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Abstract

Article Info

This study aims to investigate two English language teachers’ perspectives on adopting a
game-enhanced language learning intervention that was designed according to the PCaRD
framework. For this purpose, a semi-structured interview protocol and researcher memos
were utilized as data collection tools, and the data were subjected to thematic analysis. The
results of the study indicated that the game-enhanced activities integrated into the
curriculum were effective in promoting students’ foreign language learning and
instrumental in helping students develop a more positive self-image about their foreign
language abilities. Despite the time cost of preparing the activities bridging the commercial-
off-the-shelf games into the existing curriculum and applying them in class and concerns
about the negative connotation of video games, the PCaRD framework provides essential
guidelines that teachers will find helpful for enhancing their students’ learning experiences
and motivation for learning.
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Dijital Oyunlarin Yabanci Dil Siifina Entegrasyonu: Iki Ingilizce Ogretmeninin PCaRD Deneyimi

Oz

Makale Bilgisi

Bu calisma iki Ingilizce 6gretmeninin, dijital bir oyunun PCaRD pedagojik ¢ercevesi
dahilinde dil egitimine entegre edilmesine iliskin algilarini incelemeyi hedeflemektedir. Bu
amagcla yar1 yapilandirilmis bir goriisme formu ve arastirmaci notlar1 veri toplama araglari
olarak kullanilmis ve veriler tematik analize tabi tutulmustur. Aragtirmanin bulgular: dijital
oyunla zenginlestirilerek egitim programina entegre edilen 6grenme etkinliklerinin
Ogrencilerin yabanci dil 6grenimini destekleyici olduguna ve yabanci dil becerileri hakkinda
daha olumlu bir benlik imaj1 gelistirmelerini destekledigine isaret etmektedir. Egitim amagh
gelistirilmemis oyunlar1 mevcut egitim programi ile birlestiren aktiviteleri hazirlamanin ve
bunlari sinifta uygulamanin zaman maliyetine ve video oyunlarinin olumsuz ¢agrigimlariyla
ilgili endigelere ragmen, PCaRD c¢ergevesi Ogretmenlerin Ogrencilerin  dgrenme
deneyimlerini ve Ogrenmeye yonelik motivasyonlarini gelistirmede faydali bulacag:
yonergeler sunmaktadir.
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Introduction

Despite their interchangeable use in some related work, game-based learning and game-enhanced learning signify two
distinct approaches. In game-based learning, games that are specifically designed for educational purposes are used,
while in game-enhanced learning, commercial-off-the-shelf (COTS) games are used to facilitate learning (Reinhardt &
Sykes, 2012). The literature in game-based learning indicates that teachers believe games are effective tools that can be
exploited in educational settings in general (Dickey, 2015; Huizenga et al., 2017; Koh et al., 2012; Mozelius et al., 2017;
Pinder, 2016; Sardone, 2018; Schrader et al., 2006; Utami & Bharati, 2020), and teachers who have negative attitudes
towards games can change their opinions after they are given the opportunity to play a game or take part in the design
of a game (An & Cao, 2016; Kenny & McDaniel, 2011; Ray & Coulter, 2010). Studies investigating teachers’
perceptions of game-based learning highlighted several key affordances attributed to games, such as improving students’
motivation (Can & Cagiltay, 2006, Ince & Demirbilek, 2013; Huizenga et al., 2017; Hsu & Chiou, 2011; Xie et al.,
2021), stimulating their creativity (Allsop et al., 2013; Demirbilek & Tamer, 2010), promoting problem-solving and
critical thinking skills (Allsop et al., 2013), providing a fun and relaxed learning environment (Hsu & Chiou, 2011;
Sardone, 2018), promoting student engagement and cognitive gains (Huizenga et al., 2017) and contributing to the
effectiveness of the instructional process (Pinder, 2016).

Game enhanced learning literature also supports the aforementioned benefits of digital games and reports
various affordances of games for education. Related studies indicated that students can benefit from COTS in language
learning (Franciosi, 2017; Hitosugi et al., 2014; Peterson, 2006; Peterson, 2012; Reinhardt, 2013; Reinders & Wattana,
2015; Reinhardt & Sykes, 2012; Sundqvist & Wikstrom, 2015; Sykes, 2018). Using COTS to facilitate learning is
becoming a popular approach as it is cost and time effective and flexible in many ways (Van Eck, 2006). Even though
teachers hold positive perspectives about the benefits of digital games, they may less frequently incorporate games into
their classroom practice (Koh et al., 2012). Teachers are not generally using games as teaching tools; instead, games are
usually benefited as rewards after the workload is completed; although there is an inclination and eagerness towards
using games, their adoption seems challenging for the teachers due to certain limitations, such as lack of resources and
knowledge of integrating games into their teaching practice (Becker, 2007; Denham et al., 2016).

It is important for teachers to see the value of digital games (Dickey, 2015). According to the studies reflecting
teachers’ perspectives, factors such as teachers’ personal interest and open-mindedness, existing policies (Koh et al.,
2012), teachers’ years of experience (Hsu et al., 2017; Koh et al., 2012; Li & Huang, 2016), professional support teachers
get from their work environment (Koh et al., 2012; Wu, 2015), lack of technical support and challenges with technology
(Ertzberger, 2009; Watson et al., 2016; Wu, 2015), negative views of parents and principals, teacher preparedness,
amount of time allotted to games, quality of the games used (Wu, 2015), the incongruity between the curriculum and
game related activities (Ertzberger, 2009; Wu, 2015), lack of a framework to support the integration of games into the
curriculum (Allsop et al., 2013), teachers’ beliefs (Uluay & Dogan, 2020), pedagogical content knowledge and computer
skills (Uluay & Dogan, 2020; Wu, 2013), and teachers’ experience in integrating games into the curriculum (Wu, 2013)
altogether play a decisive role in teachers’ adoption of digital games.

Furthermore, according to teachers the challenges involved with integrating games into the curriculum,
inflexibilities of the current educational system, and gaining access to games were reported as factors that inhibit
teachers’ digital game use in the classroom (Watson et al., 2016). In the absence of well-grounded knowledge about the
constraints and affordances of digital games and confidence in using them, teachers would not be able to embrace digital
games to their fullest potential (Becker, 2007).

According to Van Eck (2009) there are several important factors to consider when integrating games that are
not originally developed for educational purposes into the curriculum. First, teachers should be aware of the fact that
technology integration and the use of technology are not the same things. The use of technology is not conceptually
related directly to the learning process or content, and using any technology in the classroom means that teachers and/or
students use technology only as a tool to serve a purpose. On the other hand, integrating technology implies using
technology directly in a unique problem-solving process to support learning. In this context, the focus should be on
integrating the games developed for commercial use into the curriculum, not merely using these games in the lesson.
When designing learning-teaching environments, the contents, classroom activities, and games should be designed as a
meaningful whole at every stage. Although it is not possible to achieve this flawlessly, this principle should guide the
design from the very beginning. According to Yong and colleagues (2016) an effective pedagogy should include a
combination of digital games and classroom teaching.

PCaRD (Play, Curricular activity, Reflection, Discussion) is a pedagogical framework that aims to address this
need by helping teachers utilize commercial or educational games to achieve learning goals in an engaging and novel
way within the scope of curricula (Foster & Shah, 2015). The framework provides a set of principles and guidelines
designed to empower teachers and aid them in designing game-related learning activities. PCaRD is composed of four
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components (Figure 1). The first component is called ‘play,” in which students are expected to play the target games in
a natural way. The teacher at this phase observes and facilitates the gameplay by creating opportunities for students to
bound their interest in the game and school learning in a personal and meaningful way. During the ‘curricular activity,’
the teacher uses activities to integrate curricular objectives with the game experience. This is followed by the ‘reflection’
session, where students are guided to think about their learning experience and express their opinions. Finally, through
the ‘discussion' phase, students are encouraged to ask questions, talk about their experience, and discuss their game-
related decisions (Foster & Shah, 2015).

Curricular : . :
Play .. Reflection Discussion
Activity
/Objective \ ,Objective ,Objective ‘ Objective
* Immerse in natural play e Engage in problem solving ¢ Reflect on play and ® Bring closure to P-Ca-R
activity )  experience
‘Teacher Roles & Teacher Roles & ‘Teacher Roles ‘ ‘Teacher Roles
e Create a naturalistic * Develop cases based on ¢ Develop prompts and ¢ Scaffold P-Ca-R experience
environment game-play questions e Facilitate discussion
¢ Observe game play  Bridge personal/school * Promote meta-cognition « Highlight significant
knowledge ) ; ) _ observations
' Demonstration of Learning ] 'Demonstration of Learning \ 'Demonstration of Learning \ 'Demonstration of Learning
e Peer interactions ¢ Transfer from play o Reflective posts e Student interactions
e Student-teacher e Application of control * Peer interactions (argur.nents., o'pinions,
conversations | knowledge | questions, insights)

Figure 1. Example of PCaRD Components (Foster et al., 2015, p. 387).

Although teachers are not commonly placed at the center of game research (Hwang & Wu, 2012), related
literature supports their central role in the facilitation of effective game interventions (Becker, 2007; deHaan, 2019;
Foster & Shah, 2020; Hanghej & Brund, 2011). Thus, understanding teachers' perceptions about the use and
effectiveness of digital games are of fundamental importance for developing effective strategies to support teachers to
integrate games into their classrooms successfully (Huizenga et al., 2017). The present study aims to contribute to the
existing literature by focusing on teachers' perceptions about their experience with a game-enhanced language teaching
intervention.

Method

The purpose of this qualitative study was to investigate two teachers' perspectives on the use of the PCaRD framework
in integrating a popular COTS game into the curriculum. This study was part of an experimental study with 76
preparatory level students at a private university that aimed to integrate a COTS game into English language teaching
and evaluate its effectiveness. The students were in four different sections which were randomly assigned as experiment
and control groups, and two sections were assigned to each teacher so that the teachers facilitated both experiment and
control groups during this ten-week-long study. The experiment group went through an intervention including a COTS
game called Life is Strange, a five-part episodic adventure game, which was integrated into the curriculum according to
the PCaRD framework, while the control group received traditional instruction. The experiment group played the game
at home and during the instruction, and the teachers conducted classroom activities designed to incorporate students'
game experiences and guided them to complete the relevant episodes/events in the game. The activities were designed
by the researchers based on the PCaRD framework. The control group had activities with the same content as the
experiment group; however, they did not have game-enhanced activities. Some commonly used teaching methods such
as teacher-led lectures, student-centered activities, workbook assignments, group discussions, whole-class discussions
were employed in the control group.
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The current study focused on the teachers' perspectives who integrated the COTS game into their L2 curriculum
using the PCaRD framework. Research and publication ethics were followed. The study was approved by the Middle
East Technical University Human Subjects Research Ethics Committee (Date: 08.10.2018, Number: 28620816/504).

Participants

Two teachers took place in this study who were in charge of one experiment and one control group during the course of
the study. The participant teacher has 15 years of teaching experience. Upon her graduation from an English language
and literature program, she completed two master's degrees in curriculum and instruction and assessment and evaluation
in education, respectively. Currently, she is pursuing a doctoral degree in curriculum and instruction. She is interested
in the use of media and games, both commercial and educational, in language teaching, and she utilizes certain
technologies such as TV series and educational games in her classes. At the beginning of the study, she acknowledged
the benefits of commercial games on students' language learning abilities; however, she had reservations about their
pedagogical merits. She did not have prior experience with playing COTS games, yet she played Life is Strange prior
to the intervention at the beginning of the study.

The first author of this study had a researcher-participant role in the study. She graduated from the department
of English language teaching and recently obtained her master's degree in curriculum and instruction. She has been
teaching English classes for nine years at the university where the present study was conducted. She is also a tech-savvy
teacher; however, this was the first time she incorporated a game into the curriculum. She played the Life is Strange
game prior to the study and prepared the curricular activities.

The researcher-participant role had both advantages and disadvantages. It enabled an insider perspective with a
deep understanding of the context of the study (Adler & Adler, 1994) and secured a prolonged engagement in the study
setting (Lincoln & Guba, 1985). However, this could also be problematic in terms of balancing the researcher and
participant roles (Gerrish, 1997). In order to ensure the credibility of the study, the member checking method with the
participant teacher (Connelly, 2016; Yildirnm & Simsek, 2013) and peer debrief with another researcher was employed
(Lincoln & Guba, 1985) to verify the data collection, data analysis, and the reported results. The researcher-participant
maintained ongoing critical reflection during the data collection and analysis phases and had weekly meetings with the
second author about the process, her experiences, and ideas (Lennie, 2006).

Data Collection and Analysis
The data of this study is composed of one interview with the participant teacher and weekly memos of the researcher
teacher. The semi-structured interview with the participant teacher took around 45 minutes, which was conducted at the
end of the 10-week-long game-enhanced language learning intervention. The interview was conducted by the
researcher-teacher and was recorded and transcribed verbatim with the permission of the teacher. The memos were
composed of weekly written reflections of the researcher teacher just after the class hour for ten weeks. The researcher
took notes during the class hour, and right after the class, she went over her notes and wrote analytic memos where she
delved into her experience, observations and interpreted those to explore her ideas (Emerson et al., 1995). As the
literature suggests, memoing can be utilized to support data sources such as interview transcripts (Birks et al., 2008) and
can facilitate exploration and afford a more flexible meaning-making process (Charmaz, 2006; Lempert, 2007).

During the data analysis phase, an inductive thematic analysis approach was adopted (Braun & Clarke, 2006).
The process started with familiarizing with the data, the development of the codes, and then the data were analyzed
accordingly to identify the themes. The co-authors of the study coded the data independently first and then compared
their assignments to resolve any disagreements. Although the data was coded mainly by the first author, the process
included both of the researchers, and it was more of a reflexive process than a process focusing on coding agreement
(Braun & Clarke, 2019). Overall, through an analysis of the qualitative data collected, this study aims to answer the
following research question:

e What are the teachers' perceptions of the effectiveness of a game-enhanced language learning intervention
designed within the PCaRD framework for language learning and motivation?

Results

The results are organized under the themes identified through thematic analysis of the transcribed interview and the
research memos. Table 1 below shows the codes and the corresponding thematic categories.

There were four themes created related to the teachers’ perceptions of the game-enhanced learning intervention.
Data segments including teachers’ comments related to the game’s role in promoting interaction with the course content,
connecting gameplay with contents, effective game integration, students’ recognition of game-related content, and the
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game’s motivating role on the students were grouped under the theme ‘integrating gameplay with learning objectives.
Comments regarding the game’s affordances for providing an immersive and engaging language-learning experience
that brings repeated exposure and situated learning opportunities for the students were organized under the theme
‘affording an immersive learning experience’. Similarly, comments and notes related to the game’s influence on
promoting students’ self-confidence, thinking about their future-selves, and opportunities for reflective learning were
organized under the theme ‘exploration of possible selves’. Finally, the concerns raised by the teachers related to the
addictive nature of games and the time constraints brought by the curriculum were organized under the theme ‘concerns
about using video games’.

Table 1. The themes and the corresponding codes used during data analysis.

Themes Codes
Integrating Gameplay with Learning Objectives

Promotes interaction about game and course content
Connects content and gameplay
Effective game integration
Students recognize game-related content
Game integration motivates students
Immersive learning
Engrossing/keeping students engaged
Affords situated learning
Promotes repeated exposure
Promotes thinking about future-self
Affords reflection opportunities

e Increases self-confidence
Concerns about Using Video Games e Concerns about video game addiction

e Concerns about time constraints

Affording an Immersive Learning Experience

Exploration of Possible Selves

Integrating Gameplay with Learning Objectives

In general, the teachers found the PCaRD framework practical and useful in terms of facilitating students' cognitive and
affective development in foreign language learning. The teachers mentioned how the framework connects the game and
the curricula motivated the students to participate in the activities and got them involved with the learning process.
PCaRD guides the teachers to connect gameplay and course objectives to reflect students' gameplay experiences (Foster,
2012). In this sense, the first main theme was about how integrating a COTS game into the curriculum using PCaRD
supported language learning:

I think this is a brilliant, very clever method, it is not a watch at home and then do lots of labor-intensive things kind
of method, students play the game at home and then come to class and do the worksheets which are not disconnected
to the class (curricula). I think it is a very good and effective method to use in the learning process [participant teacher].

When [ distributed the activities, upon noticing the parts (transcripts, vocabulary) from the game, they were more
eager to finish them and kept sharing their experiences (what they learned in the game) with their friends while doing
the activities. Normally they are not big fans of grammar activities but seeing the scripts from the game, they really
enjoyed those activities as well [researcher memo].

As the quoted statements suggest, the teachers believe that the two parts of the study, gameplay and integrating
activities, effectively complemented each other and made a better, coherent whole. According to them, these game-
related activities rendered the learning experience more remarkable and interesting as a whole.

Affording an Immersive Learning Experience

The PCaRD framework is designed to promote an active learning environment where students can learn through
gameplay (Foster, 2012). During the intervention, the gaming component afforded an immersive environment where
students can be exposed to the target language. Teachers especially attributed the language affordances of the
intervention to the immersive learning nature of the gameplay experience:

But apart from that, in game-enhanced learning, they learn in life. They're actually playing games there. So, their
advantage is that when students learn incidentally and they use it in their lives, I think they learn more effectively or
develop their language abilities more effectively [participant teacher].
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It was a friendly atmosphere. The students were really excited, and as the game progressed, they were totally immersed
in the game and were asking questions to each other. They were rewinding the time in the game and trying to overcome
the obstacles to pass to the next level [researcher memo].

It was our first time, and we really liked the game and the language used within it. It provided a lot of exposure to
daily language and vocabulary [researcher memo].

Teachers believe that thanks to the digital environment provided by the game, knowledge acquisition happens
naturally, actively, and within the ecosystem with all its components. Also, due to the immersive nature of the game,
incidental learning was common, which renders language learning more effective and permanent. Additionally, certain
options in the game, such as rewinding time or playing with the objects to solve puzzles, kept the player hooked and
absorbed, which is important in terms of language exposure.

Exploration of Possible Selves

Another identified theme was concerned with how the PCaRD framework supported students' motivational skills and
developed their self-confidence in language learning. PCaRD based discussion and reflection activities were used to
enable students to envision their possible selves during the intervention (Foster, 2012), and the teachers reported that
game-enhanced activities were effective in this sense;

It helps students to develop a better future self-image... students generally say, 'I can't do it, I can't listen, I cannot
understand even if I listen to it." But, after this intervention, I had students saying, 'Well, yes, I may actually use it
(English) in my own life in the future'. And there were a lot of students who said, "teacher, I was actually able to
understand." And I think it was effective in terms of developing their belief in themselves about using English in the
future' [participant teacher].

During the reflection parts, they reflected on and shared their aspirations and fears for the future with their friends.
They stated that as they can play the game easily without any comprehension problems and they learn more
expressions, they believe that they will achieve this in the future as well. The basic fear for the students is that they
fear not being able to use English efficiently in the future, both in their academic and professional lives [researcher
memo].

As indicated by the first excerpt, the teacher suggests that thanks to the game integration, students gained
awareness about their language abilities and strengthened their beliefs that they would be able to function in English
effectively in the future as they managed to understand things and proceed in the game. The teacher states how students
created a positive self-image and a desired-self regarding their target language use. As the researcher memo also shows,
the reflection parts helped students project their future selves with their friends, contemplate various selves, and get
deeper insights, which contributed to their increased sense of awareness.

Concerns about Using Video Games
Both of the teachers were tech-savvy teachers and eager to spend time playing the game and learning about the principles
of the framework. However, they also expressed some of their reservations about using games in the classroom:

...I'had some doubts, and although I support technology and media integration, I had some doubts about video games.
While I believe that they are effective in terms of vocabulary, listening, comprehension, and daily language
acquirement, I wondered whether they might cause addiction and loss of concentration [participant teacher].

... Because once they enter, they may not get out of that world, so I had some doubts about getting students addicted
to video games [researcher memo].

Some of the common negative connotations about video games can be seen in these excerpts. Even if the teachers
believe video games can be effective in supporting language learning, they still want to be careful in supporting video
game play with the concern that students might get addicted. Another concern was about the hectic schedule they already
had in the classroom. Teachers were worried about the time constraints they had. PCaRD activities also took some extra
time to administer:

Our program was extremely hectic. Therefore, I think the worksheets given were taking 15-20 minutes or more. That's
why if I gave them at the beginning of the lesson, they (students) could be distracted, and when I gave them at the end
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of the lesson, they (students) might be exhausted. I had some of these dilemmas, and I had a little difficulty doing the
worksheets during the busy schedule [participant teacher].

As illustrated in the excerpt, the participant teacher had difficulty carrying out the activities in an effective way
because of the hectic schedule of the school and the excessive workload. While designing the game integration, the
researchers sought some room for the activities in the program. The researcher teacher's memos also indicate that
sometimes the intervention can become more time-consuming than it was planned:

For example, some students could not level up as they could not solve the mystery within the episode and asked for
help. Or, sometimes they shared some daily language with friends and made fun of it together [researcher memo].

Discussion, Conclusion, and Recommendations

This study focused on two teachers' experiences in integrating a COTS game into their language classrooms using the
PCaRD pedagogical framework. In general, both teachers agreed on the effectiveness of game integration for facilitating
the acquisition of the target language. They viewed the PCaRD guided integration of games into the curriculum as
mostly beneficial because it provides an immersive, authentic language environment where students can be exposed to
the language in use. Both teachers concurred that the idea of playing games motivates students.

Both the participant teacher's interview and the researcher's memos suggested that the game integration provided
a great amount of language input, especially involving daily expressions (Chen & Huang, 2010) and vocabulary
(Purushotma, 2005; Steel, 2020), as the story-based nature of the game yielded constant exposure to the target language
(Peterson, 2010; Thorne, 2008). This observation further reinforced in both teachers’ minds the utility of teaching with
commercial games and the benefits of using a structured framework to integrate games into the curriculum. Similar
positive teacher perspectives were also reported in several recent studies (Hsu & Chiou, 2011; Ince & Demirbilek, 2013;
Kirikkaya et al., 2010; Koh et al., 2012; Pinder, 2016; Sardone, 2018; Spires & Lester, 2016; Steel, 2020).

Teachers were uniform in their perceptions of how the game integration with PCaRD affected students'
motivation (Foster & Shah, 2015). Both teachers stated that they observed the game integration offered students chances
to visualize themselves in the future, which boosts their motivation by helping them create a positive self-image related
to their language learning identity (Dornyei, 2009; Markus & Nurius, 1986). A similar result was noted by Denham
(2019), where teachers reported high levels of engagement and motivation.

Although both teachers in this study held positive views about using digital games for language learning, they
also echoed some of the concerns reported by teachers in previous related studies. For instance, the pre-service teachers
in Can and Cagiltay’s (2006) study were concerned with classroom management and the effectiveness of digital games
in learning. Similarly, in-service Math teachers in Demirbilek and Tamer’s (2010) and Watson and colleagues’ (2016)
studies also had some reservations about classroom management. Likewise, in Alkan and Mertol’s (2019) study, pre-
service teachers' responses showed that they were not feeling confident and worried about how they should incorporate
games into the class. However, in this study, two in-service teachers were mainly concerned about the possibility that
students could get addicted to video games. Similar concerns about the negative connotations of playing digital games
were also reported by ince and Demirbilek (2013). Teachers in that study also recognized both the negative aspects and
the possible benefits of digital games for students while reflecting their perspectives.

Another issue that the teachers brought up during this study was that game-enhanced learning might be time-
consuming. Some of their comments about such concerns were similar to the reflections of participant teachers reported
in Denham's (2019) study, where the teachers mentioned some difficulties using PCaRD at the beginning of the
intervention, which faded away with increased experience. Koh and colleagues (2012) also reported similar concerns of
teachers about utilizing games in the classroom as a result of their study.

Allin all, it can be stated that teachers agreed on the effectiveness of the game integration intervention designed
by using the PCaRD framework for acquiring the target language. Considering students' interest in digital games and
the productive use of digital games in foreign language teaching, one can conclude that pre-service and in-service teacher
training on integrating games into the curriculum is necessary to address teachers' concerns and enable effective
integration of digital games into the curriculum. Future studies should continue to investigate teachers' perspectives on
the efficacy of game-enhanced interventions and the utility of existing frameworks such as PCaRD to integrate games
into the curriculum. Describing teachers' experiences and perspectives may guide other teachers' efforts to integrate
games into the curriculum successfully.

There are also some limitations to this research. First of all, only two teachers participated in the study, and one
of them was also a researcher. The memos used as part of the data collection procedure were authored by the researcher,
illustrating the researcher's observations and experiences. However, the researcher wrote all her assumptions and
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feelings about digital game enhanced language learning at the beginning of the process and had reflective conversations
weekly with her colleague to be as objective as possible about the intervention. All in all, the study offers some valuable
explorative insights about the teachers' perspectives on game-enhanced activities for second language learning.
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Makale Bilgisi

Bu caligmanin amaci, okul 6ncesi dgretmenlerinin ¢ocukluk ¢agi olumlu yasantilar ile
orgiitsel kimlik algilar1 arasindaki iliskinin incelenmesidir. iliskisel tarama modelinde
tasarlanan aragtirmaya 2020-21 egitim 6gretim yilinda resmi ve 6zel okul 6ncesi egitim
kurumlarinda gorev yapmakta olan 202 okul Oncesi Ogretmeni katilim gostermistir.
Arastirmanin verileri Olumlu Cocukluk Yasantilar1 Olgegi ve Ogretmen Orgiitsel Kimlik
Algis1 Olgegi araciligiyla toplanmustir. Cocukluk ¢agi olumlu yasantilar 6lgegi puanlari ile
ogretmenlerin yasi, 6grenim diizeyi ve ¢alistiklar1 okul tiirii arasinda anlaml bir farklilik
olmadigr; 6gretmenlerin orgiitsel kimlik algilar ile yas, 6grenim diizeyi ve okul tiirii
arasinda anlamli farkliliklar oldugu tespit edilmistir. Arastirmada okul Oncesi
ogretmenlerinin orgiitsel kimlik algilart ve ¢ocukluk ¢agi olumlu yagantilari arasinda orta
derecede, pozitif ve anlamli bir iligki oldugu sonucuna varilmigtir. Mevcut arastirma olumlu
cocukluk deneyimlerinin yetiskinlik donemi orgiitsel kimlik algisi ile iliskisini agia
¢ikarmasi agisindan 6nem tagimaktadir.
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Extended Summary

Introduction

Organizational identity is defined as a set of individual evaluations that define the general behavior of the organization
and reveal the different perceptions of individuals about the organization, they are a member of. Although the perception
of organizational identity is shaped on an individual basis, individuals' perceptions of organizational identity constitute
one of the factors that directly affect teamwork and team success. A positive perception of organizational identity
contributes to the physical and emotional attachment of individuals to the organization, thus increasing the success of
both the individual and the organization.

Organizational identity is the situation that makes the educational institution different from others as an
organization, shows the power of the institution, provides the opportunity to make predictions about the institution, and
shows the internal structure of the educational institution. It can be said that teachers are the most effective part of the
organizational identity in an educational institution. Studies have shown that teachers' perceptions of organizational
identity are in a positive and significant relationship with variables such as their levels of trust in school, intrinsic
motivation, organizational commitment, organizational justice and organizational socialization. Having a positive
perception of organizational identity is important for teachers to develop their own potential, for the effective functioning
of educational institutions and for the organization to reach its goals. On the contrary, it is known that individuals with
negative perceptions may have low motivation and working performance.

It is emphasized that childhood experiences are the basis of many problems experienced by an adult in business
and daily life. Research shows that both positive and negative experiences shape brain development and health
throughout life. It has been stated that negative experiences in early childhood may make individuals more prone to
psychopathology, and these experiences have been associated with personality disorders, depression, antisocial behavior
disorders and substance use in the following years. Therefore, it is believed that studies aiming to reveal and develop
teachers' perceptions of organizational identity are important. In connection with this, in the context of the information
presented above, it was thought that the perception of organizational identity might be related to positive childhood
experiences. In the present study, it was aimed to examine the relationship between preschool teachers' positive
experiences in childhood and their perceptions of organizational identity.

Method

This study is descriptive research conducted in the relational survey model. The study group consists of 202 preschool
teachers working in pre-school education institutions in Turkey in the 2020-2021 academic year. The data of the research
were collected through the Childhood Positive Experiences Scale and the Perception of Organizational Identity Scale.
The analysis of the data obtained from the research was made through the SPSS 21.0 package program. As a result of
Kolmogorov-Smirnov tests performed to test the normality of the data obtained, it was found that the distribution of the
data was not normal. For this reason, it was decided to use non-parametric correlation and differentiation tests in the
analysis. Mann Whitney-U and Kruskal Wallis-H tests were applied to determine whether the scores obtained from both
scales differ according to demographic characteristics. Spearman correlation analysis was performed to determine the
significance of the relationship between the scores obtained from the scales.

Results

According to the main result obtained from the research, as the preschool teachers' positive childhood experiences scores
increase, their organizational identity perception scores also increase significantly. The scores of the childhood positive
experiences scale do not make a significant difference according to the age of the teachers, their education level and the
type of school they work in. According to the results of the analysis made between the teachers' organizational identity
perception scores and the age variable, significant differences were found between the Communication sub-dimension
and the total organizational identity perception scores. In the age groups where the difference was determined, it was
seen that the significant difference was in favor of the older age group teachers. According to the results of the analysis
made between the organizational identity perception scores and the education level, it was determined that there were
significant differences between the Belonging sub-dimension scores and this difference was in favor of associate degree
graduate teachers. It has been observed that the organizational identity perceptions of associate degree teachers are
significantly higher than teachers with both undergraduate and graduate education degrees. According to the results of
the analysis made between the organizational identity perception scores and the type of school studied, it was determined
that the teachers working in private schools had significantly higher organizational identity perception and Belonging
dimension scores than teachers working in public schools. As a result of the research, it was concluded that there is a
moderate, positive and significant relationship between preschool teachers' positive childhood experiences and
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organizational identity perceptions. In other words, as teachers' positive childhood experiences increase, their
organizational identity perceptions also increase significantly.

This study, which aims to determine the relationships between teachers' positive childhood experiences and
organizational identity perceptions, is a quantitative study, and qualitative studies including in-depth data analysis can
be carried out in order to better understand the reasons underlying the results. In this study, the determining effect of
positive childhood experiences on the perception of organizational identity could not be examined because the data did
not show normal distribution. In future studies, the explanatory relationships between the two variables can be examined.
Projects and social events can be organized in order to increase the belonging of teachers to their institutions and their
communication skills within the scope of organizational identity perceptions of teachers. Finally, by investigating the
different effects of positive childhood experiences on adulthood, trainings that include awareness and information
sharing pointing to the importance of childhood can be carried out.
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Giris
Her bireyin yasam dongiisii icerisinde “ben kimim?” sorusunu sordugu bir dénemi oldugu sdylenebilir. Bu soru kalib1
bireyin hayatinda 6zellikle ergenlik doneminde daha fazla yer tutmaktadir (Erikson, 1968). Bu sorgulama siirecinde 6ne
cikan temel kavram kimliktir. Van Tonder (2004) kimlik kavramini, insanin benzersizligi, 6zerkligi ve farklilig1 olarak
tanimlamustir. Erikson ise kimligi bir duygu veya psikolojik bir yap1 olarak tanimlamis ve bireyde kimligin olusumunu
biling ve biling dis1 yapilarin ortaklagsmasi olarak derinlestirmistir (Erikson, 1968). Genel olarak kimlik, insanin “ben
kimim?” sorusuna verdigi cevap olarak ifade edilmektedir (Atak, 2011; Gleason, 1983).

Aristo’nun Zoon Politikon felsefi anlayisma gore insan toplumsal bir varliktir (Yesilgayir, 2014). Toplum
icerisinde sosyal etkilesim halinde var olan birey, i¢inde yasadig1 ve ¢alistig1 orgiitsel bir atmosfer gelistirmektedir. Bu
anlamda orgiitler de bireyler gibi kimliklere sahip olmaktadirlar (ipek, 2010). Biber (2003) kimlik kavramm drgiitler
icin uzun vadeli olusum ve degisim, planl halkla iliskiler ¢caligmalar1 gerektiren ve bir anda degisemeyen, kolay
edinilemeyen bir unsur olarak tanimlamaktadir. Ayn1 zamanda, orgiitsel kimlik 6rgiitlin kendini disartya kars1 ifade etme
bicimi, hedef kitleye ulasma yolundaki adimlar ve yollarin tamamidir (Hart, 1987). Tiim disiplinlerde ya da faaliyet
alanlarinda yer alan orgiitler icerisinde bireylerin davranislarii diizenleyen, etkileyen ve ortak bir hedefe yonlendiren
kiiltiirel bir yap1 bulunmaktadir (Ira & Sahin, 2011). Bireyler, bu kiiltiir icerisinde orgiite kars1 bir baglhlik olusturmakta
ya da baglanmadan kaginmaktadir. Orgiitte yer alan bireylerin baglhliklari, drgiite dair gelistirdikleri algidan ileri
gelmektedir (Erkmen & Cerik, 2007). Birey, algis1 dogrultusunda bir tutum gelistirmekte ve bu tutum olumlu ise is
tatmini, orgiitsel sadakat ve baglilik meydana gelmektedir (Tutar, 2007).

Orgiitsel kimlik, 6rgiitiin genel davranisini tanimlayan ve bireylerin iiyesi olduklar érgiite iliskin farkl algilarini
ortaya ¢ikaran bir dizi bireysel degerlendirme olarak tanimlanmaktadir (Dutton et al., 1994). Orgiitsel kimlige yonelik
alg1 her ne kadar bireysel temelde sekillense de bireylerin orgiitsel kimlik algilar ekip ¢aligmalarini ve ekip basarisin
dogrudan etkileyen faktorlerden birini olusturmaktadir (Bankins & Waterhouse, 2019; Hurst & Pattath, 2019). Olumlu
orgiitsel kimlik algis1 bireylerin orgiite fiziksel ve duygusal olarak baglanmasina katkida bulunmakta, bdylece hem
bireyin kendisinin hem de 6rgiitiin basarisini arttirabilmektedir (Chang & Bangsri, 2020).

Egitim kurumlan acisindan orgiitsel kimlik; egitim kurumunu bir orgiit olarak diger orgiitlerden farkli kilan,
kurumun giiciinii gésteren, kuruma yonelik kestirimlerde bulunmaya firsat saglayan ve egitim kurumunun i¢sel yapisini
gosteren durumdur (Altun, 2001). Bir orgiit olarak egitim kurumunda, rgiit kimligini olusturan en etkili parcanin
ogretmenler oldugu sdylenebilmektedir. Yapilan arastirmalarda 6gretmenlerin orgiitsel kimlik algilarinin okula giiven
diizeyleri (Ugurlu & Arslan, 2015), igsel motivasyon (Argon & Ertiirk, 2013), orgiitsel baglilik (Sanlt & Arabaci, 2016),
orgiitsel adalet (Ertiirk, 2018) ve orgiitsel sosyallesme (Aminbeidokhti et al., 2017; Nazari, 2019) gibi degiskenlerle
pozitif yonlii anlamli bir iligki igerisinde oldugu ortaya konmustur. Ogretmenlerin olumlu bir érgiitsel kimlik algisina
sahip olmasi kendi potansiyellerini gelistirebilmeleri, egitim kurumlariin etkin igleyisi ve orgiitiin amacina ulagabilmesi
acisindan dnem tagimaktadir. Bunun aksine, olumsuz algiya sahip bireylerin motivasyonlar1 ve is performanslarinin
diisiik olabildigi bilinmektedir (Tutar, 2007).

Bununla baglantili olarak bir yetigkinin is hayatinda ve giinliik hayatinda yasadig1 pek ¢ok sorunun temelinde
cocukluk yasantilar1 oldugu vurgusu yapilmaktadir (Lee et al., 2018; Yu et al., 2020). Arastirmalar hem olumlu hem de
olumsuz deneyimlerin yasam boyunca beyin gelisimini ve sagligim sekillendirdigini gostermektedir (Lamb & Lerner,
2015; Shonkoff & Garner, 2012). Erken cocukluk doéneminde maruz kalinan olumsuz deneyimlerin, bireyleri
psikopatolojilere daha yatkin hale getirebildigi belirtilmis (Herman et al., 1997); bu deneyimler ileriki yillarda 6zellikle
kisilik bozukluklari, depresyon, antisosyal davranig bozukluklar1 ve madde kullanimu ile iliskilendirilmistir (Bernstein
et al., 1994; Brown & Anderson, 1991; Ertag, 2021; Giindiiz & Giindogmus, 2019; Young et al., 2017). Psikanalitik
kuramu ile g¢ocukluk yasantilarinin bireyin yetiskinlik hayata etkilerinin oldugunu iddia eden ilk ve onemli kisi
Sigmund Freud olmustur (Eryavuz, 2006). Freud kisilik aygiti kavramim gelistirmis, ayrica psikanaliz yontemi ile
bireyin ¢ocukluk yasantilar1 iizerinde durarak kisinin yasadigi olumsuzluklarin ortadan kaldirilmasimi amaglamistir
(Tuzcuoglu, 1995). Buna ek olarak yakin zamanlarda pozitif psikoloji alaninda gergeklestirilen caligmalarda bireylerin
olumsuz ¢ocukluk deneyimlerinden giiglenerek de ¢ikabilecegi ortaya konmustur (Jay, 2018).

Bireylerin erken c¢ocukluk donemi yasantilarinin uzun siireli etkileri iizerine yapilan ¢aligmalarda olumlu
cocukluk deneyimleri; ebeveyn-cocuk baglanmasi, olumlu ebeveynlik yasantilar1 (ebeveyn sicakligi, yanit verme ve
destek, vs.), aile sagligi ve olumlu arkadaslik iligkileri baglaminda agiklanmaktadir (Bethell et., 2019; Hillis et al., 2010).
Bu fenomenler ileriki yillarda bireysel farkliliklara dayali olarak kisinin zorluklarla ve stresle basa ¢ikabilmesine
yardimci olan ve zihinsel saghginin gelismesine katkida bulunan yasam deneyimlerini icermektedir (Skodol et al.,
2007). Olumlu ¢ocukluk deneyimi iizerine yapilan aragtirmalarda, bu deneyimlerin mutluluk ve yasam doyumu (Dogan
& Aydin, 2020), 6zsaygt ve mutluluk (Cheng & Furnham, 2004), fiziksel saglik (Chopik & Edelstein, 2019) ve
psikolojik saglik (Dogan & Yavuz, 2020) ile pozitif yonlii iliski igerisinde oldugu ortaya konmustur.

Okul 6ncesi 6gretmenleri ¢ocuklarin okul hayatina dair karsilastiklar ilk kigiler olmaktadir. Cocuklarin okul,
egitim, 0gretmen gibi kavramlara yonelik ilk algilarinin olugsmasinda okul 6ncesi 6gretmenlerinin 6nemli bir yeri oldugu
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sOylenebilmektedir. Bu nedenle okul dncesi dgretmenlerinin sahip olduklari olumlu ya da olumsuz orgiitsel kimlik
algilarinin ¢ocuklara sunduklar egitimin kalitesini etkileyebilecegi diistiniilmektedir. Dolayisiyla &gretmenlerin
orgiitsel kimlik algilarii agiga ¢ikarmayi ve gelistirmeyi hedefleyen calismalarin 6nem tasidigina inanilmaktadir.
Bununla baglantili olarak yukarida sunulan bilgiler baglaminda orgiitsel kimlik algisinin olumlu ¢ocukluk deneyimleri
ile iliskili olabilecegi diisiiniilmiistiir. ilgili literatiir incelendiginde 6gretmenlerin orgiitsel kimlik algis1 (Feather &
Rauter, 2004; Giimiis et al., 2012; Nagar, 2012; Olkkonen & Lipponen, 2006; Oplatka, 2009; Ozdemir, 2012; Sezgin,
2009; Van Dick et al., 2006) ve ¢ocukluk cagi olumlu yasantilar1 (Bingdl, 2018; Cheng & Furnham, 2004; Chopik &
Edelstein, 2019; Gilbert et al., 2008; Oliveira et al., 2016) hakkinda ulusal ve uluslararasi seviyede aragtirmalarin oldugu
gorlilmektedir. Ancak, okul dncesi 6gretmenleri agisindan Orgiitsel kimlik algis1 ve ¢cocukluk ¢agi olumlu yasantilarin
bir arada incelendigi bir aragtirmaya rastlanmamaigtir.

Mevcut aragtirmada okul 6ncesi 6gretmenlerinin ile cocukluk ¢agindaki olumlu yasantilari ile orgiitsel kimlik
algilar1 arasindaki iligkinin incelenmesi amaglanmistir. Bu amag ile yola ¢ikilan arastirmada asagidaki sorulara yanit
aranmigtir:

(1) Ogretmenlerin ¢ocukluk ¢ag1 olumlu yasantilar1 ve drgiitsel kimlik algilar1 demografik dzelliklere gore (yas,

Ogrenim diizeyi, ¢alisilan okul tiirii) farklilik gostermekte midir?

(2) Ogretmenlerin cocukluk ¢ag1 olumlu yasantilari ile drgiitsel kimlik algilari arasinda anlamli bir iliski var midir?

Yontem
Bu caligma, iligkisel tarama modelinde yiiriitiilmiis betimsel bir arastirmadir. Bu tip arastirmalarinda iki ya da daha fazla
sayidaki degiskenler arasinda beraber bir degisimin varliginin ya da derecesinin belirlenmesi amaglanmaktadir (Fraenkel
& Wallen, 2009; Karasar, 2014). Mevcut arastirmada okul 6ncesi 6gretmenlerinin gocukluk ¢agindaki olumlu yasantilari
ile orgiitsel kimlik algilar1 arasinda anlamli bir iligki olup olmadigi incelenmektedir.
Arastirma ve yayin etigine uyulmustur. Bu arastirma i¢in Istanbul Medeniyet Universitesi Egitim Bilimleri Etik
Kurulu’ndan etik onay alinmistir (Tarih: 07.06.2021, Say1: 2021/06-04).

Calisma Grubu

Arastirmanin ¢alisma grubunu 2020-2021 egitim 6gretim yilinda Tiirkiye’deki okul dncesi egitim kurumlarinda gorev
yapmakta olan 202 okul Oncesi dgretmeni olusturmaktadir. Aragtirma grubunu belirlenme agamasinda olasilik dist
ornekleme yontemlerinden olan uygun Ornekleme yontemi se¢ilmistir. Uygun 6rnekleme yontemi aragtirmaya hiz
kazandiran ve arastirmacilar i¢in veri toplama siirecini kolaylagtiran ve belirli 6zellikleri tagiyan katilimcilar ile
yapabilecekleri bir yontemdir (Balci, 2001; Kilig, 2013). Tablo 1’de katilime1 grubun demografik bilgileri icin frekans
ve yiizde dagilimina yer verilmistir.

Tablo 1. Demografik bilgiler

Ozellikler f %
20-25 24 11,9

26-30 43 21,3

Yas 31-35 33 16,3
36-40 55 27,2

41 ve usti 47 23,3
Toplam 202 100,0

On lisans 14 6,9

(")grenim Diizeyi Lisans 146 72,3
Lisanstistii 42 20,8
Toplam 202 100,0

Resmi Okul 140 69,3

Okul Tiirii Ozel Okul 62 30,7
Toplam 202 100,0

Veri Toplama Araclan
Bu arastirmaya ait veriler Cocukluk Cagi Olumlu Yasantilar Olgegi ve Orgiitsel Kimlik Algist Olgegi aracihigiyla
toplanmigtir.

Cocukluk Cag Olumlu Yasantilar Olgegi: Dogan ve Aydin (2020) tarafindan bireylerin olumlu cocukluk cagi
yasantilarim 6lgmek amaciyla gelistirilmistir. Olcek, tek boyutu olusturan 22 maddeden meydana gelmektedir. Olgek
maddelerinin faktor yiik degerleri .40 ve .86 arasinda yer almaktadir. Ayn1 zamanda 6l¢egin Cronbach Alpha i¢ tutarlilik
katsayis1 .96 ve bilesik giivenirlik kat sayis1 .97 olarak hesaplanmistir. Elde edilen sonuglara gére Cocukluk Cagi Olumlu
Yasantilar Olceginin yetiskin bireylerin cocukluk yasantilarini 6lgmek i¢in kullanilabilecek gegerli ve giivenilir bir lgek
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oldugu anlagilmistir. Mevcut aragtirma igin gerceklestirilen analiz sonuglarinda ise 6lgegin tamamina ait Cronbach alfa
degerinin .96 oldugu belirlenmistir.

Orgiitsel Kimlik Algis1 Olgegi: Tabak ve Boyaci (2019) tarafindan 6gretmenlerin rgiitsel kimlik algilarini belirlemek
amactyla gelistirilen 5°1i likert tipi bir 6lgektir. Orgiitsel Kimlik Algis1 Olgegi, 17 madde ve ii¢ boyuttan olusmaktadir.
Olgegin boyutlar1; Destek (8 madde), Aidiyet (4 madde) ve Iletisim (5 madde) olarak siralanmaktadir. Olgekteki
maddelerin faktdr yiik degerleri .56 ve .89 arasindadir. Olgekteki ii¢ alt boyut toplam varyansm %72.1%ini
aciklamaktadir. Orgiitsel Kimlik Algis1 Olgegi igin hesaplanan Cronbach Alpha katsayisi .94 tiir. Olgegin alt boyutlari
icin alpha katsayilar destek (.94), aidiyet (.80) ve iletisim (.80) olarak hesaplanmustir.

Mevcut aragtirma i¢in gerceklestirilen analiz sonuglarinda 6l¢egin tamamina ait Cronbach alfa degerinin .93
oldugu belirlenmistir. A¢imlayici faktor analizi sonuglarina gore Destek alt boyutunun toplam varyansin 51.07’sini,
Aidiyet alt boyutunun toplam varyansin 11.82’sini ve Iletisim alt boyutunun toplam varyansin 8.46’sin1 karsiladig
ortaya konmustur. Olgme aracindaki iki faktoriin birlikte agikladiklari toplam varyans ise 71.35 olarak hesaplanmustir.

Verilerin analizi

Arastirmadan elde edilen verilerin analizi SPSS 21.0 paket programi aracilifiyla yapilmistir. Verilerin, Cocukluk Cag1
Olumlu Yasantilar Olgegi toplam puanlari ile Orgiitsel Kimlik Algis1 Olgegi alt boyutlari ve toplam puanlari bazindaki
dagilimlarin normalligini test etmek amaciyla Kolmogrov Smirnov analizi ger¢eklestirilmistir. Analiz sonuglarina Tablo
2’de yer verilmistir.

Tablo 2. Verilerin dagilimina yonelik yapilan Kolmogorov-Smirnov testi sonuglari
Kolmogorov-Smirnov

istatistik sd P
Cocukluk Cagi Olumlu Yasantilar Toplam ,113 202 ,000
Orgiitsel Kimlik Algis1 Toplam ,079 202 ,004
Destek Alt Boyutu ,105 202 ,000
Aidiyet Alt Boyutu ,141 202 ,000
Iletisim Alt Boyutu ,149 202 ,000

Tablo 2’de goriildiigii iizere, gocukluk ¢agi olumlu yasantilar 6lgegi ve orgiitsel kimlik algisi1 6l¢eginden elde
edilen puanlarin normalligini smamak i¢in yapilan Kolmogorov-Smirnov testleri sonucunda, verilere ait dagilimin
normal olmadig1 bulunmustur (p<,05). Bu nedenle yapilan analizlerde parametrik olmayan iliski ve fark testlerinden
yararlanilmasina karar verilmistir. Her iki Ol¢ekten elde edilen puanlarin demografik ozelliklere gore farklilasip
farklilasmadiginin belirlenmesi amaciyla Mann Whitney-U ve Kruskal Wallis-H testleri uygulanmistir. Olgeklerden
alman puanlar arasindaki iligkinin anlamlilifinin  belirlenmesi amaciyla Spearman kolerasyon analizi
gergeklestirilmigtir.

Bulgular
Arastirmaya katilan 6gretmenlerin cocukluk ¢agi olumlu yasantilar puanlariin yas degiskenine gére anlamli bir farklilik
gosterip gostermedigini belirlemek amaciyla gergeklestirilen Kruskal Wallis-H testi sonuglarima Tablo 3’te yer
verilmistir.

Tablo 3. Ogretmenlerin gocukluk ¢agi olumlu yasantilarmin yas degiskenine gore farklilasma durumu

Yas Arahg N Xsira x2 sd p
20-25 24 111,77 9,189 4 057
26-30 43 92,84
y 31-35 33 90,68
C°°“k';‘;‘ fnatgl'a(r”“ml“ 36-40 55 93,46
sanfi 41 ve iistii 47 121,18
Toplam 202

Tablo 3’te goriildiigii gibi, gruplarin siralama ortalamalar arasindaki farkin istatistiksel olarak anlamli olmadig
bulunmustur (x*=9,189; p>,05). Arastirmaya katilan dgretmenlerin cocuklu ¢ag1 olumlu yasantilar puanlarinin $grenim
diizeyi degiskenine gore anlamli bir farklilik gosterip gostermedigini belirlemek amaciyla gergeklestirilen Kruskal
Wallis-H testi sonuglarina Tablo 4’te yer verilmistir.
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Tablo 4. C")gretmen!erin cocukluk ¢ag1 olumlu yasantilarinin 6grenim diizeyine gore farklilagma durumu

Ogrenim —
l;giizeyi N Xsira l sd P
On lisans 14 101,25 ,001 2 1,000
Cocukluk Cagi Lisans 146 101,48
Olumlu Yasantilar Lisansiistii 42 101,65
Toplam 202

Tablo 4’te gortildiigii gibi, gruplarin siralama ortalamalar1 arasindaki farkin istatistiksel olarak anlamli olmadig:
bulunmustur (x*=0,001; p>,05). Katilime1 6gretmenlerin ¢ocukluk ¢ag1 olumlu yasantilar puanlarinin galistiklari okul
tiirii degiskenine gore anlamli bir farklilik gosterip gdstermedigini belirlemek amaciyla gerceklestirilen Mann Whitney-
U testi sonuglarina Tablo 5’de yer verilmistir.

Tablo 5. Ogretmenlerin ¢ocukluk ¢agi olumlu yasantilarmin calistiklar1 okul tiiriine gore farklilasma durumu

Okul Tiirii N Xira Z sira U z P
i} Resmi 140 98,22 13751,00 3881,000 21,198 231
C"c“kl;‘;‘ fnifl‘a?l“m'“ Ozel 62 108,90 6752,00
: Toplam 202

Tablo 5°te gortildiigii gibi, gruplarin siralama ortalamalari arasindaki farkin istatistiksel olarak anlamli olmadig1
bulunmustur (U=3881,000; p>.05). Arastirmaya katilan Ogretmenlerin Orgiitsel kimlik algis1 puanlarmin yas
degiskenine gore anlamli bir farklilik gosterip gdstermedigini belirlemek amaciyla yapilan Kruskal Wallis-H testi
sonuglarina Tablo 6’da yer verilmistir.

Tablo 6. Ogretmenlerin drgiitsel kimlik algisi puanlarmnin yaga gore farklilasma durumu

Yas N Xsira x? sd p
20-25 24 96,52 10,028 4 ,040
26-30 43 99,71
31-35 33 80,02
Destek 36-40 55 101,20
41 ve istii 47 121,12
Toplam 202
20-25 24 113,19 8,435 4 077
26-30 43 108,26
31-35 33 76,42
Aidiyet 36-40 55 100,20
41 ve istii 47 108,48
Toplam 202
20-25 24 104,88 27,680 4 ,000*
26-30 43 96,29
o 31-35 33 64,24
Tletisim 36-40 55 99,67
41 ve istii 47 132,84
Toplam 202
20-25 24 103,42 16,531 4 ,002*
26-30 43 99,86
31-35 33 70,41
Orgiitsel Kimlik Algis1 Toplam 36-40 55 101,16
41 ve istii 47 124,24
Toplam 202

Tablo 6’ya gore arasgtirmaya katilan Ogretmenlerin orgiitsel kimlik algist puanlarmin iletisim alt boyutu
(x’=27,680; p<.05) ve orgiitsel kimlik algis1 toplam puaninda (x’=16,531; p<.05) yas degiskenine gore farklilik
gosterdigi tespit edilmistir. Bulunan anlamli farkliligin hangi yas gruplar arasinda oldugunu belirlemek amaciyla Mann
Whitney-U testi uygulanmis ve elde edilen sonuglar Tablo 7’°de sunulmustur.
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Tablo 7. Ogretmenlerin Orgiitsel Kimlik Algis1 Olgegi iletisim Alt Boyutu ve toplam puanlarmin yas degiskenine
gore farklilagma durumu

Yas N Xsira Z sira U z p
20-25 24 35,88 861,00 471,000 -,591 ,554
26-30 43 32,95 1417,00

Toplam 67
20-25 24 36,75 882,00 210,000 -3,028 ,002*
31-35 33 23,36 771,00
Toplam 57
20-25 24 41,38 993,00 627,000 -,354 ,723
36-40 55 39,40 2167,00
Toplam 79
20-25 24 28,38 681,00 381,000 -2,260 ,024
41 ve lizeri 47 39,89 1875,00
Toplam 71
26-30 43 44,05 1894,00 471,000 -2,509 ,012
31-35 33 31,27 1032,00
iletisim Toplam 76
26-30 43 48,71 2094,50 1148,500 -,245 ,807
36-40 55 50,12 2756,50
Toplam 98
26-30 43 36,58 1573,00 627,000 -3,132 ,002%*
41 ve tizeri 47 53,66 2522,00
Toplam 90
31-35 33 34,70 1145,00 584,000 -2,812 ,005*
36-40 55 50,38 2771,00
Toplam 88
31-35 33 25,91 855,00 294,000 -4,748 ,000%*
41 ve tizeri 47 50,74 2385,00
Toplam 80
36-40 55 43,77 2407,50 867,500 -2,884 ,004*
41 ve tizeri 47 60,54 2845,50
Toplam 102
20-25 24 34,58 830,00 502,000 -,183 ,855
26-30 43 33,67 1448,00
Toplam 67
20-25 24 34,90 837,50 254,500 -2,290 ,022
31-35 33 24,71 815,50
Toplam 57
20-25 24 40,35 968,50 651,500 -,091 928
36-40 55 39,85 2191,50
Toplam 79
20-25 24 31,08 746,00 446,000 -1,436 ,151
41 ve lizeri 47 38,51 1810,00
Toplam 71
26-30 43 43,77 1882,00 483,000 -2,376 ,018
31-35 33 31,64 1044,00
Orgiitsel Kimlik Toplam 76
Algis1 Toplam 26-30 43 49,20 2115,50 1169,500 -,093 926
36-40 55 49,74 2735,50
Toplam 98
26-30 43 39,22 1686,50 740,500 -2,183 ,029
41 ve tizeri 47 51,24 2408,50
Toplam 90
31-35 33 36,38 1200,50 639,500 -2,312 ,021
36-40 55 49,37 2715,50
Toplam 88
31-35 33 28,68 946,50 385,500 -3,815 ,000*
41 ve tizeri 47 48,80 2293,50
Toplam 80
36-40 55 46,21 2541,50 1001,500 -1,955 ,051
41 ve tizeri 47 57,69 2711,50
Toplam 102
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Tablo 7°de aragtirmaya katilan dgretmenlerin iletisim alt boyutu puanlarma gore 20-25 ve 31-35 yas gruplar
arasinda (U=210,000; p<.05), 26-30 ve 41 ve iizeri yas gruplan arasinda (U=627,000; p<.05), 31-35 ve 36-40 yas
gruplar arasinda (U=584,000; p<.05), 31-35 ve 41 ve lizeri yas gruplar arasinda (U=294,000, p<.05), 36-40 ve 41 ve
iizeri yas gruplar arasinda (U=867,500; p<.05) anlaml farkliliklar oldugu goriilmektedir. Farklilik tespit edilen tiim
yas gruplar1 20-25 ve 31-35 yas grubu haricinde farkliligin daha biiyiik yas grubunun lehine oldugu tespit edilmistir.
Ogretmenlerin rgiitsel kimlik algis1 toplam puanlarina gére ise 31-35 ve 41 ve iizeri yas gruplar arasinda (U=385,500;
p<.05) anlaml bir farklilik oldugu goriilebilmektedir. Farkliligin daha biiyiik yas grubu lehine oldugu tespit edilmistir.

Arastirmaya katilan 6gretmenlerin orgiitsel kimlik algist 6lcegi puanlarinin 6grenim diizeyi degiskenine gore
anlamli bir farklilik gosterip gostermedigini belirlemek amaciyla gerceklestirilen Kruskal Wallis-H testi sonuglarina
Tablo 8’de yer verilmistir.

Tablo 8. Ogretmenlerin Orgiitsel Kimlik Algis1 Olgegi Puanlarinin dgrenim diizeyi degiskenine gore farklilasma

durumu
Ogrenim Diizeyi N Xgira x? sd p
On lisans 14 136,25 5,426 2 ,066
Lisans 146 99,54
Destek Lisansiistii ) 96,71
Toplam 202
On lisans 14 156,43 13,675 2 ,001*
Lisans 146 96,44
Aidiyet Lisansiistii 42 100,79
Toplam 202
On lisans 14 126,36 2,952 2 ,229
fletisim .Lisalfs ) 146 98,62
Lisansiistii 42 103,21
Toplam 202
On lisans 14 138,68 6,228 2 ,044
Lisans 146 97,89
Orgiitsel Kimlik Algis1 Toplam Lisansiistii 42 101,67
Toplam 202

Tablo 8’e gore, arastirmaya katilan Ogretmenlerin Aidiyet alt boyutu (x’=13,675; p<.05) puanlarinin
ogretmenlerin 6grenim diizeylerine gore anlamli olarak farklilastig1 goriilmektedir. Belirlenen anlamli farkliligin hangi
gruplardan kaynaklandigini belirlemek i¢in yapilan Mann Whitney-U testi sonuglar1 Tablo 9’da sunulmustur.

Tablo 9. Ogretmenlerin Orgiitsel Kimlik Algis1 Olgegi Aidiyet Alt Boyutu puanlarmin 6grenim diizeyleri degiskenine
gore farklilagma durumu

Ogrenim Diizeyi N Xsira Z sira U z p
On lisans 14 124,29 1740,00 409,000 -3,732 ,000*
Lisans 146 76,30 11140,00
Toplam 160
On lisans 14 39,64 555,00 138,000 -2,997 ,003*
Aidiyet Lisansiistii 42 24,79 1041,00
Toplam 56
Lisans 146 93,64 13671,00 2940,000 -,408 ,683
Lisansiistii 42 97,50 4095,00
Toplam 188

Tablo 9’da arastirmaya katilan 6gretmenlerin orgiitsel kimlik algis1 puanlarinin Aidiyet alt boyutunda 6n lisans
ile lisans arasinda on lisans grubu lehine (U=409,000; p<.05) ve 6n lisans ile lisansiistii arasinda 6n lisans lehine
(U=138,000, p<.05) anlaml1 farkliliklar oldugu goriilmektedir.

Arastirmaya katilan 6gretmenlerin orgiitsel kimlik algis1 puanlarinin ¢alistiklar1 okul tiiri degiskenine gore
anlamli bir farklilik gosterip gostermedigini belirlemek amaciyla gerceklestirilen Mann Whitney-U testi sonuglarina
Tablo 10°da yer verilmistir.
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Tablo 10. Ogretmenlerin Orgiitsel Kimlik Algis1 Olgegi Puanlarinin ¢alistiklar: okul tiirii degiskenine gére farklilasma

durumu
Okul Tiirii N Xgira Z sira U z P
Resmi 140 100,39 14055,00 4185,000 -,406 ,685
Destek Ozel 62 104,00 6448,00
Toplam 202
Resmi 140 94,26 13196,00 3326,000 -2,667 ,008*
Aidiyet Ozel 62 117,85 7307,00
Toplam 202
Resmi 140 100,99 14139,00 4269,000 -,186 ,852
iletisim Ozel 62 102,65 6364,00
Toplam 202
Orgiitsel Kimlik Resmi 140 98,98 13856,50 3986,500 -,923 ,356
Algist Toplam Ozel 62 107,20 6646,50
Toplam 202

Tablo 10’a gore, aragtirmaya katilan 6gretmenlerin orgiitsel kimlik algis1 6lgegi alt boyutlarindan olan Aidiyet
puanlarinin (U=3326,000; p<.05) O6gretmenlerin g¢aligtiklart okul tiirline gore anlamli olarak farklilastigi tespit
edilmistir. Aidiyet alt boyutunda farkliligin 6zel okullarda ¢aligsan 6gretmenler lehine gergeklestigi goriilmiistiir.

Aragtirmaya katilan dgretmenlerin Cocukluk Cagi Olumlu Yagantilar Olgegi ve Orgiitsel Kimlik Algist Olgegi
toplam puanlarn arasinda anlamli bir iliski bulunup bulunmadigim belirlemek amaciyla Spearman analizi
gergeklestirilmis ve analiz sonuglarina Tablo 11°de yer verilmistir.

Tablo 11. Cocukluk Cag1 Olumlu Yasantilar ile Orgiitsel Kimlik Algis1 Olgegi puanlari arasindaki iligkiler icin
yapilan Spearman analizi sonuglari
Degiskenler N r p

Cocukluk Cagi Olumlu Yasantilar

Orgiitsel Kimlik Algisi 202 ,335 ,000%

Tablo 11°de goriildugii tizere, cocukluk ¢ag1 olumlu yasantilar ve orgiitsel kimlik algis1 puanlari arasinda pozitif
yonde ve orta diizeyde anlaml bir iliski saptanmistir (#=,335, p<,001). Tabloda yer alan korelasyon katsayisina gore
degiskenlerin birbirleri {izerinde agikladiklar1 varyans %11°dir.

Sonug¢ ve Tartisma

Bu arastirmada, okul 6ncesi 6gretmenlerinin ¢ocukluk ¢agindaki olumlu yasantilar ile 6rgiitsel kimlik algilar1 arasindaki
iligki nicel bir yaklasimla incelenmistir. Bu bdliimde, elde edilen bulgular tartisilarak uygulayicilara ve politika
yapicilara yonelik onerilerde bulunulmustur. Arastirmadan elde edilen temel sonuca gore, okul 6ncesi 6gretmenlerinin
cocukluk ¢ag1 olumlu yasantilar puanlar arttik¢a orgiitsel kimlik algisi puanlar1 da anlamh sekilde artmaktadir.

Arastirmadan elde edilen bulgulara gore, cocukluk ¢agi olumlu yasantilar 6l¢egi puanlar1 6gretmenlerin yasi,
ogrenim diizeyi ve c¢alistiklar1 okul tiiriine gore anlamli bir farklilik olusturmamaktadir. Literatiirde, cocukluk ¢agi
yasantilarmin yukarida sayilan degiskenlere gore farklilagma durumunu incelemis herhangi bir c¢alismaya
rastlanmamistir. Cocukluk c¢ag1 yasantilari, bireyin ge¢mis deneyimlerini igerdiginden yasa gore degiskenlik
gostermemesi beklenilen bir sonug olarak degerlendirilebilir. Ancak, psikoloji literatiiriinde otobiyografik ani olarak
belirtilen ve olaylarin birebir essiz kayitlarindan ziyade yasantilarin bilis ile inga edilmesini i¢eren bir hiyerarsik yapi
bulunmaktadir (Conway & Pleydell-Pearce, 2000; McAdams, 1993). Buna gore, bireyler anilar1 hatirlama esnasinda
ilgili anilar1 yeniden insa edebilmektedir. Bu insa siirecinde ise kisi belli bir duygu durumu igerisindeyken o duyguya
benzerlik gosteren duygular1 daha iyi hatirlayabilmektedir (Bower, 1992). Bu noktada bireyin yas1 ve deneyimlerinin
cocukluk cagi yasantilarin1 olumlu ya da olumsuz olarak hatirlamasimi etkileyebilecegi diisliniilmektedir. Nitekim bu
durumun mevcut arasgtirma igin bir smirhlik olusturabilecegi de diisiiniilebilir. Ogrenim diizeyi agisindan
degerlendirildiginde Zengin (2018) tarafindan gerceklestirilen olgu bilim arastirmasinda bilim insanlarinin gocukluk
yasantilar1 ve bilimsel kariyer siirecleri incelenmis; bilim insanlarinin gocukluk ¢aginda arkadasglik iliskilerinde basarili
olma ve onlarla vakit gecirmeyi sevme Ozelliklerinin 6n plana ¢iktig1 belirlenmistir. Olumlu arkadaslik iligkileri
cocukluk cagi olumlu yasantilarindan birini olusturmaktadir (Bethell et al., 2019; Hillis et al., 2010). Mevcut arastirma
okul 6ncesi 6gretmenleri ile sinirli tutuldugundan, 6grenim diizeyinin olumlu ¢ocukluk yasantilari ile bir iligki i¢erisinde
olabilecegi goz oniinde bulundurulmalidir. Okul tiirii degiskeni agisindan incelendiginde, mevcut arastirmaya katilan
ogretmenlerin okul tiirli tercihleri derinlemesine incelenmedigi i¢in bu konuda simirli yorumlamalarda bulunulabilecegi
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diisiiniilmektedir. Nitekim, giinlimiizde devlet ya da 6zel bir egitim kurumunda istihdam edilmis olma kisinin tercihi
dogrultusunda gelisebilecegi gibi yasanilan sehir, medeni durum, mesleki deneyim ve yas gibi faktorlerden de
etkilenebilmektedir. Bu noktada, ¢aligilan kurum tiirii ile gocukluk ¢agi olumlu yasantilar1 arasindaki iligkilerin daha
derinlemesine incelenmesi gerektigi sdylenebilir.

Ogretmenlerin drgiitsel kimlik algisi puanlari ile yas degiskeni arasinda yapilan analiz sonuglarina gore iletisim
alt boyutu ve orgiitsel kimlik algis1 toplam puanlar1 arasinda anlaml farkliliklar tespit edilmistir. Farklilik tespit edilen
yas gruplarinda, anlamli farkliligin biiyiik yas grubu 6gretmenlerin lehine oldugu goriilmiistiir. Yapilan arastirmalarda
ogretmenlerin Orgilitsel kimlik algilarinin yas degiskenine gore benzer bulgulara ulasildigi goriilmektedir (Argon &
Ertiirk, 2013; Ertiirk, 2018). Geng 6gretmenlerin meslegin heniiz basinda olmalarindan kaynakli 6rgiitsel kimligi hentiiz
igsellestirememis olabilecekleri, ¢esitli uyum ve iletisim sorunlari yasiyor olabilecekleri ya da kurum ve i arkadaglar
ile hentiz giiclii bir bag gelistirememis olabilecekleri diisiiniilmektedir.

Orgiitsel kimlik algis1 puanlari ile 8grenim diizeyi arasinda yapilan analiz sonucuna gére, Aidiyet alt boyutu
puanlar1 arasinda anlaml farkliliklar oldugu ve bu farkliligin 6n lisans mezunu 6gretmenler lehine oldugu tespit
edilmistir. On lisans mezunu dgretmenlerin drgiitsel kimlik algilarmin hem lisans hem de lisansiistii egitim mezunu
ogretmenlerden anlamli olarak daha yiiksek oldugu goriilmiistiir. Ogretmenlik meslegine yeni baslayan 6gretmenlerin
birgogu lisans mezunu olmasina ragmen, 6grenim diizeyleri hala 6n lisans olan 6gretmenlerin de gorevlerine devam
ettigi bilinmektedir. Agiroglu-Bakir (2013) tarafindan gergeklestirilen bir ¢alismada benzer sonuglara ulagilmis olup, 6n
lisans mezunu dgretmenlerin meslekte daha uzun siire ge¢irmis olmalarindan dolayi biirokratik sosyallesme diizeylerinin
daha yiiksek olabildigi belirtilmistir. Buna ek olarak, lisans ve lisansiistii egitim mezunu 6gretmenlerin daha yiiksek
beklenti ve farkindaliga sahip olabilecekleri ve bu nedenle ilgili puanlarinin daha diisiik ¢ikmis olabilecegi
diistiniilmektedir.

Orgiitsel kimlik algis1 puanlari ile ¢aligilan okul tiirii arasinda yapilan analiz sonuglarina gére, dzel okullarda
calisan Ogretmenlerin resmi okullarda calisan Ggretmenlere gore orgiitsel kimlik algis1 Aidiyet boyutu puanlarmin
anlamli olarak daha yiiksek oldugu belirlenmistir. Orgiitsel kimlige duyulan gereksinimin temel nedenlerinden biri 6rgiit
igerisinde ¢alisan bireylerin orgiitle biitiinlesmelerini saglamak ve bunun yani sira drgiitii ¢alisanlardan bagimsiz duruma
getirerek kendisi ile diger oOrgiitler arasinda fark yaratabilmektir (Sanli & Arabaci, 2016). Dolayisiyla, 6zel egitim
kurumlarinda ¢aligan 6gretmenlerin kendilerini diger 6gretmenlerden ayiran ve farklilastiran bir kimlik algisina sahip
olmalar1 beklenen bir sonug olarak degerlendirilebilmektedir.

Arastirma sonucunda, okul 6ncesi dgretmenlerinin ¢ocukluk ¢agi olumlu yasantilar1 ve orgiitsel kimlik algilari
arasinda orta derecede, pozitif ve anlamli bir iliski oldugu sonucuna varilmistir. Diger bir ifade ile, 6gretmenlerin
cocukluk ¢agi olumlu yasantilar arttik¢a orgiitsel kimlik algilar1 da anlamli sekilde artmaktadir. Cocukluk déneminde
deneyimlenen olumlu ya da olumsuz yasantilarin yetiskinlik donemindeki yasam doyumu ve baglanma ile anlaml
olarak iligkili oldugu (Hughes et al., 2016; Sanderman & Sprangers, 2009) ve olumsuz ¢ocukluk yasantilarinin gerek is
yasami gerekse sosyal yasamda gesitli sorunlara neden olabildigi belirtilmektedir (Yu et al., 2020). Bunlarla birlikte,
kisinin orgiitsel kimlik algist orgiit ile 6zdeslesmesine hem biligsel hem de duygusal olarak temel olusturmaktadir.
Bireyler, orgiitsel kimlikleri ile duygusal olarak 6zdeslestiklerinde kendi orgiitsel kimliklerini destekleyen konularda
eyleme gegme istegi igerisinde olmaktadirlar (Dutton et al., 1994). Bu noktada bireylerin 6rgiitsel kimlik algis1 duygusal
baglamanin bir pargasidir ve orgiit liyelerinin birbirlerine olan bagliliklar1 etkilemektedir (Walter & Bruch, 2008).
Ozellikle egitim kurumlarinda, 6gretmenlerin kurum ici etkili iletisimleri ve is birligi becerileri 6rgiitsel isleyis agisindan
onem tagimaktadir (Harris, 2005). Cocukluk ¢agindaki olumlu yasantilarin bireylerin duygusal bagliliklar1 ve yasam
doyumlar1 ile iliskisi goéz oniinde bulunduruldugunda; &gretmenlerin Orgiitsel kimlik algilarinin olumlu yoénde
gelistirilebilmesinin oldukg¢a 6nemli oldugu sonucuna varilmaktadir.

Bu arastirma, okul 6ncesi 6gretmenlerinin ¢ocukluk ¢agindaki olumlu yagantilarinin orgiitsel kimlik algilari ile
pozitif yonlii iligkisi oldugunu ortaya koymaktadir. Arastirma sonuglarindan yola ¢ikarak aragtirmacilara ve egitimcilere
su Onerilerde bulunulabilir:

e Ogretmenlerin olumlu gocukluk yasantilar1 ve orgiitsel kimlik algilari arasindaki iliskilerin belirlenmesine
doniik yapilan bu c¢alisma nicel bir ¢alisma olup, ¢ikan sonuglarin altinda yatan sebeplerin daha iyi
anlagilabilmesi adina derinlemesine veri analizini igeren nitel ¢aligmalar gerceklestirilebilir.

e Buaragtirmada, ¢ocukluk ¢agi olumlu yasantilarinin 6rgiitsel kimlik algisi tizerindeki belirleyici etkisi verilerin
normal dagilim gdstermemesi nedeniyle incelenememistir. Ileriki calismalarda iki degisken arasindaki
aciklayici iligkiler incelenebilir.

e Ogretmenlerin orgiitsel kimlik algilar1 kapsaminda kurumlarma olan aidiyetlerini ve iletisim becerilerini
artirmak i¢in projeler ve sosyal etkinlikler diizenlenebilir.

e Nihai olarak, olumlu ¢ocukluk yasantilarinin yetiskinlik donemi {izerindeki farkl: etkileri arastirilarak ¢cocukluk
déneminin 6nemine isaret eden farkindalik ve bilgi paylagimi iceren egitimler gergeklestirilebilir.
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Arastirmacilarin Katki Orani

Yazarlar ¢calismaya esit oranda katki sunmuslardir.

Destek ve Tesekkiir

Yazarlar ¢alisma i¢in herhangi bir finansal destek almamislardir.

Cikar Catismasi

Yazarlar ¢calismada herhangi bir ¢ikar ¢atigmasinin bulunmadigini beyan etmislerdir.
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