkinligini de arttirmaktadir (Cashwell ve Dooley, 2001). Diger taraftan psikolojik
danismanlarin esnekligi terapotik iliskinin kalitesini arttirmaktadir (Kivlighan ve dig. (1993). Dolayisiyla
psikolojik danismanlarin siipervizyon almalarinin bilissel esnekliklerini arttirmalari beklenebilir. Ancak bu
arastirma sonucunda supervizyon alip almama psikolojik danismanlarin biligsel esnekliklerinin anlamli
dizeyde yordamamistir. Bu sonug Tirkiye’de slipervizyon hizmetlerinde yasanan nicelik ve nitelik
sorunlarini akla getirmektedir. Anjel ve Ozkan (2009), psikolojik danismanlarla yaptiklari arastirmada 371
katihmcidan %45.6’sinin  egitimleri sirasinda slipervizyon aldiklarini, %54.2’sinin hi¢ slpervizyon
almadiklarini belirtmistir (Akt: Sivis-Cetinkaya ve Karairmak, 2012). Ozyiirek (2009) de gerceklestirmis
oldugu ulusal tarama calismasinda sipervizyonun c¢ogunlukla gerekli yeterlige sahip olmayan
slpervizorler tarafindan, genis 6grenci gruplariyla ve yeterince etkin olmayan bir sekilde verildigini
belirtmistir. Sonug olarak, arastirma sonucunda bireysel ve grupla psikolojik danisma igin stipervizyon
alip almamanin psikolojik danismanlarin biligsel esnekliklerini anlamli diizeyde yordamamasi, psikolojik
danismada stipervizyonun niceligindeki ve niteligindeki yetersizliklerden kaynaklanmis olabilir.

Arastirmanin sonucunda, etkili psikolojik danisman niteliklerinin, psikolojik danisman 6z yetkinliginin,
kidemin, 6grenim dizeyinin, bireysel ve grupla psikolojik danisma oturum sayisinin psikolojik
danismanlarin bilissel esnekliklerini anlamh dizeyde yordamis olmasi, diger taraftan cinsiyetin, bireysel
ve grupla psikolojik danisma igin slpervizyon alip almamanin psikolojik danismanlarin bilissel
esnekliklerini anlamh diizeyde yordamamis olmasi psikolojik danismanlarin egitiminde nicelige ve
nitelige daha fazla 6nem verilmesi gerekliligini 6n plana c¢ikartmaktadir. Bu noktada su oneriler
siralanabilir: Psikolojik Danisma ve Rehberlik lisans ve lisansisti 6grencilerinin bireysel ve grupla
psikolojik danisma uygulama derslerinde daha fazla sayida danisanla, daha fazla sayida oturum
yapmalari saglanabilir. Oturum sayisinin fazla olmasi etkili psikolojik danisman niteliklerin kazanilmasina,
psikolojik danismanin kendini daha yeterli hissetmesine ve dolayisiyla psikolojik danismanlarin daha
yiiksek bilissel esneklige sahip olmalarina olanak taniyabilir. Daha fazla sayida danisanla oturum yapmak
danismanlarin, cesitli danisan sorunlariyla karsilasmalarini  saglayacagi igin bilissel esneklik
sergilemelerine firsat taniyabilir. Universitelerin Psikolojik Danisma ve Rehberlik lisans, yiiksek lisans ve
doktora programlarinda hem bireysel hem de grupla psikolojik danisma igin slipervizyonun niceligi ve
niteligi arttirilabilir. Ylkselme basamaklarinda 6gretim Uyelerinin akademik yayin sayisina bakilmasinin
yani sira psikolojik danisman yetistirmeye yonelik katkisina bakilabilir. Ogretim Uyelerinin danisman
adaylarina/danismanlara supervizyon verip vermedikleri Uzerinde durulmasi gereken o6nemli bir
konudur.
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Sinif Ogretmenligi Lisans Ogrencilerinin Matematige Yénelik Tutumlar
ile iInanglarinin Matematik Basarisi Uzerine Etkisi

Makale Bilgisi Oz

DOI: 10.14812/cufej.694626 Bu arastirmanin am.au., sinif 6gretmc.enligi lisans 6§r%r1cilerini.n matematige yonelik
tutum ve matematik inanglarini belirleyerek bu degiskenlerin matematik basarisi

Makale Gegmisi: lzerine etkisini irdelemektir. Arastirma, nicel arastirma desenlerinden iliskisel tarama

Gelis 26.02.2020 modeline gére tasarlanmistir. Arastirmanin ¢alisma grubunu, Sinif Ogretmenligi

Dizeltme  30.03.2020 Anabilim Dal’'na devam eden toplam 334 lisans 6grencisi olusturmustur. Veri toplama

Kabul 11.08.2020 araci olarak “Matematige Yonelik Tutum Olgegi” ve “Matematik inang Olgegi”

uygulanmistir. Verilerin analiz siurecinde ise sirasi ile betimsel istatistik, Pearson

Anahtar Kelimeler: moment korelasyon degeri ve ¢oklu regresyon analizi uygulanmistir. Arastirmanin
Matematiksel Tutum sonucunda, arastirmaya katilan sinif 6gretmenligi lisans 6grencilerinin matematige
Matematik Basarisi yonelik tutumlari ve inanglarinin orta dizeyde oldugu sonucuna ulasiimigtir. Diger
taraftan calismada matematige yonelik tutum ve inanglarin lisans 6grencilerinin
matematik basarilarini yordadigi sonucuna ulasiimistir. Buna gére bundan sonra
yapilacak galismalarla, matematik basarisini etkileyen duyussal faktorlerden kaygi, 6z
yeterlilik, mesleki tutum gibi degiskenlerin irdelenmesi onerilebilir.

Matematik inanci.

Introduction

One of the important instruments that are considered to improve the thinking ability of people is
mathematics. Mathematics is not just about teaching numbers and operations but also makes our daily
life easier and helps us to gain many skills such as linking events, reasoning, predicting and problem
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solving (MEB, 2018; Umay, 2003). Through mathematics, the individual develops many high-level
thinking skills such as being able to analyze and synthesize. In social life individuals using mathematics in
many problem situations they encounter in daily life, brings importance to mathematics education
(NCTM, 2000). In this context, especially the quality of education given to children starting from the
preschool period, has a significant impact on the students' future achievement, attitudes, beliefs
towards the lessons, the school and themselves (Tapia & Marsh, 2004; Wilson, 1983).

While a stimulating and rich learning environment that teachers prepare, will accelerate the
mathematical development of children whereas inadequate learning environments limit the
mathematical reasoning skills of children and adversely affect their development. When it is considered
from this point of view, teachers' beliefs, attitudes and academic achievements in certain fields are
shaped in the educational environments in their student lives (Akay & Boz, 2011; Azar, 2010;). From this
perspective, attitudes and beliefs of mathematics teachers towards mathematics are of great
importan