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Degerli okurlarimiz,

Yogun bir ¢alisma siirecinin ardindan Pamukkale Universitesi Egitim Fakiiltesi dergisi olarak dergimizin 59.
sayisl ile sizlerle birlikteyiz. Bu sayimizda glincel arastirma konularini iceren 18’i arastirma makalesi, 2
tanesi sistematik derleme calismasi olmak lizere 20 makale sunuyoruz. Makalelerin titizlikle incelenmesine
katki veren dergi ekibimize, hakemlerimize ve degerli calismalarini bizimle paylasan yazarlarimiza tesekkr
ediyoruz.

Editor ekibimiz ile birlikte gérevimizi en iyi sekilde yapmayi ve siz okurlarimizi nitelikli yazilarla bulusturmayi
hedefliyoruz. Bundan sonraki siirecte desteklerini bizden esirgemeyecek olan tiim yoneticilerimize, dergi
ekibimize, yazarlarimiza ve hakemlerimize simdiden tesekkiir eder,

Keyifli ve esinlenici okumalar dileriz.

Dear readers,

Following a busy schedule, we are honored to present you the 59" issue of Pamukkale University Journal
of Education. In this issue, we include 20 articles covering current research topics, that is, 18 research
articles and 2 systematic review studies. We would like to thank our journal team, reviewers who
contributed to the meticulous review of the articles, and also to the authors who shared their valuable
articles with us.

We aim to fulfill our responsibilities as the editorial team of our journal in the best way and to bring our
readers quality articles. We would like to thank all our managers, journal team, writers and reviewers who
will support us in the future, and we wish you pleasant and inspiring reading.

Editor / Editor
Dr. Caglar Naci HIDIROGLU
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Arastirma Makalesi

Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 59: 1-24 [2023]
https://doi.org/10.9779.pauefd. 1053832

Nedenleri Sonuclar1 ve Coziim Onerileri Baglaminda Akran Zorbahg:: Bir Olgubilim
Calismasi

Soner DOGAN' ve Osman KELES?
oGelis Tarihi: 05.01.2022 eKabul Tarihi: 21.10.2022 e Yaywn Tarihi: 05.09.2023

Oz

Bu caligsma, ilkokul kademesinde akran zorbaligini, hangi zorbalik tiiriiniin yaygin oldugunu, egitim
faaliyetlerine yansimasi ve zorbaligin Onlenmesine iligkin diisiinceleri Ogretmenlerin okul
yasantilarina dayali betimlemeyi amacglamaktadir. Arastirma nitel arastirma yontemlerinden olgubilim
(fenomenoloji) desenine gore yapilandirilmistir. Arastirmanin g¢alisma grubu Olgiit 6rnekleme
yontemiyle belirlenmistir. Caligma grubu, Tokat ili Turhal ilgesinde bulunan bir ilkokulda gérev yapan
10 ogretmenden olugmustur. Arastirmanin verileri yiiz yiize gerceklestirilen derinlemesine
goriismelerden elde edilmis, veri toplama araci olarak arastirmacilar tarafindan gelistirilen yari
yapilandirilmig goriisme formu kullanilmistir. Veriler icerik analizi ile ¢oziimlenmistir. Arastirma
sonucunda, akran zorbaliginin okullarda 6ncelikli ¢éziim gerektiren bir soruna doniistiigii, zorbaligin
olumsuz yansidigi tespit edilmistir. Akran zorbaliginin ¢oziimiinde Oncelikli olarak okul-aile
igbirliginin énemi ve her okula ihtiyac1 oraninda psikolojik danisma ve rehber 6gretmen atamasi
yapilmasinin gerekliligi vurgulanmstir.

Anahtar Sozciikler: zorbalik, akran zorbalig1, sozel siddet, fiziki siddet, psikolojik siddet

'Prof. Dr., Sivas Cumhuriyet Universitesi, ORCID ID: 0000-0003-2013-3348, snr312@gmail.com

2Simf Ogretmeni, Milli Egitim Bakanhgi, Cevlikler ilkokulu, ORCID ID: 0000-0003-4835-6308,

osmankeles1946(@gmail.com

Atf:

Dogan, S. ve Keles, O. (2022). Nedenleri sonuglar1 ve ¢6ziim 6nerileri baglaminda akran zorbaligi: Bir olgubilim
caligmasi. Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 59, 1-24.
https://doi.org/10.9779.pauefd. 1053832
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Okul, 6grenme etkinliklerinin 6grenmeyi etkili kilacak bir sistematige bagli olarak
planlandig1, agik sistem Ozelligiyle de kendini siirekli doniistiiren dinamik bir yapidir.
Cevresini ve g¢evrenin ihtiyaglarina gore kendini doniistiirebilme yetenegine sahip okul
kurumu, istendik yonde davranislarin gelistirilmeye ¢alisildigi bir 6rgiit olarak tanimlanabilir
(Ertiirk, 1998). Tanim igerisindeki istendik kavrami, egitim ve okulun islevi baglaminda,
egitim felsefesinin temel tartisma konularinin basinda yer almaktadir. Oyle ki okullarm
kimlerin belirledigi hedeflere yonelecegi ve nasil bir insan yetistirmesi gerektigine yonelik
tercihi, egitim felsefesinin yaninda disiplinler aras1 degerlendirmeler gerektirir. Iktisadi,
sosyal ve ideolojik baglamin egitim ve okulun hedeflerinde belirleyici bir 6neme sahip oldugu
sOylenebilir. Spring (1991) okulun bizzat varliginin, 6zel bir politika ve ekonomik ideoloji
tarafindan kullanilmasina izin verdigini savunurken Baker (1995) okulun amacinin, bireylerin
insan sermayesi anlayisiyla bir yatirim aracina doniistiiriilmesi oldugunu ifade etmektedir. Bu
baglamda Illich (2018) okulu, 6grenciler i¢in bigilen 6zel rollerin 6gretildigi yer olarak
tanimlamastir.

Okulun tartigmalar yaratan islevinin yaninda toplumsal kurallarin benimsetildigi ve
olumsuz davranislar olarak nitelenen durumlarin diizeltilmesine yonelik politikalarin
gelistirildigi bir alan oldugu da sdylenebilir. Daha ¢ok ¢evresel nedenlerle okul yasantilarina
olumsuz yansiyan sorunlarin basinda siddet igerikli davranislar gelmektedir. Birinin canini
acitma, onu yaralama ya da can ve mal gilivenligini tehdit edecek bigcimde giic kullanma
(Ozerkmen ve Gélbasi, 2010) gibi farkli bigimlerde kendini gdsteren siddet olgusunu Ayan
(2006), biyolojik oOzelliklerin yaninda kiiltiir ve aile yasantilariyla iligkilendirir. Siddetin
toplumda yayginlagmasinda ise basta toplumun siddet olaylarina verdigi tepki olmak iizere
yasal diizenlemelerin, sosyal iletisim aglarinin ve adalet duygusuna olan giivensizligin etkili
oldugu diisiiniilmektedir. Zira siddete maruz kalan ve izleyenlerin siddete kars1 gerekli tepkiyi
vermemelerinin ya da hukuk kurallarinin disinda ¢oziim arayislarinin, toplumsal siddetin
yayginlagsmasinda etkili oldugu degerlendirilmektedir. Ergil (2001) siddetin yasam bigimi
olarak benimsendigi durumlarda bir sorun ¢ézme yontemine doniisebildigini ifade etmistir.
Siddetin toplumda normallesmesinin, saldirgan davraniglarin gézlem yoluyla cocuklar
arasinda yayginlasmasiyla iliskili oldugu diisiiniilmektedir. Arabaci, Ozgiir ve Y6riikoglu nun
(2011) arastirmasinda, babanin issiz oldugu ailelerde, yasanan stres ortaminda babanin
siklikla siddete basvurmasinin c¢ocuk tarafindan Ogrenilen bir davranisa doniistiigi
saptanmistir. Toplumsal siddetin dongiisel bir siire¢ olarak birey ve toplumun birbirini
karsilikli olarak etkilemesinden bahseden Hirschberger (2018), siddetin nedeni olarak ¢ocuk
yetistirmeye bagli ihmal ve istismar1 O6ne ¢ikarirken, Bandura (1977; akt. Altintas, Giilec,
Topaloglu ve Unsal, 2012) siddetin; taklit yoluyla 6grenilebilecegi gibi ge¢miste olusmus
saldirgan tutumlarin yansimasi olarak da ortaya ¢ikabilecegini belirtmistir.

Siddetin okullarda yayginlagsmasi ise toplumsal iligkilerin yansimasi olarak goriilebilir.
Toplumun kiiglik bir birimi olan okulun gelecegin sosyal/toplumsal iligkilerinin
belirlenmesindeki rolii, okullarda siddete yonelik acil Onlemlerin alinmasini gerektirir.
Okullar bu noktada siddetin iiretildigi alanlarin diginda kalmanin 6tesinde, siddetin yarattig1
her tirli baski ve korku ortamimin Oniine gecebilmelidir. Okulun siddetin bir parcasi
olmasinin énlenmesine yonelik gereklilik, glinlimiizde okul siddetinin bag aktorii durumunda
olan akran zorbalig: ile ilgili ¢6ziim arayislarini ve 6nleyici politikalar gelistirilmesini zorunlu
kilmaktadir.

Okullarda meydana gelen akran zorbaligina iliskin davranis bi¢imlerinin son yillarda
artarak devam ettigi yoniindeki bulgular (Ciftci ve Ozkan 2010; Celen vd., 2020; Demirbag
ve Sari, 2019), soruna yonelik yerel ve ulusal politikalarin gelistirilmesi ihtiyacin1 6ne
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cikarmaktadir. Zorbalik; Giirhan (2017) tarafindan gii¢ iliskisi baglaminda degerlendirilerek;
daha gii¢lii olanin/olanlarin daha az giicii olanlara kars1 fiziksel, zihinsel, sosyal ya da
psikolojik zarar verme eylemi seklinde tarif edilmistir. Dolayisiyla siddetin ya da bir
saldirganlik big¢iminin zorbalik olarak nitelendirilmesinde gii¢ dengesizligi 6nemli bir
etkendir. Akran zorbaligin1 Olweus, (2005) bir 6grencinin, digerlerini devamli olarak rahatsiz
etmesi ve bu baskiya ugrayanlarin (kurban) kendilerini savunacak yeterliliginin olmamasi,
Furniss, (2000) bir 68renci veya grubun diger 6grenci veya grup tarafindan siirekli ve kasith
olarak baski altinda tutulmasi, Smith ve Sharp, (1994) giiciin olumsuz kullanimina bagli,
bilingli sekilde digerlerine (kurban) olumsuz duygular yasatmak olarak tarif etmistir. Bridge,
(2003) akran zorbalig1 sistematiginin, diizenli veya aralikli olarak digerlerine rahatsizlik
verecek ve huzuru kaciracak sekilde isledigini ifade eder. Tanmimlamalardan akran
zorbaliginin, daha gii¢siiz olanlara yonelik siirekli ve kasitll bir gii¢ gosterisi bi¢ciminde
sekillendigi goriilmektedir.

Arastirmacilar zorbalik tiirlerini ele alirken oncelikli olarak fiziksel zorbalik (dévme,
vurma, itme, tekme atma vb.) tizerinde durmuslardir (Gokler, 2009). Alay etme, hakaret etme,
isim takma bigiminde ortaya ¢ikan durum ise sozel zorbalik olarak nitelendirilir (Crick, Casas
ve Nelson, 2002). Kanada Halk Sagligi Bakanligi’nin (1998) siniflandirmasina gore bir diger
zorba davranis bigimi sosyal yalitim olarak degerlendirilmistir. Siniflamaya gore; dedikodu
yayma, utandirma, hakkinda sdylenti yayma, gruptan dislama gibi davranislar zorba
davranislarin sosyal yalitim boyutunu olusturmaktadir.

Zorbaligin ortaya c¢ikis nedenlerini ¢ocugun aile yasantilari, cinsiyet, yas,
sosyoekonomik durumla iliskilendiren Keskin (2010) aile i¢i iligkilerin zayif, ilginin az
oldugu ailelerde saldirganlik davranislarinin artabildigini savunmaktadir. Palanci ve Simsek
(2014) ise akran grup normlart ve cesaretlendirmesinin zorbalig1 destekleyebildigini ve
kurbanlarin gii¢ esitsizligine yonelik boyun egme davranisi sergilediklerini belirtmistir.
Vandebosch ve Van Cleemput (2008) eglenmek, keyifli vakit ge¢cirmek ya da korkutma amagl
zorbaliktan bahsederken, Kiipeli (2020) 6grencilerin kendilerini giigsiiz gorerek korku ve
yalnizlik duygulariyla bir gruba ait olma diisiincesinin akran zorbaligina neden olabildigini
belirtmistir. Alkaya ve Avsar (2018) bireyin sosyallesme siirecinde yasadigi iletisim
sorunlarini, Greenwood ve Martin (2000) ise sinif ortamina dikkat ¢ekerek 6gretmenlerin sik
stk degismesi ve 6gretmenin davranislarla ilgili beklentileri yeterince aktaramamasini akran
zorbaliginin nedenleri olarak belirtir. Dolayisiyla akran zorbaliginin kimi zaman okul iklimi
ve 0gretmenlerin sinif yonetimi anlayisinin sonucu olarak da ortaya ¢iktig1r goriilmektedir.
Smif yonetim anlayisinin akran zorbaligiyla iliskisini inceleyen Yasar ve Yurtal (2018)
yonetim yaklagimlarina gore akran zorbaliginin yasanma sikliginin en az oldugu anlayisin
Takdir Edilen Siif Y6netimi, en sik olanin ise Basibos ve Aldirmaz Sinif Y6netimi oldugunu
ifade etmistir.

Smifta yasanan herhangi bir siddet olaymin zorbalikla iligkisini kurabilmek
ogretmenleri zorlarken akran zorbaliginin aktorlerine ait belirgin 6zellikleri tanimlamak bu
stireci kolaylastirabilir. Bu baglamda akran zorbaligi aktorlerinin (zorba, magdur/kurban,
izleyici) genel 6zelliklerine iliskin nitelemeler yapilarak, zorbalik yapan ve zorbaliga maruz
kalan Ogrenciler arasinda kisisel, sosyal ya da aile yasantisina yonelik farklar oldugu
savunulmustur. Ornegin Giirhan (2017) tarafindan zorbalar genellikle kurallara uymama
egilimi olan anti sosyal, kurbanlarsa kaygili, endiseli, 6zgiiveni eksik g¢ocuklar olarak
nitelendirilmektedir. Diger yandan duruma gore farklilagan zorbalik bicimleri, zorba ve
magdura iliskin 6zellikler tanimlamay1 gili¢lestirmektedir. Pigkin (2002), akran zorbaliginda
giic iliskisine bagl olarak zorba ve kurbanlarin zaman zaman rollerinin degiserek magdurun
zorba, zorbanin magdur olarak yer alabildigini belirtmistir.
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Okullarda yasanan zorbaligin bir¢ok psikolojik ve sosyolojik sorunlar1 beraberinde
getirdigi diisliniilmektedir. Arastirmacilar akran zorbaliginin yetigkinlik donemine de uzanan
psikolojik ve sosyolojik etkilerine isaret etmektedir (Bond vd., 2001; Gdokler, 2009; Gilirhan,
2017; Uneri, 2011). Akran zorbaliginda kurbanlarin gelecekte depresyon, anksiyete ve stres
bozuklugu yasayabildigi, tedavi edilmezse intihara varan sonuglar1 olabilecegi vurgulanir
(Caglar, Kurtca ve Ozcan, 2019). Ayrica zorbaliga maruz kalan ¢ocuklarin yasadig1 kaygi
durumuyla davranis bozuklugu gelistirebildigi, ilerleyen yaslarda zorbaca davranislara
yonelebildigi ifade edilir (Camodeca ve Goossens, 2005). Yine erken yaslarda edinilen
zorbalik davraniglarinin ileriki yaslarda silah tasima, tecaviiz, soygun ve gasp gibi suglarin
habercisi oldugu ifade edilmektedir (Arslan ve Savaser, 2009). Ayrica akran zorbalig1 yasayan
cocuklarin okula kars1 tutumlarinin da farklilastigi, ¢ocuklarin okul yasantilarma karsi
olumsuz duygular besledigi ve okula gelmek istemedikleri belirtilmektedir (Hamurcu, 2020;
Srabstein ve Piazza, 2008).

Alanyazinda egitim kurumlarinda akran zorbaligini inceleyen birgokarastirmaya
rastlanmaktadir. Bu baglamda Eslea ve Smith (2000) ve Cankaya (2011) akran zorbaliginm
ilkdgretim diizeyinde, Geng (2007) ve Donoghue ve Raia-Hawrylak (2016) lise diizeyinde,
Uysal ve Dinger (2012) ve Hurd ve Gettinger (2011) okul 6ncesi diizeyinde, Marraccini ve
Weyandt (2018) ise lise ve liniversite diizeyinde ele almistir. Bu arastirmalardan bir kisminda
(Cankaya, 2011, Uysal ve Dinger, 2012) akran zorbaliginin tanimu, tiirleri ve zorbalikta rol
alanlara iligkin bilgiler verilirken bir kisminda 6grenci, 6gretmen ve velilerin zorbaliga kars1
diisiince ve tepkileri yer almistir (Donoghue ve Raia-Hawrylak, 2016; Geng, 2007; Esla ve
Smith, 2000). Okul 6ncesi ve yiiksekdgrenim diizeyinde yapilan arastirmalarda (Hurd ve
Gettinger 2011; Marraccini ve Weyandt 2018) ise zorbaliga katilim diizeyleri ve okul iklimine
etkileri incelenmistir. Bu aragtirmalar akran zorbaligina egitimin her kademesinde
rastlanildigini gostermektedir.

Akran zorbaliginin farkli kavramlarla birlikte c¢alisildigr aragtirmalara da
rastlanmaktadir. Sezen ve Murat (2018) akran zorbaligi ile internet bagimlilig1 ve duygusal
zeka arasindaki iligkileri, Griffiths ve digerleri (2006) obezite ile zorbalik arasindaki iligkiyi,
Rigby (2001) okullarda zorbaligin saglik {lizerine etkilerini, Aypay ve digerleri (2016) akran
zorbalig1 ile okul tilkkenmisligi arasindaki iliskiyi, Eray ve digerleri (2000) duygu disa vurumu
ile akran zorbalig1 arasindaki iliskiyi, Keskin (2010) akran zorbaligi ve benlik saygisi
arasindaki iliskiyi, Mishna (2003) 6grenme giicliigii ile zorbalik arasindaki iliskiyi, Dantchev
ve digerleri (2019) cocukluktaki kardes ve akran zorbaliginin yetiskinlikte; depresyon,
anksiyete, intihar diisiincesi ve kendine zarar verme duygusu ile iliskisini, Kok ve Telci (2018)
akran zorbalig1 ile sosyal kaygi arasindaki iliskiyi incelemislerdir. Alanyazinda akran
zorbaligina iliskin yapilan arastirmalarin genel olarak nicel arastirma yontemlerine dayali
olarak calisildig1 goriilmektedir. Sinirli sayida da olsa nitel arastirmalara rastlanmaktadir
(Aksoy, 2019; Akyol vd., 2018; Carlisle ve Rofes, 2007; Carkit ve Babacanli, 2020;
Salmivalli, 2010). Bu baglamda akran zorbaligini nitel arastirma yontemi ile ilkokul
diizeyinde inceleyen bu arastirmanin alanyazina katki saglayacagi umut edilmektedir.

Bu aragtirmanin akran zorbaligina iligskin biitiinciil bakis acgisinin ilkokul diizeyinde
zorbaligin tanimlanmasi ve ¢6ziimiine katki saglamasi beklenmektedir. Calisma, ilkokul
kademesinde akran zorbaliginin tanimlanmasi, hangi zorbalik tiirliniin yaygin oldugu, egitim
faaliyetlerine yansimasi ve zorbaligin dnlenmesine iliskin diisiinceleri 6gretmenlerin okul
yasantilarina dayali betimlemeyi amaglamaktadir.

Yontem

Bu boéliimde arastirmanin modeli, ¢calisma grubu, veri toplama aract ve verilerin analizine
iliskin agiklamalar yer almaktadir.
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Arastirma Deseni

Arastirma nitel arastirma yOntemlerinden olgubilim (fenomenoloji) desenine gore
yapilandirilmistir. Olgubilim arastirmalari, insanlarin kendi diinyalarini anlamlandirirken
karsilastiklar1 olgularla ilgili olarak algilarinin ve deneyimlerinin neler oldugunu ortaya
koymaya c¢alisir (Cekmez vd., 2012). Dolayistyla giinliik hayatta karsilasilan ancak yeterince
kavranamayan olgularin arastirilmast i¢in kullanilir. Ayrica toplumsal yap1 igerisinde ayni
durumlara maruz kalan insanlarin olaylar1 farkli yorumlamalariyla olgulara farkli anlamlar
yiiklemeleri dogal goriilmektedir. Cepni (2007) olgulara iliskin bu farkli kavrama ve
yorumlama bigimlerinin betimlenmesi amaciyla fenomenografik arastirma yodnteminin
gelistirildigini ifade eder.

Cahsma Grubu

Arastirmanin ¢alisma grubu amacli 6rnekleme yontemlerinden Olgiit Ornekleme ydntemi ile
olusturulmustur. Olgiit Ornekleme ydntemi, dlgiitiin arastirmaci tarafindan olusturuldugu ya
da var olan olgiitlerin kullanildig1 6rnekleme yontemidir (Marshall ve Rossman, 2014). Bu
arastirmada, ¢alisma grubu olusturulurken bazi dlgiitler goz 6niinde bulundurulmustur. Tokat
ili Turhal il¢esinde, ilkokul diizeyinde, sosyoekonomik diizeyin diisiik oldugu bir bolgede ve
ayni kurumda gorev yapan dgretmenlerden olusmasi Olciit olarak belirlenmistir. Arastirma,
ilge merkezinde ancak kiy1 bolge olarak nitelenebilecek konumda bulunan, sosyoekonomik
diizeyi diisiik veli goriiniimiine sahip bir ilkokulda gerceklesmistir. Disaridan hem go¢ alan
hem de disar1 goc¢ veren niteligiyle yerlesik mahalle kiltiiriiniin hakim olmadigi okul
cevresinde ailelerin ge¢im kaynagi agirlikli olarak hayvanciliktir. Arastirmanin yalnizca bir
okulla sinirli tutulmasi ve ¢alismanin ilkokul diizeyinde gerceklesmesiyle calismada agirlikli
olarak smif Ogretmenlerinin katilimer olarak yer almasi arastirmanin siirliligi olarak
sOylenebilir. Arastirmanin yalnizca bir okulla sinirli tutulmasinin nedeni 6gretmenlerin
yasadig1 benzer deneyimlere iligskin farkli algi ve kavrayislarin goriilmeye calisilmasi
olmustur.

Arastirmanin ¢aligma grubunu sekiz sinif 6gretmeni, bir okul dncesi 6gretmeni ve bir
brans 6gretmeni (Ingilizce) olusturmaktadir. Arastirma igin belirlenen okuldaki 6gretmenlerin
tamamu ile 6n bir goriisme gerceklestirilmis, goriismenin amaci ve kapsamu ile ilgili bilgiler
verilmistir. Katilimcilarin rahat bir sekilde goriislerini aktaracaklari ortamin saglanmasi i¢in
goriigme yeri ve saati gibi durumlarin belirlenmesinde onlarin dnceliklerine gore hareket
edilecegi ifade edilmistir. On goériisme yapilan dgretmenlerin tamami goriismeyi kabul
etmislerdir. Katilimcilara ait kisisel bilgiler Tablo 1’ de verilmistir.

Tablo 1
Katilimcilara ait Kisisel Bilgiler
Katilmc1  Yas Cinsiyet  Mesleki Bransg Calistig1 kurumda
Kidem (y1l) toplam gorev siiresi
(yih)
K1 41  Erkek 18 Smif Ogretmeni 10
K2 44 Erkek 21 Sinif Ogretmeni 3
K3 34  Kadin 9 Ingilizce 4
Ogretmeni

K4 42 Kadm 19 Smif Ogretmeni 10
K5 36 Kadin 11 Sinif Ogretmeni 5
K6 48  Erkek 25 Smif Ogretmeni 12

K7 51 Erkek 27 Sinif Ogretmeni 7
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K8 40  Erkek 17 Simif Ogretmeni 10

K9 35 Erkek 10 Sinif Ogretmeni 7

K10 42 Kadin 20 Okul Oncesi 10
Ogretmeni

Tablo 1°de goriildiigli tizere, katilimci Ogretmenlerin altis1 erkek, dordii kadindir.
Katilimcilarin sekizi aragtirma yapilan kurumda bes yil ve iizerinde bir hizmet siiresine
sahiptir. Ayrica katilimc1 6gretmenlerin dokuzunun 10 yil ve iizerinde bir mesleki deneyimde
olduklar1 goriilmektedir.

Veri Toplama Araci

Arastirmanin verileri Tokat ili Turhal ilgesinde bulunan bir ilkokulda gorev yapan 10
ogretmenle (10 — 25 Ocak 2022 tarihleri arasinda) yiiz yilize gergeklestirilen derinlemesine
goriigmelerden elde edilmistir. Karasar (1991) derinlemesine goriismenin; bilgi, diisiince,
tutum ve davranislarin acgiklanmasina ve bunlarin nedenlerine iligkin verilerin ayrintili
bicimde elde edilmesine olanak sagladigini ifade eder. Goriismeler biri hari¢ planlanan
zamanda yapilmis, bir 6gretmenin pandemi kosullarina bagli rahatsizligi nedeniyle goriigme
planlanandan bir hafta sonra gergeklesmistir.

Bu aragtirmada veri toplamak {izere yar1 yapilandirilmig goriisme teknigi
kullanilmistir. Yari yapilandirilmis goriisme teknigi arastirmacinin 6nceden hazirlamis oldugu
sorular1 icermekle birlikte, goriismeler esnasinda da degisiklik yapabilecegi (soru
ekleyip/cikarabilecegi) esnekligin saglandigi bir yontemdir (Tirniikli, 2000). Bu nedenle
sorular onceden hazirlanmis ancak cevap secenekleri 6nceden belirlenmemistir. Gorlisme
formu iki boliimden olusmustur. Birinci béliimde goriismecilerin kisisel bilgilerini belirlemek
amaciyla alt1 soru, ikinci boliimde ise akran zorbaligi olgusuna yonelik yedi soru ve bu
sorularin bazilarina iliskin sondaj sorulara yer verilmistir. Goriisme formunda; “Calistiginiz
kurumda akran zorbaliginin tiirlerine iliskin hangi zorbalik tiirii veya tiirlerinin daha yaygin
oldugunu nedeni ile birlikte agiklayabilir misiniz, akran zorbalig1 okul ve sinif ortamini nasil
etkilemektedir, siz, okul sorunlar1 baglhig: altinda bir siralama yapacak olursaniz akran
zorbalig1 kaginci sirada yer alir ve okulda akran zorbaliginin 6nlenmesi konusunda ilgili kisi
ve kurumlardan (MEB, 6gretmen, veli vb.) beklentileriniz nelerdir” gibi sorular yer almistir.

Goriisme sorularmin iigiinde ise sondaj sorular kullanilmistir. Ornegin; “Gorev
yaptiginiz kurumda akran zorbaligi yasandigini diislinliyor musunuz” sorusuna “Kendi
ogrencileriniz arasinda zorbaligin yasandigi durumlara nasil miidahale edersiniz” ve “Okul
yonetiminin akran zorbaligina iligskin bir politikast olduguna ya da etkin ¢6ziim onerileri
getirdigine inaniyor musunuz” sondaj sorular1 eklenerek katilimci ifadelerinin daha iyi
anlasilmasina ¢alisilmistir. Gorlismeler yiiz yiize yapilmis ve katilimcilarin onayi ile ses kaydi
almmistir. On goriisme sirasinda arastirmanm amaci ve bilgilerin gizliligi konusunda
katilimcilara yapilan agiklamalarin, tamaminin ses kaydi i¢in izin vermelerinde ve goriislerini
rahat bigimde aciklamalarinda etkili oldugu diisiiniilmektedir.

Verilerin Analizi

Arastirma verileri icerik analizi ile ¢dziimlenmeye calisilmistir. Icerik analizi, birbirine
benzeyen kavram ve temalarin aynmi bagliklar altinda toplanarak yorumlanmas: seklinde
tanimlanabilir. (Yildirim ve Simsek, 2018). 10 6gretmenle toplamda 290 dakika goériisme
yapilmig, goriisme kayitlart arastirmaci tarafindan ¢ozlimlenerek yazili  belgeye
dontstiirilmiistiir. Katilimer kodlart, K1, K2, ... K10 seklinde kullanilmistir. Bu aragtirmada
verilerden ¢ikarilan boéliimlere (sozciik, ciimle ya da paragraf) gore kodlamalar yapilmaya
calisilmis, birbiri ile iliskili oldugu diisiiniilen boliimler ayn1 kodlar altinda verilmistir. Kodlar
arasinda kurulan iliskiyle kategoriler, kategoriler arasinda kurulan iliskiyle alt tema ve temalar
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olusturulmustur. Nitel aragtirmalarin 6ziine uygun olarak tekrarlanan ifadelerin yaninda 6zgiin
durum ve goriislere iligkin veriler de bu arastirmada 6ne ¢ikarilmaya calisilmistir.

Arastirmada Gecerlik ve Giivenilirlik

Nitel arastirmada gegerlik arastirma bulgularin dogrulugu, giivenirlik ise bulgularin
yinelenebilir niteligi ile ilgili oldugu ifade edilmektedir (Yildirnm ve Simsek, 2018).
Arastirmanin i¢ gecerligini artirmak amaciyla ilgili alanyazin taramasi yapilarak yari
yapilandirilmig goriisme formunun, sorunun tim boyutlarim1 kapsayacak bi¢imde
olusturulmasina c¢alisilmigtir. Goriismecilerle yapilacak goriigmenin saati, yeri ve kosullart
goriismecilerin  uygun oldugu ve kendilerini rahat ifade edebilecekleri bigimde
olusturulmustur. Ogretmenlerin herhangi bir kaygiya kapilmamalar1 icin kimlik bilgilerinin
gizli tutulacagi belirtilmis, arastirmanin amaci agiklanmis, goriisme kayitlarinin yalnizca
bilimsel amagclar dahilinde kullanilacagi ve kimseyle paylasilmayacagi ifade edilmistir.
Arastirmanin dis gegerligi (aktarilabilirligini) baglaminda arastirma siirecinin agamalar1 ve
strece iliskin ayrintilar kapsamli ve yasananlara uygun olarak verilmeye calisilmistir.
Arastirmanin i¢ giivenirligi (tutarligini) baglaminda ise arastirma verileri aslina uygun ve
miimkiin oldugunca dogrudan alintilar yoluyla aktarilmistir. Arastirmanin kapsam gegerligini
artirabilmek i¢in, gériisme formu hazirlama agamasinda egitim bilimleri alaninda ¢alismalar
yapan bir uzmandan goriis alinmig; sorularin kapsayiciligi, niteligi, amaca uygunlugu
baglaminda degerlendirmeler yapilarak yar1 yapilandirilmis gériisme formu olusturulmustur.
Aragtirmanin dis giivenirligini (teyit edilebilirligini) saglamak i¢in bulgular ayrintili, aslina
uygun ve gorlismecinin diislincelerini oldugu gibi ortaya koyacak bigimde olusturulmaya
caligilmistir.

Bulgular

Aragtirmaya iliskin bulgular, katilime1 6gretmenlerin okullarinda yasanan akran zorbaligiyla
ilgili durumun ve akran zorbaligina yodnelik genel algilarinin aktarilmasi baglaminda
yapilandirilmistir. Bir okula ait durumun betimlenmesinin yani sira akran zorbalig1 olgusuna
yonelik kavrayis ve ¢oziime yonelik beklentiler tablolar halinde sunulmustur.

1. Tema: Akran Zorbahg Algisina fliskin Tanimlamalar

Ogretmenlerin akran zorbaligmnin tanimlanmasina iliskin goriisleri Tablo 2°de sunulmustur.

Tablo 2

Akran Zorbaligimin Tammlanmasina iliskin Ogretmen Gériisleri
Kategoriler Kodlar
Baski Fiziksel baski

Psikolojik bask1

Olumsuz davranis

Ayni kisiye siirekli baski
Siddet Her tiirlii siddet

Hareket ve tavir icerikli siddet

Uzme, zarar verme

Ustiinliik kurma
Goriilen yas grubu Ayni yas

Yakin yas grubu

—_— N = = == W N O\

Tablo 2 incelendiginde Ogretmenlerin akran zorbaligim1 daha c¢ok siddet ve baski
kavramlartyla karakterize ettikleri goriilmektedir. Olumsuz bir davranis olarak nitelenen akran
zorbalig1, aym kisiye siirekli olarak tistiinliik kurmay1 da iceren daha ¢ok hareket ve tavir
icerikli her tiirlii siddet eylemi olarak algilanmaktadir. Katilimer 6gretmenlerden K2, akran
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zorbaligint “Aymi yas grubundaki 6grencilerin birbirlerine iistiinliik kurma ¢abasina bagh
sergiledikleri olumsuz tavir ve davramislar.” olarak tanimlamistir. Bir diger katilimcinin
ifadeleri asagida verilmistir.

Akran zorbaligt siirekli olarak bir 6grenciye yonelik olumsuz davranislardir.
Yani bir o6grenciye karst siirekli ayni olumsuz hareketler sergileniyorsa bu
akran zorbaligidir. Bunu herkese karsi yapiyorsa bence bu zorbalik degil
davranis bozuklugudur. Akran zorbaliginda siirekli ayni kisiye yonelik olmasi
gerekir (K9).

2. Tema: Okullarda Yasanan Akran Zorbahginda Artis ve Coziim Yaklasimlari

Ogretmenlerin okullarinda yasanan akran zorbaligma iliskin goriisleri Tablo 3’te
sunulmustur.

Tablo 3
Okullarinda Yasanan Akran Zorbaligina iliskin Ogretmen Goriisleri
Alt Tema Kategoriler Kodlar F

Calisilan okulda durum  Zorbalik seviyesi Yiiksek diizeyde
Distik diizeyde
Yasandig1 alanlar Bahcede
Siifta
Sosyoekonomik- Aile yapisi
kiiltiirel degiskenler Mabhalle yapisi
Daha ¢ok kizlara yonelik
Maddi kosullar1 zay1f
Cocuklara yonelik
Kontrol Telkin konusma
Uyarn
Miidahale bi¢imi Takip
Kizma/korkutma
Zorbaya kars1 sozel zorbalik
Sessiz kalinmamasini saglama
Aninda miidahale
Kurallarin igletilmesi

—_—— == N BN

Velilerle konusma

Ceza Onemsememe
Kiictik cezalar

Belirsizlik Politika gelistirilmiyor
Yonetime  kiiclik  olaylar
aksettirilmiyor
Bilgim yok

Isbirligi gerekliligi Tek basina yapabilecekleri
siirlh

AN O — =m0 NN W

Okul yoOnetiminin
politikas1

N —

Tablo 3’e gore Ogretmenlerin tamami ¢alistiklart okulda akran zorbaliginin
yasandigini diisiinmektedirler. Katilimeilarin yarisindan fazlasi zorbaligin orta diizeyde, daha
cok bahgede ve onlarin gozetim alaninin disinda yasandigini ifade etmistir. Sosyoekonomik
kosullarin akran zorbaliginin 6nemli bir nedeni oldugunu diisiinen katilimcilar aile ve ¢evre
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yapisina dikkat ¢ekmislerdir. Daha ¢ok kizlara yonelik zorbalik yapildigimi diisiinen K4,
konuya iliskin olarak “Sinifta gozlemledigim kadariyla akran zorbaligi oldugunu
diistiniiyorum. Genelde sinifta ve okulda daha ¢ok kizlara yonelik alay etme bi¢iminde ya da
vurma, dokunma, itme, zaman zaman esyasina zarar verme bigiminde olabiliyor. Bunun bazen
suireklilik arz ettigini séyleyebilirim. ” ifadelerini kullanmustir.

Okulunda akran zorbaliginin yaganma sikligr konusunda ge¢misle bugiin arasindaki
farki1 K6, “Gdorev yaptigim okulda akran zorbaligi var. Okulun eski yillarinda daha ¢oktu bu.
12 yil evvel o zaman ortaokul kismi da vardi, o zamanlar daha ¢oktu. Giderek azalmaya
basladi.” seklinde agiklamistir. Soruna yonelik Onemseme-takip-kontrol sistemi
gelistirdiklerini ifade eden 6gretmenlerden K2ise “Ilk énce Ogrencilerle konusup ¢oziim
tiretmeye calistyoruz sonraki agamada velilerle konusma yolunu deniyoruz.” demistir. Tablo
3’te ayrica okul yOnetiminin akran zorbaligi konusunda onleyici bir politikas1 olmadigina
yonelik Ogretmen gorislerinin agirlikta oldugu izlenmistir. Bu baglamda K9, “Okul
yonetiminin bu konuda herhangi bir énlem aldigini diisiinmiiyorum. Bu yil daha ikinci hafta
ogretmenler olarak béyle bir sorun oldugunu konustuk. Bunlarla ilgili ne yapalim derken
genelde kendi basimiza kalryoruz.” sdylemiyle isbirligine duyulan ihtiyaci dile getirmistir.

3. Tema: Goriilme Sikhigina Gore Zorbalk Tiirleri

Ogretmenlerin ¢alisilan kurumda akran zorbaliginin hangi tiirlerinin yaygin olduguna yonelik
deneyimleri Tablo 4’te sunulmustur.

Tablo 4
Akran Zorbahgmn Hangi Tiiriiniin Calisilan Kurumda Yaygin Olduguna yénelik Ogretmen
Goriisleri

Kategoriler Kodlar F
Fiziksel/sozel birlikte Fiziksel ve sozel ayni oranda 5
Fiziksel zorbalik Cogunlukla fiziksel 3
Erkeklerde ¢cogunlukla fiziksel 3
Sozel zorbalik Yogun olarak sozel 4
Kizlarda daha ¢ok sozel 3
Kiifiir-kotii s6z 1
Dislama Dislama 4

Tablo 4’te katilimeilarin okullarinda yasandigini diistindiikleri akran zorbalig: tiiriiniin
fiziksel zorbalik, sézel zorbalik ve dislama oldugu goriilmektedir. Ogretmenlerin yarist
fiziksel ve sozel zorbaligin ayni siklikla yasandigini ifade ederken, erkekler arasinda daha ¢ok
fiziksel, kizlarda ise sozel zorbaligin 6ne ¢iktig1 izlenmektedir. Ayn1 zamanda 6gretmenlerin
yarisina yakininin okullarinda diglama kaynakli akran zorbaliginin yasandigini diistindiikleri
goriilmektedir. Okullarinda yasanan zorbaligin tiirlerine iliskin iki 6gretmene ait goriisler
asagidadir. Okullarinda kismen fiziksel, yogun olarak sézel zorbaligin yasandigini diistinen
K1, “Kiz 6grenciler arasinda bile kiifiir/kétii soz kullanimi yaygin.” ifadesini kullanirken K5,
yasanan diglamaya bagl zorbalig1 “Mesela bir kiz 6grencim var saglart ¢ok kisa kesilmis,
kendince onlemler aliyor, basini kapatiyor. Sonra ona yénelik gruptan digslama da olabiliyor
ve bunu daha ¢ok kizlar arasinda goriiyorum. Mesela oyunlarina almiyorlar, onu ayri
bwrakiyorlar.” seklinde 6rneklendirmistir.

4. Tema: Ogrenme Ortamina Olumsuz Yansimasi Baglaminda Akran Zorbahg

Ogretmenlerin akran zorbaligmin okul ve simif ortamina yansimalarina yonelik goriisleri
Tablo 5’te sunulmustur.
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Tablo 5
Akran Zorbaligimin Okul ve Sinif Ortamina Yansimalarina yonelik Ogretmen Gériisleri
Alt tema Kategoriler Kodlar F

Zorbaligm okul ve simf Ogrenci iizerinde Motivasyonun diismesi

ortamina yansimalari etkileri Diger 6grencilere yayilmasi
Huzursuzluk
Masum Ogrencilerin
suc¢lanmasi
Smif  yoOnetimine Sikayetlerin artmasi
etkileri Zaman kaybi1
Okul ve sinifta gerginlik
Gruplasma
Tartisma
Disiplin sorunlar1
Sinif birliginin bozulmasi
Birinci sirada Veli ilgisizligi
Okul sorunlari Cocuk yetistirme bigimleri
siralamast Sosyoekonomik diizey
Okul hizmetlileri
Ikinci sirada Aile profili
Akran zorbalig1
Yalan soyleme
Dil simifinin olmayist
Ogrenci kapasitesinin
yetersizligi
Sosyoekonomik diizey
Pargalanmuis aileler
Davranis bozukluklari
Cocuk yetistirme
Ugiincii sirada Akran zorbalig1

— NN A
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Tablo 5’te akran zorbaligmin okul ve smif ortamina yansimalari konusunda
ogretmenlerin 0grenci ve sinif yonetimi iizerinde olmak iizere iki farkli sorun alanindan
bahsettikleri izlenmistir. Ogrenci iizerinde yansimalarina iliskin motivasyonun diismesi ve
diger Ogrenciler arasinda da bu olumsuz davranig big¢iminin yayilmasindan bahseden
katilimcilar, sinif yonetimi lizerinde ise sikayetlerin artmasi ve zaman kaybina neden olmasina
baglh smif ve okul iklimine zarar veren etkileri iizerinde durmuslardir. Bu baglamda K1,

“Daha ¢ok ders diizenine zarar veriyor. Ornegin ogretmen bir grupla ilgilenirken o zorba
cocuk boslugu buldugu anda digerine zarar veriyor. Ogretmen o tarafa yoneliyor. Dolayisiyla
dersin belli bir boliimii bu sorunla ugrasmakla gec¢iyor.” ifadesini kullanmistir.

5. Tema: Zorbalik Yapan Ogrenci Nitelikleri

Ogretmenlerin gorev yapilan kurumda akran zorbalig1 yapan dgrencilerin genel dzelliklerine
iliskin goriisleri Tablo 6’da sunulmustur.
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Tablo 6
Gorev Yapilan Kurumda Akran Zorbahgi Yapan Ogrencilerin Genel Ozelliklerine iliskin
Ogretmen Gériisleri
Kategoriler Kodlar
Aile faktorii Ailevi sorunlar
Maddi giigliikler
Iyi maddi olanaklar
Parcalanmuis aileler
Egitim diizeyi
Dis faktorler Olumsuz cevre kosullar
Arkadas ortami
Tv programlari
Sosyal medya (youtube, instagram vb.)
Cocuk yetistirme Koruyucu gocuk yetistirme bigimi
Cocuk yetistirmeye bagl diger sorunlar
Bireysel faktorler Hiperaktif 6grenciler
Kendini ispat duygusu
Asir1 0zgiiven
Ego tatmini/eglence

MO MO W WL W[ = rO N|—= = o oy 0| ™

Tablo 6 incelendiginde Ogretmenlerin gorev yaptiklar1 kurumda zorbalik yapan
ogrencilere ait belirttikleri 6zellikler dort baslik altinda toplanmaktadir. Aileye, dis faktorlere,
cocuk yetistirme bi¢cimine ve ¢cocuklarin bireysel farkliliklarina iliskin bu 6zelliklerden aileye
baglh faktorlerin 6gretmenler tarafindan one ¢ikarildigr goriilmektedir. Bu konuda K10,
cocuklarin yetistirilmeye bagli sorunlar yasamasi ve bunun yansimalarina dikkat ¢cekmistir:
“Aile ve onun yetistirme tarzindan kaynakli olabiliyor. Cocugun kendini ispat etme
duygusundan da kaynaklandigini diisiiniiyorum. Belki egosunu tatmin etme olabilir.” K8,
zorba ¢ocuklart “dile i¢i sikintilar yasayan, ekonomik olarak daha geride olan ailelerin
cocuklari, aile icerisinde siddet géren ¢ocuklar, anne baba ayri olan ¢ocuklar.” olarak
nitelemistir. K7’ye gore ¢ocuklar bu tiir siddet davranislariyla “Ben de varim.”, K4’e gore de
“Giigliiyiim. ” mesaj1 vermeye caligmaktadirlar.

6. Tema: Zorbahga Maruz Kalan Ogrenci Nitelikleri

Ogretmenlerin gérev yapilan kurumda akran zorbaligina maruz kalan dgrencilerin genel
ozelliklerine iligskin goriigleri Tablo 7°de sunulmustur.

Tablo 7
Gorev Yapulan Kurumda Akran Zorbaligina Maruz Kalan Osrencilerin Genel Ozelliklerine
iligkin Ogretmen Goriisleri

Kategoriler Kodlar F
Kibar, sessiz, silik 3
yetistirilenler 2
Temiz ailede yetisenler 2

Ailenin egitimsizligi

Bastirilmis-6zgiiveni  diisiik 2
Aile faktorii olanlar 1

Asir1 korumaci aile

Ailenin diger bireylerinin silik 1

olusu

Pargalanmais aileler

Maddi yetersizlik yasayanlar

—_— —
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—_—

Alle ic¢i iletisimsizlik
Ailede kurallarda tutarsizlik

—_

Fiziksel zayiflik
I¢ine kapaniklik

Bireysel faktorler Gii¢ yarisinda yer alma
Kurallara uymaya yatkinlik
Internet ve TV kullanim1

Smifin genelinden fiziki olarak
farkli olma (boy-kilo)

—_ e )N

Tablo 7’°de akran zorbaligina maruz kalan 6grencilerin genel 6zellikleriyle ilgili ifade
edilenler, aile yapis1 ve buna bagli ¢ocuk yetistirme bigimleri ile kurbanlarin sahip oldugu
bireysel 6zellikler olarak siniflandirilmistir. Katilimeilar kurbanlarla ilgili kibar, sessiz, silik,
icine kapanik gibi yapisal durumlarla; fiziksel zayiflik basta olmak iizere boy-kilo bakimindan
siifin genelinden farkliliga isaret eden fiziksel 6zellikleri 6ne ¢ikarmislardir. Kurbanlarin
genel olarak temiz bir ailede yetistigi goriisiinde olan K1, “Kurbanlar temiz ailede yetisen,
kotiiliik bilmeyen ¢ocuklar. Ayrica ailelerin ¢ocuklara koruyucu yaklasmalar: da kendini
koruyamamalarina neden olabilir.” seklinde diisiincelerini aktarirken, K2 de “Daha ¢ok igine
kapanik, kimseye karismayan ogrenciler. Kavgayr bilmeyen, terbiyeli ogrencilerimiz.”
bi¢ciminde benzer ifadeler kullanmistir. K3 ise bu goriislerin aksine bazen “Hem zorbanin hem
de kurbanin giic iliskisi olarak birbirine yakin ve hareketli” olabildiginden bahsetmistir.

7. Tema: Akran Zorbahgimin Onlenmesine Yonelik Beklentiler

Ogretmenlerin akran zorbaligimi oOnlenmesi konusunda paydaslardan [6gretmen, okul
yoneticisi, rehber 0gretmen, veli, Milli Egitim Bakanligt (MEB)] beklentilerine iliskin
goriisleri Tablo 8’de sunulmustur.

Tablo 8’de katilimci1 6gretmenlerin akran zorbaliginin 6nlenmesi konusunda, ¢6ziim
getirmesi beklenen diger unsurlarin roliine iligskin goriisleri yer almaktadir. Katilimcilarin
diger 6gretmenlerden oOncelikli beklentisinin sorunun ortaya ¢ikmasina zemin hazirlayan
durumlarin kontrol edilmesi oldugu goriilmektedir. Katilimeilarin okul yoneticilerinden
beklentilerinde ise 6gretmenlerle ortak hareket etmeleri, aileleri etkilemeleri ve konuyu
onemsemeleri yoniinde goriisler 6ne ¢ikmaktadir. Akran zorbaliginin énlenmesi konusunda
velilerden en biiylik beklentinin O6gretmenlerle isbirligi yapmasi oldugu goriilmektedir.
Katilimer 6gretmenlerin rehber 6gretmenlerden beklentilerinde ise aragtirma yapilan kurumda
onemli bir boliimii tarafindan tekrarlanmigtir. Okullarda gorev yapan rehber 6gretmenlerden
ise zorbalikla miicadelede aktif rol almalar1 beklendigi izlenmistir. Tablo 8’de katilimcilarin
MEB’den beklentilerinin veli ve ogretmenlere yonelik verilebilecek egitimlerle birlikte
birtakim diizenlemelere gidilmesi seklinde oldugu izlenmistir. Bu baglamda K1 “Sosyal
medya ve diger iletisim kanallar: aracigi ile velileri bu konularda bilgilendirmelerini
bekliyorum. Seminer yapilabilir, konferanslar diizenlenebilir.” derken, K6 ise “Bizim yas
grubuna yonelik kisa ¢izgi filmler, animasyonlar, videolar hazirlanabilir. Ogretmenler icin
seminerler diizenlenebilir. Ama en onemlisi okullara rehber ogretmenler verilmesi olabilir.”
ifadelerini kullanmislardir.
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Tablo 8
Ogretmenlerin Akran Zorbaligini Onlenmesi Konusunda Paydaslardan (Ogretmen, Okul
Yoneticisi, Rehber Ogretmen, Veli, MEB) Beklentilerine iliskin Goriisleri

Alt Tema Kategoriler Kodlar F

Onleyici yaklagimlar Kurallarin benimsetilmesi
Zorbaligin tiiri ve
seviyesine  gore  farkli
yaklasim
Hakli-haks1z ayrimi

Ogretmenlerden beklenti Sabirli davranma
Uzerine diisiinme, konusma
Arastirma, sorumluluk
Takip ve kontrol
Dinleme, 6nemseme

Eyleme ge¢cme Konugma-telkin
Aninda miidahale
Ortak tavir
Animasyon vb. izletme
Tiyatro/drama
Empati kurmalarini
saglama
Tutarli-kararl davranma

Okul igerisinde Ogretmenlerle ortak
hareket
Aileleri etkileme
Politika tiretme

Okul digina tasan Uzmanlara ulagsma

Okul yonetiminden Inisiyatif alma

beklenti Okulda ve evde Korumaci tutumdan
vazgecme
Dogru aile i¢i iletisim
Onemseme ve kabullenme
Tv, internet kullanimim
takip
Kendilerini gelistirmeleri
Kurallarda tutarhilik

Okul i¢inde Aktif olmalari
Ogretmenleri bilgilendirme 3

— N
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Rehber Ogretmenlerden
beklenti Aile iletigimi 4
Okul disinda Sahaya inme  gdzlem 1
yapma
Beklenti yok Bakanliktan umudum yok 1
Bakanlikla iliski kopuk 1
Egitim Veli ve  Ogretmenlere
MEB’den beklenti yonelik seminer vs.
Diizenlemeler Rehber 6gretmen istihdami
Ogrenciler arasi yarismalar 1
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Ders yogunlugunun 1
azaltilmasi

Sonu¢ Tartisma ve Oneriler

Arastirmada akran zorbaligina iliskin ilkokul 6gretmenlerinin goriisleri dogrultusunda akran
zorbaliginin nedenleri, sorun olarak 6nemi/etkileri ve soruna iliskin aliabilecek Onlemler
belirlenmeye ¢alisilmistir. Bu baglamda katilimcilar akran zorbaligini okullarinda yasanan
bi¢imiyle, ayn1 yas grubunda goriilen daha ¢ok fiziksel ve psikolojik baski igeren olumsuz
davraniglar olarak tarif etmislerdir. Alper (2008) akran zorbaligini; bireysel ya da bir grup
ogrencinin kendilerinden daha gii¢siiz olanlara kasith ve devamli sekilde, fiziksel ve sozel
olarak esyalarma zarar verme, diglama, haklarinda asilsiz hikdyeler anlatma bigiminde
uyguladiklari bir saldirganlik tiirli, Banks (1997) dogrudan magdurun hedef alindig: tehdit,
alay etme, kurbana ve esyasina zarar verme gibi davraniglari igeren bir saldirganlik bi¢imi,
Wolke ve digerleri (2001) ise giice sahip olanlarin bu giicii, kendi ¢ikarlar1 dogrultusunda daha
giicsiiz olanlardan sectikleri kurbanlara stres ve aci c¢ektirerek kullanmalari seklinde
tanimlamiglardir. Benzer sekilde literatiirde akran zorbaligini diger saldirgan davraniglardan
ayiran; gii¢ esitsizligi, siirekliligi ve kasit tasimasi gibi 6zelliklerinden s6z edilir (Mehtar,
2020; Olweus, 1999 ve Piskin, 2002). Dolayisiyla okullarda yasanan bu tiirden
olumsuzluklarin davranis bozukluklaria bagl bir saldirganlik bigimi mi yoksa sistematik
olarak gelistirilen ve farkli amaclar tasiyan akran zorbaligi mi oldugunun tespiti dnem
tagimaktadir. Arastirmada akran zorbaligiyla ilgili tanimlamada yalnizca bir 6gretmenin gii¢
esitsizliginden diger bir 6gretmenin de durumun siireklilik arz etmesi gerektiginden bahsettigi
goriilmektedir. Akran zorbaliginin katilimcilar tarafindan tanimlamasindaki giigliik,
Ogretmenlerin akran zorbaligina dogru bir yaklasim gelistiremedikleri anlamina gelmese de
konunun uzmanlarindan alinacak destegin dnemine igaret etmektedir.

Arastirma bulgularina gore Ogretmenlerin tamami okullarinda akran zorbalig:
yasandigin1 ve yogunluk olarak orta diizeyde oldugunu disiinmektedir. Arastirmalar,
okullarda akran zorbaliginin ciddi boyutlarda yasandigini ortaya koymaktadir. Yapilan bircok
arastirmada, tiim okul kademelerinde 6grencilerin iicte birinden fazlasinin akran zorbaligi
dongiisii igcerisinde yer aldig1 saptanmistir (Burnukara ve Uganok, 2012; Cerezo ve Ato 2005;
Eray vd., 2020; Geng, 2007; Kapci, 2004 ve Piskin, 2010). Yalnizca zorba ve kurban olarak
degil izleyenler ve etkilenenler olarak diisiiniildiiglinde akran zorbaliginin kapsadigi alani
daha da genisletmek miimkiin olacaktir. Bu baglamda Mermer’in (2012) lise kademesinde
gerceklestirdigi arastirmasinda 6grencilerin yarisina yakinmin okulda kendilerini giivende
hissetmedigi ortaya ¢ikmistir. Akran zorbaliginin, yasanma siklig1 géz Oniine alindiginda
okullarin hayati sorunlar1 arasinda yer aldig1 sdylenebilir. Dolayisiyla dgrenciler arasinda
meydana gelen siddet igerikli davranislarin dogal goriilmesinin, sorunlarin biiylimesi ve okul
zorbaliginin yayginlasmasina neden olabilecegi diigiiniilmektedir.

Bu aragtirmada akran zorbaligina karsi 6gretmenlerin miidahalesinin daha c¢ok
konusma-telkin yoluyla gelistirilen takip- uyari-kontrol sistemiyle, zaman zaman da ceza ya
da korkutma iceren bir giic kullanimi seklinde davranisin bastirilmasina yonelik oldugu
izlenmigtir. Oldenburg ve digerleri (2016) Ogretmenlerin akran zorbalifinin ¢oziimi
noktasindaki yontemlerinin smirliligindan bahsederken Alkaser ve Valkanover (2001)
ogretmenlerin miidahale bigimlerinin okullarda zorbaligin devam etmesinde etken oldugunu
savunur. Ozkan ve Ciftci’nin (2010) arastirmasina gére cocuklar akran zorbaligi konusunda
en c¢ok Ogretmenlerden, Carkit ve Bacanli’ya (2020) gore de Ogretmenler zorbalikla
miicadelede okulun psikolojik danisma ve rehberlik servislerinden yardim istemektedir. Bu
arastirmanin yapildigi1 kurumda ise rehber 6gretmenin bulunmayis1 dogal olarak 6gretmenleri
kendi ¢ozlimlerini bulma arayisina yonlendirmistir.
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Ayrica 6gretmenler akran zorbaliiyla miicadelede, okul yonetiminin bir politikasi
olmadigina inanmaktadirlar. Bu sonu¢ Atis Akyol, Yildiz ve Akman’in (2018) ve Aksoy un
(2019) arastirmalariyla benzerlik gosterir. Psikolojik danisman ve rehber Ogretmen
bulunmayan okullarda 6gretmen ve yoneticilerin, yagsanan siddet igerikli istenmeyen 6grenci
davraniglarini yorumlamada gii¢liik ¢ektikleri dolayisiyla soruna iligkin giindem olusturma ve
coziim Onerileri getirmede yetersiz kaldiklar1 disiiniilmektedir. Diger yandan okul
yoneticilerinin akran zorbaligi konusunda ¢6ziim odakli davrandigina yonelik arastirma
bulgularina da rastlanilmigtir. Hosgoriir ve Orhan’in (2017) aragtirmasi, okul miidiirlerinin;
ogretmenleri bilgilendirme, O6grencilerle birlikte kurallar belirleme, riskli alanlar1 denetim
altinda tutma ve 6grenci velileri ile iletisim kurma gibi ¢aligmalar1 oldugundan bahseder. Yine
Geng’in (2007) arastirmasinda okul miidiirlerinin akran zorbaligina duyarsiz kalmadiklari,
coziim arayisina girdikleri goriilmektedir. Bu farkli sonuglarin okul yoéneticilerinin
benimsedikleri yonetim anlayisi, okullarinda yasanan zorbaligin diizeyi, okulda psikolojik
danisman ve rehber 6gretmen varligi/etkililigi ve yoOneticilerin soruna bakis agisiyla ilgili
olabilecegi diislintilmektedir.

Arastirmada zorbalikk yapan Ogrencilerin genel Ozelliklerinde aile kaynakl
degiskenlerin 6n plana ¢iktig1 izlenmistir. Ailevi sorunlar, maddi sikintilar ve ¢ocuk yetistirme
yaklasimlar1 katilimcilara gore akran zorbaliginin olusumuna etki eden faktorlerdendir. Bunun
yaninda ¢evrenin etkisiyle beraber ¢cocugun kendini ispat duygusu, hareketli bir yapiya sahip
olusu ve eglenmek istemesinin de sorunun nedenleri olarak belirtildigi goriilmektedir.
Ozellikle akran zorbaliginda diisiik sosyoekonomik kosullarla birlikte aile etkisini 6ne ¢ikaran
arastirmalara rastlanmaktadir (Carkit ve Bacanli, 2020; Feldman, 2019; Ozkan ve Cifci, 2010;
Pigkin 2010; Lantieri ve Patti, 1996). Akran zorbaliginin nedenlerine iliskin bu aragtirmaya
ait bulgular1 kapsamli bigimde destekleyen bir bagka ¢alismada Hosgoriir ve Orhan (2017)
tarafindan ailenin cocuk yetistirme tarzi, aile i¢i siddet, cocugun igerisinde bulundugu c¢evre
kosullar1, gorsel medyadaki siddet icerikleri ve ¢ocugun akademik basarisizligi akran
zorbaliginin nedenleri olarak gosterilmistir. Apay ve digerleri (2016) arastirmasinda aile
kaynakli tiikenmislik diizeyinin; Eray ve digerlerinin (2020) arastirmasinda ise ailenin
miidahaleci tavirlarinin artmasiyla ¢ocuklarin zorba ve kurban olma olasiliginin ytikseldigi
sonucuna ulasilmigtir. Sahin’in (2009) arastirmasi da ebeveyn tutumlarini ve sosyal ¢cevrenin
etkilerini zorbaca davraniglarin nedeni olarak ortaya koymaktadir. Yukarida bahsedilen
aragtirma sonugclart aile faktoriinliin zorbaligin 6nemli bir ¢ikis noktast oldugunun altini
cizmektedir. Bu baglamda okullar, belediyeler ve sosyal hizmetler gibi kurumsal yapilarin
kadina ve ¢ocuga siddet konusunda egitimlere agirlik vermeleri, aile i¢i iletisim ve g¢ocuk
yetistirme bicimleri konusunda farkindalik olusturan ¢alismalar yapmalar1 zorbaligin
onlemesinde egitici tedbirler olarak 6nem tasimaktadir.

Bu aragtirmanin alanyazinda yer alan arastirmalarla farklilasan sonuglarinin da oldugu
goriilmiistiir. Ornegin; nicel bir ¢calisma olan Balak’in (2017) arastirmasi ebeveynlerin egitim
diizeyi arttikca c¢ocuklarin zorbalifa egilimin azaldigin1 ortaya koyarken, bu arastirmada
egitim diizeyi yiiksek ebeveynlere sahip olanlarin da zorbalik dongiisiinde yer alabildigi, aile
egitim diizeyinin ayirt edici nitelikte olmadigi goriilmiistiir. Yine Geng’in (2007) nicel
yontemle olusturdugu arastirmasi, Ogrencinin okul basarisinin  yiikseldik¢ce zorba
davranislardan uzaklastigini ortaya koyarken Smokowski ve Kopasz (2005) da zorba
cocuklarin akademik basarilarinin diisiik oldugunu savunur. Bu arastirmada ise akademik
basarist yliksek Ogrencilerin de zorba davranislar icerisinde olabildigi hatta bunu ders
ortamina da yansitarak diger 6grenciler lizerinde baskiy1r devam ettirebildigi sonucu ortaya
cikmistir. Geng’in (2007) ifadelerinden ve bu arastirma sonuglarindan yola ¢ikarak akran
zorbaliginin nedenlerine iligskin net ¢izgiler belirlemenin zor oldugu, zorbaligin altinda yatan
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sebeplerin birden fazla, durum ve kisiye gore etkisi degisebilen, karmasik, disiplinler arasi
nitelikte sosyal ve psikolojik yonii agir basan 6zellikte oldugu sdylenebilir.

Katilimcilarin  zorbaliga maruz kalan 6grencilerin genel 6zelliklerinde; fiziksel
zay1flig1, icine kapanik-sessiz-silik bir kisiligi, temiz bir ailede yetismeyi, ¢ocuk yetistirmeye
bagli durumlar 6ne ¢ikardiklar1 goriilmektedir. Diger yandan katilimcilarin kurban olarak
gordiikleri cocuklarin ebeveynlerini de sessiz, sakin, temiz olarak nitelemeleri akran zorbalig1
olgusunun kendini savunma yetersizligi ya da gii¢ esitsizligi boyutuna isaret etmektedir. Zapf
ve Cooper (2010) da akran zorbaliginda taraflar arasindaki gii¢ farkina ve kurbanlarin
kendilerini savunmadaki yetersizligine deginmistir. Bitney ve Title (1997) zorba ¢ocugun
kendi giiclinlin farkinda olarak {iistlinlik saglayacagindan emin oldugu ¢atigmalarin igine
girdigini vurgulamistir. Dolayisiyla diger saldirganlik bi¢imlerinden akran zorbaligini ayiran
bir bagka 6zelligin bu gii¢ iliskilerinin hesaplamasina yonelik sistematigi oldugu soylenebilir.
Cagri’nin (2010) arastirmasina gore de kurbanlar alttan alan, uyumlu, boyun egen ve baskalar1
tarafindan yonetilmekten memnun olan kisilik 6zelligi sergilemektedirler.

Bu arastirmada, zorba ve kurban arasinda ¢evresel kosullar, kisilik 6zellikleri ve aile
yasantilar1 gibi nitelikler bakimindan benzerliklerin oldugu da ortaya ¢ikmistir. Bu sonucu
destekleyen bazi arastirmalarda (Kog, 2007; Andreou, 2000; Alper, 2008; Pellegrini, 2002)
zorba ve kurbanlara iliskin genel Ozelliklerdeki benzerliklerden bahsedilmektedir. Diger
yandan bu arastirmada, zorbaliga ugrayan ¢ocuklarin firsatin1 buldugunda kendilerinin de
zorbalik yapabildigine yonelik goriisler de ortaya ¢ikmistir. Bu bulgu Tanriverdi’nin (2017)
aragtirma sonuglartyla tutarlilik gostermektedir. Bu yonelimin yukaridaki zorba ve kurban
niteliklerindeki benzesme ve zorbaligin kolay yayginlasabilme 6zelliginden kaynaklandigi
sOylenebilir.

Arastirmada zorbalik tiirlerinden sozel ve fiziksel zorbaligin yogun olarak yasandigi,
sozel zorbaligin biraz daha 6n planda oldugu goriilmiistiir. Alanyazinda benzer sonuglara
ulasan (Gokler, 2007; Karatzias vd., 2002; Piskin, 2010; Polat ve Sohbet, 2019; Atis Akyol
vd., 2018) arastirmalara rastlanmaktadir. Katilimcilar ayrica dislamanin da kismen
yasandigini ortaya koymuslardir. Diger yandan yasanan akran zorbaliginin derse karsi olan
ilgi ve motivasyonun diismesi ve diger 6grenciler arasinda bu olumsuz davranislarin yayilmasi
bi¢iminde etkileri oldugu goriilmiistiir. Bu baglamda Lyznicki ve digerleri (2004) akran
zorbaligini bir enfeksiyona benzeterek yayilma ve etki giiclinii ifade etmistir. Benzer sekilde
Coskun (2018) zorbalik davranisinin bir bagka zorbalik davranisinin temelini olusturdugunu
vurgular.

Smif yonetimi acisindan ise sikdyetlerin artmasi, zaman kaybi ve smifin genel
ikliminin bozulmasi gibi olumsuzluklarin bu aragtirma kapsaminda 6ne ¢iktig1 goriilmiistiir.
Bu kapsamda akran zorbaliginin ¢ocugun psikososyal gelisimi ve gelecek yasami iizerinde
olumsuz yansimalarinin oldugu degerlendirilmektedir (Arslan ve Savaser, 2009; Baldry ve
Farrington, 2000; Cinkir, 2006; Novikova ve Rean, 2019). Dolayisiyla akran zorbaliginin okul
ve siif ortaminda yarattig1 gerilim, zaman ve emek israfi, akademik basarinin diismesi gibi
egitimsel alani1 etkileyen 6zellikleriyle birlikte 6grencinin gelecek yasantisina da yansiyacak
bicimde psikososyal gelisimine zarar veren patolojik etkilerinden de s6z edilebilir. Tiim bu
etkilerle bu arastirmada katilimcilar kendi okul sorunlarina yonelik siralamada akran
zorbaligini okulun en 6nemli ilk ii¢ sorunundan biri olarak gérmektedirler.

Akran zorbaliginin oOnlenmesi konusunda Ogretmenlerin MEB’den en biiyiik
beklentileri okullara ihtiyaci oraninda Psikolojik danigman ve rehber 6gretmen atamasinin
yapilmasidir. Ayrica Ogretmenler velilerden akran zorbaligiyla miicadelede kendileriyle
igbirligi yaparak hem evde hem de okulda tutarli yaklasimlar gelistirilmesini, okul
yOnetiminden ise yine 6gretmenlerle igbirligi i¢erisinde sorunun aile boyutunu yonetmelerini
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ve isin uzmanlarina ulasmalarin1 bekledikleri gozlenmistir. Ogretmenlerle yapilan
goriismelerde akran zorbaliginin ¢6ziimii noktasinda kendilerini yalniz hissettikleri izlenirken;
sorunun tiim taraflarindan kendileriyle isbirligi igerisinde olmalarini, okulun bu yoénde
politikalar {iretmesini, genel politika c¢ercevesinde Ogretmenlerin de tutarli-kararh
davranmalarin1 bekledikleri goriilmektedir. Benzer sekilde ilgili alanyazinda (Arslan ve
Savager, 2009; Alkaya ve Avsar, 2018; Canan ve Demirbag, 2019; Cetinkaya vd., 2009; Totan
ve Yondem, 2007) okullarda basta saglik uzmanlar1 (doktor, okul hemsiresi, psikolog vb.)
olmak {tizere okul yoneticileri, 6gretmen ve velilerin isbirligine dayal1 bir ekip ¢aligmasina
ihtiya¢ oldugu goriisii 6ne ¢ikmaktadir. Diger yandan okullarda sorun 6zelinde gelistirilen
zorbalig1 6nleme programlarinin gelistirilmesi (Kepenekei ve Cinkir, 2006; Oztiirk ve Tezel,
2019), okulda zorbalig1 6nlemeye yonelik bir giivenlik ekibin olusturulmasi (Geng, 2007),
odiil ve ceza sisteminin igletilmesi (Uysal ve Dinger, 2012) gibi 6neriler de yer almaktadir.

Yapilan arastirmalar gliniimiizde okullarin karsilastigi 6nemli sorunlardan birinin
akran zorbalig1 oldugunu gostermektedir. Korkunun, baskinin ve sindirmenin giin yiiziine
ciktigr bu saldirganlik bigcimi bir yandan egitimin amaglarina ulasmasma diger yandan
cocugun psikolojik ve sosyal gelisimine zarar vermektedir. Bu c¢ok yonli etki onunla
miicadelede bir ekip ¢aligmasini ve sorunun tespitinden ¢oziimiine kadar tiim siirecin ilgili
uzmanlar tarafindan izlenmesini gerektirmektedir.

Bu baglamda akran zorbaliginin ¢oziimiinde; her okulun ihtiyacina goére psikolojik
danisma ve rehber 6gretmen tahsis edilmesi ve okullarda “zorbalikla miicadele” ekibinin
olusturulmasi, okullara psikolog, rehber Ogretmen ve sosyolog gibi uzmanlar
gorevlendirilerek aile egitimlerine agirlik verilmesi, ¢ocuk yetistirme yontemlerine iliskin
pedagoglarin iizerinde uzlast sagladigi bir rehber hazirlanmasi ve velilerle paylasilmasi,
siddetin bir sorun ¢6zme bi¢imi gibi algilanmasina neden olan her tiirlii sosyal iletisim aginin
(tv, internet, gazete vb.) denetimi, Kadin Destek Uygulamasi (KADES) gibi siddetle
miicadeleye destek veren yapilarin giiclendirilmesi ve bu tiir uygulamalarin okul ve
belediyeler yoluyla topluma tanitilmasi onerilebilir.

Etik Kurul izin Bilgisi: Bu arastirma, Cumhuriyet Universitesi Bilimsel Arastirma ve Yayin
Etigi Sosyal ve Begeri Bilimler kurulunun 29/12/2021 tarihli E-60263016-050.06.04-112588
sayuli karari ile alinan izinle yiiriitiilmiistiir.

Yazar Cikar Catismasi Bilgisi: Yazarlarin beyan edecegi bir ¢ikar ¢atismasi yoktur.

Yazar Katkisi: Yazarlarin makaleye katkist esit diizeydedir.
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Abstract

This study aims to explore peer bullying at primary school level, reveal which type of bullying is
common, and find out its influences on educational activities as well as the reflections on the
prevention of bullying based on school life of teachers. The research wasdesigned according to the
phenomenology design of qualitative research methods. The study group chosen via criterion sampling
method. The participants consisted of 10 teachers working in a primary school in Turhal district of
Tokat province. The data were gatheredthrough in-depth and face-to-face interviews. Fort his purpose,
a semi-structured interview form was developed by the researchers. The gathered data were subjected
to content analysis. As a result of the research, it was found that peer bullying turned into a problem
that required priority solution in schools, bullying could occur in families and experiences with
different sociocultural levels, and that it influenced the students and classroom environment
negatively. As a solution for peer bullying, the importance of school-family cooperation and the
necessity of assigning guidance teachers to each school in proportion to its needs were emphasized.
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Introduction

School is a dynamic structure where learning activities are systematically planned to make
learning effective. Thus, it constantly transforms itself with its open system feature. The
school institution, which has the ability to transform itself according to its environment and
needs of the environment, can be defined as an organization in which behaviours are tried to
be developed in the desired direction (Ertiirk, 1998). The term “desirable” in the definition is
at the top of the main discussion topics of educational philosophy in the context of education
and the function of the school. In other words, the schools' preference for who will reach the
goals they set and what kind of people they should educate require interdisciplinary
evaluations as well as educational philosophy. It can be claimed that the economic, social and
ideological context has a decisive role in education goals of a school. Spring (1991, p. 14)
argues that the very existence of the school allows it to be used by a special political and
economic ideology while Baker (1995, p. 57) states that the aim of the school is to transform
individuals into an investment tool with the understanding of human capital. In this context,
Illich (2018) defines school as the place where special roles are taught to students.

In addition to its controversial functions, it can also be stated that the school is an area
where social rules are adopted and policies are developed to correct situations characterized
as negative behaviours. Violent behaviours are at the beginning of the problems that have
negative influences on school lives due to environmental reasons. Ayan (2006) relates the
phenomenon of violence, which manifests itself in different forms such as hurting someone,
injuring them or using force in a way that threatens the safety of life and property (Ozerkmen
& Golbasi, 2010), with culture and family lives as well as biological characteristics. It is
thought that with regard to the spread of violence in a society, especially reaction of the society
to violent events, legal regulations, social communication networks and distrust of the sense
of justice are effective. It is considered that those who are exposed to violence and watch
violence do not give the necessary reaction to violence or seek solutions outside the rules of
law, whichis effective in spreading social violence. Ergil (2001) states that violence can turn
into a problem-solving method in settings where it is adopted as a way of life. The
normalization of violence in society is thought to be related to the spread of aggressive
behaviours among children through observation. In the research of Arabaci et al. (2011), it
was found that in the families where the father was unemployed, the father's frequent use of
violence in the stress environment turned into a behaviour learned by the child. Hirschberger
(2018), who mentions about the mutual influence of the individual and society as a cyclical
process of social violence, emphasizes neglect and abuse due to child rearing as the cause of
violence, while Bandura (1977, cited Altintas et al., 2012) stated that violence can be learned
through imitation or can occur as a reflection of aggressive attitudes formed in the past.

Spread of violence in schools can be seen as a reflection of social relations. The role
of the school, as a small unit of society, in determining social relations of the future requires
urgent measures to address violence in schools. At this point, schools should be able to prevent
all kinds of pressure and fear created by violence, other than staying out of the areas where
violence is produced. The necessity to prevent the school from being a part of violence
necessitates the search for solutions and preventive policies related to peer bullying, which is
the main actor of school violence today.

There have been a growing number of research studies upon peer bullying in recent
years (Celen et al., 2020; Ciftci & Ozkan, 2010; Demirbag & Sari, 2019), which highlights
the need to develop local and national policies to address the problem. Evaluated by Giirhan
(2017) in the context of power relationship, bullying is defined as the act of causing physical,
mental, social or psychological harm to those who are less powerful. Therefore, the power
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imbalance is an important factor in the characterization of violence or a form of aggression as
bullying. Olweus (2005, p. 9) defined peer bullying as a student's constant harassment of
others and lack of ability of those (victims) who are subjected to this oppression to defend
themselves. Furniss (2000) defined it as the constant and deliberate oppression of a student or
group by another student or group while Smith and Sharp (1994) focused on causing negative
emotions among others (victims) consciously due to the negative use of power. On the other
hand, Bridge (2003), states that the systematics of peer bullying operates in a way that harasses
and disturbs others on a regular or intermittent basis. Based on these definitions, it can be seen
that peer bullying is shaped as a continuous and deliberate show of force towards those who
are weaker.

While addressing the types of bullying, the researchers primarily focused on physical
bullying such as beating, hitting, pushing and kicking (Gokler, 2009). The situation that occurs
in the form of ridicule, insult and nicknaming is characterized as verbal bullying (Crick et al.,
2002). According to the classification of the Ministry of Public Health of Canada (1998),
another form of bullying behaviour was considered to be social isolation. According to the
classification, behaviours such as spreading gossip, shaming, spreading rumors about others
and exclusion from the group constitute the social isolation dimension of bullying behaviours.

Keskin (2010), who relates the reasons for the emergence of bullying to the child's
family experiences, gender, age and socioeconomic status, argues that aggressive behaviours
may increase in families where family relationships are weak and there is little interest. Palanci
and Simsek (2014), on the other hand, stated that peer group norms and encouragement could
support bullying and that victims exhibited submission behaviour towards power inequality.
While Vandebosch and Van Cleemput (2008) indicated bullying for fun, enjoyment or
intimidation, Kiipeli (2020) stated that the idea of belonging to a group with feelings of fear
and loneliness by seeing students as powerless can cause peer bullying. In addition, Alkaya
and Avsar (2018) draw attention to the communication problems experienced by the
individual in the socialization process. Furthermore, Greenwood and Martin (2000) draw
attention to the classroom environment and state that teachers change frequently and they may
not adequately convey their expectations about behaviours, whichare the causes of peer
bullying. Therefore, it is seen that peer bullying sometimes occurs as a result of the school
climate and teachers' understanding of classroom management. Yasar and Yurtal (2018), who
examined the relationship between class management and peer bullying, stated that according
to management approaches, the one with the least frequency of peer bullying belonged to
appreciative classroom management type whereas the one with the most common frequency
of peer bullying was straggling and in different classroom management type.

While it is difficult for teachers to relate any violent incident in the classroom to
bullying, identifying the specific characteristics of the actors of peer bullying can facilitate
this process. In this context, it was argued that there were differences in personal, social or
family life among the students who were bullied and exposed to bullying by qualifying the
general characteristics of peer bullying actors (bully, victim / victim, spectator). For example,
according to Giirhan (2017), bullies are generally described as anti-social children with a
tendency to disobey the rules while victims are anxious and self-confident children. On the
other hand, the forms of bullying which differ according to the situation make it difficult to
define the characteristics of the bully and the victim. Pigkin (2002) stated that in peer bullying,
depending on the power relationship, the roles of the bully and the victims may change from
time to time and the victim may take place as the bully and the bully as the victim.

It is thought that bullying in schools causes many psychological and sociological
problems. Various researchers point to the psychological and sociological effects of peer
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bullying that extend into adulthood (Bond et al., 2001; Gurhan, 2017; Heavens, 2009; Uneri,
2011). In peer bullying, it is emphasized that victims may experience depression, anxiety and
stress disorders in the future and if not treated, this situation may have consequences such as
suicide (Caglar et al., 2019). In addition, it is stated that children who are exposed to bullying
can develop behaviour disorders with the anxiety they experience and turn to bullying
behaviours in the later years (Camodeca & Goossens, 2005). It is also stated that bullying
behaviours acquired at an early age are signs of crimes such as carrying weapons, rape,
robbery and extortion at later ages (Arslan & Savaser, 2009). In addition, it is stated that the
attitudes of children who experience peer bullying at school are different, children have
negative feelings towards their school life and do not want to attend the school (Srabstein &
Piazza, 2008).

In the relevant literature, there are many research studieswhichinvestigated peer
bullying in educational institutions. In this context, Eslea and Smith (2000), and Cankaya
(2011) addressed peer bullying at primary level, Geng (2007) and Donoghue and Raia-
Hawrylak (2016) at high school level, Uysal and Dinger (2012) as well as Hurd and Gettinger
(2011) at preschool level, and finally Marraccini and Weyandt (2018) at high school and
university level. In some of these studies (Cankaya, 2011, Uysal & Dinger, 2012), the
definition, types and roles of peer bullying were given while some of them included the
thoughts and reactions of students, teachers and parents against bullying (Geng, 2007,
Donoghue & Raia-Hawrylak, 2016; Esla & Smith, 2000). In the studies conducted at pre-
school and higher education level (Hurd & Gettinger 2011; Marraccini & Weyandt 2018), the
researchers examined the level of participation in bullying and its effects on school climate.
These studies show that peer bullying is encountered at all levels of education.

There are also studies where peer bullying is investigated with different concepts. For
example, Sezen and Murat (2018) investigated the relationship between peer bullying, internet
addiction and emotional intelligence. Griffiths et al. (2006) focused on the relationship
between obesity and bullying while Rigby (2001) examined the effects of bullying on health
in schools. In addition, Aypay et al. (2016) explored the relationship between peer bullying
and school burnout whereas Eray et al. (2000) studied the relationship between emotion
expression and peer bullying. Also, Keskin (2010) described the relationship between peer
bullying and self-esteem and Mishna (2003) described the relationship between learning
disabilities and bullying. Furthermore Dantchev et al. (2019) described the relationship
between childhood sibling and peer bullying in adulthood. Finally, Kok and Telci (2018)
examined the relationship between depression, anxiety, suicidal ideation and self-harm
feelings and the relationship between peer bullying and social anxiety. In the relevant
literature, it is seen that the research studies on peer bullying are generally based on
quantitative research methodsalthough there are a limited number of qualitative research
studies (Aksoy, 2019; Atis et al., 2018; Carlisle & Rofes, 2007; Carkit & Babacanli, 2020;
Salmivalli, 2010). In this context, it is thought that this research, which examines peer bullying
at the primary school level with a qualitative research method, will contribute to the literature.

The holistic perspective of this research on peer bullying is expected to contribute to
the definition and solution of bullying at the primary school level. This study aims to explore
peer bullying at primary school level, reveal which type of bullying is common, and find out
its influences on educational activities as well as the reflections on the prevention of bullying
based on school life of teachers.

Method

In this section, the research design,participants, data collection and analysis toolswill be
explained in detail.
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Research Design

The current paper is designed according to the phenomenology design of qualitative research
methods. Phenomenological research studies attempt to reveal what people's perceptions and
experiences are in relation to the phenomenon they encounter while making sense of their own
world (Cekmez et al., 2012). Therefore, it is used to investigate the phenomenonwhich is
encountered in daily life but not sufficiently comprehended. In addition, it is seen as natural
for people who are exposed to the same situations in the social structure to assign different
meanings to the facts with their different interpretations of the events. In this context, Cepni
(2007) states that the "phenographic research" method was developed in order to describe
these different forms of comprehension and interpretation of the same phenomenon.

Participants

The study group was formed viacriterion sampling method, which is one of the purposeful
sampling methods. Criterion sampling method is the sampling method in which the criterion
is created by the researcher or existing criteria are used (Marshall & Rossman, 2014). In this
research, some criteria were taken into consideration while forming the study group. In Turhal
district of Tokat province, the criterion was determined to include the teachers working at
primary schools, in a region with low socioeconomic level and in the same institution. The
research was carried out in a primary school in the district center that could only be
characterized as a coastal region and included the parents at a low socioeconomic level. The
livelihood of the families around the school, where the established neighborhood culture is
not dominant with its nature of both letting in immigrants and emigration, is mainly animal
husbandry. The fact that the research is limited to only one school, that the study takes place
at a primary school and that the predominantly classroom teachers take part in the study as
participants could be given as the limitations of the research. The reason why the research was
limited to only one school was that teachers may have had different perceptions and
understandings of similar experiences.

The study group consisted of eight classroom teachers, one preschool teacher and one
branch teacher (English). A preliminary interview was conducted with all of the teachers in
the school determined for the research and information about the purpose and scope of the
interview was given. It was stated that in order to provide an environment where the
participants would comfortably convey their views, the meeting place and time would be
determined according to their priorities. All of the teachers who were pre-interviewed agreed
to the main interview. The demographic features of the participants are given in Table 1.

Table 1
Demographic Features of the Participants
Participant  Age Gender Professional Branch Total tenure in the
institution Seniority (years) (years)
P1 41 Male 18 Class Teacher 10
P2 44 Male 21 Class Teacher 3
P3 34  Female 9 English Teacher 4
P4 42 19 Class Teacher 10
Female
P5 36  Female 11 Class Teacher 5
P6 48 Male 25 Class Teacher 12
P7 51 Male 27 Class Teacher 7
P8 40 Male 17 Class Teacher 10

P9 35 Male 10 Class Teacher 7
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P10 42 Female 20 Preschool Teacher 10

As it is seen in Table 1, six of the participating teachers were males and four were females.
Eight of the participants hadteaching experience of five years or more in the institution where
the research was conducted. In addition, nine of the participating teachers had teaching
experience for 10 or more years.

Data Collection Tool

The data of the study were gatheredthrough in-depth interviews conducted face-to-face with
10 teachers (between 10 — 25" January 2022) working in a primary school in Turhal district
of Tokat province. According to Karasar (1991, p.166), an in-depth interviewallows the
explanation of information, thoughts, attitudes and behaviours and the detailed analysis of
data. The interviews were held at the scheduled time, except for one, and that interview took
place two weeks later than the planned schedule due to a teacher's illness because of pandemic
conditions.

In this study, a semi-structured interview form was used to collect data. Although the
semi-structured interview form includes the questions prepared by the researcher in advance,
it provides the flexibility to make changes (add or remove questions) during the interviews
(Tiirntikli, 2000). Therefore, the questions are prepared in advance but the answer options are
not predetermined. The interview form employed in this study consisted of two parts. In the
first part, there were six question items to reveal the demographic features of the
intervieweeswhile in the second part, there were seven question items about the phenomenon
of peer bullying. In the interview form, there were questions such as: Can you explain which
type or types of bullying are more common in the institution where you work? How does peer
bullying affect the school and classroom environment? If you are to rankschool problems,
where does peer bullying rank and what are your expectations from the relevant people and
institutions (Ministry of National Education-MoNE, teachers, parents, etc.) about the
prevention of peer bullying in school?"

There were three probing questions in the interview form. For example, in order to
elaborate on the question "Do you think that peer bullying is experienced in the institution
where you work?", the questions of "How do you intervene in situations where bullying is
experienced among your own students?" and "Do you believe that the school administration
has a policy on peer bullying or offers effective solutions?" were added to better understand
the participant statements. The interviews were conducted face-to-face and audio-
recordedwith the consent of the participants. It is thought that the explanations made to the
participants about the purpose of the research and the confidentiality of the information during
the preliminary interview were all effective in giving permission for the audio recording and
expressing opinions more comfortably.

Data Analysis

The research data were subjected to content analysis which can be defined as the interpretation
of similar concepts and themes by gathering them under the same headings (Yildirim and
Simsek, 2018). A total of 290 minutes of interviews were conducted with 10 teachers and the
interview recordings were analysed by the researcher and converted into written documents.
Participant codes such as P1, P2, ... P10 were used during coding. In this study, the codes were
created in line with the sections (words, sentences or paragraphs) extracted from the data.Also,
the sections that were thought to be related to each other were given under the same codes.
Besides, the categories were created in line with the relationship between the codes, and sub-
themes and themes were created with the relationship between these categories. In addition to
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the statements repeated in accordance with the essence of qualitative research, data on original
situations and participant opinions were also tried to be highlighted in this research.

Validity and Reliability

In qualitative research, validity is related to the accuracy of the research findings while
reliability is related to the repeatable nature of the findings (Yildirim & Simsek, 2018). In
order to increase the internal validity of the research, the relevant literature was reviewed and
the semi-structured interview form was created to cover all dimensions of the problem. The
time, place and conditions of the interview were established in such a way that the
interviewees felt comfortable and could express themselves in detail. It was stated that the
identity information of the teachers would be kept confidential in order not to have any
concerns, the purpose of the research was explained, and it was stated that the interview
recordings would only be used for scientific purposes and would not be shared with anyone
else. In the context of the external validity (transferability) of the research, stages of the
research process and details of these processes were given comprehensively and in accordance
with the procedures. In the context of the internal reliability (consistency) of the research, the
research data were conveyed through accurate and direct quotations as much as possible. In
order to increase the scope validity of the research, opinions of various experts-working in the
field of educational sciences- were obtained while preparingthe interview form.Thus, a semi-
structured interview form was created by evaluating the inclusiveness, quality and suitability
of the questions for the research purpose. In order to ensure the external reliability
(verifiability) of the research, the findings were given in a structured, authentic and detailed
way to reveal the interviewee's thoughts as they were.

Findings

The findings related to the research were structured in the context of conveying the situation
regarding the peer bullying as experienced by the participating teachers in their schools via
their general perceptions. In addition to describing situation of the school, understanding of
the phenomenon of peer bullying and expectations for the solution are presented in tables.

1.Theme: Definitions Regarding the Perceptions of Peer Bullying

The views of the teachers on the definition of peer bullying are presented in Table 2.

Table 2
Views of Teachers on the Definition of Peer Bullying
Categories Codes F
Pressure Physical pressure 6
Repression 6
Negative behaviour 3
Constant pressure on the same person 1
Violence All kinds of violence 1
Violence with gestures and attitudes 1
To upset, to harm 1
Dominance 1
Age group Same age 5
Close age group 1

When Table 2 is examined, it is seen that the teachers relate peer bullying with the
concepts of violence and pressure. Peer bullying, which is characterized as a negative
behaviour, is perceived as any violent act involving more movements and attitudes, including
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continuous superiority over the same person. P2, one of the participating teachers, defined
peer bullying as "the negative attitudes and behaviours exhibited by students in the same age
group due to the effort to outdo each other." The statements of another participant are given
below.

Peer bullying is consistently a negative behaviour toward a student. In other
words, if the same negative actions are constantly exhibited towards a student,
this is peer bullying. If he's doing this against everybody, I think it's not bullying,
it's conduct disorder. In peer bullying, it needs to be directed at the same person
all the time (P9).

2. Theme: Increase in Peer Bullying in Schools and Solution Approaches
The teachers' views on peer bullying in their schools are presented in Table 3.

Table 3
Views of Teachers on Peer Bullying at Schools
Sub Theme Categories Codes

1

Bullying level At high level
At low level
Situation at schools Areas of residence In the garden
In the class
Socioeconomic- Family structure
cultural variables Neighborhood structure
More against girls
For children with financial
difficulties
Control Suggested speech
Warning
Follow-up
Form of intervention Getting angry/frightening
Verbal bullying against the
bully
Making sure not to be silent
Immediate intervention
Running the rules

—_—— == N Y
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Talking to parents
Punishment Disregarding
Minor penalties
Ambiguity Unimproved policies
Small events are not reflected
in the management
I do not know
Collaboration What they can do alone is
necessity limited

A ON|(— == ===

School administration
policy

N —

According to Table 3, all the teachers think that peer bullying takes place in the school
where they work. More than half of the participants stated that bullying occurred at a moderate
level, mostly in the garden and outside their surveillance area. The participants who thought
that socioeconomic conditions were an important cause of peer bullying drew attention to the
family and environmental structure. P4, who thinks that girls are bullied more, said: "Based
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on my observations in the class, I think there is peer bullying. In general, it can be in the form
of teasing girls more in the classroom and at school, or in the form of hitting, touching,
pushing, occasionally damaging their belongings. I can say that sometimes this is
continuous."

Regarding the difference between the past and present occurrence of peer bullying in
his school, P6 indicated: “There is peer bullying at school where I work. This was more
common in the old school years. 12 years ago, there was also a secondary school part, it was
more then. It started to decrease.” P2, one of the teachers who stated that they developed a
care-follow-up-control system for the problem, reported: "First, we try to talk to the students
and offer a solution, then we try to talk to the parents." In Table 3, it is also observed that the
opinions of the teachers regarding the fact that the school administration does not have a
preventive policy on peer bullying are predominant. In this context, expressing the need for
cooperation, P9 said: “I do not think that the school administration has taken any measures
in this regard. As teachers, we talked about such a problem in the second week of this year.
When we say what to do about the issue, we are usually left alone.”

Theme 3: Types of Bullying by Incidence

The teachers' experiences of common types of peer bullying in their institution are presented
in Table 4.

Table 4
Teachers' Opinions on Common Peer Bullying Types in their Institutions
Categories Codes F
Physical/verbal combination Physical and verbal at the same 5
Physical bullying rate
Mostly physical 3
Mostly physical among boys 3
Verbal bullying Intensely verbal 4
More verbal among girls 3
Profanity-bad word 1
Exclusion Exclusion 4

In Table 4, it is demonstrated that according to the participants, the common types of
peer bullying observed in their schools include physical bullying, verbal bullying and
exclusion. While half of the teachers stated that physical and verbal bullying took place with
the same frequency, it was observed that physical bullying was more prominent among the
boys while verbal bullying was more prominent among the girls. At the same time, it is seen
that approximately half of the teachers think that peer bullying caused by exclusion is
experienced in their schools. Below are the opinions of the two teachers about the types of
bullying in their schools. P1, who thinks that there is a partial physical, intense verbal bullying
in her school, reports: "The use of profanity/bad words is common even among female
students" while PS5 states: "For example, I have a female student. Her haircut is too short so
she takes some precautions and covers her head. For her, there may be exclusion from the
group and I see that this is more common among the girls. For example, they do notinvite her
to join their games and they leave her apart.”

Theme 4: Negative Influence of Peer Bullying On Learning Environments

The teachers' views on the influence of peer bullying in the school and classroom environment
are presented in Table 5.
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Table 5.
Teacher Opinions on the Influence of Peer Bullying on the School and Classroom
Environment

Sub Theme Categories Codes F

Effects on the Decreased motivation

student Spreading to other students
. Unrest
Influence of bullying on Accusing innocent students

SCh‘?Ol and classroom  Effects on Increased complaints
environment classroom Waste of time
management Tension in school and
classroom
Grouping
Argument
Discipline issues
Disruption of class unity

N L nf— NN

In the first place Parent indifference
Child rearing styles
Socioeconomic level
School attendants

In the second place Family profile
Peer bullying
Lies
Lack of a language class
Insufficient student capacity
Socioeconomic level
Broken families
Behavioural disorders
Raising children

Order of school-related
problem
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In the third place Peer bullying

In Table 5, it is seen that the teachers touch upon two different problem areas, namely
the effects of peer bullying on students and classroom management. Talking about the
decrease in motivation and spread of this negative behaviour among other students, the
participants focused on the harmful effects on the classroom and school climate due to the
increase in complaints and loss of time in classroom management. In this context, P1 stated:
“It harms classroom management more. For example, while the teacher is dealing with a
group, that bully child harms the other as soon as he gets a chance. This time, the teacher
turns his/her attention to that side to solve the problem. So, a certain part of the lesson is
wasted for dealing with this problem.”

Theme 5: Bullying Student Qualifications

The opinions of the teachers on general characteristics of students who are involved in peer
bullying are presented in Table 6.
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Table 6
Opinions of Teachers upon General Characteristics of Students Involved in Peer Bullying
Categories Codes F
Family factor Family problems
Financial difficulties
Good financial opportunities
Broken families
Level of education
External factors Adverse environmental conditions
Friend environment
TV shows
Social media (Youtube, Instagram, etc.)
Child rearing factors  Protective parenting style
Other child rearing problems
Individual factors Hyperactive students
Sense of self-assertion
Overconfidence
Ego satisfaction/fun

N W WL W = N N = N O\ o
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According to Table 6, the participating teachers’ reflections upon characteristics of the
students who were involved in peer bullying at schools are grouped under four headings. It is
seen that among these characteristics related to the family, external factors, the way of raising
children, individual characteristics of the children and factors related to the family are
highlighted by the teachers. In this regard, P10 drew attention to the fact that children had
problems related to upbringing as in the following: “It can be caused by the family and
upbringing style. I think it stems from the child's sense of proving himself. Maybe it is ego-
satisfaction." P8 described bullying children as follows: “Children of families who have family
matters andeconomical problems, where children are exposed to violence, where parents are
separated.” According to K7, the children want to say "Don't ignore me" with such violent
behaviours. According to P4, these children imply the mesaage "I am strong."

Theme 7: Expectations regarding the Prevention of Peer Bullying

Opinions of the teachers regarding their expectations from the stakeholders [teachers, school
administrators, guidance teachers, parents, Ministry of National Education (MoNE)] toprevent
peer bullying are presented in Table 8.

Table 8 presents views of the participating teachers on the role of other factors that are
expected to provide solutions to prevent peer bullying. It is seen that the primary expectation
of the participants from other teachers is to control the situations that pave the way for the
emergence of the problem. As to the expectations of the participants from the school
administrators, the views that they act together with the teachers, influence the families and
give importance to the subject come to the fore. It is seen that the biggest expectation from
parents to prevent of peer bullying is to cooperate with teachers. As for the expectations of
the participating teachers from the guidance teachers, it was indicated by a high majority of
the teachers that there was no psychological counselor or guidance teacher in the institution
where the research was conducted and they added that they should be employed at
schools.Besides, itwas observed that the guidance teachers working in schools were expected
to take an active role in the struggle against bullying. In Table 8, it is seen that the expectations
of the participants from the Ministry of National Education are in the form of making some
arrangements such as trainings designed for parents and teachers. In this context, P1 reported:
“I expect themto inform parents about these issues through social media and other
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communication channels. For example, seminars can be held or conferences can be
organized.” Also, P6 stated: “Short cartoons, animations and videos can be prepared for our
age group. Also, seminars can be organized for teachers. However, the most important issue
may be to appoint guidance teachers to schools.”

Table 8
Opinions of Teacher’s on their Expectations from stakeholders to Prevent Peer Bullying
Sub Theme Categories Codes F
Preventive approaches  Adoption of rules
Different approaches 1
depending on the type and
level of bullying
The distinction between 1
Expectation from right and wrong
teachers Pateience
Thinking about it - talking
Research, responsibility
Tracking and control
Listening - care
Taking actions Speech-suggestion
Immediate intervention
Common attitude
Watching animations
Theater/drama
Enhancing empathy
Consistent-decisive
behaviour
In school Collaboration with teachers
Influencing families
Expectation from the Policy making
school administration Out of school Reaching the experts
Taking initiatives
At school and at home  Giving up the protective
attitudes
Efficient family
communication
Caring and acceptance
Monitor internet and TV
usage
Personal development
Consistency in rules
In school Being active
Expectation from Informing teachers
counselors Family communication
Out of school Making field observations
No expectations No expectations from the
Expectations from MoNE ministry
Disconnection from the 1
ministry
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Education Seminars for parents and 5
Arrangements teachers
Guidance counselor 5
employment
Competitions between 1
students
Reduction of  course 1
intensity

Discussion and Conclusion

The current paper aimed to reveal perspectives of teachers on the primary reasons of peer
bullying, its importance/effects as a problem and some possible precautions that can be taken
to prevent the problem. In this context, the participants reflected on peer bullying in their
schools and described it as negative behaviours that involved more physical and psychological
pressure in the same age group. There have been different definitions of peer bullying. To
start with, Alper (2008) describes peer bullying as a type of aggression in which an individual
or a group of students deliberately and continuouslyharm belongings of others physically and
verbally, exclude other people; tell untrue stories about those who are weaker than them. On
the other hand, Banks (1997) defines peer bullying as a form of aggression that directly targets
the victim, which includes behaviors such as threatening, mocking, damaging the victim and
their belongings, and Wolke et al. (2001) suggest that those who have power transfer this
power to the victims they choose from the weaker ones for their own benefit. They defined it
as using it by causing stress and pain. Similarly, in the literature, what distinguishes peer
bullying from other aggressive behaviours are power inequality, continuity and intentionality
(Mehtar, 2020; Olweus, 1999; Piskin, 2002). Therefore, it is important to distinguish whether
such negativities at schools are a form of aggression due to behavioural disorders or peer
bullying which is systematically developed and has different purposes. In the current paper, it
is seen that in the definition of peer bullying, only one teacher mentioned power inequality
and another teacher mentioned that the situation is continuous. Although the difficulty in
defining peer bullying by the participants does not mean that teachers cannot develop an
efficient approach to bullying, it points out the importance of expert support in this area.

According to the research findings, all of the teachers think that peer bullying is
experienced in their schools and its intensity i1s moderate whereas there are somestudies which
reveal that peer bullying in schools is experienced at serious levels. In many studies, it has
been determined that more than one third of the students at all school levels are involved in
the peer bullying cycle (Burnukara & Ucanok, 2012; Cerezo & Ato 2005; Eray et al., 2020;
Geng, 2007; Kapci, 2004; Piskin, 2010). Considering not only the bully and the victim, but
also the audience and the affected, it will be possible to expand the scope of peer bullying. In
this context, in the research conducted by Mermer (2012) at a high school, it was revealed that
nearly half of the students did not feel safe at school. Considering the frequency of peer
bullying, it can be claimed that it is among the vital problems of schools. Therefore, it is
thought that the normalisation violent behaviours among students may cause more problems
and school bullying may become widespread.

In this study, it was observed that teacher intervention against peer bullying was mostly
aimed at suppressing the behaviour in the form of a follow-up warning-control system
developed through speech-suggestion, and sometimes resorting to force that includes
punishment or intimidation. While Oldenburg et al. (2016) mention the limitations of teachers'
methods in solving peer bullying, Alkaser and Valkanover (2001) argue that teachers'
intervention styles are a factor in the continuation of bullying in schools. According to Ozkan
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and Cifci's (2010) research, children mostly seek help from teachers about peer bullying
whereas Carkit and Bacanli (2020) report that teachers seek help from school psychological
counseling and guidance services in the struggle against bullying. The absence of a counselor
in the institution where this research was conducted naturally led the teachers to seek their
own solutions.

In addition, teachers believe that there is no policy of the school administration
regarding the struggle against peer bullying. This result is similar to that of Atis Akyol et al.
(2018), and Aksoy (2019). It is thought that at schools where there are no psychological
counselorsor guidance teachers, teachers and administrators have difficulty in interpreting
undesirable student behaviours with the content of violence so they are insufficient in setting
the agenda and suggesting solutions for the problem. On the other hand, there are also research
findings showing that school administrators act in a solution-oriented manner about peer
bullying. To exemplify, Hosgorilir and Orhan's (2017) research shows that school principals
have certain activities such as informing teachers, determining rules with students, keeping
risky areas under control and communicating with students' parents. Additionally, Geng
(2007) states that school principals are not insensitive to peer bullying and seek solutions. It
is thought that these different results may be related to the management approach adopted by
school administrators, the level of bullying experienced at schools, the presence/activity of
psychological counselors and guidance teachers at schools and the administrators'
perspectives on the problem.

In the study, it was observed that family-based variables came to the fore in the general
characteristics of the students who bullied others. According to the participants, family
problems, financial difficulties and child rearing approaches are among the factors that
influence the formation of peer bullying. In addition, it is seen that the child's sense of self-
proof, possession of an active being and desire to have fun are stated as the causes of the
problemas well as the effect of the environment. In particular, there are studies that highlight
the family effect along with low socioeconomic conditions in peer bullying (Carkit & Bacanl,
2020; Feldman, 2019; Lantieri & Patti, 1996; Ozkan & Cifci, 2010; Piskin 2010). In another
study which comprehensively corroborate the findings of this research about the causes of
peer bullying, Hosgoriir and Orhan (2017) listed family's child rearing style, domestic
violence, environmental conditions of the child, the content of violence in the visual media
and academic failure of the child as the causes of peer bullying. While Apay et al. (2016)
emphasized the level of burnout in families, Eray et al. (2020) reported that the probability of
children to become bullies and victims increased as the interventionist attitudes of the family
increased. Sahin's (2009) research also stated parental attitudes and the effects of the social
environment as the cause of bullying behaviours. The above-mentioned research results
underline the fact that the family factor is an important starting point for bullying. In this
context, it is important for institutional structures such as schools, municipalities and social
services to focus on educational activities to prevent violence against women and children and
carry out studies that raise awareness about family communication and parenting styles, which
can be taken as educational measures to prevent bullying as well.

It has been observed that this research bears some differences with the studies in the
relevant literature. For example, as a quantitative study, Balak (2017) revealed that as
education level of the parents increased, the tendency of children to resort to bullying
decreased. However, in this study, it was seen that those with parents with a high education
level could also be involved in the cycle of bullying and the level of family education was not
a distinctive feature. Similarly, as a quantitative study, Geng¢ (2007) revealed that as the
student's success in school increased, they moved away from bullying behaviours, while
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Smokowski and Kopasz (2005) argued that the academic achievement of bullied children was
low. In this study, it was concluded that students with high academic success could also
engage in bullying behaviours and even reflect these behavioursinclassroom environments
and maintain pressure on other students. Based on Geng's (2007) statements and the results of
this research, it is difficult to put forwardcrystal clear lines about causes of peer bullying for
several reasons. To specify, underlying causes of bullying are more than one, its effect can
vary according to the situation and person, it is complex and interdisciplinary, and various
social and psychological aspects predominate.

As to general characteristics of students who are exposed to bullying, it is seen that the
participants emphasize physical weakness, introverted personality, growing up in a different
family settings and situations related to raising children. On the other hand, the fact that
parents of children who areseen as victims are also described as quiet, calm and sensible points
out the inadequacy of self-defense or power inequality in the phenomenon of peer bullying.
Zapf and Cooper (2010) also mentioned the power difference between the parties in peer
bullying and inability of the victims to defend themselves. Additionally, Bitney and Title
(1997) emphasized that the bullying child is aware of his/her own power and enters into
conflicts over which s/he is sure to gain an edge. Therefore, it can be claimed that another
feature that distinguishes peer bullying from other forms of aggression is its systematic
consideration of these power relations. According to Cagr1 (2010), victims exhibit personality
traits that are submissive, compliant, obedient, and content to be managed by others.

In this research, it was also revealed that there were similarities between the bully and
victim in terms of various features such as environmental conditions, personality traits and
family life. Some studies supporting this result (Alper, 2008; Andreou, 2000; Kog, 2007,
Pellegrini, 2002) mention similarities in general characteristics of bullies and victims. On the
other hand, in this study, there were also opinions stressing the fact that bullied children could
also bully themselves when they had the opportunity, which is consistent with the research
results of Tanriverdi (2017). It can be said that this orientation stems from the similarity in the
above-mentioned qualities of bully and victim and prevalence of bullying.

In this study, it has beenconcluded that verbal and physical bullying, which is one of
the bullying types, is experienced intensely and verbal bullying is a little more prominent. In
the literature, there are studies with similar results (Atis Akyol et al., 2018; Gokler, 2007,
Karatzias et al., 2002; Piskin, 2010; Polat & Sohbet, 2019). The participants in this study also
revealed that exclusion was partially experienced. On the other hand, it has been observed that
peer bullying has effects in the form of a decrease in interest and motivation towards the lesson
and spread of these negative behaviours among other students. In this context, Lyznicki et al.
(2004) compared peer bullying to an infection and expressed its spread and influence
accordingly. Similarly, Coskun (2018) emphasizes that bullying behaviour forms the basis of
another bullying behaviour.

In terms of classroom management, within the scope of this research it was seen that
negative aspects such as increased complaints, loss of time and deterioration of general
climate of the classroom came to the fore. In this context, it is concluded that peer bullying
has negative impacts on the psychosocial development and future life of the child (Arslan &
Savager, 2009; Baldry & Farrington, 2000; Cinkir, 2006; Novikova & Rean, 2019). Therefore,
along with the characteristics that influence the educational field such as the tension created
by peer bullying in the school and classroom environment, the waste of time and effort, and
the decrease in academic success, it can also be mentioned that peer bullying has certain
pathological effects which harm the psychosocial development of the student in a way that is
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reflected in his/her future life. With all these effects, the participants in this study consider
peer bullying as one of the top three most important problems encountered in their schools.

The biggest expectation of teachers from the Ministry of National Education regarding
the prevention of peer bullying is to appoint psychological counselors and guidance teachers
to schools according to changing needs. In addition, it has been observed that the teachers
expect parents to develop consistent approaches both at home and at school by cooperating
with them in the struggle against peer bullying. The teachers also expectschool management
to manage the family dimension of the problem in cooperation with teachers and reach experts.
In the interviews conducted with the teachers, it was observed that they felt alone in the
solution of peer bullying. It was seen that they expected all parties of the problem to cooperate
with them, recommended the school to produce policies in this direction and expected teachers
to act consistently and decisively within the framework of the general policy. Similarly, in the
relevant literature (Alkaya & Avsar, 2018; Arslan & Savaser, 2009; Canan & Demirbag, 2019;
Cetinkaya et al., 2009; Totan & Yo6ndem, 2007), health professionals (doctor, school nurse,
psychologist, etc.), school administrators, teachers and parents appear to need a collaborative
teamwork. On the other hand, developing bullying prevention programs specifically for the
problem at schools (Kepenekei & Cinkir, 2006; Oztiirk & Tezel, 2019), establishing a security
team to prevent bullying at schools (Geng, 2007) and operating the reward and punishment
systems (Uysal & Dinger, 2012) are also among the educational recommendations.

Some research studies demonstrate that one of the important problems faced by
schools today is peer bullying. This form of aggression, in which fear, oppression and
intimidation come to light, harms achievement of educational goals on the one hand and
psychological and social development of the child on the other hand. This multifaceted effect
requires a team work in the struggle against peer bullying and monitoring the entire process
from the detection of the problem to its solution by the relevant specialists.

In this context, with an aim to prevent peer bullying,a number of actions can be listed
as in the following: allocating psychological counseling and guidance counselors according
to the needs of each school, forming a "struggle against bullying" team at schools, focusing
on family education by assigning experts such as psychologists, guidance counselors and
sociologists to schools, preparing a guide on child rearing methods agreed upon by
pedagogues and sharing it with parents, employing all kinds of social communication
networks (TV, internet, newspapers, etc.), supervising stakeholders, strengthening structures
that support the struggle against violence such as the Women’s Support Application (WSA-
KADES), and introducing such practices to the community through schools and
municipalities.
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Bu aragtirmanin amaci, ortaokul 6grencilerinin problemli internet kullanimlar ile 6z-yeterlikleri
arasindaki iligkide yasam doyumunun araci roliiniin olup olmadiginin belirlenmesidir. Arastirma,
korelasyonel yordayici modelde yiriitilmistiir. Arastirmanin ¢alisma grubu, 2021-2022 egitim
ogretim yilinda Konya ilinde ortaokullarda 6grenim goren 505 ortaokul 6grencisinden olusmaktadir.
Arastirmanin verileri, Young Internet Bagimliligi Olgegi, Ortaokul Oz-Yeterlik Olgegi ve Cocuklar
I¢in Yagam Doyumu Olgegi araciligiyla toplanmustir. Verilerin analizi asamasinda dncelikle toplanan
verilerle, u¢ deger incelemesi, tek degiskenli ve ¢ok degiskenli normallik analizleri ve homojenlik
testleri yapilmistir. Sonrasinda, SPSS-20 paket programi ile degiskenler arasindaki iliskinin
saptanmasi i¢in Pearson Momentler korelasyon katsayisi ve SPSS icin Hayes Process Makrosu ile
aracilik analizi yapilmistir. Arastirma kapsaminda yapilan analizler sonucunda, ortaokul
ogrencilerinin problemli internet kullanimlari, 6z-yeterliklerini negatif yonde, anlamli diizeyde
yordadig1, yasam doyumlarini ise pozitif yonde ve anlaml diizeyde yordadigi bulunmustur. Ortaokul
ogrencilerinin yasam doyumlari, 6z yeterliklerini pozitif yonde ve anlamh diizeyde yordamaktadir.
Ayrica ortaokul dgrencilerinin problemli internet kullanimi ile 6z yeterlik arasindaki iligkide yasam
doyumunun araci bir rol oynadigi belirlenmistir. Aragtirma bulgularina dayali olarak arastirmaci ve
uygulayicilara yonelik 6neriler sunulmustur.
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Giris
Ortaokul 6grencileri erinlik donemi igerisindedirler. Erinlik donemi, insan1 meydana getiren
duygu, diisiince ve davranisin degisim, gelisim ve baskalasim siirecidir. Bu donem, insan
yasaminda genel olarak 11-14 yaslar1 arasindaki zaman dilimini kapsar. Psikolojik, biyolojik
ve sosyal alanlarda, degisim ve gelisimi igerir (Kilig, 2016). Yetiskin rollerine hazirlig

iceren bu donemde, bireylerin 6z yeterligini nasil gelistirdigi ve kullandigi, hayatinin nasil
gelisecegi konusunda kilit rol oynar (Bandura, 1997).

Oz yeterlik kavrami, Sosyal Bilissel Kuramin temel kavramlarindan birisidir (Askar
ve Umay, 2001). Bandura (1997) tarafindan ortaya atilan bu kavram, bireyin davranislari
tizerinde etkisi olan, belli bir davranisi sergilemek i¢in gerekli faaliyetleri diizenleyip basarili
bir sekilde uygulama diizeyi hakkinda, bireyin kendisine yonelik algisin igerir. Oz yeterlik
genel olarak, bireylerin bir seyleri yapabildiklerine veya yapamadiklarina olan inanct olarak
tanimlanir (Bandura, 1989; Kala, 2022). Kisinin kendi yetenegine olan inanci, bireyin
ongoriilemeyen anlar icerebilen stresli durumlarda gerekli eylemleri planlamanin ve
gerceklestirebilmesinin ne kadar miimkiin olduguna iliskin degerlendirmesi ile ilgilidir
(Bandura, 1977; 1982; Schunk, 1982).

Oz-yeterlik algisi, kisiden kisiye degisiklik gosterir (Bandura, 1989). Oz yeterlik
algisi, insanlarin basarmak i¢in ne kadar ¢aba gostereceklerini ve caydirici deneyimler
karsisinda ne kadar azimli olacaklari lizerinde etkilidir (Bandura, 1977). Birey, her ne kadar
yeterli bilgi ve beceriye sahip olsa da 6z-yeterlik algis1 diisiik ise sahip olunan bilgi ve
beceriyi kullanmada harekete gecemez (Yildirim ve ilhan 2010). Oz yeterlik algis1 diisiik
birey amacina ulagsmak i¢in ¢aba gostermez ve siireci amacina uygun yonetemez (Bandura,
1997). Caprara ve digerleri (2011) tarafindan 13 ila 19 yas araligindaki 6grenciler {izerinde
ylriitiilen aragtirma sonucunda, 0z-yeterligin riskli davranislarin azaltilmasinda ve sosyal
becerilerin gelistirilmesinde etkili oldugunu belirlenmistir. Bu yas grubu 6grencilerin, riskli
davranislar1 arasinda yer alanlardan biri de problemli internet kullanimidir. Durak (2021)
tarafindan yapilan bir ¢aligmada, yagam doyumu ile genel 6z yeterlik arasinda pozitif yonlii
iligki oldugu tespit edilmistir. Altintas (2020) ise yapmis oldugu calismada problemli
internet kullanimi ile yasam doyumu arasinda negatif yonlii iliski bulmustur. Buradan yola
cikilarak 0z yeterlik diizeyleri ve yasam doyumlar1 yiiksek olan bireylerin internet
kullanimin1 saglikli bir sekilde yonetebilecekleri sdylenebilir. Bu baglamda aragtirmanin bir
diger degiskeni olarak problemli internet kullanimi ele alinmastir.

Covid-19 pandemisi sebebiyle yiiz yiize egitime ara verip uzaktan egitime ge¢ilmistir
(Akgiil ve Oran, 2020). Bu durum ortaokul 6grencilerinde, internet kullaniminin artmasina,
dolayisiyla problemli internet kullaniminin da yayginlasmasina neden olmustur. Young
(2004) internet bagimliligini, bireyin internete baglanma siiresi ile ilgili kontrol
saglayamamasi, davranislarinda kontrolii birakmasi, internetin olmadigi durumlarda
ofkelenmesi, gerginlik yasamasi ve tiim bu yasananlar neticesinde, bireyin normal iligkiler
kuramayip fonksiyonelligini kaybetmesi olarak tanimlanmistir (Mittal vd., 2007). Internet
bagimlilig literatiirde, patolojik internet kullanimi (Ekinci, 2017), sorunlu internet kullanimi
(Yaylali, 2013) veya problemli internet kullanim1 seklinde de adlandiriimaktadir. Caplan’a
(2002) gore problemli internet kullanimi, kapsamli bir sendromdur. Problemli internet
kullanimi, biligsel ve davranigsal sonuglar ortaya cikaran belirtileri igerir (Caplan, 2002).
Problemli internet kullanimi1 genel olarak bireyin okul ya da is yasaminda psikolojik ve
sosyolojik zorluklar olusturan internet kullanimi olarak tanimlanir (Beard ve Wolf, 2001;
Davis, 2001).

Problemli internet kullanim diizeyi yiiksek olan bireyler, zamanlarinin biiyiik bir
kismini internette geg¢irmekte ve zamanlarini verimli sekilde yonetememektedirler (Alt ve
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Boniel-Nissim, 2018). Buradan da anlasilacag: iizere problemli internet kullanimi, yasam
kalitesinin diismesinde biiylik bir risk faktoriidiir. Hem is hem de bos zaman igin internet
kullanimi, bireylerin internet kullanimina iliskin kararlarini acgiklamada potansiyel olarak
onemli bir faktor olan Oz-yeterlik ile iliskilidir (Gao vd., 2020). Bu baglamda, hem
problemli internet kullanim1 hem 6z yeterlik tizerinde etkisi olan yasam doyumunun araciligi
ile problemli internet kullaniminin 6z yeterlik lizerindeki olumsuz etkisini azaltilabilecegi
arastirmacilar tarafindan diisiiniilmektedir. Yapilan bazi ¢alismalar da bu goriisii destekler
niteliktedir. Ornegin Cakar (2012), yapmis oldugu calismasinda bireylerin 6z yeterliklerinin
yasam doyumlarini anlamli diizeyde yordadigini bulmustur. Yapilan bir diger ¢alismada, 6z
yeterligin yasam doyumunu pozitif yonde yordadigi bulunmustur (Koksal vd., 2015).
Karagoz ve digerlerinin (2021) yapmis oldugu bir diger ¢calismada, bireylerin yasam doyumu
arttikca psikolojik saglamlik diizeylerinin de arttifi belirlenmistir. Buradan yola c¢ikarak
kisilerin kendi benliklerine yonelik olumlu disilinceleri ve psikolojik anlamda
yapabileceklerine olan inanglari, var olan sorunlarina daha ¢6ziimciil yaklagmalarina, yasam
doyumlarinin daha da artmasina, dolayisiyla problemli internet kullanimi gibi olumsuz
davraniglardan kaginmalarini saglayabilir.

Aragtirmada, problemli internet kullanimi ile 6z yeterlik arasindaki iliskide aract
degisken olarak ele almman yasam doyumu kavrami, genel olarak, yasam olaylarindan
insanlarin kisisel olarak cikardigi yargilar1 ifade eder (Veenhoven, 1991). Bradley ve
Corwyn (2004) tarafindan yasam doyumu, bireyin hayatinin 6zel bir boliimiine veya
geneline yonelik, yasamindan duydugu memnuniyet diizeyi olarak tanimlanmistir. Ayrica
yasam doyumu, insanlarin yasantilarmin belirli bir alanindaki gelisimleri degil, ayni
zamanda yagamlarinin tiim alanlarinda, biitliniiyle gosterdikleri gelisim siirecini ifade eder
(Avsaroglu vd., 2005; Christopher, 1999; Ozer ve Ozsoy-Karabulut, 2003). Yasam doyumu,
okul cagindaki ¢ocuk ve ergenler icin aile, okul, arkadaglar ve yasanan yer olarak farkl
alanlardaki toplam hosnutluluk seviyesini ifade eder. (Gilligan ve Huebner, 2007). Yasam
doyumunun yiiksek seviyelerde olmasi, stresli ve zararli yasam olaylarinin etkisinden
cocuklar1 koruyabilir (Suldo ve Huebner, 2004).

Bu arastirma ile ortaokul Ogrencilerinin problemli internet kullanimlart ile 6z
yeterlikleri arasindaki iligkide yagsam doyumunun araci rolii olup olmadiginin belirlenmesi
amaglanmaktadir. Bu ¢alisma ile yasam doyumlar arttirilan ortaokul Ogrencilerinin, 6z
yeterliklerinin de artacagi, dolayisiyla 6z yeterlik {izerindeki olumsuz etkisi olan problemli
internet kullanimimin etkisinin azalacagi disiiniilmektedir. Yasam doyumu, problemli
internet kullanim1 ve 6z yeterlik degiskenlerinin beraber ele alinmasi, Ogrencilerin 6z
yeterlik diizeylerini daha saglikli anlamak i¢in 6nem tasimaktadir. Bu durumun anlasilmast,
bireylerin egitim yasamlarinda karsilasacaklar1 problemleri fark etmelerini ve var olan bu
problemlere alternatif ¢dzlimler liretmeleri noktasinda, dnem tagimaktadir.

Yukarda belirtilen arastirmanin amaci ve bu ama¢ dogrultusunda kurulan hipotetik
model ve hipotezler asagida verilmistir.

Sekil 1
Hipotetik Model

/

Problemli internet
Kullanimi

Yasam Doyumu

Y
Oz-yeterlik
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Hi: Ortaokul 6grencilerinin problemli internet kullanimlari, 6z-yeterliklerini negatif yonde
ve anlaml diizeyde yordar.

H»: Ortaokul 6grencilerinin problemli internet kullanimlari, yasam doyumlarini negatif
yonde ve anlamli diizeyde yordar.

H3: Ortaokul 6grencilerinin yasam doyumlari, 6z-yeterliklerini, pozitif yonde ve anlamli
diizeyde yordar.

Ha4: Ortaokul 6grencilerinin problemli internet kullanimlar ile 6z-yeterlikleri arasindaki
iliskiye yasam doyumu aracilik eder.

Yontem

Bu boliimde arastirmanin yontemi, ¢calisma grubu, kullanilan 6l¢me araglari, arastirmanin
modeli, verilerin toplanmas1 ve analizi ile ilgili bilgi verilmistir.

Arastirma Modeli

Bu arastirmada, yordayici korelasyonel model kullanilmistir. Yordayicit korelasyonel
modelde, bir veya daha fazla bagimsiz degisken, bagimli degiskende meydana gelen
degisiklikleri agiklamak icin kullanilir (Biiytlikoztirk vd., 2012).  Aracilik etkisinin
istatistiksel olarak hesaplanmasinda kullanilan iki temel yaklagim olan Baron ve Kenny’nin
(1986) nedensellik yaklasimi ve cagdas yaklasimlardan, bu calismada, daha giicli
hesaplamalar yapilmasina imkan sunan c¢agdas yaklasimdan Hayes (2018) modeli
kullanilmigtir. Cagdas yaklasimda, aracilik analizinin odak noktasi, dolayli etkinin
hesaplanip ¢ikarimlar yapilmasidir (Giirbiiz, 2021).

Calisma Grubu

Calisma grubu, uygun oOrneklem yolu ile belirlenmistir. Uygun Orneklem yolu,
aragtirmacinin ulasabilecegi katilimcilara anket uygulanmasina imkéan verir (Balci, 2001).
Arastirmanin ¢alisma grubunu Konya ilinde, ortaokullarda 6grenim goren Ogrencilerden
olusmaktadir. Calisma grubunun cinsiyete gore dagilimlari incelendiginde, katilimcilarin
253’10 (%50,1) kiz ve 252’si (%49,9) erkek olan 505 ortaokul Ogrencisi, arastirmanin
calisgma grubunu olusturmaktadir. Calisma grubundaki katilimcilarin yas dagilimlar
incelendiginde, katilimcilarin 28’1 (%5,5) 11 yasinda, 26’s1 (%25,7) 12 yasinda, 207’si
(%41,0) 13 yasinda, 132’si (%26,1) 14 yasinda ve 8’1 (%I1,6) 15 yasinda oldugu
goriilmektedir.  Calisma grubunun siif degiskenine gore dagilimlari incelendiginde,
katilimcilarin 80’1 (%15,8) 6. sinif, 193’1 (%38,2) 7. sinif ve 232°si (%45,9) 8. smif oldugu
gorilmektedir.

Calismada Kullanilan Ol¢me (Veri Toplama) Araclan
Young Internet Bagimhihigi Olcegi

Olgek, Young (1998) tarafindan gelistirilmis ve kisa formu Pawlikowski ve digerleri (2013)
tarafindan olusturulmustur. Olgegin Tiirkce ‘ye uyarlama ¢alismasi: Kutlu ve digeleri (2016)
tarafindan yapilmistir. Olgek, 12 madde ve tek boyuttan olusan besli likert (1=Higbir zaman,
5=Cok sik) tipi bir 6lgektir. Olgekte ters puanlanan madde yoktur. Kutlu ve digerleri (2016)
tarafindan ytiriitiilen gecerlik ve gilivenirlik ¢aligmasi kapsaminda, dogrulayict faktor analizi
sonucunda, model uyumunun iyi oldugu belirlenmistir. Olgegin Crombach Alpha i¢ tutarlik
katsayisinmn 0,85 oldugu bulunmustur. (Kutlu vd., 2016). Olgek toplam puanmin artmasi,
internet bagimlilig1 diizeyinin yiikseldigine isaret etmektedir. Bu aragtirmanin verileri ile
yapilan giivenirlik analizi sonucunda, Crombach Alpha degeri ,785 olarak hesaplanmustir.
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Ortaokul Oz-Yeterlik Olgegi

Bray ve digerleri (2002) tarafindan gelistirilen ortaokul 6z-yeterlik 6lgegi, Yardimci ve
Bagbakkal (2010) tarafindan Tiirk kiiltiiriine uyarlama c¢alismas1 yapilmistir. 37 maddeden
olusan o&lgek, Kisiler Arasi Iliskiler, Akademik Basari, Koruyucu Saglik ve Madde
Bagimlihig1 Potansiyeli olmak iizere 4 alt boyuta sahip, 5°li likert tipi bir dlgektir. Olgek
toplam puaninin artmasi, 6z-yeterlik diizeyinin yiikseldigine isaret etmektedir. Olgegin
Cronbach Alfa giivenirlik katsayisi, ,73 ile ,89 arasinda degismektedir. Bu aragtirmanin
verileri ile yapilan giivenirlik analizi sonucunda, Crombach Alpha degerleri, kisiler arasi
iliskiler alt boyutu i¢in ,877, akademik basar1 alt boyutu i¢in ,873, koruyucu saglik alt
boyutu i¢in ,780, madde bagimlilig1 potansiyeli alt boyutu i¢in ,905 ve dlgek toplaminin ,932
olarak hesaplanmustir.

Cocuklar i¢in Yasam Doyumu Olgegi

Olgek, Gadermann ve digerleri (2009) tarafindan gelistirilmis, Altay ve Eksi (2018)
tarafindan Tiirk kiiltliriine uyarlama ¢aligmasi yiiriitiilmistiir. 5 maddelik, tek boyutlu ve 5’li
likert tipi bir dlgektir. Olgekten alman puanin artmasi, yasam doyumunun yiikseldigine isaret
etmektedir. Olgege ait Cronbach Alfa giivenirlik katsayis1 ,792 olarak hesaplanmustir (Altay
ve Eksi, 2018). Bu aragtirmanin verileri ile yapilan giivenirlik analizi sonucunda, Cronbach
Alpha degeri ,810 olarak hesaplanmuistir.

Verilerin Toplanmasi

Arastirmaya baglanmadan Once, arastirmada kullanilan 6lgme araglarinin kullanimi igin
Olceklerin gecerlik ve giivenirlik ¢aligmasini yapan aragtirmacilardan e-posta yoluyla gerekli
izinler almmustir. Bunun yani sira, arastirma ig¢in KTO Karatay Universitesi Insani
Arastirmalar Etik Kurul Onayr (31.03.2022 tarih ve E-46409256-300-30896 sayis1 ile)
alinmis ve arastirmanin yiiriitiildiigii kurumlarin baglh oldugu Konya i1 Milli Egitim
Midiirliigii’nden arastirma izni alinarak, arastirma siireci boyunca yayin etiginden taviz
verilmemistir. Arastirma kapsaminda, 2021-2022 egitim-6gretim yilinda, Konya ilinde,
cesitli ortaokullarda egitim goérmekte olan 6grencilerden, ii¢ farkli 6lgme araci kullanilarak
arastirma verileri toplanmistir. Arastirmacilar tarafindan olusturulan yaklasik olarak 15
dakika siirede cevaplanabilen formlar, katilimcilara dagitilmig ve katilimcilara gerekli
yoOnergeler verilmistir.

Veri Analizi

Arastirma stlirecinde toplanan verilerin hatasizligi kontrol edilmis ve tiim maddelerin normal
ranj araliginda oldugu, yanlis girilen madde bulunmadig: belirlenmistir. Veri setinin normal
dagilim 6zelligi tek degiskenli ve ¢cok degiskenli normallik analizleri yapilarak incelenmistir.
Tek degiskenli uc¢ degerlerin belirlenmesi i¢in z testi yapilmis, z puani referans araligi
orneklem biiytikliigli 100°den fazla oldugundan -4,00 ile +4,00 aras1 alinmis ve bu aralik
disinda kalan bir katilimciya ait 6lgek, veri setinden cikarilmistir (Mertler ve Vannatta,
2016). Cok degiskenli u¢ degerlerin belirlenmesinde Mahalanobis uzaklik katsayilar
hesaplanmis ve herhangi bir u¢ deger iceren veriye rastlanmamistir (Tabachnick vd., 2007).
Katilimcilarin veri toplama araglarina verdikleri cevaplarin homojen bir dagilima sahip olup
olmadiginin belirlemesi amaciyla basiklik-carpiklik degerleri incelenmistir. Arastirma
degiskenlerinin her birinin -1.00 ile +1.00 referans araliginda oldugu, normal dagilim
gosterdigi (.109, .207) belirlenmistir (Cokluk vd., 2014). Ayrica yapilan korelasyon analizi
ile veri setinde, ¢oklu baglanti problemi olup olmadigi incelenmistir. Yapilan analiz
sonucunda, ortaokul dgrencilerinin problemli internet kullanimlar ile yasam doyumlari (r=-
,222, p<,01) arasinda, diisiik diizeyde ve negatif yonde, Oz-yeterlikleri (r=-,412, p<,01)
arasinda orta diizeyde negatif yonde, anlamli bir iliski oldugu; yasam doyumu ile 6z-yeterlik
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arasinda (r=,317, p<,01) pozitif yonde, orta diizeyde anlaml iliski oldugu saptanmistir. Bu
bulgulara gore degiskenler arasinda ,90 ve {lizerinde iliski olmadigindan ¢oklu baglanti
problemi olmadig1 sdylenebilir (Cokluk vd., 2014). 505 katilimciya ait cevaplardan olusan
veri seti iizerinden aragtirmanin problem ciimlelerine yanit aranmistir. Verilerin analizinde,
SPSS-22 paket programi araciligiyla Hayes Process Makrosu ile analiz edilmistir.
Aragtirmada anlamlilik diizeyi olarak ,05 alinmigtir.

Bulgular

Problemli internet Kullanim ile Oz-yeterlik Arasindaki iliskide Yasam Doyumunun
Araci Roliiniin Incelenmesine Iliskin Bulgular

Arastirmanin  6rneklem grubunu olusturan ortaokul 6grencilerinin problemli internet
kullanimi ile 6z-yeterlik arasindaki iliskide, yasam doyumunun araci rolii olup olmadig,
SPSS 3.4 siirimii PROCESS makrosu (Hayes, 2018), Model 4 kullanilarak aracilik
analizleri yapilmistir. Analizde, bootstrap teknigi ile 5000 yeniden Ornekleme segenegi
tercih edilmistir. Internet kullanim ile dz-yeterlik arasindaki iliskide, yasam doyumunun
dolayli bir etkisinin olup olmadig1, bootstrap teknigi ile elde edilen giiven araliklarina gore
belirlenmistir. Analize ait bulgular, asagida Tablo 1, Tablo 2 ve Sekil 2” de sunulmustur.

Tablo 1 .
Bootstrapping Testine Iliskin Regresyon Analizi Sonuglar

M (Yasam Doyumu) Y (Ozyeterlik)
Yordayict Degiskenler b S.E. b S.E.
Problemli Internet Kullanim1 (X) -, 1454%%* ,0285 -,9678*** ,L1100
M (Yasam Doyumu) 1,1773%%* ,1679
Sabit 19,9640 8276 159,8854 45778
R?=,0493 R%=, 1698
F (1; 503)=26,0764; p<.001 F (2; 502)= 80,9463; p<,001

*p<,05; **p<,01; ***p<,001, k=5000, S.E.=Standart hata, standardize edilmemis beta katsayilar1 (b) raporlanmistir.

Tablo1 incelendiginde, problemli internet kullaniminin yasam doyumunu, negatif
yonde ve anlamh diizeyde yordadig: goriilmektedir ( b= -,1454, SE=,0285, p<,001). Aym
zamanda yasam doyumunun Oz-yeterliligi, pozitif yonde ve anlamli diizeyde yordadigi
belirlenmistir (b = 1,1773, SE=,1679, p<,001). Ayrica problemli internet kullanimi, yasam
doyumundaki varyansin % 4,93’linii agiklamaktadir. Bunun yani sira, problemli internet
kullanimi, yasam doyumu ile birlikte, 6z yeterlikteki varyansin %16,98’in1 acikladig:
bulunmustur.

Aracilik analizi i¢in yapilan Bootstrapping testi sonucunda, problemli internet
kullaniminin 6zyeterlik iizerindeki dolayli, dogrudan ve toplam etkisi asagidaki Tablo 2°de
verilmistir.
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Tablo 2
Dijital Oyun Bagimlihginin Bilingli Farkindalik Uzerindeki Dolayli, Dogrudan ve Toplam
Etkisi

Etki Yol Bootstrapping %95 Giiven Aralig1
B SE LLCI ULCI
) . . ) -,1712 ,0470  -,2678 -,0866
Dolayl Etki PIK — Yasam Doyumu — Ozyeterlik
Dogrudan Etki (¢’)  PIK — Ozyeterlik -,9678 , 1100 -1,1840  -,7517
Toplam Etki (c) Dogrudan Etki + Dolayl Etki -1,1390 ,1123  -1,3596 -9184

n=505, k=5000, PiIK=Problemli Internet Kullanimu.

Tablo2 incelendiginde, problemli internet kullaniminin 6z-yeterlilik {izerindeki
toplam etkisinin (b = -1,1390, SE=,1123, p<,001) negatif yonde ve anlamh diizeyde oldugu
goriilmektedir. Basit bir aracilik modelinde, X'in (problemli internet kullanimi) Y (Oz-
yeterlik) tizerindeki toplam etkisi, X'in Y {lizerindeki dogrudan etkisinin ve X'in M (Yasam
doyumu) iizerinden Y’deki dolayli etkisinin toplamidir (Hayes, 2018). Problemli internet
kullaniminin 6z-yeterlilik tizerindeki dogrudan etkisinin (b = -,9678, SE=,1100, p<,001)
negatif yonde ve anlamli diizeyde oldugu bulunmustur. Ayrica problemli internet
kullaniminin 6z-yeterlilik tizerindeki dolayl etkisinin (b = -,9678, SE=,1100, 95% GA /-
,2678,-,0866]) negatif yonde ve anlamli diizeyde oldugu belirlenmistir. Dolayl etki, X'in M
iizerindeki etkisinin bir sonucu olarak Y {izerinde ne kadar farklilik gosterdiginin tahmin
edildigini ve bu durumun da Y'yi etkiledigini belirtir. Dolayli etkinin anlamli olmasi
durumunda, M'nin, X'in Y {izerindeki etkisinin bir aracis1 oldugu iddia edilebilir (Hayes,
2018). Aracilik etkisinin tam standardize etki biyiikliigii incelendiginde, %95 Giiven
araliginda (G4 [-,0960,-,0319]) p =-,0619 oldugu, bu degerin orta derecede aracilik etkisine
yakin oldugu sdylenebilir. Etki biiylikliigli degerinin ,01’e yakin olmasi1 disiik etkiyi, ,09’a
yakin olmas1 orta diizey etkiyi ve ,25’¢ yakin olmasi yiiksek etki olarak yorumlanir
(Preacher ve Kelley, 2011). Bu bulgulara gore, problemli internet kullanimi ile 6z yeterlik
arasindaki iliskide, yasam doyumunun araci bir rol oynadigi sdylenebilir.

Problemli internet kullanimi ile 6z yeterlik arasindaki iliskide yasam doyumunun
araci roliine iliskin model, asagida Sekil 2°de verilmistir.

Sekil 2
Problemli internet kullanimi ile 6z-yeterlik arasindaki iligkide yasam doyumunun aracilik
etkisi

R*=.0493

a= -, 1454%* Yasam Doyumu ] b=1,1773**

R*=,1698

' Etki (c)= -1,1390**
Problemli Internet Toplam Etki (c)=-1,1390

Kullanimi Dogrudan etki(c’) =-,9678 **
Dolayli Etki =-,1712, GA [-,2678, -,0866]

Oz-yeterlik

Not: Standardize edilmemis beta katsayilari kullaniimistir.
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Tartisma ve Sonug¢

Yapilan analizlerden elde edilen bulgularda, ortaokul Ogrencilerinin problemli internet
kullanimlarinin 6z yeterliklerini negatif yonde ve anlamli diizeyde yordadigi, yasam
doyumlarint ise pozitif yonde ve anlamli diizeyde yordadigi belirlenmistir. Ortaokul
ogrencilerinin yasam doyumlari, 6z yeterliklerini pozitif yonde ve anlamh diizeyde
yordamaktadir. Ayrica ortaokul &grencilerinin problemli internet kullanimlari ile 6z
yeterlikleri arasindaki iliskide, yasam doyumlarinin araci bir rol oynadig1r saptanmistir.
Arastirmadan elde edilen bulgular, asagida tartisilmistir.

Ortaokul Ogrencilerinin problemli internet kullanimlari, 6z yeterliklerinin negatif
yonde anlamli bir yordayicisi oldugu tespit edilmistir. Bu bulguya paralel olarak
Reyhanlioglu’nun (2015) iiniversite 6grencileri lizerinde yiirlittiigli aragtirma sonucunda,
internet bagimlilig: ile 6z yeterlik arasinda negatif iligski oldugu bulunmustur. Odaci (2011),
iiniversite 6grencilerinde, problemli internet kullanimi ile akademik 6z-yeterlik arasinda
negatif yonde anlamli iliski oldugunu ve akademik Oz-yeterligin problemli internet
kullaninmi yordadigini bulmustur. Arastirma bulgusunun aksine, Erkisi (2019) tarafindan,
ergenlerin internet bagimliliklar ile 6z-yeterlikleri arasinda, istatistiksel agidan anlamlr iligki
olmadig1 belirlenmistir. Ortaokul 6grencilerinin ¢evreyi tanimaya, cevrelerinin kendilerine
sundugu imkanlardan haberdar olmaya basladiklar1 bir siiregte internet ile karsilasmalart ve
kendilerini kaptirmalari, kendilerinden beklenen goérev ve sorumluluklar1 aksatmalarina,
dolayisiyla, 6z yeterliklerinin azalmasma neden olabilir. Bu bulgulara gore ortaokul
ogrencilerinin problemli internet kullanimlar arttik¢a, 6z yeterlikleri azalmaktadir.

Arastirmanin bir diger bulgusu olarak ortaokul Ogrencilerinin problemli internet
kullanimlarinin yasam doyumlar1 {lizerinde, negatif yonde anlamli bir yordayicisi oldugu
tespit edilmistir. Konu ile ilgili yapilan caligmalar incelendiginde, Lachmann ve digerleri
(2016), problemli internet kullanimi ile yasam doyumu arasinda negatif iliski tespit
etmislerdir. Kabasakal (2015), tiniversite 6grencileri iizerinde yiirlittiigli bir arastirma
sonucunda, internet kullaniminin olumsuz sonuglart ile yagam doyumu arasinda negatif
yonde anlamli diizeyde iliski oldugunu saptamistir. Cao ve digerleri (2011), ergenlerde,
problemli internet kullaniminin, yasam doyumunu diislirdiigiinii tespit etmislerdir.
Dolayisiyla bu bulgular, arastirmamizin problemli internet kullaniminin yasam doyumlari
iizerinde, negatif yonde yordadigi bulgusuyla paralellik gostermektedir. Bu bulgulara gore
ortaokul Ogrencilerinin problemli internet kullanimlar1 arttikca, yasam doyumlari
azalmaktadir.

Arastirmanin bir diger bulgusu olarak, ortaokul 6grencilerinin yasam doyumlarinin
0z yeterlikleri lizerinde, pozitif yonde anlamli bir yordayicisi oldugu bulunmustur. Vecchio
ve digerleri (2007), akademik ve sosyal oOz-yeterlik inanglarinin yasam doyumunun
yordayicilart oldugunu bulmuslardir. Alipour ve Taghvaei (2016), 6gretmenler ilizerinde
yuriittiikkleri ¢alisma sonucunda, yasam doyumu ile O6z-yeterlik arasinda, orta diizeyde,
pozitif yonde, anlamli iliski bulmuslardir. Cikrikei, ve Odaci (2016), tistbilissel farkindalik
ve 0z yeterligin ergenlerde yasam doyumunun 6nemli yordayicilart oldugunu bulmuslardir.
Poorbaferani ve digerleri (2018), ozyeterlik ile yasam doyumu arasinda, pozitif iligki
oldugunu belirlemislerdir. Bu bulgular, arastirmanin yasam doyumunun 6z-yeterligi, pozitif
yonde yordadigi bulgusuyla paralellik gostermektedir. Bu bulgulara gore ortaokul
ogrencilerinin yasam doyumlari arttik¢a 6z yeterlikleri de artmaktadir.

Arastirmanin bir diger bulgusu olarak, ortaokul 6grencilerinin problemli internet
kullanimlar1 ile 6zyeterlikleri arasindaki iliskide, yasam doyumunun aracilik rolii tistlendigi
belirlenmistir. Hem problemli internet kullanimiyla hem de 6zyeterlik ile iliskili olan yasam
doyumu, problemli internet kullaniminin 6z yeterlik iizerindeki negatif etkisini azaltmakta,
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bir nevi tampon rol iistlenmektedir. Ortaokul 0&grencilerinin yasam doyumlarmin
desteklenmesi, problemli internet kullaniminin olumsuz etkilerini azaltabilir, ortaokul
ogrencilerinin 6z yeterliklerinin artmasinda da etkili olabilir.

Yapilan analizler sonucunda elde edilen bulgulara iliskin, aragtirmact ve
uygulayicilara yonelik asagidaki oneriler sunulmustur:

-Ortaokul 6grencilerinin problemli internet kullanimlari ile 6z yeterlikleri arasindaki iliskide
yasam doyumunun aracilik rolii iistlendiginin belirlenmesi, ortaokul 6grencilerine yonelik
yapilacak olan caligmalarinda, 6nemli bir referans olabilir. Bu dogrultuda, ortaokul
ogrencilerinin yonelik yapilacak olan gii¢lendirici caligmalarda, yasam doyumuna yer
verilebilir.

-Ulasilan bulgularin benzer arastirmalarla desteklenmesi, ortaokul 6grencilerinin problemli
internet kullanimlarinin etkisinin azaltilmasinda, bilingli farkindalik, iletisim becerileri,
sosyal beceriler vb. degiskenleri de aragtirmalara dahil edilerek yeni ¢aligmalar yapilabilir.

-Nicel yontem ile veri toplanarak elde edilen arastirma bulgulari, nitel arastirma yontemleri
kullanilarak desteklenip zenginlestirilebilir.

Etik Kurul izin Bilgisi: Bu arastirma, KTO Karatay Universitesi Insani Arastirmalar Etik
Kurulunun 31/03/2022 tarihli E-46409256-300-30896 sayili karari ile alinan izinle
yiirtittilmiistiir.
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Abstract

The aim of this study is to determine whether life satisfaction has a mediating role in the relationship
between the problematic internet use of secondary school students and their self-efficacy. The
research was carried out in relational screening model. The study group of the research consists of
505 secondary school students studying in secondary schools in Konya in the 2021-2022 academic
year. The data of the study were collected through the Young Internet Addiction Scale, the
Secondary School Self-Efficacy Scale, and the Life Satisfaction Scale for Children. During the
analysis of the data, first of all, extreme value analysis, univariate and multivariate normality
analyzes and homogeneity tests were performed with the collected data. Afterwards, mediation
analysis was performed with the Pearson Moments correlation coefficient and Hayes Process Macro
for SPSS to determine the relationship between the SPSS-20 package program and the variables. As
a result of the analyzes made within the scope of the research, it was found that the problematic
internet use of secondary school students predicted their self-efficacy in a negative way and it
predicted their life satisfaction at a positive and significant level. Secondary school students' life
satisfaction predicts their self-efficacy positively and significantly. In addition, it has been
determined that life satisfaction plays a mediating role in the relationship between problematic
internet use and self-efficacy of secondary school students.
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Introduction

Middle school students are in their period of adolescence. Adolescence is the process of
change, development and metamorphosis of emotions, thoughts and behaviours that make
up human beings. This period covers the period of time between the ages of 11 and 14 in
human life in general. It includes change and development in the psychological, biological
and social domains (Kilig, 2016). In this period, which includes preparation for adult roles,
how individuals develop and use their self-efficacy plays a key role in how their life will
develop (Bandura, 1997).

The concept of self-efficacy is one of the basic concepts of Social Cognitive Theory
(Askar & Umay, 2001). This concept, introduced by Bandura (1997), includes the
individual’s perception of himself/herself about the level of organizing and successfully
implementing the activities necessary to exhibit a certain behaviour and which has an effect
on the individual’s behaviour. Self-efficacy is generally defined as individuals’ belief that
they can or cannot do something (Bandura, 1989; Kala, 2022). Belief in one’s own ability
relates to an individual’s assessment of how likely it is to plan and perform necessary
actions in stressful situations that may involve unpredictable moments (Bandura, 1977,
1982; Schunk, 1982).

Self-efficacy perception differs from person to person (Bandura, 1989). Self-efficacy
perception influences how much effort people will invest to achieve and how persistent they
will be in the face of deterrent experiences (Bandura, 1977). No matter how the individual
has sufficient knowledge and skills, if his/her self-efficacy perception is low, he/she cannot
take action in using the knowledge and skills (Y1ldirim and Ilhan, 2010). An individual with
a low self-efficacy perception does not make an effort to reach his/her goal and cannot
manage the process in accordance with his/her purpose (Bandura, 1997). As a result of the
study conducted by Caprara et al. (2011) on students aged 13 to 19, it was determined that
self-efficacy is effective in reducing risky behaviours and improving social skills. One of the
risky behaviours of students in this age group is problematic internet use. In a study
conducted by Durak (2021), it was determined that there is a positive correlation between
life satisfaction and general self-efficacy. Altintas (2020), on the other hand, found a
negative correlation between problematic internet use and life satisfaction. Thus, it can be
said that individuals with high levels of self-efficacy and life satisfaction can manage their
internet use in a healthy way. In this context, problematic internet use was discussed as
another variable of the current study.

Due to the Covid-19 pandemic, face-to-face education was suspended and distance
education was started (Akgiil & Oran, 2020). This has led to an increase in the use of
internet among middle school students, and thus in the prevalence of problematic internet
use. Young (2004) defines internet addiction as the inability of the individual to control the
duration of connecting to the internet, to give up control of his/her behaviours, to get angry
when there is no internet, to experience tension and as a result of all these experiences, the
individual cannot establish normal relationships and lose his/her functionality (Mittal et al.,
2007). Internet addiction is also called as pathological internet use (Ekinci, 2017) or
problematic internet use (Yaylali, 2013) in the literature. According to Caplan (2002),
problematic internet use is a comprehensive syndrome. Problematic internet use includes
symptoms with cognitive and behavioural consequences (Caplan, 2002). Problematic
internet use is generally defined as internet use that creates psychological and sociological
difficulties in an individual’s school or work life (Beard & Wolf, 2001; Davis, 2001).

Individuals with a high level of problematic internet use spend most of their time on
the internet and cannot manage their time efficiently (Alt & Boniel-Nissim, 2018). As it can
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be understood from here, problematic internet use is a major risk factor in decreasing the
quality of life. Internet use for both work and leisure is associated with self-efficacy, which
is a potentially important factor in explaining individuals’ decisions regarding internet use
(Gao et al., 2020). In this context, researchers think that the negative effect of problematic
internet use on self-efficacy can be reduced through life satisfaction, which has an effect on
both problematic internet use and self-efficacy. Some studies support this view. For
example, Cakar (2012) found that individuals’ self-efficacy significantly predicted their life
satisfaction. In another study, it was found that self-efficacy predicted life satisfaction
positively (Koksal et al., 2015). In another study conducted by Karagoz et al. (2021), it was
determined that as individuals’ life satisfaction increases, their psychological resilience
levels also increase. From this point of view, people’s positive thoughts about themselves
and their belief in what they can do psychologically can enable them to approach their
existing problems more analytically, increase their life satisfaction and thus they can avoid
negative behaviours such as problematic internet use.

The concept of life satisfaction, which is considered as a mediator variable in the
relationship between problematic internet use and self-efficacy, generally refers to the
judgments that people infer personally from life events (Veenhoven, 1991). Life satisfaction
is defined by Bradley and Corwyn (2004) as the level of satisfaction with a particular part of
the life or the whole life of an individual. In addition, life satisfaction refers not only to the
development of people in a certain area of their lives, but also to the development process
that they show in all areas of their lives (Avsaroglu et al., 2005; Christopher, 1999; Ozer &
Ozsoy-Karabulut, 2003). Life satisfaction refers to the total level of satisfaction for school-
age children and adolescents in different areas such as family, school, friends and place of
residence (Gilligan & Huebner, 2007). High levels of life satisfaction can protect children
from the effects of stressful and harmful life events (Suldo & Huebner, 2004).

In the current study, it is aimed to determine whether life satisfaction has a mediator
role in the relationship between the problematic internet use of middle school students and
their self-efficacy. In this study, it is thought that the self-efficacy of middle school students
whose life satisfaction is increased will also increase, and therefore the effect of problematic
internet use, which has a negative effect on self-efficacy, will decrease. It is important to
consider life satisfaction, problematic internet use and self-efficacy variables together in
order to better understand students’ self-efficacy levels. Understanding this situation is
important for individuals to realize the problems they will encounter in their education life
and to produce alternative solutions to these existing problems.

The purpose of the study mentioned above and the hypothetical models and
hypotheses established for this purpose are given below.

Figurel
Hypothetical Model
Life Satisfaction
Problemati =
roblematic
Internet Use Self-efficacy

Hi: Middle school students’ problematic internet use negatively and significantly predicts
their self-efficacy.
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H2: Middle school students’ problematic internet use negatively and significantly predicts
their life satisfaction.

Hj3: Middle school students’ life satisfaction positively and significantly predicts their self-
efficacy.

Ha: Life satisfaction mediates the relationship between middle school students’ problematic
internet use and self-efficacy.

In this section, information is given about the method of the research, the study
group, the measurement tools used, the model of the research, the collection and analysis of
the data.

Method
Research Model

In the current study, the predictive correlational model was used. In the predictive
correlational model, one or more independent variables are used to explain the changes in
the dependent variable (Biiylikoztiirk et al., 2012). In the statistical calculation of the
mediation effect, causality approach by Baron and Kenny (1986) and Hayes (2018) model,
which is a contemporary approach that allows stronger calculations, were used. In the
contemporary approach, the focus of mediation analysis is to calculate the indirect effect and
make inferences (Glirbiiz, 2021).

Study Group

The study group was determined by using the convenience sampling method. The
convenience sampling method allows measurement tools to be administered to the
participants that the researcher can reach (Balci, 2001). The study group of the study is
comprised of students attending middle schools in the city of Konya. A total of 505 middle
school students participated in the study and 253 (50.1%) of these students are female and
252 (49.9%) are male. Of the participating students, 28 (5.5%) are 11 years old, 26 (25.7%)
are 12 years old, 207 (41.0%) are 13 years old, 132 (26.1%) are 14 years old and 8 (1.6%)
are 15 years old. While 80 (15.8%) of the students are 6 graders, 193 (38.2%) are 7™
graders and 232 (45.9%) are 8™ graders.

Data Collection Tools
Young Internet Addiction Scale

The scale was developed by Young (1998) and its short form was created by Pawlikowski et
al. (2013). The scale was adapted to Turkish by Kutlu et al. (2016). The scale is a five-point
Likert scale (1=Never, 5=Very often) consisting of 12 items and a single dimension. There
is no reverse scored item in the scale. Within the context of the validity and reliability study
conducted by Kutlu et al. (2016), as a result of the confirmatory factor analysis, it was
determined that the model fit was good. The Cronbach Alpha internal consistency
coefficient of the scale was found to be 0.85 (Kutlu et al., 2016). An increase in the total
score taken from the scale indicates an increase in the level of internet addiction. As a result
of the reliability analysis made with the data of the current study, the Cronbach Alpha value
was calculated to be .785.

Middle School Self-Efficacy Scale

The middle school self-efficacy scale developed by Bray et al. (2002) was adapted to
Turkish culture by Yardimci and Bagbakkal (2010). The 37-item scale is a 5-point Likert-
type scale with 4 sub-dimensions: Interpersonal Relations, Academic Achievement,
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Preventive Health and Substance Addiction Potential. An increase in the total score taken
from the scale indicates an increase in the level of self-efficacy. The Cronbach Alpha
reliability coefficient of the scale was found to be ranging from .73 to .89. As a result of the
reliability analysis made with the data of the current study, Crombach Alpha values were
found to be as follows; .877 for the interpersonal relations sub-dimension, .873 for the
academic achievement sub-dimension, .783 for the preventive health sub-dimension, .905
for the substance addiction potential sub-dimension and .932 for the whole scale.

Life Satisfaction Scale for Children

The scale was developed by Gadermann et al. (2009) and adapted to Turkish by Altay and
Eksi (2018). It is a 5-point Likert-type scale consisting of 5 items and a single dimension.
Higher scores taken from the scale indicate higher life satisfaction. The Cronbach Alpha
reliability coefficient of the scale was calculated to be .792 (Altay & Eksi, 2018). As a result
of the reliability analysis made with the data of the current study, the Cronbach Alpha value
was calculated to be .810.

Data Collection

Before starting the study, necessary permissions were obtained from the researchers who
conducted the validity and reliability studies of the scales via e-mail for the use of the
measurement tools. In addition, KTO Karatay University Humanitarian Research Ethics
Committee Approval (dated 31.03.2022 and numbered E-46409256-300-30896) was
obtained for the study and the research permission was obtained from the Konya Provincial
Directorate of National Education, to which the middle schools where the study was
conducted were affiliated, and no concessions were made on publication ethics throughout
the study. Then, research data were collected from students attending various middle schools
in the city of Konya in the 2021-2022 school, using the three different measurement tools.
The forms created by the researchers, which could be answered in approximately 15
minutes, were distributed to the participants and necessary instructions were given to them.

Data Analysis

The accuracy of the data collected during the research process was checked and it was
determined that all the items were in the normal range and that there were no incorrectly
entered items. Whether the data were distributed normally was examined by performing
univariate and multivariate normality analyses. A z test was run to determine univariate
outliers and the z score reference range was taken as -4.00 - +4.00 as the sample size was
bigger than 100 and the scale belonging to a participant outside this range was removed
from the data set (Mertler & Vannatta, 2016). Mahalanobis distance coefficients were
calculated in the determination of multivariate outliers and no data containing any outliers
were found (Tabachnick et al., 2007). In order to determine whether the answers given by
the participants to the data collection tools have a homogeneous distribution, the kurtosis-
skewness values were examined. It was determined that each of the research variables was
between -1.00 and +1.00 reference range and showed a normal distribution (.109, .207)
(Cokluk et al., 2014). In addition, with the correlation analysis, it was examined whether
there was a multicollinearity problem in the data set. As a result of the analysis, it was found
that there is a low and negative correlation between the middle school students’ problematic
internet use and life satisfaction (r=-.222, p<.01), a middle and negative correlation between
their problematic internet use and self-efficacy (r=-.412, p<.01) and a positive and medium
correlation between their life satisfaction and self-efficacy (r= .317, p<.01). According to
these findings, it can be said that there is no multicollinearity problem since there is no
correlation of .90 or more between the variables (Cokluk et al., 2014). Answers to the
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problem statements of the study were sought through the data set consisting of the answers
of 505 participants. The data were analyzed with the Hayes Process Macro through the
SPSS-22 program package. The significance level was set to be .05 in the study.

Findings

Findings from the Investigation of the Mediator Role of Life Satisfaction in the
Relationship between Problematic Internet Use and Self-efficacy

A mediation analysis was carried out by using SPSS 3.4 version PROCESS macro (Hayes,
2018), Model 4, to determine whether life satisfaction has a mediator role in the relationship
between problematic internet use and self-efficacy of the middle school students. In the
analysis, the bootstrap technique and 5000 resampling option were preferred. Whether life
satisfaction has an indirect effect on the relationship between internet use and self-efficacy
was determined according to the confidence intervals obtained by the bootstrap technique.
The findings of the analysis are presented in Table 1, Table 2 and Figure 2 below.

Table 1
Regression Analysis Results related to Bootstrapping Test

M (Life Satisfaction) Y (Self-efficacy)
Predictor Variables b S.E. b S.E.
Problematic Internet Use (X) - 1454 % ,0285 -.9678%** .1100
M (Life Satisfaction) 1.1773%%* 1679
Constant 19.9640 8276 159.8854 4.5778
R?=.0493 R>=. 1698

F (1; 503)=26.0764; p<.001 F (2; 502)= 80.9463; p<.001

*p<.05; **p<.01; ***p<001, k=5000, S.E.=Standard error, non-standardized beta
coefficients (b) are reported.

When Table 1 is examined, it is seen that problematic internet use negatively and
significantly predicts life satisfaction (b= -.1454, SE=.0285, p<.001). Moreover, it is seen
that life satisfaction positively and significantly predicts self-efficacy (b = 1.1773,
SE=.1679, p<.001). In addition, problematic internet use explains 4.93% of the variance in
life satisfaction. It is also seen that problematic internet use, together with life satisfaction,
explains 16.98% of the variance in self-efficacy.

As a result of the Bootstrapping test conducted for the mediation analysis, the
indirect, direct and total effects of problematic internet use on self-efficacy are given in
Table 2 below.

Table 2
Direct, Indirect and Total Effects of Problematic Internet Use on Self-Efficacy

%95 Confidence

Bootstrapping Interval

Effect Path

B SE LLCI ULCI

PIU — Life Satisfaction — Self- -.1712 0470 -2678 -.0866

Indirect Effect efficacy
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Zl’r)ect Effect PIU —» Self-efficacy -9678  .1100 -1.1840 -.7517

Total Effect (c)  Direct Effect + Indirect Effect -1.1390 .1123 -1.3596 -.9184

n=505, k=5000, PIU=Problematic Internet Use

When Table 2 is examined, it is seen that the total effect of problematic internet use
on self-efficacy (b = -1.1390, SE=.1123, p<.001) is negative and significant. In a simple
mediation model, the total effect of X (Problematic internet use) on Y (Self-efficacy) is the
sum of the direct effect of X on Y and the indirect effect of X over M (Life satisfaction) on
Y (Hayes, 2018). The direct effect of problematic internet use on self-efficacy (b = -.9678,
SE=.1100, p<.001) was found to be negative and significant. In addition, the indirect effect
of problematic internet use on self-efficacy (b =-.9678, SE=.1100, 95% CI [-.2678, -.0866])
was found to be negative and significant. The indirect effect indicates how much X is
estimated to cause a change on Y as a result of its effect on M, which in turn affects Y. If the
indirect effect is significant, it can be argued that M is a mediator of the effect of X on Y
(Hayes, 2018). When the fully standardized effect size of the mediation effect is examined,
it is seen to be (G4 [-.0960, -.0319]) p = -.0619 at 95% confidence interval and it can be
said that this value is close to the medium mediation effect. If the effect size value is close to
.01, it is interpreted as low effect, close to .09 as medium effect, and close to .25 as high
effect (Preacher and Kelley, 2011). According to these findings, it can be said that life
satisfaction plays a mediator role in the relationship between problematic internet use and
self-efficacy.

The model regarding the mediator role of life satisfaction in the relationship between
problematic internet use and self-efficacy is given in Figure 2 below.

Figure 2
The mediator effect of life satisfaction on the relationship between problematic internet use

and self-efficacy
R2=.0493

Life Satisfaction

b=1.1773**
R?=.1698
Problematic Internct Total effect (c)=-1.1390**
- Self-efficacy
Use Direct effect (¢’) = -.9678 **

Indirect effect =-.1712, GA [-.2678, -.0866]
Note: Non-standardized beta coefficients are used.
Discussion and Results

From the findings obtained from the analyses, it was determined that the problematic
internet use of the middle school students predicted their self-efficacy negatively and
significantly and it predicted their life satisfaction negatively and significantly. The middle
school students’ life satisfaction predicted their self-efficacy positively and significantly. It
was also determined that life satisfaction played a mediator role in the relationship between
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the problematic internet use of the middle school students and their self-efficacy. Findings
from the study are discussed below.

The middle school students’ problematic internet use was determined to be a
negative and significant predictor of their self-efficacy. Parallel to this finding, as a result of
the study conducted by Reyhanlioglu (2015) on university students, it was found that there is
a negative correlation between internet addiction and self-efficacy. Odaci1 (2011) found that
there is a negative and significant correlation between the problematic internet use and
academic self-efficacy of university students and that academic self-efficacy predicts
problematic internet use. Contrary to the finding of the current study, it was determined by
Erkis (2019) that there is no statistically significant correlation between adolescents’ internet
addiction and self-efficacy. Middle school students’ encountering and immersing in the
internet in a period when they start to get to know their environment and recognize the
opportunities that their environment offers them may cause them to overlook the duties and
responsibilities expected of them, thus reducing their self-efficacy. According to these
findings, as middle school students’ problematic internet use increases, their self-efficacy
decreases.

As another finding of the study, it was determined that the problematic internet use
of the middle school students was a negative and significant predictor of their life
satisfaction. When the studies on the subject are examined, it is seen that Lachmann et al.
(2016) found a negative correlation between problematic internet use and life satisfaction.
Kabasakal (2015), in a study conducted on university students, determined that there is a
significant negative correlation between the negative results of internet use and life
satisfaction. Cao et al. (2011) found that problematic internet use decreases life satisfaction
of adolescents. Therefore, these findings are parallel to the finding of the current study that
problematic internet use negatively predicts life satisfaction. According to these findings, as
the problematic internet use of middle school students increases, their life satisfaction
decreases.

As another finding of the study, it was found that the middle school students’ life
satisfaction was a positive and significant predictor of their self-efficacy. Vecchio et al.
(2007) found that academic and social self-efficacy beliefs are predictors of life satisfaction.
Alipour and Taghvaei (2016) found a medium, positive and significant correlation between
life satisfaction and self-efficacy as a result of their study on teachers. Cikrikci and Odaci
(2016) found that metacognitive awareness and self-efficacy are important predictors of life
satisfaction in adolescents. Poorbaferani et al. (2018) determined that there is a positive
correlation between self-efficacy and life satisfaction. These findings show parallelism with
the finding of the current study indicating that life satisfaction predicts self-efficacy
positively. According to these findings, as the life satisfaction of middle school students
increases, their self-efficacy also increases.

Another finding of the study is that life satisfaction played a mediator role in the
relationship between the problematic internet use of middle school students and their self-
efficacy. Life satisfaction which is related to both problematic internet use and self-efficacy
reduces the negative effect of problematic internet use on self-efficacy and plays a kind of
buffering role. Supporting middle school students’ life satisfaction can reduce the negative
effects of problematic internet use and may also be effective in increasing middle school
students’ self-efficacy.

In light of the findings of the current study, the following suggestions are presented
for researchers and practitioners:
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- Determining that life satisfaction plays a mediator role in the relationship between the
problematic internet use of middle school students and their self-efficacy can be an
important reference in the studies to be carried out on middle school students. In this
direction, life satisfaction can be included in the studies to be carried out to strengthen
middle school students.

- New studies can be conducted to support the findings of the current study so that ways of
reducing the negative effect of problematic internet use on middle school students by
including different variables such as mindfulness, communication skills and social skills can
be found.

-The findings obtained by collecting data with the quantitative method can be supported and
enriched by using qualitative research methods.
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Oz

Ogretmenler, tiikenmislige ¢ok maruz kalan meslek gruplarindandir. Ogretmenlerin mesleki
tilkenmiglik diizeylerini azaltmak icin ¢esitli onlemler gelistirilebilir. Mesleki tiikenmisligi nelerin
etkiledigini belirlemek, bu etkileri azaltmak icin dncelenmesi gereken konular hakkinda bakis acilari
sunabilir. Mevcut arastirmada mesleki sosyal destek faktorlerinin arttirilmasi 6nemli bir destek
kaynag1 olarak ele alinmistir. Arastirma, 6gretmenlerin mesleki tilkenmislik diizeylerini azaltmada
oncelik verilmesi gereken mesleki sosyal destek faktorlerinin Oncelik siralamasini belirlemeyi
amaglamistir. Arastirmada nicel aragtirma yontemlerinden iliskisel arastirma deseni kullanilmaistir.
Arastirma verileri I¢ Anadolu’da biiyiiksehir statiisiindeki bir il merkezinde farkli okul tiirlerinde
gbrev yapan ve uygun Ornekleme yontemiyle belirlenen 397°si (%56) kadin, 312’si (%44) erkek
toplam 709 6gretmenden toplanmistir. Mesleki tiikkenmislik diizeyine etki eden degiskenlerin 6ncelik
siralamasini belirlemek amaciyla yapay sinir aglari kullanilmigtir. Arastirmada mesleki tiikenmisligi
azaltmada Oncelenmesi gereken mesleki sosyal destek faktorlerinin basinda yonetim destegi ve
Ogrenci destegi faktorlerinin geldigi belirlenmistir. Bu arastirmanin sonuglarina dayanarak okullarda
yonetim ve Ogrenci desteginin iyilestirilmesine yoOnelik calismalarin 6gretmenlerin  mesleki
titkenmigliklerinin 6nlenmesine ya da azaltilmasina imkén verecegi diisiiniilmektedir.
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Giris
Tiikkenmiglik kavrami “bireyin enerjisinin tiikenmesinin yani sira karsilagilabilecek bir¢ok
sorunla bunalmis olma duygularinin bir sonucu olarak ortaya c¢ikan bir siire¢ seklinde
tanimlanmaktadir (Freudenberger, 1986). Tiikenmisligin is yasamindaki uzantisi olarak
goriilen mesleki tikenmislik ise “basari ile yOnetilemeyen kronik is yeri stresinin sonucu
olarak kavramsallastirilan sendrom” olarak ifade edilmektedir (WHO, 2019). Mesleki
tikenmisligin bireyin enerjisinde tiikenme veya bitkinlik duygular, kisinin isinden
sogumasi, isiyle ilgili olumsuz duygular ve sinizm egilimi ve azalan c¢aligma verimliligi
olmak iizere ii¢ boyutundan bahsedilmektedir. ilaveten, mesleki tiikenmislik, asir1 is yiikii,
igverenler tarafindan kisitlanmak, yapilan ¢alismanin maddi ve manevi yonlerden karsiliksiz
kalmasi, iletisim eksikligi, adalet eksikligi, degerler catismasi gibi durumlarda ortaya

cikmakta; bireyin degerlerinde, iradesinde, ruhunda bir asinma hissi uyandirmaktadir
(Maslach ve Leiter, 1997).

Mesleki tiikenmislik, c¢alisanlarin  performanslarini  dogrudan etkileyen bir
degiskendir. Kamu sektoriinde tiikenmisligin sik rastlandigi meslekler bulunmaktadir.
Alanyazinda Ozellikle 6gretmenlerin tiikenmisliklerine yonelik kapsamli calismalar yer
almaktadir (Chang, 2020; Oliveira vd., 2021; Skaalvik ve Skaalvik, 2020). Ogretmenlerin
egitim-O6gretim silirecinde performanslarina olumlu ya da olumsuz etki yapan birgok faktor
bulunmaktadir. Ogretmen tiikenmisligi iizerine gergeklestirilen arastirmalar, duygusal
tiilkenmislik, meslektaslara, yoneticilere ya da 6grencilere duyarsizlagma, kisisel basar1 veya
ozyeterlik duygusunun eksikliginde ortaya c¢ikan meslege 6zgili zorlanma ve beraberinde
gelen vazgegme istegi ve inancini yansitmaktadir (Parker vd., 2012). ilaveten, arastirmalar
Ogretmenlerin tiikenmislik durumlarinin motivasyonel ve duygusal faktorlerden etkilendigini
gostermektedir (Skaalvik ve Skaalvik, 2014).

Yapilan isin dogasi, isi gerceklestiren kisinin ozellikleri ile uyumsuz oldugunda
tikenmislik gozlenebilmektedir. Mesleki tiikenmisligin  6gretmen hayatini  olumsuz
etkileyen bir faktor olmasinin yaninda, Ogrencilerin akademik bagarilarina ve
motivasyonlarina da olumsuz etkileri kaydedilmistir (Klusmann vd., 2016; Madigan ve Kim,
2021). Ogretmen-dgrenci iliskisinin niteligi arttikga 6gretmenler daha yiiksek diizeyde
sorumluluga ve olumlu duygulara sahip olabilmektedir (Klassen vd., 2012). Ote yandan,
Ogretmenlerde tlikenmislige neden olan stresli yasam ve diisiik mesleki basarinin
ogrencilerde davranis sorunlarin arttirdig1 da ifade edilmistir (Yoon, 2002).

Ogretmenlerin verimli olabilmesi ve egitim &gretim faaliyetlerini etkili bir sekilde
stirdiirebilmesiyle iliskili faktorlerden biri de yiiksek giidiilenmedir (Cift¢i, 2017; Ventura
vd., 2015). Ogretmenlerin ve okul miidiirlerinin ¢alisma kosullar1 iizerine arastirmalar
yiiriiten Uluslararas1 Ogrenme ve Ogretme Anketi (TALIS, 2018) raporunda, “6gretmenlik
meslegini, tercih ettikleri ilk meslek olarak belirten katilimcilarin is doyumlarmin daha
yliksek oldugu” belirtilmistir (TEDMEM, 2019). TALIS Raporuna (2018) gore 6gretmenlik
mesleginin se¢iminde temel motivasyon faktorleri; (1) genglerin ve ¢ocuklarin gelisimine
katki saglama, (2) topluma hizmet etme, (3) sosyal olarak dezavantajli 6grencilere fayda
saglama, (4) is glivencesi, (5) diizenli ve giivenilir gelir, (6) ¢alisma sartlar1 ve (7) istikrarli
kariyer yolu olarak belirlenmistir. Ekonomik Kalkinma ve Isbirligi Orgiitiine (OECD) bagh
tilkelerde gorev yapan &gretmenler, egitim alaninda oncelikli olarak iyilestirme yapilmasi
gereken alanlari, “sinif mevcutlarinin ve 6gretmenlerin idari yiikiinlin azaltilmas1™ olarak
belirtmislerdir (TEDMEM, 2019).

Psikolojik ve yapisal giiclendirmenin de Ogretmenlerin tliikenmislik diizeyinin
azalmasina katki sagladigi ve sosyal destek algisini arttirdigi bilinmektedir (Kaya ve
Altinkurt, 2018). Sosyal destek bireyin kendini giivende, degerli, saygin, yetkin hissedecegi
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psikolojik kosullarin yaratilmasi, daha fazla 6zerklige sahip olmasina imkédn taninmasi,
dezavantajli oldugu alanlarin iyilestirilip potansiyelini en iyi sekilde ortaya koymasini
saglayacak kosullarin yaratilmasi olarak ifade edilmistir (Lam, 2019). Bu baglamda sosyal
destek, stresle bas etmede dnemli bir faktdr olarak kabul edilebilir. Sosyal destek, algilanan
destek ve alinan destek olmak iizere ikiye ayrilmistir. Algilanan sosyal destek, gerektiginde
bir sosyal destegin mevcut olacagl yoniinde bir degerlendirmeyi; alinan sosyal destek ise,
gercek destekleyici davramislart  ifade eder (Nezu vd., 2003). Ogretmenlerin
meslektaslarindan sagladigi sosyal destek algilari basar1 duygusunu artirirken, duyarsizlasma
durumlarini azaltmaktadir (Greenglass vd., 1997). Meslektas destegi, ayni isyerinde ¢alisan
kisilerin mesleki ya da kisisel sorunlar karsisinda destekleri, bilgi paylasimi yapmalart ve
basarilarin1 takdir etmelerine imkan veren sosyal destek kaynagidir (Wolgast ve Fischer,
2015).

Gorev yapilan kurumda yoneticiye ve meslektaglara giivenin is doyumunun anlamli
birer yordayicist oldugu ifade edilmektedir (Sarikaya, 2019). Bu baglamda okullarda
yonetim destegi de sosyal destek algisinin bir parcasidir. Yonetim destegi yoneticilerin
calisanlarina deger vermesi, ¢alisanlarin rahat bir ortamda ¢alismalari i¢in gereken kosullar
olusturmaya caligmalar1 ve c¢alisanlarin ihtiyaglarim1 Onemsemeleri olarak tanimlanir
(Bacharach ve Bamberger, 2007; Eisenberger vd., 2002). Yonetim destegi, kurumun ve
calisanlarin hedeflerine ulagsmalar1 ve calisanlarin is tatmini saglamalarina olanak verir.
Sosyal destegin bir diger boyutunu ogrenci desteginden olusmaktadir. Ogretmenlerin
ogrencilerden algiladig1 6grenci destegi, 6gretmenlerin kendilerini iyi bir 6gretmen olarak
hissetmelerini saglayan, sevildigini ve dgrencilerine kendini yakin hissetmesini ifade eden
duygusal destektir (Yellice-Yiiksel vd., 2011). Bunun yam sira aile destegi de 6grencilerin
egitimi, karsilagilan sorunlarin ¢6ziimii ve okulun gelistirilmesinde etkili bir diger sosyal
destek kaynagidir (Yellice-Yiiksel vd., 2008). Aile destegi 6gretmenlerin olumsuz ve stresli
okul yasantilarin1  gogiisleyebilmelerini  kolaylastirmaktadir  (Fiorilli  vd., 2019).
Ogretmenlerin okul ortaminda yonetici, veli ve 6grencilerden aldiklari sosyal destegin diisiik
olmas1 verimli ¢alisma ve orgiitsel iklimlerini olumsuz etkilemektedir (Fiorilli vd., 2015;
Oguz ve Kalkan, 2014). Ogretmen tiikenmisligi {izerinde etkisi belirlenen bir diger faktor de
etkili 6gretim destegidir. Etkili 6gretim desteginin saglanabilmesi i¢in 6gretmenin psikolojik
ve fiziksel durumunun dikkate alinarak tutum, duygu ve fiziksel kosullarinin iyilestirilmesi
onerilmektedir (Cunningham, 1983). Bu noktada 6gretmenlerin tiikenmislik riskini azaltmak
icin mesleki sosyal destegin kalitesinin artirilmasi ve okul sistemi igerisinde o6gretmenleri
etkileyen faktorlerin derinlemesine analiz edilerek sisteme iliskin algilarmin ortaya
cikarilmasi 6nemli goriilmektedir.

Tikenmislik iizerine gerceklestirilen calismalar bireysel stres faktorlerini
yansitmanin Otesinde, tiikkenmisligi Orgiitsel ve kisileraras1 bir baglam igerisinde
degerlendirmeye odaklanir (Maslach, 2003). Ogretmenlerin mesleki tiikenmisliklerini
azaltmada etkili olan destekleyici faktorlerin belirlenmesi ve okul ikliminin bu dogrultuda
diizenlenmesi egitim-6gretim siirecleri icin oldukca degerlidir. Ogretmenler toplumsal
gelismenin onemli bir pargasidir. Toplum dinamiklerine ve ihtiyaglarina gore tasarlanan
egitim programlarinin uygulanmasi, bu programlarin 6grencilere ve dolayli olarak sosyal
hayata katki saglamasi biiyiikk oranda oOgretmenlere baglidir. Ciinkii 6gretmenlerin
tilkenmisligi cesitli okul kademelerinde akademik basarinin diismesine sebep olurken (Arens
ve Morin, 2016; Dicke, vd., 2020; Madigan ve Kim, 2021); ¢alisma ortaminda kendilerini
giivende ve rahat hissetmeleri Ogrencilerin akademik dayanikliliklarina olumlu
etkilemektedir (Garcia-Crespo vd., 2021).
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Ogretmenlerin mesleki tiikenmislik diizeylerini azaltmak igin ¢esitli onlemler
alinabilir. Bu 6nlemlerden biri, motivasyon kaynagi olarak mesleki sosyal destek algisi
faktorlerinin artirilmasi olabilir. Calismalardaki yaygin kani algilanan sosyal destek diizeyi
arttikca 0gretmenlerin tilkenmislik diizeylerinin azaldigi yoniindedir (Burke vd., 1996; Wu
vd., 2021; Yilmaz ve Aslan, 2018). Sosyal destek faktorlerinin biri ya da birkacinin
eksikligi, 0gretmenlerde yogun stres yaratarak; is doyumu, 6zgiiven dilizeyi ve yasam
kalitesini olumsuz etkileyen mesleki tiikenmislige neden olabilmektedir (Zhang ve Zhu,
2007). Bu kapsamda 6gretmenlerin mesleki tikenme diizeylerini azaltacak mesleki sosyal
destek faktorlerinin 6ncelik siralamasi incelenebilir. Bu ¢alisma ile 6gretmenlerin mesleki
tikenmislik diizeylerini azaltacak sosyal destek kaynaklarmin oncelik siralamasi ele
alimmakta, 6gretmenlik mesleginin icra edildigi kurum ve yoneticiler ile bu alanda ¢alisma
yapacak arastirmacilara ilgili konuda rehberlik edilmesi hedeflenmektedir. Bu noktadan
hareketle arastirmanin amaci, 0gretmenlerin mesleki tiikkenmislik diizeyine etkisi olan
mesleki sosyal destek faktorlerinin oncelik siralamasimin ortaya konulmasi olarak
belirlenmistir. Bu amagla asagida belirtilen arastirma sorularina yanit aranmistir:

1. Genel mesleki tiikenmiglik diizeyini yordayan mesleki sosyal destek faktorlerinin
oncelik siralamasi nasildir?

2. Meslege iliskin duygusal tilkenmislik ve basarisizlik diizeyini yordayan mesleki
sosyal destek faktorlerinin dncelik siralamasi nasildir?

3. Ogrencilere duyarsizlasma diizeyini yordayan mesleki sosyal destek faktorlerinin
oncelik siralamasi nasildir?

4. Fiziksel ve duygusal tikenmislik diizeyini yordayan mesleki sosyal destek
faktorlerinin 6ncelik siralamasi nasildir?

5. Meslektaglara ve yoneticilere duyarsizlagma diizeyini yordayan mesleki sosyal
destek faktorlerinin dncelik siralamasi nasildir?

Yontem
Arastirmanin Modeli

Bu arastirma korelasyonel arastirma tiirlerinden, yordayici korelasyon tiiriinde bir
aragtirmadir. Yordayici korelasyonel arastirmalarda degiskenler arasindaki iliskilere bakilir
ve degiskenlerin arasinda iliski mevcut ise bir degiskenin alacagi deger, diger degiskenler
yardimiyla tahmin edilebilir (Fraenkel vd., 2015). Arastirmada mesleki tiikenmislik ile
mesleki sosyal destek algisi arasindaki iligkiler ele alinmakta, mesleki tlikenmisligi
yordamada mesleki sosyal destek degiskenlerin oncelik siralamasi incelenmektedir.

Evren ve Orneklem

Arastirmanin evreni I¢ Anadolu’da biiyiiksehir statiisiindeki bir il merkezinde 2021-2022
egitim Ogretim yili ikinci doneminde gorev yapan yaklasitk 20,000 Ogretmenden
olusmaktadir. Bu evrenden uygun Ornekleme yontemiyle belirlenen 397°si (%56) kadin,
312’s1 (%44) erkek toplam 709 6gretmen arastirmanin 6rneklemini olusturmaktadir. Egitim
aragtirmalarinda tesadiifi veya sistematik bir 6rneklem se¢menin zorlugu nedeniyle uygun
ornekleme yontemi kullanilabilmektedir. Uygun ornekleme yontemi ¢alisma icin hazir bir
grubu ifade etse de secgilen Orneklemin yanli olabilmesi bu yontemin dezavantajidir
(Fraenkel vd., 2015).

Veri Toplama Araclan

Arastirmada kullanilan veri toplama araglar1 katilimcilara yiiz yiize uygulanmis olup,
Olgeklere iligkin bilgiler asagida sirasiyla verilmistir.
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Ogretmen Mesleki Tiikenmislik Olgegi (OMTO)

Arastirmada Ogretmenlerin mesleki tiikenmislik diizeylerini belirlemek amaciyla Yellice-
Yiiksel vd. (2008) tarafindan gelistirilen 5’li Likert seklinde derecelenebilen 26 madde ve 4
boyutlu “Ogretmen Mesleki Tiikenmislik Olgcegi” kullamlmustir. Olgegin alt boyutlar;
meslege iliskin duygusal tiikenmislik ve basarisizlik, 6grencilere duyarsizlasma, fiziksel ve
duygusal tiikenmislik, meslektaslarina ve yoneticilerine duyarsizlagsma seklindedir. Meslege
iliskin duygusal tlikenmislik ve basarisizlik boyutunda; 6gretmenlerin, sahip olduklari
ozelliklerin 6gretmenlikten baska bir meslek i¢in daha uygun oldugunu hissetmeleri, segme
imkanlar1 olsa baska bir meslegi segebilecekleri, Ogretmenlik mesleginin onlarin
beklentilerini karsilamadigiyla ilgili duygularini ifade eden maddeler bulunmaktadir.
Ogrencilere duyarsizlasma boyutunda; Ogrencilere Ogretmeye, onlarla birlikte olmaya,
onlarla iligki kurmaya tahammiilsiizlik ile ilgili maddeler bulunmaktadir. Fiziksel ve
duygusal tiikkenmislik alt boyutunda yaptiklar1 isin 6gretmenlerde strese, ofkeye, fiziksel
olarak hastalanmaya neden olmasiyla ilgili maddeler bulunmaktadir. Meslektaslarina ve
yoneticilere duyarsizlasma alt boyutunda; meslektaslariyla iliski kurmak istememe ve
yoneticiler tarafindan anlagilamama ile ilgili maddeler yer almaktadir. Orijinal 6lcegin
geneli i¢in rapor edilen Cronbach Alpha (Cr a) glivenirlik katsayis1 .92 iken alt boyutlar i¢in
giivenirlik katsayis1 ,80 ile ,90 arasinda degismektedir. Bu aragtirmada 6lgegin geneli i¢in Cr
a = ,96 iken alt boyutlar i¢in giivenirlik katsayisinin ,84 ile ,94 arasinda degistigi
belirlenmistir.

Ogretmen Mesleki Sosyal Destek Olcegi (OMSDO)

Ogretmenlerin mesleki sosyal destek algis1 diizeylerini belirlemek amaciyla Kaner (2007)
tarafindan gelistirilen 5°1i Likert seklinde derecelenebilen 44 madde ve 5 boyutlu “Ogretmen
Mesleki Sosyal Destek Olgegi” kullanilmustir. Olgegin alt boyutlar;; ydnetim destegi,
meslektas destegi, aile destegi, 6grenci destegi, etkili 6gretim destegi seklindedir. Yonetim
destegi alt boyutunda yoneticilerin 6gretmenlere mesleki gelisimleri i¢in olanaklar sunmasi,
onlarin ¢abalariin takdir edilmesi, uzlasmaci ve isbirligine dayali olumlu iligkiler kurmalari,
gorlslerine deger vermeleri gibi verdikleri destekler ile ilgili maddeler bulunmaktadir.
Meslektas destegi alt boyutunda 6gretmenlerin mesleki ya da kisisel sorunlar1 oldugunda
meslektaslarinin onlara destek olmalari, basarilarini takdir etmeleri ile ilgili maddeler
bulunmaktadir. Aile destegi alt boyutunda 6grencilerin egitimlerinde, karsilagilan sorunlarin
coziimlenmesinde ve okulun gelisiminde ailenin ve toplumun destegini ifade eden maddeler
bulunmaktadir. Ogrenci destegi alt boyutunda dgrencilerin, égretmenlerinin kendilerini iyi
bir 6gretmen olarak hissedebilmelerini saglayan duygusal destekleri ile ilgili maddeler
bulunmaktadir. Etkili 6gretim destegi alt boyutunda siiftaki 6grenci sayisi, okulun fiziksel
kosullar1, engelli 6grenciyle ¢alisma, okula ayrilan 6denek ile ilgili maddeler bulunmaktadir.
Olgek geneli i¢in rapor edilen Cr o giivenirlik katsayisi ,95 iken alt boyutlar igin giivenirlik
katsayis1 ,69 ile ,95 arasinda degismektedir. Bu arastirmada dlgegin geneli i¢in Cr o = ,95

N

iken alt boyutlar i¢in giivenirlik katsayisinin ,65 ile ,94 arasinda degistigi belirlenmistir.
Kisisel Bilgi Formu

Bu odlgekler disinda katilimeilarin “cinsiyet, kidem, gorev yapilan kurum tiirli, gérev yapilan
kurumun bulundugu yerlesim yeri, egitim durumu, mezun olunan fakilte tiri”
degiskenlerine iliskin veriler arastirmacilar tarafindan hazirlanan kisisel bilgi formu ile
toplanmustir.
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Verilerin Analizi

Aragtirma verilerinin ¢dziimlenmesinde ortalama, medyan, mod, standart sapma ve ¢arpiklik
katsayist kullanilmistir. OMTO ve OMSDO’den elde edilen verilere iliskin betimsel
istatistikler Tablo 1’de sunulmustur.

Tablo 1
OMTO ve OMSDO Puanlarina Iliskin Betimsel Istatistikler
Olgekler ve alt boyutlar n X Medyan Mod  SS CK
Mesleki tikenmislik (Genel) 709 59,21 57,00 59,00 2246 ,61
Meslege iliskin duygusal 709 17,79 17,00 7,00 7,75 44
tiilkenmislik ve basarisizlik
- - Ogrencilere duyarsizlasma 709 14,98 14,00 7,00 6,64 .97
OMTO Fiziksel ve duygusal
.. . 709 15,27 14,00 8,00 6,58 92
tiikenmislik
Meslektaslarina ve 709 11,15 1000 500 480 .53
yoneticilerine duyarsizlagma
Mesleki sosyal destek (Genel) 709 134,15 133,00 134,00 28,46 ,46
YoOnetim destegi 709 53,81 54,00 55,00 16,66 ,28
AOMSDO Meslektas destegi 709 45,12 44,00 39,00 10,39 ,11
Aile destegi 709 9,66 9,00 8,00 3,63 47
Ogrenci destegi 709 12,11 12,00 15,00 2,54 -41
Etkili 6gretim destegi 709 13,43 13,00 16,00 424 |18

Tablo 1 OMTO ve OMSDO puanlarma iligkin ortalama, medyan ve mod
degerlerinin birbirine oldukca yakin oldugunu gostermektedir. Verilere iliskin carpiklik
katsayilar1 +1 araligindadir. Bu degerin £1 araliginda olmasi, verilerin normal dagilimdan
asir1 bir sapma gostermedigi anlamina gelmektedir (Cokluk vd., 2010).

Degiskenlerin mesleki tilkenme diizeyini yordamadaki Oncelik siralamasini ortaya
koymak amaciyla yapay sinir agi kullanilmis, verilerin analizi SPSS (IBM, 2020) ile
gergeklestirilmistir. Veri analizi siirecinde O0gretmenlerin mesleki tiikenmislik puanlari
bagimli degisken olarak secilmistir. Bununla birlikte mesleki sosyal destek algisi faktorleri
yordayici degiskenler olarak belirlenmistir.

Mesleki tiikenmisligin yordanmasi1 amaciyla “Cok Katmanli Algilayic’” model
kullanilmis, yapay sinir ag1 analizlerinde aktivasyon fonksiyonu se¢iminde gizli katmanda
yer alan hiicrelere “Hiperbolik Tanjant Fonksiyonu”, ¢ikt1 katmaninda yer alan hiicrelere ise
“Softmax Fonksiyonu” uygulanmistir. Analizlerdeki veri setinin %70’1 egitimde kullanilan
orneklem, %30’u testte kullanilan 6rneklem olarak secilmistir. Yapay sinir ag1 her analizde
yeni ve farkli bir egitim ve bir test verisi secimi yaptigl i¢in veri analizinde mesleki
tiikenmisligin dort alt boyutu ve mesleki tiikenmislik toplam puani i¢in 1000 ayr1 yapay sinir
ag1 modeli olmak iizere, toplam 5000 model kurulmus ve tiim modellerde her bir yordayici
degiskenin mesleki tiikenmislik alt boyutlar1 ve toplam puanimi yordamadaki o6ncelik
ortalamasi hesaplanarak degiskenlerin dncelik siralamasi olusturulmustur.

Bulgular

Ogretmenlerin mesleki tiikkenmislik genel diizeyi ve alt boyutlarini yordayan degiskenlerin
oncelik siralamasi bu béliimde sirastyla yer almaktadir. Ogretmenlerin mesleki tikkenmislik
genel diizeyini yordamada mesleki sosyal destek faktorlerinin oncelik siralamasi Sekil 1°de
verilmistir.
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Sekil 1
Degiskenlerin Genel Mesleki Tiikenmisligi Yordamadaki Oncelik Siralamas:

Mesleki tiitkenmigslik (Genel)
1.00
0.75

0.50 0.34 0.33

0.5 . . 0.14 0.13 507
I | —

0.00
Yonetim Ogrenci  Aile destegi Etkili dgretim  Meslektas
destedi destegi destegi destedi

Sekil 1, genel mesleki tiikkenmislik diizeyini yordamada mesleki sosyal destek
faktorlerinin Oncelik siralamasinin yonetim destegi, 68renci destegi, aile destegi, etkili
ogretim destegi ve meslektas destegi seklinde oldugunu gostermektedir. Ogretmenlerin
meslege iliskin duygusal tiikenmislik ve basarisizlik diizeyini yordamada degiskenlerin
oncelik siralamasi Sekil 2’de verilmistir.

Sekil 2
Degiskenlerin Meslege Iliskin Duygusal Tiikenmislik ve Basarisizlig1 Yordamadaki Oncelik

Swralamasi

Meslege iliskin duygusal tiikkenmislik ve basarisizlik
1.00
0.75

0.50 0.34
0.23 0.23 0.14

0.25
. L] [] - -

0.00
Ogrenci  Aile destegi  Yonetim Etkili dgretim  Meslektas
destegi destegi destegi destegi

Sekil 2, meslege iliskin duygusal tiikenmislik ve basarisizlik diizeyini yordamada
mesleki sosyal destek faktorlerinin oncelik siralamasinin 6grenci destegi, yonetim destegi,
aile destegi, etkili 6gretim destegi ve meslektas destegi seklinde oldugunu gostermektedir.
[laveten, yordamada ikinci ve iigiincii siradaki degiskenler olan yonetim destegi ve aile
desteginin ayn1 diizeyde oncelige sahip oldugu saptanmustir. Ogretmenlerin dgrencilere
duyarsizlagsma diizeyini yordamada degiskenlerin 6ncelik siralamasi Sekil 3’te verilmistir.
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Sekil 3
Degiskenlerin Ogrencilere Duyarsizlasmayr Yordamadaki Oncelik Siralamast

Ogrencilere duyarsizlasma

1.00
0.75
0.47
0.50
0.25 0.18 0.17 0.15
] O [ -
0.00 —
Ogrenci Yonetim  Aile destegi Etkili 6gretim Meslektas
destedi destegi destegi destedi

Sekil 3, ogrencilere duyarsizlasma diizeyini yordamada mesleki sosyal destek
faktorlerinin Oncelik siralamasinin 6grenci destegi, yonetim destegi, aile destegi, etkili
ogretim destegi ve meslektas destegi seklinde oldugunu gostermektedir. Ilaveten, yordamada
ikinci ve ti¢lincii siradaki degiskenler olan yonetim destegi ve aile desteginin hemen hemen
ayn1 oncelik diizeyine sahip oldugu saptanmustir. Ogretmenlerin fiziksel ve duygusal
tiilkenmislik diizeyini yordamada degiskenlerin 6ncelik siralamasi Sekil 4’te verilmistir.

Sekil 4
Degiskenlerin Fiziksel ve Duygusal Tiikenmisligi Yordamadaki Oncelik Siralamast

Fiziksel ve duygusal tiikenmislik
1.00
0.75

0.50 0.33 032

0.25 . . 0.15 0.11 0.09
0.00 [ - -

Ogrenci Yonetim  Aile destegi Etkili 6gretim  Meslektas
destegi destegi destegi destegi

Sekil 4, fiziksel ve duygusal tiikenmislik diizeyini yordamada mesleki sosyal destek
faktorlerinin oncelik siralamasinin 6grenci destegi, yonetim destegi, aile destegi, etkili
ogretim destegi ve meslektas destegi seklinde oldugunu gostermektedir. Ogretmenlerin
meslektaglarina ve yoneticilerine duyarsizlagma diizeyini yordamada degiskenlerin oncelik
siralamasi Sekil 5’te verilmistir.
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Sekil 5
Degiskenlerin Meslektaslarina ve Yoneticilerine Duyarsizlasmay: Yordamadaki Oncelik
Swralamasi

Meslektaslarina ve yoneticilerine duyarsizlasma

1.00
0.75 0.63
0.50
0.16
Yonetim Meslektas Ogrenci  Etkili 6gretim Aile destegi

destedi destegi destegi destegi

Sekil 5, meslektaslarina ve yoneticilerine duyarsizlasma diizeyini yordamada mesleki
sosyal destek faktorlerinin dncelik siralamasinin yonetim destegi, meslektas destegi, 6grenci
destegi, etkili 6gretim destegi ve aile destegi seklinde oldugunu gdstermektedir.

Tartisma ve Sonug

Bu arastirma, 6gretmenlerin mesleki tlikenmisliklerini azaltacak mesleki sosyal destek
faktorlerinin oncelik siralamasini belirlemek amaciyla yapilmistir. Bu amacgla mesleki
tilkenmislik faktorlerini etkileyen mesleki sosyal destek faktorleri ayr1 ayri ele alinmistir.

Ogretmenlerin Genel Mesleki Tiikenmisliklerini Yordayan Mesleki Sosyal Destek
Faktorlerinin Oncelik Siralamasi:

Arastirmada elde edilen ilk bulgu, 6gretmenlerin genel mesleki tiikkenmisliklerini yordamada
oncelikli etkinin yonetim desteginden kaynaklandigidir. Diger degiskenlerin genel mesleki
tikenmislik diizeyini yordamadaki oncelik siralamasi; 6grenci destegi, aile destegi, etkili
ogretim destegi ve meslektas destegi seklindedir. Bu bulguya paralel olarak, yoneticilerin
destek eksikliginin 6gretmen tiilkenmisliginin temel nedenlerinden biri oldugu belirtilmistir
(Groves, 2021; Pines, 2002). Yoneticilerden alinan destek Ogretmenlerin kendilerini
mesleklerinde yetkin hissetmelerine, bu nedenle daha az tiilkenmislik yasamalarina olanak
saglar (Yellice-Yiiksel vd., 2011). Ogretmen gelisimi igin kosullar olusturan, onlarin
cabalarim1 ve basarilarini fark eden ve O0gretmenleri karar verme siirecine dahil eden okul
yoneticilerinin, 0gretmen tiikkenmisligini azaltmada 6nemli bir etki yapabilecegi belirtilmistir
(Vedvik, 2021). Yonetim destegi isle ilgili stresi azaltarak isten ayrilma yoOniindeki
kararlarin dnlenmesini de saglamaktadir (Fukui vd., 2019). Ote yandan, yoneticilerin
tikenmisligi Onlemeye yonelik algilarimin incelendigi bir calismada; personel kiiltiirt,
iligkiler ve prosediirler 6ne ¢ikan temalar1 olusturmustur (Groves, 2021). Bu {i¢ temanin okul
yonetimi ile organik yonii degerlendirildiginde, yonetim desteginin tiikkenmisligi onlemede
cok boyutlu giiclii etkisi sz konusu olabilir. Bu baglamda ydneticilerin okul iklimini
yonlendirme becerileri 6gretmenlerin tiikenmislik yasama durumlarim1 da etkileyecektir.
Tiikenmislige yonelik yonetici destegi; Ogretmenlerin ¢alisma ortamini tanima, esnek
caligma programlariyla 6gretmenlerin ailelerine ve islerine yonelik sorumluluklarini yerine
getirmelerine yardimci olma, evrak islerini azaltma, karar alma siireglerine katilimlarini
saglama, smif basmma diisen Ogrenci sayisini ve ders saatleri disinda gerceklestirilecek
gorevlerin azaltilmasi yoluyla saglanabilir (Simaes vd., 2021). Bu amagla okul yonetiminin
ogretmenlerin taleplerini dikkate almasi 6nemli goriilmektedir.
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Aragtirmada 6gretmenlerin  genel mesleki tiikenmisligini yordayan oncelikli
degiskenlerden bir digerinin &grenci destegi oldugu belirlenmistir. Ogrencilerle iliskiler
mesleki tiilkenmeyle 6nemli dlgiide iliskili bulunmustur (Klassen vd., 2012). Ogretmen ve
ogrenci arasindaki iliskinin kalitesi Ogretimin olumlu ¢iktilarinin temeli olarak ifade
edilmistir (Maslach ve Leiter, 1999). Lopes ve Oliveira (2020) c¢alismalarinda,
ogretmenlerin is tatmininin oncelikli yordayicilarin kisilerarasi yakin iligkiler ve 6zellikle
de ogrencilerle olan iliskiler oldugunu bildirmislerdir. Alanyazinda yer alan bulgular
mesleki tiikenmisligin azaltilmasinda mesleki sosyal destek faktdrlerinin Onemini
desteklemektedir.

Ogretmenlerin Meslege Iliskin Duygusal Tiikenmislik ve Basarisizhiklarim1 Yordayan
Mesleki Sosyal Destek Faktorlerinin Oncelik Siralamasi

Ogretmenlerin meslege iliskin duygusal tiikenmislik ve basarisizlik diizeyini yordamada
oncelikli degiskenin Ogrenci destegi oldugu belirlenmistir. Bunun yani sira, diger
degiskenlerin meslege iligkin duygusal tiikenmislik ve basarisizlik diizeyini yordamadaki
oncelik siralamasi yonetim destegi, aile destegi, etkili 6gretim destegi ve meslektas destegi
seklinde olusmustur. TALIS (2018) raporunda o6gretmenlerin meslegi tercih etmelerine
neden olan motivasyon faktorleri arasinda, genglerin ve c¢ocuklarin gelisimine katki
saglayabilme ilk sirada yer almaktadir (TEDMEM, 2019). Ogretmenlerin mesleki
verimlilikleri arttik¢a tiikkenmislik yasama olasiliklar1 azalacaktir (Cemaloglu ve Erdemoglu-
Sahin, 2007). Bu baglamda algilanan 6grenci desteginin artmasi ile 6gretmenlerin meslege
yonelik duygusal tiikenmisliklerinin azalmasi beklenebilir. Sosyal destegin, 6gretmenlerin
duygusal tiikkenmisliklerini ve duyarsizlagsmalarni azaltirken, kigisel basarilarini arttirdigi
bilinmektedir (Giindiiz, 2005). Ogrencilerle siirdiiriilen iliskilerin niteliginin duygusal
tiilkenme lizerinde en giiclii etkiye sahip oldugu bildirilmistir (Van Droogenbroeck vd.,
2014). Ogrencileri karsisinda kendini basarili goren ve cesitli sekillerde 6grencilerin
gelisimine katki sagladigini diisiinen O6gretmenlerin okullarindan ayrilma olasiliklar1 da
diisiitk bulunmustur (Johnson ve Birkeland, 2003). Bunun yaninda 6grencilerin akademik ve
bireysel gelisimlerine katki saglayamama algis1 6gretmen tiikenmisligini arttiran bir faktor
olarak degerlendirilebilir. Ogretmenlerin duygusal potansiyellerinin azalmasi, meslege
devam edemeyeceklerini ve faydali olamayacaklarini hissetmelerine de neden olmaktadir
(Maslach ve Jackson,1981).

Ogrencilerin istenmeyen davranislar1 dgretmenlerin duygusal tiikkenmeleri ile pozitif
iliskilidir (Rajendran vd., 2020). Calismalar, okul iklimini iyilestirmeye yonelik faaliyetlerle
duygusal ve sosyal destek miktarinin arttirilmasinin meslege iliskin duygusal tiikenmisligi
azalttigin1 (Camacho vd., 2021) ve daha az duygusal tiikenme olusturdugunu gostermektedir
(Kinman vd., 2011). TALIS (2018) raporunda, katilimc1 iilkelerin 6gretmenlerinin bir ders
saati i¢inde fiilen 6gretime ayirdiklar stirenin, sinif diizenini saglamaya c¢alisma nedeniyle
azaldig1 vurgulanmistir. Bu durum oOgretmenlerin meslege iliskin duygusal tiikenmislik
diizeyini arttiran bir faktor olarak 6grenci desteginin diisiikliigiiniin tipik bir 6rnegi kabul
edilebilir. Ogretmenlerin 6gretme faaliyetleri ile ilgili olmayan her tiirlii is yiikiiniin,
duygusal tiilkenmeye neden olabilecegi ifade edilmistir (Van Droogenbroeck vd., 2014). Ote
yandan Klassen vd. (2012), 6grencilerle kurulan olumlu iletisimin ise baglilik ve duygusal
tiikkenmeye olumlu etki ettigini ifade etmislerdir.

Duygusal tiilkenmenin 6nemli bir diger yordayicisi da yonetici destegidir (Grobelna,
2021; Wilk ve Moynihan, 2005). Skaalvik ve Skaalvik (2017), yonetim kaynakli zaman
baskisi veya asir1 is yiikiinlin duygusal tiikenmenin en giiclii yordayicist oldugunu
belirtmislerdir. Caligmalar aile desteginin de Ogretmenlerin duygusal tiikkenmislik ve
basarisizlik algisina olumlu etki ettigini gostermistir (Bataineh ve Alsagheer, 2012; Demirel
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ve Yiicel, 2017). Ilaveten, asir1 is yiikii ve is stresi duygusal tiikkenmislik ve bireysel
performansla iligkili bulunmustur (Zhang ve Zhu, 2007). Fiorilli vd. (2017), tikenmisligin
duygusal tiikenme ve duyarsizlasma ile pozitif, kisisel basar1 ile negatif iligkili oldugunu
ifade etmislerdir. Alanyazinda yer alan bulgular duygusal tiikenme ve basarisizlik algisinin
azaltilmasinda mesleki sosyal destek faktorlerinin 6nemini gostermektedir.

Ogrencilere Duyarsizlasmay1 Yordayan Mesleki Sosyal Destek Faktorlerinin Oncelik
Siralamasi

Ogretmenlerin  dgrencilere duyarsizlasmasmi yordamada oncelikli degiskenin Ogrenci
destegi oldugu belirlenmistir. Bunun yan1 sira, diger degiskenlerin 0Ogrencilere
duyarsizlagsma diizeyini yordamadaki oncelik siralamasi yonetim destegi, aile destegi, etkili
ogretim destegi ve meslektas destegi seklinde olusmustur. Ogretmenlerin dgrencilere
duyarsizlagsmasi; 0grencilere karst olumsuz, duygusuz ve mesafeli bir tutum ile karakterize
edilmistir (Klusmann vd., 2008). Duygusal tiilkenme ve Ogrencilere duyarsizlasma diizeyi
daha yiiksek olan dgretmenlerin 6grencilere karsi daha elestirel ve daha az cesaret verici
olmalar1 6grenci-6gretmen iliskisi olumsuz etkiler (Klusmann vd., 2016). Yikict smif
olaylar1 dgretmenlerin tiikenmislik diizeylerini arttirmaktadir. Ogretmenlerin sinifta
karsilastigir olumsuz durumlarda yasadigi duygu yogunlugu genel is tiikenmislikleri ile
pozitif iliskilidir. Ogretmenlerin simifta karsilasabilecekleri olumsuzluklara ve zorluklara
yonelik farkindaligin arttirilmasinin tiikkenmislik {izerinde olumlu etkileri olabilir. Simdes ve
Calheiros (2019), kisileraras1 6z yeterlilik ve 6gretmen-6grenci yakinliginin araciliinda,
Ogretmen duyarsizlagsmasindaki artigin, O6grencinin istenmeyen davranmislariyla iligkili
oldugunu belirtmislerdir. Skaalvik ve Skaalvik (2017) calismalarinda yikict 6grenci
davranislarinin duyarsizlasma ve kisisel basarinin en giiclii yordayicist oldugunu ifade
etmislerdir. Bu kapsamda alanyazindan elde edilen bulgular paralelinde 6grencilere
duyarsizlagsma algisinin azaltilmasinda 6grenci desteginin 6nemi vurgulanabilir.

Ogretmenlerin Fiziksel ve Duygusal Tiikenmisliklerini Yordayan Mesleki Sosyal
Destek Faktorlerinin Oncelik Siralamasi

Ogretmenlerin fiziksel ve duygusal tiikenmisliklerini yordamada oncelikli degiskenin
ogrenci destegi olarak belirlenmistir. Bunun yani sira, diger degiskenlerin fiziksel ve
duygusal tiikenmislik diizeyini yordamadaki 6ncelik siralamasi yonetim destegi, aile destegi,
etkili Ogretim destegi ve meslektas destegi seklinde olusmugstur. Fiziksel ve duygusal
tilkenmiglik hastalik ndbetleri, uyku sorunlari, siirekli ilag kullanimi, isyerinden ayrilma
istegi gibi belirtilerle iliskilendirilmektedir (Kristensen vd., 2005). Istenmeyen 6grenci
davranislart ve Ogretimde karsilagilan zorluklar ogretmenlerde fiziksel ve duygusal
tiilkenmislige neden olabilir. Cemaloglu ve Erdemoglu-Sahin (2007), kalabalik siniflarda
ders vermenin Ogretmenlerin duyarsizlasma, duygusal tiikkenme ve kisisel basari
diizeylerinde tiikenmisliklerini arttirdigin1 belirtmislerdir. Alkevli (2021) ¢alismasinda, okul
oncesi ogretmenlerinin tilkkenmislik algilarmin yas ve kidem faktoriinden etkilenmedigini;
okul tiirli ve sinif mevcudu faktorlerinden etkilendigi sonucuna ulagmistir. Bu bulgu, ¢alisma
ortaminin getirdigi fiziksel ve duygusal yorgunlugun tiikenmislige neden olabilecegini
diistindiirmektedir. Disiplin sorunlar1 ve sinif yonetimiyle ilgili problemler 6gretmenlerin
tiikenmislik yasamalarinin bir diger nedenidir (Durak ve Seferoglu, 2017). Bu durumda
fiziksel ve duygusal tiikenmislik algisi, ¢alismaya sik sik ara verme veya isten ayrilma
istegine neden olabilir (Maslach ve Jackson, 1981). Alanyazinda yer alan arastirmalar
ozellikle Ogrenci destegi ve yonetici desteginin artirllmasima yonelik ¢aligmalarin
ogretmenlerin fiziksel ve duygusal tiikenmisligini azaltacagini belirtmekte, bu durum
mevcut arastirma sonuglarini desteklemektedir.



Toprak vd. / Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 59, 38-55. 2023 49

Ogretmenlerin Meslektaslarina ve Yoneticilere Duyarsizlasmasimi Yordayan Mesleki
Sosyal Destek Faktorlerinin Oncelik Siralamasi

Ogretmenlerin meslektaslarina ve yoneticilere duyarsizlasmasmi yordayan oncelikli
degiskenin yonetim destegi oldugu sonucuna ulasilmistir. Bunun yani sira, diger
degiskenlerin meslektaslarina ve yoneticilerine duyarsizlasma diizeyini yordamadaki oncelik
siralamasi meslektas destegi, 6grenci destegi, etkili 6gretim destegi ve aile destegi seklinde
olusmustur. Yonetici desteginin 6gretmen duyarsizlasmasi lizerinde Onemli etkileri
bulunmaktadir. Yonetici destegi diizeyi arttik¢a, mesleki stres ve duyarsizlasma duygular
arasindaki iligkinin giicli azalmaktadir (Greenglass vd., 1996; Russell vd., 1987). Duman,
Sak ve Sahin Sak’in calismalarinda (2020), 6gretmenlerin mesleki duyarsizlasmalarinda
meydana gelen artisin Orgiitsel sinizm tutumlarinin da artmasina neden olacagi ifade
edilmigtir. Alkevli (2021), destekleyici miidiir davranisi ile samimi 6gretmen davranisinin
okul oncesi 6gretmenlerinin duyarsizlasma hissetmelerinin bir yordayicist oldugunu ifade
etmistir. Ogretmen meslektaslarin gdzlemlerine dayanan bir calisma; tek basmna idare
etmekte zorlanma, Ozveri gosterme, ulasilmasi imkansiz hedefler i¢cin miicadele etme,
mesafeli ve izole olma gibi tiikkenmislik belirtilerinin  meslektaslar tarafindan
algilanabildigini gostermistir (Ericson-Lidman ve Strandberg, 2007). Meslektaslarla
iletisimin kalitesi, i$ motivasyonunu arttirarak tliikenmiglik {izerinde olumlu etkiler
saglamaktadir (Fernet vd., 2010). Arslan (2020), idarecilerin performans degerlendirmesinin
subjektif olduguna inanan Ogretmenlerin duygusal tikenmislik ve duyarsizlagsma
diizeylerinin anlamli sekilde yiiksek oldugunu belirtmistir. Alanyazina gore psikolojik
sermaye, psikolojik ve yapisal giliclendirme Ogretmenlerin duyarsizlasmasinit azaltmada
onemli bir etkiye sahiptir (Kaya ve Altinkurt, 2018). Ogretmen-ydnetici iliskisinin kalitesi,
O0gretmenin kuruma olan baglilik duygusunu etkilemektedir (Grayson ve Alvares, 2008).
Aksi durumlarda duyarsizlagsma gelisilebilmektedir.

Bu aragtirma ogretmenlerin mesleki tiikenmislikleri {izerinde etkisi olan sosyal
destek faktorlerinin oncelik siralamasi temelinde onemli ¢ikarimlara sahiptir. Ogretmen
tikenmisligine neden olan faktorlerin oncelik siralamasinin ortaya konulmasi ve gerekli
onlemlerin alinmasi biiylik 6nem tasimaktadir. Arastirma sonuglart yonetim destegi ve
ogrenci desteginin 6gretmen tiikenmisligi tizerindeki kilit roliinii ortaya koymustur. Saglikli
bir okul ikliminin gelistirilmesi baglaminda yonetici, 6gretmen ve Ogrencilerin 6gretmen
tiilkenmisligi temelinde isbirligi yapmasi énemli gériinmektedir. Ogretmen tiikenmisliginin
dogal bir siire¢ icerisinde olusmadiginin bilincinde olunmali ve bu duruma neden olan
etkenlerin varligi goz ardi1 edilmemelidir. Okul yoneticilerinin 6gretmen tlikenmisligi
konusunda farkindaliklarinin arttirilmasi ve Onleyici bir tutum sergilemeleri yoniinde
egitilmeleri tiikenmisligi azaltmada onemli katkilar saglayabilir. Ogrencilerin 6gretmen
tiilkenmisligini nasil etkilediklerini ve bu durumdan nasil etkilendiklerini anlamalarina
yardimec1 olmak ic¢in c¢aba sarf edilmelidir. Bu arastirma oOgretmen-yoOnetici, 0gretmen-
Ogrenci, 0gretmen-o6gretmen, 0gretmen-etkili 6gretim ve dgretmen-aile arasindaki iligkilerin
ve etkilesimin 6nemini agiklayan baglantt mekanizmasini ortaya ¢ikarmaktadir. Bu sonuglar
teorik yapinin gelistirilmesi ve giincel uygulamalarin planlanmasi amaciyla kullanilabilir.

Bu calismanin ¢esitli sinirliliklart mevcuttur. Tiikenmislik bireylerin siirekli olarak
ayni diizeyde algiladiklar1 psikolojik bir durum degildir. Duygu ve diisiinceler zaman i¢inde
degisebilir. Calismanin kesitsel olmasi bu baglamda bir sinirlilik olarak ifade edilebilir.
Ayrica calisma nicel verilerle gerceklestirilmis olup 6znel diislincelere dayanmaktadir.
Belirtilen diisiincelerin uygulamadaki yansimalar1 gdzlemlenememistir. Alanyazinda
tilkenmislige eslik eden psikolojik ve fizyolojik faktorlerin etkileri konusunda fikir birligi
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bulunmamaktadir. Bu nedenle 6gretmen tiikenmisligine etki edebilecek faktorler mevcut
aragtirmada sadece mesleki sosyal destek faktorleri olarak ele alinmistir.

Aragtirmanin sinirliliklarindan hareketle gelecekte yapilacak ¢alismalarin nitel
verilerle desteklenecek sekilde tasarlanmasit Onerilebilir. Nitel goriismeler ve
uygulamalardaki incelemeler ile arastirma sonuglar1 derinlestirilebilir. Alanyazinda
tikenmislige eslik eden psikolojik ve fizyolojik faktorlerin etkileri konusunda fikir birligi
bulunmadig1 icin 6gretmen tiikenmisligine etki edebilecek faktorler ya da tiikkenmisligi
azaltabilecek faktorler yeni arastirmalar i¢in problem durumu olarak belirlenebilir. Bu
faktorler kisisel, sosyal, kiiltiirel, ekonomik, psikolojik vb. kategoriler ile ele alinabilir.

Okul yonetimleri i¢in d6gretmenlerin mesleki tiikkenmisliklerine yonelik bilgilendirme
ve Onleme amacgli hizmet i¢i egitim seminerleri diizenlenebilir. Bu seminerlerde
katilimcilarin tiikkenmislige eslik eden fizyolojik ve psikolojik durumlari, incelemeyi
derinlestirmek adma degerlendirilebilir. Ogretmen yetistirme ve hizmet ici egitim
programlar1 mesleki tiikenmislige yonelik farkindalik egitimleri ile desteklenebilir.

Etik Kurul izin Bilgisi: Bu arastirma, Erciyes Universitesi Sosyal ve Beseri Bilimler Etik
kurulunun 31/05/2022 tarihli 231 sayil karart ile alinan izinle yiiriitiilmiistiir.

Yazar Cikar Catismasi Bilgisi: Yazarlar ¢cikar catismasi olmadigini beyan etmektedir.

Yazar Katkisi: Yazarlar ¢calismaya esit oranda katki saglamistir.
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Abstract

Teaching is one of the professions that are exposed to burnout the most. Various measures can be
developed to reduce the professional burnout levels of teachers. Determining the potential factors
affecting professional burnout can offer perspectives on issues that need to be prioritized to reduce
these effects. In the present study, increasing professional social support factors was considered an
important source of support. The research aimed to determine the priority order of professional social
support factors that should be prioritized in reducing professional burnout levels of teachers. The
study was designed in the relational research design among the quantitative research methods. The
research data were collected from a total of 709 teachers, 397 (56%) females and 312 (44%) males,
working in different types of schools in a metropolitan city center located in Central Anatolia and
selected using the convenient sampling method. Artificial neural networks were used to determine
the priority order of the variables affecting the level of professional burnout. In the study, it was
determined that the main factors of professional social support that should be prioritized in reducing
professional burnout were administrative support and student support. Based on the results of this
study, it can be argued that studies aimed at improving administrative and student support in schools
would enable teachers to prevent or reduce their professional burnout levels.

Keywords: Artificial neural networks, professional burnout, professional social support, predict,
teacher.
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Introduction

The concept of burnout is defined as “the energy depletion experienced by an individual and
a process which develops as a result of feeling exhausted due to many problems that may be
encountered” (Freudenberger, 1986). Professional burnout, which is considered as the
reflection of burnout in work life, is expressed as “the syndrome conceptualized as a result
of chronic workplace stress that cannot be managed successfully” (WHO, 2019).
Professional burnout has been reported to have three dimensions, which are feelings of
energy depletion or exhaustion, increased mental distance from one’s job or feelings of
negativism or cynicism related to one’s job, and reduced professional efficacy. In addition,
professional burnout develops in situations such as excessive workload, being restricted by
employers, material and moral dissatisfaction with work, lack of communication, lack of
justice, and conflict of values, creating a sense of exhaustion in the values, will, and spirit of
the individual (Maslach & Leiter, 1997).

Professional burnout is a variable that directly affects the performance of employees.
Burnout is commonly experienced in many professions in the public sector. The literature
contains comprehensive studies, especially on teacher burnout (Chang, 2020; Oliveira et al.,
2021; Skaalvik & Skaalvik, 2020). There are many factors that have positive or negative
effects on the performance of teachers in the education process. Research on teacher burnout
has revealed emotional burnout, desensitization towards colleagues, administrators, or
students, professional strain in terms of personal achievement or lack of self-efficacy, and
the accompanying desire and belief to give up (Parker et al., 2012). In addition, research has
demonstrated that the burnout status of teachers is affected by motivational and emotional
factors (Skaalvik & Skaalvik, 2014).

Burnout can be observed when the nature of the work performed is incompatible
with the characteristics of the individual performing the work. Professional burnout is a
factor that negatively affects the lives of teachers and it has also been reported to have
negative effects on the academic achievement and motivation of students (Klusmann et al.,
2016; Madigan & Kim, 2021). As the quality of the teacher-student relationship increases,
teachers can have a higher level of responsibility and positive emotions (Klassen et al.,
2012). On the other hand, it has been stated that stressful life and poor professional
achievement causing burnout in teachers increase behavioral problems in students (Yoon,
2002).

One of the factors associated with the ability of teachers to be efficient and to
perform educational activities effectively is high motivation (Cift¢i, 2017; Ventura et al.,
2015). The report of the Teaching and Learning International Survey (TALIS, 2018), which
studied the working conditions of teachers and school principals, stated that ‘“the
participants, who mentioned that teaching was the first profession they preferred, had higher
job satisfaction levels” (TEDMEM, 2019). According to the TALIS Report (2018), the main
motivation factors in choosing the teaching profession were determined as (1) contributing
to the development of young people and children, (2) serving the society, (3) benefiting
socially disadvantaged students, (4) employment guarantee, (5) regular and reliable income,
(6) working conditions, and (7) stable career path. According to the teachers working in
countries affiliated to the Organization for Economic Development and Cooperation
(OECD), the areas that needed to be improved primarily in the field of education were
“reducing class sizes and the administrative burden of teachers” (TEDMEM, 2019).

It 1s known that psychological and structural empowerment also contributes to the
decrease in burnout level of teachers and increases the perception of social support (Kaya &
Altinkurt, 2018). Social support is defined as the development of psychological conditions
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in which the individual would feel secure, valuable, respected, and competent, allowing
him/her to have more autonomy, and creating conditions that will improve the areas where
he/she is disadvantaged, and reveal his/her potential in the best way (Lam, 2019). In this
context, social support can be considered as an important factor in coping with stress. Social
support has two dimensions, which are perceived and received support. Perceived social
support refers to an assessment that social support will be available when necessary, and
received social support refers to real supportive behaviors (Nezu et al., 2003). The perceived
social support teachers receive from their colleagues increases the sense of achievement and
reduces desensitization (Greenglass et al., 1997). Colleague support is a source of social
support that enables individuals working in the same workplace to support, share
information, and appreciate achievement in the face of professional or individual problems
(Wolgast & Fischer, 2015).

It has been reported that trust in administrators and colleagues is a significant
predictor of job satisfaction in the institution (Sarikaya, 2019). In this context, administrative
support is also a part of the perceived social support in schools. Administrative support is
defined as valuing employees, trying to create the conditions necessary for employees to
work in a comfortable environment, and caring about the needs of employees (Bacharach &
Bamberger, 2007; Eisenberger et al., 2002). Administrative support enables the organization
and employees to achieve their goals and employees to ensure job satisfaction. Another
dimension of social support is the student support. The perceived student support received
by the teachers from the students refers to the emotional support that makes the teachers feel
like a good teacher, enables them to feel loved and close to their students (Yellice-Yiiksel et
al., 2011). In addition, family support is another effective source of social support in the
education of students, solving the problems encountered, and improving the school (Yellice-
Yiiksel et al., 2008). Family support makes it easier for teachers to cope with negative and
stressful school experiences (Fiorilli et al., 2019). Poor social support that teachers receive
from administrators, parents, and students in the school environment negatively affects their
productive work and organizational climates (Fiorilli et al., 2015; Oguz & Kalkan, 2014).
Another factor that has been determined to have an impact on teacher burnout is effective
teaching support. It has been recommended that effective teaching support can be provided
by improving attitudes, emotions, and physical conditions of the teacher by considering
his/her psychological and physical conditions (Cunningham, 1983). At this point, it is
important to increase the quality of professional social support to reduce the risk of burnout
of teachers and to reveal their perceptions of the system by performing an in depth analysis
of the factors affecting teachers in the school system.

Studies on burnout have focused on evaluating burnout in an organizational and
interpersonal context, beyond reflecting individual stressors (Maslach, 2003). Determining
the support factors that are effective in reducing the professional burnout of teachers and
regulating the school climate accordingly are quite valuable for educational processes.
Teachers constitute important part of social development. The implementation of education
programs designed according to the dynamics and needs of the society and the contribution
of these programs to students and indirectly to social life depend largely on teachers. Hence,
while teacher burnout causes decreased academic success at various school levels (Arens &
Morin, 2016; Dicke, et al., 2020; Madigan & Kim, 2021), feeling safe and comfortable in
the working environment positively affects academic resilience of the students (Garcia-
Crespo et al., 2021).

Various measures can be taken to reduce the professional burnout levels of teachers.
One of these measures may be increasing the number of perceived professional support
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factors as a source of motivation. The common belief in the studies is that teacher burnout
levels decrease as the level of perceived social support increases (Burke et al., 1996; Wu et
al., 2021; Yilmaz & Aslan, 2018). The absence of one or more of the social support factors
can create intense stress in teachers and cause professional burnout, which negatively affects
job satisfaction, level of self-confidence, and quality of life (Zhang & Zhu, 2007). In this
context, the priority ranking of professional social support factors that will reduce the
professional burnout levels of teachers can be examined. In this study, the priority ranking of
social support resources that will reduce the professional burnout levels of teachers was
discussed, and it was aimed to guide the administrators and researchers working in this field
as well as the institutions involving the teaching profession. From this point of view, the aim
of the study was determined as revealing the priority ranking of professional social support
factors affecting professional burnout levels of teachers. For this purpose, answers were
sought to the following research questions:

1. What is the priority ranking of professional social support factors that predict the
overall level of professional burnout?

2. What is the priority ranking of professional social support factors that predict the
level of emotional burnout and failure related to the profession?

3. What is the priority ranking of professional social support factors that predict the
level of desensitization to students?

4. What is the priority ranking of professional social support factors that predict the
level of physical and emotional burnout?

5. What is the priority ranking of professional social support factors that predict the
level of desensitization to colleagues and administrators?

Method
Research Model

This study is a predictive correlation study, which is a type of correlational research. In
predictive correlational studies, the relationships between variables are examined, and if
there is a relationship between variables, the value of one variable can be estimated with the
help of other variables (Fraenkel et al., 2015). In the study, the relationships between
professional burnout and perceived professional social support were discussed, and the
priority ranking of professional social support variables in predicting professional burnout
was examined.

Sample

The population of the study consisted of approximately 20,000 teachers teaching in the
second semester of the 2021-2022 academic year in a metropolitan city center in Central
Anatolia. The sample of the study consisted of 709 teachers, 397 (56%) females and 312
(44%) males, determined via convenience sampling method. The convenience sampling
method can be used due to the difficulty of selecting a random or systematic sample in
educational research. Although the convenience sampling method refers to a group ready for
the study, the disadvantage of this method is that the selected sample can be biased
(Fraenkel et al., 2015).

Data Collection Tools

The data collection tools used in the study were administered to the participants face-to-face,
and the information about the scales was presented below, respectively.



42 Toprak et al. / Pamukkale University Journal of Education, 59, 38-55. 2023

Teacher Burnout Scale (TBS)

In this study, “Teacher Burnout Scale”, which is a 5-point Likert-type scale consisting of 26
items and four dimensions developed by Yellice-Yiiksel et al. (2008), was used to determine
the professional burnout levels of teachers. The subdimensions of the scale are emotional
burnout and failure related to the profession, desensitization to students, physical and
emotional burnout, and desensitization to colleagues and administrators. The emotional
burnout and failure related to the profession dimension contains items expressing emotions
of teachers that their characteristics are more suitable for another profession rather than
teaching, that they could have chosen another profession if they had the opportunity to
choose, and that the teaching profession does not meet their expectations. In the dimension
of desensitization, there are items related to intolerance to instructing students, being with
students, and establishing relationships with them. In the subdimension of physical and
emotional burnout, there are items related to the fact that the work they do causes stress,
anger, and physical diseases in teachers. In the subdimension of desensitization to colleagues
and administrators, there are items related to being unwilling to establish a relationship with
colleagues and not being understood by the administrators. Cronbach’s Alpha (Cr «)
reliability coefficient reported for the overall original scale was .92, and the reliability
coefficient for the subdimensions ranged between .80 and .90. In this study, Cr a was
determined as .96 for the overall scale, and the reliability coefficient for the subdimensions
was determined to range between .84 and .94.

Teacher Professional Social Support Scale (TPSSS)

The “Teacher Professional Social Support Scale”, which is a 5-point Likert-type scale
consisting of 44 items and five dimensions developed by Kaner (2007), was used to
determine the perceived professional social support levels of teachers. The subdimensions of
the scale are administrative support, colleague support, family support, student support, and
effective teaching support. The subdimension of administrative support contains items
related to the support provided by the administrators such as offering opportunities to
teachers for their professional development, appreciating their efforts, establishing positive
relationships based on compromise and cooperation, and valuing their opinions. In the
subdimension of colleague support, there are items related to colleague support provided by
colleagues when they have professional or personal problems and appreciation of their
success. The family support subdimension contains items expressing the support of the
family and the society in the education of the students, in the solution of the problems
encountered, and in the improvement of the school. In the subdimension of student support,
there are items related to the emotional support of the students that make teachers feel like a
good teacher. The effective teaching support subdimension includes items related to the
number of students in the classroom, physical conditions of the school, working with
disabled students, and the allowance allocated to the school. The Cr a reliability coefficient
reported for the scale is .95, and the reliability coefficient for the subdimensions varied
between .69 and .95. In this study, Cr a was determined as .95 for the overall scale, and the
reliability coefficient for the subdimensions was determined to change between .65 and .94.

Personal Information Form

In addition to these scales, the data of the participants regarding the variables of “gender,
seniority, type of institution, place of residence, educational status, type of faculty they
graduated” were collected with the personal information form developed by the researchers.
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Data Analysis

The research data were analyzed through mean, median, mode, standard deviation, and
skewness coefficient values. Descriptive statistics regarding the data obtained from TBS and
TPSSS were presented in Table 1.

Table 1
Descriptive Statistics Regarding the TBS and TPSSS Scores
Scales and sub-dimensions n X Median Mode SD  SC
Overall level of professional - 509 5951 5700 5000 2246 61
burnout
Emotional bumout and failure 709 1579 1700 700 775 .44
TBS related to the profession
Desensitization to students 709 1498 14.00 7.00 6.64 .97
Physical and emotional burnout 709 15.27 14.00 8.00 6.58 .92
Desensitization to colleagues 759 11 15 1000 500 480 .53
and administrators
Overall level of professional 69 134 15 13300 13400 2846 46
burnout
Emotional bumout and failure 509 5361 5400 5500 16.66 .28
related to the profession
TPSSS Desensitization to students 709 45.12 44.00 39.00 10.39 .11

Physical and emotional burnout 709 9.66 9.00 8.00 3.63 47
Desensitization to colleagues 709 15 11 1200 1500 254 -41
and administrators

Overall level of professional

709 1343 13.00 16.00 4.24 .18
burnout

Table 1 shows that the mean, median, and mode values of the TBS and TPSSS scores
were quite close to each other. The skewness coefficients (SC) of the data were in the range
of £1. When this value is in the range of 1, it means that the data do not indicate an
excessive deviation from the normal distribution (Cokluk et al., 2010).

Artificial neural network was used to reveal the order of priority for the variables in
predicting the professional burnout level, and the analysis of the data was performed by
using SPSS (IBM, 2020). In the data analysis process, professional burnout scores of
teachers were selected as the dependent variable. In addition, perceived professional social
support factors were determined as predictive variables.

The “Multi-Layer Sensor” model was used to predict professional burnout, and in
artificial neural network analysis, “Hyperbolic Tangent Function” was applied to the cells in
the hidden layer and “Softmax Function” was applied to the cells in the output layer in the
selection of the activation function. In the analyses, 70% of the data set were selected as the
sample used in education and 30% as the sample used in the test. Since the artificial neural
network selected a new and different training and test data in each analysis, a total of 5,000
models were established in the data analysis, including four subdimensions of professional
burnout and 1,000 different artificial neural network models for the total score of
professional burnout. The priority average of each predictor variable in predicting the
professional burnout subdimensions and the total score was calculated in all models and the
priority ranking of the variables was obtained.
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Results

In this section, the priority ranking of the variables predicting the overall level and
subdimensions of teacher burnout was presented, respectively. The priority ranking of
professional social support factors in predicting the overall level of teacher burnout was
presented in Figure 1.

Figure 1
Priority Ranking of Variables in Predicting Overall Professional Burnout

Overall professional burnout
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Figure 1 demonstrates that the priority ranking of professional social support factors in
predicting the overall level of professional burnout was administrative support, student
support, family support, effective teaching support, and colleague support. The priority
ranking of professional social support factors in predicting the emotional burnout and failure
related to the profession level of teachers was presented in Figure 2.

Figure 2
Priority Ranking of Variables in Predicting Emotional Burnout and Failure Related to the
Profession

Emotional burnout and failure related to the profession
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Figure 2 demonstrates that the priority ranking of professional social support factors in
predicting the emotional burnout and failure related to the profession was student support,
administrative support, family support, effective teaching support, and colleague support. In
addition, it was determined that administrative support and family support, which were the
second and third variables in the prediction, had the same priority. The priority ranking of
professional social support factors in predicting the desensitization levels of teachers to
students was presented in Figure 3.



Toprak et al. / Pamukkale University Journal of Education, 59, 38-55. 2023 45

Figure 3
Priority Ranking of Variables in Predicting Desensitization to Students

Desensitization to students
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Figure 3 demonstrates that the priority ranking of professional social support factors in
predicting the desensitization to students was student support, administrative support, family
support, effective teaching support, and colleague support. In addition, it was determined
that administrative support and family support, which are the second and third variables in
the prediction, have almost the same priority level. In addition, it was determined that
administrative support and family support, which were the second and third variables in the
prediction, had almost the same priority level. The priority ranking of professional social
support factors in predicting the physical and emotional burnout level of teachers was
presented in Figure 4.

Figure 4
Priority Ranking of Variables in Predicting Physical and Emotional Burnout

Physical and emotional burnout
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Figure 4 demonstrates that the priority ranking of professional social support factors in
predicting the physical and emotional burnout was student support, administrative support,
family support, effective teaching support, and colleague support. The priority ranking of
professional social support factors in predicting the desensitization levels of teachers to
colleagues and administrators was presented in Figure 5.
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Figure 5
Priority Ranking of Variables in Predicting Desensitization to Colleagues and
Administrators

Desensitization to colleagues and administrators
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Figure 5 demonstrates that the priority ranking of professional social support factors in
predicting the desensitization to colleagues and administrators was administrative support,
colleague support, student support, effective teaching support, and family support.

Discussion and Conclusion

This study was conducted to determine the priority ranking of professional social support
factors that would reduce professional burnout levels of teachers. For this purpose,
professional social support factors affecting professional burnout factors were discussed
separately.

Priority Ranking of Professional Social Support Factors Predicting Overall
Professional Burnout

The first result obtained in the study was that the primary effect in predicting overall
professional burnout of teachers was administrative support. The priority ranking of other
variables in predicting the overall level of professional burnout was student support, family
support, effective teaching support, and colleague support. In parallel with this result, it was
stated that the lack of support of administrators was one of the main causes of teacher
burnout (Groves, 2021; Pines, 2002). Administrative support enables teachers to feel
competent in their profession and therefore experience less burnout (Yellice-Yiiksel et al.,
2011). It has been reported that school administrators, who develop conditions for teacher
improvement, realize their efforts and achievements, and involve teachers in the decision-
making process, can have a significant effect on reducing teacher burnout (Vedvik, 2021).
Administrative support also reduces work-related stress and prevents decisions to quit
(Fukui et al., 2019). On the other hand, employee culture, relationships, and procedures were
the prominent themes in a study examining the perceptions of administrators about
preventing burnout (Groves, 2021). When the organic aspect of these three themes
concerning school administration was evaluated, administrative support could have a
multidimensional strong effect on preventing burnout. In this context, the ability of
administrators to guide the school climate would also affect the burnout status of teachers.
Administrator support for burnout can be provided by recognizing the working environment
of teachers, helping teachers fulfill their responsibilities towards their families and jobs with
flexible work programs, reducing paperwork, ensuring their participation in decision-making
processes, and reducing the number of students per classroom and tasks to be performed
outside of class hours (Simaes et al., 2021). For this purpose, it is considered important that
the school administration take into account the demands of teachers.
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In the study, it was determined that one of the primary variables predicting the
overall professional burnout of teachers was student support. Relationships with students
were found to be significantly associated with professional burnout (Klassen et al., 2012).
The quality of the relationship between the teacher and the student has been expressed as the
basis of the positive outcomes of teaching (Maslach & Leiter, 1999). In their study, Lopes
and Oliveira (2020) reported that the primary predictors of job satisfaction of teachers were
close interpersonal relationships and especially relationships with students. The results in the
literature support the importance of professional social support factors in reducing
professional burnout.

Priority Ranking of Professional Social Support Factors Predicting The Emotional
Burnout Of Teachers And Failures Related To The Profession

It was determined that the primary variable in predicting emotional burnout levels of
teachers and failure in the profession was student support. In addition, the priority ranking of
other variables in predicting the emotional burnout level and failure related to the profession
was administrative support, family support, effective teaching support, and colleague
support. In the report of TALIS (2018), contributing to the development of young people
and children took first place among the motivational factors that caused teachers to choose
the profession (TEDMEM, 2019). As professional efficiency of teachers increases, their
likelihood of experiencing burnout will decrease (Cemaloglu & Erdemoglu-Sahin, 2007). In
this context, it can be expected that emotional burnout of teachers towards the profession
would decrease with the increase in perceived student support. It is known that social
support reduces emotional burnout and desensitization in teachers while increasing their
individual success (Giindiiz, 2005). It has been reported that the quality of relationships with
students has the strongest effect on emotional burnout (Van Droogenbroeck et al., 2014).
Teachers, who considered themselves successful before their students and thought that they
contributed to the development of students in various ways, were also found to be unlikely
to quit teaching (Johnson & Birkeland, 2003). In addition, the perception of inability to
contribute to the academic and individual development of students can be considered as a
factor that increases teacher burnout levels. The decrease in emotional potential of teachers
also causes them to feel that they cannot continue the profession and cannot be useful
(Maslach & Jackson, 1981).

Undesired behaviors of students are positively related to the emotional burnout of
teachers (Rajendran et al., 2020). Studies have shown that increasing the amount of
emotional and social support through activities aimed at improving the school climate
reduces emotional burnout related to the profession (Camacho et al., 2021) and creates less
emotional burnout (Kinman et al., 2011). In the TALIS (2018) report, it was emphasized
that the time actually allocated by the teachers of the participating countries to teaching
within one lesson hour decreased due to trying to maintain the classroom order. This can be
considered as a typical example of poor student support as a factor increasing emotional
burnout level related to the profession in teachers. It has been stated that any workload that
is not related to the teaching activities of teachers may cause emotional burnout (Van
Droogenbroeck et al., 2014). On the other hand, Klassen et al. (2012) mentioned that
positive communication with students had a positive effect on job commitment and
emotional burnout.

Another important predictor of emotional burnout has been reported as administrative
support (Grobelna, 2021; Wilk & Moynihan, 2005). In this vein, Skaalvik and Skaalvik
(2017) stated that time pressure or excessive workload imposed by the administration was
the strongest predictor of emotional burnout. Studies have demonstrated that family support
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also positively affects perceived emotional burnout and failure in teachers (Bataineh &
Alsagheer, 2012; Demirel & Yicel, 2017). In addition, excessive workload and work stress
have been associated with emotional burnout and individual performance (Zhang & Zhu,
2007). Fiorilli et al. (2017) reported that burnout was positively related to emotional burnout
and desensitization, and negatively related to individual achievement. The findings in the
literature have indicated the importance of professional social support factors in reducing the
perceived emotional burnout and failure.

Priority Ranking of Professional Social Support Factors Predicting Desensitization To
Students

It was revealed that the primary variable in predicting the desensitization of teachers to
students was student support. In addition, the priority ranking of other variables in predicting
the level of desensitization to students was as follows: administrative support, family
support, effective teaching support, and colleague support. The desensitization of teachers to
students is characterized by a negative, insensitive, and distant attitude towards students
(Klusmann et al., 2008). The fact that teachers with higher levels of emotional burnout and
desensitization are more critical and less encouraging towards students negatively affects the
relationship between student and teacher (Klusmann et al., 2016). Disruptive classroom
events increase burnout levels of teachers. The emotional intensity experienced by teachers
in negative situations in the classroom is positively related to general professional burnout.
Increasing the awareness of teachers about the negativities and difficulties they may
encounter in the classroom may have positive effects on burnout. Simdes and Calheiros
(2019) stated that the increase in teacher desensitization through interpersonal self-efficacy
and teacher-student closeness was associated with the undesired behaviors of the student.
Skaalvik and Skaalvik (2017) mentioned in their study that destructive student behaviors
were the strongest predictors of desensitization and individual success. In this context, the
importance of student support in reducing the perception of desensitization could be
emphasized in line with the findings obtained from the literature.

Priority Ranking of Professional Social Support Factors Predicting Physical And
Emotional Burnout Of Teachers

Student support was found to be the primary variable in predicting physical and emotional
burnout of teachers. In addition, the priority ranking of other variables in predicting physical
and emotional burnout level was as follows: administrative support, family support,
effective teaching support, and colleague support. Physical and emotional burnout was
associated with symptoms such as disease seizures, sleep problems, continuous drug use,
and the desire to leave the job (Kristensen et al., 2005). Undesirable student behaviors and
difficulties in teaching can cause physical and emotional burnout in teachers. Cemaloglu and
Erdemoglu-Sahin (2007) stated that teaching in crowded classrooms increased burnout
levels of teachers in terms of desensitization, emotional burnout, and individual achievement
levels. Alkevli (2021) concluded that burnout perceptions of pre-school teachers were not
affected by age and seniority factors; however, they were affected by the school type and
class size factors. This finding suggested that the physical and emotional fatigue brought
about by the working environment may cause burnout. Disciplinary problems and problems
related to classroom management are other reasons why teachers experience burnout (Durak
& Seferoglu, 2017). In this case, the perception of physical and emotional burnout can often
lead to the desire to stop working or leave the profession (Maslach & Jackson, 1981).
Studies in the literature have stated that increasing student support and administrator support
would reduce physical and emotional burnout of teachers, which supports the results of the
current study.
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Priority Ranking of Professional Social Support Factors Predicting Desensitization To
Colleagues And Administrators In Teachers

It was concluded that the primary variable predicting the desensitization of teachers to their
colleagues and administrators was administrative support. In addition, the priority ranking of
other variables in predicting the level of desensitization to colleagues and administrators was
as follows: colleague support, student support, effective teaching, and family support.
Administrative support has significant effects on desensitization of teachers. As the level of
administrative support increases, the strength of the relationship between professional stress
and desensitization feelings decreases (Greenglass et al., 1996; Russell et al., 1987). In the
study conducted by Duman et al. (2020), it was stated that the increase in professional
desensitization of teachers would lead to an increase in organizational cynicism attitudes.
Alkevli (2021) stated that supportive principal behavior and sincere teacher behavior were
predictors of desensitization of preschool teachers. A study based on the observations of
teacher colleagues demonstrated that burnout symptoms such as difficulty in managing
alone, dedication, struggling for impossible goals, and being distant and isolated could be
perceived by colleagues (Ericson-Lidman & Strandberg, 2007). The quality of
communication with colleagues provides positive effects on burnout by increasing work
motivation (Fernet et al., 2010). Arslan (2020) stated that the emotional burnout and
desensitization levels were significantly higher in teachers who believed that the
performance evaluation of administrators was subjective. According to the literature,
psychological capital and psychological and structural empowerment have an important
effect in reducing the desensitization of teachers (Kaya & Altinkurt, 2018). The quality of
the teacher-administrator relationship affects the sense of commitment to the institution in
teachers (Grayson & Alvares, 2008). Otherwise, desensitization may develop.

This study has important implications regarding the priority ranking of social support
factors that have an impact on professional burnout of teachers. It is of great importance to
reveal the priority order of the factors that cause teacher burnout and to take the necessary
measures. The results of the study revealed the key role of administrative support and
student support on teacher burnout. In the context of developing a healthy school climate, it
seems important that administrators, teachers, and students cooperate on the basis of teacher
burnout. It should be known that teacher burnout does not occur in a natural process and the
factors causing this situation should not be ignored. Increasing the awareness of school
administrators about teacher burnout and training them to exhibit a preventive attitude may
make significant contributions to reducing burnout. Efforts should be made to help students
understand how they affect teacher burnout and how they are affected by this situation. This
study reveals the connection mechanism that explains the importance of the relationship and
interaction between teacher-administrator, teacher-student, teacher-teacher, teacher-effective
teaching, and teacher-family. These results can be used to develop the theoretical structure
and to plan current practices.

This study has various limitations. Burnout is not a psychological condition that
individuals constantly perceive at the same level. Emotions and thoughts can change over
time. The cross-sectional nature of the study can be expressed as a limitation in this context.
In addition, the study was carried out with quantitative data and was based on subjective
considerations. The reflections of the stated thoughts in practice could not be observed.
There is no consensus in the literature on the effects of psychological and physiological
factors accompanying burnout. Accordingly, the factors that may affect teacher burnout are
only considered as professional social support factors in the current study.
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Based on the limitations of the study, it may be suggested that future studies should
be designed to be supported by qualitative data. The results of the study can be deepened
with qualitative interviews and examinations about practices. Since there is no consensus in
the literature on the effects of psychological and physiological factors accompanying
burnout, factors that may affect or reduce teacher burnout can be determined as a problem
for further research. These factors can be addressed with individual, social, cultural,
economic, psychological, etc. categories.

In-service training seminars can be organized for school administrations to inform
teachers and prevent their professional burnout. In these seminars, the physiological and
psychological conditions of the participants accompanying burnout can be evaluated in order
to deepen the analysis. Teacher training and in-service training programs can be supported
by awareness training on professional burnout.
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Degerler egitimi bireyin degerlerini igsellestirip kisilik olusturmasini saglar. Bu bakimdan egitim,
degerlerin kazandirilmasinda 6nemli bir role sahiptir. Ozellikle egitimin uygulayicisi olan
Ogretmenlerin, bireyin kisiliginin olugma siirecinde 6nemli bir donem olan ilkokulda, degerler
egitimi uygulamalar1 hakkindaki goriisleri hayati 6nem arz etmektedir. Bu arastirmanin temel amaci,
ilkokul programi c¢ergevesinde uygulanan degerler egitimi uygulamalarini O6gretmen goriisleri
acisindan incelemektir. Arastirmanin ¢alisma grubunu, 2021-2022 Egitim-Ogretim yilinda Batman
ili merkez ilgesindeki resmi ilkokullarda gérev yapan ve bu ¢alismaya goniillii olarak katilmay1 kabul
eden 17 simf 6gretmeni olusturmaktadir. Calismaya katilan 6gretmenlerin 3’{inden yeteri kadar veri
elde edilemedigi i¢in 14 6gretmenden elde edilen veriler degerlendirmeye alinmistir. Arastirmada
nitel arastirma modeli olan durum calismasi kullanilmistir. Arastirmada veri toplama araci olarak
yar1 yapilandirilmis goriisme formu olusturulmus ve veri analizinde igerik analizi yontemi
kullanilmigtir. Elde edilen sonuglara gore Ogretmenler degerler egitimi uygulamalarini 6nemli ve
gerekli gormekle birlikte yetersiz bulmaktadir. Degerler egitimi uygulamalarinin &grenci
davranislarina yansimasinda &grencilerin aile ve cevresi Onemli bir faktor olarak goriilmektedir.
Ogretmenlerin deger kazandirmada ©nemli role sahip olmasina ragmen oOgrencilerin yanlis
onyargilarin1 degistirmede zorlandiklari, medya ve basin-yayin gibi ¢evresel sartlarin 6grencilerin
yanlis deger algisimi olumsuz etkiledikleri ve bunun Onlenmesi icin c¢evresel sartlarin degerler
egitimini destekleyici sekilde ayarlanmasi gerektigi sonuglarina ulagilmstir.

Anahtar sozciikler: deger, deger egitimi, 6gretmen goriisleri, degerler egitimi uygulamalar1
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Giris

Egitim kavrami kasith kiiltiirleme siireci olarak diisiiniildiiglinde egitim, toplumu

sekillendiren, nesilleri yetistiren ve toplumun olusumunu saglayan Onemli bir sosyal

kurumdur. Bunlar yaparken toplumun var olan ilke ve kurallarin1 korumak ve gelistirmek
amacini tasimaktadir. Egitimin bu amaci degerler egitimi ile gerceklestirilmektedir.

Deger kavrami, bir toplumun sahip oldugu kiiltiirel, sosyal, ekonomik ve bilimsel
degerlerini icine alan maddi-manevi Ogelerin tiimii olarak tanimlanmaktadir (Demirel,
2012). Degerler her insan i¢in iyi, dogru, arzu edilir ve gegerli olmali, farkli toplumlar i¢in
benimsenebilir olmanin yani1 sira bir olgunun deger olarak kabul edilebilmesi i¢in toplumun
o deger iizerinde hemfikir olmas1 gerekmektedir. Ayrica degerler, insanlar1 bir sey yapma
konusunda cesaretlendirir, olumsuz davranislar1 baskilar, yasak olan davraniglar icin ise bir
smir gizer (Oztiirk, 2021). Toplumun sekillenmesinde biiyiik pay sahibi olan degerlerin
nesilden nesile aktarilmasinda egitim 6nemli bir gérev iistlenmistir.

Egitimin en 6nemli hedeflerinden biri bireylerin bir biitiin olarak insan olmanin
gerekliliklerini  yerine getirebilecek bir yapida yetistirtilmesini  saglama, kendi
potansiyellerini kesfetmelerini kisaca bireyin yapabileceginin en iyisini yapmaya muktedir
bir birey olmasina yardim etmektir. Egitim bu islevini yerine getirdigi siirece birey iyiyi
kotiiden, dogruyu yanlistan ayirt edebilir bir seviyeye ulasacaktir (Dilmag, 1999). Degerler
egitimi 6grenciye sadece bilgi vermeyi degil 6grencinin kisiliginin gelismesini ve topluma
kars1 sorumluluklarinin farkina varmasini kapsar. Kendi degerlerini yasayan ve yasatan,
toplum degerlerini benimseyen ve bilen bireyler yetistirmek biitiin toplumlarin amacidir. Bu
amacin gerg¢eklesmesi durumunda iginde yasadigi topluma uyum saglayan, topluma kiiltiirel
baglilik ve aidiyet duygularina sahip bireyler yetismis olur (Siislii, 2021; Ulusoy ve Arslan,
2016).

Egitim sisteminde degerler egitiminin biiyiik bir yeri vardir. Cocuklarin maddi ve
manevi degerleri once ailede baglar ardindan okulda devam eder. Okul ve aile disinda g¢evre,
akran gruplari, kitle iletisim araglar1 gibi birgok unsur cocuklarin deger yargilarini
etkilemektedir. Bu yiizden ¢ocuklara degerleri kazandirma siirecinde genis bir agidan
bakarak cok yonlii diistiniilmesi gerekmektedir (Cubukgu, 2010). Toplumun varligim
stirdiirebilmesi, gecmisten giliniimiize sahip oldugu degerleri korumasina ve gelistirmesine
baglidir. Her toplumda var olan degerler egitim sisteminde de yeni atilimlara neden
olmustur. Deger egitimi onceden belli derslerde verilirken gilintimiizde her dersin egitim
programin dahil edilmistir (Oztiirk, 2021).

Degerler egitimi konusunda Ogretmenlere c¢ok is diismektedir. Ozellikle ilkokul
kademesinde dgrenciler, dgretmenlerini gozlem ve taklit yoluyla érnek almaktadir. Ortiik
o0grenme yoluyla 6gretmenlerin jest ve mimikleri, tim hareketleri, tutum ve davranislarinin
yaninda bir durum karsisinda gosterdikleri tepkiler 6grenciler tarafindan kaydedilmekte ve
kalici iz birakmaktadir. Ogretmenler bu rol modelligin bilincinde olmalidir (Aksoy, 2017).

[lkokul dénemi ¢ocuklarm en hizli gelisim gosterdikleri yaslarda olmalar1 nedeniyle
degerlerin agirlikli olarak olusmaya basladigi donemlerdir. Bu donemde c¢ocuklara yon
vermek ve rehberlik etmek daha kolaydir (Aydin, 2019). Ayrica 6grencilerin girdigi ilk
resmi sosyal ortam bu donemdedir. Ilkokulda dgrencilerden beklenen davranislar bu yeni
ortamlarinda degigmektedir. Okul Oncesi Ogretimde ve ailede Ogrenilmis degerler bu
donemde saglamlastirilir. Bu yiizden okulda, mutlu, uyumlu ve basarili G6grencilerin
yetismesi yalnizca bilgi ve beceriler degil tutum ve degerlerin dogrudan ya da dolayl olarak
ogretilmesi s6z konusudur (Demir, 2018). Tlkokulda degerler egitiminin saglikli bir siiregten
gecmesi ve ihtiyact karsilayacak uygulamalarin yapilmasi ile 6grencilerden beklenen
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degerlerin gelismesi saglanir ve bireyin dengeli bir kisilik gelistirmesine yardimci olur. Bu
bakimdan egitim sistemimizin girdileri mahiyetinde olan bu donemde gerekli Gnemin
gosterilmesi ve ¢alismalarin yapilmasi saglanmalidir (Gozel, 2018).

Insanoglu insanlik tarihi boyunca hem bireysel hem sosyal olarak varligmi devam
ettirebilmek, sahip oldugu davranislarina istendik bir nitelik katmak, korktugu seylerden
kurtulmak i¢in neyin dogru neyin yanlis oldugu anlayabilmek i¢in degerler gelistirmistir. Bu
bakimdan degerler, insanlarin sosyal hayatin1 diizenler, toplumun bir arada yasamasini
saglar. Yasam boyunca edinilen degerler hem davranis hem de bilme anlaminda toplumun
temelini olusturur (Saglam, 2019). Biitlin toplumlarda ¢ocuklar, gelecegin insas1 ve milletin
devami olarak goriilmekte ve c¢ocuklarin egitimi onemsenmektedir. Egitim kurumlari
bireylerin yasadigi tolumun ve bir biitiin olarak insanlik degerlerine uygun teorik ve
uygulamali bilimlerin yaninda toplumsal yasam i¢in oldugu kadar bireysel olarak da zorunlu
olan degerleri edindigi sosyal yapilardir. Ancak soyut bir olgu olan degerlerin okullarda
yalnizca teorik bilgiler seklinde verilerek dgrencilere benimsetilmesi zordur. Ogrencilerin
degerleri tam olarak kavramasi icin bunlari deneyimleyecekleri zengin egitim ortamlari
saglanmalidir. Etkinliklerle zenginlesen egitim ortamiyla birlikte 6grenciler, yaraticiliklarini
gelistirebilir, karsilastiklart sorunlara karsit ¢oziim odakli davranabilir, yaparak yasayarak
ogrenebilir ve sorumluluk gelistirebilirler (Tekin ve Bedir, 2019). Bir baska ifade ile egitim
programlar1 seviye, kapsam, alan unsurlari gz Oniinde bulundurularak aktif olarak
olusturulabilir.

Egitimin en 6nemli amaglarindan birinin toplum tarafindan benimsenen degerleri
sonraki nesillere aktarmak olarak kabul edildiginde degerler egitiminin egitim kurumlarinda
yer almasinin gerekliligi ortaya ¢ikmaktadir. Ozellikle ilkokul kademesinde degerlere
yonelik egitim-0gretim faaliyetleri ile olusturulan davranislarin kalici hale gelmesi
beklenmektedir. Ciinkii insanlarin kisilik 6zellikleri biiylik bir oranda bu donemde
sekillenmektedir.

Ogrencilerin, dzellikle ilkokul donemindeki 6grenciler simf 6gretmenlerinin sahip
oldugu kisilik 6zelliklerini, tabi olarak yasam tarzini ve davranislarini model alarak hareket
etmektedir. Siif dgretmenlerinin etkili bir degerler egitimini vermeleri i¢in sevgi, saygi,
hosgorli, sorumluluk, cesaret, baris, diirtistliilk, adil olma gibi degerleri benimsemesi bu
degerleri yasamasi ve degerlerle biitlinlesmesinin yani sira aile ile is birligi yapmasi
gerekmektedir (Aladag ve Kuzgun, 2015). Gilinlimiizde degerler egitiminin verilmesi
sorumlulugu aileden sonra okulda ve dolayisiyla 6gretmenlere diismektedir. Bu bakimdan
ilkokul kademesinde Ogrenciler i¢in rol model olan siif 6gretmenlerinin degerler egitimi
uygulamalar1 hakkinda goriisleri hayati 6nem arz etmektedir.

Yurti¢i ve yurtdisinda yapilan arastirmalar incelendiginde birbirinden farkli sonuglar
gormek miimkiindiir. Genel anlamda arastirmalarda degerler egitimi uygulamalarinin 6nemli
oldugu (Ates, 2013; Bartan, 2018), degerler egitimi uygulamalarinin verimli gegmesi i¢in
okul aile isbirliginin saglanmas1 (Oztiirk, 2021; Cetin Korkmaz, 2019; Ergiin, 2021) ve
ailenin daha fazla sorumluluk almasi gerektigi (Aksoy, 2017; Ates, 2013; Bartan, 2018),
ogretmenlerin uygulamada bazi sorunlar yasadig: (Ates, 2013; Feerreira ve Schulze, 2014),
ogretmenlerin uygulamalarda rol model olmasinin 6grenciler lizerinde etkili oldugu (Aydin,
2019; Cetin Korkmaz, 2019), 6zellikle sosyal medya ve kitle iletisim araglarinin 6grencilerin
deger yargisin1 yonlendirdigi (Aksoy, 2017; Aydin, 2019; Ergiin, 2021), degerler egitiminin
daha sistemli ve planli olmas1 gerektigi (Bartan, 2018; Thornberg, 2008), 6grencilerin
gelisim seviyesine uygun olarak degerlerin verilmesinin etkili sonuglara gotiirecegi (Aydin,
2019; Cetin Korkmaz, 2019) belirtilmistir.
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Diinya’da farkli iilkelerin degerler egitimi uygulamalar1 incelendiginde birgok farkli
program kullanildig1 goriilmektedir. Bu programlar iilkelerin ihtiyaglarina ve calisilan yas
grubuna gore farklilagsmaktadir. Degerlerin igsellestirilebilmesi adina ¢ogu program sosyal-
duygusal gelisim ile i¢ ice olarak hazirlanmistir. Hazirlanan ve uygulanan degerler egitimine
iliskin ornekler arasinda, Yasayan Degerler Egitimi Programi (Living Values Education
Program), Karakter Egitimi Ortakligi (The Character Education Partnership-CEP), Karakter
Onemlidir (Character Counts), Duyarli Siniflar (The Responsive Classroom), Pozitif Eylem
(Positive Action), Ziirafa Kahramanlar (Giraffe Heroes) Programi, Lions-Quest Programi ve
Biiytik Viicut Diikkdn1 (Great Body Shop) programlari (Dénmez ve Uyanik, 2022)
gosterilebilir.

Degerler egitimi uygulamalarinin uygulayicisi olan 6gretmenlerin deger ve degerler
egitimi hakkindaki goriisleri degerlerin kazandirilmasi noktasinda 6nem arz etmektedir.
Ogrenciler agisindan rol model olan ve giiniimiizde bilgi aktaran degil bilgiye ulasmada
rehber olan Ogretmenlerin ayn1 zamanda degerleri benimsemesi ve uygulamasi, degerler
egitimi uygulamalarinin etkililigini, verimliligini artirmaktadir. Bu bakimdan o6zellikle
degerlerin kazanilmasi stirecinde kritik bir donem olan ilkokul doneminde degerler egitimi
uygulamalarinin 6gretmen goriisleri acisindan incelenmesi dnemlidir.

Arastirmanin Amaci

Bu arastirmanin temel konusu “ilkokul programi degerler egitimi uygulamalarina iliskin
Ogretmen gorislerinin irdelenmesidir”. Bu temel problem cergevesinde asagidaki alt
problemlere cevap aranmistir:

1. Degerler egitimi amaglarina iligkin 6gretmen gorisleri nelerdir?

2. Degerler egitimi uygulamalariin yeterligine iliskin 6gretmen goriisleri nelerdir?

3. Degerler egitimi uygulamalarinin 6grenci davraniglarina yansimasi konusundaki
Ogretmen goriisleri nelerdir?

4. Degerler egitimi uygulamalarinda karsilasilan sorunlara yonelik o6gretmen
goriigleri nelerdir?

5. Degerler egitimi uygulamalarinda o6gretmen yeterliklerine iliskin 6gretmen
goriigleri nelerdir?

6. Degerler egitimi kapsaminda cevresel sartlarin (medya, basin-yaym, sosyal
kurumlar, aile vb.) niteligine iligkin 6gretmen goriisleri nelerdir?

Yontem

Bu kisimda arastirmanin deseni, ¢alisma grubu, veri toplama siireci, veri toplamak amaci ile
kullanilan araclar ve elde edilen verilerin analizinde kullanilan veri toplama teknikleri
aciklanmaya calisilmistir.

Arastirma Deseni

Ilkokullarda  degerler  egitimi  uygulamalarina iliskin ~ Ogretmen  gériislerinin
degerlendirilmesini amaglayan bu arastirmada, arastirma modeli olarak nitel arastirma
yontemlerinden biri olan durum ¢alismasi kullanilmistir. Durum c¢alismast bir varligin
zamana ve mekana bagli tanimlandig1 ve 6zellestirildigi aragtirmalardir (Biiytikoztiirk vd.,
2017).

Calisma Grubu

Arastirmalarda amacina, kapsamina, ortamina, zamanina bagl olarak farkli evren, 6rneklem
ya da calisma gruplart olusturulabilir. Bu arastirmada nitel arastirma yontemlerinden biri
olan seckisiz o6rnekleme yontemlerinden basit seckisiz drnekleme yontemi kullanilmigtir
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(Biiyiikoztiirk vd., 2017). Bu arastirmanin ¢alisma grubu Batman MEM biinyesinde yer alan
ilkokullar ile bu okullarda goérev yapan Ogretmenlerden olusturulmustur. Caligma grubu
arastirmaya goniillii olarak katilma istegini kabul eden 17 sinif 6gretmeninden olusmaktadir.
Calismaya katilan Ogretmenlerin 3’linden yeteri kadar veri elde edilemedigi igin
degerlendirmeye alinmamis olup ¢alisma 14 6gretmenden elde edilen verilere bagl olarak
analiz edilmistir.

Arastirmaya Katilan Ogretmenlerin Demografik Ozellikleri

Asagidaki tabloda arastirmaya katilan Ogretmenlere iliskin demografik 6zellikler
cinsiyetlerine, mesleki deneyimlerine ve Ogretmenlerin gorev yaptiklari simif diizeylerine
gore verilmistir.

Tablo 1 )
Ogretmenlerin Demografik Ozellikleri
Cinsiyetleri Kadin 8
Erkek 6
Mesleki 1-3-y1l 5
Deneyimleri 4-Daha fazla 9
Siniflar 1.Siniflar 3
2.Smiflar 4
3.Smiflar 4
4.Smiflar 3

Tablo 1 incelendiginde arastirmaya cinsiyetlerine gore 8 kadin ve 6 erkek, mesleki
deneyimlerine gore 1-3 yil arasinda 5 ve 4 yildan daha fazla hizmeti olan 9, gorev yaptiklari
siiflara gore 1.siniflarda 3, 2.siniflarda 4, 3.siniflarda 4 ve dordiincii siniflarda 3 6gretmenin
yer aldig1 goriilmistiir.

Veri Toplama Siireci

Veri toplama siirecinde, ¢alismaya goniillii olarak katilmay1 kabul eden 6gretmenlerle yiiz
yiize ve bireysel olarak goriislilmiis, goriisme formunda yer alan sorularin cevaplanmasinda
yansiz olmaya 6zen gosterilerek rehberlik edilmistir. Her 6gretmen icin ortalama 45 dk. siire
verilmis, goriigme ortaminin elverisli olmasina dikkat edilmistir. Ayrica goriisme saatinin
ogretmenin vakit ayirabilecegi saatlerde olmasina 6zen gosterilmistir.

Veri Toplama Araci

Etik Kurul Izin Bilgisi: Bu arastirma, Inénii Universitesi Sosyal ve Beseri Bilimler Bilimsel
Arastirma Etik kurulunun 10/02/2022 tarihli 2022/3/8 sayili karar1 ile alinan izinle
yuriitilmistir.

Arastirmada sinif 6gretmenlerinin degerler egitimi uygulamalarina iligkin goriislerini
incelemek amaciyla arastirmacilar tarafindan gelistirilen yar1 yapilandirilmis gériisme formu
kullanilmistir.  Aragtirmada veri toplama aracinin gelistirilmesinde 4 soruluk yar
yapilandirilmis goriisme formu tasarlanmis, 4 6gretmene uygulanmis, uygulama sonuglari
Olgme ve degerlendirme alaninda uzman iki 6gretim iiyesi ile birlikte analiz edilmistir.
Yapilan analiz sonuglarina bagl olarak iki soru yeniden diizenlenmis ve iki yeni soru
eklenerek toplamda acik uglu, yar1 yapilandirilmig alt1 adet soru olusturularak veri toplama
araclt meydana getirilmistir. Daha sonra hazirlanan agik uclu sorular i¢in nihai karar verilmis
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ve arastirmanin c¢alisma grubunu olusturan 6gretmenlere alti soruluk bu goriisme formu
uygulanmuistir.

Verilerin Analizi

Bu aragtirmada verilerin ¢oziimlenmesinde igerik analizi yontemi kullanilmistir. Nitel
arastirma yontemine gore igerik analizi smiflandirilmistir. Icerik analizinde temel amag
toplanan verileri agiklayabilecek kavramlara ve iligkilere ulagsmaktir. Ayrica daha Once
betimlenen ve yorumlanan veriler igerik analizi ile derin bir islemden gegirilir ve betimsel
yaklagimda fark edilmeyen kavram ve temalar kesfedilir (Sahin, 2017). Bu arastirmada
problemine toplanan verilerin arastirma iligkin ne ifade ettigi ve hangi sonuglara ulagildig
tespit edilmeye calisilmistir. Ogretmenlere 6 tane agik uclu sorudan olusan yari
yapilandirilmig goriisme formu uygulanmis ve Ogretmenlerin goriislerinin daha iyi analiz
edilebilmesi igin dgretmenlerin kimligi gizli tutularak O1, 02, O3,... seklinde kodlanmus,
caligmanin veri analizlerinde kullanilmistir. Arastirma sorularmma verilen cevaplar iki
degerlendiricinin goriigleri kapsaminda kodlanmis ve olusturulan temaya dahil edilmis,
veriler alt amaglar kapsaminda olusturulan temalara gore sirasiyla kendi iginde
yapilandirilmig ve raporlastirilmigtir. Aragtirmalarin asil amaci gergek sonuglara ulagsmaktir.
Gergek sonuglar icin ise arastirmanin gilivenilir ve gecerli olmasi arastirmanin degerini
belirler. Bu arastirmada gecerligin saglanabilmesi i¢in aragtirmanin konusu arastirma sorusu
ile tutarli olarak belirlenmis, kapsamli tanimlara yer verilmis, arastirma bulgular1 kendi
icinde tutarli ve biitiin olmasina dikkat edilmis ve bulgulardan yola c¢ikarak yapilan
genellemelerin  eldeki verilerle tutarli olmasma 0Ozen gosterilmistir. Arastirmanin
giivenirliginin saglanmasi i¢in alinan tedbirler ise sunlardir: Veri toplama siireci, veri
analizi, yorum ve sonuglar boliimlerinde ne yapildig1 agik¢a anlatilmis, arastirma asamalari
ve yontemi ayrintili bir sekilde agiklanmig ve aragtirmanin ham verileri baska kisiler
tarafindan incelenebilmesi i¢in muhafaza edilmistir. Calismada 6 Adet tema ve 25 Adet kod
ortaya ¢ikmistir. Bu veriler baska bir uzman tarafindan tekrar analiz edilmis olup yeniden
tema ve kod olusturmasi istenmistir. Olgubilim arastirmasinda bilgi toplamak icin
tiimevarimla tematik analiz siireclerini igeren yontemler mevcut (Cohen vd., 2000; Mertens,
2003, akt. Fer, 2004) olmakla birlikte, goriisme dokiimanlarinin temel veri kaynagi olmasi
nedeniyle Miles ve Huberman’in (1992) calismasi kullamilarak kategori ve temalar
olusturularak verilerin igerik analizi yapilmistir. Arastirma deseninin kalitesini artirmak
adina inandiricilik ve tutarlilik kontrol edilmistir. Miles ve Huberman (1994) giivenirlik
formiili (Glivenirlik = Goriis Birligi / (Goriis Birligi + Gortis Ayriligr) kullanilmis ve
kodlayicilar arasindaki uyum orani % 88 olarak tespit edilmistir.

Bulgular

Bu boliimde arastirmanin alt problemlerine bagli olarak elde edilen veriler tablolastirilarak
verilmis, her tablodaki verilerden dikkat ¢ekici olanlar agiklanmaya ¢aligilmistir.

Tablo 2

Degerler Egitiminin Amaglarina Iliskin Ogretmen Goriisleri

Amaglara iliskin Ogretmen Gériisleri n

Onemli oldugunu diisiiniiyorum 04, 05, 09, 010, 014

Gerekli oldugunu diisiiniiyorum 01, 02, 03, 05

DE* erken yaslarda verilmeli 02, 03, 04, 05, 08, 010, 013

DE’nin amaci1 topluma uyumu saglamaktir 02, 04, 05, 07, 08, 012

*DE Degerler Egitimi
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_ Degerler egitimi uygulamalarinin 6nemli oldugunu 6zellikle vurgulayan 5 6gretmen
(04, 05, Q9, 010, O14) varken gerekli oldugunu vurgulayan 4 6gretmen (O1, O2, O3, O5)
olmustur. Ogretmenler, bu konudaki diisiincelerini soyle dile getirmislerdir:

(01) “Uygulanan degerler egitiminin gerekli oldugunu diisiiniiyorum. Giiniimiizde
teknolojik gelismelerin yarattigi sosyalsizligin boyle giderilebilecegini diigiintiyorum.”

(09) “Insani deger ve erdemleri kazandirma degerlere karsi duyarli olma ve bunlar
davranisa doniistiirmek acisindan ¢ok énemli bir adim tam da kisilik olusumu sirasinda
kritik bir miidahale sayilir ve ¢ok onemlidir.”

(010) “Cocuklarda dogustan var olan iyi taraflart ortaya ¢ikarabilme konusunda
degerler egitiminin ¢ok énemli olduguna inaniyorum.”

Degerler egitimi uygulamalarinin erken yaslarda verilmesi yoniinde goriis bildiren 7
Ogretmen (02, 03, 04, 05, 08, 010, O13) vardir. Ogretmenler bu goriislerini dile
getirirken degerlerin ilkokulda ya da anasinifinda verilmesinin daha dogru olacagini, sonraki
dénemlerde bu degerlerin kazandirilmasinin zor olacagmi belirtmislerdir. Ogretmenler bu
konudaki diisiincelerini soyle dile getirmislerdir:

(03) “Ilkokulda cocuklara uygulanmas: “Aga¢ yasken egilir” tabirinden de
anlayabilecegimiz gibi ilerde yani gelecek icin temel olusturmasini saglar.”

(04) “Egitimin en erken yasta baslamasi ¢ocugun karakter gelisiminde en onemli
olciittiir. llkokulla birlikte verilen degerlerin ¢cocuk ve toplum icin faydali olacagi agiktir.”

(05) “Ogrencilere kiiciik yaslardan itibaren bu egitimin verilmesi onlarin kendi
kiiltiiriimiizii, inancimizi daha iyi anlamalart ve davranisa doniistiirmeleridir. Bu bakimdan
degerler egitiminin bu yaslarda wuygulanmaya baglanmasini mantiklt  buluyor ve
destekliyorum.”

(08) “Ogrenciyi erken yaslarda bilingli hale getirerek topluma uyumu saglamak
ogrenciye empati, hosgorii, sorumluluk gibi duygulari asilamak olmalidir.”

(013) “Sadece ilkokul degil okul oncesi egitimde de degerler egitiminin uygulanmast
gerektigi inancindayim.”

Degerler egitimi uygulamalarinin 6grencilerin kisiliklerini gelistirdigini savunan 5
ogretmen (02, 03, 04, 06, 09), ahlaki gelisimlerine katk1 sagladigini savunan 5 dgretmen
(02, 03, 09, 010, O12) vardur.

Degerler egitimi uygulamalarinin amacinin 6grencilerin topluma uyumunu saglamak
oldugunu savunan 6 ogretmen (02, O4, OS5, 07, 08, O12) vardir. Ogretmenler bu
goriislerini sOyle dile getirmiglerdir:

(07) “Bu uygulamanin cocuklarin davranislarima olumlu yansidigim diisiiniiyorum.

’

olmalarint saglar.’

(08) “Ogrenciyi erken yaslarda bilingli hale getirerek topluma uyumu saglamak
ogrenciye empati, hosgort, sorumluluk gibi duygulari asilamak olmalidir. Ogrencilerin
isbirligi icerisinde ¢calismasini saglamak.”

(012) “Bence amaclanan durum cocuklarin ahlaki yonlerini gelistirmek ya da
topluma karsi yani iginde yasadigi topluma karst daha duyarlt hale getirmektir.”

Degerler egitimi uygulamalarinin degerlerin 6grencilerin davranislarinda goriilmesini
amacladigii savunan 3 dgretmen (02, 05, O7) vardur.
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Elde edilen bulgular incelendiginde 6gretmenlerin degerler egitiminin amaglarina
iliskin gorisleri farklilagmaktadir. Bulgular incelendiginde; 6gretmenlerin degerler egitimini
onemli ve gerekli gordiikleri, degerler egitiminin erken yaslarda verilmesini olumlu
bulduklari, degerler egitimi uygulamalarinin 6grencilerin kisiliklerine ve ahlaki gelisimine
katki sagladigr ayrica Ogrencilerin topluma uyum sagladigi gorisiinde olduklari
anlasilmaktadir.

Tablo 3
Degerler Egitimi Uygulamalarinin Yeterligine Iliskin Ogretmen Gériisleri

Uygulamalarin Yeterligine Iliskin Ogretmen  n
Goriisleri

01, 02, 03, 04, 05, 06, 07, 08, 010, 012,
013

09, 011, 013,014

DE uygulamalari yetersizdir.

DE uygulamalari okul disinda da
desteklenmelidir.
DE uygulamalar1 6grencilerin gelisim
diizeylerine uygun degildir. T
DE uygulamalar1 planli olarak verilmelidir. 06, O7, O8
Degerlerin ¢ocuklar i¢in anlam yiiklii ve o

: ) 02,012
fonksiyonel olmasi gerekir

01, 02, 05

Degerler egitimi uygulamalarini yetersiz bulan 11 &gretmen (O1, 02, 03, 04, 05,
06, 07, 08, 010, 012, 013) vardir. Bunun nedeni olarak uygulamalarda yasanan sorunlari,
cocuklarin gelisim ozelliklerini yetersizligini, plan eksikligi gibi gerekgeler gostermislerdir.
Ogretmenler bu gériislerini sdyle dile getirmislerdir:

(01 “Degerler egitimi  uygulamalarimn  ilkokullarda  yetersiz  oldugunu
diistintiyorum. Ozellikle ilkokul 6grencileri bu yaslarda somut islemler déneminde olduklari
icin degerler egitimini algilamakta giicliik ¢ekiyorlar.”

(03) “Okulun atmosferi, ogretmenlerin disiplin olaylart karsisinda takindiklar:
tavirlar ve beklentileri degerler egitiminde etkili olmaktadir. Maalesef bu konuda yeterli bir
egitim uygulamasi gérmiiyorum.”

(05) “Degerler egitimi uygulamalart bence en biiyiik eksiklik birden biitiin egitimin
verilmeye baslanmasi. Olmasi gereken yavas yavas ¢ocuklarin i¢sellestirerek bu konuyu
anlamalari.”

(06) “Yeterli oldugunu diisiinmiiyorum. Birlestirilmis siniflarda biraz daha zor
uygulanabiliyor. Uygulama sinifi veya belli bir plan dahilinde yapilinca daha faydal
olacagini diistiniiyorum.”

(07) “Uygulama kisminda bazi aksamalar oldugunu diisiiniiyorum. Ozellikle
birlestirilmiy siniflarda bu daha fazla hissedilmekte. Belli bir plan dahilinde uygulanirsa
daha etkili oldugunu diigiiniiyorum.”

(010) “Acikcast tam anlami ile uygulandigim diisiinmiiyorum. Bir yerlerde bir
bosluk, eksik muhakkak kaliyor ki kétii, iyi olmayan davranislar artiyor.

(013) “Degerler egitimi uygulamalari maalesef yetersiz. Insamin kazanacag:
degerlerin sadece okulda ogretim yoluyla degil tamamen egitim gseklinde tiim hayati
boyunca uygulanmali.”

Degerler egitimi uygulamalarmin yeterliginin saglanmast i¢in okul disinda
desteklenmesini dile getiren 4 6gretmen (09, O11, O13, O14) vardir. Bunun nedeni olarak
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ogrencilerin aile ve sosyal ¢evreden etkilendigini, degerler egitiminin bir zaman dilimiyle
siirlandirilmamasini gostermislerdir. Ogretmenler bu goriislerini soyle dile getirmislerdir:

(09) “Ailelerini sosyo-ekonomik durumu, c¢evre kosullart ve c¢ocugun icinde
bulundugu egitim faaliyetleri degerleri olusturmada ¢ok onemli bir role sahip oldugu igin
devlet destekli tv reklam dizi ve hatta ders olarak verilmesinde fayda vardir.”

(011) “Degerler egitimi uygulamalarinin sadece okulda degil sosyal medya vb.
platformlarda daha ciddi bir yol izlenmelidir.”

(013) “Insanin kazanacagi degerlerin sadece okulda 6gretim yoluyla degil tamamen
egitim seklinde tiim hayati boyunca uygulanmali. Zaman sinirt olmadan tiim degerlerin okul
oncesinden baslamasi lazim.”

(014) “Yeterli olabilmesi igin o6grenci ¢evresinin de degerler egitimine yeterince
onem vermesi lazim.”

Degeler egitimi uygulamalarinin cocuklarin somut islemler déneminde olmalar
nedeniyle yetersiz bulan 3 6gretmen (O1, 02, O5) vardir. Bazi1 dgretmenler (06, 07, O8)
degerler egitimi uygulamalarinin daha planli olmasi gerektigini belirtmisken bazilar1 (02,
012) ¢ocuklarin degerlere anlam yiiklemesi ve islevsel olmasi i¢in uygulama igeriginin
doldurulmasi gerektigini sdylemislerdir.

Elde edilen bulgular incelendiginde 6gretmenlerin biiyiik ¢ogunlugunun degerler
egitimini yetersiz buldugu, uygulama kisminda sorunlar yasadiklari, degerler egitiminin
cocuklarin gelisim diizeylerine uygun olarak verilmedigi, yalnizca okulda degil okul disinda
da bu uygulamalara destek verilmesi gerektigi ve uygulamalarin igeriginin doldurulmasinin
yani sira planlt olmasi hatta ders olarak verilmesinin daha yararli olacagini diisiindiikleri
sonuclari ¢ikarilabilir.

Tablo 4
Degerler Egitimi Uygulamalarimin Ogrenci Davramglarina Yansimas: Konusundaki
Ogretmen Gortisleri

Uygulamalarin Ogrenci Davraniglarina Yansimasi

Konusundaki Ogretmen Gériigleri n

DE uygulamalar1 6grenci davranislarina O1, 05, 06, 07, 013, 014
yansimamaktadir.

DE uygulamalarinin 6grenci davraniglarina

yansimasinda ailenin ve ¢evrenin etkisi 06, 07, 08, 09, 013, 014
biiytiktiir.

DE uygulamalarinin 6grenci davraniglarina
yansimama sebebi gelisim farkliligidir.

DE uygulamalarinin 6grenci davraniglarina
yansimamasinin ikinci sebebi degerlerin 02, 09
i¢sellestirilememesidir.
Ogrencilerin degerlere uyumu takip
edilmelidir.

01, 05

07,011,012

Degerler egitimi uygulamalarimin 6grenci davranisina yansimadigini diisiinen 6
ogretmen (01, 05, 06, 07, 013, O14) vardir. Degerlerin cocuklarin gelisim seviyelerine
uygun olmadigini, degerlerin somutlagtirilamadigini, aile ve sosyal ¢evrenin durumu gibi
nedenleri gerekge olarak gosteren 6gretmenler bu goriislerini sdyle ifade etmislerdir:
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(01) “Degerler egitimi amaclart  6grenci  davramislarina tam  olarak
vanstmamaktadir. Ciinkii bu yastaki ¢ocuklar algilamada giicliik ¢ektikleri i¢in bu
kavramlarin 6gretimi konusunda zorluklar yasanmaktadir.”

(05) “Osrencilere bu egitimi somutlastirarak verilmesi durumunda olumlu
yansimalar olacagim diistintiyorum. Ancak mevcut sistemde ¢ok fazla somutlama
uygulamalart yapilmadig icin ¢ok fazla olumlu etkisini gozlemleyemiyorum.”

(06) “Tam olarak yansidigi séylenemez. Sinifin durumu, cocugun ailesinin durumu,
¢ocugun ¢evresi bunlari etkileyen faktorlerdir.”

(014) “Maalesef ogrenci davramislarina az yansiyor. Ogrenci davraniglarina
yanstyabilmesi igin once ailenin sonra diger ¢evrenin uygulamada 6grenciye ornek olmast
lazim.”

Degerler egitimi uygulamalarinin 6grenci davraniglarina yansimasinda dgrencilerin
2'1.ile ve sosyal'gevrenin onemli etkisi oldugunu diisiinen 6 6gretmen (06, 07, 08, 09, 013,
O14) vardir. Ogretmenler bu goriislerini sdyle ifade etmislerdir:

(06) “Simfin durumu, cocugun ailesinin durumu, cocugun gevresi bunlari etkileyen

faktorlerdir.”

(07) “Okulda bunlarin égrenci davramslarina yansimasi icin elimizden geleni
yvapryoruz. Fakat degerler egitimi siireklilik gerektiren bir siire¢ oldugu i¢in aile iginde ve
vasadigr c¢evrede de uygulanmadigi zaman bu Jgrencinin davranmisina tam olarak
yansimamaktadir. Ciinkii gozlemledigimiz bazi ogrencilerimizin okuldaki davramislar ile
okul disindaki davranislar: birbirinden farkli olmaktadir.”

) (08) “Degerler egitimi, ailelerle ishirligi yapilarak o&grencive verilmelidir.
Ogrenciler igbirligi icinde ¢alisabilmeli, gériislere saygili olmaldr. *

(09) “Degerler egitimi uygulamasinda ogrenci davramsina yansimas: egitimle
dogrudan dahil edilmesi ve ogretmenin ya da ailenin davramslarinda bunu goriip
kendisinde buna dogrudan dahil edilmesi ile olumlu yonde etkilemektedir.”

(013) “Uygulanan degerler egitimi okul ile simrl oldugunda siirdiiriilebilir bir
uygulama degil, anlik olarak davramislara yansiyor ve aylik oldugu i¢in, siradan kutlanan
bir belirli giin ve haftalardan ibaret kalryor.”

(014) “Ogrenci davranmiglarina yansiyabilmesi icin once ailenin sonra diger
cevrenin uygulamada ogrenciye 6rnek olmasi lazim.”

Degerler egitimi uygulamalarinin 6grenci davranislarina yansimamasina neden
olarak dgrencilerin gelisim 6zelliklerine uygun olmadigim savunan iki 6gretmen (O1, O5)
varken ogrencilerin degerleri igsellestirmesi gerektigini diisiinen iki 6gretmen (02, O9)
vardir. Ayrica degerlerin 6grenci davraniglarina yansimasi i¢in uygulamalarmin takip
edilmesi gerektigini diisiinen ii¢ d6gretmen (07, O11, O12) vardir. Ogretmen bu goriislerini
soyle dile getirmislerdir:

(011) “Degerler egitimi uygulamalarina ne kadar sahip cikilirsa Ogrenci
davranislarindaki yansimalar: da bir o kadar olumlu olmaktadir.”

(012) “Bu uygulamalarin ¢ocugun davranislarinda miispet bir sekilde yansimasin
istiyorsak bu degerler egitimini takip etmeli ve de hakkini vermeliyiz yani burada énemli
olan hedef ve davramislar arasindaki istikrardir.”
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Tablo 5

Degerler Egitimi Uygulamalarinda Karsilasilan Sorunlara Yonelik Ogretmen Goriigleri
Sorunlara Iligkin Ogretmen Gériisleri n

E)grenqﬂenp aile ve ¢evresinden A2, 06, 07, 09, 610, O12, O13
ogrendikleri.

Sosyal medya dnemli bir sorun kaynagidir. 03, 06, 07, 013

Degerler egitimi uygulamalarinda en 6nemli sorunun 6grencilerin aile ve ¢evresinden
ogrendikleri degerler oldugunu dile getiren 7 6gretmen (02, 06, 07, 09, 010, 012, 013)
vardir. Burada 6zellikle dikkat edilmesi gereken nokta Ogretmen-okul-aile iligkisinin goz
oniinde tutulmasidir. Ogretmenler bu gériislerini soyle dile getirmislerdir:

(02) “Ogrencilerin okula gelirken kazanmis oldugu deger yargilarimi degistirmek
bazen zor olabiliyor. Ciinkii ailede gordiigii ve yasadigi ¢ogu seyin kesinlikle dogru
oldugunu diistiniiyor.”

(09) “Buradaki en biiyiik sorun egitimde gordiigii davrans egitimini aile, cevre veya
model aldigi kisilerin séyledigi davranmislara kendisinin uymamasindan dolayr ¢ocukta
olusan ¢eliskiden dolayr ¢ocugun bunlar: ciddiye almamasi sorun olusturuyor.”

(010) “Degerler egitimi yalmzca okulda verilenden ibaret olmadigindan bazi
sorunlar ¢ikabiliyor. Cocuk aile icinde, sosyal hayatinda da degerlerle karsilasir ve orada
ogrendigi ile okulda séylenen iliskilendirilemez ise tezatlik ortaya ¢ikiyor. Tam anlamiyla
ogrenilmeyen deger bireyin hayatinda dogru yonde pek etkili olmuyor.”

(012) “Bircok sorunla karsilasmaktayiz. Burada en énemli sorun ailede verilen
egitim ile okulda verilen egitimin birbirini tutmamasi ve de verilen egitimin gercek hayatta
bir karsitliginin olmamasidwr.”

(013) “Egitim verdigimiz ogrencideki davrams degisikligi okulda verdigimiz egitim
ile diizelmez. Aile faktoriiniin dahil olmast lazim.”

Degerler egitimi uygulamalarinda sosyal medyanin sorun teskil ettigi gértisiinde olan
4 6gretmen (O3, 06, O7, O13) vardir. Ogretmenler bu goriislerini soyle dile getirmislerdir:

(03) “Okulda degerler egitimi konusunda bir¢ok problem ve sorunla karsilasiyoruz.
Bunlar, okuldan, ders programlarindan, 6gretmenlerden, ¢ocuklarin ailesinden ve kitle
iletisim araclarimdan kaynaklaniyor. Ornek vermek gerekirse kitle iletisim araclarinda
ogrenilmig argo sozler, aileden ogrenilmis yanis davranislar. Bunlar: daha da artirabilirim.
Yanhs anlasiimalar, 6gretmenin yanliy davramslarini da sayabilirim.”

(06) “sosyal medya (olumsuz 6rnek olacak davranislar vb.)”
(07) “*Cocugun aile cevresi * sosyal medya * plan eksikligi”

(013) “Degerler egitimi ile ilgili okulda yeterli kaynak yok. Verilen egitim disarda
pekistirilmedigi icin uygulamada eksiklikler oluyor. Gorsel ve isitsel medyada degerler
egitimi desteklenmeli ve ogretmenlere yonelik ¢alismalar yapilmalidir.”

Degerler egitimi uygulamalarinda karsilasilan  sorunlara iligkin  bulgular
incelendiginde 6gretmenlerin karsilastiklart en 6nemli sorunun 6grencilerin ¢evresinden ve
ailesinden edindigi dnceki 6grenmelerin degerler egitimini zorlastirdig: sdylenebilir. Bunun
yani sira giiniimiiziin 6nemli sorunlarindan biri haline gelen sosyal medyanin §grencilerin
iizerindeki etkisi ve degerler egitimi uygulamalarinin plansiz olusu 6gretmenlerin yakindigi
sorunlar arasindadir. Bunlarin disinda 6grenci gelisim diizeylerinin yetersizligini ve kiiltiirel
farkliliklardan kaynaklanan sorunlarini dile getiren goriisler mevcuttur.
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Tablo 6
Degerler Egitimi Uygulamalarinda Ogretmen Yeterliklerine Iliskin Ogretmen Gériisleri

Ogretmen Yeterliklerine Iliskin Ogretmen
Goriisleri n

DE uygul?malgrl i¢in ogre}rpepler gerekli 02, 03, 05, 09
yeterlik diizeyine sahip degildir.

DE uygulamalari i¢in 6gretmenler gerekli
yeterlik diizeyine sahiptirler.

DE konusunda 6gretmenler iyi egitim
almislardir.

Ogretmenler DE’nin temel nitelikleri ile
uyusmayan davraniglarda bulunmaktadirlar.

01, 06, 07,013,014
o1

02

Degerler egitimi uygulamalarinda Ggretmenlerin yetersiz oldugunu distinen 4
ogretmen (02, 03, 05, 09) vardir. Ogretmenler bu goriislerini sdyle dile getirmislerdir:

(02) “Ogretmenin almis oldugu ders ve bilgi birikimi tartisma konusu bence. Ama
uygulama kisminda bazen yetersizlikler goériiyorum.”

(03) “Ogretmenlerin bu konuda yetersiz oldugunu diisiiniiyorum. Ciinkii 6gretmenlik
meslegi sadece okulda oldugunda degil, okul disinda da onlara gerekli ornekligi
gostermekle belli olur.”

(05) “Bence yetersiz. Bana gore bu tiir egitimlerde en énemli oldu somutlastirma
etkinlikleridir. Drama bu uygulamalar i¢in en uygundur. Ancak o&gretmenlerimizin bu
konuda yeterli olmadigini diigiintiyorum.”

(09) “Maalesef her ogretmende olmasim istedigimiz bu davranis ve tutum
bulunmamaktadir. Bununla ilgili seminer be dersler diizenlenebilir. Bu konuda her
ogretmene gorev olarak bir degeri uygulama verilebilir be her sene baska bir deger
verilebilir.”

Degerler egitimde uygulamalarinda ogretmenlerin yeterli oldugunu diisiinen 5
ogretmen (01, 06, 07, 013, O14) vardir. Ogretmenler bu goriislerini soyle ifade
etmislerdir:

) (01) “Degerler egitimi konusunda Ogretmenlerin yeterli oldugunu diisiiniiyorum.
Ozellikle ogretmenlerin iiniversitelerde aldiklari degerler egitimi dersi ile bilgilerini
pekistirip bunlari 6grencilere giizel ve etkili bir sekilde aktardiklarim diistiniiyorum.”

(07) “Ogretmenin yeterli oldugunu diisiiniiyorum. Daha once de belirttigim gibi
degerler egitimi alaninda uzman olan kigilerin daha etkili oldugunu diigiiniiyorum.”

(013) “Degerler egitimi uygulamalarinda égretmen yeterliligi var. Ancak egitimi
destekleyecek bilgi ve materyal eksikligi mevcut. Oncelikle 6gretmenlerin hizmet igi egitim
seminerleri ile bilgilendirilmeli ve ardindan gerekli arag-geregler temin edilmelidir.”

(014) “Ogretmenler uygulamada gayet basarili ancak veli ve diger ¢evre degerler
egitimine onem vermediginde yeterince basari saglanamiyor.”

Elde edilen bulgularda 6gretmenlerin, 6gretmen yeterligi hakkinda tiniversitede iyi
egitim aldiklar1 (O1), 6gretmenlerin degerler egitimi ile ¢elisecek davranislarda bulunduklar
(02) ve degerler egitiminde 6gretmen yeterliginin artmast igin bilgi ve materyal saglanmasi
gerektigi (013) goriisiinde bulunmuslardar.
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Degerler egitimi uygulamalarinda o6gretmen  goriislerine iliskin  bulgular
incelendiginde Ogretmenlerin farkli goriislere sahip olduklar1 goriilmektedir. Bazi
ogretmenler, degerler egitimi uygulamalarinda Ogretmenlerin  yeterli oldugunu
diistinmektedir. Bunun gerekcgesi olarak Ogretmenlerin lisans diizeyinde alinan egitimleri
gostermektedir. Bazi 6gretmenler ise 6gretmenlerin yetersiz oldugunu savunmaktadir.

Tablo 7
Degerler Egitimi Kapsaminda Cevresel Sartlarin (Medya, Basin-Yayin, Sosyal Kurumlar,
Aile vb.) Niteligine lliskin Ogretmen Goriisleri

Cevresel Sartlarin Niteligine Iliskin Ogretmen

Goriisleri n

DE’ni olumsuz etkileyen en énemli faktdrler O1, 02, 03, 04, 05, 06, 08, 09, 012, 013,
medya- basin- yayindir. 014

DFj uzeqnde sosyal medyanin igerikleri ve O3, 04, 07, O12

degerleri yikici.

Teknolojinin kolay ulasilabilirligi 01, 07,09

Ailelerin 6grencileri takip etmeleri ve onlari

olumsuz davranislardan uzak tutmalar1 02, 06, 07

gerektigi.

Cevresel sartlarin degerleri destekleyici

nitelikte olmas1 gerektigi. 03, 06,010, 011, 012, O13

Ogrencilerin degerler egitimini olumsuz olarak etkileyen en dnemli faktdr olarak
medya ve basin-yaymn oldugunu belirten 11 dgretmen (01, 02, 03, 04, 05, 06, 08, 09,
012, 013, O14) vardir. Ogretmenlerin bilyiik gogunlugunun ayni fikirde olmas1 medyanin
ogrencilerin iizerindeki etkisini gdstermektedir. Ogretmenler bu gériislerini sdyle ifade
etmislerdir:

(01) “Ozellikle televizyon, basin-yayin deSerlerimizi égrencilerimize yanlis
aktararak onlarin  benimsemelerini  zorlastirmaktadir. Medyanin degerleri yanlis
benimsetmesi sonucu ogrenciler yanls bilin¢lenmektedir.”

(02) “Dogrulugunu ve yanhshgim bilmedigimiz belki de bilerek oniimiize servis
edilen olumsuz olaylar basin- yayin kuruluglarimin giiven sarsict durumlart ¢ocuklari
olumsuz etkilemekte.”

(06) “Okulda her ne kadar etkili degerler egitimi verilmese de ¢evresel sartlardan
otiirii (medya basin-yayin, sosyal kurumlar, aile vb.) ogrenciyi mutlaka olumsuz yonde
etkilemektedir.”

(09) “Teknoloji caginda oldugumuz icin artik her insan hatta cocuklar bile pc,
tablet, telefon, ve tv.lere istedigi vakit ulasabilmektedir. Bu arag¢ ve yayin organlarinin
maalesef olumsuz yayinlarindan dolayr toplumu oldugu gibi ¢cocuklarimizi da ¢ok olumsuz
etkilemektedir.”

(012) “Degerler kapsaminda cevresel sartlar maalesef oldukca yetersiz ve niteliksiz
bu konuda. Gorsel medya ve de sosyal medyadaki kirlilik ve ¢arpikliklar bu uygulamalari
olumsuz etkiliyor. Bu alandaki kamu spotunun etkin bir sekilde kullaniimayisi degerler
egitiminin giindelik hayata yansimasini engellemektedir.”

(013) “Degerler egitimi kapsaminda medya, basin-yaymn, aile vb. diger ¢evresel
sartlar zayif kaliyor. Egitimin paydaslari, egitime dahil olmali. Ozellikle medya, basin-
yaym, bu konu hakkinda bilgilendirme programlar: yaparak bir¢ok kitleye ulasabilir.”
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Elde edilen bulgulara gére bazi 6gretmenler (O3, 04, O7, O12) degerler egitimi
uygulamalarina iligkin sosyal medyanin icerikleri ve degerleri yikici etkisinden dolay1
cocuklart olumsuz etkiledigini, bazilarinin (01, O7, 09) ise teknolojinin kolay
ulagilabilirligi neticesinde ¢ocuklarin degerler sistemine zarar verdigini savunmuslardir.
Ayrica degerler egitiminde ailelere biiyiilk sorumluluklar diistiigiini, ailelerin 6grencileri
takip etmeleri ve onlart olumsuz davranislardan uzak tutmalari gerektigini savunan
ogretmenler (02, 06, 07, O8) de vardir. Ogrencilerin degerler egitimini ¢evresel sartlarin
destekleyici nitelikte olmasini gerektigini savunan 6gretmenler (03, 06, 010, O11, 012,
013) bu gériislerini sdyle ifade etmislerdir:

(010) “Cevresel sartlar en az 6gretmen kadar onemlidir. Okulda kazanilan degerin
icinin doldurabilmesi veya uygulanabilirliginin artmasi ¢evresel sartlara baghdir. Cocuk
degerler konusunda okul disinda desteklenmeli ve gelistirilmelidir. Okulda kazanilan
degerin havada kalmamast nihayetinde ¢cevresel sartlara baghdwr.”

(011) “Degerler egitimi kapsaminda cevresel sartlarin istenilen nitelikte olmadigin
diigiiniiyorum. Zaten gevresel sartlar yeterli diizeyde degerler egitimi kapsamindaki konu ve
temalara deginseydi belki de okullarda boyle bir ¢calismaya gerek kalmayacakti.”

(013) “Degerler egitimi kapsaminda medya, basin-yaywn, aile vb. diger ¢evresel
sartlar zayif kaliyor. Egitimin paydaslari, egitime dahil olmali. Ozellikle medya, basin-
vaymn, bu konu hakkinda bilgilendirme programlari yaparak bircok kitleye ulasabilir.
Cevremdeki sosyal kurumlar tarafindan okul ve ogretmenler desteklenmeli, aileler egitime
dahil olarak ¢cocugun alacagi egitime katki saglamalr.”

Degerler egitim uygulamalarinda cevresel sartlarin niteligine iligkin elde edilen
bulgulara gdre Ogretmenlerin medya ve basin-yaymn organlarinin Ogrencilerin degerler
egitimini olumsuz yonde etkiledigini, ¢evresel sartlarin 6grencileri degerlerin kazanilmasi ve
kaliciliginin saglanmasi noktasinda destekleyici olmasi gerektigini, sosyal medyanin
cocuklart olumsuz yonde etkiledigini, ailelerin ¢ocuklar: diizenli ve saglikli bir sekilde takip
etmesi gerektigini ve teknolojinin ulasilabilirlik yoniinden c¢ocuklar1 olumsuz etkiledigini
vurgulamiglardir.

Sonug, Tartisma

Hem Diinyanin degisik llkelerinde hem de Tiirkiye’de degerler egitimine yonelik farklh
zaman dilimlerinde ve farkli seviye ve kapsamda yapilmis bir¢ok c¢alisma mevcuttur.
Tiirkiye’de yapilan bu c¢alismalardan biri Hayat Bilgisi dersi kapsaminda 0gretmen
goriiglerinin yer aldigi calisma Erbas ve Bagkurt (2022) tarafindan Hayat Bilgisi
Derslerindeki Degerler Egitimine iliskin Smif Ogretmenlerinin Goriislerinin incelendigi
caligmadur. Tkinci calisma okul 6ncesi dgretmenlerinin degerler egitimine iliskin goriislerinin
incelendigi Kuloglu ve digerleri (2021) tarafindan yapilan ¢aligmalardir. Bu ¢alismada ise
genel olarak ilkokul programi kapsaminda disiplinler arasi bir yaklasima bagli olarak
uygulanan degerler egitimi etkinlikleri incelenmektedir. Calismaya bagli olarak ulasilan
sonuglar ve tartigma asagida her probleme bagli olarak sunulmustur. Ayrica bu
caligmalardan elde edilen sonuglar ile bu ¢calismada ulasilan sonuglar benzerlik veya farklilik
gosterip gostermeme durumuna gore belirtilmistir.

Degerler Egitimi Amaclarina iliskin Ogretmen Goriislerine Yonelik Sonuc ve Tartisma

Bu aragtirma kapsaminda ele alinan degerler egitiminin amaglarina iliskin bulgular
incelendiginde Ogretmenlerin degerler egitimini onemli ve gerekli gordiikleri, degerler
egitiminin erken yaslarda verilmesini olumlu bulduklari, degerler egitiminin 6grencilerin
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kisilik ve ahlaki gelisimlerine katki sagladigi i¢in topluma uyum saglamaya olanak
tanidigina inandiklar1 sonuglarina ulasilmistir.

Oztiirk (2021), degerler egitimini dgretmen goriisleri agisindan degerlendirdigi
arastirmasinda degerler egitiminin, katilimcilarin biiyiikk ¢ogunlugu tarafindan “Gnemli”
goriilerek bulgular1 destekler nitelikte sonuglara ulasmistir. Ates (2013) de aymi sekilde
degerler egitiminin kesinlikle biiyiik bir ihtiya¢ oldugu sonucuna ulagmis ve arastirma
bulgulari desteklemistir. Elde edilen bulgularin tersi sonuglara ulasan Duvie (2013),
calismasinda degerler egitimi stratejilerinin  biliylik ¢ogunlukla uygulanmadigi, bu
stratejilerin ortadgretim Ogretmenlerince igsellestirilme diizeylerinin ¢ok diisiik diizeyde
kaldig1 sonucuna ulagmasi bu ¢alisma sonucuyla benzerlik gostermemektedir.

Taymur (2015), degerler egitiminin etkili ve kalic1 olabilmesi, uygulamada sorun
cikmasini engellemek i¢in bu egitimin erken yaglarda miimkiinse anasinifindan baglanmasi
gerektigi sonucuna ulasmis ve arastirma bulgularim1 desteklemistir. Gozel (2018) yaptigi
aragtirmasinda dgretmenlerin degerler egitimini 6grencilerin ahlaki degerleri kisilik haline
getirmeleri ve toplumsal biitlinlesmeyi saglayan arag¢ olarak goérdiikleri sonucuna ulasmis ve
arastirma bulgularini desteklemistir. Bartan (2018) da arastirmasinda 6gretmenlerin degerler
egitiminin erken yaslarda verilmesinin Onemli gordiiglinii belirtmis gerekcesinin ise
cocuklarin kisiliginin bu yaslarda olusmaya baslamasi, kiigiikken bazi davranislar
O0grenmesinin daha kolay olmasi seklinde belirtmis ve arastirma bulgularini desteklemistir.
Bartan (2018), okul Oncesi 6gretmenlerinin goriislerinin alindig1 arastirmasinda degerler
egitiminin amacinin bireyin topluma uyumunu, her yoniiyle gelismesini ve bireyin
sosyallesmesini saglamak oldugunu belirtmis ve arastirma bulgularini desteklemistir. Cetin
Korkmaz (2019), degerler egitimi okul 6ncesi 6gretmenlerinin goriisleri agisindan inceledigi
aragtirmasinda, degerler egitiminin “duygu, tutum ve davranis” olarak 6zetlenebilecegi ve
asil amacin topluma uyum saglayan bireyler yetistirmek oldugu sonucuna ulasmis ve
aragtirma bulgularini desteklemistir.

Degerler Egitimi Uygulamalarinin Yeterligine Iliskin Ogretmen Goriislerine Yénelik
Sonug¢ ve Tartisma

Degerler egitimi uygulamalariin yeterligine iliskin bulgular incelendiginde 6gretmenlerin
degerler egitimi uygulamalarin1i ¢ogunlukla yetersiz gordiikleri, g¢ocuklarin gelisim
seviyelerine uygun olarak verilmedigi, okul disinda bu uygulamalarin desteklenmesi
gerektigi, basta drama olmak Tlizere farkli Ogretim yontemleri kullanilarak degerlerin
verilmesinin kullanigh olacagini diisiindiikleri sonuclarina ulagilmastir.

Cetin Korkmaz (2019), 20 oOgretmen goriisiiniin alindig1 arastirmasinda
ogretmenlerin degerler egitimi uygulamalarini ¢ogunlukla yetersiz bulduklari sonucuna
ulagsmis ve bu arastirmanin bulgularini destekleyici veriler ortaya koymustur. Ates (2013)
arastirmasinda degerler egitimi uygulamalarma yeterince 6nem verilmedigini, siirekli
degistigini dolayisiyla 6gretmenlerin uygulamalar1 yetersiz gordiikleri sonucuna ulagmistir.
Degerler egitimi uygulamalarimin yetersiz oldugu sonucuna ulasan Taymur (2015),
uygulamalarin teorilerle siirli kaldigint belirtmistir. Aksoy (2017), arastirmasinda
ogretmenlerin kendilerini gelistirmesi gerektigi sonucuna ulagmis ve aragtirma bulgularini
desteklemistir.

Ates (2013) arastirmasinda degerlerin yalnizca okulda 6gretilmedigini, aile, okul,
yazili ve gorsel medya vb. tiim paydaslarin degerler egitiminde birbirini desteklemeleri
gerektigi, Gozel (2018) arastirmasinda degerler egitiminin amacina ulagmasinda en énemli
faktoriin okul cag1 oncesinde aile katkisi ile beraber aile ve 6gretmenlerin dogru davraniglari
is birligi yaparak pekistirmeleri oldugu sonucuna ulasmis ve arastirma bulgularini
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desteklemislerdir. Degerler egitimi uygulamalarinin 68renci seviyesine uygun olmadigi
sonucuna ulagan Celik (2020), 6grencilerin yonergeleri anlamada zorluklar1 yasadiklarin
belirtmis, Aydin (2019) ve Bartan (2018) ise degerlerin somutlastirilarak verilmesi
gerektigi sonucuna ulagmis ve aragtirma bulgularini desteklemislerdir.

Degerler Egitimi Uygulamalarimin Amaclar Yoniinden Ogrenci Davramislarina
Yansimasi Konusundaki Ogretmen Goriislerine Yonelik Sonu¢ ve Tartisma

Degerler egitimi uygulamalarimin amaglar yoniinden 6grenci davranislarina yansimasina
iliskin bulgular incelendiginde Ogretmenlerin uygulamalarinin 6grenci davranislarina
yansimadigini, gerekce olarak degerler egitimi uygulamalarmin 6grenci seviyesine uygun
olmadigini, uygulamalarin 6grenci davranislarina yansimasi i¢in aile ve sosyal g¢evrenin
sorumluluk almasi1 gerektigi ve uygulamalarin siki takip edilmesi gerektigi sonuglarina
ulasilmistir.

Veugelers ve Kat (2003) dgretmen, dgrenci ve veli iizerinde gergeklestirmis oldugu
calismasinda katilimcilarin “deger aktarimi” ve “deger iletisimi” olmak iizere iki farkli
modele iliskin algilarin1 incelemislerdir. Ele almman bu calismada 6gretmenlerin ahlak
egitiminde en 6nemli unsurun deger iletisimi oldugu sonucuna ulasmasi, Husu ve Tirri’nin
(2007) ogretmenlerin “‘egitsel degerler” kavrami hakkinda diisiincelerini inceledigi
caligmasinda 6gretmenler tarafindan bireysel, sosyal ve iligkisel degerlerin tiimiiniin egitsel
baglamda onemli oldugu sonucuna ulagmasi, Benninga, Berkowitz, Kuehn ve Smith’in
(2003) ortaya koymus oldugu calismasinda okullarda devam eden karakter egitimi
uygulamalarinin 6grencilerin akademik basarilarini da olumlu yonde etkiledigi, dogru
gelisen karakterlerin basariya daha fazla odaklandiklari, stireklilik gosteren karakter egitimi
ile olumsuz 6grenci davranislarinin azaldigi boylelikle de enerjinin daha faydali islere
harcandig1 sonucuna ulasilmasi, Witherspoon Wade’nin (2007) karakter egitimi ile ilgili
yapmis oldugu calismasinda karakter egitiminin siddetle desteklenmesi gerektigi sonucuna
ulagmasi bu ¢aligma bulgulariyla ortiismemektedir.

Ozlesmis (2019), arastirmasinda Ogretmenlerin okulda verilen degetler ile ailede
verilen degerlerin farklilik teskil ettigi sonucuna ulasmistir. Bu farkhiliklarin ¢ocukta
kargasaya sebep oldugu, tutarsiz deger Ogrenmelerinden dolayr Ogrencilerin degerleri
benimsemedikleri bu yiizden 6grenci davranisina yansimadigi seklinde yorumlanabilir.

Degerler Egitimi Programn Kapsaminda Karsilasilan Sorunlara Yénelik Ogretmen
Goriislerine Iliskin Sonuc¢ ve Tartisma

Degerler egitimi uygulamalar1 kapsaminda karsilasilan sorunlar ile ilgili bulgular
incelendiginde 6gretmenlerin en biiyiik sorun olarak dgrencilerin aile ve ¢evresinden destek
gormedikleri, onceki Ogrenmelerin Ogrencileri olumsuz etkiledigi, aile disinda sosyal
medyanin ¢ocuklart olumsuz etkiledigi ve degerler egitimi uygulamalarinin plansiz oldugu
sonuglaria ulagilmistir.

Degerler egitiminde karsilasilan sorunlarin 6grencilerin aile ve sosyal ¢evresinden
kaynaklandigini belirten 6gretmenler, okulda verilen degerlerin ailenin deger yargilariyla
uyusmadigini, ailenin deger egitiminde sorumluluk almadigini ve ailede 6grenilen deger
kaliplarinin degistirmenin zor oldugunu ifade etmislerdir. Erglin (2021), degerler egitimi
uygulamalarinda 6gretmen goriislerinin alindig1 arastirmasinda degerler egitiminde en ¢ok
karsilagtiklar1 sorunun c¢ocugun aile ve sosyal c¢evresinden kaynaklandigini, ailenin
bilingsizligi ve ilgisizligini, kiiltiirel farkliliklari, olumsuz aile davraniglarin, gelisen topluma
ayak uyduramamasi vb. gerekgeleri belirtmis ve bu calismanin bulgularini destekler nitelikte
sonuglara ulasmistir. Oztiirk (2021) ise arastirmasinda “ailenin katilimi olmali” sonucuna
ulasmistir.
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Gozel (2018) yaptig1 arastirmada sosyal medyanin denetimsizliginin 6grenci
davranislarinda olumsuz etki yaptigi iizerinde durmus, Ates (2013) ise arastirmasinda
internetin dolayisiyla sosyal medyanin 6grenci davranislari iizerinde blyiik etkisini dile
getirmigtir. Ogrencilerin degerleri sadece okulda kazanmadigim 6grencinin gevresinden
ozellikle sosyal medyadan yanlis davranislari, argo sozciikleri ogrendiklerini ve okulda
bunlarin yayildigint belirtmis, Taymur (2015) 6zellikle sosyal medya ve televizyonda rol
model olarak kabul edilen oOrneklerin ¢ocuklarin deger yargilarini olumsuz etkiledigi
sonucuna ulagmis ve arastirma bulgularini desteklemislerdir.

Degerler Egitimi Uygulamalarinda Ogretmen Yeterliklerine iliskin Ogretmen
Goriislerine Yonelik Sonuc¢ ve Tartisma

Degerler egitimi uygulamalarinda o6gretmen yeterligine iliskin bulgular incelendiginde
ogretmenlerin meslektaglarini yeterli gordiikleri 6zellikle lisans diizeyinde alinan egitimin
bunun temel nedeni oldugu sonucuna ulagilmistir.

Siislii (2021), degerler egitiminde 6gretmen goriislerinin incelendigi arastirmasinda
Ogretmenlerin karsilastiklar1 sorunlardan bir tanesinin G6gretmenlerin yeterince egitim
almamasindan dolay1 ogretmen yetersizligi oldugu sonucuna ulagsmis ve arastirma
bulgularin1 destekler nitelikte sonuglara ulasmistir. Gozel (2018) ise arastirmasinda
Ogretmenlerin yeterliginin artmasi i¢in dgretmenlerin hizmet oncesi ve hizmet i¢i egitim
faaliyetlerine katilmalarinin desteklenmesi gerektigi sonucuna ulasmaistir.

Degerler Egitimi Kapsaminda Cevresel Sartlarin (Medya, Basin-Yaymn, Sosyal
Kurumlar, Aile Vb.) Niteligine Iliskin Ogretmen Goriislerine Yonelik Sonuc¢ ve
Tartisma

Degerler egitimi kapsaminda cevresel sartlarin niteligine iliskin 6gretmen goriisleri
incelendiginde medya, basin yaym organlarinin Ogrencilerin degerler egitimini olumsuz
yonde etkiledigi, ¢cevresel sartlarin cocuklarin degerler egitimini destekleyici olacak sekilde
hazirlanmas1 gerektigi, ailelerin ¢ocuklar1 diizenli ve saglikli bir sekilde takip etmesinin
onemli oldugu sonuglarina ulasilmistir.

Aydin (2019) degerler egitiminde smif 6gretmenlerinin goriislerinin alindigini
arastirmasinda kitle iletisim araglarinin 6grenciler iizerindeki olumsuz etkisine vurgu yapmis
ve arastirma bulgularini desteklemistir. Taymur (2015) arastirmasinda ¢ocuklarin internet, tv
ve diger c¢evresel faktorlerin olumsuz etkisi oldugu sonucuna ulagmis ve arastirma
bulgularin1 desteklemistir. Aksoy (2017) arastirmasinda benzer sonucglara ulasmis
ogretmenlerin kitle iletisim araglarinin olumlu ve olumsuz ydnleri olmasina ragmen olumsuz
yoOnlerinin daha fazla oldugu, kitle iletisim araclarinin degerler egitimini olumsuz etkiledigi
sonuglarmaulasmistir.

Taymur (2015) arastirmasinda ailelerin, ¢evresel sartlarin olumsuz etkisini 6nlemek
amaciyla 6grencilerin TV ve internet iceriklerinin sinirlandirilmasi ve gerekli dnlemlerin
alimmast gerektigini belirtmis, bulgular1 destekler nitelikte sonucglara ulasmistir. Cevresel
sartlarinin 6grenciler lizerinde olumlu yansimasi i¢in diizenli olarak takip edilmesi sonucuna
ulagan Aydin (2019), arastirma bulgularini1 desteklemistir.

Oneriler

e Degerler egitimi uygulamalarinin egitim programlarinda farkli yonleriyle daha
cok yer almasi ve degerler egitiminin erken yaslarda verilmesi onerilebilir.

e Degerler egitimi uygulamalarinin egitim ve program uzmanlari tarafindan diizenli
olarak incelenmesi ve MEB tarafindan diizenlenen kamuya ag¢ik yayinlarda
degerler egitimine yer verilmesi onerilebilir.
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e Ailelerin degerler egitiminde daha fazla sorumluluk almasi i¢in aileye yonelik
konferanslar diizenlenebilir. Sosyal medyanin zararlar1 hakkinda 6grencileri
bilgilendirici afigler, brostirler verilebilir.

e Degerler egitiminin lisans diizeyinde verilmesinin etkili oldugu dolayisiyla
Ogretim programinda daha fazla yer verilmesi onerilebilir.

e Ogretmenlerin hizmet ici egitim faaliyetleri ile desteklenerek 6nemli olan rollerini
daha iyi sergilemeleri saglanabilir.

e Medya ve basin yayin organlariin yetkililer, aile ve egitimin diger paydaslari
tarafindan kontrol etmeleri, okuldaki egitimi destekleyici yaymlarin yapilmasi,
yayin organlarinin daha etkili kullanilmasi yoniinde adimlar atilmasi 6nerilebilir.

Etik Kurul Izin Bilgisi: Bu arastirma,10.02.2022 tarih ve 2022/3-8 sayili karart ile alinan
izinle yiiriitiilmiistiir.

Yazar Cikar Catismasi Bilgisi: Yazarlarin beyan edecegi bir ¢ikar ¢atismast yoktur.

Yazar Katkisi: Hem yiiriitiicii hem de yardimci arastirmaci yazar esit olgiide (%650)
oraminda katkida bulunmustur.
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Abstract

Values education enables an individual to construct personality by internalizing his/her values. From
this point of view, education has an important role in the acquisition of values. Especially, teachers’
views, who are the implementers of education, play a vital role about the practices of values
education in primary school which is an important period in the construction of an individual’s
personality. The main purpose of the research is to examine the values education practices
implemented within the framework of primary school curriculum in relation to teachers’ views. The
study group of the research consists of 17 classroom teachers who work in the city center of Batman
in 2021-2022 academic year and agree to participate in the study voluntarily. The data obtained from
14 teachers have been evaluated since sufficient data could not been gathered from the three of the
teachers who participated in the research. Case study which is a qualitative research model was used
in the research. Semi-structured interview form was created as data collection tool and document
analysis method was used in data analysis. According to the results obtained, teachers consider
values education important and necessary but find it insufficient. Students’ family and environment
are seen as important factors in the reflection of values education practices on students’ behaviors.
Although teachers have an important role in bringing the students values in, it has been concluded
that they have challenges in changing students’ false prejudices, environmental conditions such as
media and press affect students’ false value perceptions negatively and to prevent this,
environmental conditions need to be arranged in a way to support values education.

Key words: value, values education, teacher views, values education practices
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Introduction

When the concept of education is considered as deliberate enculturation process, education
is an important social institution which shapes the society, raises generations, and ensures
the formation of the society. It has the aim of protecting and developing the existing rules of
the society in doing these. This aim comes true through values education.

The concept of value is defined as the whole of material and spiritual elements
involving cultural, social, economic, and scientific values which a society owns (Demirel,
2012). Values should be good, true, desirable, and valid for every human; the society needs
to be of the same opinion on that value for a phenomenon to be accepted as value beside
being adoptable for different societies. Furthermore, values make people courageous about
acting on something, repress unfavorable behaviors, and put a limit to the forbidden
behaviors (Oztiirk, 2021). Education undertakes the important task of transmitting the values
which has big share in shaping the society from generation to generation.

One of the most important aims of education is to ensure individuals to be raised in
such a structure that they can fulfill the requisites of being a human as a whole, discover
their own potentials; in short, help the individual become an individual capable of doing the
best he/she can. As long as education performs this function, it can reach the level which can
distinguish the good from the bad, the right from the wrong (Dilmag, 1999). Values
education comprises not only giving information to students but also their development of
personalities and realizing their responsibilities towards the society. Bringing up individuals
who live and keep their own values alive, adopt and know the society’s values is the aim of
all societies. On the condition that this aim comes true, individuals who adapt to the society
they live in, and have cultural commitment and belonging senses to the society will be raised
(Siislii, 2021; Ulusoy & Arslan, 2016).

Values education has a great place in education system. Children’s material and
spiritual values first starts in the family, and then continues in the school. Apart from the
school and the family, several elements such as environment, peer groups and mass media
affect children’s value judgement. Therefore, it is needed to think from a broad perspective
and multidimensionally in the process of gaining values to children (Cubukcu, 2010). The
survival of the society depends on the protection and development of the values it has from
past to present. Values which exist in every society led to new breakthroughs in education
system. While values education was conveyed in certain courses previously, it has been
included in the curriculum of each course in the present (Oztiirk, 2021).

There falls a lot of work on teachers about values education. Especially, primary
school students take their teachers as an example via observation and imitation. Through
implicit learning, the teachers’ gestures, and mimics, all their actions, attitude, and
behaviors, as well as their reactions to a situation are recorded by students and leave a
permanent mark. Teachers must be aware of the fact that they are role models (Aksoy,
2017).

Primary school is the period in which values mainly develop since children are at the
age when they show the fastest improvement. It is easier to direct and guide children in this
period (Aydin, 2019). Besides, the first social environment occurs in this period. The
behaviors expected from students in primary school change in this new environment. The
values which have been taught in preschool years or in the family are strengthened in this
period. That is why, not only knowledge and skills but also attitude and values are to be
taught directly or indirectly to raise happy, well-adjusted, and successful students at school
(Demir, 2018). With the fact that values education in primary school goes through a healthy
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process and practices meeting the needs, the values expected from students are realized and
it helps the individual develop a balanced personality. In this respect, the necessary
importance should be shown, and studies should be carried out in this period which is the
input of our education system (Gozel, 2018).

Throughout the history, humanity has developed values in order to sustain its both
personal and social existence, add desirable quality to their behaviors, understand what is
right and wrong to get rid of what they are afraid of. From this point of view, values regulate
people’s social life, and enable the society to live together. Values obtained throughout life
form the base of the society in terms of knowledge and behavior (Saglam, 2019). In all
societies, children are seen as the construction of the future and the continuation of the
nation, and their education is cared. Educational institutions are the social structures where
individuals acquire values mandatory for both social and personal life apart from the
theoretical and applied sciences suitable for the society they live in and all human values.
However, it is hard to have students adopt the values which are abstract phenomenon by
only conveying them to students as theoretical knowledge in schools. In order for students to
comprehend values completely, rich educational environments should be provided. With the
help of educational environments enriched with activities, students can improve their
creativity, behave solution focused against the problems they face, learn by doing, and
develop responsibility (Tekin & Bedir, 2019). In other words, curricula can be created
actively by taking levels, comprehensiveness, field related elements into consideration.

When transferring the values adopted by the society to the following generations is
accepted as one of the most important aims of education, the necessity of values education in
educational institutions arises. Especially in primary school ages, the behaviors formed by
values oriented educational and instructional activities are expected to become permanent
since people’s personalities are mainly formed in this period.

Students, especially primary school students, behave by modeling their classroom
teachers’ personality traits, naturally their lifestyle and behaviors. In addition to adopting
values such as love, respect, tolerance, responsibility, courage, peace, honesty and being
fair, classroom teachers need to cooperate with parents in order to provide training for
values education (Aladag ve Kuzgun, 2015). Nowadays, the responsibility of providing
training for values falls for the school, namely the teachers after the family. In this respect,
classroom teachers’ views, who are the role models for primary school students, about the
values education practices have a vital importance.

When the studies carried out inside and outside the country are examined, it is
possible to see different results from one another. In general, it is expressed that values
education is important (Ates, 2013; Bartan, 2018), it is needed to ensure the cooperation
between the parents and the school for values education practices to be productive, (Ergiin,
2021; Cetin Korkmaz, 2019) and families need to take more responsibility (Aksoy, 2017;
Ates, 2013; Bartan, 2018; Oztiirk, 2021), teachers have some problems in the
implementation (Ates, 2013; Feerreira & Schulze, 2014), teachers’ being role model in the
practices has an impact on students (Aydin, 2019; Cetin Korkmaz, 2019), especially social
media and mass media lead students’ value judgements (Aksoy, 2017; Aydin, 2019; Ergiin,
2021), values education should be more systematic and planned (Bartan, 2018; Thornberg,
2008), conveying values in a suitable way based on students’ development levels results in
effective consequences (Aydin, 2019; Cetin Korkmaz, 2019).

When values education practices are examined, it is seen that several various
programs are made use of. These programs differ according to the needs of the country and
the age group studied. In the name of being able to internalize values, most programs have
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been prepared in accordance with social-emotional development. Living Values Education
Program, The Character Education Partnership-CEP, Character Counts, The Responsive
Classroom, Positive Action, Giraffe Heroes Program, Lions-Quest Program and Great Body
Shop programs (Donmez & Uyanik, 2022) can be listed among the examples in relation to
the prepared and applied values education programs.

Teachers’ opinions, who are the implementers of values education practices, about
value and values education matter in the acquisition of values. The fact that teachers, who
are role models for students and not only the transmitter of knowledge but also the guide in
gaining knowledge, both adopt and implement values increases the effectiveness and
efficiency of values education practices. In this respect, it is important to examine teachers’
views in relation to values education practices in primary school years which is a critical
period especially for the process of acquisition of values.

Purpose of the Research

The main topic of this research is “To Examine Teachers’ Views in Relation to Primary
School Curriculum Values Education”. Within the framework of this basic problem, answers
to the following questions are sought:

1. What are the teachers’ opinions in relation to the aims of values education?

2. What are the teachers’ opinions in relation to the efficiency of values education
practices?

3. What are the teachers’ opinions in relation to the reflection of values education
practices on student behavior?

4. What are the teachers’ opinions in relation to the problems encountered in the
values education practices?

5. What are the teachers’ opinions in relation to teachers’ competency in values
education practices?

6. What are the teachers’ opinions in relation to the quality of environmental
conditions (media, press release, social institutions, family etc.) in the scope of
values education?

Method

In this part, research design, study group, data collection process, data collection tools and
data collection techniques used in the analysis of the obtained data are explained.

Research Design

In this research, which aims to evaluate teachers’ views in relation to values education
practices in primary school, case study which is a qualitative research model was used. Case
studies are the research in which an entity is defined and customized based on time and
space (Biliytikoztiirk et al., 2017).

Study Group

Different universe, sample or study groups can be formed depending on the purpose, scope,
setting, time in research. In this research, simple random sampling method, one of the
qualitative research methods, was used (Biiytlikoztiirk et al., 2017). The study group of this
research consists of public primary schools in Batman and teachers who work in these
schools. The study group consists of 17 classroom teachers who agree to participate in the
research voluntarily. Since sufficient data could not be obtained from the 3 of the teachers
who participated in the research, they were not taken into the evaluation. The analysis has
been made based on the data obtained from 14 teachers.
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Demographic Characteristics of The Teachers Participating in The Research

In the table below, the demographic characteristics of the teachers participating in the
research are given according to their gender, professional experience and class level of the
teachers.

Table 1
Demographic Characteristics of The Teachers
Gender Female 8
Male 6
Job Experience 1-3 years 5
4 and more 9
Grade 15" Grade 3
2™ Grade 4
3" Grade 4
4™ Grade 3

When the table 1 is examined, 8 women and 6 men according to their gender, 9
years of service between 1-3 years, 5 and more than 4 years according to their professional
experience, According to the classes they work in, it was seen that there were 3 teachers in
Ist grade, 4 in 2nd grade, 4 in 3rd grade and 3 in fourth grade.

Data Collection Process

During the data collection process, the teachers who agreed to participate voluntarily in the
research were interviewed face to face and individually. The teachers were guided in
answering the questions in the interview form by paying attention to being impartial.
Approximately 45 minutes were allocated for each teacher and there was the effort to make
the setting suitable for the interviews. Furthermore, the researchers paid attention to the
meeting time to be hours when teachers can allocate their time for the interview.

Data Collection Tool

Research Ethics Committee Approval: This research was carried out based on the
permission given on 10/02/2022 and numbered 2022/3/8 by Inonii University Social and
Human Sciences Research Ethics Committee.

In the research, semi-structured interview form which was created by the researchers
to examine the classroom teachers’ opinions in relation to values education practices was
used. In this research, while designing the data collection tool, semi-structured interview
form including 4 questions was created and applied to 4 teachers, and the application results
were analyzed with two expert professors in evaluation and assessment field are. Based on
the analysis results, two questions were rearranged, and data collection tool was created by
forming six questions (open-ended and semi-structured) in total adding two new questions.
Afterwards, the last decision was made for the open ended questions and this interview form
with six questions was applied to the teachers who make up the study group.

Data Analysis

Document analysis method was used to analyze data in this research. Content analysis was
classified according to the qualitative research method. The main purpose of content
analysis 1s to reach concepts and relationships which can explain the collected data. In
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addition, the data described and interpreted previously is deeply processed by content
analysis and concepts and themes which cannot be realized in descriptive analysis are
explored (Sahin, 2017). In this research, what the collected data means for the research
question and which results have been reached are tried to be determined. Semi-structured
interview form consisting of six open ended questions was applied to the teachers and
teachers have been coded as T1, T2, T3, ... keeping the teachers’ identities confidential to
be able to analyze teachers’ opinions better and they were used in data analysis of the
research. The answers given to the research questions were coded based on the opinions of
two examiners and included in the themes determined. The data were respectively structured
and reported according to the themes determined based on the sub-purposes. The main
purpose of the research is to reach real consequences. For real consequences, the research’s
being reliable and valid determine the worth of the research. To ensure validity in this
research, the subject of the research was determined consistent with the research question,
comprehensive definitions were included, the attention was given to the research findings to
be consistent in itself and in total and the generalizations made according to the findings to
be consistent with the available data. Precautions taken to ensure the validity of the research
are the following: what has been done in data collection process, data analysis,
interpretations and consequences parts were expressed clearly, research steps and the
method were explained in detail and the raw data of the research were preserved to be
examined by others. In the research, 6 themes and 25 codes emerged. These data were
analyzed by another expert and the expert was asked to redetermine the themes and codes.
Although there are methods including inductive thematic analysis processes in order to
collect information in phenomenological research (Cohen et al., 2000; Mertens, 2003, cited
in Fer, 2004), content analysis of the data was made using Miles and Huberman’s (1992)
study, forming categories and themes since interview documents are the basic source of
data. In the name of increasing the quality of the research design, credibility and consistency
were checked. Miles & Huberman (1994) reliability formula (Reliability = Agreement /
Total Agreement + Disagreement) was made use of and reliability percentage between the
coders was determined as 88%.

Findings

In this part, the obtained data is presented in tables depending on the sub-problems of the
research and the remarkable data from each table are tried to be explained.

Table 2
Teachers’ Opinions in Relation to the Purpose of Values Education

Teachers’ Opinions in Relation to the

Purposes 5

I think it is important T4, T5,T9, T10, T14

I think it is necessary T1, T2, T3, TS5

VE* Given in early ages T2, T3, T4, T5, T8, T10, T13

The purpose of VE is to adapt to the society T2, T4, TS5, T7, T8, T12

*VE Values Education

While there are 5 teachers who specifically emphasized that values education
practices are important (T4, TS5, T9, T10, T14), there have been 4 teachers who emphasized
that it is necessary (T1, T2, T3, T5). Teachers express their opinions about this as in the
following:

(T1) “I think the implemented values education is necessary. Not being social
nowadays which is caused by technological developments can be made up for.”
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(T9) “It is a very important step in bringing human values and virtues in, being
sensitive to the values and turning these into behaviors. Right during the construction of
personality, it can be counted as a critical intervention, and it is very important.”

(T10) “I believe that values education is really important in eliciting the innate
good sides of children.”

There are 7 teachers who expressed opinion about giving values education training in
early ages (T2, T3, T4, TS5, T8, T10, T13). While teachers were expressing these ideas, they
indicated that giving values education would be righter in primary school and preschool and
it will be harder to have them gain these values in the following years. Teachers expressed
their opinions in this issue as in the following:

(T3) “Implementing it in primary schools provides a basement for the following
vears, namely for the future as it can be understood from the idiom: as the twig is bent,
so grows the tree.”

(T4) “Starting the education in earliest ages is the most important criteria in the
children’s development. It is obvious that the values given in primary school will be

beneficial for the child and the society.”

(T5) “Giving this training to the students from the early ages is their understanding
our own culture and belief better and the transforming it to behavior. In this respect, I find
values education’s starting in these ages sensible and support it.”

(T8) “It should be to ensure the adaptation to the society by having students gain
conscience in early ages and instilling the senses such as empathy, tolerance, responsibility.

(T13) “I believe that values education should be implemented not only in primary
school but also in preschool education”

There are 5 teachers (T2, T3, T4, T6, T9) who asserted that values education
practices improve the students’ personalities and 5 teachers (T2, T3, T9, T10, T12) who
asserted that it contributes to the moral development.

There are 6 teachers (T2, T4, T5, T7, T8, T12) who asserted that the purpose of
values education practices should be to adapt to the society. Teachers expressed their
opinions as in the following:

(T7) “I think these practices reflect positively on the children’s behavior. It enables
children to be more constructive in both bilateral relations, friendships and in the society.”

(T8) “It should be to provide the adaptation and instill senses such as empathy,
tolerance, responsibility to the students by making them conscious and to ensure students to
work in cooperation.”

(T12) “I think the intended situation is to improve their moral sides or make them
more sensitive to the society, namely the society they live in.”

There are 3 teachers (T2, TS5, T7) who asserted that values education practices aim
the values to be seen in children’s behavior.

When the obtained findings are examined, teachers’ views in relation to the purpose
of values education differ. When the findings are examined, it is understood that teachers see
values education as important and necessary, they find giving training for values education
in early ages favorable, values education contributes to the development of personality and
morality and as well as students adapt to the society.
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Table 3
Teachers’ Opinions in Relation to the Efficiency of Values Education Practices

Teachers’ Opinions in Relation to the
Efficiency of Practices n

T1, T2, T3, T4, TS, T6, T7, T8, T10, T12,

VE practices are insufficient T13

VE practices should be supported outside
the school.
VE practices are not suitable for the

T9,T11,T13,T14

students’ developmental states L1215
VE practices should be conveyed in a T6, T7, T8
planned manner.

Values should be meaningful and T2, T12

functional for the children

There are 11 teachers (T1, T2, T3, T4, TS, T6, T7, T8, T10, T12, T13) who find
values education practices insufficient. They showed the problems experienced in the
practices, children’s’ insufficient developmental characteristics, lacking plans as reasons for
this. Teachers expressed these opinions as in the following:

(T1) “I think values education practices are insufficient in primary school.
Especially primary school students have difficulties in perceiving values education since
they are in concrete operational stage in these ages.”

(T3) “The school atmosphere, teachers’ attitudes against the disciplinary events and
expectations are effective in values education. Unfortunately, I cannot see there are
sufficient educational practices in this issue.”

(T5) “I think the biggest missing thing in values education is trying to convey the
whole education at once. What should be done is to have students understand the issue by
internalizing it slowly.”

(T6) “I do not think it is sufficient. It can be harder to implement in multigrade
classes. When it is done in practice classrooms or in the framework of a plan, it will be more
beneficial.”

(T7) “I think there are some setbacks in the implementation step. Especially in
multigrade classes, this is felt more. I think it will be more effective when it is implemented
based on a plan.”

(T10) “To be honest, I do not think it is implemented properly. There definitely stays
a gap, missing part in somewhere; thus, bad, unhealthy behaviors increase.”

(T13) “Unfortunately the values education practices are insufficient. The values
which a human gain throughout life should be provided in the whole life education not only
via instructional teaching in schools.”

There are 4 teachers (T9, T11, T13, T14) who expressed that it should be supported
outside the school to ensure the efficiency of values education practices. They showed the
fact that students are affected by the family and the social environment and values education
is limited to a period of time as reasons. Teachers expressed these opinions as in the
following:
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(T9) “Since the families’ socio-economic state, environmental conditions and the
educational activities in which the child stays have a very important role, it should be given
as tv commercials, series and lessons supported by the government.”

(T11) “A more serious way should be followed for values education practices not
only in schools but also in platforms like social media.”

(T13) “The values a human will gain throughout life should be implemented in whole
life education not only with the instructional ways in school. All values should start in
preschool period without time limitation.”

(T14) “For it to be efficient, the child’s environment should give enough importance
to values education.”

There are 3 teachers (T1, T2, TS) who think values education practices insufficient
because the students are in the concrete operational stage. While some teachers (T6, T7, T8)
expressed that values education practices need to be more planned, some (T2, T12) said that
the content of the practices should be filled to be meaningful and for children to attribute
meaning to the values.

When the obtained findings are examined, it can be concluded that most of the
teachers find values education insufficient and experience problems in the implementation.
The teachers think that values education is not given according to the children’s
developmental levels, support should be given to these practices not only at schools but also
outside the school and practices should be planned as well as being filled to the full and even
conveying it as lessons can be more beneficial.

Table 4
Teachers’ Opinions in Relation to the Reflection of Values Education Practices on Students
Behaviors

Teachers’ Opinions in Relation to the Reflection

of the Practices on Students’ Behaviors n

VE prgctlces do not reflect on students T1,T5,T6, T7, T13, T14
behaviors.

The effect of family and environment on the

reflection of VE practices on students’ T6, T7, T8, T9, T13, T14

behaviors is great.

The reason why VE practices do not reflect
on students’ behaviors is the difference in T1, TS5
their development

The 2™ reason why VE practices do not

reflect on students’ behaviors is values’ not T2, T9
being internalized.

The adaptation of students to the values

should be followed. T7, T11, T12

There are 6 teachers (T1, TS, T6, T7, T13, T14) who think that values education
practices do not reflect on students’ behaviors. The teachers, who showed that values are not
suitable for children’s developmental levels, values cannot be concretized, the situation of
family and social environment as reasons, expressed their opinions as in the following:

(T1) “The aims of values education are not reflected to students’ behaviors exactly,
for the children at these ages have difficulties in perceiving and challenges are experienced
in the instruction of these concepts.”
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(T5) “I think there will be positive reflections on the condition that this training is
given to the students by concretizing it. However, I cannot observe much positive effects
because enough concretizing applications are not done in the available system.”

(T6) “It cannot be said that it reflects completely. The situation of the class, the
child’s family and the environment are the factors affecting it.”

(T14) “Unfortunately, it has few reflections on students’ behavior. In order for it to
reflect on students’ behavior, first the family then the environment should be exemplary for
the student.”

There are 6 teachers (T6, T7, T8, T9, T13, T14) who think that students’ families and
environment have an important effect on the reflection of values education practices on
students’ behavior. Teachers expressed their opinions as in the following:

(T6) “The situation of the class, the child’s family and the environment are the
factors affecting it.”

(T7) “We do our best for these to reflect on students’ behavior. However, it does not
reflect on students’ behaviors when it is not implemented in the family and environment they
live in because values education is a process which requires continuity. Some students’
behaviors we observe in the school and outside the school becomes different from each
other.”

(T8) “Values education should be given to the student in cooperation with families.
Students should be able to work in collaboration and be respectful to views.”

(T9) “In values education implementation, the reflection on student behavior is
affected positively by values’ being directly included in education and students’ seeing them
in families’ or teachers’ behaviors.”

(T13) “When the implemented values education is limited to school, it is not a
sustainable application. It reflects on behaviors for a moment, and it is only composed of
special days and weeks as it is monthly.”

(T14) “For it to reflect on student behavior, first family and then the environment
should be example for the students.”

While there are two teachers (T1, T5) who asserted the fact that it is not suitable for
developmental characteristics is reason why values education does not reflect on student
behaviors, there are two teachers (T2, T9) who think that students need to internalize values.
Furthermore, there are three teachers (T7, T11, T12) who think that practices should be
followed for them to reflect on students’ behavior. Teachers expressed their opinions as in
the following:

(T11) “The more the values education practices are embraced, the more positive the
reflections on the student behavior will be.”

(T12) “If we want these practices to be reflected in the child’s behavior
affirmatively, we should follow the values education and give its due. That is to say, what is
important here is the stability between the aims and behaviors.”
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Table 5
Teachers’ Opinions in Relation to The Problems Encountered in The Values Education
Practices

Teachers’ Opinions in Relation to The Problems n

The' things students learn from family and T2, T6, T7, T9, T10, T12, T13
environment

Social media is an important source of T3, T6, T7, T13

problem

There are 7 teachers (T2, T6, T7, T9, T10, T12, T13) who expressed that the most
important problem in the values education practices is the values which students learn from
their families and environment. The point which needs attention here is to consider the
relationship between teacher- school- family. Teachers expressed their opinions as in the
following:

(T2) “Sometimes it can be hard to change the value judgements of students while
coming to school because they think what they see and experience in family is definitely
true.”

(T9) “The biggest problem here is that the child does not take it seriously because of
the contradiction that occurs in the child since the behavior education he/she receives in
education does not comply with the behaviors told by the family, environment or the people
whom the child takes as a model.”

(T10) “There might occur some problems as values education is not only comprises
of what is done at school. A child comes across values within the family ad in social life. If
what he/she learns there cannot be interrelated, a construct may arise. A value which has
not been learnt properly does not become effective in the right direction in the individual’s

life.”
(T12) “We encounter several problems. The most important problem here is that the

education given in the family is not compatible with the one in the school and the fact that
there is not equivalence of the education given in real life.”

(T13) “The change in behavior of the student we give education does not get better
with the education we give in the school. Family factor should also be included.”

There are 4 teachers (T3, T6, T7, T13) who have the opinion that social media poses
a problem in values education practices. Teachers expressed these views as in the following:

(T3) “We come across a lot of problems and issues at school. These result from
school, schedule, teachers, children’s families, and mass media. Slang words learnt from
mass media; misbehaviors learnt in the families can be given as examples. I can tell more of
these. I can count misunderstandings and teachers’ misbehaviors.”

(T6) “Social media (negative exemplary behaviors etc.)”
(T7) “*The child’s family environment * social media * lacking plan”

(T13) “There is not enough resources about values education. There are missing
parts in the implementation as the given education is not reinforced outside the school.
Values education should be supported by audio visual media and studies should be carried
out aimed at teachers.”

When the findings in relation to problems encountered in the implementation of
values education are examined, it can be said that the most important problem teachers come
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across is that the background information students get from their environment and family,
which makes the values education difficult. On the other hand, the effect of social media on
students, which has become one of the most important problems of today, and values
education and the practices’ being unplanned are among the problems which teachers
complain. Apart from these, there are ideas which state the insufficiency in developmental
level and problems originated from cultural differences.

Table 6
Teachers’ Opinions in Relation to Teachers’ Competency in Values Education Practices

Teachers’ Opinions in Relation to Teachers’
Competencies n

Teachers do not have the .requlred level of T2. T3, T5, T9
competency for VE practices.
Teachers have the required level of
competency for VE practices.
Teachers had a qualified training about VE. T1
Teachers engage in behaviors incompatible T2
with the basic characteristics of VE.

T1,T6,T7,T13, T14

There are 4 teachers (02, 03, 05, 09) who think that teachers are insufficient in
values education practices. Teachers expressed these opinions as in the following:

(T2) “I think the courses teachers have taken and their accumulation of knowledge is
open to discussion, but I sometimes see insufficiencies in the implementation part.”

(T3) “I think teachers are insufficient about this issue because the job of teaching
makes itself obvious not only when it happens in school but also by showing students the
necessary examples outside the school.”

(T5) “I think it is insufficient. ~For me, the most important thing is concretizing
activities in these kinds of education. Drama is the most appropriate one for these practices.
However, I think our teachers are not sufficient for this.”

(T9) “Unfortunately, teachers do not have the behavior and attitude we expect from
every teacher. Seminars and lessons can be arranged about this. A value can be assigned to
each teacher to implement, and another value can be assigned each year.”

There are 5 teachers (T1, T6, T7, T13, T14) who think teachers are sufficient in
values education practices. Teachers expressed these opinions as in the following:

(T1) “I think teachers are sufficient about values education. I think teachers transfer
their knowledge to students in a well and effective manner by reinforcing their knowledge
with especially the courses they took in undergraduate years.”

(T7) “I think teachers are sufficient. As I have said before, the people who are
experts in values education are more effective.”

(T13) “There is teachers’ competency in values education practices, but there is the
lack of information and materials. First, teachers should be informed with in-service
training and then the required tools should be provided.”

(T14) “Teachers are quite successful in the implementation, but when the parents
and the environment do not care about values education, enough level of success is not
ensured.”
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In the obtained findings, teachers expressed the ideas that they have taken qualified
education at university (T1), they engage in behaviors conflicting with values education (T2)
and information and materials are needed to be provided for teachers’ competency to
increase (T13) in relation to teachers’ sufficiency.

When the findings in relation to teachers’ opinions in values education practices are
examined, it is seen that they have different views. Some teachers think that teachers are
competent in values education practices. The education received in undergraduate period is
shown as the reason for this. Some teachers argued that teachers are insufficient.

Table 7
Teachers’ Opinions in Relation to The Quality of Environmental Conditions (Media, Press-
Release, Social Institutions, Family etc.) in the Scope of Values Education

Teachers’ Opinions in Relation to

Environmental Conditions n

The most important factors affecting VE T1, T2, T3, T4, T5, T6, T8, T9, T12, T13,
are media, press-release. T14

Destructive effects of social media T3, T4, T7, T12

content on values

Easy access to technology T1,T7, T9

The need for parents to keep up with

students and keep them away from T2, T6, T7

unfavorable behaviors
The need for environmental conditions to be

! T3, T6, T10, T11, T12, T13
supportive of values

There are 11 teachers (T1, T2, T3, T4, TS, T6, T8, T9, T12, T13, T14) who indicated
that the most important factor affecting students’ values education negatively is media and
press-release. The fact that most of the teachers are of the same opinion shows the impact of
media on students. Teacher expressed these opinions as in the following:

(T1) “Especially television and press-release make it harder for students to adopt
our values by conveying them wrongly to the students.”

(T2) “Unfavorable events, we don’t know whether they are right or wrong, which
may intentionally be presented to us and confidence shaking situations of press-release
organization affect children negatively.”

(T6) “Although effective values education is not given at school because of
environmental conditions (media, press- release, social institutions, family etc.), it definitely
affects students negatively.”

(T9) “As we are in the age of technology, every human even children can reach pc,
tablet, phone, and TVs whenever they want. Unfortunately, these tools and media outlet
affect our children in a very negative way as it does affect the society due to the negative
broadcast.”

(T12) “Environmental conditions are rather insufficient and unqualified in the scope
of values education. The pollution and distortion in visual and social media affect these
practices negatively. Public service announcements’ not being used effectively prevents
values education from reflecting on daily life in this issue.”

(T13) “Media, press — release, family and other environmental conditions are weak
in the scope of values education. The stakeholders should involve in education. In
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particular, media, press-release can reach many audiences by having informative programs
about this subject.”

According to the obtained findings, some teachers (T3, T4, T7, T12) stated that it
affects children negatively due to the destructive effect of social media content on values
about the values education while some asserted (T1, T7, T9) that it harms children’s system
of values as a result of technology’s being easily accessible. Additionally, there are also
teachers (T2, T6, T7, T8) who asserted that great responsibility is upon the families, they
should keep up with students and keep them away from unfavorable behaviors. The teachers
(T3, T6, T10, T11, T12, T13) who asserted that the environmental conditions need to be
supportive of students’ values education expressed their opinions as in the following:

(T10) “Environmental conditions are important at least as much as the teachers do.
To fill the values gained in school to the full and increasing the feasibility of it depends on
environmental conditions. Children should be supported and improved about values outside
the school. For the values not to be left hanging eventually depends on environmental
conditions.”

(T11) “I think the quality of environmental conditions are not on the desired level in
the scope of values education. If the environmental conditions mentioned the topic and
themes about the values education enough, there would not be the need for such work.”

(T13) “Media, press-release, family, and other environmental conditions etc. remain
weak in the scope of values education. Stakeholders should be involved in education. In
particular, media, press-release can reach many audiences by broadcasting informative
programs about this issue. School and teachers should be supported by the social
institutions around my environment and families should contribute to the education the child
receives by involving in the education.”

According to the obtained findings in relation to the quality of environmental
conditions in values education practices, teachers emphasized that media and press-release
affect students’ values education in a negative way, environmental conditions should be
supportive on the point of students’ gaining values and providing persistency, social media
affects children negatively, families need to keep up with their children in planned and
healthy way, and technology affect children negatively in that it is easily accessible.

Result and Discussion

There are several studies aimed at values education on different levels, scope, and time
period both in Turkey and in different countries in the world. One of the studies carried out
in Turkey is the study by Erbas and Baskurt2022) in which teachers’ views in relation to
values education in Life Sciences lessons are examined. The second study is the one carried
out by Kuloglu et al. (2021) in which preschool teachers’ views are examined in relation to
values education. In this study, the values education practices depending on interdisciplinary
approach are examined mainly in the scope of primary school curriculum. The results
obtained depending on the study and the discussion are presented based on each problem in
the following. In addition, the results of this research are indicated according to the state of
being similar to or different from the results of the studies in the literature.
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The Results and Discussion on Teachers’ Views in Relation to the Aims of Values
Education

When the findings in relation to the aims of values education addressed in this research are
examined, the following results have been concluded: Teachers see values education
important and necessary, they find its being conveyed in early ages positive, it enables to
adapt to the society as values education contributes to the students’ personal and moral
development.

Oztiirk (2021), who evaluated values education from the teachers’ perspective,
reached conclusions which support findings having the result that values education is
considered important by most of the participants. Ates (2013) similarly reached the
conclusion that values education is definitely a great need and it supported the research’s
findings. Duvie’s (2013) research, which obtained opposite results, does not show similarity
with this research in that it concluded that the strategies of values education are not
generally applied, the level of teachers’ internalization of these strategies is very low.

Taymur (2015) reached the conclusion that to be effective, permanent and to prevent
problems from occurring, values education needs to start in early ages if possible in nursery
class, which supported the findings. Gozel (2018) reached the conclusion that teachers see
values education as a tool for turning moral values into personality for students and
providing the consolidation of society in the research and supported this research’s findings.
Bartan (2018) stated that teachers see values education’s being conveyed at early ages important
and the reason for this is that children’s personality start to be formed, and it is easier to
learn some behaviors, which supported this research’s findings. In Bartan’ s (2018) research,
in which preschool teachers’ views are taken, it was stated that the purpose of values
education is to provide the adaptation of the individual to the society, his/her improvement
as a whole, and socialization, which supported the findings of this research. In Cetin
Korkmaz’ s (2019) research, which examines the values education in relation to teachers’ ideas, it
was concluded that values education can be summarized as “feeling, attitude, behavior” and
the main aim is to raise individuals who adapt to the society, and it supported the findings of
this research.

Results and Discussion on Teachers’ Opinions in Relation to the Efficiency of Values
Education Practices

When the findings in relation to the efficiency of values education practices are examined, it
is concluded that teachers mostly see values education practices insufficient and they think it
is not given based on children’ developmental states, these practices should be supported
outside the school, the use of different instructional methods mainly drama can be useful.

Cetin Korkmaz’s (2019) research, in which 20 teachers’ views were taken, concluded
that teachers mostly find values education practices insufficient and put forward data
supporting this research’s findings. In Ates’s (2013) research, the conclusions that values
education is not given enough care, it continuously changes, and teachers naturally evaluate
the practices as insufficient are obtained. Taymur (2015), who had the result that values
education practices are insufficient, stated that the practices are limited to theories. Aksoy’s
(2017) research, had the conclusion that teachers need to improve themselves and supported
this research’s findings.

Ates’s (2013) research concluded that values are not taught only at schools, so all
stakeholders such as family, school, written and visual media etc. should support one
another in values education. Gozel’s (2018) research concluded that the most important
factor of reaching the goal of values education is the contribution of families in preschool
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ages and the family and teachers’ reinforcing proper behaviors in cooperation. These two
studies supported this research’s findings. Celik (2020), who obtained the result that
values education is not suitable for students’ level, stated that students have challenges in
understanding the instructions while Aydin (2019) and Bartan (2018) had the conclusion
that values should be given by concretizing them. These studies supported the findings of
our study.

Results and Discussion on Teachers’ Opinions About the Reflection of Values
Education Practices on Students’ Behavior in term of the Aims

The findings in relation to the reflection of values education practices on students’ behavior
in terms of aims are examined, it is concluded that teachers think the practices do not reflect
on student behavior, the values education practices are not suitable for students’ levels is the
reason for this, family and social environment should take responsibility for it to reflect on
student behavior and the practices should be followed strictly.

Veugelers and Kat (2003) examined the participants’ perceptions in relation to two
different models named “value transfer” and “value communication” in their research
carried out with the participance of teachers, students, and parents. This research’s
conclusion that teachers think the most important factor in moral education is value
communication; Husu and Tirri’ s (2007) research, which examined teachers’ opinions
about the concept of “educational values”, conclusion that personal, social and relational
values are all important in educational context for teachers; Benninga et al.’s (2003) research
conclusions that character education practices at schools affect students’ academic success
in a positive way, the characters improving in the right direction focus on success more,
unfavorable student behavior has decreased with continuous character education, doing so
energy is spent on more beneficial work; and Witherspoon Wade’s (2007) research, about
character education, conclusion that character education should be strongly supported do not
overlap our research findings.

In Ozlesmis’s (2019) research, it was concluded that teachers think that the values
given in schools differ from the ones given in the family. It can be interpreted that these
differences cause conflict in children, and they do not adopt the values, values do not reflect
on student behavior due to inconsistent value.

Results and Discussion on Teachers’ Opinions in Relation to the Problems
Encountered in Values Education Practices

When the findings about the problems encountered in values education practices are
examined, it is concluded that teachers see the fact that students do not have support from
their family and the environment as the biggest problem; the previous learning of students
affect them negatively; beside family, social media affects children negatively; and values
education practices are not planned.

The teachers, who expressed that the problems encountered in values education
result from family and social environment, stated that the values given in school do not
overlap the ones given in the family, family do not take responsibility in values education,
and it is hard to change value patterns learnt in the family. In the research by Ergiin (2021),
in which teachers’ views were taken, teachers expressed the fact that the most frequently
encountered problems are the ones originating from the child’s family and environment,
unconscious and indifferent families, cultural differences, unfavorable family behaviors, not
being able to adapt to the developing society etc. as reasons and the study obtained results
supporting the findings of our research. In Oztiirk’s (2021) research, it was concluded that
there should be “the participation of family.”
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Gozel’s (2018) research had the emphasis on negative impacts of lack of inspection
on negative impacts of social media on student behavior while in Ates’s (2013) research, the
great effect of internet, namely social media on student behavior was stated. It was stated that
students gain values not only at school but learn misbehaviors and slang words from the
student’s environment and social media. Taymur (2015) concluded that in particular the
examples taken as role models in social media and television affect children’s value
judgement negatively. These two studies supported the findings our research.

Results and Discussion on Teachers’ Opinions in Relation to Teachers’ Competency in
Values Education Practices

When the findings in relation to teachers’ competency in values education practices are
examined, it is concluded that teachers see their colleagues sufficient and they think
especially the training received in undergraduate period is the reason for this.

Siislii’s (2021) research, in which teachers’ views are examined in values education,
it was concluded that one of the problems teachers encounter is that teachers have
insufficiency as they do not have enough training. It obtained results supporting our research
findings. In Go6zel’s (2018) research, it was concluded that the attendance of teachers in
preservice and in-service training needs to be supported in order to increase teachers’
competency.

Results and Discussion on Teachers’ Opinions in Relation to the Quality of
Environmental Conditions (Media, Press-Release, Social Institutions, Family Etc.) in
the Scope of Values Education

When the findings about teachers’ opinions in relation to the quality of environmental
conditions in the scope of values education are examined, it is concluded that media, press-
release affect students’ values education negatively; environmental conditions need to be
arranged in a way to support children’s values education; it is important for families to keep
up with children regularly and in a healthy way.

In Aydin’s (2019) research, in which classroom teachers’ views were taken, the
negative effects of mass media on students were emphasized and it supported the findings of
this research. In Taymur’ s (2015) research, it was concluded that internet, TV, and other
environmental conditions have negative impacts on children, and it supported our research
findings. Aksoy (2017) obtained similar results which are the fact that teachers think mass
media has more negative sides although it includes both positive and negative sides and
mass media affects values education negatively.

Taymur (2015) stated that TV and internet content should be limited, and necessary
precautions should be taken in order to prevent the negative effect of families and
environmental conditions. This supported our research findings. Aydin’s (2019) research,
which concluded that environmental conditions should be checked regularly for it to have
affirmative impacts on students, supported our research findings

Suggestions

e [t can be suggested that values education practices have more place in curricula
with different aspects and values education start at early ages.

e It can be suggested that values education practices be regularly examined by
educational specialists and curriculum experts and values education be included in
public broadcasts arranged by MONE.
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e For families to take more responsibility in values education, conferences can be
arranged for them. informative poster or brochures can be distributed to students
about the harmful effects of social media.

e Giving values education in undergraduate years is effective; thus, it can be
included more in curriculum.

e Teachers can be enabled to perform their important roles through in-service
training facilities.

e It can be suggested that media and press-release are controlled by authorities,
family, and other stakeholders of education; new steps can be taken by making
use of press-release effectively to have broadcast which support the education at
school.
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Bu calismanin amaci, sinif 6gretmenlerinin uzmanlagmasina dayali modellerin 6grencilere yonelik
yansimalarinin dort yil boyunca izlenerek karsilagtirilmasidir. Bu baglamda, a) biitiinsel ve dort yillik
dongiisel (Model-1 /geleneksel), b) biitiinsel, ii¢ yillik dongiisel ve branslagmis (Model-2) ve c)
biitiinsel, iki yillik dongiisel ve branslasmis (Model-3) modele gore Ggretim yapan okullardaki
ogrencilerin matematik, fen bilimleri, Tiirkge basarisi ile okul kaygisi, okula baglanma diizeyleri ve
okumaya yonelik tutumlari karsilastirilmistir. Boylamsal desenlerden panel arastirmasiyla yiiriitiilen
caligmaya, 2017-2021 yillar1 arasinda alt1 6zel okulda 6grenim goren ilkokul dgrencileri (ilk y1l 402/
dordiincii y1l 223 kisi) katilmistir. Bulgulara gore, Model 1°de 6grenim gdren Ogrenciler Tiirkge,
matematik ve fen bilimleri derslerinde diger modellerdeki &grencilerden anlamli diizeyde daha
basarilidir. Ayrica Model-3 6grencilerinin birinci ve tiglincii simnif okul kaygisi puanlart diger iki
modeldeki Ogrencilerden anlamli olarak daha yiiksek; Model-1 6grencilerinin dordiincii simif
okumaya yonelik tutum puanlar1 Model-3 6grencilerinden anlamli olarak daha yiiksektir. Son olarak,
Model-1 ve Model-2 0Ogrencilerinin {igiincii simmif okula baglanma puanlarinin, Model-3
ogrencilerinden daha yiiksek oldugu belirlenmistir. Elde edilen sonuglar, Model 1’in (geleneksel,
biitlinsel ve dort yillik dongiisel model), 6grencilerin hem duyussal hem de bilissel bazi1 6zellikleri
kazanmasinda en basarili model oldugu, duyussal 6zellikler agisindan Model 3’tin daha zayif
kaldigin1 gostermektedir.

Anahtar sozciikler: sinif 6gretmenliginde uzmanlagma, biitlinsel modeller, dongiisel modeller,
branslasmis modeller
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Giris
Milli Egitim Bakanliginin (MEB, 2016) yayimladig1 yonetmelikte gecen “ilkokullarda sinif
ogretmenleri, okuttuklar1 smifi bir iist sinifta da okuturlar; ancak istekleri yonetimce uygun
goriilmesi halinde baska smifi da okutabilirler” ifadesiyle, Tiirkiye’de uzun yillardir
ogrencilerin ilkokulda ayni1 6gretmenle 68renime devam etmesi gelenegi stirmektedir. Ancak
son yillarda 6zel okul sayisindaki hizli artis ve bunun getirdigi rekabet¢i ortamda, 6zel
okullarin nitelik arayis1 igerisinde simif 6gretmenliginde farkli uzmanlagsma modelleri

uygulanmaktadir (Cesur, 2019). Devlet okullarinda ise dort yil boyunca bir¢ok derste ayni
Ogretmenin gorev yaptigl ve bu modelin geleneksel hale geldigi goriilmektedir.

Alanyazin incelendiginde diinyada farkli uzmanlasma modellerinin uygulandigi
sdylenebilir. Ornegin, ABD ve Kanada’daki ilkokullarda her y1l farkli bir sinif 6gretmeninin
derse girmesi gelenegi ile “her yil 6gretmen degismesi” ya da “bir yillik 6gretmen” olarak
adlandirilabilen model uygulanirken (Tourigny vd., 2019), dongiisel (looping) modelde
Ogretmen bir grup 6grenciye en az iki 6gretim yilt ders verir ve bir dongii tamamlandiginda
yeni bir sinifla ayn1 dongiiye devam eder (Cistone ve Shneyderman, 2004). Dongiilerin kag
yil stirecegi lilkeden iilkeye degismekle birlikte, genellikle bir 6gretmen ayni 6grencilerle iki
ya da li¢ y1l gecirmektedir (Tourigny vd., 2019). Buna gére modelin iki yillik dongiisel, li¢
yillik dongiisel, dort yillik dongiisel ve bes yillik dongiisel seklinde alt tiirlerinin oldugu
sOylenebilir. Ayrica smif diizeylerini (68renci gruplarini) temele alan uzmanlasma
modellerinin yani sira, ders ya da konu alanlarin1 temele alan modeller de mevcuttur.
Bunlardan biri olan biitlinsel (generalist, self-contained) modelde, sinif dgretmenlerinin
programda bulunan tiim temel derslerde (dil, matematik, fen bilimleri ve sosyal bilimler) esit
derecede yetkin oldugu varsayilarak, tiim temel akademik konular1 (dersleri) 6gretmesi esas
almir (Brobst vd., 2017). Yabanci dil, beden egitimi, miizik, gorsel sanatlar, dini bilgiler,
drama vb. dersler ise farkli 6gretmenler tarafindan yiiriitiiliir. Diger taraftan branslagmis
(departmentalized) modelde, temel konulart 6gretme sorumlulugu iki veya daha fazla
ogretmen arasinda paylasilarak (Ray, 2017), ogretmenlerin bir dersi birden fazla sinifa
ogretmesiyle (Slavin, 1987), belli bir konu alaninda uzmanlasmasi s6z konusudur (Chan ve
Jarman, 2004). Bu ¢alismada genel tiirler ele alinsa da, biitiinsel ve branslasmis modellerin
icinde bazi tiirler de vardir (Drees, 1989). Sekil 1°de yukarida agiklanan uzmanlasma
modellerinin siniflamas1 sunulmaktadir.

Sekil 1
Simif Ogretmenliginde Uzmanlagsma Modelleri

Sinif editiminde uzmanlagsma
modelleri

[ Sinif diizeylerine gore ] [ Ders ya da konu alanina gére ]

Her yil 6gretmen [ Déngisel modeller] [ Bitlinsel modeller ] [ Branslasmis modeller ]
degismesi modeli

Tam bitiinsel

Tamuyle branglasmis

[iki yillik déngiisel Ug yillik dc")ng[]sel] model .
model model
Kismen biitiinsel Yari branslasmig
0 model
Dort yillik Bes yillik dongtisel model —
dongiiselimodel model Mini branglasmis

model

Kiguk 6gretmen
takimi
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Smif 6gretmenliginde uzmanlagsma modellerinin 6grencilere etkileri konusunda ¢ok
farkli ve celigkili sonuglara isaret edilmekte, bu durum genel bir sonuca varmayi
giiclestirmektedir. Ornegin biitiinsel ve branslasmis modelleri karsilastiran baz1 ¢alismalar,
okuma (ingilizce) ve matematik basarilari arasinda istatistiksel olarak anlamli bir fark
olmadigini belirlemistir (Allington; 2020; Baroody, 2017; Lee vd., 2016; McGrath ve Rust,
2002; Skelton, 2015; Slavin, 1988). Bunun aksine bazi c¢alismalarda ise, branslagmis
modeldeki 6grencilerin matematik dersinde daha basarili oldugu (Gilmore, 2016; Medlock,
2020); bazilarinda da biitiinsel modeldeki 6grencilerin matematikte (McMahon, 2019), dil ve
fen bilimleri testlerinde (McGrath ve Rust, 2002) daha basarili oldugu tespit edilmistir.
Dongiisel model ile her sene 6gretmen degismesi modelini karsilagtiran bazi ¢alismalarda,
ogrencilerin okuma ve matematik basarilar1 arasinda anlamhi bir fark elde edilmez iken
(Almond, 2018; Findley, 2019), bir¢ogunda ise dongiisel model lehine sonuglara
ulasilmistir. Ornegin, Cistone ve Shneyderman (2004) déngiisel modeldeki dgrencilerin her
sene Ogretmen degismesi modelindeki Ogrencilere kiyasla okudugunu anlama ve
matematikte anlamli derecede daha basarili oldugunu belirlemistir. Benzer bulgulara Belcher
(2020) okuma; Caauwe (2009) ile Hill ve Jones (2018) matematik; Harrington (2017) ve
O’Neill (2002) ise okuma ve matematik derslerinde ulagmistir. Tourigny ve digerlerinin
(2019) Kanada’da yaptiklar1 ¢alismada, her sene O0gretmen degisimi modeli ile iki yillik
dongiisel modeldeki 4 ve 6. sinif dgrencilerinin akademik basarilar1 (matematik, okuma ve
yazma) ve algilanan 6gretmen-6grenci iliskisi karsilastirilmigtir. Bulgular iki yillik dongiisel
modeldeki ogrencilerin matematik, okuma ve yazma basarisinin her sene Ogretmen
degismesi modeline gore anlamli derecede daha yiiksek oldugunu gostermistir.
Hirvatistan’da yapilan bir ¢aligmada, dérdiincli siiftan besinci sinifa gegcen 6grencilerin
akademik basarilarinin ve Ozyeterlik diizeylerinin anlamli bir sekilde diistiigii; besinci
siiftaki 6gretmenlerinin daha iyi destek sagladigini algilayan 6grencilerin kendilerini daha
uyumlu hissettigi, 0z yeterlikleri ve akademik basarilarinin daha yiiksek oldugu
belirlenmistir (Marus$i¢ vd., 2020). Bu sonuglar besinci sinifta bile 6gretmen degisiminin ne
kadar onemli etkilere sahip oldugunu gostermektedir. Wang ve digerlerinin (2017) Cin’de
yiirlitmiis olduklar1 ¢alismada, dongilisel modeldeki ogrencilerin her sene Ogretmen
degismesi modelindeki 6grencilere kiyasla matematik dersinde anlamli derecede daha
basarili oldugu, ozellikle kirsal kesimdeki yatili 6grencilerin ve ailesi yoksul olanlarin
dongiisel modelden daha fazla yararlandigi tespit edilmistir.

Bununla birlikte, uluslararas1 ¢aligmalarda ¢ogunlukla iki yillik boylamsal verilerle
calisilmig, 6gretim yili basinda dlgtimler yapilmadigi ve yilsonundaki genel sinav puanlari
kullanildig1 i¢in modellerin 6grenci basarisi iizerindeki etkileri konusunda soru isaretleri
olusmaktadir (Baroody, 2017). Ayrica nitel ¢alismalarin genellenebilir sonuglar verememesi,
nicel calismalarin karsilastirmalarda 6gretmen Ozelliklerini kontrol altina almamasi
(Tourigny vd., 2019) ve daha cok betimsel istatistikler kullanilmas1 da (Wang vd., 2017)
elestirilmektedir. Tiirkiye’de yapilan ¢aligmalarda ise ¢ogunlukla 6gretmen ya da yonetici
gortsleri incelendigi ve ileri istatistikler kullanilmadigi i¢in (Cesur, 2019; Erol ve Basaran,
2020; Giizelbey, 2006; Onder, 2015; Tok ve Bozkurt, 2010), modellerin 6grencilere etkileri
konusunda herhangi bir ¢ikarimda bulunmak miimkiin degildir. Ayrica ulusal ¢aligmalarin
kesitsel taramalar ya da nitel aragtirmalar oldugu goriilmekte, yari-deneysel ya da boylamsal
caligmalara hi¢ rastlanmamakta, konuyla ilgili olarak siirli bir bilgi tabani elde
edilmektedir. Dolayisiyla en iyi modelleri kesfetmek iizere farkli modellerin 6grencilere
etkileri konusunda boylamsal ¢alismalara ihtiyag vardir. Ustelik farkli modellerin
ogrencilere yonelik etkilerinin karsilastirilmasi, Tiirkiye baglaminda en etkili modellerin
kesfedilmesine olanak saglayabilir. Ayrica sayilar1 hizla artan 6zel okullarin farkli model
arayislarina yol gosterebilecek saglam bulgulara ihtiya¢ vardir. Bu ¢alismada, sinif
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ogretmenliginde uzmanlasma modellerini ilkokul siiresinde (dort yil) izleyerek
karsilagtirmay1 amaglayan bir projeden elde edilen bazi bulgular ele alinmaktadir. Bu
baglamda g¢alismada, 6zel okullarda gorev yapan simif 0gretmenlerinin uzmanlagmasina
dayali ii¢ farkli modelin 6grencilere yonelik yansimalarimin dort yil boyunca izlenerek
karsilagtirilmas1 amaglanmigtir. Calismada 6zel okullardan veri toplanmasinin nedeni ise,
sinif ogretmenliginde farkli uzmanlasma modellerini uygulayan devlet okullarina
rastlanmamasi, bu tiir girisimlerin sadece 6zel okullarda yiiriitiiliiyor olmasidir. Boylamsal
yontemle yiiriitiilen bu ¢alismada yanit aranan sorular soyledir:

1. Smif Ogretmenlerinin uzmanlasmasina dayali ii¢ farkli modelin uygulandigi
okullarda 6grenim goren dgrencilerin;

a. Tirkce, matematik, fen bilimleri basarilar1 dort yil boyunca nasil

farklilasmaktadir?

b. Okul kaygisi, okula baglanma diizeyleri ve okumaya yonelik tutumlar1 dort yil

boyunca nasil farklilasmaktadir?

Calismanin, yurt disinda iki yillik boylamsal verilerle ve 6gretim yili basinda
Ol¢iimler yapilmadan yiiriitiilen arastirmalart (Baroody, 2017) genislettigi; Tiirkiye’de ise
konuyu dort yillik boylamsal bir arastirmayla ele alan ilk c¢alisma oldugu sdylenebilir.
Bulgular karar vericilere, okul yonetimlerine (6zellikle 6zel okullara) ve 6gretmen istthdam
politikalarina 6nemli bilgiler verebilir. Calisma, sinif 6gretmenlerinin uzmanlagmasina
yonelik modellerin Tiirk¢e kavramsallastirilmasina da onciiliik etmektedir.

Yontem
Desen ve Katilimcilar

Arastirma problemi ilkokul siiresi boyunca veri toplamayi gerektirdiginden, boylamsal
aragtirmalardan biri olan ve her dl¢glimde ayn1 6rneklemden veri toplanan panel arastirmasi
(Creswell, 2009) yapilmistir. Bu baglamda 6grencilerin dort yil boyunca Tiirk¢e, matematik,
fen bilimleri basaris1 ile okul kaygisi, okula baglanma diizeyleri ve okumaya yonelik
tutumlart izlenmistir. Boylamsal desenlerde seckisiz 6rnekleme yapmak ¢ok zor oldugundan
(Plano Clark vd., 2015), kolay ulasilabilir (convenience) drnekleme yoluyla ii¢ farkli modeli
uygulayan ve ¢aligmaya goniillii olarak katilan alt1 6zel okulda, 2017-2021 yillar1 arasinda
ogrenim goren ilkokul 6grencilerinden (ilk y1l 402/ son y1l 223 kisi) veri toplanmistir. Tablo
I’de gorildiigi gibi, calismaya katilan tiim okullarda dort yil igerisinde belli 6lgiilerde
ogrenci kaybr yasanmistir. Ozellikle ¢alismanin {iciincii yilinda ortaya ¢ikan KOVID-19
kiiresel salgin1 ve ekonomik nedenlerle bazi 6grenciler 6zel okullardan ayrilsa da, tiim
zorluklara ragmen toplanan verilere gore her iic modeldeki 6grenci sayilarimin birbirine
benzer oldugu sdylenebilir. Boylamsal calismalarda bircok faktoriin etkisiyle katilimci
kaybinin dogal olabilecegi bilinmektedir (Creswell ve Plano Clark, 2018, s. 304). Bu
caligmada 6grenci ve 6gretmen kaybi yasansa da, ilk yildaki katilimer sayisinin %50’sinden
fazlasiyla calismanin tamamlandig1 goriilmektedir (bkz. Tablo 1).

Tablo 1
Katilimer Okullara Gore Uygulanan Modeller ve Ogrenci Sayilar

Ogrenci sayisi
Uygulanan Modeller Okullar 1 vyl 2.yiI 3.yil 4.yl

A 66 63 60 35
B 76 54 41 21
Model 2: Biitiinsel, ii¢ yillik dongiisel ve C 70 59 56 41

Model 1: Biitiinsel ve dort yillik dongiisel
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branslasmis D 55 55 51 43
Model 3: Biitiinsel, iki yillik dongiisel ve E 70 63 65 42
branslasmis

F 68 60 50 41
Toplam 6 402 354 323 223

Tablo 1’de goriildiigli gibi, calismada ii¢ modeli uygulayan ikiser okuldan (toplam
alt1 okul) veri toplanmistir. Tiim modellerde beden egitimi, miizik, din kiiltiirii ve ahlak
bilgisi, Ingilizce ve gorsel sanatlar derslerine alan (brans) dgretmenleri girmekte olsa da,
diger derslerde durum degismektedir. Buna gore temel dersler (hayat bilgisi, Tiirkge,
matematik, fen bilimleri) Model 1’de dort yi1l boyunca, Model 2’de ii¢ y1l boyunca, Model
3’te ise iki yil boyunca ayni sinif 6gretmeni tarafindan verilmistir. Model 2’de dordiincii
smifta siif 6gretmenleri branglasarak, sadece Tiirkge, matematik, fen bilimleri ve sosyal
bilgiler derslerine girmis, Model 3’iin uygulandig: iki okulda ise son iki yilda (ii¢iincii ve
dordiincii sinifta) temel derslere (branslasma yapilarak) farkli sinif 6gretmenleri girmistir.

Ug farkli modele gore dgretim yapilan okullarda 6grenim géren dgrencilerin bilissel,
duyussal, psikomotor ve Ozbakim becerilerine iliskin  hazirbulunusluklarini
karsilastirabilmek amaciyla ilk 6lciim dénemde (Ekim 2017) o6grencilere ilkokula
Hazirbulunusluk Olgegi (Canbulat ve Kiriktas, 2016) uygulanmistir. ANOVA sonuglari ii¢
farkl1 modelin uygulandig1 okullarda 6grenim goéren 6grencilerin ilkokula hazirbulunusluk
puanlari arasinda anlamli bir fark olmadigini ortaya koymaktadir [F(2, 377)=0,35, p>,05].
Dolayisiyla ¢alismaya katilan &grencilerin  baslangic asamasinda biligsel, duyussal,
psikomotor ve Ozbakim becerilerine iliskin hazirbulunugluklarinin  benzer oldugu
sOylenebilir.

Veri Toplama Siireci

Arastirma kapsaminda ¢alismaya goniillii olan alt1 6zel okul ile yiiz yiize iletisim kurularak
okul miidiirliiklerinden izin almmus, daha sonra Ege Universitesi Sosyal ve Beseri Bilimler
Bilimsel Arastirma ve Yaym Etigi Kurulunun etik kurul onay: elde edilmistir. Ilkokul
ogrencilerinin biiyiime ve gelisme hizlar1 nedeniyle farkli veri toplama araglariyla
izlenmesine karar verilmis; dlgme araglarinin bazilar1 dort, bazilari iki y1l boyunca, bazilari
ise sadece bir sefer uygulanmistir (bkz. Tablo 2). Bdylece araglar 6grencilere Ekim 2017,
Haziran 2018, Ekim 2018, Haziran 2019 ve Ekim 2019’da yiiz yiize olarak uygulanirken,
Haziran 2020’de toplanmasi1 planlanan veriler KOVID-19 kiiresel salgin1 nedeniyle (MEB
tarafindan tiim okullarda egitim 6gretime ara verildiginden), Ekim 2020’de ¢evrimigi olarak
toplanmistir. Benzer sekilde, kiiresel salgin kosullarinin devam ettigi Haziran 2021°de de
veriler ¢evrimigi olarak elde edilmistir.

Tablo 2
Veri Toplama Stireci ve Araglari
Tarihler Ogrencilerden toplanan veriler Ogretmen Degisimleri
. Ekim -Ilkokula hazirbulunusluk dlgegi
§ = 2017 -Okul kaygis1 6l¢egi dgretmen formu
- & Haziran  -Okul kaygis1 6l¢egi 6gretmen formu
2018 -Matematik basari testi 1
o5 Ekim -Okul kaygis1 élgegi ogretmen formu
=S ~ 2018 -Okumaya yonelik tutum 6lcegi
QD < .
= -Okuma hiz1 ve okudugunu anlama testi
>1. ™ Haziran -Okul kaygisi 6lgegi 6gretmen formu Model 3’teki
N

2019 -Okumaya yonelik tutum dlcegi Ogretmenler siniflarina
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-Okuma hiz1 ve okudugunu anlama testi
-Matematik basar testi 2

veda etmistir.

Fkim
2019

-Okul kaygisi 6lgegi 6gretmen formu
-Okumaya yonelik tutum 6lcegi
-Cocuk ve ergenler i¢in okula baglanma 6l¢egi

Model 3’te yeni
Ogretmenler derse
girmeye baslamistir.

Haziran
2020

3.Y1l (2019-
2020)

*

Model 2’deki
Ogretmenler siniflarina
veda etmistir.

Ekim -Okumaya yonelik tutum 6lcegi Model 2’de yeni
2020 -Cocuk ve ergenler i¢in okula baglanma 6l¢egi  6gretmenler derse
ﬁ -Matematik basari testi 3 girmeye baglamistir.
S -Tiirkce basari testi 1
g' -Fen Bilimleri bagart testi 1
& Haziran -Okumaya ydnelik tutum dlgegi Model 1°deki
= 2021 -Cocuk ve ergenler i¢in okula baglanma 6l¢egi  0gretmenler siniflarina
: -Matematik basari testi 4 veda etmistir.

-Okudugunu anlama basart testi
-Fen bilimleri basar testi 2

* KOVID-19 kiiresel salgini nedeniyle yiiz ylize egitime ara verildiginden, Ogrencilere
yonelik 6l¢me araclar1 Haziran 2020 yerine, Ekim 2020 de ¢evrimigi olarak uygulanmustir.

Veri Toplama Araclarn

Ilkokula Hazirbulunusluk Olgegi: Canbulat ve Kiriktas (2016) tarafindan gelistirilen 6lgek
besli Likert tipinde, dort faktor (bilissel, duyussal, psikomotor ve 6zbakim becerileri) ve 33
maddeden olusmaktadir. Olgek, 620 birinci simf dgrencisine uygulanarak agimlayici (AFA)
ve dogrulayic1 faktdr analizleri (DFA) yapilmistir. Yapilan DFA sonuglarina gore, y?
=1843,25, y* /df = 5,05, RMSEA = 0,098, GFI = 0,899, AGFI = 0,910, CFI = 0,902 ve
NNFI = 0,911 olarak belirlenmis, bu degerlerin yeterli oldugu belirtilmistir. Olgegin
Cronbach alfa giivenirlik katsayilar1 0,96 ile 0,99 arasinda degismektedir.

Okul Kaygist Olgegi Ogretmen Formu: Lyneham, Street, Abbott ve Rapee (2008)
tarafindan gelistirilen 6l¢ek, Saricam ve Cetintas (2015) tarafindan Tiirkge’ye uyarlanmistir.
Uyarlama siirecinde calismaya 178 ilkokul 6gretmeni ve 356 ilkokul 6grencisi katilmistir.
Yapilan DFA sonucuna gore orijinal formla tutarli olarak 16 maddenin iki boyutta uyumlu
sonuglar elde edilmistir (y*/sd = 1,72, RMSEA = 0,044, CFI = 0,94, GFI = 0,93, RFI = 0,95,
AGFI = 0,93, SRMR = 0,046). Olgegin Cronbach alfa giivenirlik katsayilar1 0,87 ve
0,93"tiir.

Matematik Basart Testi 1: Arastirmacilar tarafindan gelistirilen test i¢in oncelikle birinci
sinif matematik dersi 6gretim programinin birinci yartyil kazanimlar belirlenmis, her bir
kazanimi Slgmeye yonelik en az iki madde olmak {iizere, toplam 31 maddeden olusan
deneme formu hazirlanmistir. Hazirlanan maddeler 6grenci gelisim diizeyine uygunluk,
kazanimlar1 kapsama durumu, soru yazma ilkelerine uygunluk gibi boyutlarin
degerlendirilmesi amaciyla ii¢c uzman ve iki simif 6gretmeni tarafindan incelenmis, alinan
geribildirimlere gore gerekli diizeltmelerin yapilmasinin ardindan Mart 2018’de ¢alisma
grubundan farkli ve devlet okullarinin ikinci sinifinda 6grenim gdéren 461 Ggrenciye
uygulanmistir. Elde edilen veriler Test Analysis Program (TAP) yardimiyla analiz edilerek
madde ve test istatistikleri hesaplanmistir (bkz. Ek 1). Yapilan hesaplamalar dogrultusunda,
maddeler gii¢liik ve ayirt edicilik indekslerine gore secilerek 16 maddelik nihai test formu
olusturulmustur. Testin KR-20 giivenirlik katsayis1 0,90 olarak elde edilmistir.
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Okumaya Yonelik Tutum Olgegi: McKenna ve Kear (1990) tarafindan 1-6. smiflar igin
gelistirilen 6lgek, Kocaarslan (2016) tarafindan Tiirk¢e’ye uyarlanmistir. Olgek 20 madde ve
iki faktorden (okumaktan zevk alma ve akademik okuma) olusmakta; isaretlemede Garfield
kedi karakterinin dort farkli his durumlarindan birini segmeyi gerektirmektedir. Uyarlama
stirecinde Bartin’da 6grenim goren 289 6grenci tizerinde DFA yapilarak iki faktorlii bir yapi
elde edilmistir. DFA sonuglarina gore Ki-kare degeri (y*=311,64, N=289, p=0,00) anlamli,
¥?/df oraninin 5’ten kiiciik oldugu bulunmus ve RMR = 0,05, RMSEA = 0,05, NFI = 0,93,
CFI= 0,89, IF1 = 0,97, GFI = 0,89 ve AGFI = 0,90 olarak elde edilmistir. Bu uyum indeksi
degerleri modelin kabul edilebilir bir uyum 1iyiligine sahip olduguna isaret etmektedir.
Olgegin alt boyutlarina iliskin Cronbach alfa degerleri sirastyla 0,82 ve 0,78 dir.

Okuma Hizi ve Okudugunu Anlama Testi: Cimem (2017) tarafindan gelistirilen test, ili¢
segenckten olusan 16 ¢oktan se¢meli sorudan olusmaktadir. Testin sorular1 verilen metinle
ilgili anlam ¢ikarmay1 ya da yorum yapmay1 gerektirmekte olup, bu ¢alismada okuma hizi
Olgtimleri yapilmamistir. Cimem (2017), devlet okullarinin ikinci sinifinda 6grenim goren
637 6grenciyle gerceklestirdigi uygulamada elde edilen KR-20 giivenirlik katsayis1 0,73 tiir.
Bu ¢alismada kullanilan okudugunu anlama testi, iiglincli ve dordiincii yillarda uygulanan
Tiirk¢e basari testleri ile birlikte analiz edilmistir.

Matematik Basari Testi 2: ilkokul ikinci smf Ogrencilerinin matematik dersindeki
basarilarin1 belirlemek iizere arastirmacilar tarafindan hazirlanan test i¢in ilgili 6gretim
programinin birinci yartyil kazanimlarina odaklanilmistir. Bu kazanimlardan ¢oktan segmeli
testle Olctilebilir ve kritik davranis olarak nitelendirilebilecek olanlar {i¢ sinif 6gretmeni ve
iic akademisyen tarafindan belirlenmis; bu kazanimlara yonelik 40 maddelik bir deneme
formu olusturulmugtur. Deneme formu devlet okullarinin {i¢iincii siniflarinda 6grenim goren
421 ogrenciye Mart 2019°da uygulanarak test ve madde analizleri yapilmistir (bkz. Ek 1).
Gligliik ve ayirt edicilik indeksleri dikkate alinarak en iyi olan 19 madde se¢ilmistir. Testin
KR-20 giivenirlik katsayis1 0,88 olarak hesaplanmustir.

Cocuk ve Ergenler icin Okula Baglanma Olgegi: Hill ve Werner (2006) tarafindan
ABD’de gelistirilmis olan bu o6lcek, Savi (2011) tarafindan Tiirk¢eye uyarlanmigtir. Dil
gecerligi c¢aligmalarindan sonra, yaslari 9-14 arasinda degisen 708 Ogrenci iizerinde
uygulanan Glgegin faktdr yapisi incelenmis ve maddelerin 6zgiin formda yer alan faktor
yapisina uyumlu olan {i¢ boyutlu (okula, 0gretmene ve arkadasa baglanma) ozelligini
korudugu belirlenmistir. Yapilan i¢ tutarlik analizleri neticesinde, tiim 6lgek i¢in elde edilen
Cronbach alfa i¢ tutarlik katsayist 0,84 olarak elde edilirken, okula baglanma alt boyutu i¢in
0,82, dgretmene baglanma alt boyutu icin 0,74, arkadasa baglanma alt boyutu i¢in 0,71
olarak belirlenmistir.

Matematik Basart Testi 3: Arastirmacilar tarafindan ilkokul {i¢lincii sin1f matematik dersi
basarisini dlgmek amaciyla gelistirilen test i¢in dncelikle ilgili 6gretim programinin birinci
yartyll kazanimlari incelenmistir. Ug smif 6gretmeni ve iic akademisyenin goriisleri
dogrultusunda ¢oktan se¢meli test maddeleriyle dl¢iilebilir ve kritik davranis 6zelligi tasiyan
kazanimlar belirlenmis, ardindan her bir kazanimi 6lgen en az ii¢ madde olmak iizere toplam
35 maddelik deneme formu hazirlanmistir. Deneme formu devlet okullarinda 6grenim goren
299 o6grenciye uygulanarak test ve madde analizleri yapilmistir (bkz. Ek 1). Kazanimlar1 en
iyi sekilde olcebilecek maddeler giigliik ve ayirt edicilik indekslerine gore secilerek, 14
maddelik nihai test formu olusturulmustur. Testin KR-20 giivenirlik katsayis1 0,86 dur.

Tiirk¢e Basart Testi 1: Arastirmacilar tarafindan 2019-2020 giiz yariyilinda gelistirilen test
icin Oncelikle iiclincli sif Tiirkge dersi Ogretim programinin birinci yartyil kazanimlar
incelenmistir. Uger smif &gretmeni ve akademisyenin goriisleri dogrultusunda goktan
secmeli test maddeleriyle Olgiilebilir ve kritik davranis Ozelligi gosteren kazanimlar
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belirlenmis, ardindan her bir kazanimi1 6lgen en az iki test maddesi olmak {izere toplam 29
maddelik deneme formu hazirlanmistir. Deneme formu devlet okullarinda 6grenim goren
310 ogrenciye uygulanarak test ve madde analizleri yapilmis (bkz. Ek 1), gili¢liik ve ayirt
edicilik indekslerine gore madde se¢imiyle 13 maddelik nihai test formu olusturulmustur.
Testin KR-20 giivenirlik katsayis1 0,86 olarak hesaplanmaistir.

Fen Bilimleri Basart Testi 1: Arastirmacilar tarafindan iiclincli sinif Fen Bilimleri dersi
basarisin1 6lgmek amaciyla 2019-2020 giiz yariyilinda gelistirilen test i¢in Oncelikle ilgili
ogretim programinin birinci yarryll kazanmmlari incelenmistir. Uger simf &gretmeni ve
akademisyenin goriisleri dogrultusunda ¢oktan segmeli test maddeleriyle dlgiilebilir ve kritik
davranis Ozelligi gosteren kazanimlar belirlenmis, ardindan her biri i¢in en az ii¢ madde
olmak tizere toplam 27 maddeden olusan deneme formu hazirlanmistir. Deneme formu
devlet okullarinda 6grenim goéren 267 O&grenciye uygulanarak test ve madde analizleri
yapilmustir (bkz. Ek 1). Giigliik ve ayirt edicilik indekslerine gore se¢ilen 13 maddelik nihai
test formunun KR-20 giivenirlik katsayis1 0,82°dir.

Matematik Dersi Basart Testi 4: Balcit (2019) tarafindan gelistirilen matematik basari
testinin hazirlanmas1 i¢in Sayilar ve Islemler, Geometri, Olgme, Veri Toplama ve
Degerlendirme adli 6grenme alanlarindaki kritik kazanimlara uzman goriisleriyle karar
verildikten sonra, 221 kisilik 6grenci grubu lizerinde deneme uygulamasi yapilmistir. Madde
ve test istatistikleriyle secilen 22 maddelik nihai formun KR-20 giivenirlik katsayisi
0,84’tiir. Testte yer alan maddelerden biri, ara¢ gere¢ (acidlger) kullanimi gerektirdigi ve
coktan se¢meli test maddesine uygun olmadigi i¢in ¢ikarilmis ve madde sayis1 21 olmustur.

Okudugunu Anlama Bagsart Testi: Ergen ve Batmaz (2019) tarafindan gelistirilmis olan
testin taslak formu 236 ilkokul dordiincii sinif 68rencisine uygulanmis, ardindan madde ve
test istatistikleri hesaplanmistir. Elde edilen veriler dogrultusunda 25 maddelik nihai test
formu olusturulmus, testin KR-20 giivenirlik katsayisi ise 0,82 olarak hesaplanmistir.

Fen Bilimleri Dersi Basar1t Testi 2: 2020-2021 egitim-6gretim yilinda kiiresel salgin
(KOVID-19) nedeniyle test gelistirilemedigi icin, dordiincii smif fen bilimleri dersi
basarisini 6lgmek amaciyla alanyazinda madde ve test istatistikleri hesaplanmis, yeterli
diizeyde giivenirlik katsayisina sahip olan basar1 testleri incelenmistir. Elde edilen bu
testlerde yer alan maddeler arasindan kritik olan kazanimlari 6lgmeye yonelik olan
maddeler, iki program gelistirme uzmani ve iki fen bilgisi Ogretmeninin goriisleri
dogrultusunda belirlenerek, 20 maddelik nihai bir basar1 testi elde edilmistir. Nihai testte yer
alan “Maddenin 6zellikleri” iinitesi ile ilgili maddeler (1-5. maddeler) Degirmenci ve Dogru
(2019); “Yer kabugu ve Diinya’mizin hareketleri” tinitesi ile ilgili maddeler (6-7. maddeler)
Oksiiz ve Giiven Demir (2019); “Basit elektrik devreleri” iinitesi ile ilgili maddeler (8., 10.
ve 13. maddeler) Solak (2020); “Besinlerimiz” iinitesi ile ilgili maddeler (9., 15. ve 18.
maddeler) Yildiz ve digerleri (2019); “Kuvvetin etkileri” {initesine yonelik maddeler (16. ve
17. maddeler) Oztiirk (2020); “Aydinlatma ve Ses Teknolojileri” ile ilgili maddeler (11., 12.,
14., 19. ve 20. maddeler) Kara (2019) tarafindan gelistirilen basar testinden elde edilmistir.
Alanyazindan derlenen 20 maddelik testin bu c¢alismadaki katilimc1 6grencilere (n = 300)
uygulanmasinin ardindan hesaplanan test istatistiklerine gore ise, testin ortalama madde
giicliigii 0,74, ortalama ayirt ediciligi 0,38, KR-20 giivenirlik katsayis1 ise 0,79 dur (bkz. Ek
1).

Verilerin Analizi

Calismada 6grencilerden elde edilen nicel verilerde, her iic modele gore yil temelinde ayri
ayr1 analiz yapilmistir. SPSS 25 paket programiyla betimleyici istatistiklerden yararlanilmais,
hem parametrik hem de parametrik olmayan analiz yontemleri kullanilmistir. Arastirma



84 Ay ve Biimen/ Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 59, 76-102, 2023

sorularinda lic bagimsiz degiskene (model ¢esitleri) iliskin bir bagimli degiskenin nasil
farklilagtigt incelendiginden, varsayimlar saglandigr takdirde tek yonlii ANOVA,
saglanmadig1r durumlarda ise Kruskal Wallis testi kullanilmistir. Modeller arasinda ikili
karsilagtirmalar yapilirken Tukey HSD, Games Howell ve Mann-Whitney testlerinden
uygun olan1 uygulanmistir (Morgan vd., 2007).

Bulgular
Birinci Arastirma Sorusuna Iliskin Bulgular
Tiirk¢e Basarist

Tek yonlii ANOVA sonuglarina gore, ii¢ farkli modelin uygulandigi okullarda 6grenim
goren Ogrencilerin Tiirkge dersi basari testinin Ekim 2018 [F(2,357)=0,53, p>,05] ve
Haziran 2019 [F(2,352)=0,32, p>,05] puanlar1 arasinda anlamli bir fark olmadigi
belirlenmistir (bkz. Sekil 2). Diger taraftan, Ekim 2020’de uygulanan Tiirk¢e dersi basari
testinden elde edilen veriler analiz edildiginde ii¢ model arasinda anlamli bir fark oldugu
belirlenmistir [F(2,223)=48,86, p<,05] (bkz. Tablo 3).

Tablo 3

Ekim 2020 Tiirk¢e Basar: Puanlarina Iliskin ANOVA Sonuclart
Kaynak Kareler toplami Sd Ort. kare F p
Gruplar arast1  37505,79 2 18752,89 48,86 ,000
Gruplar igi 85587,75 223 383,80
Toplam 123093,54 225

Elde edilen bu farklilik Model 1 ile Model 3 arasinda Model 1 lehine; Model 2 ile
Model 3 arasinda ise Model 2 lehine gergeklesmistir. Bagka bir deyisle, Model 1 ve 2’de
O0grenim goren Ogrencilerin Tiirkge basarilarinin Model 3 6grencilerinden daha yiiksek
oldugu soylenebilir (bkz. Tablo 4 ve Sekil 2).

Tablo 4

Ekim 2020 Tiirk¢e Basar: Testi Puanlarina Iliskin Betimsel Istatistikler
Modeller N Ort. SS
Model 1: Biitiinsel ve dort yillik dongiisel model 45 91,76 11,97

Model 2: Biitiinsel, ti¢ y1llik dongiisel ve branglasmis model 100 88,16 11,57
Model 3: Biitiinsel, iki yillik dongiisel ve branglagmis model 81 62,56 28,73
Toplam 226 79,70 23,39

Haziran 2021°de uygulanan Tiirk¢e dersi basari testi sonuglarna gore, ii¢ farklh
model arasinda anlamli bir fark vardir [F(2,272)=6,42, p<,05] (bkz. Tablo 5).

Tablo 5

Haziran 2021 Tiirkce Basari Puanlarina Iliskin ANOVA Sonuglart
Kaynak Kareler toplami sd  Ort. kare F p
Gruplar arast 3969,99 2 198499 6,42 ,002
Gruplar i¢i 84080,91 272 309,12
Toplam 88050,91 274

Bu farklilik Model 1 ile Model 3 arasinda, Model 1 lehine gerceklesmistir. Baska bir
deyisle, Model 1°deki 6grencilerin Tiirk¢e basarilart Model 3 6grencilerinden daha yiiksektir
(bkz. Tablo 6 ve Sekil 2).



Ay ve Biimen / Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 59, 76-102, 2023 85

Tablo 6

Haziran 2021 Tiirkce Basari Puanlarina Iliskin Betimsel Istatistikler
Modeller N Ort. SS
Model 1: Biitiinsel ve dort yillik dongiisel model 67 88,60 13,76

Model 2: Biitiinsel, ii¢ yillik dongiisel ve branslagsmis model 102 83,60 16,27
Model 3: Biitiinsel, iki yillik dongiisel ve branslagsmis model 106 78,84 20,67
Toplam 275 8298 17,93

Sekil 2’de goriildigi gibi, Ekim 2019°da Model 3’te yeni Ogretmenlerin derse
girmesinin ardindan, 6grencilerin Tiirk¢e basarilarinda ciddi bir diislis yasanmustr.

Sekil 2
Yillara Gore Ogrencilerin Tiirkce Dersi Basart Puanmi Ortalamalar
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Matematik Basarisi

Haziran 2018’de uygulanan matematik dersi basar testi sonuglarina gore, modeller arasinda
anlaml1 bir fark yoktur [F(2,363)=1,05, p>,05] (bkz. Sekil 3). Diger taraftan, Haziran 2019
Ol¢iimlerine gore Ogrencilerin matematik basar1 puanlart arasinda anlamli farklarin oldugu
belirlenmistir [F(2,326)=11,44, p<,05] (bkz. Tablo 7).

Tablo 7

Haziran 2019 Matematik Basari Testi Puanlarina Iliskin ANOVA Sonuclar:
Kaynak Kareler toplam1 ~ Sd Ort. kare F p
Gruplar arast1  5852,90 2 2926.,45 11,44 ,000
Gruplar i¢i 83391,74 326 255,80
Toplam 89244,63 328

Buna gore, Model 1 ile Model 2 arasinda Model 1 lehine; Model 1 ile Model 3
arasinda Model 1 lehine farklilik vardir. Model 2 ile Model 3 arasinda ise anlamh bir fark
yoktur (p>,05) (bkz. Tablo 8 ve Sekil 3). Elde edilen bu bulgular birlikte
degerlendirildiginde, Model 1’de 68renim goéren 6grencilerin matematik basarilarinin hem
Model 2 hem de Model 3’e gore daha yliksek oldugu sdylenebilir.
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Tablo 8

Haziran 2019 Matematik Basar: Testi Puanlarina Iliskin Betimsel Istatistikler
Modeller N Ort. SS
Model 1: Biitiinsel ve dort yillik dongiisel model 108 81,38 15,19

Model 2: Biitiinsel, ii¢ yillik dongiisel ve branslasmis model 103 74,38 15,32
Model 3: Biitiinsel, iki y1llik dongiisel ve branslasmis model 118 71,39 17,24

Toplam 329 75,60 16,50

Ekim 2020’de uygulanan matematik basar1 testi sonuglarina gore, tic model arasinda
anlaml bir fark oldugu [F(2,172) = 9,72, p<,05] belirlenmistir (bkz. Tablo 9).

Tablo 9

Ekim 2020 Matematik Basar: Testi Puanlarina Iliskin ANOVA Sonuclar:
Kaynak Kareler toplami1 Sd Ort. kare F p
Gruplar aras1  10274,05 2 5137,03 9,72 ,000
Gruplar i¢i 90910,54 172 528,55
Toplam 101184,59 174

Bu farkliligin Model 1 ile hem Model 2 (p<,05) hem de Model 3 (p<,05) arasinda,
Model 1 lehine gergeklestigi belirlenmistir. Model 2 ile Model 3 arasinda ise anlamli bir fark
yoktur (p>,05). Buna gore, Model 1’de 6grenim goren 6grencilerin matematik basarilarinin
hem Model 2 hem de Model 3’e gore daha yiiksek oldugu sdylenebilir (bkz. Tablo 10 ve
Sekil 3).

Tablo 10

Ekim 2020 Matematik Basar: Testi Puanlarina Iliskin Betimsel Istatistikler
Modeller N Ort. SS
Model 1: Biitiinsel ve dort yillik dongiisel model 32 85,75 17,15

Model 2: Biitiinsel, ii¢ yillik dongiisel ve branslagsmis model 90 69,59 23,30
Model 3: Biitiinsel, iki yillik dongiisel ve branglasmis model 53 63,28 25,37
Toplam 175 70,63 24,114

Haziran 2021°de uygulanan matematik basar1 testi sonucglarina gore ti¢ farkli model
arasinda anlaml bir fark oldugu belirlenmistir [F(2, 221) = 19,03, p<,05] (bkz. Tablo 11).

Tablo 11

Haziran 2021 Matematik Basari Testi Puanlarina Iliskin ANOVA Sonuclari
Kaynak Kareler toplam1 ~ Sd Ort. kare F p
Gruplar aras1  14693,43 2 7346,71 19,03 ,000
Gruplar i¢i 85304,04 221 385,99
Toplam 99997,46 223

Bu fark Model 1 ile hem Model 2 (p<,05) hem de Model 3 (p<,05) arasinda Model 1
lehine; Model 2 ile Model 3 (p<,05) arasinda Model 2 lehine ger¢eklesmistir. Buna gore,
Model 1°de 6grenim goren Ogrenciler Haziran 2021°de matematik testinde en yiiksek
basariy1 gostermis, bunu Model 2 ve 3 izlemistir (bkz. Tablo 12 ve Sekil 3).
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Tablo 12

Haziran 2021 Matematik Basar: Testi Puanlarina Iliskin Betimsel Istatistikler
Modeller N Ort. SS
Model 1: Biitiinsel ve dort yillik donglisel model 57 87,60 12,76

Model 2: Biitiinsel, ii¢ yillik dongiisel ve branslagsmis model 84 79,95 17,88
Model 3: Biitiinsel, iki yillik dongiisel ve branglagsmis model 83 67,45 24,61
Toplam 224 7726 21,18

Sekil 3’te goriildiigii gibi, Ekim 2020°de Model 2’de yeni Ogretmenlerin derse
girmesinin ardindan toplanan verilerle (Haziran 2021 6l¢iimii), bu modele iliskin matematik
puanlarinda ciddi bir artis gergeklesmistir. Diger taraftan, Ekim 2019°da Model 3’te yeni
goreve baslayan 6gretmenlerin derse girmesinin ardindan toplanan verilere gore (Ekim 2020
ol¢limii) ise, 6grencilerin matematik puanlarinda diisiis yasandig1 goriilmektedir.

Sekil 3
Yillara Gore Ogrencilerin Matematik Basar: Puan: Ortalamalar:
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Fen Bilimleri Bagarist

Fen bilimleri dersi basari testinin Ekim 2020 6l¢limlerinde, 6grenciler arasinda anlamli bir
fark olmadig1 belirlenmistir [%* (2, N=236) =2,60, p>,05]. Diger taraftan, Haziran 2021
Ol¢limlerinde Ogrencilerin fen bilimleri basarilart arasinda anlamli bir fark oldugu
belirlenmistir [F(2,269)=49,42, p<,05] (bkz. Tablo 13).

Tablo 13

Haziran 2021 Fen Bilimleri Testi Puanlarina Iliskin ANOVA Sonuclari
Kaynak Kareler toplami Sd  Ort. kare F p
Gruplar aras1 2292271 2 11461,36 49,42  ,000
Gruplar i¢i 62389,05 269 231,930
Toplam 85311,77 271

Elde edilen farkin Model 1 ile hem Model 2 (p<,05) hem de Model 3 (p<,05)
arasinda Model 1 lehine; Model 2 ile Model 3 (p<,05) arasinda ise Model 2 lehine
gerceklestigi belirlenmistir. Buna gore Model 1’deki 6grencilerin fen bilimleri basarist hem
Model 2 hem de Model 3’ten daha yiiksektir (bkz. Tablo 14 ve Sekil 4).
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Tablo 14

Haziran 2021 Fen Bilimleri Testi Puanlarina Iliskin Betimsel Istatistikler
Modeller N Ort. SS
Model 1: Biitiinsel ve dort yillik dongiisel model 67 84,63 12,01
Model 2: Biitiinsel, li¢ yillik dongiisel ve branslasmis model 101 78,51 10,33
Model 3: Biitiinsel, iki yillik dongiisel ve branglasmis model 104 62,69 20,24
Toplam 272 7397 17,74

Sekil 4’e gore, Ekim 2020°de Model 2’de derse yeni &gretmenlerin girmesinin
ardindan toplanan veriler (Haziran 2021 06l¢limii), puanlarda ciddi bir
yasanmadigini gostermektedir.

Sekil 4
Ekim 2020 ve Haziran 2021 Fen Bilimleri Basari Puani Ortalamalar
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Ikinci Aragtirma Sorusuna Iliskin Bulgular

Okul Kaygist

degisiklik

Ekim 2017°de uygulanan okul kaygis1 6l¢eginden elde edilen veriler analiz edildiginde, okul
kaygis1 puanlar1 arasinda anlamli bir farkin oldugu belirlenmistir [¥*(2, N = 405) = 7,73,
p<,05] (bkz. Tablo 15 ve Sekil 5).

Tablo 15 ‘
Ekim 2017 Okul Kaygisi Puanlarina lligkin Kruskal-Wallis Testi Sonuglart

Modeller N  S.0. df p
Model 1 142 188,87

Model 2 125 195,26 7,73 2 ,021
Model 3 138 224,56

Buna gore, Model 3’lin uygulandig1 okullarda 6grenim goren o6grencilerin okul
kaygist puanlari, Model 1 ve Model 2’nin uygulandig1 okullarda 6grenim goren 6grencilerin
okul kaygis1 puanlarindan anlamli olarak daha ytiksektir (bkz. Tablo 16 ve Sekil 5).

Tablo 16
Ekim 2017 Okul Kaygisi Puanlarina Iliskin Mann-Whitney Testi Sonuclar

Modeller N  S.T. S.0. U z p
Model 1 142 18250,00 128,52 8097,00 -2,58 0,010
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Model 3 138 21090,00 152,83
Model 2 125 15226,00 121,81 7351,00 -2,12 0,034
Model 3 138 19490,00 141,23

Ogrencilerin Haziran 2018’de yapilan 6lgiimlerde okul kaygisi puanlari arasinda
anlamli bir fark oldugu belirlenmistir [¥*(2, N=360) =63,54, p<,001] (bkz. Tablo 17).

Tablo 17

Haziran 2018 Okul Kaygisi Puanlarina Iliskin Kruskal-Wallis Testi Sonuclart
Modeller N S.O. a df p
Model 1 124 144,82

Model 2 120 157,90 63,54 2 ,000
Model 3 116 242,02

Buna gore, Model 3’iin uygulandigi okullarda 6grenim goéren Ogrencilerin birinci
smiftaki okul kaygisi puanlari, Model 1 ve 2’nin uygulandigi okullarda 6grenim goéren
ogrencilerin okul kaygis1 puanlarindan anlamli derecede daha yiiksektir. Baska bir deyisle,
Model 3’te 6grenim goren 6grencilerin okul kaygilar1 diger 6grencilerden yiiksektir (bkz.
Tablo 18 ve Sekil 5).

Tablo 18

Haziran 2018 Okul Kaygisi Puanlarina Iliskin Mann-Whitney Testi Sonuglart
Modeller N S.T. S.0. U z p
Model 1 124 11131,50 89,77 3381,50 -7,22  ,000
Model3 116 17788,50 153,35
Model2 120 10894,50 90,79 3634,50 -6,44 ,000
Model3 116 17071,50 147,17

Ogrencilerin Ekim 2018°de elde edilen okul kaygisi puanlari arasinda ise anlamli bir
fark olmadig1 belirlenmistir [* (2, N=353) = 3,29, p>,05]. Benzer sekilde, Haziran 2019°da
elde edilen okul kaygis1 puanlari arasinda da anlamli bir fark olmadig1 belirlenmistir [* (2,
N =358) =1,99, p>,05]. Diger taraftan, Ekim 2019°da yapilan 6l¢iimlerde, ii¢ modele iliskin
okul kaygisi puanlari arasinda anlamli bir fark elde edilmistir [¥* (2, N=305) = 56,40,
p<,001] (bkz. Tablo 19).

Tablo 19

Ekim 2019 Okul Kaygisi Puanlarina Iigkin Kruskal-Wallis Testi Sonuclar
Modeller N S.O. ¢ df »p
Model 1 101 114,65
Model 2 107 142,84 56,40 2 ,000
Model 3 97 204,14

Elde edilen bulgulara goére, Model 3 6grencilerinin hem Model 1 hem de Model 2
ogrencilerinden anlamli olarak daha yiliksek okul kaygisina sahip oldugu; Model 2
ogrencilerinin de Model 1 6grencilerinden anlamli olarak daha yiiksek okul kaygisina sahip
oldugu belirlenmistir. Bu bulgulara dayanilarak, Model 2 ve 3’te 6grenim goren dgrencilerin
okul kaygisinin daha yiiksek oldugu sdylenebilir (bkz. Tablo 20 ve Sekil 5).

Tablo 20

Ekim 2019 Okul Kaygist Puanlarina Iliskin Mann-Whitney Testi Sonuclari
Modeller N S.T. S.O. U z p
Model 1 101  9470,50 93,77 4319,50 -2,66 ,008
Model 2 107  12265,50 114,63
Model I 101  7260,00 71,88 2109,00 -7,10  ,000
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Model 3 97 12441,00 128,26
Model2 107  8796,50 82,21 3018,50 -5,23  ,000
Model 3 97 12113,50 124,88

Sekil 5°te goriildigi gibi, Ekim 2019°da Model 3’te yeni 6gretmenlerin derse
girmesiyle birlikte, Ogrencilerin okul kaygisinin ciddi bir sekilde artis gosterdigi
belirlenmistir.

Sekil 5 )
Yillara Gore Ogrencilerin Okul Kaygist Ortalamalari
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Okula Baglanma

Ug farkli modelin uygulandigi okullarda 6grenim géren dgrencilere yonelik okula baglanma
Olceginin Ekim 2019°da yapilan dl¢iimlerinden elde edilen verilere gére, modeller arasinda
anlamli bir fark oldugu belirlenmistir [F(2, 345) = 7,93, p<,05] (bkz. Tablo 21).

Tablo 21

Ekim 2019 Okula Baglanma Puanlarina Iliskin ANOVA Sonuclart
Kaynak Kareler toplam1 ~ sd Ort. Kare F p
Gruplar aras1 576,33 2 288,16 7,93 ,000
Gruplar i¢i 12471,18 343 36,36
Toplam 13047,50 345

Bu farklilik Model 1 ile Model 3 arasinda ve Model 1 lehine; Model 2 ile Model 3
arasinda ise Model 2 lehine ortaya c¢ikmistir. Baska bir deyisle, Model 1 ve Model 2’de
o0grenim goren Ogrencilerin okula baglanma diizeyi Model 3’teki Ogrencilerden daha
yuksektir (bkz. Tablo 22 ve Sekil 6).

Tablo 22

Ekim 2019 Okula Baglanma Puanlarina Iliskin Betimsel Istatistikler
Modeller N Ort. SS
Model 1 115 59,78 5,11
Model 2 114 60,48 4,87
Model 3 117 57,47 7,66
Toplam 346 59,23 6,15
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Ekim 2020°de yapilan 6l¢timlerden elde edilen verilere gore, lic modelin uygulandigi
okullarda 6grenim goren Ogrencilerin okula baglanma puanlari arasinda anlamli bir fark
oldugu belirlenmistir [}*(2, N = 197) =13,26, p<,05] (bkz. Tablo 23).

Tablo 23
Ekim 2020 Okula Baglanma Puanlarina Iliskin Kruskal-Wallis Testi Sonuclar:
Modeller N S.0. o df p
Model 1 111 202,73 11,99 2 ,002
Model 2 138 223,31
Model 3 152 179,48

Elde edilen bu fark Model 1 ile Model 3 arasinda Model 1 lehine; Model 2 ile Model
3 arasinda ise Model 2 lehinedir (bkz. Tablo 24 ve Sekil 6). Bu bulgulara dayanilarak Model
1 ve Model 2°de 6grenim goren dgrencilerin okula baglanma diizeyinin daha yiiksek oldugu
sdylenebilir. Okula Baglanma Olgeginin Haziran 2021°de yapilan dlciimlerinden elde edilen
verilere gore ise lic model arasinda anlamli bir fark yoktur [x*(2, N=306) = 2,25, p>,05].

Tablo 24

Ekim 2020 Okula Baglanma Puanlarina Iliskin Mann-Whitney Testi Sonuglar:
Modeller N S.T. S.O. U z p
Model 1 41 2919,00 71,20 1263,00 -2,17 0,03
Model 3 81 4584,00 56,59
Model 2 75 6867,00 91,56 2058,00 -3,51 0,00
Model 3 81 5379,00 66,41

Sekil 6’da goriildiigii gibi, Ekim 2019°da Model 3’te yeni 6gretmenlerin derse
girmesinin ardindan Ogrencilerin okula baglanma puanlarinin  diger modellerdeki
ogrencilerden daha diisiik oldugu belirlenmis; ancak yeni 6gretmenlerle gegirilen ikinci yilin
sonunda Model 3’teki 6grencilerin okula baglanmalarinda ciddi bir artig yasanmistir. Diger
taraftan Ekim 2020°de Model 2’de yeni Ogretmenlerin derse girmesiyle birlikte bu
modeldeki 6grencilerin okula baglanma puanlarinda bir miktar artis oldugu sdylenebilir.

Sekil 6
Yillara Gore Okula Baglanma Puanlar: Ortalamalari
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Okumaya Yonelik Tutumlar

Ug farkli modelin uygulandig1 okullarda grenim géren dgrencilerin okumaya yonelik tutum
Olgeginin Ekim 2018’de [F(2,369) = 0,008, p>,05], Haziran 2019°da [F(2,344) = 1,016,
p>,05], Ekim 2019°da [F(2,332) = 2,83, p>,05] ve Ekim 2020°de [F(2,211) = 0,77, p>,05]
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yapilan Ol¢limlerinden elde edilen puanlar arasinda anlamli bir fark olmadig1 belirlenmistir.
Diger taraftan, Haziran 2021°de yapilan 6l¢iim sonuglarina gore, li¢ farklt modele gore
O0grenim goren 0grencilerin okumaya yonelik tutumlar1 arasinda istatistiksel olarak anlamli
bir fark oldugu belirlenmistir [F(2,269) = 6,50, p<,05] (bkz. Tablo 25).

Tablo 25

Haziran 2021 Okumaya Yénelik Tutum Puanlarina Iliskin ANOVA Sonuglar
Kaynak Kareler toplami sd Ort. Kare F p
Gruplar arast1 910,73 2 455,37 6,50 ,002
Gruplar i¢i 18708,99 267 70,07
Toplam 19619,72 269

Elde edilen bu farkin Model 1 ile Model 3 arasinda ve Model 1 lehine oldugu
belirlenmistir. Bu bulgulara gére Model 1’de 6grenim goren 6grencilerin okumaya yonelik
tutumlarinin Model 3¢ gore daha olumlu oldugu sdylenebilir (bkz. Tablo 26 ve Sekil 7).

Tablo 26 ‘ )

Haziran 2021 Okumaya Yénelik Tutum Puanlarina lligkin Betimsel Istatistikler
Modeller N Ort. SS
Model 1: Biitiinsel ve dort yillik dongiisel model 65 67,94 7,33

Model 2: Biitiinsel, ti¢ yillik dongiisel ve branglasmis model 76 66,01 8,57
Model 3: Biitiinsel, iki y1llik dongiisel ve branglagsmis model 129 63,50 8,73

Toplam 270 65,27 8,54

Sekil 7°’de goriildiigi gibi Ekim 2019°da Model 3’te yeni Ogretmenlerin derse
girmesiyle birlikte, oOgrencilerin okumaya yonelik tutumlarinda bir miktar diisiis
gozlenmistir. Diger taraftan Ekim 2020’de Model 2°de yeni 6gretmenlerin derse girmesiyle
birlikte, ogrencilerin okumaya yonelik tutumlarinda ciddi bir degisiklik olmadig:
gorilmiistiir.

Sekil 7
Yillara Gére Okumaya Yonelik Tutum Ortalamalari
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Calismada elde edilen sonuglara gore, {i¢ farkli modelin uygulandigi okullarda
ogrenim goren Ogrencilerin 3. ve 4. simif Tiirkge, 2. sinif, 3. sinif ve 4. sinif matematik ve 4.
siif fen bilimleri basar1 puanlar1 arasinda Model 1 lehine anlamli farkliliklar elde edilmistir.
Bagka bir deyisle, Model 1°de 6grenim goéren Ogrencilerin Tiirkge, matematik ve fen
bilimleri derslerinde diger modellerdeki Ogrencilerden daha yiiksek basar1 gosterdigi
belirlenmistir. Ayrica Model 3’teki 6grencilerin 1. 2. ve 3. sinif okul kaygisi puanlar1 diger
iki modeldeki 6grencilerden anlamli olarak daha yiiksek; Model 1 6grencilerinin 4. sinif
okumaya yonelik tutum puanlart Model 3 6grencilerinden anlamli olarak daha yiiksektir.
Son olarak, Model 1 ve Model 2 6grencilerinin 3. ve 4. sinif okula baglanma puanlarinin,
Model 3 dgrencilerinden daha yiiksek oldugu belirlenmistir. Ogrencilerden elde edilen nicel
bulgular degerlendirildiginde, bilissel baz1 6zellikler bakimindan geleneksel modelin (Model
1: Biitiinsel ve dort yillik dongiisel) daha basarili, duyussal bazi 6zellikler agisindan ise
Model 3’iin (biitiinsel, iki yillik dongiisel ve branglasmis) daha zayif, Model 1 ile Model
2’nin ise duyussal baz1 6zellikler iizerinde benzer sonuglara sahip oldugu sdylenebilir. Elde
edilen sonuglar dogrultusunda, Model 1’in (geleneksel, biitiinsel ve dort yillik dongiisel
model), 6grencilerin hem duyussal hem de bilissel 6zellikleri kazanmasinda en etkili model
oldugu sdylenebilir. Bunun yaninda, uzun siire ayn1 6gretmenle devam edilen, son sinifta
brans derslerine farkli 6gretmenlerin girdigi Model 2’nin de (biitlinsel, ii¢ y1llik dongiisel ve
branglasmis model) uygulanabilir oldugunu sdylemek miimkiindiir. Iki yillik déngiisel-
biitiinsel modelin (Model 3) ise hem biligsel hem de duyussal bazi 6zellikler agisindan
basarili olamadig1 goriilmektedir.

Tartisma ve Oneriler

Calismada biitiinsel ve dort yillik dongiisel (Model 1) modelin uygulandigi okullarda
O0grenim goren Ogrencilerin Tiirk¢e, matematik ve fen bilimleri basarilarmin diger
modellerdeki ogrencilerden anlamli derecede yiiksek olmasi, dongilisel modeldeki
ogrencilerin matematik (Caauwe, 2009; Cistone ve Shneyderman, 2004; Lee vd., 2016;
McMahon, 2019; Tourigny vd., 2019; Wang vd., 2017), dil ve fen bilimleri testlerinde
(Belcher, 2020; Cistone ve Shneyderman, 2004; Hill ve Jones, 2018; Lee vd., 2016;
McGrath ve Rust, 2002; Tourigny vd., 2019; Wang vd., 2017) daha basarili oldugunu
gosteren uluslararast ¢alismalar1 dogrulamaktadir. Bu sonuglarin nedeni olarak biitiinsel ve
dort yillik dongiisel (Model 1) modelde dgrenciler, 6gretmenler ve veliler arasinda tutarli ve
uzun vadeli iligkilerin varligi (Baroody, 2017; Thomas, 2014), dersler/ konular arasi
biitiinlesmeyi miimkiin kilan siireklilik (Parker vd., 2017), olumlu iliskilerin 6grencilerin
davranis problemlerini azaltarak sosyal becerileri, uzun vadeli cabayr ve akademik
performansi iyilestirmis olmast (Tourigny vd., 2019) diisiintilebilir. Nicel bulgulara gore
Ekim 2020°de Ogretmenleri degisen Model 3 oOgrencilerinin matematik ve Tiirkce
basarisindaki diisiis ile Haziran 2021°de 6gretmenleri degisen Model 2 6grencilerinin Tiirkce
basarisindaki diislis, bu c¢ikarimlar1 desteklemektedir. Nitekim biitiinsel ve dort yillik
dongiisel model, okullarda uygulanmasi en ekonomik ve en kolay olan model olarak
goriildiigiinden Almanya, Cin, Danimarka, Finlandiya, Hirvatistan, Hollanda, Israil, Isvec,
Italya, Jamaika, Japonya, Kiiba ve Rusya’daki ilkokullarda da uygulanmaktadir (Girgin,
2021; Marusi¢ vd., 2020; Tourigny vd., 2019; Wang vd., 2017). Tiirkiye’deki aragtirmalarda
farkli modellerin 6grenci basarilarina etkileri konusunda gorgiil bulgulara ulagilamadigi igin
karsilagtirma yapmak miimkiin olmasa da, bulgular dikkate alindiginda Ozellikle devlet
okullarinda geleneksel hale gelen biitiinsel ve dort yillik dongiisel modelin siirdiiriilmesinde
akademik basar1 acisindan yarar oldugu sdylenebilir. ABD ve Kanada’da geleneksellesmis
olan her y1l farkli bir sinif 6gretmeninin derse girmesi (her yil 6gretmen degismesi modeli)
uzun yillardir tartisildigindan ve bu c¢alismada iki yillik dongiisel ve branslasmis modeldeki
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(Model 3) ogrencilerin basarilar1 daha diisiik oldugundan, Tiirkiye’de bu modelin
uygulanmamasi daha isabetli olacaktir.

Bulgulara gore, Model 1 ve 2’de 68renim goren 6grencilerin son iki yildaki okula
baglanma puanlarinin anlamli olarak daha yiiksek olmas1 ve Model 3’teki d6grencilerin ilk {i¢
yilda anlamli olarak daha fazla okul kaygis1 gostermesi c¢arpicidir. Bu sonuglar Model 3’in
caligmada Olciilen duyussal 6zellikleri (okula baglanma, okumaya yonelik tutum, diisiik okul
kaygis1) kazandirmak bakimindan daha zayif oldugunu ortaya koymaktadir. Elde edilen
bulgularla benzer sekilde, iki yil boyunca ayni 6gretmen ve sinif arkadaslariyla birlikte olan
ogrencilerin baglilik duygularinin arttigi, kendini giivende hissettikleri ve topluluk bilincinin
giiclendigi belirlenmistir (Bulau, 2007). Girgin (2021), dongiisel modelin 6gretmenlerin
ogrencilerle ve velilerle bag kurmaya destek olmasi nedeniyle, yakin iliskiler kurmaya
yardimci oldugunu, 6grencilerin okula aidiyet hissi gelistirmesine yardim ettigini, ev-okul
baglantisin1 gli¢lendirdigini ve dolayli olarak da 6grenci basarisina olumlu etkisi oldugunu
belirtmektedir. ilaveten déngiisel modeldeki 6grencilerin okula yonelik tutumlarmin diger
modele gore anlamli derecede yiiksek oldugu belirlenmistir (Riley, 2014). Zira ¢ocukla
Ogretmen arasindaki gliven (bag) birlikte gecirilen yillarda gliglenmekte, 6grenci zamanla
kendini daha rahat ve desteklenmis hissetmekte, ayrica veli ve 6gretmen arasindaki yakin
iligkiler de giiclendiginden Ogrenci sadece kendisi i¢in degil, ailesi ve dgretmeni igin de
basarili olmak istemektedir (Bracey, 1999). Erol ve Basaran da (2020) sinif dgretmenleri
ikiden fazla degisen ilkokul Ogrencilerinin c¢aresizlik, degersizlik, izintli, kaygi,
cezalandirilma, kiskanglik vb. olumsuz duygular yasadiklarini, 6gretmen degisikliklerinin
sanki okula yeniden basliyormus hissi verdigini belirlemislerdir. Onceki ¢alismalarda
Ogrencilerin sinif 6gretmenini “yol gosterici, koruyucu ve ydnlendirici” olarak algilamasi
(Erol ve Basaran, 2020) ve ozellikle “anne baba” metaforunu kullanmig olmalart (Ertiirk,
2017) dikkate alindiginda, siif dgretmenlerinin duyussal ozelliklerin kazanilmasinda ne
kadar 6nemli oldugu anlasilmaktadir. Sonug olarak, siirekli ya da sik 6gretmen degisikligi
durumunda 6grencilerin okula bagliliklarinin olumsuz yonde etkilenecegi ve okula yonelik
kaygilarin artacagi goriisii (Erol ve Basaran, 2020), bu ¢alismanin nicel bulgularinda net bir
bigimde kanitlanmistir.

Ote yandan ogrencilere ait akademik basari puanlarma ve okul kaygisi, okula
baglanma diizeyleri ve okumaya yonelik tutumlara iligkin bulgularin birbirini dogruladig:
sOylenebilir. Bagka bir deyisle, biitiinsel ve dort yillik dongiisel (Model 1) modelin
uygulandig1 okullarda 6grenim goren Ogrencilerin bilissel ve duyussal bazi 6zelliklerinin
diger modellerdeki o6grencilerden daha yiiksek olmasi birbiriyle iligki olabilir. Zira yapilan
arastirmalar ¢cocuklarin sosyal ve duygusal ihtiyaclarini desteklemenin hayati 6nemine isaret
etmekte, sinifta kendini rahat hissetmeyen 6grencilerin 6grenemeyecegini, stresli beyinlerin
gerekli sinirsel baglantilar1 olusturamayacagini ortaya koymaktadir (Siegel, 2007). Beyin
temelli 6grenme kuraminda da biligsel ve duyugsal gelerin birbirinden ayrilamayacagi;
beyin performansinin korku ya da kayg: karsisinda diistiigli, uygun bir sekilde zorlandiginda
ise iist diizeyde 0grenebildigi belirtilmektedir (Caine ve Caine, 2002). Bu baglamda biitiinsel
ve dort yillik dongilisel modeldeki 6grencilerin 6gretmenleriyle yakin bir iligki iginde
olmalari, okula baglanmalar1 ve diisiik okul kaygisina sahip olmalari; Tiirkge, matematik ve
fen bilimleri derslerindeki basarilarina dolayli olarak katki saglamis olabilir. Nitekim
duyussal giris 6zelliklerinin olumlu hale getirilmesiyle basarmin arttirilabilecegi (Ozgelik,
1998; Senemoglu, 2013), duyussal oOzelliklerin bilissel hedeflere  ulagsmay1
kolaylastirabilecegi (Gomleksiz ve Kan, 2012) bilinmektedir.

Calismadan elde edilen bulgular dogrultusunda, geleneksel modelin (Model 1)
ogrencilerin bilissel ve duyussal bazi ozellikleri kazanmasinda daha basarili olmasi
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nedeniyle siirdiiriilmesi Onerilebilir. Bunun yaninda, ilkokul son sinifta brans derslerine
farkli 6gretmenlerin girdigi Model 2’nin de (biitlinsel, li¢ yillik dongiisel ve branslasmis
model) uygulanabilir oldugunu séylemek miimkiindiir. Ancak biitiinsel, iki yillik dongiisel
ve branglasmis model ile (Model 3), her sene 6gretmen degigsmesi modelinin uygulanmamasi
daha isabetli olacaktir. Diger bir deyisle, ilkokul 6grencilerinin ayni1 6gretmenle en az ii¢ yil
birlikte olmasinda yarar vardir. Model degisikligi yapacak 6zel okullarin kendi baglami
icerisinde bilimsel aragtirmalar yaparak (en iyi modeli arayarak) ve ¢cocugun yiiksek yararini
gozeterek model belirlemesi gerekli goriinmektedir. Bu ¢alisma Tiirkiye’deki farkli sehirleri
temsil etmediginden, yeni arastirmalarda farkli bolgelerdeki ilkokullar {izerinde, 6grencilerin
yeni degiskenleri kullanilarak veri toplanabilir. Ozellikle ogrencilerin farkli gelisim
alanlarina dair yeni degiskenlerin karsilagtirilmasinda yarar vardir. Ayrica farkli modellerde
egitim goren 6grenciler sadece ilkokul siirecinde degil, ortaokul ve lise diizeylerinde de
izlenerek daha kapsamli bilgilere ulasilabilir.

Etik Kurul izin Bilgisi: Bu arastirma, Ege Universitesi Sosyal ve Beseri Bilimler Bilimsel
Arastirma ve Yayin Etigi Kurulunun 28.09.2017 tarih ve 04/14 sayuli karari ile alinan izinle
yiirtittilmiistiir.

Yazar Cikar Catismasi Bilgisi: Herhangi bir ¢ikar ¢atismast bulunmamaktadir.

Yazar Katkist: Isboliimii ve dayanisma yoluyla, her iki yazar adil olarak katki saglamistir.
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Ekler

Ek 1. Birinci, ITkinci, Uciincii Sinif Matematik; Uciincii Sumf Tiirkce ile Ugiincii ve Dérdiincii Sinif Fen Bilimleri Basar: Testlerine Ait Madde ve Test
Istatistikleri (* Nihai testte yer alan maddeler)

I. Smf Matematik 2. Smif Matematik 3. Simif Matematik 3. Simif Tirkgce Basart 3. Smif Fen Bilimleri 4. Smif Fen Bilimleri

Basar1 Testi Basar1 Testi Basar1 Testi Testi Basar Testi Basar1 Testi
Mad Giligl Ayirt Madd Giligl Ayrt Madd Gicli Ayt Madd Gigli Ayt Madd Gigli  Ayirt Madd Gigli Ayirt
deno ik edicilik eno ik edicilik e no k edicii eno k edicili eno k edicilik eno k edicilik

Inde Indek Indek k Indek k Indek Indek

ksi si si si si si
1 0,78 0,32 1* 0,92 0,23 1* 0,87 0,21 1* 0,76 0,48 1* 0,50 0,61 1 0,64 0.32
2% 0,56 0,63 2 0,92 0,15 2 0,92 0,16 2 0,86 0,31 2 0,82 0,42 2 0,80 0.47
3* 0,85 0,24 3% 0,92 0,21 3* 0,78 0,46 3 0,92 0,22 3 0,91 0,20 3 0,96 0.15
4 0,90 0,16 4 0,92 0,20 4* 0,70 0,57 4* 0,87 0,28 4 0,30 0,26 4 0,19 0.25
5 0,51 0,50 5* 0,75 0,46 5 0,89 0,27 5% 0,72 0,52 5* 0,79 0,48 5 0,61 0.37
6* 0,56 0,53 6 0,73 0,37 6 0,87 0,30 6 0,83 0,38 6* 0,57 0,44 6 0,74 0.56
7 0,79 0,38 7 0,46 0,05 7 0,89 0,40 7* 0,82 0,44 7* 0,68 0,55 7 0,89 0.25
8* 0,57 0,65 8* 0,90 0,25 8 0,85 0,44 8 0,72 0,55 8 0,81 0,22 8 0,72 0.27
o* 0,60 0,67 9 0,78 0,46 o* 0,63 0,60 9 0,95 0,16 9 0,86 0,24 9 0,93 0.21
10 0,70 0,49 10%* 0,69 0,61 10 0,74 0,41 10 0,77 0,29 10 0,84 0,38 10 0,44 0.64
11 0,49 0,74 11 0,68 0,48 11 0,62 0,58 11 0,81 0,23 11%* 0,68 0,43 11 0,81 0.43
12%* 0,54 0,72 12%* 0,46 0,51 12%* 0,60 0,60 12 0,94 0,21 12 0,67 0,15 12 0,47 0.56
13* 0,62 0,66 13 0,92 0,27 13 0,82 0,26 13%* 0,93 0,22 13%* 0,71 0,59 13 0,77 0.45
14 0,68 0,56 14%* 0,88 0,34 14 0,84 0,33 14* 0,87 0,32 14 0,88 0,35 14 0,82 0.40
15 0,72 0,48 15 0,89 0,27 15 0,39 0,43 15% 0,79 0,37 15% 0,44 0,58 15 0,91 0.31
16* 0,76 0,50 16* 0,50 0,68 16* 0,62 0,60 16 0,87 0,34 16* 0,78 0,51 16 0,71 0.48
17 0,79 0,49 17 0,62 0,68 17%* 0,64 0,57 17%* 0,81 0,53 17 0,80 0,47 17 0,86 0.36
18%* 0,54 0,72 18* 0,68 0,58 18 0,65 0,38 18 0,86 0,25 18%* 0,73 0,55 18 0,91 0.22
19 0,26 0,24 19 0,73 0,53 19 0,53 0,55 19%* 0,81 0,51 19 0,77 0,46 19 0,82 0.47
20* 0,68 0,59 20 0,90 0,23 20%* 0,66 0,61 20%* 0,85 0,39 20 0,78 0,48 20 0,86 0.40

21 0,70 0,63 21* 0,87 0,30 21* 0,58 0,61 21 0,71 0,49 21% 0,81 0,47
22* 0,49 0,76 22 0,79 0,47 22 0,64 0,56 22% 0,66 0,68 22%* 0,85 0,32
23 0,55 0,62 23* 0,73 0,59 23 0,56 0,52 23 0,67 0,46 23 0,91 0,23
24 0,65 0,68 24* 0,56 0,53 24 0,56 0,58 24 0,81 0,44  24* 0,70 0,62
25*% 0,57 0,56 25 0,77 0,47 25 0,56 0,29 25%* 0,74 0,45 25 0,83 0,35
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26 065 0,65  26% 083 041 26 037 042 26% 084 040 26* 0,69 0,55
27055 0,62 27 0,65 059 27 0,58 0,57 27 0,94 0,18 27 0,84 0,37
28 053 0,66 28 044 034 28 0,89 033 28 0,84 0,41
29% 053 0,65  29% 081 045  29% 059 033 29 0,74 0,56
30+ 0,65 0,65 30 071 054 30 043 0,50
31 054 056 31 082 033 31 0,54 0,41

32% 0,71 0,55 32 036 0,24

33% 0,92 0,23 33 0,57 0,58

34 0,96 0,09  34* 054 0,62

35 0,9 0,09 35 0,73 0,53

36 0,87 025

37% 0,69 0,49

38 0,73 0,44

39 0,82 034

40* 0,79 035
Ortalama 0,624 0,768 0,657 0,817 0,739 0,743
Gicliik
Ort,Ayirt 0,559 0,385 0,452 0,381 0,417 0,377
Edicilik
KR- 20 0,903 0,881 0,859 0,863 0,823 0,789
KR-21 0,894 0,863 0,839 0,856 0,798 0,729
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Abstract

The aim of this study is to compare the specialization of classroom teaching models on students for four
years. Thus, conducting the study with the schools which have instructions based on three examined
models; a) self-contained and four-year looping (Model 1), b) self-contained, three-year looping and
departmentalized (Model 2), and c) self-contained, two-year looping and departmentalized (Model 3),
it compared the students’ achievements in the courses (mathematics, science, and Turkish language) and
their school anxiety, school attachment, and attitude towards reading. The study utilized a panel study,
one of the longitudinal designs, and it included primary school students (402 in the first year/ 223 in the
fourth year) at six private schools between 2017-2021 in Tiirkiye. Findings revealed that the students in
Model 1 were significantly more successful in Turkish, mathematics, and science courses than in other
models. Additionally, the students’ school anxiety scores in Model 3 in grades 1-3 were significantly
higher than in the other two models; the fourth graders’ attitudes towards reading scores in Model 1
were significantly higher than the Model 3 students. Finally, the findings showed that the school
attachment scores of the Model 1 and Model 2 students in the third grade were higher than the Model 3
students. In conclusion, Model 1 (self-contained and four-year looping model) was the most successful
model for students to acquire some affective and cognitive characteristics; on the other hand, Model 3
was weaker in terms of affective characteristics.

Keywords: specialization in classroom teaching, self-contained models, looping models,
departmentalized models
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Introduction

In Tiirkiye, the traditional setting of the same teacher in primary school continues for many
years, as stated in the regulation published by the Ministry of National Education (MEB, 2016),
“in primary schools, primary school (classroom) teachers teach the same class in the upper
level; however, when they request to teach in another class, they can if only it is approved by
the administration”. However, the rapid increase in the number of private schools in recent
years and the consequent competitive environment have urged private schools to implement
varied specialization models in classroom teaching in search of qualifications for private
schools (Cesur, 2019). On the other hand, in public schools, the same teacher works in many
courses for four years, and this model has become traditional.

When the literature is examined, it can be noted that various specialization models are
implemented worldwide. For instance, primary schools in the USA and Canada propose the
tradition of having a different primary school teacher every year, which can be called the model
of “changing teachers every year” or “one-year settings” (Tourigny et al., 2019). In contrast, in
the looping model, the teacher teaches a group of students for at least two academic years and
then completed a loop, and s/he continues the same loop with a new class (Cistone &
Shneyderman, 2004). The number of years in each loop varies from country to country;
generally, a teacher spends two or three years with the same students (Tourigny et al., 2019).
Accordingly, it can be said that the model has sub-types as two-year looping, three-year
looping, four-year looping, and five-year looping. There are models for specialization based on
subjects or subject areas in addition to models based on grade levels (student groups). One of
them, the generalist or self-contained model, assumes that classroom teachers are equally
qualified in all core academic subjects (language, mathematics, physics, and social sciences)
and teach all of them (Brobst et al., 2017). Courses such as foreign language, physical
education, music, visual arts, religious studies, drama, etc. are taught by different teachers. On
the other hand, in the departmentalized model, the responsibility of teaching basic subjects is
shared between two or more teachers (Ray, 2017); as teachers teach a lesson to more than one
class (Slavin, 1987), they specialize in a particular subject area (Chan & Jarman, 2004).
Although this study argues the general types, there are some sub-types within the generalist,
self-contained and departmentalized models (Drees, 1989). Figure 1 presents the classification
of the specialization models described above.

Figure 1
Specialization Models in Classroom Teaching

Specialization models
in classroom teaching

[In terms of grade Ievels] [In terms of course or subject are%

| | |
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There are contradictory results about the effects of specialization models in classroom
teaching on students, which makes it difficult to reach a general conclusion. For instance, some
studies comparing self-contained and departmentalized models have determined that there is
no statistically significant difference between reading (English) and mathematics achievements
(Allington; 2020; Baroody, 2017; Lee et al., 2016; McGrath & Rust, 2002; Skelton, 2015;
Slavin, 1988). On the contrary, in some studies, students in the departmentalized model are
more successful in mathematics (Gilmore, 2016; Medlock, 2020); and some found students
more successful in mathematics (McMahon, 2019), language, and science tests (McGrath &
Rust, 2002) in the self-contained model. In some studies, comparing the looping and the one-
year programme model, no significant difference was found between students' reading and
mathematics (Almond, 2018; Findley, 2019). On the other hand, in most of the studies, the
results were in favor of the looping; for example, Cistone and Shneyderman (2004) detected
that students in the looping were significantly more successful in reading comprehension and
mathematics than in the one-year programme. Likewise, Belcher (2020) in reading, Caauwe
(2009) and Hill and Jones (2018) in mathematics, Harrington (2017), and O’Neill (2002) in
reading and mathematics obtained similar results. In a study by Tourigny et al. (2019) in
Canada, the academic achievement (math, reading, and writing) and perceived teacher-student
relationship of grade 4 and 6 students in the one-year programme and the two-year looping
model were compared. The findings showed that students in the two-year looping were
significantly higher in mathematics, reading, and writing achievement than in the one-year
programme. A study conducted in Croatia detected that the academic achievement and self-
efficacy levels of students who passed from the fourth to the fifth grade decreased significantly;
students perceiving their fifth-grade teacher’s support much more felt more adaptable and had
higher self-efficacy and academic achievement (Marusic¢ et al., 2020). These results show that
teacher change can affect students even in the fifth grade. Another study in China by Wang et
al. (2017) revealed that students in the looping were significantly more successful in
mathematics than in the one-year programme. Besides, it showed that rural boarding students
and those with low-income families benefited more from the looping model.

Since international studies mostly were conducted with two-year longitudinal data, in
which only general exam scores at the end of the year were utilized without any measurements
at the beginning of the academic year, questions have arisen about the effects of models on
student achievement (Baroody, 2017). It is also criticized that qualitative studies do not yield
generalizable results, quantitative studies do not control teacher characteristics in comparisons
(Tourigny et al., 2019), and mostly descriptive statistics are used (Wang et al., 2017). In the
studies conducted in Tiirkiye, it is not possible to make any inferences about the effects of the
models on the students, since the views of teachers or administrators are mostly examined and
advanced statistics are not used (Cesur, 2019; Erol & Basaran, 2020; Giizelbey, 2006; Onder,
2015; Tok & Bozkurt, 2010). In addition, these national studies are only cross-sectional surveys
or qualitative studies, and there are no quasi-experimental or longitudinal studies. Therefore,
regarding a limited knowledge base on the subject, longitudinal studies are needed on the effects
of varied models on students to discover the best models. Besides, comparing the effects of
varied models on students can enable the most effective models to be discovered in the Turkish
context. Moreover, there is a need for robust findings that can guide the search for varied models
of private schools, which are rapidly increasing in number. This study presents some findings
from a project that compared specialization models in classroom teaching through four years
of observations. As a result, it seeks to evaluate the three models for four years, based on the
specialization of classroom teachers working in private schools. The reason for collecting data
only from private schools is that no public school implements varied specialization models in
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classroom teaching in Tiirkiye, and only private schools execute such initiatives. The questions
sought to be answered in this study conducted with the longitudinal method are as follows:

1. How do students’ Turkish, mathematics and science achievements in schools where
three varied models based on the specialization of classroom teachers differ over four years?

2. How do students’ school anxiety, school attachment levels and attitude towards
reading in schools where three varied models based on the specialization of classroom teachers
differ over four years?

This study can expand the results of the international studies conducted with two years
of longitudinal data and without measurements at the beginning of the academic year (Baroody,
2017). It is the first study in Tiirkiye arguing the subject with a four-year longitudinal study.
Therefore, it is thought that the findings can yield important information to decision-makers,
school administrations (especially private schools), and teacher employment policies. The study
also pioneers the Turkish conceptualization of models for the specialization of primary school
teachers.

Method
Design and Participants

Since the research problem requires collecting data throughout the primary school period, the
study utilized a panel study (Creswell, 2009), one of the longitudinal studies, in which data
were collected from the same sample in each measurement. Thus, students' achievements in
Turkish, mathematics, and science, as well as school anxiety, school attachment levels, and
attitude towards reading were monitored for four years. Since it is very difficult to do random
sampling in longitudinal designs (Plano Clark et al., 2015), the data were collected through
convenience sampling from primary school students (first year 402/last year 223 people) in six
private schools between 2017 and 2021. These private schools participated in the study
voluntarily and implemented each different model. As seen in Table 1, there was a certain
degree of student loss within four years in all schools participating in the study. Specifically,
some students left private schools due to the COVID-19 pandemic and economic reasons that
emerged in the third year of the study; despite all the difficulties, it can be regarded that the
number of students in all three models is similar to each other. In longitudinal studies, the loss
of participants may be natural due to the effect of many factors (Creswell and Plano Clark,
2018, p. 304). Despite the loss of students and teachers, the study was completed with more
than 50% of the participants in the first year (see Table 1).

Table 1
Models in Schools and Number of Students

Number of students

Models Schools Year1 Year2 Year3 Year4
Model 1: Self-contained and four-year A 66 63 60 35
looping B 76 54 41 21
Model 2: Self-contained, three-year C 70 59 56 41
looping and departmentalized D 55 55 51 43
Model 3: Self-contained, two-year E 70 63 65 42
looping and departmentalized

F 68 60 50 41
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Total 6 402 354 323 223

As seen in Table 1, data were collected from two schools (six schools in total)
implementing the three models. Although in all models, branch teachers teach physical
education, music, religious culture and ethics, English language, and visual arts courses, there
are differences in other courses. Accordingly, the same classroom teacher teaches core courses
(life science, Turkish, mathematics, science) for four years in Model 1, three years in Model 2,
and two years in Model 3. In Model 2, in the fourth grade, classroom teachers branched out and
taught only Turkish, mathematics, science, and social studies. In two schools implementing
Model 3, different classroom teachers taught the core courses in the last two years (third and
fourth grades).

The "Primary School Readiness Scale" (Canbulat & Kiriktag, 2016) was conducted in
the first measurement period (October 2017) to compare the students’ readiness regarding their
cognitive, affective, psychomotor, and self-care skills in participating schools. ANOVA results
revealed that there was no significant difference between the primary school readiness scores
of students [F(2, 377) = 0.35, p > .05]. Therefore, it is considered that the readiness for
cognitive, affective, psychomotor, and self-care skills of the students participating in the study
was similar at the initial stage.

Data Collection

After getting permission through face-to-face contact with the administrators of six primary
schools, the ethics committee approval of the Ege University Social and Human Sciences
Scientific Research and Publication Ethics Committee was obtained. Due to the growth and
development period of primary school students, it was decided to observe them with various
tools. Thus, some of the tools were conducted for four years, some for two years, and some
were conducted only once (see Table 2). While the tools were conducted to students face-to-
face in October 2017, June 2018, October 2018, June 2019, and October 2019, the data planned
to be collected in June 2020 were managed online in October 2020, (as education was
suspended in all schools by the Ministry of National Education) due to the COVID-19
pandemic. Similarly, the data were obtained online in June 2021, when the pandemic conditions
continued.

-Reading speed and reading comprehension test groups are separated.
- Mathematics achievement test 2

Table 2
Data Collection in Three Models
Years Data collected from students Teacher Changes
October - Primary school readiness scale
g ‘:l 2017 -School anxiety scale teacher form
S & June -School anxiety scale teacher form
2018 -Mathematics achievement test 1
o October -School anxiety scale teacher form
§ 2018 -Attitude scale towards reading
o -Reading speed and reading comprehension test
§ June -School anxiety scale teacher form In Model 3, the
g 2019 -Attitude scale towards reading teachers and student
5
>
- October  -School anxiety scale teacher form In Model 3, new
5 2 2019 -Attitude scale towards reading classroom teachers
N 8 - School attachment scale for children and started to teach the

adolescents class.




Ay & Biimen / Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 59, 76-102, 2023 81

June * In Model 2, the
2020 teachers and student
groups are separated.
October -Attitude scale towards reading In Model 2, new
2020 -School attachment scale for children and classroom teachers
—_ adolescents started to teach the
g - Mathematics achievement test 3 class.
N - Turkish achievement test 1
§ - Science achievement test 1
Q June -Attitude scale towards reading In Model 1, the
N 2021 -School attachment scale for children and teachers and student
§ adolescents groups are separated.

- Mathematics achievement test 4

- Reading comprehension achievement test

- Science achievement test 2

* Since face-to-face education was suspended due to the COVID-19 pandemic, tools for
students were conducted online in October 2020 instead of June 2020.

Data Collection Tools

The Scale of Readiness for Primary School: The scale developed by Canbulat and Kiriktas
(2016) 1s a five-point Likert type and consists of four factors (cognitive, affective, psychomotor,
and self-care skills) and 33 items. Exploratory (EFA) and confirmatory factor analyses (CFA)
were performed by conducting the scale on 620 first-year students. According to the CFA
results, it was determined that %> = 1843.25, ¥* /df = 5.05, RMSEA = 0.098, GFI1 = 0.899, AGFI
= 0.910, CFI = 0.902 and NNFI = 0.911, these values were stated to be sufficient. The
Cronbach's alpha reliability coefficients of the scale ranged from 0.96 to 0.99.

School Anxiety Scale Teacher Form: The scale was developed by Lyneham, Street, Abbott,
and Rapee (2008) and adapted into Turkish by Sarigam and Cetintag (2015). During the
adaptation process, 178 primary school teachers and 356 primary school students participated
in the study. According to the CFA result, consistent results were obtained with the original
form for 16 items in two dimensions (y*/sd = 1.72, RMSEA = 0.044, CFI1 = 0.94, GFI = 0.93,
RFI=0.95, AGFI =0.93, SRMR = 0.046). The Cronbach's alpha reliability coefficients of the
scale are 0.87 and 0.93.

Mathematics Achievement Test 1: To develop the test, the researchers initially determined the
first semester’s critical objectives of the first-grade mathematics curriculum. Then a trial form
consisting of 31 multiple-choice items in total, of which at least two items measure each critical
objective, was prepared. Three experts and two primary school teachers evaluated this draft test
regarding the dimensions such as suitability for the level of student development, coverage of
the objectives, and compliance with the test item writing principles. Then making the necessary
corrections according to the expert opinions, the trial-test was administered to 461 students,
who were different from the study group and were studying in the second grade of public
schools in March 2018. The data were analyzed with the help of the Test Analysis Program
(TAP), and then item and test statistics were calculated (see Appendix 1). In line with the
calculations, 16 items were selected according to the difficulty and distinctiveness indices, and
then the final test form was created. The KR-20 reliability coefficient of the test was obtained
as 0.90.

Attitude Towards Reading Scale: The scale was developed by McKenna and Kear (1990) for
156" graders and adapted into Turkish by Kocaarslan (2016). The scale consists of 20 items
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and two factors (reading pleasure and academic reading); and it requires students to choose one
of four different emotional states of the Garfield cat character in marking. During the adaptation
process, a two-factor structure was obtained by performing CFA on 289 students studying in
Bartin, Tiirkiye. According to CFA results, chi-square value (y° = 311.64, N =289, p = 0.00)
was significant, y?/df ratio was found to be less than 5, and RMR = 0.05, RMSEA = 0.05, NFI
= 0.93, CFI = 0.89, IFI = 0.97, GFI = 0.89 and AGFI = 0.90. These fit index values indicate
that the model has an acceptable goodness of fit. Cronbach's alpha values for the sub-
dimensions of the scale are 0.82 and 0.78, respectively.

Reading Speed and Reading Comprehension Test: The test developed by Cimem (2017)
consists of 16 multiple-choice questions with three options. The test requires students to
interpret the given text, but this study did not conduct the reading speed questions. The reading
comprehension test used in this study was analyzed together with the Turkish achievement tests
conducted in the third and fourth years. The reliability coefficient of KR-20 obtained with 637-
second graders in public schools is 0.73 (Cimem, 2017).

Mathematics Achievement Test 2: In the test developed by the researchers to determine the
second graders’ mathematics achievement, the first semester’s objectives of the mathematics
curriculum were used. After detecting the critical objectives to be measured with multiple-
choice questions with the help of three primary school teachers and three academics, a trial
form with 40 items was created. The trial form was conducted on 421 thi