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Article Info Abstract

DOI: 10.14812/cuefd. 1194569 The aim of this study was to e?<amine the problems faced by Turk?sh teachers who hav.e
recently entered the profession, based on the teacher education program. For this

Article history: purpose, the types of knowledge needed by Turkish teachers and the problem areas

Received  25.10.2022 that these point to in the teacher education program were examined. In the study, a

Revised 28.04.2023 basic qualitative research design was adopted and criterion sampling was used to select

Accepted  01.09.2023 the study group. Qualitative data obtained through interviews with nine teachers who

graduated from six different universities were analyzed using descriptive analysis. The
findings showed that the types of knowledge that the participants needed following
their professional experiences and the evaluations they made of the teacher education
programs on this basis pointed to five problem areas. These are the identity problem,
content problem, learner problem, teaching problem and context problem. The types
of knowledge needed by teachers are self-knowledge, content knowledge, general
pedagogical knowledge, pedagogical content knowledge, and context knowledge,
respectively. Participants stated that the education they received during their
undergraduate education did not match the content they used in their professional
lives, and that while they should have carried out studies focused on improving their
language skills in the classroom environment, they took literature and theoretical
courses during their undergraduate education. Participants also stated that due to their
shortcomings in teaching language skills, they gave priority to teaching grammar in their
lessons and tried to fill the gap they experienced in teaching skills with grammar
teaching. Furthermore, it was observed that the participants were also in need of
knowledge and skills related to teacher training in subjects such as communication with
other stakeholders at school, knowledge of regulations, and communication with
administrators and parents.

Keywords:

Teacher Education Program,
Turkish Teacher,

Beginning Teacher,
Professional Experiences.
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Meslege Yeni Baslayan Tiirkce Ogretmenlerinin Karsilastigi Sorunlar:
Ogretmen Egitimi Programi Temelinde Bir incelenme

Makale Bilgisi Oz

DOI: 10.14812/cuefd. 1194569 Bg arastlrm?t.iz.:\, rneslege yeni basllayan-Ttlrkge 6gr-etmenlerinin karsilastig sorurIIarln

O0gretmen egitimi programi temelinde incelenmesi amaglanmistir. Bu amagla Tirkce
Makale Gegmisi: o6gretmelerinin ihtiya¢ duydugu bilgi tlrleri ve bunlarin 6gretmen egitimi programinda
Gelis 25.10.2022 isaret ettigi problem alanlari incelenmistir. Arastirmada temel nitel arastirma deseni
Diizeltme 28.04.2023 benimsenmis, calisma grubunun belirlenmesinde 6l¢lit 6rnekleme yonteminden
Kabul 01.09.2023 yararlanilmigtir. Alti farkli Gniversiteden mezun olan dokuz 6gretmenden gorisme

yoluyla elde edilen nitel veriler betimsel analiz ydntemiyle ¢6ziimlenmistir. Elde edilen
bulgular katihmcilarin mesleki deneyimleri sonrasinda ihtiyag duyduklari bilgi tirleri ve
bu temelde 6gretmen egitimi programlarina iliskin yaptiklari degerlendirmelerin bes
problem alanina isaret ettigini gdstermistir. Bunlar kimlik sorunu, igerik sorunu, 6grenen
sorunu, 6gretim sorunu ve baglam sorunudur. Ogretmenlerin ihtiya¢ duydugu bilgi
tirleri sirayla 6z bilgi, icerik bilgisi, genel pedagojik bilgi, pedagojik igerik bilgisi ve
baglam bilgisidir. Katiimcilar lisansta aldiklari egitimin meslek hayatlarinda kullandiklari

Anahtar Kelimeler:
Ogretmen Egitimi Program,
Tiirkge Ogretmeni,

Aday Ogretmen,

Mesleki Deneyim.
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icerikle ortismedigini, sinif ortaminda dil becerilerini gelistirme odaginda ¢alismalar
yurGtmeleri gerekirken lisans egitiminde edebiyat ve teorik agirlikli dersler aldiklarini

Arastirma Makalesi belirtmiglerdir. Katilimcilar dil becerilerinin  6gretimi konusundaki yetersizlikleri
nedeniyle derslerinde dil bilgisi 6gretimine agirlik verdiklerini ve beceri 6gretiminde
yasadiklari boslugu dil bilgisi 6gretimi ile doldurmaya galistiklarini ifade etmislerdir.
Ayrica katilimcilarin okulda diger paydaslarla iletisim, yonetmelik bilgisi, yoneticilerle ve
velilerle iletisim gibi konularda da 6gretmen egitimi konusunda bilgi ve beceri ihtiyaci
icinde olduklari gorilmustur.

Introduction

Teaching is a very complex process that requires the active use of high-order thinking skills. As well as
the challenging requirements of the teaching process, the teacher is expected to respond to the ever-
expanding and increasingly complex expectations under today’s conditions. In this regard, ensuring the
quality of teacher education programs is the first issue to be considered in the attempt to increase the
quality of education. Teacher education programs should be of sufficient quality to meet the needs and
expectations of the future as well as those of today (Sahin & Kartal, 2013). Teacher education programs
are built upon three basic categories. One of these is professional teaching knowledge courses. These
courses should teach candidates the answers to the questions “who, why, where, and how?” Another
category is pedagogical content knowledge courses. These are the courses that aim to impart pedagogical
content knowledge and skills related to the field of education. Finally, there are general knowledge
courses. These courses are functional in embedding small knowledge, fact and event categories into a
larger structure (KlUglikahmet, 2007). In teacher education programs, which are largely built on the
teacher knowledge base, the adequacy, functionality and quality of implementation of the program are
among the important issues as much as the courses themselves. Examining the quality of teacher
education programs in terms of meeting the professional needs of candidates is among the important
topics of teacher education research studies.

Nowadays, the quality issue in teacher education programs points to an important problem area. The
report published by the OECD (2005) presents the findings of research conducted with the participation
of 25 countries. These findings reveal that there are concerns about teachers’ qualitative shortcomings in
almost all countries. To put it more clearly, it is stated that teachers do not have the necessary knowledge
and skills to meet their professional needs. The report also raises concerns about the limited connections
between teachers’ professional development and school needs. In the light of this information, the
question of the extent to which the current teacher education programs provide the qualifications that
the world demands from teachers comes to the fore. A similar concern is expressed in the bulletin
published by the National Council for Accreditation of Teacher Education (NCATE, 2011). Teacher
education programs are also examined in the study conducted by TEDS-M (Teacher Education and
Development Study in Mathematics) with the participation of 81 universities from 39 US states. In the
study, it is stated that mathematics teacher education programs are not up to the task of creating
pedagogical content knowledge in candidates; it is also stated that the integration of theory and practice
is not sufficiently emphasized (Carnegie, 2010). Assessments of teacher education programs in Turkiye
also show that the practices in the programs are based on the transfer of theoretical knowledge and that
their functions are not understood at the desired level by candidates (Bayrak-Ozmutlu, 2022). It is stated
that in pre-service teacher education, there is insufficient emphasis on professional skills and their
inclusion in candidates’ practices. In addition, the lack of harmony between universities and the programs
of schools affiliated to the Ministry of National Education, and the inclusion in teaching programs of
courses that do not directly benefit teachers or subject matter teaching are among the other salient
issues. Furthermore, it is stated that pre-service teachers are not adequately equipped with skills such as
learning to learn, self-development, and lifelong learning (Glnes, 2016). Considering the criticisms made
of teacher education, it is not difficult to predict that a number of problems will emerge in the professional
lives of teachers based on their professional qualifications.
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The Teacher Knowledge Base

One of the main problem areas in teacher education programs is the issue of what a qualified teacher
should know. Studies on this subject, which are based on the concept of the teacher knowledge base,
have been seen since the 1980s. The teacher knowledge base was defined by Shulman and Sykes (1986)
as “the body of understanding and skills, and device and values, character and performance that together
constitute the ability to teach”. They analyzed this knowledge base in eight categories. These are content
knowledge, curricular knowledge, pedagogical content knowledge, general pedagogical knowledge,
knowledge of learners and their characteristics, knowledge of educational contexts, knowledge of the
desired educational outcomes, goals and values, and philosophical and historical knowledge of these. In
the same year, Shulman (1986) proposed a three-category model for the teacher knowledge base. These
categories are content knowledge, pedagogical content knowledge and curricular knowledge. Shulman’s
is not the only classification for the teacher knowledge base, and numerous other classifications of this
knowledge base can be seen (Elbaz, 1983; Calderhead, 1996; Grossman, 1990; Magnusson, Krajcik &
Borko, 1999; Morine-Dershimer & Kent, 1999; Abell, 2008). In each model, the knowledge and skill set
corresponding to the professional requirements of the teaching profession are examined on the basis of
different contents and concepts.

It is possible to transfer the discussion to the literature on Turkish teacher education programs based
on the scope of the study. In this context, when the literature is examined, it can be seen that different
studies have been conducted on undergraduate programs in Turkish teaching (1998, 2006 and 2018). For
example, Cifci (2011) compared the 1998 and 2006 curricula in terms of content and evaluated both
curricula on the axis of subject matter education. The same programs were also compared by Coban
(2010), who attempted to reveal the similarities and differences between the two. In the studies
conducted by Durukan and Maden (2011) and Ozkan and Sahbaz (2010), the 2006 curriculum was
evaluated based on the views of pre-service Turkish teachers. The 1998 Turkish teacher education
program was criticized by Cemiloglu (2005) from different perspectives, and the teaching content applied
at Uludag University was described. In the study conducted by Yalap, Demirgiines and Akay (2020), the
1998, 2006 and 2018 Turkish teacher education programs were examined in terms of implementation
problems through document review, and solutions to overcome these problems were proposed.

As can be seen, different studies have been conducted on Turkish teacher education programs, and in
these studies, the programs have been compared with each other and also evaluated based on the views
of pre-service teachers. However, no other study has been found that examines the undergraduate
program in Turkish teaching based on the experiences of beginning teachers. In this study, an attempt has
been made to present a view of the current state of the Turkish teacher education program based on the
experiences of teachers who have recently entered the profession. This view presented in the study has
been examined in terms of the types of knowledge needed by teachers in the process of their professional
practices. These types of knowledge indicate the knowledge and skills that the participants were unable
to acquire during the teacher education process. In this way, the research findings make it possible to
evaluate the pre-service teacher education programs. Moreover, the analysis makes it possible to see
which knowledge and skills needed by the participants in the teaching experience process correspond to
which type of knowledge in the teacher knowledge base. The question to be answered in the study can
be seen below:

a. What are the types of knowledge needed by Turkish teachers and what are the problem areas
they point to in the teacher education program?

Method
Research Model

The study was carried out with a basic qualitative research design. The purpose of this design is to
examine how people make sense of their lives and experiences (Merriam, 2009). In this design, the focus
is on the way people interpret their experiences and the meanings they ascribe to them. Merriam states
that the basic qualitative research design has a high potential for evaluating educational processes
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(Worthington, 2013). In this respect, this design emerges as a suitable design for examining how teaching
programs are interpreted on the basis of participants’ experiences and for making a number of inferences
on this basis. Therefore, a basic qualitative research design was adopted in this study, which was carried
out based on the evaluations of the participants about the pre-service teacher education program
following their professional experiences.

Participants

The participants in the study were selected by criterion sampling. The basic criteria for selecting the
participating teachers were graduating from an undergraduate Turkish language teaching program and
having a maximum of two years’ teaching experience. Nine teachers determined in accordance with these
basic criteria were included in the study on a voluntary basis. The demographic characteristics of the
participants are shown in Table 1.

Table 1.
Demographic Characteristics of Participants
Participant Gender Place of Duty Seniority  Year of Faculty of Graduation
Code (Province/Town) Graduation
Derin-P1 Female Istanbul/Gaziosman- 4 months 2018 Agri  Ibrahim  Cegen
pasa Faculty of Education
Defne-P2 Female Hakkari/ Yuksekova 1 years 2020 Aydin Adnan Menderes
Faculty of Education
Nesrin-P3 Female Van/Ercis 2 years 2017 Atatlirk Kazim Karabekir
Faculty of Education
Seda-P4 Female Istanbul/Gaziosman- 4 months 2020 Ordu University Faculty
pasa of Education
Yeliz-P5 Female Van/Ercis 2 years 2018 Denizli Pamukkale
Faculty of Education
Ahmet-P6 Male Gaziantep/ Sahinbey 2 years 2020 Samsun 19 Mayis Faculty
of Education
Efe-P7 Male Batman/ Merkez 9 months 2020 Aydin Adnan Menderes
Faculty of Education
Ece-P8 Female Istanbul/ 4 months 2021 Aydin Adnan Menderes
Zeytinburnu Faculty of Education
Selen-P9 Female Van/Ercis 2 years 2016 Samsun 19 Mayis Faculty

of Education

Data Collection Tools

In the study, a semi-structured interview form was used in the data collection process. The data
collection tool was developed by the two researchers. At the first stage, the researchers came together
and made a general assessment within the scope of the purpose, importance and possible outcomes of
this study. Then, other studies conducted in this context were examined in detail and the measurement
tools used in similar studies were reviewed. Following the review, a pool of questions was created. Each
question was discussed on the basis of its capacity to elicit the information needed within the context of
the research questions. Following this review and critical evaluations, the draft data collection tool
attained its initial form. Then, a pilot implementation of the draft data collection tool was made with a
teacher. Following this implementation, the researchers made assessments based on the compatibility of
the responses given to the data collection tool with the research question, the duration of the interview,
and the clarity of the questions. Probing questions were developed in order to obtain in-depth
information and alternatives to each question in case of potential problems that might occur during the
implementation process. Following the studies carried out after the pilot implementation, the data
collection tool was finalized.
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Data Collection Process

The interview dates were first determined with the study group selected in line with the aims of the
research. Each teacher decided on the day and time of the interview. Interviews were conducted via
Google Meet software during these time periods. The interviews lasted between 20 and 50 minutes and
were recorded with the permission of the participants. The recordings were deciphered by the researcher
who conducted the interviews, and shared with two of the participants and checked. During the
interviews, an attempt was made to obtain more detailed information from the participants by asking
probing questions when considered necessary. Ethical committee approval for this study was obtained
from the Social and Human Sciences Research Ethics Committee of Ordu University (dated 06.10.2022
and numbered 2022-175).

Data Analysis

First stage: Prior to open coding, the data set was read twice from beginning to end. After this reading,
the coding process on the data set was begun. During this process, the data set was segmented into
sentences or paragraphs that reflected the teachers’ experience-based assessments, inferences,
interpretations and explanations. The coding for the first sub-question of the study comprises the
knowledge needed by the participants in the process of their professional experience and their
evaluations of the teacher education programs in terms of imparting this knowledge. After this procedure,
264 sentences or paragraphs reflecting experience-based evaluations, inferences, interpretations and
explanations were determined from the data set. In the open coding process, each expression was coded
using in vivo codes. All analysis in the study was carried out on these codes.

Second stage: This stage involves a process in which codes are classified on the basis of categories.
During this process, which is also known as axial coding, the data that have been segmented and coded
in open coding are classified into categories.

Third stage: At this stage, there are codes related to the knowledge and skills needed by teachers and
their evaluations of teacher education programs on this basis. Due to the nature of the data collection
tool, the coding for this sub-question has a two-element structure. The first element is the types of
knowledge that teachers need. The other element, which is also related to the first element, is the
evaluations of the teacher education program, in which there are problems in meeting teachers’
knowledge needs. The classifications made by Morine-Dershimer and Kent (1999) and Grossman (1990)
based on the professional knowledge of teachers were used to categorize the types of knowledge that
teachers need. After the adaptation study of these classifications, five types of professional knowledge
were used to categorize the types of knowledge that teachers need. These are content knowledge,
general pedagogical knowledge, pedagogical content knowledge, context knowledge and self-knowledge.
In this analysis, the aim was also to highlight the problem areas of teacher education programs on the
basis of teachers’ assessments of their needs that were not met by the teacher education programs. In
the study, Johann Friedrich Herbart’s didactic triangle (Kansanen & Meri, 1999, p. 113) was used to classify
the problem areas in teacher education programs. This triangle is considered to be an appropriate
category system for examining the problem areas of teacher education programs in terms of including all
the elements surrounding the professional life of the teacher. The general appearance of the codes after
classification is shown below.

Table 2.

Problem areas in teacher education programs and the teacher knowledge base they point to
Type of knowledge needed Problem area of TTEP indicated
Content knowledge Content Problem Area 62
General pedagogical knowledge Learner Problem Area 59
Pedagogical content knowledge Teaching Problem Area 103
Context knowledge Context Problem Area 30
Self-knowledge Teacher Problem Area 10

* TTEP: Turkish Teacher Education Program
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Validity and Reliability

When carrying out this study, a number of validity and reliability requirements recommended for
qualitative research were fulfilled. The use of extensive data and the use of tables for recording data are
expressed within the scope of reliability requirements in qualitative research (Thakur & Chetty, 2020).
Within this framework, all interviews conducted in the study were audio recorded and deciphered by one
of the researchers. In this way, all interview data were included in the analysis process. In addition,
analysis of the research data was carried out using MAXQDA software. Furthermore, all the details about
the procedure followed in the research, starting from the development of the data collection tools until
the analysis findings were achieved, are stated in detail in the method section (Creswell & Miller, 2000).
In qualitative research, one of the external validity requirements is purposive sampling and clarification
of inclusion/exclusion criteria (Guba & Lincoln, 1982). In this context, individuals with the potential to
make a difference in terms of the characteristics examined in the research should be selected as
participants. In this respect, in this study, which presents an analysis of teacher education programs,
teachers who graduated from six different universities were interviewed. Another important criterion in
this regard is the schools where teachers work. It is thought that the characteristics of the schools where
teachers work are potentially determinative in their evaluations of teacher education programs.
Therefore, in the study, the interviews were conducted with teachers working in seven different schools.
Moreover, the research analysis was carried out with the understanding of continuous comparison, in
which every difference in perspectives is highlighted on the basis of a category. In this respect, both the
selection of the participants and the approach adopted in the analysis increase the representative power
of the study. On the basis of the reliability requirement in qualitative research, it is recommended that
direct quotations be included (Guba & Lincoln, 1982). In the study, direct quotations from each sub-
category have been presented together with the code names of the participants. In order to reduce bias
in research, interaction with other researchers is recommended (Meriam, 2009; Patton, 2014). This study
was conducted in a process in which the two researchers, one an expert in Curriculum Development in
Education and the other an expert in Turkish Education, were in constant interaction from the beginning
to the end of the research. Objectivity in qualitative research is defined as a requirement that the
researcher should consider his or her own role in the research. Therefore, it is stated that qualitative
researchers should make a conscious effort to capture the thought processes and reflections associated
with all aspects of the study in the study report (Coleman, 2022). This requirement was taken into
consideration in all parts of the study and an attempt was made to fulfill this requirement under the title
of “role of the researcher”. Then, the researchers performed a consensus study on the analysis findings.
Consistency between coders was found to be .92 based on the Miles and Huberman formula (Miles &
Huberman, 1994).

Role of the Researcher

The researchers are employed as lecturers in the fields of Turkish Education and Classroom Education.
The researchers’ experiences with undergraduate and postgraduate students and the time they spent in
practicum schools led them towards the topic of this study. The researchers observed that there were
gaps between the content learnt by teachers during their undergraduate education and their professional
experiences after this education, and that teachers had difficulties in many subjects. For this reason, the
researchers decided to conduct a study on the difficulties faced by teachers and the source of those
difficulties, and so the interviews were held with Turkish teachers who had recently entered the
profession. By assuming the role of both a teacher educator and a teacher in the data collection process,
environments were created that would allow the beginning teachers to express themselves more easily.
The main role of the researchers as teacher educators in this study is to increase the quality of Turkish
teacher education programs, and by seeing the problems experienced, to attempt to take scientific steps
towards solving these.

Findings

The findings regarding the types of knowledge needed by Turkish teachers and the problem areas in
the teacher education program they point to are shown in Table 3.
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Table 3.

Problem areas in teacher education programs and teacher knowledge base they point to

Teacher Problem Questions Needing Sub-Category
Knowledge Areas Answers
Base
Self- Identity Who am I? | did not feel like a future teacher.
Knowledge  Problem | did not think like a future teacher.
I need to know myself.
Content Content What will | teach? | learned mainly literature-based content, not
Knowledge  Problem language skills.
| did not see the content that | would teach.
General Learner Who will | teach? | cannot generate solutions to problematic
Pedagogical Problem behaviors.
Knowledge | cannot communicate effectively with students.
| cannot analyze my students’ cognitive and
developmental characteristics.
| cannot deal with student diversity.
Pedagogical Teaching How will | teach? How will | teach language skills?
Content Problem How will | carry out differentiated teaching
Knowledge practices?
How will | carry out inclusive teaching practices?
How will | think high-level in teaching situations?
Context Context Where will | teach? | am unfamiliar with the classroom environment.
Knowledge  Problem I am unfamiliar with the school environment.

I am unfamiliar with the culture surrounding the
school.

The research shows that there are five problem areas related to the teacher education program. The
first of these problem areas is that of identity. The identity problem points to the unmet needs of teacher
candidates in terms of feeling and thinking like a teacher and knowing themselves in this context, which
they need especially in the first years of their undergraduate education. Participants stated that the
courses they took during their undergraduate education would become functional through the identity of
being a teacher. This explanation suggests that there are deficiencies in teacher education programs in
terms of practices that will strengthen the self-knowledge base.

For example, an orientation activity could have been done at university. Teachers have expectations
from their students, professor, they could have explained them to us or they could have asked us in
the same way: “Okay, you are here, what are your expectations?”. If we could have understood them,
they (the faculty members) could have tried to understand us (the pre-service teachers). Now, since
these things were not done, naturally, there was no such pleasure within us towards our own faculty
(Derin-P1).

Well, when | started at the Faculty of Education, | started by thinking | would have a profession. |
entered saying “That’s why I’'m going to class... that teacher (lecturer) is there....” But if | had known,
| would have attended classes more to become a qualified teacher. In other words, when | attended
those classes, | would have listened more with my ears open (Defne-P2).

The second problem area is that of the content problem. All participants stated that literature was
given more priority than language skills during their teacher education. It is not difficult to say that this
problem area is also the source of other problem areas. Teachers who encountered the Turkish Language
Curriculum, and who expected to improve their language skills themselves after a literature-based
education, stated that they faced a serious incompatibility problem.

In my opinion, the duty of our Turkish teachers is to equip children with the four basic language skills.
But we go through the literature-based program and we learn different subjects. | don’t know how |
can implement these in class (Selen-P9).

673



Kanik Uysal & Bayrak Ozmutlu — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 52(3), 2023, 667-695

| would like education faculties to focus much more on the four basic skills rather than mostly on
Literature and Language Theories (Ahmet-P7).

Participants stated that they focused on teaching grammar in lessons because of their shortcomings in
teaching the skills.

How will | improve these children’s reading? | see their written texts the next day. Their writing is
poor. What can | do for these children to write? Well, | don’t know how to summarize very well myself,
you need to know a number of things, you need to know the strategies. You don’t know that, either.
But how will you teach a main idea, summarizing, creating a story map, | don’t know, question
forming... These are things that require high-order thinking skills. We do not know these fully so how
can we pass them on to the child. What’s going on here? When we go into the classroom, we turn on
the board because it’s easier to explain grammar this time, come on children, write it in your
notebooks, where do we use full stops and where do we use commas? The other skills are neglected
(Selen).

The incompatibility of the content in the teacher education program led teachers to use content they
already knew before their undergraduate education.

At university, we did not learn the information that we would teach. | teach grammar here with my
high school and middle school grammar. | don’t even mention or go into the skill areas in any way...
(Seda).

The teachers, who stated that the content of the curriculum was “high-level”, experienced the
situation of not learning the content they would to teach to the learner group facing them.

There is a serious difference in the curriculum between what | was taught and what | should teach to
the student. Frankly, | had a bit of a problem bringing that pedantic knowledge down to the level of
the children (Efe).

In grammar, we used to examine a word right down to its letters. Well, now | don’t have them (the
students) do it, and | already don’t have an area of application here. The thing | have done the most
up to now is separating the root of a word and its suffix or separating the derivational and inflectional
suffix (Derin).

Another problem area expressed in teacher education programs is that of the learner problem. The
participants’ assessments show that undergraduate education did not bring candidates face to face with
learners, a situation which caused teachers to face many difficulties, especially in getting to know students
and communicating effectively with them.

For example, sometimes when | enter the classroom, the student wants to tell me something, but |
can’t understand what he means. In fact, | can understand very easily, but | can’t understand because
I am only just coming face to face with the student (Seda).

Another sub-category of the learner problem area shows that teachers had a deficiency, which was
not met during their undergraduate education, of knowledge and skills in creating solutions for learners’
problem behaviors.

In listening teaching, for example, now | enter the classroom, the children are pulling each other’s
hair, someone is biting someone’s arm, and then | take the children beside me. “What’s the problem?”
| say. Both sides are talking at once. | can’t understand anything in this situation. Yes, since our
listening training is always theoretical... What are the stages of listening? What am | going to do about
this, professor? If I'm at school, if | don’t have anything, if | don’t want to be a university lecturer or
something. | wish they hadn’t taught me the stages of listening. How can they listen to me when there
are things like these? Now when the children fight there, | feel sorry about that, too. | am also angry
with them. So | can’t listen to them either (Derin).

It can be seen that the participants needed the knowledge and skills to be able to communicate
effectively with students.

More communication with students, for example, this is very important. Sometimes there’s a naughty
student, he’s doing something, and you don’t know what to do at that moment. And then, they have
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needs, there are students who need love. For example, | have done something regarding how we
should behave towards them according to my experience, my own situation. | do things for the
students, but however much | do, this falls rather short (Defne).

Another type of knowledge and skill that teachers did not acquire during their undergraduate
education but that they needed after their professional experience was to get to know students in a
cognitive, developmental and affective sense. It can be seen that they had unmet needs during their
undergraduate education in terms of making a number of inferences based on their observations about
students.

It is important for us to know the characteristics of the child’s developmental period and learning
characteristics. | feel the need to know more about this (Ahmet).

What | need most is to be able to really know the world of children. | don't just want to teach, | really
want to integrate with them, but | am also aware of that in terms of integration, unfortunately | can't
achieve this very much right now... In no way did | receive any theoretical knowledge at the faculty
for meeting these needs. Unfortunately | did not receive any (Derin).

Another problem area in teacher education programs is the teaching problem. In this problem area,
the deficiencies brought by the teachers from the content and learner areas became more visible during
the implementation of classroom teaching practices.

Well now, | didn’t receive any theoretical knowledge there, or rather, what was theoretical was not
put into practice, I’'m going on to the practice, but there was no theory anyway. That’s why | can’t
concretize the subjects, professor. | want to prepare something, yes, material, for example, but | don’t
know what to prepare or how... | always look on YouTube, or there are groups who were assigned
before me, | follow them. | look at what they do. With them too, you see, not every child’s level is the
same. | can’timplement everything he does. Professor, in terms of skill, | consider myself very deficient
in this regard (Derin).

Another skill that teachers needed regarding the teaching process was to carry out teaching
appropriate for the student’s level. It can be seen that there was a problem regarding the Turkish teacher
education programs in terms of imparting pedagogical content knowledge.

| don’t think we’ve received adequate training on how to teach a fifth or a sixth grade child better or
to go down to their level. We just became very involved and took the grammar course... | don’t think
| learned how to teach grammar to the same extent that | learned grammar (Ece).

It can be seen that in the teaching process, teachers needed to have the knowledge and skills to
perform inclusive teaching practices efficiently. It is observed that teachers could not acquire this type of
knowledge, which corresponds to pedagogical content knowledge, within the framework of teacher
education programs. This indicates the existence of a teaching-related problem area in teacher education
programs. It can be seen that trainee teachers who began teaching in multicultural and multilingual
regions were not sufficiently equipped to cope with the diversity there.

We have students from Georgia. We have students from Northern Irag. Recently, we counted 7
different countries. What will happen now? The children of our own country are already not very good
at reading. The other students aren’t very good at reading, either. I’'m teaching a reading skills elective
course. For example, | can’t apply the outcomes. The reason why | don’t apply them is this: | tried this
because | didn’t know the children’s level and | was sad afterwards. | even tried to start from the
outcomes for 2 weeks or so. | prepared activities, | went to school. Then | saw that the child cannot
remember the paragraph he has read above, he cannot extract the main idea or anything. He doesn’t
know anything about the main emotion and so on. | said I'd take a look at their reading, most of them
don’t know how. They syllabify, | enter the fifth grade, it’s not once, it’s not twice, it’s not 3 times, it’s
not 4 times, | felt inadequate for them regarding syllabification, for example. My aim was not to make
them read faster, nor was it that everyone should read at the same level here. | felt that | could not
discern their deficiency there. Maybe if | had noticed their deficiencies, | could have taught them
different reading skills. Now, since it was like this, because | didn’t learn anything in theory, well,
unfortunately, this is what | did: | just had them read a book for 35 minutes, as | couldn’t do anything
else (Derin).
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The last problem area seen in the Turkish teacher education programs is that of context. It can be seen
that teachers were very unfamiliar with the classroom, school and social context. In the first sub-category,
it is observed that participants were unaccustomed to the classroom environment and were unfamiliar
with the experiences that awaited them in a classroom.

Teachers should be in more contact with students. | graduated from the Faculty of Education. Yes, |
have a store of knowledge, but when | was first appointed, | did not know what to do when | went to
school. | could hardly teach. | went on working and working, because teaching there is different, going
there, reading from a book and having knowledge are very different. There really is a difference
(Defne).

Regarding their teacher training, it can be seen that the participants were in need of knowledge and
skills in subjects such as communication with other stakeholders at school, knowledge of regulations, and
communication with administrators.

Knowledge of regulations. For example, | would have liked to have knowledge of regulations in the
years when | first started, because you have problems with the administration. There are some things
you should know, especially in the candidate teaching process. If you do not know these things, the
administration can cause problems for you (Efe).

The issue of correctly reading the conditions surrounding the school and of generating effective
solutions to the problems experienced in this context emerged as a problem which was not developed
during the undergraduate education process and which the candidate needed knowledge and skills to
solve. All these findings reveal that the Turkish teachers faced multiple difficulties in their professional
experiences.

Conclusion & Discussion

This study aims to examine the problems faced by Turkish teachers who have recently entered the
profession, based on their professional experiences. Accordingly, the types of knowledge that Turkish
teachers need in the first years of their profession and the problem areas that these point to in the teacher
education program have been examined. Based on the data obtained from the participants, it has been
determined which types of knowledge in the teachers’ professional knowledge base these problem areas
correspond to. Examining how these types of knowledge, which are considered to play an important role
in teachers’ professional development, appear after the short-term experiences of teachers who are new
to the profession will undoubtedly provide important feedback related to teacher education programs.

The research findings reveal that the types of knowledge that the participants needed after their
professional experiences and the evaluations they made of teacher education programs on this basis point
to five problem areas. These are the identity problem, content problem, learner problem, teaching
problem and context problem. The types of knowledge needed by teachers are, respectively, self-
knowledge, content knowledge, general pedagogical knowledge, pedagogical content knowledge, and
context knowledge. The first problem area that teachers faced was the problem of identity, and this area
pointed to a lack of self-knowledge. Participants stated that they did not feel like teachers during their
undergraduate years, did not have sufficient awareness of the profession they would perform, and had
shortcomings in terms of knowing themselves. On the basis of these deficiencies, it is thought that many
factors, including the process of choosing the faculty of education, were effective. The study conducted
by Duru (2022) showed that the scores obtained by teacher candidates in the university entrance exam
had the most effect on their preference for the faculty of education. This reveals that there are a number
of obligations beyond personal characteristics or interests in the selection of the teaching profession, and
therefore, this reveals that teacher education programs should make an effort to foster a teacher identity
in pre-service teachers from the first year onwards. The results obtained in this study showed that the
Turkish teacher training program did not sufficiently foster this awareness in the teacher candidates. In
the study conducted by Deniz (2022), it was concluded that there were important problems regarding the
formation and development of teachers’ professional identities in teacher education. The identity
problem points to the unmet needs of the candidates in terms of feeling and thinking like a teacher and
knowing themselves in this context, which they need especially in the first years of their undergraduate
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education. This situation suggests that there are deficiencies in Turkish teacher education programs in
terms of practices that will strengthen the self-knowledge base.

Another problem faced by the participants was the content problem, which indicates a lack of content
knowledge. Participants stated that the education they received as undergraduates did not match the
content they used in their professional lives, and that while they had to conduct activities focused on
improving language skills in the classroom environment, they took literature-based courses during their
undergraduate education. All participants stated that literature was given more priority than language
skills in their teacher education and that theoretical knowledge rather than practice was included in skills
courses. This finding that theoretical courses were given more priority than practice in undergraduate
education is similar to many studies in the literature (Cakmak, 2013, Erglinay & Adigiizel, 2019; Guvendir,
2017; Ozkan & Sahbaz, 2010). In the study carried out by Ozkan and Sahbaz (2010), it was determined
that the applied content in undergraduate Turkish teaching education was inadequate. In the study
conducted by Durukan and Alver (2008), it was seen that teachers considered their pre-service and in-
service training insufficient and stated that the undergraduate courses they took remained at the
theoretical level, while the necessary importance was not given to practice. In the Higher Education
Council (YOK, 1998: 4) study entitled “Education Faculty Teacher Training Undergraduate Programs”, “the
discrepancy between the course content of the undergraduate program and the course content at the
school level, and the neglect of practice by giving priority to theoretical courses in the undergraduate
program” were emphasized and evaluated as a problem. All of the above show that pre-service teachers
are not sufficiently equipped to transfer the theoretical knowledge they learned in their undergraduate
education to the classroom environment. For this reason, during the undergraduate education process,
practical studies should be carried out productively both within the scope of other courses and through
teaching practice courses. Goger (2020) states that it is important to carry out micro-teaching practices in
order to give pre-service teachers the opportunity to practice, and that these practices offer pre-service
teachers an invaluable opportunity for experience so as to feel ready for the profession by providing them
with a pedagogical perspective. Indeed, other studies conducted on this subject (Aydin, 2013; Gdger,
2016) have also shown that microteaching practices allow Turkish teachers to feel more prepared for the
profession. Yalap et al. (2020) stated that an “Education/Classroom Scenarios” course can be added to
the program and that this course will help pre-service teachers to solve problems by giving them the
opportunity to gain experience.

The most basic problem stressed by the participants was the lack of adequate training for skills courses
during their undergraduate education. The fact that the Turkish course is a skills-based course imposes
the responsibility for developing language skills on this course (Kurudayioglu & Cetin, 2015), yet the
inability of teaching programs to support pre-service teachers in this regard leads to the training of Turkish
teachers who are incompetent in their field. It can be seen that pre-service teachers who do not encounter
practical course content in basic courses, such as reading, writing, speaking and listening, are deprived of
the content knowledge that can be transferred to their professional lives. This deficiency and inadequacy
also have an impact on student achievement, and studies conducted in the literature have revealed that
students fail in reading (Bilge & Sagir, 2017; Hanedar, 2011), writing (Kan & Erbas, 2017; Mildiir & Cevik,
2019), speaking (Sever & Topcuoglu Unal, 2019; Teksan & Karaca, 2021) and listening (Arslan, 2013;
Dogan, 2007). These studies reveal the fact that Turkish students cannot achieve sufficient success in
comprehension and expression skills and cannot become competent in language skills. Although there are
many reasons underlying this lack of success, in the study conducted by Arslan (2017), it was concluded
that language skills teaching in Turkey falls behind grammar teaching and that Turkish teaching is
grammar-oriented. The Turkish teachers who participated in this study also stated that they focused on
grammar teaching in their lessons due to their shortcomings in teaching language skills, and that they
tried to fill the gap they experienced in skills teaching with grammar teaching. Based on the participants’
statements, it can be concluded that they were unable to use grammar teaching for improving language
skills and that they made do with teaching grammar rules to their students. This result also corresponds
with the results of similar studies conducted in the literature (Arslan, 2017; Cer, 2017; iscan & Kolukisa,
2010). Cer’s (2017) study revealed that Turkish teachers gave priority to teaching grammar rules in their
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lessons, while Arslan’s (2017) study showed that grammar teaching was given priority while the four basic
language skills were not given due importance in Turkish teaching. It was stated by iscan and Kolukisa
(2010) that teachers were content to have students memorize the rules in grammar teaching.

Another of the participants’ existing problems was the teaching problem, and this area corresponds
to the teacher’s pedagogical content knowledge in their professional knowledge base. In the teaching
problem area, the deficiencies brought by teachers from the content area negatively affected the
implementation of the classroom teaching process. Participants stated that they could not obtain
professional knowledge for the teaching of language skills during their undergraduate education, and that
they had shortcomings in carrying out teaching appropriate for the level of the student, which is another
skill they need. Based on the participants’ statements, it can be seen that they could not simplify the
content according to the level of the student and that they experienced problems and had difficulties in
this area. It is observed that these problems in teaching and planning appropriate for the student’s level
are in line with other research findings in the literature (Kozikoglu & Senemoglu, 2018). Similar results
were obtained in the study carried out by Kozikoglu and Senemoglu (2018), and it was seen that teachers
who were new to the profession had difficulties in planning and implementing instruction appropriate for
the level of the students. This situation points to the learner problem, which is another problem area
expressed in relation to teacher education programs. The participants’ assessments show that their
undergraduate education did not bring candidates face to face with learners. This caused teachers to
encounter many difficulties, especially in getting to know students, communicating with them effectively,
and teaching lessons appropriate for their level. The type of knowledge corresponding to this problem
area expressed in the teachers’ professional knowledge base is general pedagogical knowledge. It can be
seen that the participants also needed knowledge and skills to communicate effectively with students. It
is thought that these needs arose from not knowing the student before entering the profession and from
not gaining enough experience about their characteristics. One of the reasons for these problems is that
none of the practical courses in education faculties are conducted with secondary school students in a
real classroom environment. Pre-service teachers encounter secondary school students and the school
environment for the first time in the fourth grade, which is a very late encounter. This problem has also
been raised by different researchers (Kavas & Bugay, 2009; Yalap et al., 2020), and it is stated that teaching
practice courses are inadequate and unproductive. Yalap et al. (2020) stated that in order to increase the
quality of this course, lesson observation should be conducted over two semesters (5 and 6), while lesson
teaching practice should also be carried out over two semesters (7 and 8). All of the above show that the
teaching practice course should be revised in terms of both quantity and quality.

Stating that field practices in teacher education should be increased and monitored very closely,
Darling-Hammond (2006) emphasized that the bond with schools should be strengthened for this
purpose. Failure to strengthen this bond causes teachers to experience context problems, and this
corresponds to the context problem seen in the teacher education programs. In this study, it was observed
that the participants were not accustomed to the classroom environment and were unfamiliar with the
experiences that awaited them in a classroom. This situation can be considered as the extension of a
teacher education approach that allows candidates limited school-based experience. It was observed that
the participants needed knowledge and skills in teacher training for subjects such as communication with
other stakeholders at school, information on regulations, and communication with administrators. These
results are in line with those of similar studies conducted in the literature (Erdemir, 2007; Gomleksiz, Kan,
Bicer & Yetkiner, 2010; Korkmaz, 1999; Sari & Altun, 2015; Yilmaz & Tepebas, 2011). It can be seen that
teachers were unfamiliar with the classroom, school and social context and had difficulties in
communicating with the school management, colleagues and parents. Teaching is carried out in a context
that starts from the classroom and progresses as far as society. Therefore, pre-service teachers should be
taught the skills of correctly reading the conditions surrounding the school and producing solutions for
them.

The results obtained in this study show that the participants were not professionally equipped with
self-knowledge, content knowledge, general pedagogical knowledge, pedagogical content knowledge and
context knowledge, and that they did not receive teacher training aimed at this. These findings regarding
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the types of knowledge needed by Turkish teachers support the results of studies conducted in the
literature (Cer, 2017; Saracaloglu, Karasakaloglu & Gencel, 2010; Sengtil, 2012). It is thought that the
reasons for the problems experienced by Turkish teachers and their inadequacies in field education
include the distribution of courses in the curriculum, the lack of practical work due to emphasis on
theoretical courses, and the postponement of teaching practice courses until the final year.

In order to prevent all these problems, it is clear that theoretical courses and literature in Turkish
teacher education programs should be repositioned. This structure, which has been carried up to the
present day as the shaping of the historical context, needs to be rediscussed on the basis of today’s
conditions and the requirements of the future world. Considering the current state of language skills and
Turkey’s performance in reading comprehension in national and international exams (Ministry of National
Education Research and Development Department [MEB-EARGED], 2003; MEB, 2019a; MEB, 2019b), one
of the first steps to be taken in solving this problem is undoubtedly the teacher training programs. Turkish
teachers are required to graduate at a level where they can master the teaching of language skills and
design and implement language skills based on a wide variety of students and contexts. Therefore, it is
clear that in teacher education programs, time and energy should not be wasted with content that will
not serve teachers in a professional context and whose function is in question. It can be seen that Turkish
teacher education urgently needs to take a new position within the framework of the requirements of the
future world and within today’s landscape. Based on all the above and in line with the findings of this
study, the following recommendations can be made:

e Practices that will strengthen the self-knowledge base should be included in Turkish teacher
education programs.

¢ The contents of Turkish teacher education programs should be revised in such a way as to allow pre-
service teachers to graduate as professionals specialized in teaching language skills.

¢ School experience or teaching practice courses should be started by the third grade at the latest,
without leaving them until the fourth grade, since the last grade is too late to confront teacher candidates
with practice environments.

¢ In order familiarize them with the classroom and school environment, ways should be sought for
teacher candidates in undergraduate education to spend more time in practice schools.

¢ For teacher candidates to be adequately equipped in terms of the structure and characteristics of
the society they live in and the reflection of those conditions in the classroom, the content of sociology of
education courses conducted in undergraduate education should be restructured in the context of this
requirement.

¢ In undergraduate education, practices that allow pre-service teachers to get to know students
cognitively, emotionally and developmentally and that enable them to improve students on the basis of
language skills (observation, action research, etc.) should be carried out.

e Project studies should be carried out that will strengthen communication between the school,
university, teachers and faculty members.
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Tiirkge Siirimui

Girig

Ogretim, cok karmasik ve ist diizey diisiinme becerilerinin aktif kullanimini gerektiren bir siirectir.
Ogretim siirecinin zorlayici gerekliliklerine ek olarak 6gretmenden giinimiiz kosullarinin giderek
genisleyen ve karmasiklasan beklentilerine cevap vermesi beklenmektedir. Bu bakimdan 6gretmen egitimi
programlarinin niteligini saglamak egitimin niteligini artirma girisiminde ilk dikkate alinmasi gereken
konudur. Ogretmen egitimi programlarinin bugiiniin oldugu kadar gelecegin ihtiyac ve beklentilerine
cevap verebilecek nitelige sahip olmasi gerekmektedir (Sahin ve Kartal, 2013). Ogretmen egitimi
programlari ¢ temel kategori lizerine insa edilmektedir. Bunlardan biri 6gretmenlik meslek bilgisi
dersleridir. Bu dersler adaylara “kim, nigin, nerede, nasil 6gretmelidir?” sorularina cevap verir. Diger
kategori ise alan bilgisi dersleridir. Bu dersler 6gretim alani hakkinda alan bilgi ve beceri kazandirmayi
amaglayan derslerdir. Son olarak genel kiiltir dersleri gelmektedir. Bu dersler ise kiiglik bilgi, olgu ve olay
kategorilerini blylik yapiya oturtma konusunda islevseldir (Kiicikahmet, 2007). Biyik oranda 6gretmen
bilgi tabani tizerine inga edilmis olan 6gretmen egitimi programlarinda dersler kadar, programin yeterliligi,
islevselligi ve uygulama kalitesinin durumu da 6nemli noktalar arasindadir. Adaylarin mesleki ihtiyaglarina
cevap verme konusunda 6gretmen egitimi programlarinin sahip oldugu niteligin incelenmesi 6gretmen
egitimi arastirmalarinin 6nemli konulari arasindadir.

Buglin 6gretmen egitimi programlarinin nitelik sorunu 6nemli bir problem alanina isaret etmektedir.
OECD (2005) tarafindan yayinlanan rapor 25 llkenin katihmi ile gergeklestirilen arastirma bulgularini
sunmaktadir. Bulgular hemen hemen tiim tlkelerde 6gretmenlerin niteliksel eksiklikleriyle ilgili endiseler
oldugunu gostermektedir. Daha acik olarak ifade etmek gerekirse 6gretmenlerin mesleki ihtiyaclarini
karsilayacak bilgi ve becerilere sahip olmadigi ifade edilmektedir. Raporda ayrica 6gretmenlerin mesleki
gelisimi ve okul ihtiyaglari arasindaki sinirli baglantilarla ilgili endiseler dile getirilmektedir. Mevcut
O0gretmen egitimi programlarinin diinyanin 6gretmenden talep ettigi nitelikleri hangi oranda karsiladig
sorusu bu bilgiler 1siginda giindeme gelmektedir. Benzer bir endise Ulusal Ogretmen Egitimi Akreditasyonu
Konseyi (NCATE, 2011) tarafindan yayinlanan biltende de dile getirilmistir. TEDS-M (Matematikte
Ogretmen Egitimi ve Gelisimi Arastirmasi) tarafindan yiiriitiilen 39 eyaletten 81 iiniversitenin katilimiyla
gerceklestirilen arastirmada 6gretmen egitimi programlari izerinde ¢alisiimistir. Arastirmada matematik
o0gretmen egitimi programlarinin adaylarda alan bilgisi olusturmada yetersiz kaldigi; ayrica kuram ve
uygulama entegrasyonu Uzerinde yeteri kadar durulmadigi ifade edilmistir (Carnegie, 2010). Turkiye’deki
O0gretmen egitimi programlarina iliskin degerlendirmeler de programlardaki uygulamalarin kuramsal
bilginin aktarimina dayali olup islevlerinin adaylar tarafindan istenildigi dizeyde anlasilmadigini
géstermektedir (Bayrak-Ozmutlu, 2022). Hizmet 6ncesi 88retmen egitiminde mesleki beceriler ve bunlarin
adaylarin uygulamalarinda yer bulmasi (zerinde yeterince durulmadigi dile getiriimektedir. Bunlara ek
olarak Universite ve Milli Egitime bagh okul programlari arasinda uyumun olmamasi ve 6gretmenlik
programlarinda 6gretmene ve alan 6gretimine dogrudan katkisi olmayan derslerin bulunmasi 6ne gikan
diger konular arasindadir. Diger yandan adaylara 6grenmeyi 6grenme, kendini gelistirme, yasam boyu
dgrenme gibi becerilerin yeterince kazandiriimadigi da dile getiriimektedir (Giines, 2016). Ogretmen
egitimine getirilen elestiriler dikkate alindiginda Ogretmenlerin profesyonel hayatlarinda mesleki
niteliklerine dayali birtakim sorunlarin kendini gosterecegi 6ngérmek zor degildir.

Ogretmenin Bilgi Tabani

Ogretmen egitimi programlarinda en temel problem alanlarindan biri nitelikli bir 8gretmenin neler
bilmesi gerektigidir. Ogretmen bilgi tabani kavrami temelinde ele alinan bu konudaki calismalar
1980'lerden itibaren goriilmektedir. Ogretmen bilgi tabani Shulman ve Sykes (1986) tarafindan 6gretme
yetenegini olusturan anlayis, beceri, arag, degerler, karakter ve performans bitiini olarak tanimlanmistir.
Onlar bu bilgi tabanini sekiz kategoride incelemislerdir. Bunlar alan bilgisi, program bilgisi, pedagojik alan
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bilgisi, genel pedagojik bilgi, 6grenciler ve 6zellikleri ile ilgili bilgi, egitsel ortamlarin bilgisi ve egitsel olarak
ulagilmak istenen sonuglarin, amaglarin, degerlerin ve bunlarin felsefi ve tarihsel bilgisidir. Ayni yil,
Shulman (1986), 6gretmen bilgi tabanina yonelik tg¢ kategorili bir model 6nermistir. Bunlar igerik bilgisi,
pedagojik alan bilgisi ve program bilgisidir. Ogretmen bilgi tabanina yénelik tek siniflama Shulman’a ait
degildir. Ogretmen bilgi tabanina iliskin ¢ok sayida siniflama oldugu gorilmektedir (Elbaz, 1983;
Calderhead, 1996; Grossman, 1990; Magnusson, Krajcik ve Borko, 1999; Morine-Dershimer ve Kent, 1999;
Abell, 2008). Her bir modelde 6gretmenlik mesleginin profesyonel gerekliliklerine karsilik gelen bilgi ve
beceri seti farkli kapsam ve kavramlar temelinde incelenmistir.

Tartismayi arastirmanin kapsami temelinde Tirkge 6gretmen egitimi programlarina iligkin alan
yazinina g¢evirmek miimkindur. Bu kapsamda alan yazini incelendiginde Tirkce o6gretmenligi lisans
programlarina (1998, 2006 ve 2018) yénelik farkli arastirmalar yiriitiildigi gorilmektedir. Ornegin, Cifci
(2011) 1998 ve 2006 programlarini icerik agisindan karsilastirarak her iki programi alan egitimi ekseninde
degerlendirmistir. Ayni programlar Coban (2010) tarafindan da karsilastirilarak ikisi arasindaki benzerlik
ve farkliliklar ortaya koyulmaya calisiimistir. Durukan ve Maden (2011) ile Ozkan ve Sahbaz (2010)
tarafindan yiritilen arastirmalarda da 2006 programi Tirkce 6gretmeni adaylarinin gorislerine gore
degerlendirilmistir. Cemiloglu (2005) tarafindan 1998 Tirkge 68retmen egitimi programi farkli agilardan
elestirilmis ve Uludag Universitesinde uygulamaya koyulan égretim igerigi tanitilmistir. Yalap, Demirgiines
ve Akay (2020) tarafindan yiritilen arastirmada ise 1998, 2006 ve 2018 Tirkce 6gretmen egitimi
programlari dokiiman incelemesi yoluyla uygulama sorunlari agisindan incelenmis ve bu sorunlarin
giderilmesi adina ¢6ziim 6nerilerinde bulunulmustur.

Goruldagi tzere Tirkge 6gretmenligi egitim programlarina yonelik farkh arastirmalar gerceklestirilmis
ve bu arastirmalarda programlar hem birbiriyle karsilastiriimis hem de 6gretmen adaylarinin gérislerine
gore degerlendirilmistir. Ancak Tiirkce 6gretmenligi lisans programini géreve yeni baslamis 6gretmenlerin
deneyimleri temelinde inceleyen baska bir arastirmaya rastlanmamistir. Bu arastirmada meslege kisa siire
once baslayan 6gretmenlerin deneyimleri temelinde Tirkge 6gretmen egitimi programinin mevcut
durumuna iliskin bir gérinim ortaya koyulmaya calisilmistir. Arastirmada ortaya koyulan bu goériinim
ogretmenler tarafindan mesleki uygulamalar siirecinde ihtiya¢ duyulan bilgi tirleri ekseninde
incelenmistir. Bu bilgiler katihmcilarin 6gretmen egitimi slirecinde edinemedikleri bilgi ve becerilere isaret
etmektedir. Arastirma bulgulari bu yoéniyle hizmet ©ncesi 6gretmen egitimi programlarinin
degerlendirilmesini mimkin kilmaktadir. Ayrica yapilan analiz katilimcilarin 6gretmenlik deneyimi
sirecinde ihtiyag duyduklari bilgi ve becerilerin 6gretmen bilgi tabaninda hangi bilgi tirine karsilik
geldiginin gorulebilmesini miimkin kilmaktadir. Arastirmada yaniti aranan soru asagida gorilmektedir:

Tlrkge 6gretmelerinin ihtiya¢ duyduklari bilgi tirleri ve bunlarin 6gretmen egitimi programinda
isaret ettigi problem alanlari nelerdir?

Yoéntem
Arastirma Modeli

Arastirma bir nitel arastirma deseni olan temel nitel arastirma deseniyle gerceklestirilmistir. Bu
desendeki amag, insanlarin hayatlarini ve deneyimlerini nasil anlamlandirdiklarini incelemektir (Merriam,
2009). Bu desende deneyimlerin insanlar tarafindan yorumlanis bicimlerine ve deneyimlere yiiklenen
anlamlara odaklanilir. Merriam temel nitel arastirmanin egitim sireglerinin degerlendirilmesi konusunda
ylksek bir potansiyele sahip oldugunu ifade etmektedir (Worthington, 2013). Bu yonilyle bu desen
6gretim programlarinin katimcilarin deneyimleri temelinde nasil anlamlandirildigini incelemek ve bu
temelde birtakim g¢ikarimlara ulasmak konusunda elverisli bir desen olarak karsimiza ¢ikmaktadir. Bu
nedenle katilimcilarin mesleki deneyimlerinin ardindan, hizmet Oncesi 6gretmen egitimi programina
yonelik degerlendirmeleri Gzerine gergeklestirilen bu arastirmada temel nitel arastirma deseni
benimsenmistir
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Katilimcilar

Aragtirmanin katilimcilar 6lgiit 6rnekleme ydntemi ile belirlenmistir. Katihmci 6gretmenlerin
belirlenmesindeki temel 6lgut, Turkce 6gretmenligi lisans programindan mezun olmak ve en fazla iki yil
ogretmenlik deneyimine sahip olmaktir. Bu temel 6lglt uyarinca ulasilan dokuz 6gretmen gonallalik
esasina uygun olarak arastirmaya dahil edilmistir. Katilimcilara ait 6zellikler Tablo 1'de gérilmektedir.

Tablo 1.
Katiimcilarin Demografik Ozellikleri
Katilma Cinsiyet Gorev Yeri Kidem Mezuniyet Mezun oldugu fakiilte
Kod il ve ilge Yili
Derin-KT1 Kadin istanbul/Gaziosmanpasa 4 ay 2018 Agri ibrahim Cegen.
Egitim Fakiiltesi
Defne-KT2  Kadin Hakkari / Yuksekova 1yl 2020 Aydin Adnan Menderes
Egitim Fakiltesi
Nesrin-KT3  Kadin Van/Ercis 2yl 2017 Atatilirk Kazim
Karabekir Egitim
Fakultesi
Seda-KT4 Kadin istanbul/Gaziosmanpasa 4 ay 2020 Ordu  Unv.  Egitim
Fakultesi
Yeliz-KT5 Kadin Van/Ercis 2yl 2018 Denizli Pamukkale
Egitim Fakiltesi
Ahmet-KT6  Erkek Gaziantep/ Sahinbey 2yl 2020 Samsun 19  Mayis
Egitim Fakiltesi
Efe-KT7 Erkek Batman/ Merkez 9ay 2020 Aydin Adnan Menderes
Egitim Fakiiltesi
Ece-KT8 Kadin istanbul/ Zeytinburnu 4 ay 2021 Aydin Adnan Menderes
Egitim Fakiltesi
Selen-KT9 Kadin Van/Ercis 2 il 2016 Samsun 19  Mayis

Egitim Fakiltesi

Veri Toplama Araglari

Arastirmada veri toplama siirecinde yari yapilandiriimis gorisme formu kullanilmistir. Veri toplama
araci iki arastirmaci tarafindan gelistirilmistir. ilk adimda arastirmacilar bir araya gelerek bu arastirmanin
amaci, 6nemi ve ulagmayi hedefledigi olasi sonuglar kapsaminda genel bir degerlendirme yapmiglardir.
Ardindan bu kapsamda gergeklestirilmis diger arastirmalar detayh olarak incelenmis ve benzer
arastirmalarda kullanilan 6lgme araglari gdzden gegirilmistir. inceleme sonrasinda bir soru havuzu
olusturulmustur. Her bir soru arastirma sorulari kapsaminda ihtiya¢ duyulan bilgiyi elde etme konusundaki
kapasitesi temelinde tartisiimistir. Bu inceleme ve elestirel degerlendirmeler sonrasinda taslak veri
toplama araci ilk héaline kavusmustur. Ardindan taslak veri toplama aracinin deneme uygulamasi bir
ogretmenle gercgeklestirilmistir. Bu uygulamanin sonrasinda veri toplama aracina verilen cevaplarin
arastirma sorusu ile uyumu, gorismenin siiresi, sorularin anlasilirhgl temelinde arastirmacilar
degerlendirmelerde bulunmuslardir. Uygulama siirecinde olasi problemlere karsi her sorunun
alternatifleri ve derinlemesine bilgi elde etmek igin sonda sorulari gelistirilmistir. Deneme uygulamasi
ardindan gergeklestirilen galismalar sonrasinda veri toplama araci son héline kavusturulmustur.

Veri Toplama Siireci

Arastirmanin amaglari dogrultusunda belirlenen calisma grubu ile ilk olarak goériisme tarihleri
kararlastirilmistir. Her 6gretmen gérisme giin ve saatine kendi karar vermistir. Gérismeler bu zaman
dilimlerinde Google Meet programi lizerinden gergeklestirilmistir. Gorismeler 20 ile 50 dakika arasinda
stirmis ve katilimcilarin izniyle kayit altina alinmistir. Alinan kayitlar gérismeyi gergeklestiren arastirmaci
tarafindan desifre edilmis ve katiimcilardan ikisiyle paylasilarak kontrol ettirilmistir. Gorlsmeler
esnasinda ihtiya¢ duyuldugunda sonda sorulara basvurularak katilimcilardan daha detayl bilgiler alinmaya
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calisiimistir. Bu calisma icin Ordu Universitesi Sosyal ve Beseri Bilimler Aragtirmalari Etik Kurulundan etik
kurul izni alinmigtir (06.10.2022 tarih ve 2022-175 sayih).

Veri Analizi

Birinci agama: Acik kodlama oOncesinde veri seti bastan sona iki kez okunmustur. Bu okumanin
ardindan veri seti tzerinde kodlama siireci baslatiimistir. Bu siirecte veri seti 6gretmenlerin deneyim
temelli degerlendirme, ¢ikarim, yorum ve agiklamalarini yansitan ciimle ya da paragraflara ayrilmistir.
Aragtirmanin ilk alt problemine iliskin kodlamalar katiimcilarin mesleki deneyimleri sirecinde ihtiyag
duyduklar bilgi ve bu bilgileri kazandirma konusunda Ogretmen egitimi programlarina iliskin
degerlendirmeleri icermektedir. Bu islem sonrasinda veri setinden 264 adet deneyim temelli
degerlendirme, ¢ikarim, yorum ve agiklamalarini yansitan cimle ya da paragraf belirlenmistir. Agik
kodlama siirecinde her bir ifade vivo kod kullanilarak kodlanmistir. Arastirmada tiim analiz, bu kodlar
Gzerinde gerceklestirilmistir.

ikinci asama: ikinci asama kodlarin kategoriler temelinde siniflandigi bir siirectir. Eksensel kodlama
olarak da bilinen bu siurecte acik kodlamada ayristirilan ve kodlanan verinin kategoriler etrafinda
siniflandiriimasi islemi gergeklestirilmektedir.

Uglincii asama: Bu asamada 6gretmenlerin ihtiyag duyduklari bilgi-beceriler ve bu temelde 6gretmen
egitimi programlarina iliskin degerlendirmelere iliskin kodlar bulunmaktadir. Veri toplama aracinin dogasi
geregi bu alt soruda yer alan kodlamalar iki unsurlu bir yapidadir. ilk unsur 6gretmenlerin ihtiyag
duyduklar bilgi tarleridir. Diger unsur ise yine bununla baglantili olan ve 6gretmenin ihtiya¢ duydugu
bilgiyi karsilama konusunda problemlere sahip olan 06gretmen egitimi programina iliskin
degerlendirmelerdir. Ogretmenlerin ihtiyac duydugu bilgi tiirlerinin kategorilendiriimesinde Morine-
Dershimer ve Kent (1999) ve Grossman (1990) 6gretmenin mesleki bilgi temeline iliskin yapmis olduklar
siniflamalardan yararlaniimistir. Bu siniflamalar {izerinde yapilan uyarlama g¢alismasi sonrasinda
O0gretmenlerin ihtiyag duydugu bilgi tirlerinin kategorilendiriimesinde mesleki bilgi tiirlerinden bes bilgi
tard kullanilmistir. Bunlar icerik bilgisi, genel pedagojik bilgi, pedagojik icerik bilgisi, baglam bilgisi ve 6z
bilgidir. Bu analizde ayrica 6gretmenlerin 6gretmen egitimi programlari ile karsilanmayan ihtiyaglarina
iliskin degerlendirmeleri temelinde 6gretmen egitimi programlarinin problem alanlarinin gériinir hale
getirilmesi amaclanmistir. Arastirmada o6gretmen egitimi programlarindaki problem alanlarinin
siniflandiriimasinda Johann Friedrich Herbart (Kansanen ve Meri, 1999: 113) didaktik tiggeni kullanilmistir.
Bu li¢ggen 6gretmenin mesleki hayatini gevreleyen tiim unsurlara yer vermesi agisindan 6gretmen egitimi
programlarinin problem alanlarinin incelenmesi konusunda uygun bir kategori sistemi oldugu
dislnilmektedir. Siniflama sonrasi kodlardaki genel goériinim asagida gorilmektedir.

Tablo 2.

Ogretmen egitimi programlarindaki problem alanlari ve isaret ettigi 6§retmen bilgi temeli
ihtiyag duyulan bilgi tiirii TOEP isaret ettigi problem alani
icerik bilgisi icerik Alani 62
Genel pedagojik bilgi Ogrenen Alani 59
Pedagojik igerik bilgisi Ogretim Alani 103
Baglam bilgisi Baglam Alani 30
0Oz bilgi Ogretmen Alani 10

Gegerlik ve Giivenirlik

Bu arastirmanin gergeklestirilmesinde nitel arastirmalar icin onerilen birtakim gecerlik ve glivenirlik
gereklilikleri yerine getirilmistir. Nitel arastirmalarda kapsamli veri kullanimi ve verilerin kaydedilmesi icin
tablolarin kullanilmasi giivenirlik gereklilikleri kapsaminda ifade edilmektedir (Thakur ve Chetty, 2020). Bu
cercevede arastirmada gercgeklestirilen tim gorliismeler ses kaydina alinmis ve arastirmacilardan biri
tarafindan desifre edilmistir. Bu sayede analiz sirecine goriisme verilerinin tamami dahil edilmistir. Ayrica,
arastirma verilerinin analizleri Max-QDA programinda gergeklestirilmistir. Arastirmada ayrica veri toplama
araglarinin gelistirilme sirecinden baslayarak analiz bulgularina ulasana kadar takip edilen sureg ile ilgili
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tim detaylar ayrintih olarak yontem bolimiinde ifade edilmistir (Creswell ve Miller, 2000). Nitel
arastirmalarda dis gecerlik gerekliliklerinden biri amagh 6rnekleme ve dahil etme/dislama olgutlerinin
aciklanmasidir (Guba ve Lincoln, 1982). Bu kapsamda arastirma ile incelenen 6zellikler agisindan farklilik
yaratabilme potansiyeline sahip bireylerin katilimci olarak segilmesi gerekir. Bu agidan 6gretmen egitimi
programlarina iliskin bir inceleme sunan bu arastirmada alti farkli Giniversiteden mezun olan 6gretmenler
ile goristilmiistiir. Bu noktada bir diger dnemli dlgiit 6gretmenlerin gahstiklar okullardir. Ogretmenlerin
¢alistiklari okullarin sahip oldugu 6zelliklerin 6gretmen egitimi programlarina iliskin degerlendirmeleri
Uzerinde belirleyici olma potansiyelinin oldugu dusinilmektedir. Bu nedenle, arastirmada yedi farkli
okulda gérev yapmakta olan 6gretmenle gorismeler gergeklestirilmistir. Ayrica arastirmadaki analiz, bakis
acilarinin sahip oldugu her farkhhgin bir kategori temelinde goriintr kihndigi stirekli karsilagtirma yontemi
anlayisi icinde gerceklestirilmistir. Bu acidan arastirmada gerek katilimcilarin secimi gerekse de analizde
benimsenen yaklasim arastirmanin temsil glicini artirmaktadir. Nitel arastirmalarin giivenirlik gerekliligi
temelinde dogrudan alintilara yer verilmesi 6nerilmektedir (Guba ve Lincoln, 1982). Arastirmada her alt
kategoriye ait dogrudan alintilar katilimcilarin kod isimleri ile birlikte sunulmustur. Arastirmada yanhligin
azaltilmasi igin diger arastirmacilarla etkilesim halinde olmak 6nerilmektedir (Meriam, 2009; Patton,
2014). Bu arastirma bir Egitimde Program Gelistirme digeri Tirkge Egitimi alaninda uzman iki
arastirmacinin arastirmanin basindan sonuna kadar sirekli etkilesim iginde oldugu bir siireg iginde
gerceklestirilmistir. Nitel arastirmalarda tarafsizlik, arastirmacinin arastirmadaki kendi roliinii g6z 6niinde
bulundurmasinin bir gerekliligi olarak tanimlanir. Bu nedenle, nitel arastirmacilar, ¢alisma raporunda
calismanin tim yonleriyle iliskili duslince siireglerini ve yansimalarini yakalamak igin bilingli bir ¢aba
gostermesi gerektigi ifade edilmektedir (Coleman, 2022). Arastirmanin tiim bolimlerinde bu gereklilik
dikkate alinmis ve arastirmacinin roli basligi ile bu kapsamdaki gereklilik yerine getirilmeye calisiimistir.
Kodlayicilar arasi tutarlilk Miles ve Huberman formuline goére .92 olarak bulunmustur (Miles ve
Huberman, 1994). Ardindan arastirmacilar analiz  bulgulan  Gzerinde uzlasma g¢alismasi
gerceklestirmislerdir.

Aragtirmacinin Rolii

Arastirmacilar Tarkgce ve Sinif Egitimi alanlarinda Ogretim (yesi olarak gorev yapmaktadir.
Arastirmacilarin lisans, lisansistl 6grenciler ve uygulama okullarinda gegirdigi zaman ve deneyimler onlari
bu ¢alisma konusuna y6neltmistir. Arastirmacilar tarafindan lisans egitimi déneminde alinan igerik ve bu
egitimden sonraki mesleki deneyimler arasinda bosluklar oldugu ve 6gretmenlerin bir¢ok konuda
zorlandigi gézlemlenmistir. Bu nedenle, 6gretmenlerin karsilastigi zorluklar ve bu zorluklarin kaynagi
izerinde bir arastirma yiruttlmesine karar verilerek meslege yeni baslayan Tiirkce 6gretmenleri ile
gorismeler yapilmistir. Veri toplama siirecinde hem bir 6gretmen egitimcisi hem de bir 6gretmen roli
Ustlenilerek meslege yeni baslayan 6gretmenlerin kendilerini daha rahat ifade etmelerine olanak
saglayacak ortamlar olusturulmustur. Arastirmacilarin bu arastirmadaki asil roll bir 6gretmen egitimcisi
olarak Turkge 6gretmen egitimi programlarinin niteliginin artirilmasi ve yasanan sorunlari gérerek bunlara
yonelik bilimsel adimlar atilmasina galismaktir.

Bulgular

Tirkge 6gretmelerinin ihtiya¢ duyduklari bilgi tirleri ve bunlarin 6gretmen egitimi programinda isaret
ettigi problem alanlarina iliskin bulgular Tablo 3’te gérilmektedir.

Tablo 3.
Ogretmen egitimi programlarindaki problem alanlari ve isaret ettigi 6§retmen bilgi temeli
Ogretmen  Problem Cevabina ihtiya¢ Alt Kategori
Bilgi Alanlari duyulan sorular
Temeli
0Oz Bilgi Kimlik Sorunu  Ben Kimim? Ogretmen olacak gibi hissetmedim.
Ogretmen olacak gibi diisiinmedim.
Kendimi tanima ihtiyacindayim.
icerik icerik Sorunu  Ne Ogretecegim? Dil becerileri degil edebiyat agirlikli icerik gérdiim.
Bilgisi Ogretecegim icerikleri gormedim.
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Genel Ogrenen Kime Ogretecegim?  Problemli davraniglar karsisinda ¢O6zum
Pedagojik  Sorunu tretemiyorum.
Bilgi Ogrencilerle etkili iletisim kuramiyorum.

Ogrencilerimin bilissel ve gelisimsel 6zelliklerini
analiz edemiyorum.
Ogrenci gesitliligi ile bas edemiyorum.

Pedagojik  Ogretim Nasil 6gretecegim?  Dil becerilerini nasil 6gretecegim?
icerik Sorunu Farklilagtirilmig  6gretim uygulamalarini  nasil
Bilgisi gerceklestirecegim?

Kapsayici Ogretim uygulamalarini nasil

gerceklestirecegim?
Ogretim durumlari (zerinde nasil {st diizey
distinecegim?
Baglam Baglam Nerede Sinif ortamina yabanciyim.
Bilgisi Sorunu Ogretecegim? Okul ortamina yabancryim.
Okulu gevreleyen kultiire yabanciyim.

Arastirma 6gretmen egitimi programina iliskin bes problem alaninin var oldugunu gdéstermektedir.
Problem alanlarindan ilki kimlik sorunudur. Kimlik sorunu adaylarin lisans egitiminin 6zellikle ilk yillarinda
ihtiyaci icinde olduklari 6gretmen olma hissi, diisiincesi ve kendini bu baglamda tanima konusunda
karsilanmayan ihtiyaglarina isaret etmektedir. Lisans egitiminde gordikleri derslerin 6gretmen olma
kimligi Gzerinden islevsel bir hale gelecegi katilimcilar tarafindan dile getirilmistir. Bu agiklama 6gretmen
egitimi programlarinda 06z bilgi temelini glglendirecek uygulamalarda eksiklikler oldugunu
distindirmektedir.

Mesela (niversitede bir oryantasyon c¢alismasi vyapilabilirdi. Ogretmenlerin &grencilerinden
beklentileri olur hocam, onlari bize agiklayabilirlerdi ya da onlar bize sorabilirdi ayni sekilde: “Tamam
geldiniz de beklentiniz ne?”. Biz onlari anlayabilseydik onlar (6gretim Uyeleri) bizi (6gretmen adaylari)
anlamaya calisabilseydi. Simdi bunlar yapiimadigi icin dogal olarak, kendi faklltemize karsi igimizde
béyle bir artik seving hig yoktu (Derin-KT1).

Yani ben Egitim Fakiiltesine basladigimda bir meslek sahibi olayim gibisinden basladim. O yizden
derse giriyorum... su 6gretmen (6gretim Uyesi) var... diye girdim. Ama bilseydim nitelikli vasifli bir
O6gretmen olmak icin daha ¢ok bir derse katilimim olurdu. Yani o derslere girdigimde daha kulaklarimi
acarak dinlerdim (Defne-KT2).

ikinci problem alani icerik problemi olarak karsimiza gikmaktadir. Katilimcilarin tamami 6gretmen
egitiminde edebiyat alanina, dil becerilerinden daha fazla agirlik verilmis oldugunu dile getirmislerdir. Bu
problem alaninin diger problem alanlarina kaynaklik ettigini ifade etmek gti¢ degildir. Edebiyat agirhkli bir
egitim sonrasinda kendilerinden dil becerilerini gelistirmelerini bekleyen Tiirkce Dersi Ogretim Programi
ile karsilasan 6gretmenler, ciddi bir uyusmazlik sorunu ile karsi karsiya kaldiklarini ifade etmislerdir.

Bizim Tlrkce 6gretmenlerinin gorevi bence en temelde 4 temel dil becerisini kazandirmak ¢ocuklara.
Ama biz iste Edebiyat agirlikh program lizerinden gidiyoruz ve farkl farkl konular goriyoruz. Bunlari
ben nasil uygulayabilirim sinifta bunu bilmiyorum (Selen-KT9).

Edebiyat ve Dil Kuramlari agirhiginda degil de ben egitim faklltelerinin dort temel beceri lGzerine
yogunlagmasini ¢ok daha isterim (Ahmet-KT7).

Katihmcilar beceri 6gretimi konusunda sahip olduklari yetersizlik nedeniyle derslerde dil bilgisi 6gretimine
agirhk verdiklerini ifade etmislerdir.

Ben bu ¢ocuklarin okumalarini nasil gelistirecegim? Ertesi glin yazilarini gorilyorum. Yazilari kéti. Ben
bu ¢ocuklara yazma igin neler yaptirabilirim? Yani kendim 6zetlemeyi ¢ok iyi bilmiyorum, birtakim
seyleri de bilmen gerekiyor stratejileri bilmen gerekiyor. Bunu da bilmiyorsun. Ama nasil 6greteceksin
bir ana fikri, 6zetlemeyi iste hikaye haritasi olusturmayi ne bileyim soru olusturmayi... Bunlar tst diizey
diistinme becerisi gerektiren seyler. Bunu biz tam olarak bilmiyoruz ki ¢ocugu aktaralim. iste ne
oluyor? Sinifa girdigimizde bu sefer dil bilgisi anlatmak daha kolay geldigi icin agiyoruz tahtayi haydi
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¢ocuklar agin defterinize yazin bakalim iste nokta nerede kullanilir da virgtil nerede kullanilirdi? Diger
beceriler ihmal ediliyor (Selen).

Ogretmen egitimi programindaki icerik uyusmazligi gretmenleri lisans dncesinde bildikleri icerikleri
kullanmaya y6nlendirmistir.

Biz Uiniversitede O0gretecegimiz, bilgiler almadik. Ben lisedeki, ortaokuldaki dil bilgisi bilgimle burada
dil bilgisi anlatiyorum. Ben higbir sekilde ya da zaten beceri alanlarinda deginmiyorum, girmiyorum
bile... (Seda).

Ogretim program igeriklerinin “list telden” oldugunu ifade eden dgretmenler, karsilarindaki 6grenen
grubuna 6gretecekleri icerikleri grmemis olma durumunu deneyimlemislerdir.

Onun bana anlattiklariyla benim 6grenciye vermem gerekenler arasinda mifredat arasinda ciddi bir
fark var. Ben o Ust perdeden bilgileri cocuklarin seviyesine indirme konusunda biraz problem yasadim
acikgasi (Efe).

Dil bilgisinde de biz bir kelimeyi harflerine kadar inceliyorduk. Yani simdi ben onu yaptirmam ki yine
benim burada bir uygulama alanim yok. Benim su an en fazla yaptirmis oldugum sey bir kelimenin
kokiine ekine ayirma ya da yapim ekini cekim ekini ayirma (Derin).

Ogretmen egitimi programlarinda ifade edilen bir diger problem alani 6grenen sorunudur.
Katilimcilarin  degerlendirmeleri lisans egitiminin adaylari 6grenenler ile yuz ylize getirmedigini
gostermektedir. Bu da 6gretmenlerin basta 6grencileri tanima ve onlarla etkili iletisim kurma konularinda
olmak lizere ¢ok sayida gigliikle karsilasmalarina neden olmaktadir.

Ben mesela bazen giriyorum sinifa 6grenci bana bir sey anlatmak istiyor, ben onun ne demek istedigini
anlayamiyorum. Aslinda ¢ok kolay anlayabilirim ama anlayamiyorum. Ciinki ben 6grenci ile daha yeni
yuz yuze geliyorum (Seda).

Ogrenen sorunu problem alaninda yer alan diger alt kategori dgretmenlerin 6grenenlerin problemli
davranislarina yonelik ¢6zim Uretme konusunda lisans egitimi slrecinde karsilanmayan bilgi ve beceri
eksikligi icinde oldugunu gostermektedir.

Dinleme egitimi mesela simdi ben giriyorum sinifa gocuklar birbirinin sagini ¢ekiyor, biri birinin kolunu
isirtyor falan sonra ben gocuklarin yanima aliyorum. Diyorum ki sorun ne? iki tarafta karsilikli anlatiyor.
Ben bu durumda higbir sey anlayamiyorum. Evet, bizim dinleme egitimimiz hep teoride kaldigi
icin...Dinlemenin asamalari nelerdir? Ben bunu ne yapacagim hocam? Ben okuldaysam, bir seyim
yoksa, Universite hocaligl falan yapma istegim yoksa. Bana dinlemenin asamasini keske vermeselerdi.
Bana bu tarz seylerde dinleme nasil olur? Simdi ¢ocuklar orada kavga edince ben de o duruma
Gzlltyorum. Ben de onlara kiziyorum. Ben de onlari dinleyemiyorum yani (Derin).

Katilimcilarin 6grencilerle etkili iletisim kurma yeterliligine sahip olma konusunda bilgi ve beceri
ihtiyaci icinde oldugu gorilmektedir.

Daha cok 6grencilerle iletisim mesela, bu gok dnemli. Bazen yaramaz 6grenci oluyor, bir seyler yapiyor
0 anda ne yapacagini bilmiyorsun. Ondan sonra ihtiyaglari oluyor, sevgiye ihtiyaci olan 6grenciler
oluyor. Bunlara karsi nasil davranmamiz gerektigini mesela ben artik yasayarak kendi halime gore bir
sey yaptim yani. Ogrencilere bir seyler yapiyorum ama elimden geldigince bu biraz eksik kaliyor aslinda
(Defne).

Ogretmenlerin lisans egitimi sirecinde kazanmadigi ve mesleki deneyimleri sonrasinda ihtiyag
duydugu bir diger bilgi ve beceri 6grencilerin bilissel, gelisimsel ve duyussal anlamda tanimaktir.
Ogrencilere iliskin gdzlemleri temelinde birtakim ¢ikarimlara ulasma konusunda lisans egitimi siiresince
karsilanmamis ihtiyaclari oldugu gorilmektedir.

Cocugun gelisim donemi ozelliklerini 6grenme 6zelliklerini bilmemiz 6nemli oluyor. Bu konuda daha
fazla bilgi sahibi olmaya ihtiya¢ duyuyorum (Ahmet).

Benim en ¢ok ihtiyag duydugum sey, cocuklarin gergekten diinyasini taniyabilmek. Ben sadece ders
anlatmak istemiyorum, onlar gergekten de bitiinlesmek istiyorum ama bitiinlesme konusunda da
onun da ben farkindayim ama ne yazik ki ben bunu ¢ok fazla su an basaramiyorum... Bir turli bu
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ihtiyaclarini gidermede de fakiltede ben herhangi bir kuramsal bilgi de almadim. Maalesef ne yazik ki
almadim (Derin).

Ogretmen egitimi programlarinda yénelik bir diger sorun &gretim sorunudur. Bu sorun alaninda
ogretmenlerin igerik ve 6grenen alanindan getirdikleri eksiklikler sinif i¢i 6gretim sireci uygulamalarinin
gerceklesmesi stirecinde daha da gorinir bir duruma gelmektedir.

Yani simdi ben orada herhangi bir teorik bilgi almadim ya, daha dogrusu teorikte olan uygulamaya
gecmedi, uygulamayi geciyorum teorik de hi¢ yoktu zaten. Bu ylizden hocam somutlagtiramiyorum
ben konulari. Bir seyler evet materyal hazirlamak istiyorum mesela neyi nasil hazirlayacagim
bilmiyorum ki... Strekli Youtube’dan bakiyorum ya da benden 6nce atanan ziimreler var, onlari takip
ediyorum. Onlardan bakiyorum. Onlarla da simdi her gocugun seviyesi ayni degil. Ben onun yaptiginin
hepsini uygulayamiyorum. Hocam beceri olarak ben kendimi bu konuda gok eksik gériiyorum. (Derin)

Ogretim siirecine iliskin dgretmenlerin ihtiyag duyduklari bir diger beceri dgrenci seviyesine uygun
ogretimi gerceklestirmektir. Ogretmen egitimi programlarinda Tiirkge dersini &gretme konusunda
pedagojik alan bilgisi kazandirma konusunda bir problem oldugu goriilmektedir.

Dili besinci sinif gocuguna ya da altinci sinif cocuguna daha iyi nasil anlatirim ya da onlarin seviyesine
daha iyi nasil inerim konusunda yeterli bir egitim aldigimizi digiinmuiyorum. Sadece ¢ok igine girerek
dil bilgisi dersi aldik...Dil bilgisi gordugim kadar o dil bilgisini nasil anlatacagimi gérmedim diye
disltiniyorum (Ece).

Ogretim siirecinde dgretmenlerin kapsayici 6gretim uygulamalarini nitelikli bir sekilde gerceklestirme
konusunda bilgi ve beceri sahibi olmaya ihtiya¢c duyduklari gériilmektedir. Ogretmenlerin pedagojik alan
bilgisine karsilik gelen bu bilgi tlirini 6gretmen egitimi programlari cergevesinde kazanamadiklari
gorulmektedir. Bu durum 6gretmen egitimi programlarinda, 6gretim odakli bir problem alaninin varligina
isaret etmektedir. Cok kiiltirli ve ¢ok dilli bolgelerde 6gretmenlige baslayan stajyer 6gretmenlerin
buradaki gesitlilikle bas etme konusunda da yeterli donanima sahip olmadiklari gériilmektedir.

Bizim Gircistan’dan 6grencilerimiz var. Kuzey Irak’tan 6grencilerimiz var. En son 7 farkli tilke saymistik.
Simdi ne olacak? Bizim kendi Gilkemizin ¢ocuklari da zaten okumada ¢ok fazla iyi degil. Diger 6grenciler
de okumada ¢ok fazla iyi degil. Ben okuma becerileri segmeli dersine giriyorum. Mesela ben
kazanimlari uygulayamiyorum. Uygulamama sebebim su: Denedim, bunu cocuklarin seviyesini
bilmedigim igin ve sonradan uzildim. Hatta buna ben 2 hafta falan kazanimlardan gitmeye galistim.
Etkinlikler hazirladim, gittim okula. Sonra bir baktim g¢ocuk yukarida okumus oldugu paragrafi
hatirlamiyor, ana dislinceyi falan ¢ikartamiyor. Ana duygu falan hicbir sey bilmiyor. Okumalarina bir
bakayim dedim, cogu bilmiyor. Heceliyor ya besinci sinifa giriyorum hocam bu bir degil, 2 degil, 3 degil
4 degil heceleme mesela onlara ben yine kendimi yetersiz hissettim. Amacim hizli okutmak degil,
burada herkesin ayni seviyede okunmasi da degil. Onlarin eksikligini ben orada fark edemedigimi
hissettim. Belki eksiklerini fark etseydim onlarla ben daha farkli okuma becerileri dersi yapabilirdim.
Simdi is boyle olunca bende iste teoride hicbir sey almayinca yapmis oldugum sey maalesef su oldu:
35 dakika sadece kitap okutmak baska hicbir sey yapamadim ¢lnku (Derin).

Tirkce 6gretmen egitimi programlarinda gériilen son problem alani baglamdir. Ogretmenlerin sinif,
okul ve toplumsal baglama oldukga yabanci olduklari gériilmektedir. ilk alt kategoride katilimcilarin sinif
ortamina aliskin olmadiklari, bir sinifta onu bekleyen yasantilar konusuna yabanci olduklari gériilmektedir.

Ogrencilerle daha ¢ok bas basa gelmeli dgretmenler. Egitim Fakiiltesinden mezun oldum. Bilgi
birikimim de evet var ama ben ilk atandigimda okula gittigimde ne yapacagimi bilemedim yani. Ders
anlatamadim neredeyse. Calisip ¢alisip gidiyordum. Cinki orda 6gretmenlik yapmak ayri, gidip
kitaptan okuyup hani bir bilgi sahibi olmak apayri. Arada gergekten fark var (Defne).

Katilimcilarin okuldaki diger paydaslarla iletisim, yonetmelik bilgisi, yoneticilerle iletisim gibi konularda
da 6gretmen egitimi konusunda bilgi ve beceri ihtiyaci icinde oldugu goriilmektedir.

Yonetmelik bilgisi. Ben mesela yonetmelik bilgisine sahip olmak isterdim ilk basladigim yillarda. Clinki
idare ile ilgili problemler yasiyorsun. Ozellikle aday dgretmenlik siirecinde bazi bilmen gereken seyler
var. Bunlari bilmezsen idare sana problem gikartabiliyor...Yonetmeligi bilmedigimiz igin Gizerimize ¢ok
geliyorlardi (Efe).
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Okulu gevreleyen kosullari dogru okumak, bu baglamda yasadigi problemlere etkin ¢6ziimler Gretme
konusu da lisans egitimi surecinde gelistirilmemis olan ve adayin karsisina ¢6zimu konusunda bilgi ve
beceri ihtiyaci icinde oldugu problem olarak gelmektedir. Elde edilen tim bu bulgular Tirkge
ogretmenlerinin mesleki deneyimlerinde birden ¢ok glglikle karsi karsiya kaldigini géstermektedir.

Sonug ve Tartisma

Bu arastirma meslege yeni baslayan Tirkce 6gretmelerinin karsilastigl sorunlari onlarin mesleki
deneyimleri temelinde incelemeyi amaglamaktadir. Bu dogrultuda Tiirkge 6gretmenlerinin mesleklerinin
ilk yillarinda ihtiya¢ duyduklari bilgilerin neler oldugu ve bunlarin 6gretmen egitimi programinda isaret
ettigi problem alanlari incelenmistir. Katilimcilardan elde edilen veriler temelinde bu alanlarin
dgretmenlerin mesleki bilgi tabanindan hangi bilgi tiiriine karsilik geldigi belirlenmistir. Ogretmenlerin
profesyonel olarak gelisimlerinde énemli islevler tstlendigi kabul edilen bu bilgi tirlerinin meslege yeni
baslayan oOgretmenlerin kisa sireli deneyimlerinin ardindan nasil bir goérinime sahip oldugunun
incelenmesi, kuskusuz 6gretmen egitimi programlarina iliskin dnemli geribildirimler saglayacaktir.

Arastirma bulgulari, katihmcilarin mesleki deneyimleri sonrasinda ihtiya¢ duyduklari bilgi tirleri ve bu
temelde 6gretmen egitimi programlarina iliskin yaptiklari degerlendirmelerin bes problem alanina isaret
ettigini gostermektedir. Bunlar kimlik sorunu, igerik sorunu, 6grenen sorunu, 6gretim sorunu ve baglam
sorunudur. Ogretmenlerin ihtiyac duydugu bilgi tiirleri sirayla 6z bilgi, icerik bilgisi, genel pedagojik bilgi,
pedagoijik icerik bilgisi ve baglam bilgisidir. Ogretmenlerin karsi karsiya geldigi ilk problem alani kimlik
sorunudur ve bu alan 6z bilgi eksikligine isaret etmektedir. Katilimcilar lisans yillarinda kendilerini
o6gretmen gibi hissedemediklerini, icra edecekleri meslege iliskin yeterli farkindaliga sahip olmadiklarini ve
kendilerini tanima konusunda eksikliklerinin oldugunu dile getirmislerdir. Bu eksikliklerin temelinde Egitim
Fakiltesini tercih etme sireci de dahil olmak Uzere birgok faktoriin etkili oldugu diisiiniilmektedir. Duru
(2022) tarafindan ydrutulen arastirma Ogretmen adaylarinin egitim fakiltesi tercihlerinde daha g¢ok
aldiklart puanin etkili oldugunu gostermektedir. Bu durum 06gretmenlik mesleginin segiminde kisisel
ozellikler ya da ilgilerin 6tesinde birtakim zorunluluklarin etkili oldugunu, bu nedenle de 6gretmen egitimi
programlarinin adaylara ilk yildan itibaren 6gretmen kimligi kazandirma cabasi icinde olmasi gerekliligini
ortaya koymaktadir. Bu arastirmadan elde edilen sonuglar ise Tirkce 6gretmeni egitim programinin
o6gretmen adaylarina bu farkindaligi yeterince kazandiramadigini gostermistir. Deniz (2022) tarafindan
ylratilen arastirmada da 6gretmen egitiminde 6gretmenlerin mesleki kimliklerinin olusumu ve gelisimi
noktasinda 6nemli sorunlar oldugu sonucuna ulasilmistir. Kimlik sorunu adaylarin lisans egitiminin
ozellikle ilk yillarinda ihtiyaci icinde olduklari 6gretmen olma hissi, dislincesi ve kendini bu baglamda
tanima konusunda karsilanmayan ihtiyaglarina isaret etmektedir. Bu durum Tiirkce 6gretmen egitimi
programlarinda 6z bilgi temelini gliclendirecek uygulamalarda eksiklikler oldugunu distindirmektedir.

Katihmcilarin karsilastigi bir diger sorun ise icerik sorunudur ve bu sorun icerik bilgisi eksikligine isaret
etmektedir. Katiimcilar lisansta aldiklari egitimin meslek hayatlarinda kullandiklari igerikle 6rtiismedigini,
sinif ortaminda dil becerilerini gelistirme odaginda calismalar yiirlitmeleri gerekirken lisans egitiminde
edebiyat agirhkli dersler aldiklarini belirtmislerdir. Katiimcilarin tamami 6gretmen egitiminde edebiyat
alanina dil becerilerinden daha fazla agirlik verilmis oldugunu ve beceri derslerinde de uygulamadan ¢ok
teorik bilgiye yer verildigini dile getirmislerdir. Lisans egitiminde uygulamadan ¢ok teorik derslere agirlik
verilmesi sonucu alan yazindaki bircok arastirma (Cakmak, 2013, Erglinay ve Adigizel, 2019; Guvendir,
2017; Ozkan ve Sahbaz, 2010) ile benzerlik géstermektedir. Ozkan ve Sahbaz (2010) tarafindan yiritiilen
arastirmada Tirkce 6gretmenligi lisans egitiminde uygulamali icerigin yetersiz oldugu tespit edilmistir.
Durukan ve Alver (2008) tarafindan ylrutilen arastirmada da 6gretmenlerin hizmet 6ncesi ve hizmet ici
egitimlerini yetersiz bulduklari ve lisansta aldiklari derslerin teorik dizeyde kaldigl, uygulamaya ise
gereken dnemin verilmedigini ifade ettikleri gérilmustiir. YOK’Gin (1998: 4) “Egitim Fakdiiltesi Ogretmen
Yetistirme Lisans Programlari” isimli calismasinda da “Lisans programi ders icerigi ile okul diizeyindeki ders
iceriginin tutarsizhigl ve lisansta teorik derslere agirlik verilerek uygulamanin ihmal edildigi” gercegi
Gzerinde durularak bunlar bir sorun olarak degerlendirilmistir. Tim bunlar 6gretmen adaylarinin lisans
egitiminde aldiklari teorik bilgileri sinif ortamina nasil aktaracaklari ile ilgili yeterli donanima sahip
olmadigini gostermektedir. Bu nedenle uygulamaya yonelik calismalarin lisans egitimi slirecinde hem
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diger derslerin gatisi altinda hem de 6gretmenlik uygulamasi dersleri ile verimli sekilde yirutilmesi
gerekmektedir. Goger (2020) 6gretmen adaylarina uygulama firsati vermek adina mikro 6gretim
uygulamalarinin yapilmasinin énemli oldugunu, bu uygulamalarin 6§retmen adaylarina pedagojik bir bakis
acisi kazandirarak meslege hazir hissetmek igin paha bigilmez bir deneyim firsati sundugunu
belirtmektedir. Nitekim bu konuda yirutilen arastirmalar da (Aydin, 2013; Goger, 2016) mikro 6gretim
uygulamalarinin Turkce 6gretmenlerinin mesleki agidan kendilerini daha hazir hissetmelerine olanak
sagladigini gostermistir. Yalap vd. (2020) tarafindan da programa “Egitim/Sinif Senaryolar” dersinin
eklenebilecegi ve bu dersin 6gretmen adaylarina deneyim kazanma firsati sunarak problem ¢dzmelerine
yardimci olacag ifade edilmistir.

Katilimcilar tarafindan vurgulanan en temel sorun, lisans egitiminde beceri derslerine yonelik yeterli
egitimin alinmamis olmasidir. Turkce dersinin bir beceri dersi olmasi bu derse dil becerilerini gelistirme
sorumlulugunu yiiklemekte (Kurudayioglu ve Cetin, 2015) iken Ogretim programlarinin 6gretmen
adaylarini bu konuda destekleyememesi alaninda yetersiz Tlrkge 6gretmenlerinin yetismesine neden
olmaktadir. Okuma, yazma, konusma ve dinleme gibi temel derslerde uygulamaya dénik ders icerikleriyle
karsilasmayan 6gretmen adaylarinin meslek hayatlarina transfer edilebilecek igerik bilgisinden yoksun
kaldiklari gorilmektedir. Bu yoksunluk ve yetersizligin de 6grenci basarisi lzerinde etkili oldugu
goriilmekte, alan yazinda yuritilen arastirmalar 6grencilerin okuma (Bilge ve Sagir, 2017; Hanedar, 2011),
yazma (Kan ve Erbas, 2017; Miildiir ve Cevik, 2019), konusma (Sever ve Topguoglu Unal,2019; Teksan ve
Karaca, 2021) ve dinleme (Arslan, 2013; Dogan, 2007) becerilerinde basarisiz oldugunu ortaya
koymaktadir. S6z konusu arastirmalar Tlrk 6grencilerin anlama ve anlatma becerilerinde yeterli basariya
ulasamadigi ve dil becerilerinde yetkinlesemedigi gercegini ortaya koymaktadir. Bu basarisizligin altinda
yatan bircok neden olmakla birlikte Arslan (2017) tarafindan yuritilen arastirmada Turkiye’de dil
becerileri 6gretiminin dil bilgisi 6gretiminin gerisinde kaldigi ve Tirkce 6gretiminin dil bilgisi odakli
yapildigl sonucuna ulasilmistir. Bu arastirmaya katilan Tirkce 6gretmenleri de dil becerilerinin 6gretimi
konusundaki yetersizlikleri nedeniyle derslerinde dil bilgisi 6gretimine agirlik verdiklerini, beceri
o6gretiminde yasadiklari boslugu dil bilgisi 6gretimi ile doldurmaya calistiklarini ifade etmislerdir.
Katihmcilarin ifadelerinden, dil bilgisi 6gretimini dil becerilerinin gelistirilmesi adina kullanamadiklari ve
ogrencilerine dil bilgisi kurallarini 6gretmekle yetindikleri sonucuna ulasiimaktadir. Bu sonug alan yazinda
yiritilen benzer arastirma sonuglari (Arslan, 2017; Cer, 2017; iscan ve Kolukisa, 2010) ile de
ortismektedir. Cer’in (2017) arastirmasi Tlrkge Ogretmenlerinin derslerinde dil bilgisi kurallarini
O6gretmeye Oncelik verdigini, Arslan’in (2017) arastirmasi Turkge 6gretiminde dort temel dil becerisine
gereken dnem verilmeyerek dil bilgisi 6gretimine agirlik verildigini ortaya koymustur. iscan ve Kolukisa
(2010) tarafindan da dil bilgisi 6gretiminde kural ezberletmekle yetinildigi ifade edilmistir.

Katihmcilarin var olan sorunlarindan bir digeri de 6gretim sorunudur ve bu alan 6gretmenin mesleki
bilgi temelinde olan pedagojik icerik bilgisine karsilik gelmektedir. Ogretim sorunu alaninda égretmenlerin
icerik alanindan getirdikleri eksiklikler sinif ici 6gretim siireci uygulamalarinin gergeklesmesini olumsuz
etkilemektedir. Katilimcilar, aldiklari lisans egitiminde dil becerilerinin 6gretimi konusunda profesyonel bir
donanima kavusamadiklarini, ihtiya¢ duyduklari bir diger beceri olan 6grenci seviyesine uygun 6gretim
gerceklestirme noktasinda da eksikliklerinin oldugunu dile getirmislerdir. Katilimcilarin ifadelerinden
icerigi 6grenci dlzeyine indirgeyemedikleri ve bu alanda sorunlar yasayarak zorlandiklari gérilmektedir.
Ogrenci diizeyine uygun ders isleme ve planlama konusunda yasanan bu sorunlarin alan yazindaki diger
arastirma bulgulari (Kozikoglu ve Senemoglu, 2018) ile 6rtiistigl gorilmektedir. Kozikoglu ve Senemoglu
(2018) tarafindan vyuritilen calismada da benzer sonuclara ulasiimis, meslege yeni baslayan
ogretmenlerin 6grenci dizeyine uygun 6gretim planlama ve uygulama noktasinda zorluklar yasadigi
gorilmistir. Bu durum 6gretmen egitimi programlarinda ifade edilen bir diger problem alani olan
O6grenen sorununa isaret etmektedir. Katilimcilarin degerlendirmeleri lisans egitiminin adaylari 6grenenler
ile yliz ylze getirmedigini gdostermektedir. Bu da 6gretmenlerin basta 6grencileri tanima, onlarla etkili
iletisim kurma ve diizeye uygun ders isleme konularinda olmak (izere ¢ok sayida gticliikle karsilasmasina
neden olmaktadir. Ogretmenlerin mesleki bilgi temelinde ifade edilen bu problem alanina karsilik gelen
bilgi tlirl genel pedagojik bilgidir. Katilimcilarin 6grencilerle etkili iletisim kurma konusunda da bilgi ve
beceri ihtiyaci icinde oldugu gorilmektedir. Bu ihtiyaglarin onlarin meslek 6ncesinde 6grenciyi tanimama
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ve onlarin 6zelliklerine iliskin yeterli deneyim elde edememesinden kaynaklandigi diistinilmektedir. Bu
sorunlarin nedenlerinden biri Egitim Faklltelerinde higbir uygulama dersinin gergek sinif ortaminda,
ortaokul 6grencileri ile gerceklestiriimemesidir. Ogretmen adaylari ortaokul grencisi ve okul ortami ile ilk
kez doérdiinci sinifta karsilasmaktadir ki bu oldukga geg bir karsilasmadir. Bu sorun farkli arastirmacilar
(Kavas ve Bugay, 2009; Yalap vd., 2020) tarafindan da giindeme getirilmekte ve 6gretmenlik uygulamasi
derslerinin yetersiz ve verimsiz oldugu dile getirilmektedir. Yalap vd. (2020) bu dersin niteliginin artiriimasi
adina iki yariyil (5 ve 6.) ders gbzlemleme, iki yariyilda (7 ve 8.) ise ders anlatma uygulamalarinin
yurutllmesi gerektigini belirtmektedir. Tum bunlar 6gretmenlik uygulamasi dersinin hem nicelik hem de
nitelik agisindan tekrar diizenlenmesi gerektigini gostermektedir.

Ogretmenlik egitiminde alan uygulamalarinin artirilarak cok siki bir sekilde takip edilmesi gerektigini
belirten Darling-Hammond (2006) bunun i¢in okullarla olan bagin kuvvetlendiriimesi gerektigini
vurgulamaktadir. Bu bagin kuvvetlendiriimemesi 6gretmenlerin baglam sorunu yasamalarina neden
olmakta, bu da 6gretmen egitimi programlarinda goérilen baglam sorununa karsilik gelmektedir. Bu
arastirmada da katilimcilarin sinif ortamina ahlskin olmadiklari, bir sinifta onlari bekleyen yasantilar
konusuna yabanci olduklari gorilmustir. Bu durum adaylara okul temelli sinirl deneyim yasatan
0gretmen egitimi yaklasiminin bir uzantisi olarak degerlendirilebilir. Katilimcilarin okulda diger paydaslarla
iletisim, yonetmelik bilgisi, yoneticilerle iletisim gibi konularda da 6gretmen egitimi konusunda bilgi ve
beceri ihtiyaci icinde oldugu gorilmistir. Bu sonuglar alan yazinda yirutilen benzer ¢alisma sonuglariile
(Erdemir, 2007; Gomleksiz, Kan, Bicer ve Yetkiner, 2010; Korkmaz, 1999; Sari ve Altun, 2015; Yilmaz ve
Tepebas, 2011) értiismektedir. Ogretmenlerin sinif, okul ve toplumsal baglama yabanci olduklari, okul
yonetimi, meslektaslari ve velilerle iletisim konusunda giicliikler yasadiklar goriilmektedir. Ogretmenlik
siniftan baglayarak topluma kadar ilerleyen bir baglam icinde gerceklesmektedir. Bu nedenle 6gretmen
adaylarina okulu gevreleyen kosullari dogru okuma ve bunlara yonelik ¢oziim Uretebilme becerilerinin de
kazandirilmasi gerekmektedir.

Bu arastirmadan elde edilen sonuglar katilimcilarin 6z bilgi, icerik bilgisi, genel pedagojik bilgi,
pedagojik icerik bilgisi ve baglam bilgisi konusunda profesyonel bir donanima sahip olmadiklarini ve buna
yonelik bir 6gretmen egitimi almadiklarini géstermektedir. Tlrkge 6gretmenlerinin ihtiya¢ duyduklari bilgi
alanlarina yonelik elde edilen bu bulgular alan yazinda yuritilen arastirmalarin (Cer, 2017; Saracaloglu,
Karasakaloglu ve Gencel, 2010; Sengtil, 2012) sonuglarini destekler niteliktedir. Tiirkge 6gretmenlerinin
yasadigl sorunlar ve alan egitimindeki yetersizliklerinin kaynaginda 6gretim programlarindaki ders
dagilimi, teorik derslere agirlik verilerek uygulamaya doénik calismalarin az yapilmasi ve 6gretmenlik
uygulamasi derslerinin son yila birakilmasi gibi nedenlerin oldugu disiiniilmektedir.

Tim bu sorunlarin 6niine gegilebilmesi adina Tirkce 6gretmen egitimi programlarinin teorik dersler
ve edebiyat alani ile kendini yeniden konumlandirmasi gerektigi agiktir. Tarihsel baglamin bicimlendirmesi
olarak ginlimiize kadar tasinan bu yapinin bugiliniin kosullari ve gelecegin diinyasinin gereklilikleri
temelinde yeniden masaya yatirilmasi gerekmektedir. Dil becerilerinin var olan durumu ve Turkiye’nin
ulusal ve uluslararasi sinavlarda okudugunu anlama performansi (Milli Egitim Bakanligi Egitim Arastirma
Gelistirme Dairesi Baskanligi [MEB-EARGED], 2003; MEB, 2019a; MEB, 2019b) dikkate alindiginda,
problemin ¢éziimiinde atilmasi gereken ilk adimlardan biri kuskusuz 6gretmen egitimi programlaridir.
Tirkge 6gretmenlerinin dil becerilerinin 6gretiminde uzmanlasmis, dil becerilerini genis cesitlilikte 6grenci
ve baglam temelinde tasarlar ve uygular diizeyde mezun olmalari gerekmektedir. Bu nedenle 6gretmen
egitimi programlarinda onlara profesyonel baglamda hizmet etmeyecek, islevi sorgulanan igeriklerle
zaman ve enerji kaybettiriimemesi gerektigi aciktir. Tlrkce 6g8retmen egitiminin gelecegin diinyasinin
gereklilikleri gercevesinde ve buglinin manzarasi iginde acilen yeni bir pozisyon almasi gerektigi
gorulmektedir. Tim bunlardan hareketle ve bu arastirmanin bulgulari dogrultusunda su onerilerde
bulunulabilir:

e Tirkce Ogretmen egitimi programlarinda 6z bilgi temelini glclendirecek uygulamalara yer
verilmelidir.

e Tirkce 6gretmen egitimi programlarinin igerikleri, 6gretmen adaylarinin dil becerileri 6gretimi
konusunda uzman profesyoneller olarak mezun olmalarina izin verecek sekilde yeniden dizenlenmelidir.

691



Kanik Uysal & Bayrak Ozmutlu — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 52(3), 2023, 667-695

o Ogretmen adaylarinin uygulama ortamlariyla karsilastiriimasi adina son sinif cok geg oldugu icin
okul deneyimi ya da 6gretmenlik uygulamasi dersleri 4. sinifa birakilmadan en geg¢ 3. sinif itibariyle
baslatiimalidir.

e Sinifi ve okul ortamini tanima adina lisans egitiminde adaylarin uygulama okullarinda daha fazla
zaman gecirmelerinin yollari aranmalidir.

e Adaylarin icinde bulunduklari toplumun yapisi, 6zellikleri ve bu kosullarin sinifa yansimasi
konusunda yeterli bir donanima sahip olmasi adina lisansta yirutiilen egitim sosyolojisi ders igerikleri bu
gereklilik baglaminda yeniden yapilandirilmahdir.

e Lisans egitiminde adaylarin 6grencileri bilissel, duyussal ve gelisimsel agidan tanimalarina izin veren
ve dil becerileri temelinde 6grencileri gelistirmelerine (gbzlem, eylem arastirmalari vb.) imkan veren
uygulamalar yapilmahdir.

e Okul, Gniversite, 6gretmen ve 6gretim Uyeleri arasindaki iletisimi glclendirecek proje g¢alismalari
ylratalmelidir.

Yazar Katki Orani
Yazarlar, ¢alismaya esit oranda katki sunmuslardir.
Etik Beyan

“Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tim kurallara
uyulmus ve yonergenin ikinci bélimiinde yer alan “Bilimsel Arastirma ve Yayin Etigine Aykiri Eylemlerden”
hicbiri gerceklestirilmemistir.
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This paper reports the findings of a research, with a twofold aim of investigating L2
motivational self system of Turkish EFL learners and exploring how the constructs of this
model interact with each other. To this end, we conducted a mixed methods research
with 1168 participants from three populations of Turkish EFL learners, secondary school,
high school and university students. The findings show that the tripartite mode of L2
motivational self system explains the Turkish EFL learners’ language learning motivation
and that the constructs of this model contribute towards the language learning
motivation following different paths for the three groups of learners from secondary
school, high school and university. To investigate the possible changes these constructs
undergo over time, language learning motivation trajectories of individual learners were
also explored. The findings show that there is a dynamic interplay among these
constructs. The findings also indicate patterns and emergence of attractor states in
these interactions. Finally, it is found that the attractor states themselves also undergo
changes over the learners’ trajectories, shaping whilst being shaped by the components
of L2 motivational self system
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Arastirma Makalesi

Bu makale, ingilizceyi yabanci dil olarak 6grenen Tiirk grencilerin ikinci dil motivasyon
benlik sistemlerini incelemeyi ve bu modeldeki kurultularin birbirleriyle olan
etkilesimlerini anlamayr amaglayan iki asamali bir arastirmanin sonuglarini
raporlamaktadir. Bu amagla, karma arastirma modeli kullanilan bu galismada ingilizceyi
yabanci dil olarak 6grenen Tirk Ogrencilerden, ortaokul, lise ve Universite
Ogrencilerinden olugan Ug¢ gruba dahil 1168 katilimci yer almistir. Bulgular, ikinci dil
motivasyon benlik sisteminin ingilizceyi yabanci dil olarak égrenen Tiirk dgrencilerin
motivasyonlarini agikladigini ve bu modelin kurultularinin ortaokul, lise ve Universite
ogrencilerinden olusan Ug farkh grubunun yabanci dil 6§renme motivasyonlarini farklh
yollar izleyerek yordadigini géstermektedir. Bu kurultularin zamanla gegirdikleri olasi
degisimleri incelemek i¢in katiimcilarin yabanci dil 6grenme motivasyonlarinin
gidisizleri de incelenmistir. Bulgular kurultular arasinda dinamik bir etkilesimin
oldugunu; bu etkilesimlerde orintilerin ve degiskenlerin meylettigi ¢ekerlerin ortaya
¢iktigini gostermektedir. Son olarak, c¢ekerlerin de zamanla dil 6grencilerinin
gidisizlerinde degisime ugradigini, ikinci dil motivasyon benlik sistemlerinin
bilesenlerince degistirildiklerini ve bu bilesenleri degistirdiklerini gostermektedir.
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Introduction

Language learning motivation (LLM) has been receiving continuous attention from SLA researchers
due to its role in sustaining learning and achievement (Tatar, 2017). While the cognitive approaches to
motivation recognise learners’ beliefs, expectancies and affect (Eccles & Wigfield, 2002), as human
experience and social reality are considered “more nuanced, multileveled and ultimately, complicated”
(Block, 2007, p. 13), understanding learners as agents call for an understanding of the learners as active
agents, their affordances and self systems. Thus, Dornyei’s tripartite model of L2 motivational self system
(L2MSS) has received great attention in SLA. Building on Marcus and Nurius’s work (1986) on self system
and Higgins’ self discrepancy theory (1989), Dérnyei (2009b) proposes L2MSS, a tripartite model of ideal
L2 self, ought-to L2 self and learning experience. Ideal L2 self is the learners’ vision of who they would like
to become in the future with regard to L2. Ought-to L2 self, on the other hand, is learners’ perceptions of
who they believe they ought to become in the future and how L2 fits in this image (Dérnyei, 2009b).
Finally, learning experience refers to the experience of learning the language in and outside the language
classroom. This construct includes language teachers, course books, materials, classroom practices and
so on (ibid.)

Among the three constructs of L2MSS, ideal L2 self and learning experience are reported to be the
strongest predictors of intended learning effort in numerous contexts (Ghanizadeh & Rostami, 2015; Islam
et al., 2013; Kormos & Csizer, 2008; Li, 2014; Moskovsky et. al, 2016; Papi & Teimouri, 2012; Papi, 2010;
Rasool & Winke, 2019; Ueki & Takeuchi, 2013). Nevertheless, the reports regarding ought-to L2 self are
less conclusive. In some contexts ought-to L2 self is reported to contribute to motivated learning
behaviour in a limited capacity (Csizer & Kormos, 2009; Islam et. al., 2013; Li, 2014; Moskovsky et. al.,
2016; Papi, 2010) or none at all (McEown et al., 2014); while in others it is reported to contribute strongly
to motivated behaviour (Ghanizadeh & Rostami, 2015; Hueng et al., 2015; Ueki & Takeuchi, 2013). Yet in
some studies this construct yielded low reliability (Csizer & Lukacs, 2010; Kormos & Csizer, 2008; Lamb,
2012).

What seem to be contradictory results regarding ought-to L2 self, however, are not necessarily so
considering the dynamic nature of one’s self system and its interactions with the components of this
system and with the learning context. For example, ought-to L2 self is the strongest predictor of intended
learning behaviour in an EFL public school context while its predictive power was much less than that of
ideal L2 self in private schools (Ghanizadeh & Rostami, 2015). Similarly, ought-to L2 self was a predictor
of intended learning effort for Chinese EFL learners but not for their ESL counterparts (Li, 2014). In the
Japanese context, Ueki and Takeuchi (2013) found this construct to be the strongest predictor of non-
English major university students, but not for English majors.

Similarly, studies report different results regarding socio-educational model’s integrativeness
(Gardner, 2007) in L2MSS. This construct predicts ideal L2 self in some studies (Ryan, 2009; Taguchi et al.,
2009) while in others, it does not contribute towards LLM (Busse & Williams, 2010; McEown et, al., 2014)
oris found to have low reliability (Course & Saka, 2021; Islam et. al., 2013; Rasool & Winke, 2019). Findings
regarding instrumentality, however, are more consistent in reporting a correlation between
instrumentality promotion and ideal L2 self; and between instrumentality prevention and ought-to L2 self
(Course & Saka, 2021; Ghanizadeh & Rostami, 2015; Papi & Teimouri, 2012; Taguchi et. al., 2009).

Although L2MSS explains LLM in a number of studies, as reviewed above, these studies predominantly
focus on the learners’ L2 selves at the time of the research rather than the changes these selves go through
in time. Considering the dynamic nature of one’s self systems, there is a need to investigate such changes
and transformations in learners’ L2MSS. One approach that can help trace changes and interactions
between components of learners’ self systems is complex dynamic systems theory (CDST).

CDST suggests that systems are in constant interaction with other systems , e.g. agents or socio-
historical structures, in state space (Larsen-Freeman, 2015) and that components of a system also interact
with each other (Chan et al., 2015). The behaviour of a system is ever changing, and complex, i.e. it shapes
and it is shaped by its interactions with other systems (Larsen-Freeman, 2015; Ushioda, 2015; Verspoor,
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2015). Each of these interactions will form a pattern and some of these patterns will become more salient
than others through self-organisation depending on attractor states and repellents (Hiver, 2015). Thus, a
system’s trajectory is influenced by such interactions and emerging salient patterns in these interactions.
Additionally, initial conditions are also instrumental in interactions, patterns, thus, trajectory of a system
(Verspoor, 2015). Feedback and perturbations are also critical in a system’s self-organisation and
adaptation behaviour (Hiver, 2015). Classroom context is shown to provide such feedback (Waninge,
2015). Mercer further questions the self as a system and suggests that self can be conceptualised as “a
series of nested systems of self constructs" (2015, p. 140). She proposes (2014) that language learners’
self systems can accommodate individual, relational and collective selves, i.e. their senses of self defined
as different from others, in relation to significant others or as members of a community, in connection
with L2. Thus, dynamic interplay of these selves will also impact the LLM trajectories of language learners.

Method
In the light of the research reviewed, this study aims to answer the following questions:

1. Does L2MSS explain language learning motivation of Turkish EFL learners?

2.  What changes do L2MSS components undergo in the learners’ trajectories of language learning?

As stated above, this research aims to investigate any causal relationship between L2MSS and LLM in
the Turkish context and to explore the trajectories of language learners’ LLM. Thus, this study is a mixed
methods research in which causality is explored through quantitative data to answer the first research
question while qualitative data is used to gain a deeper insight on the participants’ L2ZMSS and possible
changes the constructs of this system undergo. This design was selected as it provides complementarity
of both sets of data (Dérnyei, 2007), which was essential in gaining a more clear and deeper understanding
of LLM and L2MSS in this research. The research design, data collection and research instruments were
approved by the Social Sciences Research Ethics Committee of Akdeniz University on 25.03.2022,
document number 120.

Participants

The total number of participants in this study is 1168. Of this number, 361 were secondary school
students, 427 were high school students and 380 were university students. All participants volunteered
to participate in the study, giving both oral and written consent. Data was collected from one secondary
school with diverse socio-economic backgrounds and learners of mixed achievement. The participants
were between the ages of 10-14 and had been studying English for 4-7 years. Two high schools were
selected, one with lower socio-economic background and low academic achievement and one with middle
socio-economic background and high academic achievement, students were between the ages of 14-18
and had been studying English for 8-11 years. All high school students are required to select a subject of
study from the 10" year on. Subject areas available are science and maths, maths and Turkish, social
studies and a foreign language. University students had been studying a variety of subjects such as
tourism, engineering and teacher training. The majority of the university students had started learning
English in the fourth year of primary school and had been learning it for 10 years on average. Table 1
shows the number of participants from each group.

Table 1.
Participants
Female Male Gender not Total
specified
Secondary school 187 173 1 361
High school 194 233 - 427
University 187 193 - 380
Total 568 599 1 1168
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Sixteen volunteer participants were also interviewed. Seven of the interviewees were secondary
school students, two were in high school and seven were university students. The interviewees were
selected representing learners with low and high LLM from each group.

Data Collection Tools

Quantitative data to investigate the L2MSS of the learners was collected using a questionnaire,
adopted from Taguchi et al. (2009) and translated into Turkish by Course and Saka (2021). The
questionnaire had 43 questions and included ten subscales (Table 2). Respondents were asked to answer
each question on a scale from one to six, one being ‘strongly disagree’ and six being ‘strongly agree’.

Qualitative data were collected using semi-structured interviews. At the beginning of each interview,
the researcher inquired about the participants’ individual language learning histories. To this end, the
researcher started each interview with questions about when the interviewees started learning English,
how long they had been learning English, if anything was motivating/demotivating in this process. In
addition, to get detailed information on each interviewee’s LLM trajectory, the fluctuations in these
trajectories and their perceived reasons for these fluctuations, additional questions were asked based on
each participant’s individual responses. The interview questions also specifically inquired about the
interviewees’ learning experiences, ideal L2 selves and ought-to L2 selves, with the researcher asking
about the participants’ images of themselves in the future, the role of English in these images and the role
of friends and family in their possible selves. All questions were open-ended, and all interviews were
recorded, with the interviewees’ consent. The interviews lasted between 19-27 minutes. All names used
in this paper are pseudonyms, with secondary school students choosing their pseudonyms themselves
upon their request to do so.

Data Analysis

To analyse the quantitative data, first, Cronbach’s Alpha was used to test the reliability of the
questionnaire and its subscales. Questionnaire data were then tested for normality. The skewness and
kurtosis values were found to be within the acceptable range of +2, for all groups, with one exception,
the kurtosis value of instrumentality promotion for university students was +4.49. Therefore, to compare
the responses of three populations, we used a nonparametric test, Kruskal Wallis. Next, before proceeding
to do a linear regression analysis, we checked multicollinearity and all VIF values are found to be within
the acceptable range (Tables 4-7). Thus, linear regression analysis was conducted for all three groups to
investigate the causal relationship between L2MSS and learners’ LLM. All statistical analysis was done
using SPSS.

Semi-structured interview questions were designed following a comprehensive literature review for
content and construct validity to inquire the motivational trajectories of each interviewee. Next,
interviews were transcribed and to avoid a reductionist analysis of the qualitative data, inductive analysis
was carried out. Each interviewee’s motivational trajectory was analysed individually. To this end,
individual interviewees’ motivational trajectories and any changes in these trajectories were mapped.
Next, repeating patterns and emerging themes in these patterns were noted to get a better understanding
of the self-organisation of the interviewees’ L2MSS. For example, if one trajectory showed repeating
motivational patterns in relation to an interest in communicating with other speakers of English,
‘communication’ was noted as an emerging theme in that interviewee’s trajectory. Then, relevant themes
across interviews were grouped and coded. For example, the themes ‘good teacher’, ‘teacher as a role
model’, ‘approachable teacher’ were grouped together and coded as ‘English teacher’, which was then
grouped together with ‘games’, ‘speaking’, and ‘songs’ and given the code ‘learning experience’. Following
the analysis of the interviews, a second researcher was also invited to analyse the data for interrater
reliability and both researchers’ analysis showed agreement. After each interview, the interviewer
summarised her notes and checked with the interviewees if her understanding of their trajectories was
accurate.
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Findings

First, the findings from the quantitative data will be presented followed by the findings from the
qualitative data.

Quantitative data

Reliability coefficients of all subscales are found to be within the acceptable range, except for
integrativeness, which was excluded from further analysis (Table 2).

Table 2.
Cronbach’s Alpha Reliability Coefficients
Subscales No of Secondary High . . All
. University
items school School groups
Intended learning effort 5 .86 .79 .78 .81
Ideal L2 self 4 .86 .84 .82 .85
Ought-to L2 self 6 .78 74 .76 .76
Attitudes to learning English 4 .83 .76 72 .78
Family influence 5 .64 .70 .74 .70
Instrumentality promotion 4 .84 77 .81 .81
Instrumentality prevention 4 .68 .67 74 .70
Integrativeness 3 .67 .51 41 .54
Cultural interest 4 72 .79 72 74
Attitudes to L2 community 4 .82 74 .75 77

Next, data were analysed using Kruskal-Wallis to find out statistically significant differences among the
three populations and post-hoc tests were used for pairwise comparisons. As multiple tests were carried
out, Bonferroni correction was used for post-hoc comparisons. The findings are presented in Table 3.

Table 3.
Comparison of Three Groups

Eff
Scale Group Mean SD H Sequenc ect

e size (n?)

Intended learning Sgcondary 4.09 1.39 3.15 S>H* .01
offort High school 3.88 1.14 -2.56 U>H** .009

University 4.08 1.13

Secondary 4.52 1.42 -3.98 U>S*** .02
Ideal L2 self High school 4.77 1.18

University 497 1.04

Secondary 4.00 1.15 2.67 S>H* .008
Ought-to L2 self High school 3.92 .99 -4.88 USH*** .03

University 4.29 .96
Attitudes to learning Se.:condary 4.36 1.42 6.50 S>H*** .04
English High school 3.80 1.20 4.53 S>U*** .03

University 3.96 1.11

Secondary 4.10 1.11 - - -
Family influence High school 3.98 1.03

University 3.98 1.08
Instrumentality Se.:condary 5.07 1.19 -2.64 U>S* .009
promotion High school 5.32 .86

University 5.31 094
Instrumentality Se;condary 4.37 1.19 7.97 S>H*** .08
prevention High school 3.65 1.20 -6.13 USH*** .04

University 4.16 1.31
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. Secondary 458 1.33 -2.83 U>S* .01
';-\ct’tr::iisltt; L2 High school 4.72 1.07
University 4.89 .94

Secondary 4.27 1.32 -4.50 H>S*** .02
Cultural interest High school 4.66 1.20
University 4.52 1.07

* p< .05, ** p< .01, *** p<.001

Highest mean values for all groups were observed for instrumentality promotion. Regarding the
statistical differences among variables, it was found that secondary school and university students’ scores
for criterion measures, ought-to L2 self and instrumentality prevention are significantly higher than those
of high school students. Secondary school students’ scores for attitudes to learning English are
significantly higher than the other populations while university and high school students scored
significantly higher for cultural interest and attitudes towards the L2 community. Finally, university
students have scored significantly higher than secondary school students for ideal L2 self and
instrumentality promotion. The only difference that had a medium effect size is observed between
secondary and high school students’ instrumentality prevention. Remaining differences have either small
(n?< .06) or less than small effect size (n’< .01).

Table 4.
Results of Multiple Regression Analysis with Intended Learning Effort as the Dependent Variable
Variable Secondary School High School University
B SEB B VIF B SEB B VIF B SEB B VIF
Attitudes to .63 .05 .52% 1.98 .54 .05 A6* 1.42 .6 .06 AT7* 1.45
learning English *x *x *E
Ideal L2 self .33 .05 .28* 2.12 .25 .05 .20* 1.77 21 .07 .15* 1.85
* %k k¥ *
Family .14 .04 1% 1.14 - - - - - - - -
influence *x
Ought-to L2 - - - - 08 04 09%* 160 15 .04 .18 149
self **
Cultural .15 .05 A1* 173 - - - - - - - -
interest *
Instrumentality - - - - a1 05 09%* 139 -13 05 - 130
prevention 2%
*
Attitudes to L2 - - - - 21 .06 .16* 1.8 .16 .07 .11* 178
community *
Adjusted R? 72 .54 .48
F for change in 9.65 5.50 4.72
RZ

* p< .05, ¥* p< .01, *** p<.001

As shown in Table 4, learning experience was by far the strongest predictor of intended learning
behaviour of all learners in the final models. Ideal L2 self also contributes to intended learning behaviour
for all three groups. Ought-to L2 self and instrumentality prevention explain motivated behaviour of high
school and university students. Interestingly, however, instrumentality prevention negatively predicts
motivated behaviour of university students. While these two variables are missing in the final model of
the secondary school learners, family influence contributes towards the motivated learning behaviour for
this group. Finally, cultural interest for secondary school students and attitudes to L2 community for the
other groups contribute towards the dependent variable in the final model.
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Table 5.
Results of Multiple Regression Analysis with Ideal L2 Self as the Dependent Variable

Variable Secondary School High School University

B SEB B VIF B SEB B VIF B SEB B VIF
Attitudes to .19 .04 .19* 2.04 .15 .04 .15* 1.39 .16 .04 A7* 1.65
learning *k *x *k
English
Instrumentality .36 .05 31* 2.03 .51 .05 .38* 1.59 .5 .05 A5* 1.75
promotion *k *x *k
Ought-to L2 - - - - .06 .03 .08*  1.63 - - - -
self
Instrumentality - - - - -.15 .04 - 1.34 - - - -
prevention .15%

* %k

Attitudes to L2 4 .05 37* 291 .19 .05 A17* 2.17 .14 .05 13* 2.10
community ** *x *
Cultural 1 4 .09* 1.92 .22 .04 22% 1.68 .23 .04 .24* 1.49
interest *k *k
Adjusted R? .68 .57 .61
F for change in 4.99 3.97 7.64
RZ

* p<.05, ** p< .01, *** p<.001

The results of the regression analysis with ideal L2 self as the dependent variable (Table 5) show that
instrumentality promotion, attitudes towards learning English, attitudes towards L2 community and
cultural interest contribute towards intended learning behaviour for all three groups. For high school
students, however, ought-to L2 self and instrumentality prevention also predict ideal L2 self, although the
latter’s predictive power is negative. This construct is more strongly predicted by instrumentality
promotion and the variables related to L2 community and culture for all three populations.

Table 6.

Results of Multiple Regression Analysis with Ought-to L2 Self as the Dependent Variable
Variable Secondary School High School University

B SEB B VIF B SEB B VIF B SEB B VIF

Attitudes to .25 .05 2%* 1.10 - - - - .15 .06 A% 1.28
learning *
English
Instrumentality - - - - .16 .07 .09*  1.52 - - - -
promotion
Family .51 .05 Ax* 1.29 .554 .05 A4* 1.2 .66 .05 .54* 1.19
influence * *x *x
Instrumentality .62 .06 A1* 1.3 .46 .05 .35%  1.07 .36 .05 28*% 111
prevention *x *x *x
Attitudes to L2 - - - - .28 .06 .19* 1.49 21 .07 J12* 1.32
community *x *
Adjusted R?2 .58 .54 .56
F for change in .04 4.46 6.39

RZ

* p< .05, ** p< .01, *** p<.001

Table 6 shows the results of the regression model with ought-to L2 self as the dependent variable.
Instrumentality prevention and family influence are the two strongest predictors of ought-to L2 self in the
final models of all three groups. This construct is also explained by attitudes to learning English for
secondary school and university students; instrumentality promotion for high school students and
attitudes towards L2 community for high school and university students. Instrumentality promotion and
attitudes towards learning English have the weakest explanatory power for this construct.
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Table 7.
Results of Multiple Regression Analysis with Attitudes to Learning English as the Dependent Variable
Variable Secondary School High School University

B SEB B VIF B SEB B VIF B SEB B VIF

Family influence  -.12 .05  -.12% 1.7
Instrumentality .15 .06 A3* 234 - - - - - - - -

promotion

Ought-to L2 self 13 .04 .16* 1.81 .08 .03 1% 1.8 1 .03 .15% 1.10
* * *

Attitudes to L2 .29 .07 27%  3.23 .36 .06 32*% 173 - - - -

community ** **

Cultural interest .15 .05 .14* 1.90 - - - - .37 .05 .36* 1.53
* * %k

Ideal L2 self .26 .06 .26%  3.07 .23 .05 22*% 161 .28 .06 .26%* 1.59
k¥ k¥

Adjusted R2 .54 .29 .37

F for change in 5.61 5.54 11.7

RZ

* p< .05, ** p< .01, *** p< .001

Table 7 shows the results of the regression models for attitudes towards learning English as the
dependent variable. As presented in Table 7, these models only explain 54%, 29% and 37% of the variance
in the learning experience of the secondary school, high school and university students respectively. Yet,
all three models indicate ideal L2 self and ought-to L2 self as predictors of learning experience.
Interestingly, family influence negatively predicts secondary school learners’ learning experience. In
addition, the strongest predictors of this construct are related to the L2 community and culture, followed
by ideal L2 self for all three populations.

The multiple regression analysis’ results, presented above, provide information about the LLM and
L2MSS as a model. The results also show changes in the investigated constructs among three populations.
Although some of these findings support the findings of past research, as will be discussed below, these
analysis do not provide information on the trajectories of these changes. To get a deeper understanding
of these changes, we conducted interviews, the findings of which will be presented next.

Qualitative data

As remarked above, each interviewee’s motivational trajectory was mapped individually to trace the
patterns in the self-organisation of their LLM. Hoping to be able to paint a fuller picture of these
trajectories, first we present our findings regarding the initial conditions of LLM for these learners. Next,
we focus on the emerging patterns in the self-organisation of LLM of individual interviewees.

1. Initial conditions

At the beginning of the participants’ English language learning, all learners but two were highly
motivated due to learning experience. These were either classroom practices such as songs, games,
competition, or due to the teachers themselves. The interviewees reported that they enjoyed being able
to understand and talk in a new language. They also referred to their “good teachers” (of English language)
who were also “good people” or “role models”. As learners progressed to secondary school, learning
experience had the opposite effect. Learners were mostly expected to memorise long lists of vocabulary
items and grammar rules. Learning experience was also shaped by a strong washback effect of an end-of
secondary school exam.

Benzema: “We just memorise (words and grammar rules) in our English lessons.”

O: “l have a question. Am | studying English just to pass the exams? | would like to learn English to
speak it. For example | must pass this exam, right? | must pass so | won’t lose a year. That’s why we study
English; but there shouldn’t be exams so we can actually learn (to speak English).”
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Secondary school students repeatedly brought up communication in English on multiple occasions.
For some learners, communication was relevant to their ideal L2 self as international travellers:

Derin: “At the moment | just memorise English (words and rules). (But) when | visit the UK, the USA,
how am | going to speak it?”

Others reported that they will need to speak English for employment, referring to their ideal L2 selves
as young professionals with respectable jobs; pointing out the complementary nature of ideal L2 self and
ought-to L2 self. For O, Luffy, Pelin and Benzema, on the other hand, communication was important for
their current selves as they have English-speaking friends visiting or living in Antalya or they interact with
English-speakers online. At the time of the study, secondary school interviewees all expressed intentions
to carry on learning English.

Bilge, a science teacher trainee, on the other hand, reported that her learning experience resulted in
loss of motivation after primary school. Her secondary school teacher was “very strict” and because Bilge
“didn’t like her (new) teacher” she has developed a “bias against” learning English. Consequently, she
struggled in her English lessons in the following years and to avoid the sense of inadequacy she
experienced in these lessons, she stopped trying to learn the language. At this point learning experience
became a repellent and she acted to avoid it in order to maintain her sense of self as a competent person.
Metin, a high school student, reported very similar experiences with learning experience as a repellent.
However, a recent plan for a family vacation to Italy mobilized Metin to enroll in a language school.

In all the secondary school students’ and Metin’s interviews, communication was the attractor state
that they referred to for persisting in wanting to learn English in spite of the perturbation of secondary
school learning experience. This attractor state was connected to learners’ possible selves as travelers or
young professionals and to current social components of the learners. This attractor state maintained
intended learning behaviour in spite of the perturbation of learning experience in secondary school at the
time of the study. Yet, considering the data from Bilge’s interview, it is difficult to claim that this is a strong
enough attractor to maintain LLM through years-long English education in the absence of other attractors
or interactions with other system components. To get a better understanding of such interactions, we
now turn our attention to the data from participants who have reached a higher level of stability
(Verspoor, 2015) in LLM and who have developed more intricate and complex web of connections in their
self systems with regard to L2.

2. Cem

Communication was an attractor state for Cem also, an ELT student, at the beginning of his learning
experience. His classmates were mostly non-Turkish speakers so he was motivated to learn English to
communicate with them. He also described his then-self as a “child that loved technology”. He was highly
interested in and good at using social media and video sharing platforms from a young age.
Communication was reinforced through his then self as a technologically able child and through their
interaction, he developed linguistic confidence. In high school, he was required to choose a subject area
of study and he “was not very good at other subject areas”. This requirement functioned as a repellent
reinforcing the attractor state of linguistic confidence. Arguably, this was a deeply seated attractor state
because shortly after he made his decision, he was informed that his school would not be able to offer
him a foreign language study programme. He then had to convince his parents, who wanted him to study
another subject, to help him find another school.

As a high school student, he encountered another perturbation, the Covid-19 pandemic, which cut
him off from his social circle. During the lockdown, he saw a short video of a skateboard on social media,
which gave him an idea for an outdoor activity. He then met with other skateboarders in Antalya, where
he resides.

“I again acquired a peer community (of skateboarders). | had an English speaking peer community
because the skateboarders in Antalya are mostly from Ukraine but from other countries too, even from
the USA. | speak to them in English so skateboarding also helped me improve my English.”
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Thus, he formed a new sense of self as a skateboarder. This sense of self, interacting with the attractor
state of communication gave rise to a new sense of self as a compassionate human:

“I've achieved a lot for myself because of skateboarding ... Mentally... | mean my perspective
broadened. | became more considerate, understanding because I’'ve met a lot of people via skateboarding.
And hearing their stories, my perspective broadened. | think skateboarding made me a better person.”

He reported that his parents want him to study for a Masters degree. His ideal L2 self is in connection
with this ought-to L2 self, the attractor state of high linguistic confidence and his self as a skateboarder.
He plans to do a postgraduate degree in the USA.

“And the reason I’'m drawn to the USA is because it is the birthplace of skateboarding and the place it
is most popular in.”

This was a vivid vision of ideal L2 self with plans of where to live, challenges he might have as a
foreigner, where and what to study and plans of applications for postgraduate degrees. However, this was
a relatively recent vision of his future self. It was not present at the beginning of his studies or even his
university degree. This vivid ideal L2 self emerged as a result of interactions between his then-selves,
system components, such as social components, school requirements, and family expectations. Thus, the
initial attractor state of communication did not stay in its initial form to communicate with his classmates;
but it evolved over time and played a role in shaping his possible selves.

3. Taraand Baha

Tara’s initial LLM was formed as part of her then-relative self. She reported that she wanted to learn
English at a very young age because of her older sister, who had high LLM. They both had plans to go
abroad together from an early age. This was a very strong and vivid image of ideal L2 self for Tara, which
she says she frequently visited. This initial attractor state of visiting and living abroad with her sister was
reinforced through her online interactions with other English speakers and through cultural interest.
Similar to Cem, through the interaction between her ideal L2 self and cultural interest and communication,
she developed high linguistic competence. Through these interactions, and her realisation that she could
speak English, the possibility of living abroad became plausible and remained in her working self. Tara
remarks that high linguistic confidence was connected to another attractor for her, competence:

“I would feel like ‘I can really speak’. And that ...l could now do something that | couldn’t do before.”

One interesting finding was first suggested by Tara. She reported that she struggled with social anxiety
and that she liked speaking in English because she feels that she can express herself better in English. Tara
is an EFL learner with a proficiency level of B2-C1. Therefore, her preference of L2 over L1 was not based
on linguistic competence. She reported that when she speaks about personal topics with affiliations of
negative affect, she prefers to speak in English because she feels like she is approaching these topics over
“another person”, distancing herself from such topics. Thus, for Tara, the initial attractor state of
communication for building social relationships takes a different form. In connection with this attractor
state, she formed an L2 self that she evokes when she approaches personal topics.

The initial conditions for Baha’s LLM was also determined by his classroom learning experience, he
enjoyed his English lessons. Later on, interaction between his cultural interest and communication in L2
with non-Turkish speakers followed a similar trajectory to Cem and Tara. He developed linguistic
confidence which became an attractor state following the perturbation of having to choose a subject area
of study at high school. Similar to Tara, Baha also reported that he evokes his L2 self when he feels
insecure. He is not confident when he speaks in Turkish, his L1. He believes he cannot express himself well
enough in Turkish sometimes due to lack of topic knowledge. His position as an outsider, a non-native
speaker, however, provides a leeway for his self-perceived lack of expertise in a topic:

Baha: “When I don’t know much about a subject, the other person (his interlocutor) can question every
detail and | sometimes don’t know how to express myself. But English is different.”

Interviewer: “How is it different?”
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Baha: “English is like a barrier. You can explain something in a very simple way. It depends on how
much one can speak (the language).”

So his identity as a non-native user of English, helps him adopt an outsider position where he will be
safe from a perceived possibility of criticism from his interlocutors. However, English is not seated in his
current self only due to its connection to his self-confidence. It also helps him position himself as part of
a wider community of fellow humans:

Baha: “Before I could speak English, | used to feel very lonely. It was just me and my family. OK, and we
live in Turkey. That was it... But later | realised that the world is very big... and beautiful ... My brother
visited Greece for an Erasmus project. They performed theatre plays in each other’s languages. And they
are still in touch.”

4. Saba

Saba is also currently studying to be an English teacher. Although her high LLM was first due to her
learning experience in primary school, soon communication became an attractor state. However, unlike
the other interviewees, communication in English was a possible means for her to change the power
relations she found herself in. Saba was identified as a gifted child. She skipped a year and enrolled in the
second year of primary school. Being younger, smaller and academically more successful than her peers,
she was ostracised throughout her education. She believed that if she could teach her classmates to
communicate in this new medium, perhaps they could understand each other better and she could be
socially accepted. Thus, communication became an attractor state for her. Unfortunately, her high school
could not offer her a foreign language programme. Therefore, despite her reportedly high LLM at the
time, she went on to study psychological counselling at university, but she maintained a high LLM and in
the last year of her studies, she quit her degree to go back to learning English. She then spent an
extraordinary amount of time and effort to learn English by herself. When asked why she quit her first
degree and extended so much effort and time to study English, she answered that English is an additional
medium in which she “can express herself”.

Saba: “I believe communication is very difficult even in one’s own language. When you manage to
understand each other, you feel good about yourself ...When you see that you can do this in another
language, you become aware that you can understand one another in your native language too.”

So communication was a very strong attractor state for her. It has also changed shape in that
communication and learning/ speaking English is not limited to reaching out to her peers, but about the
possibility of understanding one another in L2 or L1.

Discussion & Conclusion

Learners’ responses to the questionnaire show that learning experience returned the lowest mean
values for university students, second lowest for high school, and fifth lowest for secondary school
students. In the light of the data from the interviews, we would like to argue that thisis due to the learners’
frustration with their classroom learning experience after primary school education. Although, secondary
school learners still express a positive attitude to learning English, as the amount of time exposed to
classroom learning experience that does not meet their expectations increase, their attitudes to learning
English decrease. Furthermore, mean values for ought-to L2 self, family influence, and instrumentality
prevention, are lower than instrumentality promotion and ideal L2 self for all groups, suggesting that the
learners as young as secondary school students develop a sense of ideal L2 self and that they are aware
of the role of English as a cultural capital.

The results of the regression analysis show that L2MSS explains LLM of Turkish EFL learners as it
explained the variance of intended learning effort for 72% of secondary school students, 54% of high
school students and 48% of university students. Our findings also support the findings of past studies in
that learning experience and ideal L2 self are strong predictors of intended learning behaviour (Csizer &
Kormos, 2009; Csizer & Lukacs, 2010; Ghanizadeh & Rostami, 2015; Islam et. al., 2013; Kormos & Csizer,
2008; Li, 2014; Papi & Teimouri, 2012; Rasool & Winke, 2019; Taguchi et. al. 2009). As reviewed above
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ought-to L2 self was found to either be insignificant in predicting LLM or found to have low reliability in
some studies. In this study, however, it was found to predict intended learning effort of high school and
university students; while family influence, a predictor of ought-to L2 self, was found to predict intended
learning effort of secondary school learners. Moreover, considering that ideal L2 self is a powerful
contributor of learning experience for all three populations, we would like to suggest that ideal L2 self
influences intended learning behaviour both directly and indirectly through learning experience.
Therefore, we would like to suggest that all three components of L2ZMSS are instrumental in explaining
Turkish EFL learners’ LLM.

We also analysed the causal relationship among the three main components of L2ZMSS. Instrumentality
promotion was found to be a very strong predictor of ideal L2 self, supporting past research (Ghanizadeh
& Rostami, 2015; Islam et. al, 2013; Papi & Teimouri, 2012; Taguchi et. al., 2009). In addition, the construct
of attitudes to L2 community was also found to contribute to ideal L2 self; and instrumentality prevention
and family influence were found to predict ought-to L2 self (Csizer & Kormos, 2009; Ghanizadeh &
Rostami, 2015; Islam et al., 2013; Papi & Teimouri, 2012; Taguchi et al. 2009). Similar to the findings of
Kormos and Csizer (2008), we also found that cultural interest contributes to ideal L2 self of older learners,
i.e. high school and university students. Finally, learning experience was predicted by ideal L2 self and
ought-to L2 self for all three groups. Learning experience was further predicted by the students’ approach
to L2 community or culture for all three populations. The results show that instrumentality does not play
a role in learning experience except for instrumentality promotion for the youngest population. Given
that instrumentality promotion was the strongest contributor of ideal L2 self for high school and university
learners; it is possible that instrumentality promotion is mediated through ideal L2 self and learning
experience for these groups. These findings show that learning experience, ideal L2 self and ought-to L2
self are different domains contributing towards motivated behaviour of Turkish EFL learners. In addition,
the analysis exploring the relationship between these constructs show that they are in interaction with
each other, predicting and contributing towards each other. To better understand these interactions, we
conducted interviews.

The finding that learning experience impacts LLM greatly is echoed by the interview data. The findings
suggest that specifically classroom practices and/or English teachers play an important role in LLM.
However, the findings also show that LLM does not follow a linear causal path but is subject to many
changes and transformations. Especially for highly motivated EFL learners, L2ZMSS components interact
with each other, form new components or new current and possible L2 selves in a dynamic process,
suggesting L2ZMSS is a complex dynamic system (Chan et al., 2015; Larsen-Freeman, 2015; Ushioda, 2015;
Verspoor, 2015)

In the interview data, communication emerges as an important attractor state for LLM for participants
from all three groups. For secondary school and high school students, it was compartmentalized in that
its relevance was limited to the interviewees’ possible selves and social component of their actual selves
without further interactions with the learners’ self systems. For highly motivated learners, on the other
hand, communication was found to interact with L2MSS components and give rise to other attractor
states such as linguistic confidence and/or developing competence. Provided that these attractor states
are strong enough, a perturbation, e.g., choosing a subject area of study in high school or the pandemic,
reinforces these attractor states; as the feared self, e.g., academically unsuccessful self or isolated self,
act as a repellent. Thus, in this study the attractor state of communication, with positive feedback, gave
rise to other attractor states. These attractors states then gave rise to new individual ideal L2 selves such
as an international postgraduate student or a compassionate human who explores the bounds and
possibility of human communication. Furthermore, interactions of emerging selves, e.g., a skateboarder,
with other L2ZMSS components, e.g., family expectations and school requirements, gave rise to new and
vivid ideal L2 selves. Thus, the findings point out that ideal L2 self and ought-to L2 self are not mutually
exclusive but are complementary and fluid. We would also like to argue that although communication
was a commonly strong attractor for the participants initially, continued lack of positive feedback for this
attractor state bears the risk of it losing strength, as was the case with Bilge.
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Attractor states themselves were also found to change (Henry, 2015). The initial attractor state of
communication in English to talk to non-Turkish speakers changed for all highly motivated learners to
become a means to gain a deeper understanding of themselves and fellow humans. For two learners, this
trajectory resulted in formation of distinct L2 selves employed as a means of detachment in
representation of their selves. For one learner, the initial attractor state of communication was strong
enough for her to go back to learning English after the interception of another degree at university. Yet,
this strong attractor state also transformed from a means for social acceptance by peers to being the
means to explore the possibility of communication in general. Thus, the findings point out that learners’
self systems are not static but are in constant change. Although these changes have common attractors
such as communication, perturbations and interactions of L2ZMSS components give way to individual LLM
trajectories, through each system’s self organisation (Hiver, 2015).

The strong attractor state of communication for the Turkish EFL learners have implications for
classroom practices. We suggest that material and curriculum developers and most importantly EFL
teachers provide positive feedback for this attractor state. The findings regarding the dynamic system of
LLM also have implications for further research on LLM. L2MSS constructs are found to predict LLM for all
three groups. However, L2ZMSS components are also found to transform and change over time. Thus,
there is a need for further research to look into these interactions and changes to explore emerging
patterns.

Author Contribution Rates
The authors contributed equally to the study.
Ethical Declaration

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

The research design, data collection and research instruments were approved by the Social Sciences
Research Ethics Committee of Akdeniz University on 25.03.2022, document number 120.

Conflict Statement
The authors declare no competing interests.
References

Block, D. (2007). Second language identities. Continuum.

Busse, V., & Williams, M. (2010). Why German? Motivation of students studying German at English
universities. The Language Learning Journal, 38(1), 67-85.
https://doi.org/10.1080/09571730903545244

Chan, L., Dornyei, Z., & Henry, A. (2015). Learner archetypes and signature dynamics in the language
classroom: A retrodictive qualitative modelling approach to studying L2 motivation. In Z. Dérnyei, P.
D. Macintryre, & A. Henry (Eds.), Motivational dynamics in language learning (pp. 238-259).
Multilingual Matters.

Course, S., & Saka, F. 0. (2021). Investigating L2 motivational self system in the Turkish university context.
Cukurova University Faculty of Education Journal, 50(2), 649—-662.
https://doi.org/10.14812/cuefd.955225

Csizer, K. & Kormos, J. (2009). Learning experiences, selves and motivated learning behaviour: A
comparative analysis of structural models for Hungarian secondary and university learners of English.
In Z. Dornyei & E. Ushioda (Eds.), Motivation, Language Identity and the L2 Self (pp. 98-119).
Multilingual Matters.

Csizer, K. & Lukacs, G. (2010). The comparative analysis of motivation, attitudes and selves: The case of
English and German in Hungary. System, 38, 1-13. https://doi.org/10.1016/j.system.2009.12.001

708



https://doi.org/10.1080/09571730903545244
https://doi.org/10.14812/cuefd.955225
https://doi.org/10.1016/j.system.2009.12.001

Course & Saka — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 52(3), 2023, 696-710

Dérnyei, Z. (2009a). Researching motivation: From integrativeness to the ideal L2 self. In S. Hunston, & D.
Oakey (Eds.), Introducing applied linguistics: Concepts and skills (pp. 74-83). Routledge.

Dornyei, Z. (2009b). The L2 motivational self system. In Z. Dornyei, & E. Ushioda (Eds.), Motivation,
language identity and the L2 self (pp. 9-42). Multilingual Matters.

Eccles, J. S., & Wigfield, A. (2002). Motivational beliefs, values, and goals. Annual Review of Psychology,
53,109-132. https://doi.org/10.1146/annurev.psych.53.100901.135153

Gardner, R. C. (2007) Motivation and second language acquisition. Porta Linguarum, 8, 9-20.
https://doi.org/10.30827/Digibug.31616

Ghanizadeh, A., & Rostami, S. (2015). A Dornyei- inspired study on second language motivation: A cross-
comparison analysis in public and private contexts. Psychological Studies, 60(3), 292-301.
https://doi.org/10.1007/s12646-015-0328-4

Henry, A. (2015). The dynamics of possible selves. In Z. Dérnyei, P. D. Macintryre, & A. Henry (Eds.),
Motivational dynamics in language learning (pp. 83-94). Multilingual Matters.

Higgins, E. T. (1989). Self-discrepancy theory: What patterns of self-beliefs cause people to suffer?
Advances in Experimental Social Psychology, 22, 93-136. https://doi.org/10.1016/S0065-
2601(08)60306-8

Hiver, P. (2015). Attractor states. In Z. Dornyei, P. D. Macintryre, & A. Henry (Eds.), Motivational dynamics
in language learning (pp. 20-28). Multilingual Matters.

Huang, H.T., Hsu, C. C., & Chen, S. W. (2015). Identification with social role obligations, possible selves,
and L2 motivation in foreign language learning. System, 51, 28-38.
https://doi.org/10.1016/j.system.2015.03.003

Islam, M., Lamb, M., & Chambers, G. (2013). The L2 Motivational self system and national Interest: A
Pakistani perspective. System, 41, 231-244. https://doi.org/10.1016/j.system.2013.01.025

Kormos, J., & Csizer, K. (2008) Age-related differences in the motivation of learning English as a foreign
language: Attitudes, selves, and motivated learning behavior. Language Learning, 58(2), 327-355.
https://doi.org/10.1111/j.1467-9922.2008.00443.x

Lamb, M. (2012). A self system perspective on young adolescents’ motivation to learn English in urban
and rural settings. Language Learning, 62(4), 997-1023. https://doi.org/10.1111/j.1467-
9922.2012.00719.x

Larsen-Freeman, D. (2015). Ten ‘lessons; from complex dynamic systems theory: What is on offer. In Z.
Dérnyei, P. D. Macintryre, & A. Henry (Eds.), Motivational dynamics in language learning (pp. 11-19).
Multilingual Matters.

Li, Q. (2014). Differences in the motivation of Chinese learners of English in a foreign and second language
context. System, 42, 451-461. https://doi.org/10.1016/j.system.2014.01.011

Markus, H., & Nurius, P. (1986). Possible Selves. American Psychologist, 41(9), 954-
969. https://doi.org/10.1037/0003-066X.41.9.954

McEown, M. S., Noels, K. A., & Chaffe, K. E (2014). At the interface of the socio-educational model, self-
determination theory and the L2 motivational self system models. In K. Csizer, & M. Magid (Eds.), The
impact of self-concept on language learning (pp. 19-50). Multilingual Matters.

Mercer, S. (2014). Re-imagining the self as a network of relationships. In K. Csizer, & M. Magid (Eds.), The
impact of self-concept on language learning (pp. 51-69). Multilingual Matters.

Mercer, S. (2015). Dynamics of self: A multilevel nested systems of approach. In Z. Dérnyei, Macintyre, P.
D., & Henry, A. (Eds.), Motivational dynamics in language learning (pp. 139-163). Multilingual Matters.

Moskovsky C., Assulaimani, T., Racheva. S., & Harkins, J. (2016). The L2 motivational self system and L2
achievement: A study of Saudi EFL learners. The Modern Language Journal, 100(3), 641-654.
https://doi.org/10.1111/modl.12340

709


https://doi.org/10.1146/annurev.psych.53.100901.135153
https://doi.org/10.30827/Digibug.31616
https://psycnet.apa.org/doi/10.1007/s12646-015-0328-4
https://psycnet.apa.org/doi/10.1016/S0065-2601(08)60306-8
https://psycnet.apa.org/doi/10.1016/S0065-2601(08)60306-8
https://doi.org/10.1016/j.system.2015.03.003
https://doi.org/10.1016/j.system.2013.01.025
https://doi.org/10.1111/j.1467-9922.2008.00443.x
https://doi.org/10.1111/j.1467-9922.2012.00719.x
https://doi.org/10.1111/j.1467-9922.2012.00719.x
https://doi.org/10.1016/j.system.2014.01.011
https://psycnet.apa.org/doi/10.1037/0003-066X.41.9.954
https://doi.org/10.1111/modl.12340

Course & Saka — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 52(3), 2023, 696-710

Papi, M. (2010). The L2 motivational self system, L2 anxiety, and motivated behaviour: A structural
equation modelling approach. System, 38, 467—-479. https://doi.org/10.1016/j.system.2010.06.011

Papi, M., & Teimouri, Y. (2012). Dynamics of Selves and motivation: A cross-sectional study in the EFL
context in Iran. International Journal of Applied Linguistics, 22(5), 287-309.
https://doi.org/10.1111/j.1473-4192.2012.00312.x

Rasool, G., & Winke, P. (2019). Undergraduate students' motivation to learn and attitudes towards English
in multilingual Pakistan: A look at shifts in English as a world language. System, 82, 50-62.
https://doi.org/10.1016/j.system.2019.02.015

Ryan, S. (2009). Self and identity in L2 motivation in Japan: The ideal L2 self and Japanese learners of
English. In Z. Dornyei, & E. Ushioda (Eds.), Motivation, language identity and the L2 self (pp. 120-143).
Multilingual Matters.

Taguchi, T., Magid, M., & Papi, M. (2009). The L2 motivational self system among Japanese, Chinese and
Iranian learners of English: A comparative study. In Z. Dornyei, & E. Ushioda (Eds.) Motivation,
language identity and the L2 self (pp. 66—97). Multilingual Matters.

Tatar, S. (2017). An overview of research on second/foreign language learner motivation and future
directions. Cukurova University Faculty of Education Journal, 46(2), 697-710.

Ueki, M., & Takeuchi, O. (2013). Forming a clearer image of the ideal L2 self: the L2 Motivational Self
System and learner autonomy in a Japanese EFL context. Innovation in Language Learning and
Teaching, 7(3), 238-252.

Ushioda, E. (2015). Context and complex dynamic systems theory. In Z. Dornyei, P. D. Macintryre, & A.
Henry (Eds.), Motivational dynamics in language learning (pp. 47-54). Multilingual Matters.

Verspoor, M. (2015). Initial conditions. In Z. Dérnyei, P. D. MacIntyre, &A. Henry (Eds.), Motivational
dynamics in language learning (pp. 38-46). Multilingual Matters.

Waninge, F. (2015). Motivation, emotion and cognition: Attractor states in the classroom. In Z. Dérnyei,
P. D. Maclintryre, & A. Henry (Eds.), Motivational dynamics in language learning (pp. 195-213).
Multilingual Matters.

Wilson, R. (2013). Another language is another soul. Language and Intercultural Communication, 13(3),
298-309. https://doi.org/10.1080/14708477.2013.804534

710


https://doi.org/10.1016/j.system.2010.06.011
https://doi.org/10.1111/j.1473-4192.2012.00312.x
https://doi.org/10.1016/j.system.2019.02.015
https://doi.org/10.1080/14708477.2013.804534

PERLEN
w

Cukurova Universitesi Egitim Fakiiltesi Dergisi, 52(3), 2023, 711-733
https://dergipark.org.tr/tr/pub/cuefd

A Scale Adaptation Study on Musical Ability Beliefs”

Murat Cenap UCAR?" (ORCID ID - 0000-0002-6731-2899)
Ali ERIM® (ORCID ID - 0000-0003-2042-8859)

2Bolu Abant izzet Baysal University, Faculty of Education, Bolu/Tirkiye
bBolu Abant izzet Baysal University, Faculty of Education, Bolu/Tirkiye CrossMark

Article Info

Abstract

DOI: 10.14812/cuefd.1364447

Article history:

Received  21.09.2023
Revised 05.11.2023
Accepted  06.11.2023

Keywords:

Music,

Belief,

Musical Ability,
Scale Adaptation.

Research Article

Beliefs, especially in the second half of the 20th century, have been the subject of
research in many fields. One of these areas is education. When the literature on beliefs
and education was examined, it was seen that the beliefs of academicians, teachers,
pre-service teachers, and students were discussed in the context of different dimensions
and characteristics. Some researchers emphasized that people's beliefs play a role in
their behavior, others also stated that individuals' beliefs affect their attitudes,
behaviors, and decisions. In this sense, approaches regarding the impact of beliefs on
an individual's professional life have gained importance, and many studies have been
conducted in this field. Music teaching is among the professions frequently discussed in
these studies and research about beliefs. In addition, it seems that the beliefs of pre-
service teachers who have not yet stepped into the profession are among the issues that
researchers are significantly interested in. This study includes all stages of the
adaptation process of a measurement tool developed for research in the field of music
education into Turkish. The scale subject to the study was developed by Biasutti (2010)
to determine individuals' belief levels regarding the phenomenon of musical ability. As
aresult of the adaptation of the measurement tool Music Abilities Beliefs Questionnaire
(MABQ), consisting of 4 factors and 51 items, 4 factors were reduced to 46 items and its
name was translated into Turkish as “Mizikal Yetenek inang Olcegi”.
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Arastirma Makalesi

inanglar 6zellikle 20. yy'in ikinci yarisindan itibaren bircok alanda arastirma konusu
olmustur. Bu alanlardan biri de egitimdir. inanglar ve egitim olgusu ile ilgili alanyazin
incelendiginde akademisyen, 6gretmen, aday 6gretmen ve 6grenci inanglarinin farkh
boyut ve 6zellikler baglaminda ele alindiklari goriilmektedir. Bazi arastirmacilar kisilerin
davranislarinda inanglarinin roli olduguna vurgu yaparken, digerleri ise bireylerin
inanglarinin tutum, davranis ve kararlarini etkiledigini ifade etmislerdir Bu anlamda
inanglarin bireyin mesleki yasantisinda etkili olabilecegine iliskin yaklagimlar 6nem
kazanmis ve bu alanda ¢ok sayida arastirma yapilmistir. Mizik 6gretmenligi de inanglarla
ilgili bu inceleme ve arastirmalarda siklikla ele alinan meslekler arasindadir. Ayrica
meslege heniiz adim atmamis 6gretmen adaylarinin inanglarinin da arastirmacilarin
onemli 6lgude ilgilendigi konular arasinda oldugu gorilmektedir. Bu ¢alisma, miuzik
egitimi alaninda yapilacak arastirmalar igin gelistirilmis bir 6lgme aracinin Tirkgeye
uyarlanma (adaptasyon) siirecini tim asamalari ile birlikte icermektedir. Calismaya konu
olan 6lgek, Biasutti tarafindan (2010) bireylerin miizikal yetenek olgusuna iliskin inang
duzeylerini belirlemek amaci ile gelistirilmistir. Dort faktér ve 51 maddeden olusan ve
orijinal adi Music Abilities Beliefs Questionnaire (MABQ) olan dlgme araci, uyarlama
sonucunda 4 faktér 46 maddeye indirgenmis ve adi Miizikal Yetenek inang Olcegi olarak
Turkeelestirilmistir.

*This paper was produced from data collected for the doctorate thesis of the first author under the supervision of the second author.
*Corresponding Author: mcenap@gmail.com
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Introduction

Studies on beliefs done in the last century hold a significant place in the educational field. Although
belief seems like an abstract concept, many researchers approach the subject as a phenomenon whose
measurability is accepted. In its most basic definition, the concept of belief, which has especially become
the center of attention since the second quarter of the 20th century, is "the accumulation of knowledge
deemed true" by an individual. Richardson (1996) on the other hand, described beliefs as suggestions and
arguments about the world perceived as true. Haney et al. (2003) addressed the concept from the
perspective of educational sciences and suggested that an individual's educational philosophy, opinions,
principles, and views make up their beliefs. Although in some definitions, beliefs are accepted as
knowledge, Pajares (1992) and Thompson (1992) stated that there are serious differences between
knowledge and belief, and the reason behind the concept of belief having various definitions is due to not
being able to grasp the differences between the two. Nespor (1987, as cited in Pajares, 1992) suggested,
in his explanation of the differences between belief and knowledge, that beliefs are constant and
individual facts that can be adopted by everyone. He stated that beliefs might have originated from
assumptions and as a way of escaping from the concrete reality. Beliefs can also establish systems such
as knowledge systems; however, contrary to knowledge systems, belief systems cannot have a general
reconciliation.

No matter from which aspect they have addressed the topic, a large portion of researchers and
scientists have a common opinion on the existence of the phenomenon of belief and that it affects
people's lives. While Bandura (1977) emphasized that people's beliefs play a role in their behavior, Nisbett
and Ross (1980) stated that individuals' beliefs affect their attitudes, behaviors, and decisions. In this
context, the idea that beliefs can influence an individual's professional life gained importance, and much
research has been done on this topic. Music teaching is among the professions frequently discussed in
these studies and research about beliefs. In addition, it seems that the beliefs of teacher candidates who
have not yet stepped into the profession are among the issues that researchers are significantly interested
in.

Studies on the relationship between beliefs and occupational music teaching have mostly dwelled on
the self-efficacy beliefs, views, and expectations of pre-service music teachers and professional teachers
(Ugar, 2022). For example, Akbulut (2006) studied the self-efficacy beliefs of pre-service music teachers
and tried to answer the question of whether there are differences in their self-efficacy beliefs according
to the level of their class and gender. The scale related to the self-efficacy beliefs of teachers developed
by Tschannen-Moran and Woolfolk (2001) was used in his research. Capa, Cakiroglu, and Sarikaya (2005)
adapted the scale into Turkish.

The musical teacher self-efficacy scale developed by Afacan (2008) was used to examine the self-
efficacy levels of pre-service classroom teachers by Cevik (2011). In their study, Cevik Kilic and Gur (2015)
used the musical talent self-confidence scale developed by Ozmentes (2005) and utilized a population
consisting of pre-service classroom teachers and music-teaching students. Deniz (1998) conducted a study
on concert anxiety where the State-Trait Anxiety Scale, developed by Spielberger et al. in 1970 and
adapted and standardized into Turkish by Oner and Le Compte (1983) in 1974-1977, was used as a data
collection tool.

In a study done by Yiiksel (2013) on the effect of personal characteristics of occupational music
education students on their individual instrument classes, the Myers—Briggs Type Indicator (MBTI) scale
was applied to 115 students from the department of music education. Milli (2015) aimed to determine
pre-service music teachers' perceptions of their general self-efficacy and their perceptions of their self-
efficacy regarding their musical abilities by using the General Self-Efficacy Scale and the Musical Ability
Self-Efficacy Scale, and examined whether there was any relationship between the two.

Another study by Arsal et al. (2017) studied the attitudes and beliefs of pre-service music teachers and
the phenomena of multi-culture. They used the Multicultural Efficacy Scale developed by Guyton and
Wesche (2005). Another study was done by Mertol and Cetin (2017) using the Kaufman Domains of
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Creativity Scale. Ozkan (2017) published a study where he examined the relationship between self-efficacy
in instrumental performance and personal characteristics of pre-service music teachers using The
Instrumental Performance Self-Efficacy Belief Scale, and The Hacettepe Personality Inventory developed
by Ozgiiven (1992). As can be deduced by the examples, researchers have either created their own scales
to use in the articles studying belief, attitude, and expectations or improved or adapted those already
used.

In today's world, where communication and access are faster and easier than ever, scientific
interaction and sharing are as much easier. This enables researchers from other countries and parts of
the world to easily and rapidly benefit from the data collection tools and methods used in any scientific
research. Nevertheless, in societies that differ in terms of sociological, cultural, economic, and political
aspects, these scales must first be subjected to certain processes. Additionally, the sociological, cultural,
economic, political, etc., differences between countries and continents on a greater scale can present
themselves in varying degrees within the borders of the same country, even the same city, or a locality.
This is why it is mandatory to scientifically check whether a previously developed measuring tool is
suitable for a different population or sample and to adapt it to a new population and sample when
needed. This obligation, which is called scale adaptation in literature, is the fundamental condition to get
the closest result to truth in research. In other words, in order to obtain quality data, one must use a
suitable and quality measuring tool. Moreover, the researcher in charge of the scale adaptation must have
sufficient formation in the field related to the scale, should not doubt whether the scale adaptation is
necessary, and make sure the scale in question is the ideal measuring tool for the research.

Apart from the scale adaptation process being necessity due to many differences, the most crucial
reason stands out as the language difference. Many researchers have utilized scales created in different
languages. Therefore, a healthy translation is mandatory. Pilot application, validity, and reliability analyses
are the significant steps following the translation stage. Capik et al. (2018) categorized the intercultural
scale adaptation process into seven subcategories, as translation, semantic (relating to meaning) remarks,
expert committee assessment, back translation, pilot application and cognitive review, obtaining the end
product, and documentation.

Translation is accepted as the first step of scale adaptation. The most significant point to consider in
the translation process is the high level of familiarity of the translator with the target culture and language.
It is also important that the target language (the language translated into) is the translator's mother
tongue. What is more, the translator must have a knowledge of the field. Choosing terminological
equivalents instead of giving a literal translation, constructing concise, simple, and clear sentences, and
avoiding long and complex sentences are important points expected from the translation. Additionally,
the age range, gender, and similar characteristics of the sample must be taken into account (Capik et al.
2018).

Semantic remark is the step where the distinction is made between literal translation and words or
word groups with broad meanings such as metaphors, ironies, and proverbs. Esin (2014), in her study,
where she covered the difference between adaptation and translation, highlighted that sometimes it is
inevitable that the original text partially changes according to the language and culture of the target
language. However, she added that this step needs attention and a balance-driven approach. Behr and
Scholz's (2011) example of the significance of the semantic approach is remarkable. According to Behr
and Scholz, the word "work" on a scale can mean a professional job as well as housework, garden work,
and even child care. Similarly, the word "holiday" can mean weekends, summer holidays, and even
religious holidays. It must be clear at this point what the word in the measuring tool refers to. We cannot
disregard in this sense that semantic remarks enhance the functionality of the scale.

Expert committee assessment is the step where decisions are made regarding the correction of
inconsistencies in translation, semantic extension, or restriction; some items in the scale are changed or
discarded when needed by a team familiar with the related languages, cultures, subject matter, and scale
adaptation rules after considering the works and reports previously written on the related scale. In
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addition, this is the process where the original scale and end product are fully compared, scoring criteria
are evaluated, and the end product is prepared for back translation.

Back translation is the step where the scale, which passed the steps of translation, semantic remarks,
and expert committee assessment, is translated back into the original language by one or more translators
independent of the topic. The ideal thing here is to have at least one translator whose mother tongue is
the same as the original language of the scale. At the end of this step, the researcher or researchers get
to evaluate the coherence by comparing the original scale and the version obtained after the back
translation.

The pilot application and cognitive review step is the last step before the measuring tool can be used.
The pilot application is the process where a number of individuals collect data considering the size and
qualitative properties of the sample, and the validity/reliability level of the measurement tool is examined
with the collected data. It is substantial that the group to be selected for pilot application should have the
qualities to represent the target sample of the research. Obtaining the end product and documentation
are the steps where the obtained scale is prepared for application with all of its annexes and remarks, and
the whole process is documented in detail (e.g., who is included in the expert committee, descriptive
characteristics, and numbers, etc., of the participants of the pilot application).

Evaluation tools and methods to be used in studies to be conducted on beliefs, attitudes, and views
vary, such as scales, surveys, inventories, interviews, expert opinion, etc. However, it is safe to say that
surveys and scales are data collection tools that stand out in large-sample studies, whether because of
the convenience they provide or the feeling of comfort they give to subjects. Despite having similarities
in terms of the method of application, the surveys and scales can differ in the aspects of development and
data analysis. While it is not possible to collect the answers given to items in surveys and results are
provided according to frequency and percentage, scales can provide advanced statistical analysis due to
the collectability of the data.

In the current scale adaptation study, the Musical Ability Belief Scale, developed by Biasutti (2010),
was studied. By definition, musical ability beliefs are the entirety of the views and knowledge a person
has on the presence and development of the musical ability phenomenon in the context of different
parameters (Ucar, 2022). After completing the required steps for adaptation, the measurement tool was
enhanced to include the structural features to identify the musical ability belief levels of pre-service music
teachers studying at the Departments of Music Education in Tirkiye.

Musical ability is a phenomenon that is affected by many elements, such as genetics, family,
environment, and practice, in varying degrees. It can be noted according to the views on beliefs that the
perceptions and beliefs of a person studying music education might influence their musical life and
behavior. For example, it is very natural for a pre-service music teacher, who believes that a mediocre
ability can be improved by practice, and for another, who believes that musical ability comes naturally
and has certain limits, to have very separate behaviors and attitude towards work, discipline, foresight,
motivation, self-judgment, and underestimating others. When pre-service teachers carry these two
beliefs over their professional lives, it is inevitable that their behavior and attitude during their teaching
career will be opposites. This example alone is sufficient to highlight the significance of beliefs regarding
musical abilities.

From this point of view, the present study is thought to have great importance in bringing a
measurement tool that can be used to identify the musical ability beliefs of individuals, who get musical
education for different purposes and at different qualities in Tirkiye, in the literature. This study aimed
to evaluate the adapted measuring tool in scientific platforms and contribute to different research.

Method
Sample

The study group required for the adaptation of the musical ability belief scale consisted of students
from the Department of Music Education studying at public universities in Tirkiye. A total of 10
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departments from different regions of Tirkiye were selected among 26 departments from the Faculty of
Education, Graduate School of Fine Arts. The selected departments belonged to the following universities:
Malatya Inénii University, Sivas Cumhuriyet University, izmir Dokuz Eyliil University, Ankara Gazi
University, Balikesir University, istanbul Marmara University, Urfa Harran University, Mugla Sitki Kogman
University, Samsun On Dokuz Mayis University, and Bolu Abant izzet Baysal University. The data were
collected from pre-service teachers of 1st, 2nd, 3rd, and 4th-year students from these departments on a
voluntary basis. From the 391 participants in the 10 departments (N = 391) 61% were male and 39% were
female, and their ages varied between 17 and 27 years. Considering the high school the participants
graduated from, it was seen that 81% were graduates of Fine Arts High School and 19% were from other
high schools.

Data Collection Tool

The Music Abilities Beliefs Questionnaire (MABQ) developed by Biasutti (2010) is a data collection tool
that aims to identify people's beliefs about their musical abilities. It is a 5-point Likert scale consisting of
51 items categorized into 4 factors: working skills, performance skills, distinctive abilities, and
interpretation. The age, gender, year of high school of graduation, etc., and an explanation section were
supplemented to the scale, which was translated in the adaptation process and applied to the 391
participants.

Ethical Approval for Research

After deciding on the adaptation of the Musical Ability Belief Scale, first, the developer of the scale,
Michele Biasutti, was contacted and the necessary approvals were obtained on 03/26/2017. Then, an
application was made to the Ethics Committee of Bolu Abant izzet Baysal University with the requested
content for the ethics committee report. Correspondence with the application universities began after
the approved ethics committee report was received, under No. 2017/182, and the necessary permissions
were taken (Example: Mugla Sitki Kogman University Date 11/03/2017, Number 28677689-302.08.00.00-
4515/18302).

Scale Adaptation Process

The translation, which was the first step of the adaptation, was carried out by 2 linguists. No radical
alterations were needed on the items due to coherence. However, some semantic explanations were
made for certain items. The word "Posture" used in item 16 of the original scale was explained as "correct
positioning of the body." The word "sight reading" in item 25 was translated as "ilk okuma (first read),"
and after consulting the field experts, it was decided that the "ilk okuma (first read)," despite being a
Turkish expression, can be confused with the reading of any other texts. Therefore, the word "desifraj
(transcription)" was thought to be more appropriate in terms of musical terminology and the item was
altered to "desifre (ilk okuma) becerisi (transcription (first read) skill)." The scale was translated back into
the original language by an academician whose mother tongue was English but from another field, and
no incoherencies were observed. Then, an expert committee assessment, consisting of a linguist, a field
expert, and a researcher, was implemented, and in this step, no items were discarded in terms of the
translation. After completing these steps, the pilot application and cognitive reviews were made and data
were collected from 391 pre-service teachers enrolled at the music teaching programs of 10 different
universities, as stated in the samples section of the study.

Data Analysis

Factor analysis was implemented on the data obtained in the conclusion of the pilot application from
the 391 pre-service teachers. With factor analysis, the aim is to gather more observed variables under
fewer dimensions. The goal is to give definitions using observed variables, identify the sub-dimensions of
the developed scale, and find which sub-dimension the items are under. The aim of applying factor
analysis in scale adaptations is to identify the scale sizes for different cultures and communities
(Tabachnick and Fidell, 2006; Thompson, 2004). Since this study was a scale adaptation study,
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Confirmatory Factor Analysis (CFA) could be applied. The cut points are given in Table 1 for the fit indices
of the Structural equation model.

Table 1.
Cut Points for the Fit Indices of the Structural Equation Model.
Fit Indices Criteria Cut Points
X2 p > 0.05
x2/SD <2 = Perfect Fit
<2.5 = Perfect Fit (in small samples)
<3 = Perfect Fit (in large samples)
<5 = Medium Fit
GFI
AGFI = 0.90 = Perfect Fit
CFI
NNFI(TLI)
RMSEA < 0.080 = Acceptable Fit

< 0.050 = Perfect Fit

*(Cokluk, Sekercioglu and Buyukoztirk, 2010).
Results

The modeled Musical Ability Belief Scale consists of 51 items. CFA analysis results of the 1st-Level 4-
Factor Musical Ability Belief Scale with Robust ML estimation are given in Table 2.

Table 2.
CFA Results of the 4-Factor Musical Ability Belief Scale
X2 (SD) RMSEA  GFI AGFI CFI NNFI N € Correlation
Between
Factors
1st-Level 3749.88 0.085 0.64 0.61 0.94 0.93 0.26— 0.41- None
4-Factor ML (983) (90% 0.86 0.93
0.082)

It can be seen in Table 2, which includes the model data fit indices for the fit between the formulated
model and the expected model, that the chi-squared value in the first chi-squared statistic application
done as the first model data fit index was rather high. Since the chi-square is a fit index influenced by the
sample size, the results were higher than 3, even after being divided by degrees of freedom. x2/SD being
higher than 3 is proof that the formulated model and existing model had a significant difference. It can be
seen that the model did not fit data in the chi-squared fit index.

The RMSEA value presents a robust statisticamong model data fit indices. Since the acceptable RMSEA
value was 0.080 and below, the obtained result showed that the model that was formed for the study
sample did not have a model-data fit. In a comparison of the goodness-of-fit index (GFl), adjusted
goodness-of-fit (AGFI), comparative fit index (CFl), and non-normed fit index (NNFI) values in Table 1,
while the model fit the data for the CFl and NNFI values, the GFlI and AGFI values were much lower than
expected; therefore, the model did not fit the data.

The factor loading value must be at least 0.30 to be an indicator of a secret variable and the error
variance must be 0.90 at most (Buyulkoztiirk, 2002). This rule applies to the factor loading values in
standardized resolution. When the factor loading value was examined, it was seen that this value was
between 0.26 and 0.86. The obtained results after the inapplicable items were removed are given in Table
3.
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Table 3.
CFA Results After Removing the Items
X2 (SD) RMSEA  GFI AGFI  CFlI  NNFI A € Correlation
Between
Factors
1st-Level 4- 3228.60 0.079 0.77 0.74 094 094 0.33- 0.29- None
Factor ML (936) 0.84 0.85

The RMSEA value, which was obtained as a result of the applications and deemed highly significant in
structural equation models, is given in Table 3. Since the value found in Table 3 was a lot lower than the
criteria value given in Table 1 (0.079), the model supports data fit.

When the model data fit indices, GFI, AGFI, CFl, and NNFI, were individually examined, it was seen that
the GFl and AGFl values turned into higher values compared to the first formulated CFA analysis. However,
this change was not sufficient for these 2 indices. It is shown in Table 3 that the CFl and NNFI values passed
the 0.90 criteria. We can say that the CFl and NNFI values support model-data fit.

When the factor loading values were examined for observable variables, it was seen that each item
was higher than 0.30 and a good representative of the factors they were associated with. It was stated
that the factor loading values varied between 0.33 and 0.84 for each item. When the error variance of all
of the items was examined, no values exceeding 0.90 were observed.

The correlation between the factors was not high. This showed that the structure of the measuring
tool did not change. Factor loadings of the scale after the unfit items were removed are given in Table 4.
The factor loading distribution of the Musical Ability Belief Scale is given in Figure 1.

Table 4.
Factor Loadings of the Musical Interest Scale After the Items were Excluded
WS PS DA |
m1 0.55884
m2 0.61661
m3 0.39394
m5 0.37932
m6 0.39773
m7 0.63527
m8 0.62557
m9 0.65803
m10 0.59792
m11l 0.67224
m12 0.3859
m13 0.44946
m14 0.55
m15 0.56249
m17 0.56878
m19 0.60034
m20 0.6654
m21 0.60036
m22 0.59989
m23 0.61059
m24 0.45566
m25 0.45485
m26 0.3427
m27 0.80095
m28 0.83524
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m29
m30
m31
m32
m33
m34
m35
m36
m37
m38
m39
m40
m41
m42
m43
mé4
m46
m47
m48
m50
m51

0.82708
0.74104
0.71125

0.44574

0.47552
0.54833
0.50489

0.48379
0.57514

0.46156
0.49568

0.49002

0.45042

0.44794

0.48166
0.42744

0.52746

0.55717
0.54841

0.66989
0.67929

WS: Working Skills Factor
PS: Performance Skills Factor

DA: Distinctive Abilities Factor

I: Interpretation Factor
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Figure 1. Factor Loading Distribution of the Musical Ability Belief Scale
Reliability Calculation

While calculating the reliability of the Musical Ability Belief Scale, Cronbach's Alpha values were
examined for each dimension and the entirety of the scale. It was seen that the examined alpha
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coefficients were above 0.70 (aFactor 1 = 0.754; aFactor 2 = 0.907; aFactor 3 = 0.887; aFactor 4 = 0.844;
aEntirety of the Scale = 0.951). Based on these results, we can conclude that the measuring tool measures
with little to no error and has a high reliability.

Discussion and Conclusion

This study adapted the Music Abilities Beliefs Questionnaire (MABQ), which was developed by Biasutti
(2010), into Turkish, with the aim of examining beliefs regarding the musical ability phenomena. After
translation of the scale was completed, the required statistical analysis methods were utilized.

Since this was a scale adaptation, first, confirmatory factor analysis (CFA) was applied. It was observed
that the first formulated model and expected model did not fit. Since the chi-squared value is a fit index
influenced by the sample size, the results were higher than 3 even after being divided by degrees of
freedom. x2/SD being higher than 3 was proof that the formulated model and existing model had a
significant difference. The RMSEA value was 0.085 in the first application. Since the acceptable RMSEA
value is 0.080 and below, the obtained result showed that the model that was formed for the study sample
did not have a model-data fit. Additionally, because the GFl and AGFI values were much lower than
expected, the model did not fit the data.

When the factor loading values were examined, the items that did not comply with the condition that
the factor loading value must be 0.30 at the lowest and the error variance must be 0.90 at the highest
were identified (Buylkoztlirk, 2002). It was observed that the factor loading values of items 4, 16, 18, 45,
and 49 in the original scale were under 0.30; these items did not represent the sub-dimensions
sufficiently, and therefore, were removed from the scale. It was concluded in the examination done after
repeating the process with the removal of these items, that the factor loading values of all of the items
were above 0.30 and represented their associated factors sufficiently. After determining that the factor
loading values of all of the items varied between 0.33 and 0.84, the error variance of the items was
examined, and it was seen that no values exceeded the value of 0.90. It was observed that the model data
fit indices reached the necessary values for fitting. The correlation between the factors was not high.

In the reliability analysis of the scale, the Cronbach's Alpha values were examined separately for each
of the working skills, performance skills, distinctive abilities, and interpretation skills factors, and the
entirety of the scale. Since the obtained Cronbach's Alpha value was above 0.7, it supported the reliability
of the measuring tool.

In the conclusion of these results, we can say that no structural changes occurred in the measuring
tool after the adaptation process, and quality data can be obtained in a study conducted with the adapted
measuring tool. The Musical Ability Belief Scale, which consisted of 4 factors and 51 items at first, was
reduced to 46 items after removing 5 items. Considering the numerical factor distribution of the items,
the working skills factor involves 13 items, the performance skills factor involves 18 items, the distinctive
abilities factor involves 6 items, and the interpretation factor involves 9 items.

Another significant finding of this study was that there are no studies in the literature that directly
address musical ability and belief among domestic publications despite encountering much research on
musical education in the literature. It is thought that the measuring tool adapted in this study will
contribute to the studies to be conducted in the field in the future.

It is believed that this study, which was conducted with pre-service teachers from the Department of
Music Education, Graduate School of Fine Arts, that applying the adapted measurement tool to a sample
of teachers, art educators, and academicians working in general, amateur, and vocational music education
institutions and comparing the findings obtained in this way, will be useful in terms of reaching important
syntheses in terms of music education.
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Tiirkge Siirimui

Giris

Son yillarda egitim alaninda yapilan ¢alismalarda inanglar (izerine yapilan arastirmalar dnemli bir yer
tutmaktadir. inanglar soyut kavramlar gibi géziikmekle birlikte cogu arastirmaci tarafindan élgilebilirligi
kabul edilen olgular olarak ele alinmistir. Ozellikle 20. yiizyilin ikinci ceyreginden itibaren ilgi odagi haline
gelen inang olgusu en sade ifade ile bireyin “dogru olarak kabullendigi bilgiler toplamidir” (Koballa and
Crawley, 1985). Richardson (1996) ise inang olgusunu diinya hakkinda dogru oldugu hissedilen 6nerme ve
savlar olarak tanimlar. Haney vd. (2003) olguyu egitim bilimleri perspektifinden ele almiglar ve kisinin
o0grenmeye iliskin felsefesinin, kanaatlerinin ilke ve gorislerinin toplaminin inanglarini olusturdugunu
ifade etmislerdir. Her ne kadar kimi tanimlarda inanglar bilgi olarak kabul edilse de Pajares (1992), ve
Thompson (1992), bilgi ile inang arasinda ciddi farkliliklar oldugunu ifade ederek inan¢ olgusuna iliskin
farkh farkh tanimlarin yapilmasinin nedenini bilgi ile inang arasindaki farklarin kavranamamis olmasina
baglamislardir. Nespor (1987 akt. Pajares, 1992) inang ve bilgi arasindaki farklari agiklarken inanglarin
herkes tarafindan benimsenebilecek sabit ve bireysel dogrular olabilecegini ileri siirmistiir. inanglarin
varsayimlardan kaynaklanabilecegini ve somut gergeklikten kagis amaci ile ortaya ¢ikmis olabilecegini
ifade etmistir. inanglar da bilgi sistemleri gibi sistemler olusturabilirler ancak inang sistemlerinde bilgi
sistemlerinden farkli olarak genel bir uzlagsma s6z konusu olamaz.

Hangi acidan ele alirlarsa alsinlar arastirmacilarin ve bilim insanlarinin blyik bir cogunlugunun inang
olgusunun varhgl ve insanlarin yasamini etkiledigi konusunda goris birliginde olduklarini séylemek
olanaklidir. Bandura (1977) kisilerin davranislarinda inanglarinin roli olduguna vurgu yaparken yine
Nisbett ve Ross (1980) bireylerin inanglarinin tutum, davranis ve kararlarini etkiledigini ifade etmislerdir.
Bu anlamda inanglarin bireyin mesleki yasantisinda etkili olabilecegine iliskin yaklagimlar dnem kazanmis
ve bu alanda ¢ok sayida arastirma yapilmistir. Mizik 6gretmenligi de bu inceleme ve arastirmalarda siklikla
ele alinan meslekler arasindadir. Ayrica meslege heniiz adim atmamis 6gretmen adaylarinin inanglarinin
da arastirmacilarin 6nemli 6lgiide ilgilendigi konular arasinda oldugu gérilmektedir.

Ulkemizde inanclar ve mesleki miizik egitimi iliskisi (izerine yapilan ¢alismalarin agirlikli olarak muizik
o6gretmen adaylari ve 6gretmenlerinin dzyeterlik inanglarina, gorislerine ve beklentilerine yonelik oldugu
gdzlemlenmektedir (Ugar, 2022). Ornegin, Akbulut (2006), miizik 6gretmeni adaylarinin 6zyeterliklerine
ait inanglarini arastirmis, 6gretmen adaylarinin 6grenim gordikleri sinif diizeylerine ve cinsiyetlerine gore
ozyeterlik inanglarinda farklilasma olup olmadigl sorusuna yanit aramistir. Calismada Tschannen-Moran
ve Woolfolk (2001) tarafindan gelistirilmis olan 6gretmenlerin Ozyeterlik inanglariyla ilgili Olgek
kullaniimistir.  Olcegin  Tiirkceye uyarlamasi Capa, Cakiroglu ve Sarikaya (2005) tarafindan
gerceklestirilmistir.

Afacan tarafindan (2008) gelistirilen mizik 6gretmeni 6zyeterlik olcegi Cevik tarafindan (2011) sinif
o6gretmeni adaylarinin 6zyeterlik duzeylerinin incelenmesinde kullanilmistir. Cevik Kilic ve Gur (2015),
Ozmentes (2005) tarafindan gelistirilmis olan mizik yetenegine iliskin 6zgiiven 6lgegini kullanarak
gerceklestirdikleri galismalarinda sinif 6gretmeni adaylari ile mazik 6gretmenligi 6grencilerinden olusan
bir drneklemi ele almislardir. Spielberger ve arkadaslarinin 1970 yilinda gelistirdigi ve Necla Oner ve Ayhan
Le Compte'un 1974-1977 yillarinda Tiirkge uyarlamasi (Oner ve Le Compte, 1983) ve standardizasyonunu
yaptigi Durumluk Kaygi Olgeginin veri toplama araci olarak kullanildigi ve konser kaygilarinin ele alindig
bir calisma Deniz (1998) tarafindan gergeklestirilmistir.

Mesleki mizik egitimi alan 6grencilerin kisilik 6zelliklerinin bireysel ¢algl derslerindeki basarilarina
etkisi ile ilgili olarak yapilan bir ¢alismada Yiksel (2013) 115 mizik egitimi anabilim dali 6grencisine MBTI
(Myers Briggs Tip Belirleyicisi) élcegi uygulamistir. Milli (2015) ise  “Genel Ozyeterlik Olgegi” ve “Miizik
Yetenegine iliskin Ozyeterlik Olgegi” kullanmak suretiyle mizik 6gretmeni adaylarinin genel
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Ozyeterliklerine ait algilari ile miizikal yeteneklerine iliskin 6zyeterlik algilarinin belirlenmesini amaglamis,
ikisi arasinda herhangi bir iliski olup olmadigini incelemistir.

Bir diger inceleme Arsal ve digerlerinin (2017) mizik 6gretmen adaylarinin tutum ve inanglari ile
cokkultarlulik olgusunu ele aldiklari ¢alismadir. Arastirmacilar Guyton ve Wesche (2005) tarafindan
gelistirilen Cokkiltiirlilik Yeterlilik Olgegini kullaniimislardir. Kaufman Alanlan Yaraticilik Olgegi’nin
uygulandigi bir baska calisma ise Mertol ve Cetin (2017) tarafindan gerceklestirilmistir. Ozkan (2017)
“Calgl Performansi Oz yeterlik inang Olgegi” ve Ozgiiven (1992) tarafindan gelistirilen Hacettepe Kisilik
Envanteri” ile mizik 68retmeni adaylarinin kisilik 6zellikleri ve galgl performanslarina iliskin 6zyeterlikleri
arasindaki iliskiyi inceledigi calismayi yayina sunmustur. Verilen o6rneklerden de anlasilacagl uzere
arastirmacilar, inang tutum ve beklentiler ile ilgili yaptiklari gahismalarda kullandiklari 6lgme araglarini ya
kendileri olusturmuslar ya da var olanlari gelistirmek veya uyarlamak yoluyla elde etmislerdir.

iletisim ve erisimin olabildigince hizlandigi ve kolaylastigi giiniimiiz diinyasinda bilimsel etkilesimin ve
paylasimin da o denli kolaylastigl bilinen bir gergektir. Bu durum herhangi bir bilimsel arastirmada
kullanilmis veri toplama ara¢ ve yontemlerinden diinyanin farkh bolgelerinde ve (lkelerindeki farkli
arastirmacilarin ¢abuk ve kolayca yararlanmalarini da olanakh kilmaktadir. Ancak sosyolojik, kiltirel,
ekonomik ve politik yonden farkliliklar gésteren toplumlarda bu 6l¢me araglarinin kullanilabilmesi belirli
asamalardan gegcmesini gerektirmektedir. Ayrica genis anlamda ulkeler ya da kitalar arasindaki sosyolojik,
kalturel, ekonomik, politik vs. farkhliklar, kimi zaman ayni (Glke sinirlari icerisinde hatta ayni sehir veya
daha lokal bir yerlesik yapi icerisinde de degisik boyutlarda karsimiza gikabilir. iste bu durum &nceden
gelistirilmis bir 6lgme aracinin, farkl bir evren ve 6rnekleme uygun olup olmadiginin bilimsel yollarla
kontrol edilmesini ve gerektiginde yeni evren ve érnekleme uygun hale getirilmesini zorunlu kilmaktadir.
Alanyazinda 6lgek uyarlama olarak ifade edilen bu zorunluluk arastirmanin dogruya en yakin sonuglari
vermesi agisindan temel kosuldur. Bir baska deyisle nitelikli veriye ulasmanin yolu uygun ve nitelikli bir
olgme araci kullanmaktan gegmektedir. Bununla birlikte 6l¢ek uyarlamasi yapacak arastirmaci, dlgegin ilgili
oldugu alanda yeterli formasyona sahip olmali, 6lgegin uyarlanmasinin gergekten gerekli olup olmadigi
kuskusunu tasimamal ve ilgili arastirma icin kullanilabilecek en ideal 6lgme araci oldugu konusunda emin
olmalidir.

Olgek uyarlama siireci bircok farklihgin getirdigi bir zorunluluk olmakla birlikte bu siirecin en énemli
nedenlerinden biri dilsel farkliik olarak 6n plana g¢ikmaktadir. Arastirmacilarin ¢ogu, farkli dilde
gelistirilmis 6lgme araglarindan yararlanmaktadir. Bu durum saglkl bir geviri yapilmasi zorunlulugunu
dogurmaktadir. Ceviri asamasi sonrasinda ise pilot uygulama, gecerlik ve glvenirlik analizleri dogru bir
Olcek uyarlama sirecinin 6nemli asamalandir. Capik vd. (2018) kultlrlerarasi 6lgek uyarlamanin
asamalarini; ceviri, semantik (anlamsal) agiklamalar, uzman paneli, geri ¢eviri, pilot uygulama ve bilissel
inceleme, son siiriimiin elde edilmesi ve dékiimantasyon sirecgleri olmak (zere 7 bashk altinda
toplamiglardir.

Ceviri, 6lgek uyarlamanin ilk asamasi olarak kabul edilir. Ceviri siirecinde dikkat edilmesi gereken en
onemli nokta ¢evirmenin ceviri yapilacak kiltiire ve diline ¢ok iyi diizeyde hakim olmasidir. Cevirmenin
ana dilinin hedeflenen dil (cevrilecek dil) olmasi ise bir diger 6nemli gerekliliktir. Cevirmen ayrica alan
bilgisine sahip olmalidir. Kimi zaman gevirinin birebir yapilmasi yerine kavramsal esdegerlerinin
kullaniimasi, 6zI{, yalin ve anlasilir olmasi, ¢ceviride uzun ve karmasik climlelerden kacinilmasi geviriile ilgili
o6nemli noktalardir. Ayrica 6rneklemin yas grubu cinsiyet ve benzeri 6zellikleri dikkate alinmalidir (Capik
vd. 2018).

Semantik (anlamsal) agiklamalar asamasi, birebir geviri ile mecaz, ironi, deyim gibi genis anlamlar
iceren sodzclk ya da soézcik gruplari arasindaki ayrimin belirlenmesi amacina yénelik bir asamadir. Esin
(2014) uyarlama (adaptasyon) ile geviri arasindaki farka degindigi ¢alismasinda kimi zaman gevrilen
orijinal metnin gevrildigi dilin ve kilttrtn farkliliklarina gére kismen degisikliklere ugramasinin kaginilmaz
olduguna vurgu yapmistir. Ancak bunun titizlik ve denge iceren bir yaklasimla gercgeklestirilmesi gerektigini
ifade etmistir. Semantik yaklasimin 6nemine iliskin Behr ve Scholz (2011) tarafindan verilen 6rnek dikkat
cekicidir. Behr ve Scholz’a gore bir 6lgekte gecen “is” s6zcligl profesyonel bir meslek, ev isi, bahge isi hatta
cocuk bakimi olabilir. Ayni sekilde “tatil” s6zcligli de hafta sonu tatili veya yaz tatili dahasi bayram tatili
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anlamina gelebilir. Bu noktada 6lgme aracinda sozcligiin hangi amagla kullanildigi agikga anlasihir olmalidir.
Semantik (anlamsal) agiklamalarin bu anlamda 6lgegin islevselligini gliclendirecegi gercegi yadsinamaz.

Uzman paneli asamasy, ilgili dillere, kiltlrlere, konunun igerigine ve 6lgek uyarlama kurallarina hakim
bir ekip tarafindan, uyarlama ile ilgili daha 6nce yapilmis ¢calismalarin ve raporlarin da dikkate alinmasiyla,
cevirilerde tutarsizlik, anlam genislemesi ya da daralmasi varsa dizeltilmesi, gerektiginde olcekteki kimi
maddelerin degistirilmesi ya da elenmesi konusunda karar verilmesi asamasidir. Ayrica bu asama, 6lgegin
orijinalinin ve son halinin buttinlyle karsilastirildigi, puanlama 6lgltlerinin degerlendirildigi ve geri geviri
asamasina hazir hale getirildigi siiregtir.

Geri geviri, geviri, semantik aciklamalar ve uzman paneli asamalarindan gegmis olan dlgegin, konudan
tamamen bagimsiz bir ya da daha ¢ok ¢evirmen tarafindan yeniden orijinal diline gevrilmesi siirecidir. Bu
islemi gerceklestiren cevirmenlerden en az birinin ana dilinin 6lgegin orijinalinde kullanilan dil olmasi
gerekliligi ideal olanidir. Bu asamanin sonunda arastirmaci ya da arastirmacilar, élgegin orijinali ile geri
ceviri sonucunda elde edilen durumlarini karsilastirarak tutarlihk degerlendirmesi yapma olanagina sahip
olurlar.

Pilot uygulama ve bilissel inceleme sireci bir 6lgme aracinin kullaniimasindan dnceki son asamadir.
Pilot uygulama, asil arastirma érnekleminin buyukligu ve nitel 6zellikleri dikkate alinarak segilecek belirli
sayida bireyden veri toplama ve bu verilerden yola ¢ikarak 6lgme aracinin gegerlik guivenirlik dizeyinin
incelenmesi surecidir. Pilot uygulamada secilecek grubun arastirmanin hedefindeki 6rneklemi temsil
edecek nitelikte olmasi dnemlidir (Erkus, 2007).

Son siiriimiin elde edilmesi ve dékiimantasyon ise elde edilen 6lcegin tiim ekleri ve agiklamalari ile
uygulamaya hazir hale getirilmesi ve biitin bu slreglerin tim ayrintilari ile (uzman panelinin kimlerden
olustugu, pilot uygulamada yer alan katilimcilarin tanimlayici 6zellikleri ve sayilari vb.) raporlastiriimasi
asamalaridir (Capik vd., 2018).

inang, tutum ve goriis gibi konular {zerine yapilacak ¢alismalarda kullanilacak &lgme arag ve
yontemleri, olgek, anket, envanter, karsilikli goriisme, uzman goriisi vd. olarak gesitlidir. Ancak genis bir
orneklemle calisilan konularda gerek sagladiklar kolayliklar gerekse deneklerin kendilerini rahat
hissetmeleri yoniinden anket ve 6lceklerin tercih nedeni olarak 6n plana ¢ikan veri toplama araglari
olduklarini ifade etmek yanlis olmaz. Anket ve 6lgekler uygulama sekli bakimindan benzerlik gostermekle
birlikte gelistirme ve veri analizi yoninden farkhlklar gosterebilir. Anketlerde, maddelere verilen
cevaplarin toplanabilirligi s6z konusu degildir ve frekans, ylizde gibi betimsel yollarla sonuglar sunulurken;
Olgeklerde toplanabilirlik s6z konusu oldugundan ileri istatistiksel analizler yapilabilir (Yalgin, 2021).

Bir dlcek uyarlamasi olan bu calismada Biasutti (2010) tarafindan gelistirilen Miizikal Yetenek inang
Olgegi ele alinmistir. Eger tanimlamak gerekirse miizikal yetenek inanglari; bireyin, farkli parametreler
baglaminda, mizikal yetenek olgusunun varligl ve gelismesi durumlarina iliskin sahip oldugu goris ve
bilgiler bltluni olarak ifade edilebilir (Ugar, 2022). Uyarlama igin gereken asamalarin tamamlanmasindan
sonra Olgme araci Tirkiye’deki Mizik Egitimi Anabilim Dallarinda 6grenim gérmekte olan miizik 6gretmeni
adaylarinin mizikal yetenek konusundaki inang diizeylerinin belirlenmesini saglayacak yapisal 6zellikleri
icerir duruma getirilmistir.

Muzikal yetenek, genetik, aile, cevre ve galisma gibi bircok unsurun degisik oranlarda belirledigi ya da
etkiledigi bir olgudur. Genel olarak inanglarla ilgili gérislerden hareket edilerek muzik egitimi alan bireyin
miizikal yetenek konusundaki inan¢ ve algilarinin onun miiziksel yasamina ve davranislarina etki edecegi
ifade edilebilir. Ornegin, vasat diizeyde bir yetenegin calisma yoluyla gelistirilebilecegine inanan bir muzik
6gretmeni aday ile mizikal yetenegin salt dogustan gelen ve belirli kapasite ile sinirh olan bir 6zellik
olduguna inanan diger aday 6gretmen arasinda, ¢alisma, disiplin, gelecege bakis, motivasyon, kendini
yargilama, digerlerini kii¢lik gérme gibi davranis ve tutumlar yéniinden farkhhk olmasi son derece
dogaldir. Ogretmen adaylari bu iki farkli inanci meslek yasamlarina tasidiklarinda égretmenlik siirecindeki
davranis ve tutumlarinin da taban tabana zit olmasi kaginilmazdir. Sadece bu 6rnegin bile muizikal yetenek
ile ilgili inanglarin 6nemini vurgulamak adina yeterli oldugu dustintlebilir.
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Buradan hareketle bu ¢alismanin, Tiirkiye’de ¢ok farkli amag ve nitelikte muzik egitimi alan bireylerin
muzikal yetenek inanglarinin belirlenmesinde kullanilabilecek bir 6lcme aracinin alanyazina kazandiriimasi
acisindan 6nem tasidigi disinilmektedir. Calismanin amaci, uyarlanan o6lgme aracinin  bilimsel
platformlarda degerlendirilmesi ve farkli arastirmalara katki saglamasidir.

Yontem
Orneklem

Mizikal yetenek inang Olgeginin uyarlanmasi igin gereken calisma grubu Turkiye'deki devlet
Universitelerinde egitim gormekte olan muzik egitimi anabilim dali 6grencilerinden olusturulmustur.
Turkiye genelinde Egitim Fakulteleri GSE Bolimlerine bagli toplam 26 anabilim dali arasindan farkli cografi
bolgelerden olacak sekilde 10 anabilim dali segilmistir. Malatya inénii Universitesi, Sivas Cumhuriyet
Universitesi, izmir Dokuz Eylil Universitesi, Ankara Gazi Universitesi, Balikesir Universitesi, istanbul
Marmara Universitesi, Urfa Harran Universitesi, Mugla Sitki Kogman Universitesi, Samsun On Dokuz Mayis
Universitesi, Bolu Abant izzet Baysal Universitesi, secilen anabilim dallarinin bagh oldugu iiniversitelerdir.
Secilen bu anabilim dallarinda 6grenim goren lisans 1, 2, 3 ve 4. sinif 6grencisi 6gretmen adaylarindan
gonllilik esasina gore veri toplanmistir. 10 anabilim dalindaki toplam 391 ( N =391) katiimcinin % 61’i
erkek % 39’u ise kadin, yaslari ise 17 - 27 arasindadir. Mezun olduklari lise tirleri dikkate alindiginda %
81’inin Guzel Sanatlar Liselerinden % 19'nun ise diger liselerden mezun olduklari saptanmistir.

Veri Toplama Araci

Biasutti (2010) tarafindan gelistirilen ve orijinal adi Music Abilities Beliefs Questionnaire (MABQ) olan
Miizikal Yetenek inang Olgegi bireylerin miizikal yetenek konusundaki inanglarinin belirlenmesini
hedefleyen bir veri toplama aracidir. Olgek, calisma becerileri, performans becerileri, ayirt edici
yetenekler ve yorumlama olmak izere 4 faktére dagiimis toplam 51 maddeden olusan besli likert 6lgegidir.
Uyarlama sirecinde gevirisi tamamlanan olgek, yas, cinsiyet, mezun olunan lise vb. kisisel bilgiler ile bir
aciklama metninin de yer aldig boliim eklenerek 391 katilimciya uygulanmistir.

Arastirma Etik izinleri

Miizikal Yetenek inang Olceginin uyarlanmasina karar verildikten sonra ilk olarak olcegi gelistiren
Michele Biasutti ile iletisime gecilmis 26/ 03/ 2017 tarihinde elektronik posta yolu ile gerekli kullanim izni
alinmistir. Daha sonra gereken etik kurulu raporu icin BAIBU Etik Kurulu’na talep edilen igerikle basvuru
yapilmistir. Alinan 2017/ 182 nolu misbet etik kurul raporu ardindan uygulama yapilacak tniversitelerle
yazisma gerceklestirilmis ve gerekli izinler alinmistir. (Ornek: Mugla Sitki Kogman Universitesi Tarih 03/
11/ 2017 Sayi 28677689-302.08.00.00-4515/18302)

Olgegin Uyarlanma Siireci

Olgek uyarlama siirecinin ilk asamasi olan ceviri islemi ayri ayri iki dil uzmani tarafindan
gerceklestirilmistir. Tutarhlik gézlemlendiginden maddeler Uzerinde her hangi bir radikal degisiklige
gidilme geregi duyulmamistir. Ancak kimi maddelere semantik acgiklamalar niteliginde eklemeler
yapilmistir. Orijinal 6lcekte 16. maddede gegen dilimize de yerlesmis olan “Postiir” s6zctigi “bedeni dogru
konumlandirabilme” olarak agilmistir. Yine orijinal 6lgekte 25. madde olan “sight reading” sézclgi “ilk
okuma” olarak gevrilmis konu ile ilgili alan uzmanlarina danisildiktan sonra “ilk okuma”nin Tirkge bir ifade
olmasina karsin bir metnin okunmasi ile karistirilabilecegi diisinilmistir. Bu nedenle “desifraj”
sozcUgunin muziksel yonden daha anlasilir olduguna karar verilmis ve madde “desifre (ilk okuma)
becerisi” seklinde kullaniimistir. Geri ceviri asamasinda miizik alani disinda ana dili ingilizce olan bir
akademisyen yardimi ile orijinal dile geviri yapilmis ve tutarsizlik sorunu yasanmadigl gézlemlenmistir.
Daha sonra bir dil uzmani, bir alan uzmani ve arastirmacinin kendisinin de bulundugu ekiple uzman paneli
asamasina gecilmis ve bu asamada da ceviri baglaminda her hangi bir maddenin elenmesine gerek
duyulmamistir. Bu asamalarin tamamlanmasindan sonra pilot uygulama ve bilissel inceleme siirecine
gecilmis calismanin érneklem bélimiinde belirtilen 10 farkh Gniversitede muzik 6gretmenligi programina
kayith 391 aday 6gretmenden veri toplanmistir.
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Verilerin Analizi

Pilot uygulama sonucunda 391 6gretmen adayindan elde edilen verilere faktor analizi uygulanmistir.
Faktor analizi ile cok sayidaki gozlenen degiskenin daha az sayida boyut altinda toplanmasi amaglanir.
Gozlenen degiskenlerin kullanilarak tanimlama yapilmasi, gelistirilen 6lgegin alt boyutlarinin belirlenmesi,
maddelerin hangi alt boyutta oldugunun bulunmasi hedeflenir. Olgek uyarlamalarinda faktér analizine
basvurmaktaki amag ise 6lcek boyutlarinin farkli kltirler ve topluluklar igin uygunlugunun belirlenmesidir
(Tabachnick ve Fidell, 2006; Thompson, 2004). Bu g¢alisma bir 6lgek uyarlama ¢alismasi oldugundan
Dogrulayici Faktor Analizi (DFA) uygulanmasi s6z konusu olmustur. Tablo 1'de Yapisal esitlik modeline
uyum indeksleri igin kesme noktalari verilmistir.

Tablo 1.
Yapisal Esitlik Modelinde Uyum indeksleri icin Kesme Noktalari
Uyum indeksleri Kriterler Kesme Noktalarn
X2 p>0,05
x2/sd <2= Mikemmel Uyum
<2,5= Mikemmel Uyum (kiiciik 6rneklemlerde)
<3=Mikemmel Uyum (biyuk érneklemlerde)
<5= orta uyum duzeyi
GFI
AGFI > 0,90 = Mikemmel Uyum
CFI
NNFI(TLI)
RMSEA < 0,080 =Kabul Edilebilir Uyum

< 0,050 = Mikemmel Uyum

*(Cokluk, Sekercioglu ve Bliytukoztirk, 2010).

Bulgular

Model alinan Miizikal Yetenek inang Olgegi 51 maddeden olusmaktadir. Tablo 2’de 1. Diizey 4 faktérlii
Miizikal Yetenek inang Olgeginin Robust ML kestirim yéntemi ile DFA analiz sonuglari verilmistir.

Tablo 2.
Dért Faktérlii Miizikal Yetenek inang¢ Olcedinin DFA Sonuglari
X2 (sd) RMSEA  GFI AGFI  CFI NNFI A € Faktorler
Arasi
Korelasyon
1.Dlizey 3749,88 0,085 0,64 0,61 0,94 0,93 0,26- 0,41- Yok
4  Faktorla  (983) (%90 0,86 0,93
ML 0,082)

Kurulan model ve beklenen model arasindaki uyum igin model veri uyum indekslerinin yer aldigi Tablo
2 incelendiginde birinci model veri uyum indeksi olarak yapilan ki-kare istatistigi uygulamasinda Ki- kare
degerinin olduk¢a bilylk oldugu gorilmektedir. Ki-kare d6rneklem buyikliginden etkilenen bir uyum
indeksi oldugu icin serbestlik derecesine boliindiglinde bile 3’ten biyuk ¢ikmistir. x2 /sd ifadesinin 3’ten
blylk olmasi kurulan model ve var olan model arasinda anlamli bir farkhligin olduguna kanittir. Ki kare
uyum indeksine baktigimizda model veri uyumunun saglanamadigi gérilmektedir.

RMSEA degeri model veri uyum indeksleri arasinda robust bir istatistik sunmaktadir. Kabul edilebilir
RMSEA degeri 0,080 ve alti oldugu icin tabloda verilen sonug, arastirmadaki 6rneklem icin kurulan
modelin, model veri uyumunu saglamadigini gostermektedir. GFI, AGFI, CFl ve NNFI degerleri Tablo 1 ile
karsilastirildiginda CFl ve NNFI degerleri icin model veri uyumunun saglandigini séylemek olanakli iken;
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GFl ve AGFI degerleri beklenenin oldukga altinda oldugundan model veri uyumunun saglanamadigi
soylenebilir.

Bir gizil degiskenin gostergesi olabilmek icin faktor yuk degerinin en az 0,30 olmasi ve hata varyansinin
ise en fazla 0,90 olmasi sarti bulunmaktadir (Blyikoztiirk, 2002). Bu kural standartlastiriimis ¢6ztimdeki
faktor yiik degerleri igin gegelidir. Faktor ylk degerleri incelendiginde bu degerlerin 0,26 ile 0,86 arasinda
yer aldigl gorilmistir. Kurala uymayan maddeler gikartildiktan sonra elde edilen sonuclar tablo 3’'de
verilmistir.

Tablo 3.
Maddeler Cikartildiktan Sonra Yapilan DFA Sonuglari
X2 (sd) RMSEA  GFI AGFI  CFI  NNFI A € Faktorler
Arasi
Korelasyon
1.Duzey 4 3228,60 0,079 0,77 0,74 094 094 033 0,29- Yok
Faktorli ML (936) 0,84 0,85

Uygulamalar sonucunda elde edilen ve yapisal esitlik modellemelerinde olduk¢a 6nemli olarak
degerlendirilen RMSEA degeri Tablo 3’ de yer almaktadir. Tablo 3 incelendiginde bulunan deger Tablo 1'de
verilen kriter degerden daha dislk oldugu (0.079) icin model veri uyumunu desteklemektedir.

Model veri uyum indekslerinden GFI, AGFI, CFl ve NNFI tek tek incelendiginde GFI ve AGFI degerinin
ilk kurulan DFA analizden daha yiksek bir degere donistigl goriilmektedir. Ama bu degisim bu iki indeks
icin yeterli degildir. CFI ve NNFI degerlerinin 0,90 kriterini gegtigi Tablo 3’de raporlastiriimistir. CFl ve NNFI
degerleri icin model veri uyumunun desteklendigi soylenebilir.

Gozlenen degiskenler icin faktor yiik degerleri incelendiginde tim maddelerin 0,30 degerinden yiksek
ve bagh olduklar faktérlerin iyi birer temsilcisi oldugu gorilmektedir. Tim maddeler icin faktor yiik
degerleri 0,33 ile 0,84 arasinda degisim gosterdigi belirtilmistir. Tim maddelerin hata varyanslari
incelendiginde 0,90 degerini asan bir degere rastlanmamustir.

Faktorler arasinda korelasyon yiiksek degildir. Bu durum o6lgme aracinin yapisinin degismedigini
gostermistir. Olcegin kurala uymayan maddeler ¢ikarildiktan sonraki faktor yiikleri Tablo 4’te verilmistir.
Sekil 1’de ise Miizikal Yetenek inang Olgegi faktor yiikii dagihimi sunulmustur.

Tablo 4.
Maddeler Cikartildiktan Sonraki MYiO Faktér Yiikleri
CB PB AEY Y

ml 0,55884
m2 0,61661
m3 0,39394
m5 0,37932
m6 0,39773
m7 0,63527
m8 0,62557
m9 0,65803
m10 0,59792
mll 0,67224
m12 0,3859
m13 0,44946
ml4 0,55
m15 0,56249
ml17 0,56878
m19 0,60034
m20 0,6654
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m21
m22
m23
m24
m25
m26
m27
m28
m29
m30
m31
m32
m33
m34
m35
m36
m37
m38
m39
m40
m41
m42
m43
m44
m46
m47
m48
m50
m51

0,80095
0,83524
0,82708
0,74104
0,71125

0,44574

0,47552
0,54833
0,50489

0,48379
0,57514

0,46156
0,49568

0,60036
0,59989
0,61059
0,45566
0,45485
0,3427

0,49002

0,45042

0,44794

0,48166
0,42744

0,52746

0,55717
0,54841

0,66989
0,67929

CB: GCalisma Becerileri faktori

PB: Performans Becerileri faktori
AEY: Ayirt Edici Yetenekler faktori

Y: Yorumlama faktori
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Sekil 1. Miizikal Yetenek inang¢ Olgedi Faktér Yiikii Dagihimi
Giivenirlik Hesaplama

Miizikal Yetenek inang Olceginin giivenirlik hesabi yapilirken, her bir boyut ve 6lgegin bitiini icin
Cronbach Alfa degerleri incelenmistir. incelenen alfa katsayilarinin 0,70 (istii oldugu gérilmustir (aFaktér
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1=0,754; aFaktér 2=0,907; aFaktér 3=0,887; aFaktér 4=0,844; aOlcegin Biitiinii=0,951). Bu durumda
olgme aracinin az hata ile 6lglim yaptigi ve guvenilirligin yliksek oldugu soylenebilir.

Tartisma ve Sonug

Bu arastirmada bireylerin mizikal yetenek olgusuna iliskin inanglarinin incelenmesi amaci ile Biasutti
(2010) tarafindan gelistirilen ve orijinal adi Music Abilities Beliefs Questionnaire (MABQ) olan olgegin
Tiirkge’ye uyarlanmasi gergeklestirilmistir. Olcegin gevirisi tamamlandiktan sonra gereken istatistiksel
analiz ydntemlerinden yararlaniimistir.

islem bir &lcek uyarlamasi oldugu icin 6ncelikle dogrulayici faktér analizi (DFA) uygulanmistir.
Baglangicta kurulan model ve beklenen model arasinda uyum olmadigi gbzlemlenmistir. Ki-kare degeri
orneklem biyilkliginden etkilenen bir uyum indeksi oldugu igin serbestlik derecesine bolinduginde bile
3’ten blylk ¢ikmistir. x2 /sd ifadesinin 3’ten biytk olmasi kurulan model ve var olan model arasinda
anlamli bir farklihgin olduguna kanittir. ilk uygulamada RMSEA degerinin 0.085 oldugu gbzlemlenmistir.
Kabul edilebilir RMSEA degeri 0,080 ve alti oldugu icin elde edilen sonug, arastirmadaki érneklem igin
kurulan modelin, model veri uyumunu saglamadigini géstermistir. Bununla birlikte GFI ve AGFI degerleri
de beklenenin oldukga altinda oldugundan model veri uyumunun saglanamadigi goriilmustir.

Faktor yik degerleri incelenmistir. Faktor yik degerleri incelendiginde faktér yiik degerinin en az 0,30
olmasli ve hata varyansinin ise en fazla 0,90 olmasi kosuluna (Buyukoztiirk, 2002) uymayan maddeler
belirlenmistir. Orijinal 6lcekte madde 4, madde 16, madde 18, madde 45 ve madde 49’un faktor yuk
degerlerinin 0,30°un altinda oldugu gbzlemlenmis, bu maddelerin, alt boyutlarin iyi birer temsilcisi
olmadiklari tespit edilmis ve maddeler 6lgekten ¢ikartilmistir. Bu maddeler atilarak siireg tekrar edildikten
sonra yapilan incelemede tim maddelerin faktor yiuk degerlerinin 0,30’dan yiksek ve bagh olduklari
faktorlerin iyi birer temsilcisi olduklari gorilmustir. Tim maddeler igin faktor yik degerlerinin 0,33 ile
0,84 arasinda degisim gosterdigi belirlendikten sonra maddelerin hata varyanslari incelenmis 0,90 degerini
asan bir degere rastlanmamistir. Model veri uyum indekslerinin uyum igin gerekli degerlere ulastig
gozlemlenmistir. Faktorler arasinda korelasyon yliksek degildir.

Olgegin giivenirlik analizinde; calisma becerileri, performans becerileri, ayirt edici yetenekler ve
yorumlama faktorlerinin her biri ve 6lgegin tamami icin ayri ayri Cronbach Alfa degerleri incelenmistir.
Elde edilen Cronbach Alfa degerleri 0,7'nin lizerinde tespit edildiginden 6lgme aracinin glivenirliginin
yiiksekligini destekler niteliktedir.

Tim bu bulgulara gére sonug olarak; uyarlama isleminden sonra élgme aracinda yapisal bir degisikligin
olmadigini ve elde edilen uyarlanmis 6lgme araci ile yapilacak bir arastirmada nitelikli verilere
ulasilabilecegini ifade etmek olanaklidir. Uygulamalar sonucunda baslangicta 4 faktér 51 maddeden
olusan Miizikal Yetenek inang Olcegi, 5 maddenin dlcekten cikariimasi ile 46 maddeye indirgenmistir.
Sayisal olarak maddelerin faktorlere dagilimi dikkate alindiginda calisma becerileri faktorinin 13,
performans becerileri faktoriinlin 18, ayirt edici yetenekler faktoriiniin 6, yorumlama faktorinin de 9
maddeyi kapsadigi gorilmektedir.

Arastirmanin slrdarilmesi esnasinda yapilan literatlr taramasinda mizik egitimi alaninda inanglarla
ilgili yapilan ¢ok sayida ¢alismaya ulasiimis olmasina karsin yurt ici yayinlar arasinda miizikal yetenek ve
inang iliskisinin dogrudan ele alindigi bir galismanin gézlemlenmemis olmasi arastirmanin diger énemli
sonuglarindan biridir. Bu c¢alismada uyarlanan 6lgme aracinin ilgili alanda yapilacak ¢alismalara katki
saglayacagl distnlilmektedir.

GSE Boliumi ME Anabilim dali 6gretmen adaylari ile ylritiilmis bu c¢alismada uyarlanmis 6lgme
aracinin genel, 6zengen ve mesleki mizik egitimi verilen kurumlarda gorevli 6gretmen, sanat egitimcisi ile
akademisyenlerden olusan bir oOrnekleme uygulanmasinin ve bu vyolla elde edilecek bulgularin
karsilastirilmasinin, mizik egitimi agisindan 6nemli sentezlere ulasiilmasi baglaminda yararli olacagi
distntlmektedir.
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Yazar Katki Orani
Yazarlar, calismaya esit oranda katki sunmuglardir.
Etik Beyan
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Increasingly, the methods of measurement and evaluation in distance education
applications have been discussed in light of the pandemic. In this study, the use of virtual
learning environments in higher education as an assessment tool has been examined.
The chosen platform for this purpose was the UKEY (Uludag University Institutional,
Educational, and Research Activities Governance System) virtual learning platform.
During the 2019-2020 academic year, when the pandemic had a significant impact,
online open-ended questions were posed to 46 academics who used the UKEY platform.
The preparation of open-ended questions was based on the Unified Theory of
Acceptance and Use of Technology-2 (UTAUT-2). Research was designed as a case study,
and the collected data was subjected to descriptive analysis. Member checking method
was utilized, and how the themes were interpreted was reviewed through semi-
structured interviews with five participants. According to the results of the study, the
behavioral intentions of the participants towards using the UKEY platform varied. It was
found that the platform partially met performance expectations but required
considerable effort. Facilitating conditions had a positive impact on users, and in the
context of social influence, student behaviors significantly affected the academics. UKEY
had not yet become a habit, and these variables were found to have a significant impact
on usage intention. The results of the study were discussed within the framework of
concepts such as online anonymity, the integration of technology with a pedagogical
perspective, and the need for a paradigm change in education.
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Pandemiyle birlikte artan uzaktan egitim uygulamalarinda, 6lgme ve degerlendirmenin
nasil yapilacagl tartisiimaktadir. Bu ¢alismada, ylksekdgretimde, sanal 6grenme
ortamlarinin bir degerlendirme araci olarak kullaniimasi incelenmistir. Ortam olarak
UKEY (Uludag Universitesi Kurum, Egitim ve Arastirma Faaliyetleri Yonetisim Sistemi)
sanal 6grenme platformu segilmistir. Pandeminin etkili oldugu 2019-2020 6gretim yil
déneminde UKEY platformu kullanan 46 akademisyene gevrim igi agik uglu sorular
sorulmustur. Acik uglu sorularin hazirlanmasinda Teknoloji Kabul ve Kullanim
Birlestirilmis Modeli-2’den (UTAUT-2) yararlanilmistir. Arastirma durum galismasiyla
desenlenmis, toplanan veriler betimsel analize tabi tutulmustur. Katihmci teyidi
metodundan yararlanilmig, temalarin nasil yorumlandigi, bes katihmci ile vyari
yapilandirilmig goriismeler yapilarak gézden gegirilmistir. Calismanin sonucuna gore,
katihmcilarin ~ UKEY  platformunu  kullanmaya yonelik davranigsal niyetleri
farkhlagmaktadir. Platformun, performans beklentisini kismen karsiladigi fakat fazla
gaba gerektirdigi, kolaylastirici kosullarin kullanicilari olumlu etkiledigi, sosyal etki
baglaminda 6grenci davranislarinin akademisyenleri 6nemli olctde etkiledigi, UKEY’'in
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heniiz bir aliskanlik haline gelmedigi ve s6z konusu degiskenlerin kullanim niyetini

Arastirma Makalesi onemli olglide etkiledigi sonuglarina ulasiimigtir. Gaismanin sonuglari; internetteki
anonimlik, teknolojinin entegrasyonunda pedagojik bakis agisi ve egitimde gerekli olan
paradigma degisikligi ihtiyaci kavramlari gercevesinde tartisiimistir.

Introduction

Starting with the COVID-19 Pandemic, instructional practices have begun to be implemented remotely
in our country as in the whole world. Standard understanding of teaching prevalent in education has been
put aside, and the understanding of course procedures, course materials, measurement and assessment
has shifted dramatically. As online learning has become a popular strategy, a need has arisen to redefine
fundamental concepts such as learning, teaching and assessment.

Problem Status

The problem situation addressed in this study pertains to the discussion of how to conduct
measurements and assessments in distance education practices in higher education. These practices have
become increasingly prevalent due to technological advancements and, more notably, the COVID-19
pandemic. While open education and distance learning have been interdisciplinary fields for many years,
they have been perceived as relatively new in our country and have posed various challenges due to their
limited application and recent widespread adoption.

Several obstacles hinder the successful implementation of technology in education. These include a
lack of knowledge about web technologies, the selection of technologies that may not align with technical
infrastructure or suit the characteristics of learners and subjects, and a general shortage of research on
existing technologies.

Throughout the pandemic, distance education has become mandatory at all levels of higher education.
This mandate presents numerous challenges as it necessitates a shift in the way faculty members
understand assessment. The lack of a standardized interpretation has led to variations in assessment
practices and questions, causing uncertainty in the selection of appropriate assessment methods. This
accelerated shift, brought about by the pandemic, underscores the need to overhaul the measurement
and assessment paradigm in line with technological advancements.

Current educational needs continue to rely on traditional methods that emphasize sorting. To achieve
success in distance education practices, a new paradigm based on the development of contemporary
learning theories is imperative (Reigeluth, 1999). This transformation can be realized by engaging all
stakeholders in the teaching process, gathering their input, and analyzing user feedback on technologies,
particularly those based on web technologies. Understanding the reasons behind attitudes and behavioral
intentions toward e-assessment environments is crucial, as it provides insights into how to effectively
measure and assess educational performance.

Literature Review

As Morrison et al. (2004) described, assessment is a major component of education and is carried out
in three different ways. Summative assessment is a result-based evaluation made at the end of the
instruction. Formative assessment is a way of determining the extent to which the instruction serves its
purpose during the instructional process. And, confirmative assessment is intended to measure the extent
to which the objective of the course is achieved over a lengthy period of time. Summative assessment is
employed more heavily as a result of traditional education in our educational system. In universities, mid-
term and final exams, which typically consist of classic or multiple-choice questions, are employed more
commonly. The rapid change in technology affects and continues to change all components of the
educational system. As a result of this transition and the pandemic, e-assessment practices have begun
to become widespread. In e-assessment, unlike in classical exams, virtual environments are used to
prepare questions, communicate them to students, administer exams, review outcomes, and provide
feedback. Through e-assessment, original evaluation methods can be selected, questions can be easily
updated, motivation can be enhanced using contemporary technologies, an interactive assessment can
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be performed, performances that the classical method is not suitable for can be measured through tools
such as performances, simulations, and so forth, operations such as feedback can be done quickly, and
various analyses can be prepared with the help of suitable web technologies (Mehdiabadi & Huang, 2018).
Key findings on online assessment types have been reported to improve academic participation and
support meaningful learning, while feedback from this process has been reported to prevent from threats
to validity and security (Gikandi et al., 2011). In a conducted study, the perceptions of Indian students
regarding e-assessment during the COVID-19 pandemic were examined. The research emphasizes the
potential of e-learning and e-assessment practices in developing countries. According to the findings, the
overall e-assessment perception of students is at a moderate level and varies depending on factors such
as gender, academic level, educational status, educational stream, and economic situation (St-Onge et al.,
2022).

While e-assessment has these advantages, it also brings certain problems. Online environments that
make it possible for assessments to be carried out online cause some ethical problems due to their
inability to help identify students taking the exams. As a result of the proliferation of Internet use, these
technologies provide users with anonymity (Christopherson, 2007). Anonymity on the Internet carries
certain beneficial properties because it hides identities on certain areas (Rotsaert et al., 2018; Saunders
et al., 2015), and it carries certain harmful properties because it allows users to hide their identities on
certain other areas (Kim et al., 2019). In the context of this ethical dilemma, in cases where the necessary
measures are not taken, the attitudes of users to the use of existing technologies are adversely impacted
and the effectiveness of the assessment is reduced, when assessment practices are carried out in the
Internet environment. Researchers have expressed in their studies that the increasing number of
connected smart devices in emotional and sensory networks requires a robust security and ethical
framework to address security threats and suspicious activities, while promoting data integrity and
transparency (Mbunge et al., 2022).

Because distance education is a newly debated topic in our country and is mainly considered for adults,
it is useful to focus primarily on studies on online learning environments in higher education. Mehdiabadi
and Huang (2018) defined the characteristics of assessment in online learning environments in higher
education. They emphasized that the pedagogical dimension of assessments is of great importance, that
there is a process- and problem-based assessment approach rather than a result- and test-based
instructional approach, and that student-centered environments should be prepared. The researchers in
the present study had a software program used for distance education at their university. The
Institutional, Educational and Research Activities Governance System of Uludag University (UKEY), a
software program, was developed in 2013 by Bursa Uludag University Department of Information
Technologies. UKEY allows courses, assighments, projects, exams, feedback, communication, and other
activities that take place in the classroom environment to be carried out in a virtual environment. The
software is intended to monitor, record and evaluate all activities carried out at the university. The
software, prepared as a governance system, works in an integrated way with the Information Package
and Automation System of the university. In the light of the 2020 August data obtained from UKEY, 140410
students and 3467 staff members use the system; and 52010 courses, 239 projects, 8420 meetings, and
25501 e-exams were implemented on the platform (UKEY, 2020). Beginning with the pandemic, it was
decided that it was mandatory for all university exams to be administered through UKEY. Exams on UKEY
are administered in the form of classic and multiple-choice questions. On UKEY, questions can be
prepared, question groups can be created, e-exams can be conducted, and exam grades can be
transferred to the automation system. Students and faculty members can log in to the system using their
usernames and passwords.

There are a variety of studies on student and teacher perceptions on e-assessment in higher education.
In their study of higher education students, Roman et al. (2020) developed a virtual e-assessment
environment for evaluating and monitoring students’ academic performance. In the study, the time
allocated to assessment activities was measured and observed by professors and, taking into account the
data, it was found that the assessment activities were carried out in a short time and in an interactive
manner. Examining the opinions of graduate students on e-assessment enrolled in distance education,
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Cabi (2016) argued that students prefer e-assessment to traditional methods of assessment, and the
reason for this choice is that e-assessment is independent of time and space, provides equal opportunities
and is more comprehensive than traditional. Similarly, Kaysi (2020) has stated that digital assessment
tools lead to positive student perceptions. Taskin and Kilig¢ Cakmak (2017) administered gamification as a
method of assessment in higher education. They have reached the conclusion that it would be more
accurate to use gamification as an in-process formative assessment rather than as a summative
assessment. Research has mostly focused on students, while studies conducted from the perspective of
faculty members remain limited. According to the results of a research, it has been seen that
environmental factor (for example, internet access) can affect the individual characteristics of the student
and that even students with high moral values can sometimes face fraud. Researchers identified five
different types of dishonest behavior among online students, noting that they focused more specifically
on collusion and plagiarism (Garg & Goel, 2022).

Faculty members are an important type of stakeholders among users of current technologies. The
attitudes of faculty members towards educational technologies have an impact on the validity and
reliability of education, and have a social impact on the attitudes of their colleagues and therefore their
students (Anderson & Dexter, 2005; Keengwe et al., 2009). Many models have been developed to examine
the use and acceptance of technologies by humans. These models explain the extent of humans’
acceptance of technologies by certain external variables. Especially in field studies on the acceptance of
technology used by institutions, the UTAUT-2 model explains 70 percent of the behavioral intent to use a
technology (Venkatesh et al., 2016). According to this model, the factors that are effective in the
behavioral intentions of users in the use of technology are performance expectancy, effort expectancy,
facilitating conditions, social influence, hedonic motivation, price value, and habits. Performance
expectancy is defined as the belief in the extent to which technology will benefit users, and how much it
will improve their performance. Effort expectancy is the perceived effort that users put into the use of
technology. Social influence has to do with the extent to which the perceptions of a particular technology
by people (family and friends) around users affect the users themselves. Facilitating conditions express
user perceptions of the resources, guidelines, and technical support available for them to use a
technology. Hedonic motivation has been defined as users’ satisfaction with the use of a particular
technology. Price value is another indicator of behavioral intent according to the model. High monetary
costs associated with the use of technology have an adverse effect on the intent. Finally, the habit variable
means the automation of user behaviors about their use of technology. Experience in using technology is
a positive determinant of behavioral intention.

In a study exploring the factors influencing student acceptance of an e-learning system in higher
education, it was determined, according to the answers given by 280 students to a survey prepared on
the basis of the UTAUT Model, that the variables affecting their intentions to use e-learning were social
influence, performance expectancy and facilitating conditions (Salloum & Shaalan, 2019). There are a
limited number of studies using the UTAUT-2 Model in our country. In her master’s thesis, Kandemir
(2020) examined how teachers use digital learning environments within the framework of the UTAUT-2
Model. In her study, she administered the scale to 376 teachers. She found that the variables of habit,
hedonic motivation, social influence and facilitating conditions had a significant impact on the intentions
of teachers to use the learning environment, namely the Educational Informatics Network (EBA), Morpa
Campus and Okulistik. Omriiuzun (2019) examined the factors affecting the use of technology by
preschool teachers within the scope of UTAUT and found that the hedonic motivation variable had a
significant effect on behavioral intention, whereas the facilitating conditions variable did not have a
significant effect. In studies on UKEY in the literature, students’ use of the software was investigated.
Oziigelik (2019) explained student opinions about UKEY in the context of the Technology Acceptance
Model. In the study, where the scale was administered to 250 students, it was found that the perceived
usefulness and perceived ease of use variables were significant predictors of the behavioral intention
variable related to the use of UKEY by students. Alyaz et al. (2014) investigated student perceptions of the
usability of UKEY and concluded that the system largely met the criteria of usability for students as well
as user satisfaction.
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The aim of this present study is to examine faculty members' opinions about the UKEY platform, which
is used as a tool for assessment in higher education. UTAUT-2 was used to investigate the faculty
members’ opinions. The following was determined as the research question: “What are the opinions of
faculty members about e-assessment in higher education?”

Method
Research Design

In this study, a case study approach was employed, allowing to learn about many situations such as
educational, socio-cultural, and organizational situations (Yin, 2009). In case studies, it is important to
describe the case to be investigated and to leave other subjects out of the scope of the research in order
to ensure validity. The present study had a single case design where the opinions of faculty members
about e-assessment in higher education were considered to be the case.

Research Sample

Participants were selected through convenience sampling. The researchers carried out the study at
the faculty (the school of education) where they worked, and the faculty members were reached through
areadily-available e-mail list. Invitations were sent to 233 faculty members working full-time at the faculty
to participate in the study, and 46 faculty members participated voluntarily in the study. In order to
protect the anonymity of each participant in the study, pseudo names such as Al (Academicianl), A2, A3,
and so on were assigned to the participants. The criteria of inclusion were to be working as a faculty
member at the faculty of education and to have used the UKEY platform for assessment purposes in the
2020-2021 academic year. The participants were informed about ethical issues and volunteering.

Research Instruments and Procedures

In the study, open-ended questions were prepared in the context of UTAUT-2 considering external
variables that affect the intention of users to use technology. The form that was prepared was revised
based on opinions of two experts from the Department of Primary Education. According to expert
opinions, unnecessary questions have been removed, and the questions that were burdensome for the
participants have been reorganized for the sake of coherence. It was finalized by a pilot study conducted
on two research assistants. Open-ended questions prepared electronically on the web were sent to the
participants through e-mail. Data were collected online immediately after the mid-term exams of the
summer semester of the 2020-2021 academic year throughout which the pandemic was in effect.
Participants were asked to respond to the questions in the form of long paragraphs, and this goal was
partially achieved. Necessary permissions were obtained prior to the study from the Ethics Committee for
the implementation of data collection instruments. Ethics Committee Decision is taken from Uludag
University, Social and Human Sciences Research and Publication Ethics Committee at 23 October 2020
with the decision No: 10.

Data Analysis

Data were analyzed using descriptive statistics (Fraenkel & Wallen, 2006, s. 443). The themes were
predetermined in the context of the UTAUT-2 model, which formed the conceptual basis of the study.
Answers to the questions were put together in an Excel file around 7 themes that were specified. The data
were evaluated separately by two researchers, by whom direct citations to be used and inter-theme
relationships were identified and compared. The collected data were categorized into three groups in the
form of positive, negative and neutral answers and formatted to have colors. When the answers given by
the participants to the questions were taken into account, the answers also provided information about
other themes. Thus, the data were reviewed in the context of the themes created, and the answers given
under different questions were marked to contribute to the relevant themes.

The member checking method was used when interpreting the themes; in other words, how the
themes were interpreted were revised. In this context, semi-structured interviews were conducted with
5 participants. In the light of the data obtained on the basis of the interviews, the results written under
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the theme of hedonic motivation, which were initially considered to be the satisfaction of students from
UKEY, were corrected and re-discussed as the hedonic motivation variable having an indirect influence on
the behavioral intentions of the faculty members. Moreover, the opinion of another participant arguing
that extraordinary circumstances were administered during the pandemic, and therefore, it would be
natural that the opinions of the participants could differ during critical periods and change over time was
taken into account and discussed in the Results section. Another finding, which was not among the
answers to the open-ended questions but emerged during member checks, concerns how the behavior
of administrators’ towards UKEY was influencing the participants. This result was also discussed under the
social influence variable. The findings included quantitative statistics of positive, negative, and neutral
opinions.

Results

The first two questions were asked to the participants to measure their level of knowledge about
UKEY. The first question was “What types of question formats do you prefer to use in UKEY?”. According
to the answers to the first question, 68% of the participants preferred multiple-choice questions, and 32%
preferred open-ended questions. According to the answers to the second question, which was “"Could
you rate your awareness, knowledge, and usage of UKEY on a scale of 1 to 10?” the average score of the
faculty members was 7.7. Through the other questions, it was aimed to understand the participants’
opinions about UKEY’s contribution to the faculty members’ professional performance, meeting their
expectations of effort, social influence, facilitating conditions, hedonic motivation, price value and UKEY’s
use becoming a habit. The themes are presented below in headings with indirect quotes.

Performance Expectation

One of the opinions about UKEY’s contribution to professional performance was negative (22/46). The
participants had similar opinions that they thought UKEY did not contribute to the professional
performance of faculty members who administered classic exams:

“No, while it has the advantage of determining the grades of multiple-choice exams
immediately, the inability to create exams in the system and having to send them as e-mails
are causing problems” (A42).

“Because they are unable to answer open-ended questions through UKEY, | only share
questions through UKEY. | am having to get answers from other platforms. Therefore, it
contributes (!) to my professional performance by making me use other environments
because it has shortcomings in the assessment section” (Al).

On the other hand, participants who thought that taking exams online would reduce the exam’s
validity said that the platform did not contribute to them professionally:

“I don’t believe it, because exams do not get to be reliable” (A2).

“No, we are unable to assess students in terms of whether they get the help of other people”
(A3).

“I don’t think it contributes to my performance because | am not sure who the interlocutor
is when | make an assessment or, in other words, when an exam is being conducted” (A26).

The number of those sharing favorable opinions on the platform’s contribution to professional
performance was not small at all (21/46). Participants who thought these platforms were beneficial in
distance education suggested that the system saved time and stressed that faculty members behaved
more objectively in assessing students thanks to the system:

“Yes, it lets me reach the students who take my course at once and interact with them in the
context of education” (A18).

“Yes, it buys time, provides standardization and makes it necessary for students to take the
process seriously” (A17).
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“Yes, | do because it was useful in terms of increasing speed, reducing procedural errors and
removing teacher prejudice” (A9).

Effort expectancy

Participants commonly believe that conducting assessments in UKEY and passing grades to the system
are achieved easily and with little effort, but it takes a long time to prepare questions and that the system
is not user-friendly. Unfavorable views that the system demands a great deal of effort were predominant
(19/46):

“The e-exam preparation part is too complicated. You have to try a few times, turn around
and look again, miss a few times, and learn lessons” (A1l).

“It’s easy. However, the limitation that it is not possible to reuse questions from a question
pool that were used previously is unnecessary and makes the platform difficult” (A20).

“The process of having to prepare 3 times as many questions in multiple-choice exams is
exhausting and difficult” (A42).

A27 stated — in the context of the course he thought — that it was difficult to assess student
performance using e-assessment methods:

“There are convenient functions prepared for you, but it does not appeal to all fields. For
instance, | had a very difficult time preparing multiple-choice questions of Ottoman Turkish”
(A27).

A common view of effort expectancy was that the system was easy but needed to be improved (9/46):

“Very easy. But there’s a very complex network of relationships that are interconnected. For
example, you are supposed to form a group to create questions” (A3).

“It’s easy to create a question archive using question templates, but I think it is necessary to
improve the interfaces of grouping questions and using groups” (A8).

A different opinion was that the system was quite easy and there were more problems in face-to-face
exams (8/46).

“It is as easy as for any high school graduate to be able to handle it, provided that they are
used to doing their own jobs” (A13).

“The UKEY system is easy to use, not too complicated. The use of the system within the scope
of assessment activities is time consuming in the first place, but it seems that it is not difficult
as you get used to it” (A19).

“It is easier in terms of practice as it eliminates the technical and physical problems brought
about by face-to-face exams” (A17).

Facilitating Conditions

Most participants thought that the guideline videos prepared by the Department of Information
Technologies were of great benefit to faculty members (39/46) and stated that the facilitating conditions
created positive intentions:

“I have some general information only, but the Department Of Information Technologies
regularly share helpful guidelines, which is a good practice. It’s relaxing to be able to get
technical support and know that you’re going to be able to get it” (A8).

“I can state that | learned about UKEY when exams and courses began to be implemented
through UKEY during the pandemic. In this context, a video promoting UKEY was delivered
to us and was absolutely useful” (A28).
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However, some participants (7/46) believed that despite the videos and guidelines prepared, faculty
members had many difficulties and facilitating conditions were not fully achieved:

“When we wanted to get information about technical issues by phone, we were told that we
should watch the videos” (Al).

“No, | feel emptiness. | try to figure it out at the computer from morning till night” (A23).
“I think the video that was prepared was too complicated” (A30).
Social Influence

The mandatory use of the system showed that, in the context of social influence, some users were
directly influenced by the decisions taken by the administration. “The use of other people does not
become a motivator for me because it is mandatory in this regard,” said the participant A28 about this
subject. Some faculty members said that the problems experienced by students were an extra burden for
them:

“Faculty members don’t influence me because it has nothing to do with my course content.
However, it can be said that the students influence me. When they have problems, a
situation arises, directly affecting us” (A16).

“If students do not experience problems on UKEY, we do not experience any problems” (A24).

It was stated that faculty members who had been using the system for a long time positively
influenced other users.

“I have been using it for 5 years for homework and material sharing. So, | may have positively
influenced other friends” (A35).

“I’'m positively influenced by the active use of UKEY by some faculty members. | would like
to have as much accumulation of knowledge as they have” (A26).

According to the statements that were mostly expressed within the answers to other questions, the
fact that it became easier for students to cheat in exams negatively influenced the faculty members. A43
commented on this issue as follows: “However, some modifications have to be made to prevent students
from cheating.” A6 expressed how he was affected by student behaviors while the students used the
platform by answering the question “If using the platform was no longer compulsory, would you still use
it” as follows: “No, | would leave it because students are more likely to cheat in online exams. I'd rather
do it face-to-face. What is more, preparing questions are sometimes problematic.” Similarly, A43 said,
“No, | wouldn’t use it. We are unable prevent students from cheating.”

Hedonic Motivation

A17: “This is a job. It doesn’t entertain, nor does it bore.” A21: “I can’t say it’s fun or boring. | can only
say that this is a necessity.” In line with such views, it was widely expressed that UKEY was not classified
by faculty members as fun or boring, but that the platform was used because it was mandatory and
necessary (25/46). Thinking that he could not use UKEY well enough, A23 said “boring ... since | do not
have full knowledge of it ... it would have been fun if | actually had good training on it ...” He stated that
technically, the difficulty created the boredom. Similarly, A43 expressed his distress with the following
opinion: “It is not very fun to have to define exams and enter questions for the same course over and over
again (make-up exams, supplementary exams, etc.).” And A44 said: “It is very boring to upload questions.
An easier way has to be found. It is also necessary to add software to UKEY that alerts the user when the
same question has already been uploaded.” A32 emphasizes that these platforms can now be used as
more fun tools by saying that “It is software that is behind the age.”
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Price Value

The UKEY platform was developed by the Department of Information Technologies and made available
free of charge to university staff. Acommon opinion on this issue (7/46) argued that the university should
provide such software free of charge:

“I don’t think there’s anything more natural under the umbrella of education than the free
provision of this platform by our organization” (A14).

“UKEY refers to services that | use because of my duty to the public. Therefore, paying fees
for such services is not in accordance with the nature of public duty” (A17).

A22 claimed that he would not leave the platform even if it became paid. “Because it provides
collective access to students instead of reaching them individually, making it easier to share resources
with students.” Few participants were happy to have the software developed within the university,
thinking like A27: “it is exciting that it has been developed at our university.” Price values of devices such
as computers, headphones and so forth, and Internet costs spent to reach the UKEY platform were not
considered a burden by the faculty members. Al’s opinion that “l don’t think it will affect faculty members
whether it is paid or unpaid” supports this argument.

Habits

Some of the participants (20/46) said that UKEY had become a habit and that UKEY’s use from the
beginning was a powerful determinant for its potential future use:

“It has definitely become a habit. | have been using it since my first lessons to today. |
define my routine courses at the beginning of the semester and upload my materials. |
don’t slack off” (A8).

“l use it all the time. | used UKEY even when we had the opportunity to use old assessment
methods” (A36).

“In my opinion, it is effective to make it more strictly mandatory in order to have people
learn how to use all technologies and in order to have people make it a habit to use” (A43).

“Because it provides collective access to students instead of reaching them individually,
making it easier to share resources with students” (A22).

“I believe that the intensive use of UKEY in this pandemic will become a habit, so | will
probably use it in the future” (A21).

In contrast to this opinion, many other participants (24/46) said they would stop using the platform
with the end of distance education or the lifting of the requirement to use UKEY:

“I'd stop assessing students through UKEY. | wouldn’t use it other than for uploading
lecture notes to the system” (A15).

“Yes, | would stop using it because | don’t think it is a mechanism that is at a professional
level that I'd like and adopt” (A18).

“Conducting assessments remotely causes negative circumstances for controllability and
for the establishment of justice. If | could, I’d rather have the assessment done in a
classroom environment” (A31).

Discussion & Conclusion

Faculty members' opinions about UKEY varied when it came to their behavioral intentions. Some
believe that this platform serves as an effective and efficient e-assessment tool, offering convenience in
evaluating distance education, a user-friendly interface for grade submission and announcements,
reduced procedural errors, and minimized teacher bias. Moreover, they appreciate its versatility in terms
of assessment methods and question types.
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Conversely, there is another perspective held by faculty members, characterized by pessimism
towards the utilization of this technology. They perceive the predominant use of traditional "mid-term
and final exams" as ineffective within the context of faculty attitudes. Furthermore, they argue that the
incorporation of technology in teaching has not yielded the anticipated positive outcomes.

Today, the technology-based strategy to technology integration in education is being substituted by
pedagogical advancement. The first step in assessing online learning is to determine how to conduct the
assessment from a pedagogical point of view (Mehdiabadi & Huang, 2018). While UKEY is equipped with
information and communication technologies, it can be said that the platform was prepared without due
consideration for the pedagogical dimension. Therefore, it only partially contributes to the performance
of faculty members in terms of assessing distance education. While this negative result supports the e-
assessment studies carried out today (Ari et al., 2014; Salloum & Shaalan, 2019), it contradicts old studies
(Alyaz et al., 2014; Guzeller & Korkmaz, 2007). The fact that the use of emerging technologies requires a
lot of effort and does not contribute to performance means that thousands of technologies are going to
rot in warehouses. Consequently, one can reach the conclusion that technologies that contribute to
professional performance in higher education are just beginning to become widespread or that user
perceptions about emerging technologies are following a positive trend. Paralleling the studies in the
literature (Gikandi et al., 2011; Mehdiabadi & Huang, 2018), it can be said that the assessments carried
out through UKEY did not take place in a formative and problem-based approach, and that is why they did
not yield the expected performance. The general opinion of the faculty members who are teaching
through UKEY may be that they want to stick to the old understanding of education.

The attitude of users is one of the top problems experienced in distance education practices that are
proliferating due to the advancement of technology and especially the pandemic. The mental
understanding of users and the paradigm that underlies this understanding — that Kuhn uses as a
keyword for scientific questioning, which prevails in education — is an obstacle to the effective fulfillment
of existing instructional practices and assessments. The findings of the study can be said to contradict the
current paradigm as a result of the level of advancement, which the technology has accomplished and
which appears more pronounced due to the pandemic. A mindset change is required to effectively and
efficiently implement innovative technologies at all levels of education and to break resistance to
technology (Lin & Reigeluth, 2019). The existing paradigm must change, and in order to meet the needs
of the learner, it is necessary to develop well-designed resources for the personalization of instruction
and for the teacher to perform his or her role as a guide in a healthy way (Joseph & Reigeluth, 2020).

The participants’ opinions on the low reliability of the mid-term and final exams taking place at the
end of education and arising ethical problems give rise to a need for a solution. It may be possible to
measure student learning levels by using web technologies with appropriate methods and techniques, by
supporting technologies with a variety of technological tools and by collecting and evaluating student data
from the beginning to the end of education. Many different assessment methods have been designed in
the literature that have used formative assessment in education technologies that have achieved success.
The focus has been on assessing online discussion, which is a crucial component of online learning,
because it compensates for the lack of face-to-face interactions, and thinking and learning have been
encouraged through communication and dialogue (Gikandi et al., 2011).

The faculty members think that students receive help during mid-terms and finals, which has raised
the belief that e-assessment cannot be carried out effectively through the platform and has caused the
faculty members to develop negative attitudes about UKEY. In studies in the literature, this result has
been associated with the concepts of Internet ethics, problematic Internet use, anonymity on the Internet
and cybercrime, and the associations jibe with the results of the study (Eksi & Ummet, 2013; ikiz et al.,
2015; Saunders et al., 2015; Tosun et al., 2016). Anonymity and ambiguity of identity on the Internet and
the Internet, which is not used consciously and within ethical frameworks, can be said to have negative
consequences for the exams that take place through UKEY. On the other hand, the finding that preservice
teachers are highly perceptive about Internet ethics (Tosun et al., 2016) supports the faculty members’
opinion that students are cheating in all courses and that very few students are currently failing in their
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courses. In light of the studies in the literature, the positive attitude of students towards the use of the
UKEY platform (Cabi, 2016; Kaysi, 2020) causes faculty members to develop negative behavioral intentions
in the context of social influence. In addition, students have positive attitudes about e-assessment
because they think traditional exams are not carried out fairly and objectively, and faculty members have
a negative attitude towards this idea. These two views constitute a contrast with each other. As similarly
expressed in the studies of Christopherson (2007) and Kim et al. (2019), an ethical dilemma can be said to
take place in the exams conducted through UKEY in the context of anonymity on the Internet.

Another important factor for users to develop a negative intention is that the platform requires a lot
of effort to use. It can be said that UKEY software requires a lot of effort when creating e-exams, preparing
exam questions and creating question pools, which cause a negative behavioral intention in the
participants. This result jibes with the results of the studies on students using UKEY in the literature (Kog
& Ates Cobanoglu, 2020; Tosuntas et al., 2020). It was found that the guidelines and videos prepared by
the university for the use of the UKEY platform were sufficient for the use of the faculty members.
However, a negative intention in terms of effort versus performance is created by the fact that the
guidelines prepared require too much effort in terms of technology. This result jibes with the study of
(inci, 2014). Facilitating factors that affect the use of technology create an undue burden on users, which
is effective in causing them to develop negative intentions. The guidelines prepared in terms of
information and effective use of the environment can be said to be sufficient but require excessive effort
and therefore trigger negative intentions in the use of UKEY.

One of the most important objectives of instructional technologies is to ensure that teaching is done
in a fun way. In this context, the participants were asked questions in the context of the variable hedonic
motivation. For faculty members, the use of the UKEY platform does not offer any entertainment. In
studies in the literature, the fact that web technologies that are prepared to take into account the
pleasure of users cause positive behavioral intentions overlaps with the fact that the UKEY platform, which
has no entertainment appeal, causes a negative attitude on users (Venkatesh et al., 2016). In terms of the
mandatory use of the platform throughout the pandemic and the fact that all exams were carried out
within the framework of the prepared regulations, the faculty members thought that it was wrong to look
for entertainment in the use of the platform. UKEY is used because it is mandatory. For this reason, it can
be said that digital gamification tools (Taskin & Kilig¢ Cakmak, 2017), various gaming tools and various web
technologies — which are useful to enhance motivation in lessons and to make teaching fun — have been
neglected on the UKEY platform. These tools, however, can be said to have a special impact on students,
while faculty members develop attitudes indirectly in the context of this variable.

Recommendations

It should be investigated and discussed what educational technologies mean at all levels of education
and for all stakeholders in order to determine the degree to which distance education has achieved
success during the pandemic.

There is not a single good model to identify the reasons why technology is used. Through research
studies to be carried out in the context of different technology models, external variables that affect the
behavioral intention to use technology can be identified, different theories can be tested, and effective,
efficient and fun instructional technologies can be designed.

In terms of technological sustainability in education, web technologies employed in education should
be designed to ensure that they are easily used with simple guidance, without the need for any user
manuals.

Design-based research studies or action research studies can be carried out to solve the problems
experienced during e-assessment practices in higher education.

In order to solve problems caused by anonymity on the Internet, certain technologies can be developed
and tested to prevent students taking exams from accessing search engines and to prevent them from
communicating with each other.
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Tiirkge Siirimui

Giris
Covid-19 salginiyla birlikte 6gretim faaliyetleri tim dinyada oldugu gibi Ulkemizde de uzaktan
yapilmaya baslanmistir. Egitim ve 6gretimde hakim olan geleneksel 6gretim anlayisi rafa kaldiriimis, ders

siregleri, ders materyalleri, 6lcme ve degerlendirme anlayislari 6nemli 6lglide degisime ugramistir.
Ogretim paydaslarinin bu degisimi kabul etme durumlari ise farklilasmaktadir.

Bu calismada ele alinan problem durumu yilksekégretimde, teknolojinin ilerlemesi ve ozellikle
pandemi nedeniyle artan uzaktan egitim uygulamalarinda 6l¢me ve degerlendirmenin nasil yapilacaginin
tartisilmasidir. Agik ve uzaktan egitim vyillardir uygulanan disiplinler arasi bir alan olmasina karsin,
uygulama alaninin dar olmasi ve heniiz yayginlasmamasi sebebiyle uzaktan egitim, 6gretim sireglerinde
bir yenilik olarak algilanmis ve cesitli sorunlar olusturmustur. Kullanilacak web teknolojilerinin kullanimi
konusunda bilgi eksikligi; teknik ve alt yapi yetersizligi, kullanicilarin ve anlatilacak konunun 6zellikleriyle
bagdasmayan teknolojilerin sec¢imi; mevcut teknolojiler hakkinda yapilan calismalarin yetersizligi,
kullanilacak teknolojinin basariya ulagsmasi yolunda engel olusturmaktadir. Pandemi ddéneminde
yuksekogretimde tiim kademelerde uzaktan egitimin uygulanmasi zorunlu kilinmistir. Bu zorunluluk
akademisyenlerin mevcut degerlendirme anlayislarini degistirmesini gerektirdiginden dolayr cesitli
zorluklar olusturmaktadir. Anlatilacak konulara uygun ve web teknolojileri ile yapilabilecek yeni
degerlendirme faaliyetleri hazirlanmali ve uygulanmalidir. Bu konuda hakim bir anlayisin olmamasi
sebebiyle 6lcme ve degerlendirme faaliyetlerinde uygulamalar, soru cesitleri farklilasmakta, dogru
degerlendirme yontemlerinin secimi konusunda kararsizlik yasanmaktadir. Pandeminin hizlandirdigi bu
anlayis, teknolojinin ilerlemesiyle birlikte 6lcme ve degerlendirme paradigmasinin degismesi gerekliligidir.
Mevcut egitim-0gretim ihtiyaci siralamaya odakh, geleneksel yéntemlerin kullaniimasini temel alir.
Mevcut paradigma degismeli, ©6grenen ihtiyaglarinin karsilanmasi, 6gretimin kisisellestirilmesi,
O0gretmenin rehber rolliini saghkl gergeklestirebilecegi iyi tasarlanmis kaynaklarin gelistirilmesi
gerekmektedir. Uzaktan egitim uygulamalarinin basariya ulasmasinda yeni bir paradigmaya, yeni nesil
6grenme teorilerinin gelistiriimesine ihtiya¢ duyulmaktadir. Bu degisim 6gretim siirecine tim paydaslarin
dahil edilerek goruslerinin alinmasi, teknolojiler hakkinda kullanici gorislerinin incelenmesi ve bu sayede
hazirlanacak web teknolojilerinin yardimiyla yapilabilir. Olgme ve degerlendirmenin 6grencilerin dijital
kiltarel yapilari, teknolojinin ilerlemesi dikkate alinarak nasil yapilacagina isaret etmesi bakimindan bir
degerlendirme araci olarak sanal 6grenme ortaminin etkilerinin belirlenmesi 6nem tasimaktadir.

Ogretimde degerlendirme 3 farkl sekilde yapiimaktadir. Uriin degerlendirme, 6gretimin sonunda
yapilan sonug temelli degerlendirmedir. Stire¢ temelli degerlendirme ise 6gretim siireci esnasinda yapilan,
6gretimin amacina ne kadar hizmet ettigini belirleme seklidir. Onaylayici degerlendirme ise dersin
amaglarinin genis bir zaman diliminde ne kadar basarildiginin 6lgtlmesidir. Teknolojideki hizli degisim,
o6gretim sistemine ait tim bilesenleri etkilemekte ve degistirmektedir. Geleneksel ortamda uygulanan
degerlendirme siiregleri, e-degerlendirme olarak adlandirilan e-sinav, proje, e-portfolyo gibi yontemlerle
dijital ortamda gergeklestirilmektedir. Klasik sinavdan fakli olarak e-degerlendirme siirecinde sorularin
hazirlanmasi, 6grencilere iletilmesi, sinavin gergeklesmesi, degerlendirme ve geri bildirim igin sanal
ortamlar kullanilmaktadir. E-degerlendirme ile 6zgiin degerlendirme yontemleri secilebilir, sorular
kolaylikla glincellenebilir, glincel teknolojiler kullanilarak motivasyon artirilabilir, etkilesimli bir
degerlendirme islemi yapilabilir, klasik yontemin uygun olmadigi performanslar simiilasyon vb. araglar ile
olcllebilir, geribildirim gibi islemler hizli bir sekilde yapilabilir ve ¢esitli analizler uygun web teknolojileri
ile hazirlanabilir. Bu web teknolojilerinden birisi de Bursa Uludag Universitesinde 6gretim siireclerinde
kullanilan UKEY yazilimidir.

UKEY (Uludag Universitesi Kurum, Egitim ve Arastirma Faaliyetleri Yonetisim Sistemi) sanal 6grenme
ortami 2013 yilinda Bursa Uludag Universitesi Bilgi islem Dairesi Baskaligi tarafindan gelistirilmistir. UKEY
sinif ortaminda gerceklesen ders, 6dev, proje, sinav, geri bildirim, iletisim ve diger faaliyetleri sanal
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ortamda gergeklestirmektedir. Yazilim Universitede yapilan tim faaliyetleri izleme, kayit altina alma ve
degerlendirmeyi hedeflemektedir. Yonetisim sistemi adi altinda hazirlanan yazilim bilgi paketi ve
otomasyon sistemi ile entegre bir sekilde ¢alismaktadir. UKEY 2020 Agustos verileri 1si§inda 140410
ogrenci, 3467 personel tarafindan kullanilmakta olup; platform lzerinde 52010 adet ders, 239 proje, 8420
adet toplanti, 25501 adet e-sinav yapilmistir (UKEY, 2020). Pandemi ile birlikte Gniversite blinyesindeki
tiim sinavlarin zorunlu olarak UKEY Gizerinden gergeklestiriimesine karar verilmistir. UKEY Gzerinde yapilan
sinavlar klasik ve coktan seg¢meli olarak yapilmaktadir. Sorularin hazirlanmasi, soru gruplarinin
olusturulmasi, e-sinavin yapilmasi, sinav notlarinin otomasyon sistemine aktarilmasi UKEY Uzerinde
gerceklesmektedir. Ogrenciler ve akademisyenler kullanici adi ve sifrelerini kullanarak sisteme girig
yapabilmektedir.

Teknolojilerin insanlar tarafindan kullanimini ve kabuliini inceleyen bircok model gelistirilmistir.
Sebepli Davranis Kurami, Planli Davranis Kurami, Teknoloji Kabul Modeli 1-2, Birlestirilmis Teknoloji Kabul
ve Kullanim Teorisi (UTAUT) bu modellerden bazilaridir. Bu modeller teknolojilerin insanlar tarafindan
kabulliini belli dissal degiskenler tarafindan acgiklamaktadir. Calismada kullanilan UTAUT modeli 2012
yilinda cesitli degiskenlerin eklenmesiyle UTAUT-2 olarak son halini almistir. Ozellikle kurumsal alanda
kullanilan teknolojinin kabulline iliskin yapilan saha galismalarinda, UTAUT-2 modeli, bir teknolojiyi
kullanma konusundaki davranissal niyetin yiizde 70’ini agiklamaktadir (Venkatesh et al., 2016). Bu modele
gore kullanicilarin teknoloji kullanimindaki davranigsal niyetinde etkili olan faktorler; performans
beklentisi, caba beklentisi, kolaylastirici kosullar, sosyal etki, hedonik motivasyon, fiyat degeri ve
aliskanliklardir. Performans beklentisi, teknolojinin kullanicilara ne olcliide fayda saglayacagi,
performanslarini ne kadar gelistirecegi olarak tanimlanmaktadir. Caba beklentisi, kullanicilarin
teknolojinin kullanimi konusunda harcadiklari ¢gabadir. Sosyal etki, kullanicilarin gevrelerindeki insanlarin
(aile ve arkadaslar) belirli bir teknoloji hakkindaki algilarinin kendilerini ne 6lgtide etkiledikleri ile ilgilidir.
Kolaylastirici kosullar, bir teknolojiyi kullanmalari igcin mevcut kaynaklar, kilavuzlar, teknik destege iliskin
algilarini ifade etmektedir. Hedonik motivasyon kullanicilarin bir teknoloji kullanimindan duyduklari haz
olarak tanimlanmistir. Davranissal niyetin bir diger gostergesi fiyat degeridir. Teknoloji kullanimina iliskin
parasal maliyetin fazla olmasi niyet Gzerinde olumsuz bir etkiye sahiptir. Son olarak aliskanhk degiskeni
kullanicilarin teknoloji kullanimiyla ilgili davranislarin otomatiklesmesi anlamina gelmektedir. Teknolojiyi
kullanma konusundaki deneyim davranissal niyetin olumlu bir belirleyicisidir.

Mehdiabadi ve Huang (2018) yapmis olduklar ¢alismada, yiksekogretimde gevrim ici 6grenme
ortaminda degerlendirmenin 06zelliklerini tanimlamislardir. Calismada degerlendirmenin pedagojik
boyutunun biyik 6nem tasidigl, sonug ve test temelli bir 6gretim anlayisindan ziyade siireg ve problem
temelli bir degerlendirme anlayisinin olmasi ve 6grenci merkezli ortamlarin hazirlanmasi gerekliligi
Gzerinde durulmustur. Yiksekogretimde E-degerlendirme lzerinde 6grenci ve 6g8retmen algilarina dair
cesitli calismalar bulunmaktadir. Roman vd. (2020), ylksekdgretim ogrencileri lzerinde yapiklari
¢alismada, 6grencilerin akademik performanslarinin degerlendirilmesi ve izlenmesine yonelik sanal bir e-
degerlendirme ortami gelistirmislerdir. Uzaktan egitim ile 6grenim goren yliksek lisans 6grencilerinin e-
degerlendirme ile ilgili goruslerini inceleyen Cabi (2016), 6grencilerin e-degerlendirmeyi geleneksel
degerlendirme yodntemlerine tercih ettiklerini; bu tercihin sebebinin zaman ve mekandan bagimsiz
olmalari, firsat esitliginin saglanmasi, geleneksel degerlendirmeye gére daha kapsamli olmasi oldugu
sonuglarina ulagsmistir. Benzer sekilde Kaysi (2020), dijital degerlendirme araglarinin 6grenciler agisindan
olumlu algiya yol agtigini belirtmektedir. Taskin ve Kilic Cakmak (2017) vyaptiklari c¢alismada,
ylksekogretimde degerlendirme yontemi olarak oyunlastirmayi uygulamislar; oyunlastirmanin bir Girlin
degerlendirmeden ziyade sireg ici bicimlendirici degerlendirme olarak kullanilmasinin daha dogru olacagi
sonucuna ulasmiglardir. Cevrim ici degerlendirme siiregleriyle ilgili bir dizi potansiyel problem ve zorluk
bulunabilir. Yapilan bir arastirma sonucuna goére, ¢cevresel faktorlerin (6rnegin, internet erisimi) 6grencinin
bireysel 6zelliklerini etkileyebilecegi ve yiksek ahlaki degerlere sahip 6grencilerin bile bazen sahtekarlikla
karsi karsiya kalabilecegi goriilmustir. Arastirmacilar, ¢cevrim ici 6grenciler arasinda bes farkl tlirde dirist
olmayan davranis tespit etmislerdir, 6zellikle gizli anlasma ve intihal konularina daha fazla odaklandiklarini
belirtmislerdir (Garg & Goel, 2022).
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Yiksekodgretimde oOgrencilerin e-6grenim sistemini kabulinu etkileyen faktérlerin incelendigi bir
¢alismada UTAUT Modeli baz alinarak hazirlanan ankete 280 6grencinin verdigi cevaplara gore, e-
0grenmeyi kullanmaya yonelik niyetlerini etkileyen degiskenlerin sosyal etki, performans beklentisi ve
kolaylastirici kosullar oldugu belirlenmistir (Salloum & Shaalan, 2019). Ulkemizde UTAUT-2 modelinin
kullanildigi ¢alismalar sinirli sayidadir. Kandemir (2020) yiksek lisans tezinde UTAUT-2 modeli
cercevesinde 6gretmenlerin dijital 6grenme ortamlarini kullanim durumlarini incelemistir. Calismada 376
O0gretmene o6lgek uygulanmis; aliskanlik, hedonik motivasyon, sosyal etki ve kolaylastirici kosullar digsal
degiskenlerinin, 6gretmenlerin EBA, Morpa Kampis ve Okulistik 6grenme ortamlarini kullanma niyetleri
tizerinde anlamli bir etkisinin oldugu sonucuna ulagilmistir. Omriiuzun (2019), okul ncesi égretmenlerinin
teknoloji kullanimlari etkileyen faktorleri UTAUT kapsaminda incelemis, davranigsal niyet Uzerinde
hedonik motivasyon degiskenin anlaml; kolaylastirici durumlar degiskenin anlamli olmadigi sonuglarini
belirlemistir.

Akademisyenlerin UKEY kullanimi hakkinda ¢alisma bulunmamaktadir. Literatlirde UKEY hakkinda
yapilan calismalarda yazilimin &grenciler tarafindan kullanimi arastinlmistir. Oziigelik (2019), UKEY
hakkinda 6grenci goruslerini Teknoloji Kabul Modeli baglaminda agiklamistir. 250 6grenciye oOlgek
uygulanan g¢alismada, 6grencilerin algilanan fayda ve algilanan kullanim kolayhg degiskenlerinin, UKEY
kullanimlarina iliskin davranigsal niyet degiskeninin énemli bir yordayicisi oldugu sonucuna ulasiimistir.
Alyaz vd. (2014) yapmis olduklari ¢calismada, UKEY’in 6grenciler tarafindan kullanilabilirligini arastiriimis,
sistemin 6grenciler tarafindan kullanilabilirlik ve kullanict memnuniyeti 6lcitlerini blylik oranda yerine
getirdigi sonucuna ulasiimistir.

Bu calismanin amaci, yiiksekégretimde bir degerlendirme araci olarak kullanilan UKEY platformu
hakkinda akademisyenlerin gorisglerinin incelenmesidir. Akademisyenlerin goruslerinin
degerlendirmesinde UTAUT-2'den yararlanilmistir. Arastirma sorusu olarak: Akademisyenlerin bir
degerlendirme araci olarak sanal 6grenme ortamlarinin kullaniimasina iliskin gorugleri nelerdir?
belirlenmistir.

Yontem
Arastirma Deseni

Bu calismada egitim, sosyo-kultirel, 6rgutsel gibi bircok durumla ilgili bilgi edinmemizi saglayan durum
¢alismasindan yararlanilmistir (Yin, 2009). Durum c¢alismalarindan arastirilacak olan durumun verilmesi,
diger konularin arastirma disinda birakilmasi ¢alismanin gecerligi bakimindan dnemlidir. Calismada tek
desenli durum calismasindan vyararlanilmis; sanal 6grenme ortamlarinin yiksek 06gretimde bir
degerlendirme araci olarak kullanilmasi durum olarak belirlenmistir.

Katilimcilar

Katilimcilarin segciminde kolayda 6rnekleme yénteminden yararlaniimistir. Arastirmacilar, bulunduklari
fakiltede galismayi gergeklestirmis, akademisyenlere hazirda olan mail listeleri ile ulasiimistir. Faklltede
sirekli galisan 233 akademisyene galismaya katilim istegi gonderilmis ve calismaya gonilli olarak 46
akademisyen katilmistir. Her bir katimcinin isim gizliligini korumak icin katiimcilar A1 (Akademisyen1),
A2, A3, ... seklinde isimlendirilmistir. Katilmcilarda Egitim fakiltesinde akademisyen olarak gorev yapiyor
olmak; 2020-2021 egitim 6gretim yilinda UKEY platformunu degerlendirme amaci ile kullanmak sartlar
aranmistir. Katihmcilar etik konular ve goniilliik konusunda bilgilendirilmistir.

Veri Toplama Araglari

Calismada, UTAUT-2 baglaminda kullanicilarin teknolojiyi kullanmasi niyetine etki eden dissal
degiskenler goz 6nlinde bulundurularak agik uglu sorular hazirlanmistir. Hazirlanan form temel egitim
bélimiinden iki uzman tarafindan gérisleri alinarak yeniden diizenlenmistir. iki arastirma gérevlisi ile
yapilan pilot galisma ile son halini almistir. Web ortaminda hazirlanan acik uglu sorular, katilimcilara e-
posta araciligl ile génderilmistir. Veri toplama islemi pandeminin etkili oldugu 2020-2021 6gretim yili yaz
6gretimi vize sinavlarinin hemen ardindan online olarak gergeklestirilmistir. Katilimcilardan sorulara uzun
paragraflar seklinde yanitlar verilmesi istenmis ve bu amaca kismen ulasiimistir. Veri toplama araglarinin
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uygulanmasi icin gerekli olan Etik Kurul Karari, Uludag Universitesi, Sosyal ve Beseri Bilimler Arastirma ve
Yayin Etik Kurulu'ndan, 23 Ekim 2020 tarihinde, No:10 sayili kararla alinmstir.

Veri Analizi

Verilerin analiz edilmesinde betimsel analiz tekniginden yararlanilmistir. Calismanin kavramsal
temelini olusturan UTAUT-2 modeli baglaminda temalar nceden belirlenmistir. Agik uglu sorulara verilen
cevaplar belirlenen 7 tema etrafinda bir Excel programinda bir araya getirilmistir. Veriler iki arastirmaci
tarafindan ayri ayri degerlendirilmis, kullanilacak dogrudan alintilar, temalar arasi iliskiler tespit edilmis ve
karsilastirilmistir.  Toplanan veriler olumlu, olumsuz ve noétr olacak sekilde Gge ayrilmis ve
siniflandiriimistir. Katilimcilarin sorulara verdikleri cevaplar dikkate alindiginda verilen cevaplar diger
temalar hakkinda da bilgi vermektedir. Bu baglamda veriler olusturulan temalar baglaminda yeniden
degerlendirilmis ve farkh sorular altinda verilen cevaplar ilgili yerlere katki sunmasi icin isaretlenmistir.

Temalarin yorumlanmasinda katilimci teyidi metodundan yararlanilmis, temalarin nasil yorumlandigi
tekrardan gozden gecirilmistir. Bu baglamda 5 katilimc ile vyari yapilandirilmis goriismeler
gerceklestirilmistir. Gorismeler sonucu elde edilen veriler 1siginda hedonik motivasyon temasi altinda
yazilan sonuglarin 6grencilerin UKEY’den duyduklari haz olarak degerlendirildigi, akademisyenlerin
davranissal niyetlerinin hedonik motivasyon degiskeninden dolayl olarak etkilendigi seklinde diizeltilmis
ve yeniden tartisilmistir. Ayrica diger bir katilimcinin pandemi déneminde olaganisti kosullarin
uygulandigi, dolayisiyla katilimcilarin géruslerinin kritik donemlerde farklilasacagi ve zamanla degisecegi
goriusl dikkate alinmis ve sonuglar kisminda tartisiimistir. Agik uclu sorulara verilen cevaplar arasinda yer
almayan fakat katilimci teyidi esnasinda ¢ikan bir diger bulgu, yoneticilerin UKEY hakkindaki kullanim
davraniglarinin katilimcilari nasil etkiledigi ile ilgilidir. Bu sonug¢ da sosyal etki degiskeni altinda
tartistimigtir. Bulgularda olumlu, olumsuz ve notr gorisler hakkinda sayisal istatistiklere yer verilmistir.
Nitel arastirmalarda nicel istatistiklere yer vermek, bakis agilarinin gesitliligini belirlemek, calismayi daha
acik ve kesin yapmak, dolayisiyla gegerliligi artirmak agisindan énemlidir.

Bulgular

Katihmcilara sorulan ilk iki soruda UKEY ile ilgili bilgi diizeyi 6l¢tlmek istenmistir. “UKEY'de hangi soru
tiplerini kullanmayi tercih ediyorsunuz?” seklinde sorulan ilk soruya verilen cevaplara gore katilimcilarin
ylzde 68’i coktan se¢meli, ylizde 32’si acik uglu soru tipini tercih etmektedir. UKEY'i bilme, tanima ve
kullanma konusunda performansinizi 10 tizerinden degerlendiriniz seklinde ikinci soruya verilen cevaplara
gore, akademisyenlerin ortalama dizeyleri 7,7 olarak belirlenmistir. Diger sorularda UKEY’in
akademisyenlerin mesleki performanslarina katki saglama, ¢aba beklentilerini karsilama, sosyal etki,
kolaylastirici kosullar, hedonik motivasyon, fiyat degeri ve aliskanlik haline gelme konusundaki
distincelerine ulasmak amaclanmistir. Temalar basliklar halinde dolayli alintilarla birlikte asagida
sunulmaktadir.

Performans Beklentisi

UKEY’in mesleki performansa getirdigi katki konusunda bir goris olumsuzdur (22/46). Katimcilar
UKEY’in klasik sinav yapan akademisyenlerin mesleki performanslarina katki saglamadigi gérusini
paylagsmaktadir:

“Hayir, ¢coktan se¢meli sinavlarin notlarinin hemen belirlenmesi avantaji ile birlikte agik uglu
sinavlarin sisteme yazilamamasi, e-posta olarak génderilmesi sorunlara neden olabiliyor”
(A42).

“Acik uglu sorulara UKEY lizerinden cevap veremedikleri icin sadece sorulari oradan
paylasiyorum. Cevaplari baska platformlardan almak zorunda kaliyorum. Dolayisiyla
degerlendirme kisminda eksikleri oldugu icin mesleki performansima baska ortamlari da
kullandirarak katkida bulunmus oluyor(!)” (A1).

Diger taraftan sinavlarin ¢evrim ici gerceklesmesinin gecerliligini dtsirdGgina distinen katihmcilar
platformun mesleki katki sunmadigini ifade etmektedirler:
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“Inanmiyorum. Ciinki sinavlar giivenilir olmuyor” (A2).

“Hayir. Odrencilerin baska kisilerden yardim alarak kendi degerlendirmelerini
yapamadigimizi diistiniiyorum” (A3).
“Degerlendirme yapilirken ya da bir baska deyisle sinav uygulanirken karsidaki muhatabin
kim oldugundan emin olmadigimdan dolayi performansima katki sagladigimi
diisiinmiiyorum” (A26).
Platformun mesleki performansa sagladigi katkilar konusunda olumlu géruslerini bildirenlerin sayisi da
hic az degildir (21/46). Uzaktan egitimle gerceklestirilen bir 6gretimde bu platformlarin yararl oldugunu

disiinen katihmcilar sistemin zaman yoniinden tasarruf sagladigini belirtmekte ve sistem sayesinde
akademisyenlerin 0grencileri degerlendirmede daha objektif davranmaya basladiklarina vurgu

yapmaktadir:

“Evet, dersimi alan 6grencilere ayni anda ulasmami ve onlarla egitim baglaminda etkilesim
kurmami saghyor” (A18).

“Evet. Zaman kazandiriyor, standardizasyon sagliyor ve 6grencilerin siireci ciddiye almasini
zorunlu kiliyor” (A17).

“Evet inaniyorum. Clinki, hizin artmasi, islem hatasinin azalmasi ve 6gretmen yanhhiginin
kalkmasi konularinda yararli oldu” (A9).

Caba beklentisi

Katihmcilar UKEY’de degerlendirmenin ve sisteme not aktarma islemlerinin hizli ve az bir ¢abayla
gerceklestigi fakat soru hazirlamanin oldukga vakit aldigi, sistemin kullanici dostu olmadigi konusunda
ortak goris belirtmektedirler. Sistemin fazla ¢caba gerektirdigine dair olumsuz gorisler agir basmaktadir

(19/46):

“E-sinav hazirlama kismi ¢ok karisik. Birkag defa denemek, déniip tekrar bakmak, birkag defa
eksik yapip ders ¢cikarmak gerekiyor” (A1).

“Kolay. Ancak, soru havuzundan kullanilmis sorularin tekrar kullanilamiyor olmasi gereksiz
bir sinirlama ve zorlastiriyor” (A20).

“Coktan se¢meli sinavlarda 3 kati soru hazirlama siireci yorucu ve zor oluyor” (A42).

A27 adh katihmci isledigi ders baglaminda, 6grencileri e-degerlendirme yontemleri kullanarak
degerlendirmenin zor oldugunu ifade etmistir:

“Gerekli kolayliklar hazirlanmis ancak her alana hitap etmiyor mesela ben Osmanl Tiirkgesi
sorularini goktan segmeli hazirlamakta epeyce zorlandim” (A27).

Caba beklentisiile ilgili bir yaygin gérus ise sistemin kolay fakat gelistirilmesi gerektigini dislinmektedir
(9/46):

“Cok kolay. Ama birbirine baglayan ¢ok karmasik bir iliski agi var. Soru olusturmak igin grup
kuruyorsunuz gibi” (A3).

“Soru sablonunu kullanarak soru arsivi olusturmak kolay, ancak soru gruplama, gruplar
kullanma ara yiizlerinin gelistirilmesi gerektigini diisiintiyorum” (A8).

Farkh bir goris ise sistemin oldukga kolay oldugunu diisinmekte yiiz ylize yapilan sinavlarda daha fazla
problem yasandigina dikkat cekmektedir (8/46).

“Kendi isini kendi yapmaya alismis olmak kaydiyla lise mezunu herhangi bir kisinin
becerebilecegi kolaylikta” (A13).
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“UKEY sisteminin kullanilmasi kolay, ¢ok karisik degil. Sistemin degerlendirme faaliyetleri

kapsaminda kullaniimasi ilk etapta zaman alici, fakat alistikca zor olmadigi gériiliiyor”
(A19).

“Yiiz yiize yapilan sinavlarin getirdigi teknik ve fiziksel sorunlari ortadan kaldirdigi igin
uygulama bakimindan daha kolay” (A17).

Kolaylagtirici Kosullar

Bilgi islem ve Daire Baskanligi tarafindan hazirlanan kilavuz videolarin akademisyenlere oldukgca yarar
sagladigi gorisu tum katiimcilarda hakim olup (39/46) katilimcilar kolaylastirici kosullarin olumlu bir niyet
olusturdugunu ifade etmektedir:

“Genel anlamda bilgilere sahibim. Ancak bilgi islem diizenli olarak yardimci kilavuz
paylasiyor, iyi bir uygulama. Teknik destek alabilmek, alabilecegini bilmek insani
rahatlatiyor” (A8).

“Pandemi déneminde sinavlarin ve derslerin UKEY lizerinden islenmeye baslamasi ile UKEY’i
tanidigimi belirtebilirim bu baglamda UKEY’i tanitan bir video bizlere ulastirilmisti ve
kesinlikle faydaliydi” (A28).

Buna karsin bazi katilimcilar (7/46) hazirlanan video ve kilavuzlara ragmen akademisyenlerin ¢ok
zorlandiklarini ve kolaylastirici kosullarin tam olarak saglanamadigini diisgiinmektedir:

“Teknik konularda telefonla bilgi almak istedigimizde videolari seyretmemiz gerektigi
séylendi” (A1).

“Hayir. Kendimi boslukta hissediyorum. Sabahtan aksama kadar bilgisayarin basinda
¢6zmeye ¢alistyorum” (A23).

“Hazirlanan videonun ¢ok karmasik oldugunu diisiiniiyorum” (A30).
Sosyal Etki

Sistemin kullanimin zorunlu olmasi sosyal etki baglaminda bazi kullanicilarin dogrudan ydénetimin aldigi
kararlardan etkilendigini géstermektedir. A28 adl katilimci bu konu hakkindaki gorisiini “Bu konuda
zorunlu oldugumuz icin diger kisilerin kullanimi bende bir motivator olusturmuyor” seklinde ifade
etmektedir. Bazi akademisyenler Ogrencilerin yasadiklari sorunlarin kendileri icin ekstradan yulk
olusturdugunu ifade etmektedir:

“Ogretim gérevlileri ders icerigim ile ilgisi olmadigindan etkilemiyor. Ancak égrencilerin
etkiledigi séylenebilir. Sorun yasadiklarinda direk bizi etkileyen bir durum séz konusu” (A16).

“Ogrencilerin UKEY de sorun yasamamalari bizim de sorun yasamamamiza neden oluyor”
(A24).

Sistemi uzun siredir kullanan akademisyenlerin diger kullanicilari olumlu yénde etkiledikleri ifade
edilmektedir.

“5 yildir kullaniyorum édevler ve materyal paylasimi icin. Dolayisiyla diger arkadaslari da
olumlu yénde etkilemis olabilirim” (A35).

“Bazi égretim elemanlarinin UKEY'i aktif kullanmasi beni olumlu yénde etkiliyor. Onlarin
kadar benim de bilgi birikimin olmasini arzu ediyorum” (A26).

Akademisyenlerin diger sorulara verdikleri cevaplar icinde c¢ogunlukla gecen ifadelere gore
o6grencilerin sinavlarda kopya ¢ekmesinin kolaylasmasi akademisyenleri olumsuz yonde etkilemektedir.
A43 bu konu hakkindaki goruslinii: “Ancak édrencilerin kopya ¢ekmelerini 6nlemeye yénelik bazi
diizenlemelerin yapilmasi gerekiyor” seklinde belirtmektedir. A6 platformunun zorunlulugu kalksa yine de
kullanir miydiniz sorusuna: “Evet terk ederim. Ciinkii ¢evrim igi sinavlarda égrencilerin kopya ¢ekme
olasiligi daha fazla. Yiiz ylize yapmayi tercih ederim. Ayrica soru hazirlamak sikintili olabiliyor” seklinde
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cevap vererek, Ogrencilerin platformu kullanirken sergilemis olduklari davranislarin kendisini nasil
etkiledigini ifade etmektedir. Benzer sekilde A43: “Evet kullanmam. Odgrencilerin kopya cekmesini
6nleyemiyoruz” seklinde gorusinu ifade etmektedir.

Hedonik Motivasyon

A17: “Bu bir is. Eglendirmiyor da sikmiyor da” ve A21: “Ne eglenceli ne de sikici oldugunu séyleyemem.
Sadece bunun gereklilik oldugu seklinde ifade edebilirim” gibi gorlsler dogrultusunda, UKEY’in
akademisyenler tarafindan eglenceli ya da sikici olarak siniflandirilmadigi, platformun zorunlu ve gerekli
oldugu icin kullanildigi goérisii yaygin olarak ifade edilmektedir (25/46). UKEY'i yeterince iyi
kullanamadigini distinen A23: “sikici... hdkim olmadigim igin... aslinda iyi bir egitimden ge¢mis olsaydim
sanirim eglenceli olurdu...” diyerek, teknik olarak zorlanmanin bir sikicilik olusturdugunu ifade etmektedir.
Benzer sekilde A43: “Ayni ders icin tekrar tekrar (mazeret, ek sinav vb.) sinav tanimlamak, soru girisi
yapmak durumunda kalmak ¢ok da eglenceli bir durum degil” ve A44: “Sorularin yiiklenmesi ¢ok sikici daha
kolay yol bulunmasi gerekiyor. Ayrica UKEY’e ayni soru yliklendiginde uyari veren bir yazilimin eklenmesi
sart” seklinde gorusleriyle yasadiklari sikintly1 ifade etmektedirler. A32: “Cadin gerisinde kalmis bir
yazihm” seklindeki gorisiliyle bu platformlarin artik daha eglenceli araglar olarak kullanilabilecegine vurgu
yapmaktadir.

Fiyat Degeri

UKEY platformu Bilgi islem Daire Baskanligi tarafindan gelistirilmis ve tiniversite personeli kullanimina
lcretsiz olarak sunulmustur. Bu konu hakkinda yaygin bir goruis (7/46) Universitenin boyle yazilimlar
lcretsiz olarak saglamasi gerektigi seklindedir:

“Egitim ¢atisi altinda bu platformun kurumumuzca (cretsiz olarak saglanmasi kadar dogal
bir sey olamaz diye diisiiniiyorum” (A14).

“UKEY kamu gérevim nedeniyle kullandigim hizmetlerden olusuyor. O yiizden bu tiir islemler
icin licret 6demek kamu gérevinin dogasina uygun degil” (A17).

A22: “Odrencilere tek tek ulasmak yerine toplu ulasmay: sagladidi, éGrencilerle kaynak paylasimini
kolaylastirdigi icin” sdylemiyle Ucretli olsa bile platformu terk etmeyecegini ifade etmektedir. Pek az
katimci, A27: “lniversitemizde hazirlanmis olmasi heyecan verici” gibi dislinerek yazilimin lniversite
blinyesinde hazirlanmasindan mutluluk duymaktadir. UKEY platformuna ulagsmak icin harcanan bilgisayar,
kulaklik, vb. cihazlar ve internet maliyeti gibi fiyat degerleri akademisyenler tarafindan yiik olarak
gorilmemektedir. Al: “Ucretli ya da iicretsiz olmasinin akademisyenleri etkileyecegini diisiinmiiyorum”
gorusl bu savi desteklemektedir.

Aliskanliklar

Katilimcilarin bir kismi (20/46), UKEY’in bir aliskanlik héaline geldigini ve UKEY’in basindan beri
kullaniminin gelecekte kullanimi icin glicli bir belirleyici oldugunu ifade etmektedirler:

“Kesinlikle aliskanhk olustu. flk derslerimden bugiine kullaniyorum, dénem basinda rutin
derslerimi 6devlerimi tanimlarim, materyallerimi yiiklerim. Aksatmam” (A8).

“Stirekli kullanirim. Eski degerlendirme yéntemlerini kullanma imkéniniz oldugu zamanlarda
da UKEY'i kullandim” (A36).

“Bence daha ¢ok kullanimin zorunlu tutulmasi biitiin teknolojiler igin kullanmayi 6grenme ve
kullanmayi aliskanlik hédline getirmede etkili oluyor” (A43).

“Ogrencilere tek tek ulasmak yerine toplu ulasmay! sadgladi§i, 6grencilerle kaynak
paylasimini kolaylastirdigi icin” (A22).

“UKEY'in bu pandemi siirecinde yogun kullaniimasinin aliskanhiga déniiserek ilerleyen
siiregte de kullanacagimi diisiinmekteyim” (A21).
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Bu goruse karsin bircok katimci ise (24/46) uzaktan egitimin sona ermesi ve UKEY kullaniminin
zorunlulugunun kalkmasi ile birlikte platformu terk edeceklerini ifade etmektedirler:

“UKEY’den dedgerlendirmeyi terk ederim sisteme ders notu yiiklemekten d&teye
kullanmazdim” (A15).

“Evet, terk ederim ¢linkii sevip benimseyecedim diizeyde bir diizenek oldugunu
diisiinmiiyorum” (A18).

“Degerlendirmelerin uzaktan olmasi kontrol edilebilirlik ve adaletin tesis edilmesi agisindan
olumsuzluklar meydana getiriyor. imkdnim olsa degerlendirmenin sinif ortaminda
yapilmasini tercih ederim” (A31).

Tartisma ve Sonug¢

Davranissal niyetleri agisindan akademisyenlerin UKEY hakkinda gorusleri farklilasmaktadir. Bir gérise
gore bu platform, uzaktan egitim ile gerceklesen 6gretimin degerlendirilmesinde kolaylik saglayan;
notlarin sisteme aktarilmasi ve ilan edilmesi agisindan uygun bir ara yizi olan; islem hatalarini ve
o6gretmen yanhhgini en aza indirgeyen; farkl degerlendirme yontemlerinin ve soru tiplerinin kullaniimasini
saglayan, etkin, verimli bir e-degerlendirme ortamidir. Diger bir géris ise akademisyenlerin gesitli faktorler
sebebiyle bu teknolojiyi kullanmaya karsi olumsuz bir niyetlerinin olmasi goriistidir. Yaygin olarak “vize
ve final sinavlari” ile yapilan degerlendirme anlayisi, akademisyenlerin tutumlari ¢ergevesinde olumsuz
olarak algilanmakta, teknolojinin kullanimi, 6gretimde beklenen etkiyi vermemektedir.

Gunumuzde egitimde teknolojinin entegrasyonunda eskiden var olan teknoloji temelli ilerleme
anlayisi, yerini pedagojik acidan ilerlemeye birakmaktadir. Cevrim ici bir 6grenmeyi degerlendirmenin ilk
adimi degerlendirmenin pedagojik agidan nasil yapilacaginin belirlenmesidir (Mehdiabadi & Huang, 2018).
UKEY platformunun bilgi ve iletisim teknolojilerinin yaninda pedagoji boyutunu ihmal ederek hazirlandig
ve dolayisiyla uzaktan 6gretimin degerlendirilmesinde akademisyenlerin performansina kismen katki
sagladigl soylenebilir. Bu olumsuz sonug gliniimiizde yapilan e-degerlendirme g¢alismalarini desteklerken
(Ari vd., 2014; Salloum & Shaalan, 2019); eski ¢calismalar (Alyaz vd., 2014; Gizeller & Korkmaz, 2007) ile
celismektedir. Yeni ¢ikan teknolojilerin kullaniminin fazla ¢aba gerektirmesi ve performansa bir katki
sunmamasi, binlerce teknolojinin depolarda ¢lriimesi anlamina gelmektedir. Dolayisiyla yiksekogretimde
mesleki performansa katki sunan teknolojilerin heniliz yayginlasmaya basladigl ya da ortaya cikan
teknolojiler hakkinda kullanici algilarinin olumlu olmasi yoniinde seyrettigi sonucu cikarilabilir.
Literatlirdeki calismalara paralel olarak (Gikandi vd., 2011; Mehdiabadi & Huang, 2018), UKEY ile
gerceklestirilen degerlendirme anlayisinin  sire¢ temelli ve probleme dayali bir yaklasim ile
gerceklesmedigi, dolayisiyla beklenen performansi vermedigi soylenebilir. UKEY'de 06gretimini
gerceklestiren akademisyenlerin genel distlincesi, eski egitim 6gretim anlayisini devam ettirmek istemeleri
olabilir.

Teknolojinin ilerlemesi ve 6zellikle pandemi nedeniyle artan uzaktan egitim uygulamalarinda yasanan
bu sorunlarin basinda kullanicilarin tutumu gelmektedir. Kullanicilarin sahip oldugu zihinsel anlayis ve bu
anlayisin temelinde yatan -Kuhn’un bilimsel sorgulama i¢in anahtar kelime olarak kullandigi, egitim
O0gretimde hakim olan paradigma anlayisi- mevcut 6gretimin ve degerlendirmenin etkili bir sekilde
gerceklesmesinde engel teskil etmektedir. Pandemiyle birlikte daha belirgin ortaya gikan, teknolojinin
geldigi seviye sonucu, ¢alisma bulgularinin mevcut paradigma ile celisir hale geldigi soylenebilir. Yenilikgi
teknolojilerin egitimin her kademesinde etkili ve verimli bir sekilde uygulanabilmesi, teknolojiye karsi
direnglerin kirilmasi igin bir zihniyet degisimi gereklidir (Lin & Reigeluth, 2019). Mevcut paradigma
degismeli, 6grenenin ihtiyaclarinin karsilanmasi; 6gretimin kisisellestiriimesi, 6gretmenin rehber rolini
saglikl gerceklestirebilecegi iyi tasarlanmis kaynaklarin gelistiriimesi gerekmektedir (Watson & Reigeluth,
2008).

Katihmcilarin 6gretimin sonunda gergeklesen vize ve final sinavlarinin giivenirliginin diisiik olmasina
iliskin gorusleri, meydana gelen etik sorunlari, bir ¢6zim ihtiyaci dogurmaktadir. Web teknolojilerinin
uygun yontem ve teknikler kullanilarak ve ¢esitli teknolojik araglar ile desteklenerek, 6gretimin basindan
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sonuna kadar Ogrencilerden verilerin toplanmasi ve degerlendirilmesi ile 6grencilerin 6grenme
seviyelerini Olgmek mumkiin olabilir. Literatiirde basariya ulasan egitsel teknolojilerde siireg
degerlendirme ile birgok farkl degerlendirme sekli tasarlanmistir. Yiiz yize etkilesimlerin yoklugunu telafi
ettigi icin cevrim ici 6grenmede 6nemli bir bilesen olan ¢evrim igi tartismanin degerlendiriimesine
odaklanilmis; dislinme ve 6grenme, iletisim ve tartisma yoluyla tesvik edilmistir (Gikandi vd., 2011).

Akademisyenlerin, 6grencilerin vize ve finallerde yardim aldiklarina dair distinceleri, platform ile e-
degerlendirmenin etkin bir sekilde yapilamadigi inancini dogurmus ve UKEY hakkinda olumsuz tutum
gelistirmelerine neden olmustur. Yapilan calismalarda bu sonug internet etigi, problemli internet
kullanimi, internetteki anonimlik ve siber suglar kavramlariyla tanimlanmis olup calisma sonuglariyla
drtiismektedir (Eksi & Ummet, 2013; ikiz vd., 2015; Saunders vd., 2015; Tosun vd., 2016). internetteki
anonimlik ve kimlik belirsizligi, bilincli ve etik cergeveler igcinde kullanilmayan internetin, UKEY lzerinden
gerceklesen sinavlarda olumsuz sonuglar dogurdugu séylenebilir. Ote yandan 6gretmen adaylarinin
internet etigi algilarinin iyi diizeyde oldugu (Tosun vd., 2016) sonucu; akademisyenlerin 6grencilerin tim
derslerde kopya gektigini, derslerden kalmanin artik ¢cok az sayida oldugu goriisini desteklemektedir.
Literatlirdeki ¢alismalara baktigimizda, sosyal etki baglaminda 6grencilerin UKEY platformunu kullanma
davranislarindaki olumlu bakis agilari (Cabi, 2016; Kaysi, 2020), akademisyenlerin olumsuz bir davranissal
niyet olusturmasina sebep olmaktadir. Diger taraftan 6grencilerin geleneksel sinavlarin adil ve tarafsiz bir
sekilde gerceklesmedigi dlstnceleri sebebiyle e-degerlendirme hakkindaki olumlu tutumlari;
akademisyenlerinse bu dislinceye karsi olumsuz bir tutum sergilemesi bakimindan bir zithk
olusturmaktadir. Christopherson (2007) ve Kim vd. (2019) calismalarinda benzer sekilde ifade edildigi gibi,
internetteki bilinmezlik baglaminda UKEY {zerinden gercgeklestirilen sinavlarda bir etik dilemma
gerceklestigi sdylenebilir.

Kullanicilarin olumsuz bir niyet gelistirmesinde diger 6nemli bir etken platformun kullanimi igin fazla
¢aba gerektirmesidir. UKEY yaziliminin e-sinavlarin olusturulmasi, sinav sorularinin hazirlanmasi ve soru
havuzlarinin olusturulmasinda fazla ¢aba gerektirmesi, katilimcilarda olumsuz bir davranissal niyetin
gelismesine neden oldugu sdylenebilir. Bu sonug, literatiirde UKEY ile ilgili 6grenci Uzerine yapilan
calismalarla ortismektedir (Kog & Ates Cobanoglu, 2020; Tosuntas vd., 2020). UKEY platformunun
kullanimi i¢in Universitenin hazirladigi kilavuzlarin ve videolarin, akademisyenlerin kullanimi icin yeterli
oldugu sonucuna ulasilmistir. Bununla birlikte hazirlanan kilavuzlarin teknoloji agisindan fazla ¢aba
istemesi, caba-performans agisindan olumsuz bir niyet olusturmaktadir. Bu sonug (inci, 2014) ¢alismasiyla
ortismektedir. Teknolojinin kullanimini etkileyen kolaylastirici faktorlerin kullanicilarda fazla yik
olusturmasi, olumsuz niyet gelistirmelerinde etkili olmaktadir. UKEY kullaniminda bilgilendirme ve
ortamin ekili bir sekilde kullanimi agisindan hazirlanan kilavuzlarin yeterli diizeyde oldugu fakat fazla caba
gerektirdigi, dolayisiyla olumsuz niyeti tetikledigi soylenebilir.

Ogretim teknolojilerinin en &nemli amaclarindan biri 6gretimin eglenceli bir sekilde yapilmasini
saglamaktir. Bu baglamda katilimcilara hedonik motivasyon degiskeni baglaminda sorular yoneltilmistir.
Akademisyenler agisindan UKEY platformunun kullanimi bir eglence sunmamaktadir. Yapilan galismalarda,
kullanicilarin duyduklari haz dikkate alinarak hazirlanan web teknolojilerinin olumlu bir davranis niyeti
gelistirmesi; herhangi bir oyunlastirma, eglence eklentisi olmayan UKEY platformunun, kullanicilarda
olumsuz bir tutum dogurmasi sonucuyla ortismektedir (Yilmaz & Karaoglan Yilmaz, 2019). Platformun
pandemi siireciyle kullaniminin zorunlu olmasi ve tiim sinavlarin hazirlanan yénetmelikler ¢ercevesinde
vapilmasi agisindan akademisyenler, platform kullaniminda bir eglence aramanin yanlis oldugunu
distinmektedir. UKEY zorunlu oldugu i¢in kullaniilmaktadir. Dolayisiyla 6gretimde motivasyonu artirmak
ve O0gretimi eglenceli hale getirmek icin dijital oyunlastirma araglarinin (Taskin & Kilig Cakmak, 2017),
cesitli oyun araglarinin ve gesitli web teknolojilerinin, UKEY platformunda ihmal edildigi s6ylenebilir. Ancak
bu araglarin 6zellikle 6grencileri etkiledigi, akademisyenlerin bu degisken baglaminda dolayli olarak tutum
gelistirdigi ifade edilebilir.
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Oneriler

Pandemi doneminde uzaktan egitimin ne derece basariya ulastiginin belirlenmesi igin, egitsel
teknolojilerin, egitimin her kademesinde ve tim paydaslar agisindan ne ifade ettigi arastiriimal ve
tartistimalidir.

Teknolojinin kullanim nedenlerini belirlemek icin tek bir iyi model yoktur. Farkli teknoloji modelleri
baglaminda yapilacak arastirmalar ile teknolojinin kullaniminda davranigsal niyete etki eden dissal
degiskenler belirlenebilir; farkh kuramlar test edilebilir, etkili, verimli ve eglenceli egitsel teknolojiler
tasarlanabilir.

Egitimde teknolojik surdirilebilirlik agisindan egitimde kullanilan web teknolojileri, herhangi bir
kilavuza gerek olmadan gesitli yonlendirmeler ile kullanimlarinin kolay bir sekilde gergeklestirilmesini
saglayacak sekilde dizayn edilmelidir.

Yiksekogretimde e-degerlendirme esnasinda yasanan problemlerin giderilmesi icin tasarim tabanh
arastirmalar ya da eylem arastirmalari yapilabilir.

internetteki bilinmezligin sebep oldugu sorunlarin ¢éziimi icin, sinava giren dgrencilerin arama
motorlarina erisim, kendi aralarinda iletisimlerini engelleme adina gesitli teknolojiler Uretilebilir ve test
edilebilir.

Bu calisma icin gerekli olan Etik Kurul Karari, Uludag Universitesi, Sosyal ve Beseri Bilimler Arastirma
ve Yayin Etik Kurulu'ndan, 23 Ekim 2020 tarihinde, No:10 sayil kararla alinmistir. Calismamizda
“Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tiim kurallara uyulmus
ve “Bilimsel Arastirma ve Yayin Etigine aykiri eylemlerden hicbiri yapilmamistir.

Yazar Katki Orani
Arastirma sirecinin her asamasinda, yazarlar esit diizeyde katkida bulunmuslardir.
Etik Beyan

“Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tiim kurallara
uyulmus ve yonergenin ikinci bélimiinde yer alan “Bilimsel Arastirma ve Yayin Etigine Aykiri Eylemlerden”
hicbiri gergeklestirilmemistir.

Catisma Beyani
Mevcut arastirmada herhangi bir ¢ikar catismasi bulunmamaktadir.
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Introduction

The traditional approach, in which students meet only arithmetic at the elementary school level and
start learning algebra for the first time at the middle school level, causes students to encounter difficulties
learning algebra (Stephens, Ellis, et al., 2017). When recent mathematics programs such as the Common
Core State Standards Initiative (2010) are examined, we see that algebraic thinking has been included
since kindergarten. When the 2018 Mathematics Curriculum (Ministry of National Education, 2018) is
examined, it is seen that there are algebra-related objectives in Grades 1-5 to some extent (e.g.,
M.1.1.2.3,,M.2.1.3.5,, M.4.1.5.7., M.5.1.1.3.), but algebra learning area takes place in Grade 6 for the first
time.

Blanton et al. (2007) defined early algebra as “a way of thinking that brings meaning, depth, and
coherence to children’s mathematical understanding by delving more deeply into concepts already being
taught so that there is an opportunity to generalize relationships and properties in mathematics” (p. 7).
Early algebra is to build algebraic thinking on students' arithmetic knowledge (Carraher et al., 2008).
According to Kieran (2004), “algebraic thinking in the early grades involves the development of ways of
thinking within activities for which letter-symbolic algebra can be used as a tool but which are not
exclusive to algebra and which could be engaged in without using any letter-symbolic algebra at all, such
as, analyzing relationships between quantities, noticing structure, studying change, generalizing, problem
solving, modeling, justifying, proving, and predicting.” (p. 149).

When the relevant literature is examined, studies show that students involved in an early algebra
intervention can develop algebraic thinking starting from kindergarten (e.g., Blanton et al., 2015, Carraher
et al., 2008; Stephens, Veltri Torres, et al., 2021). For example, Blanton et al. (2015)'s comprehensive early
algebra intervention results with 3rd-grade students showed that although no significant difference was
observed between the intervention and nonintervention groups in the pre-test, the intervention students
in the post-test were significantly more successful than the nonintervention students. At the same time,
intervention students’ strategies (such as developing a relational conception of the equal sign, being able
to solve equations, and expressing the rule of the function verbally and with symbols) showed great
differences compared to the pre-test and the nonintervention group. Studies conducted in recent years
have shown that students who have experienced early algebra in elementary school are also more
successful in middle school (e.g., Stephens, Stroud, et al., 2021).

When the literature on the studies conducted in Turkey is examined, it is seen that the studies on early
algebra are quite limited. When related studies are examined, it is seen that students understand the
equal sign as "operational" rather than "relational" sign (Baran Bulut et al., 2018; Yaman et al., 2003),
early algebra teaching activities increase students' academic success (Turgut & Dogan Temur, 2017), they
exhibit functional thinking skills at different levels (Tlirkmen & Tanisli, 2019). However, there is a need for
more studies that comprehensively examine elementary school students' algebraic thinking skills in the
context of Turkey. This study was carried out for this purpose.

In this study, Blanton et al. (2018)’s framework for early algebra was used. This framework outlines (1)
equivalence, expressions, equations, and inequalities, (2) generalized arithmetic, and (3) functional
thinking. Equivalence, expressions, equations, and inequalities “includes developing a relational
understanding of the equal sign, representing and reasoning with expressions and equations in their
symbolic form, and describing relationships between and among generalized quantities that may or may
not be equivalent” (Blanton et al., 2015, p. 43).

Generalized arithmetic involves “generalizing arithmetic relationships, including fundamental
properties of number and operation (e.g., the Commutative Property of Addition), and reasoning about
the structure of arithmetic expressions rather than their computational value” (Blanton et al., 2015, p.
43). Lastly, functional thinking “involves generalizing relationships between covarying quantities and
representing and reasoning with those relationships through natural language, algebraic (symbolic)
notation, tables, and graphs” (Blanton et al., 2015, p. 43).
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The intervention was conducted under these three big ideas, and the results were examined under
them. The research questions of this study are as follows:

1) Are there any significant differences between the pre-test and post-test achievement scores of
the 3rd-grade students who were part of an early algebra intervention (intervention group) and
the 3rd-grade students who were not part of an intervention (control group)?

2) Are there any differences in terms of the strategies used in the pre-test and post-test between

the 3rd-grade students who were part of an early algebra intervention (intervention group) and
the 3rd-grade students who were not part of an intervention (control group)?

Method

In this section, information about the research method, sample, data collection tool, data collection
process and data analysis will be presented.

Research Design

The quasi-experimental design was used as the research design. Studies in which participants are not
randomly assigned to research groups are called quasi-experimental studies (Fraenkel et al., 2011). In the
study, a pre-test was applied to the 3rd-grade intervention and control groups at the same time. In the
study, the written responses given by the students to the open-ended questions were analyzed in detail
to reveal the strategies.

Sample

After obtaining the necessary permissions from the Ethics Committee, Ministry of National Education,
and parents, the study was conducted with 3rd-grade students in two separate public schools in the
Cankaya district of Ankara. Ethical permission was obtained for the research from the METU Human
Subjects Ethics Committee with protocol number 032 METU-2019. While a third-grade class of 20 students
in a public school formed the intervention group, two 3"-grade classes in another public school, 39
students, formed the control group. The schools were chosen by way of convenient sampling in terms of
being close to the researchers in terms of distance. The intervention class was chosen in line with the
volunteerism of the classroom teacher, with the guidance of the vice principal of the school; the classes
forming the control group were similarly formed with the classes directed by the vice principal of that
school.

Data Collection Tool and Intervention

In the first phase of the study, student activity sheets and algebra tests were adapted into Turkish with
the permission of the Learning through an Early Algebra Progression (LEAP)" project. In the adaptation
process, first, the translations were done by the researchers, and then the controls were made with the
researcher who took part in the LEAP project, considering the Turkish literature.

In the study, an early algebra intervention was carried out with the students in the intervention group
for eight weeks, with an average of 5 lesson hours per week. Table 1 shows the topics that make up the
early algebra intervention's content and their weekly distribution. Lesson plans used in the intervention
lessons generally started with a problem situation related to real life and contained questions that would
lead students to discuss these problem situations. Each lesson started with questions to remind students
of the topics covered in previous lessons. Afterward, it progressed with the problems related to the new
topics, with the students working on them in groups of 4-5, and finally, the whole class discussion. Lessons
were conducted as a team, and a researcher other than the researcher implementing the lesson guided
and observed the students' work. Their classroom teachers continued the existing curriculum in the
control group.

*Learning through an Early Algebra Progression (LEAP) project page: http://algebra.wceruw.org
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Before and after the early algebra intervention, the algebra test consisting of 10 open-ended
questions, 22 questions in total with sub-items, was applied to the 3rd-grade intervention and control
group students as a pre-test and post-test within one class hour. In order to determine the reliability of
the algebra test, Cronbach Alpha analysis was performed, and for the pre-test data, a= 0.759, recorded
as a=0.833 for post-test data. Therefore, the algebra test is accepted as a reliable data collection tool.

Table 1.
Weekly Distribution of Topics in Early Algebra Intervention
Big Ideas Weeks Topics

e Relational understanding of equal sign
1,5 e Linear algebraic expressions and solutions
e Inequalities

Equivalence, Expressions,
Equations, and Inequalities

e Additive identity and additive inverse
e Commutative property
Generalized Arithmetic 2-4 e Sums of evens and odds
e Multiplicative identity and zero property of
multiplication

e Functional relationships in the form of y= mx and y=

Functional Thinki 6-8
tnctional Thinking x + b and drawing the graphs of these relations

Data Analysis

For the first research question, the difference between the pre-test and post-test scores of the control
and intervention groups was examined with the Mann-Whitney U and independent sample t-test. Since
the data consisting of pre-test scores did not show normal distribution, the difference between the pre-
test and post-tests of the two groups was examined with the non-parametric Mann-Whitney U test. An
independent sample t-test was performed with the post-test data in which the normal distribution was
achieved. However, since the homogeneity of variances from the independent sample t-test assumptions
was not ensured in the post-test data, the statistics regarding the situation where the assumption was
not met were evaluated.

In order to find an answer to the second research question, the responses to the open-ended
questions were analyzed with the existing codes in the literature. In the analysis of equality, true/false
and equation solving questions, which were asked regarding the equality, expressions, equations, and
inequalities big idea, and the commutative property question asked regarding the big idea of generalized
arithmetic, the strategy codes in the coding manual of Blanton et al. (2015) were used. The birthday
question asked about the big idea of functional thinking was coded with the strategy codes in Stephens
et al. (2017). The codes taken from the literature were used as they were. Since the strategy codes used
differ from question to question, they will be presented before the questions in the findings section, and
examples will be provided.

Intercoder reliability is one of the methods recommended to increase the reliability of the analysis in
qualitative studies and is generally used between 10-25% of the data (O'Connor & Joffe, 2020). For this
purpose, a randomly selected 20% of the data was coded by a second researcher. The codes obtained
were compared, and a consensus was reached by discussing the responses coded differently by the
researchers. When necessary, coding and comparison were made again, and the similarity score was
achieved to reach 80%.

Findings
Research findings will be presented in order according to the research questions. In the first part, the

results of the tests conducted for the statistical differences between the pre-test and post-test scores of
the 3rd-grade intervention and control group students will be shared. In the second part, there are
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findings regarding the differences between the strategies used by the students in the intervention and
control groups in the pre-and post-test questions.

Statistical Differences Between Third-Grade Intervention and Control Group’s Performances

The correct responses given by the 3rd-grade control and intervention group students to the questions
in the pre-and post-tests were scored as 1 and the wrong responses and where they left the item blank
were scored as 0, and the total scores in the tests were calculated. The highest score that students can
get from 10 questions with sub-questions is 22. Descriptive statistics for these total scores are presented
in Table 2.

Table 2.
Descriptive Statistics Regarding Students' Total Scores in Pre and Post Tests
N X SD Maximum Minimum
Pre-Test Intervention 20 4.2 2.93 9 0
Control 34 5.2 3.00 12 1
Post-Test  Intervention 18 9.5 4.8 18 1
Control 37 6.2 2.8 12 0

*The difference between the number of students in the pre-test and post-test is due to student
absences when the tests were administered.

The results of the Mann-Whitney U test, which was conducted to examine the difference between the
intervention and control group pre-tests, are presented in Table 3.

Table 3.
Mann-Whitney U Test Results Regarding Pre-Test Scores of the Groups

Mean Rank Sum of Rank u z p
Intervention 24.48 489.5 279.5 1.09 575+
Control 29.28 995.5 : o '

*p>.05

As seen in Table 3, as a result of the Mann-Whitney U test, it was found that there was no statistically
significant difference between the pre-test scores of the students in the intervention group and the pre-
test scores of the students in the control group (U= 279.5, p=.275).

The results of the independent sample t-test performed to examine the difference between the
intervention and control group post-tests are presented in Table 4.

-Il;va;e{::r;dent Sample T-test Results Regarding Post-Test Scores of the Groups
N X SD t p
Intervention 18 9.5 4.8 265 014
Control 37 6.2 2.8
*p> .05

According to the independent sample t-test performed with the post-test scores, there was
statistically significant difference between the intervention group post-test scores (X = 9.5, SD=4.8, N=18)
and the control group post-test scores (X = 6.2, SD= 2.8 N= 37); t (22.9) = 2.65, p= .014. The mean of
achievement scores of the students in the intervention group is higher than the students in the control
group.
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Third-Grade Intervention and Control Groups’ Strategies

For the second research question of the study, the strategies of the intervention and control groups
were analyzed in detail. The problems selected from three big ideas of early algebra (equivalence,
expressions, equations, and inequalities; generalized arithmetic; and functional thinking) and their
detailed strategy analysis will be presented in this section as pre-test and post-test results for control and
intervention groups. Except for the main strategy codes presented, if the answers given in the items with
the strategy code are outside the determined strategies or if the answer was not discernible, the code
“other,” if the question is left blank, “no response” codes are used. In addition, numerical answers given
without explanation received the "answer only" code. These strategies are not shown in the graphs as
they are intended to be readable and help important strategies stand out.

Missing Value Question

In the algebra test question under the big idea of equality, expressions, equations, and inequalities,
students were asked to find the missing value in an equation and explain their answers. In another
question (True/False Question), they were asked to evaluate the three given equations as true or false
and to explain their answers. Both questions and the common strategy codes used are presented in Table
5.

Table 5.

The Missing Value Question and Strategy Codes
1. Find the missing value in the equation below. Explain how you found the answer.
7+3=___ +4

2. Examine the equations below and circle "True" if true, "False" if false. Explain how you found the
answer.

23.12+3=10+5 True False

2b.57+22=58+21 True False

2c.39+121=121+39 True False

Strategy Code Description Example

Structural The student realizes the structure in  1: 7 + 3 = 6 + 4 because if you subtract one

Computational

Operational

the equation and determines or
solves the equation  without
calculating.

The student perform calculation to
find the unknown value or to
determine whether both sides of the
equation have the same value.
Student adds the numbers to the left
of the equal sign or all the numbers in
the equation to find the solution.

from 7 and add it to 3, you will have 6.
2b: That is true because you add one to 57,
subtract one from 22.

1:7+3=6+4since7+3=10and 6 +4 =
10

2a: That is true because 12 + 3 =15 and 10
+5=15

1:7+3=10+4since7+3=10
1:7+3=14+4since7+3+4=14

2b: That is false because 57 + 22 =79, not 58
2b: That is false because 57 + 22 + 58 + 21 =
158

Note: The table adapted from Blanton et al., 2015, p. 51.

The graph regarding the percentage of correct answers for the missing value question (see Table 5) in
the algebra test administered before and after the early algebra intervention of the 3"-grade intervention
and control groups is shown in Figure 1.
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Figure 1. The Percentage of Students Answering the Equality Question Containing Unknown Correctly
Note. While the percentage of no-response for the first question was 2.94% in the control group and 5% in the pre-
test, it was 5.41% in the control group and 0% in the intervention group in the post-test.

According to Figure 1, although the percentage of correct answers increased in the post-test in both
groups, there was an increase of approximately 30% in the percentage of correct answers in the
intervention group, while an increase of approximately 3% was observed in the control group. The
strategy percentages used by the students in the missing value question are shown in Figure 2.
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Figure 2. The Percentages of Strategies Used by Students in Missing Value Question

According to Figure 2, the intervention and control group students at approximately the same rate in
the pre-test used the operational strategy as the misconception for the equal sign. While no significant
change was observed in the control group in the post-test (from about 62% to 59%), the percentage of
students using operational strategy in the intervention group decreased (from 60% to about 33%). It was
found that the correct computational and structural strategies were used more by the intervention group
in the post-test. While the use of computational strategy increased from 25% to about 44% in the
intervention group, it was recorded as approximately 27% in the pre-test and post-test in the control
group. Structural strategy, on the other hand, was not observed in the intervention group in the pre-test,
while it was found to be around 11% in the post-test. In the control group, it was recorded as
approximately 3% in the pre-test and post-test.
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True/False Questions

In another question of the algebra test under the big idea of equality, expressions, equations, and
inequalities, students were asked to evaluate the three equations as true or false and to explain their
answers in order to examine their conceptions of the equal sign. The items of the question and the
strategy codes used are presented in Table 5.

Figure 3 shows the percentage of students in the intervention and control groups correctly answering
the True/False question items in the algebra test applied before and after the early algebra application.
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Figure 3. The Percentages of The Students Answering the True/False Question Items Correctly
Note. While the percentage of no-response for item 2a was 0% in both groups in the pre-test, it was 2.7% in the
control group and 0% in the intervention group in the post-test. The percentage of no-response for item 2b was 2.94%
in the control group and 0% in the pre-test, while it was 2.7% in the control group and 0% in the intervention group
in the post-test. While the percentage of no-response for item 2c was 8.82% in the control group and 10% in the
intervention group in the pre-test, it was 2.7% in the control group and 0% in the intervention group in the post-test.

As seen in Figure 3, while the control group students recorded approximately the same correctness
percentage (pre-test about 62%, post-test about 59%) in both tests in item 2a, in the intervention group
students, the correctness percentage from 65% in the pre-test increased to about 89% in the post-test. A
similar situation was observed in item 2c. In item 2c, the percentage of correct answers in the control
group was 50% in the pre-test and about 54% in the post-test. In the intervention group, the correctness
rate of 50% in the pre-test is about 89% in the post-test. In item 2b of the question, an increase was
observed in the correctness percentage of both groups in the post-test, being more in the intervention
group. There was an increase from about 44% to 59% in the control group and from 45% to about 72% in
the intervention group.

The strategies used by third-grade intervention and control group students in answering true/false
questions in the pre and post-tests will be presented sequentially.
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Figure 4. The Percentages of Strategies Used by The Students in Item 2a

In item a of the question, while the percentage of control group students using computational
strategies was at approximately the same level (50% in the pre-test, about 46% in the post-test), it
increased from 40% to about 72% in the intervention group (see Figure 4). A similar finding was observed
in item b, as presented in Figure 5. In the post-test, the percentage of students who examined the
correctness of the 57 + 22 = 58 + 21 equation by finding the same values by performing the operations on
both sides of the equation (computational strategy) increased by about 31% compared to the pre-test.
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Figure 5. The Percentages of Strategies Used by Students in Item 2b

The percentage of strategies used in item c of the problem is shown in Figure 6. Different from the
other items of the question, an increase in the percentage of using structural strategy was observed in
item c as a finding for the transition from operational conception to relational conception. Although there
was an increase in the use of structural strategies in both groups in the post-test, it was recorded more in
the intervention group. The percentage of using structural strategy, which was not observed in the control
group pre-test, is about 27% in the post-test. In the intervention group, the rate of using this strategy was
20% in the pre-test and about 72% in the post-test.
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Figure 6. The Percentages of Strategies Used by The Students in Item 2c

Equation-Solving Question

Another question of the algebra test under the big idea of equivalence, expressions, equations, and

inequalities is the question of equation-solving. The question and the strategy codes used are presented
in Table 6.

Table 6.
Equation-Solving Question and Strategy Codes

3. Find the value of n in the following equation. Show or explain how you got your answer.
5xn +2 =42

Strategy Code Description Example

Unwind The student performs the reverse
operation by considering the constant 42—2=40, 40/5 =8
values in the equation and uses the
reverse of the operations.

One Value Student works through the equationin 5x8+2=42
a forward manner, substituting only one
value in for the variable

Note: The table adapted from Blanton et al., 2015, p. 57.

The graph of the percentages of correct answers to the Equation-Solving Question in the algebra test
administered before and after the early algebra intervention of the third-grade intervention and control
group students is shown in Figure 7.
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Figure 7. The Percentages of The Students Answering the Equation Question Items Correctly
Note. While the percentage of no-response for the third question was 47.06% in the control group and 65% in the

intervention group in the pre-test, it was 62.16% in the control group and 44.44% in the intervention group in the
post-test.

According to Figure 7, while the performance of the students in the intervention group increased from
the pre-test to the post-test, the percentage of correct answers of the students in the control group
decreased. The percentage of students in the intervention group giving correct answers in the pre-test
was recorded as 10%, and about 44% in the post-test. In the control group students, the correctness rate
was about 44% in the pre-test and about 27% in the post-test.
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Figure 8. The Percentages of Strategies Used by Students in Equation-Solving Question

As seen in Figure 8, the percentage of students in the intervention group using the unwind strategy
increased (pre-test 10%; post-test approximately 28%), and one value strategy use of approximately 11%
was observed in the post-test. In the control group, there was a decrease in the percentages of both
strategies in the pre-test and post-test. The rate of the unwind strategy from about 12% decreased to
about 8%, and the rate of the one value strategy decreased from about 24% to about 19%.
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Commutative Property Question

Another question of the algebra test is chosen from the area of generalized arithmetic. By using this
question, it was aimed to measure whether the students noticed the commutative property of the
addition. The question items and the strategy codes used are presented in Table 7.

Table 7.

Commutative Property Question and Strategy Codes
4. Deniz’s teacher asks her to solve “23 + 15.” She adds the two numbers and gets 38. The teacher then
asks her to solve “15 + 23.” Deniz already knows the answer is 38 because the numbers are just “turned
around.”

4a. Do you think Deniz’s idea will work for any two numbers? Why or why not?

Strategy Code Description Example

Structural The student calls it the "commutative Sheknowsit'sthe sameas23
property (addition)" or describes this + 15 because she just turned
relationship in words. around the numbers.

Computational The student calculates each operation 23+ 15=38and15+23=38
separately.

4b. Write an equation using variables (letters) to represent the idea that you can add two numbers in
any order and get the same result.

Commutative The student writes one or more correct a+b=b+a

Property equations which represents commutative a+b=candb+a=c
property by using variables.

Commutative The student demonstrates an understanding m+candc+m

Property — Incomplete of how to represent the commutative 4+3=3+4
property of addition by variables, numbers,
or a combination of numbers and variables,
but the final notation is not equivalent to a +
b=b+a.
Note: The table adapted from Blanton et al., 2015, p. 64.

The graph of the percentages of correct answers from 3™-grade students in the intervention and
control groups to the Commutative Property question in the algebra test administered before and after
the early algebra intervention is shown in Figure 9.
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Figure 9. The Percentages of The Students Answering the Commutative Property Question Items
Correctly
Note. While the percentage of no-response for item 4a was 11.76% in the control group and 10.53% in the
intervention group in the pre-test, it was 8.11% in the control group and 0% in the intervention group in the post-
test. While the percentage of no-response for item 4b was 26.47% in the control group and 60% in the pre-test, it was
29.73% in the control group and 11.11% in the intervention group in the post-test.

As seen in Figure 9, when the results of the pre-test and post-test are examined in item a of the
Commutative Property question, it is seen that there is an increase in the post-test, but this increase is
more in the intervention group. While about 63% of the students in the intervention group gave correct
answers in the pre-test for item a, about 83% of them gave correct answers in the post-test. While this
rate was about 74% in the pre-test in the control group, it was observed as about 81% in the post-test. In
item b of the problem, about 12% of the control group students answered correctly in the pre-test, while
no student in the control group answered the question correctly in the post-test. While no student in the
intervention group answered item b correctly in the pre-test, it was seen that approximately 44% of the
students in the intervention group answered the question correctly in the post-test.
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Figure 10. The Percentages of Strategies Used by The Students in Item 4a of the Commutative Property
Question

According to Figure 10, in the pre-test, the percentage of the structural strategy was found as about
63% in the intervention group and about 74% in the control group. The percentage of this strategy in the
post-test increased in both the intervention and control groups (about 83% in the intervention group,
about 81% in the control group in the post-test). It is seen that none of the students used the
computational strategy in the post-test. In the pre-test, while the students using the computational
strategy were about 3% in the control group, it was about 11% in the intervention group.
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In item b of the question, the percentages of strategies used by the students for an equation using
variables (letters) showing that turning around the numbers while adding any two numbers will not
change the result is shown in Figure 11.
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Figure 11. The Percentages of Strategies Used by The Students in Item 4b of the Commutative Property
Question

In item b of the Commutative Property question, in the pre-test, students using the commutative
property-incomplete strategy were found as about 47% in the control group and 30% in the intervention
group. While about 62% of the control group students used this strategy in the post-test, it was about
17% in the intervention group. It is seen that no students used the commutative property strategy in the
pre-test in the intervention group, and nearly half (44%) of them could express the commutative property
with an equation in the post-test. In the control group, while no student used this strategy in the post-
test, this rate was about 12% in the pre-test.

The Birthday Problem

By using the Birthday Problem, which deals with functional thinking in the algebra test, students' ability
to generalize and represent functional relationships was aimed to be measured. While only the
correctness was examined in item a of the problem, strategy analysis was also performed in items b, c1,
c2, and d. The items of the problem and the strategy codes used are presented in Table 8.
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Table 8.
The Birthday Problem and Strategy Codes

5. Nehir is celebrating her birthday. She wants to make sure she has a seat for everyone. She has square
desks.
2 people can sit as follows:

[ ]

If it adds another table to the first table, 4 people can sit:

If she adds another table to the second table, 6 people can sit:

5a. Fill in the table below to show how many people Nehir can seat at different numbers of desks.

Number of Number of
desks people
1 2
2 4
3
4
5
6
7

5b. Do you see any patterns in the table from part a? If so, describe them.

Think about the relationship between the number of desks and the number of people
5cl. Use words to write the rule that describes this relationship.
5c2. Use variables (letters) to write the rule that describes this relationship.
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Table 8. (continued)

Strategy Code Description Example
Variational Recursive The student defines the recursive pattern The number of
Thinking Pattern - only to certain numbers. The number of people goes
Particular tables, number of people or both can be 2,4,6,8...
defined in the pattern
Recursive The student defines a correct recursive The number of
Pattern - pattern. In the pattern, the number of people goes by two
General tables, number of people or both can be

defined.

Covariational Thinking

The student defines a correct covariational
relationship. The two variables (number of
tables and number of people) need to be
associated rather than specified separately.

When the number of
desks goes up by 1,
the number of
people goes up by 2

Correspondence

Thinking

Functional-
Particular

Functional-
Basic

Functional-
Emergent
in words

in variables

The student defines a  functional
relationship using certain numbers but does
not give a general explanation of the
variables. (Must provide more than one
sample)

The student describes the general
relationship between two variables but
does not describe the transformation
between variables.

The student defines an incomplete function
rule. Usually describes the transformation
in one variable but does not explicitly relate
it to another.

The student defines an incomplete function
rule in variables. Usually describes the
transformation in one variable but does not
explicitly relate it to another.

1x2=2,
3x2=6, ...

2x2=4,

1+1=2, 2+2=4, 3+3=6

There are twice as
many people as
tables

x 2

It is double of the
number of tables
Number of desks x 2

2xm
m+m
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Table 8. (continued)

Strategy Code Description Example
Correspondence Functional-
Thinking Condensed

inwords The student expresses in words a The number of people

function rule that defines a general is 2 times the number
relationship between two of desks
variables and includes the
transformation between each
other.

in variables The student expresses a function mx2=k
rule with variables that defines a
general relationship between two m+ m=k
variables and includes the
transformation between each
other.

5d. If Nehir has 100 desks, how many people can she seat? Show how you got your answer.

Function Rule Student uses the function rule to 100 x 2 =200
find the solution. 100 + 100 =200

Note: The strategies were adapted from Stephens et al., 2017, p.153.

The graph regarding the percentage of correct answers for the Birthday Problem questions in the
algebra test administered before and after the early algebra intervention of the 3™-grade intervention
and control groups is shown in Figure 12.
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Figure 12. The Percentages of The Students Answering the Birthday Problem Questions Correctly
Note. While the percentage of no-response for item 5a was 14.71% in the control group and 10% in the pre-test, it
was 13.51% in the control group and 0% in the intervention group in the post-test. While the percentage of no-
response for item 5b was 47.06% in the control group and 25% in the pre-test, it was 18.92% in the control group and
11.11% in the intervention group in the post-test. While the percentage of no-response for item 5c1 was 64.71% in
the control group and 50% in the intervention group in the pre-test, it was 37.84% in the control group and 22.22%
inthe intervention group in the post-test. While the percentage of no-response for item 5¢2 was 82.35% in the control
group and 65% in the intervention group in the pre-test, it was 70.27% in the control group and 38.89% in the
intervention group in the post-test. While the percentage of no-response for item 5d was 32.35% in the control group
and 25% in the pre-test, it was 24.32% in the control group and 27.78% in the intervention group in the post-test.
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According to Figure 12, the percentage of correct answers in the post-tests increased in both groups
(except for c2, the pre-test and post-test 0% in the control group). In each item, the intervention group
students showed higher success in the post-test compared to the control group students. When the
strategies were examined, it was observed that the students in the intervention group used more
advanced strategies in generalizing and representing functional relationships in the post-test.

In item 5b, students were asked to explain the patterns they saw in the table they created in item 5a.
Any responses that the students used that focused on variational thinking, covariational thinking, or
correspondence thinking strategies were accepted as correct. The percentages of strategies used by 37-
grade students who answered item 5b correctly in the pre-test and post-test are shown in Figure 13.
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Figure 13. The Percentages of Strategies Used by The Students in Item 5b of the Birthday Problem

As seen in the graph, the students who answered the question correctly in the pre-test in both the
intervention and control groups only used the variational thinking strategy (e.g., "the number of people
increases by two" or "the number of tables increases one by one") (about 24% in the control group; 30%
in the intervention group). In the post-test, while the control group students used the variational thinking
(54%) and low rate of covariational thinking (about 8%) strategies, the intervention group students also
used the correspondence thinking strategy. Besides the variational thinking (about 44%) and covariational
thinking (about 11%), the correspondence thinking strategy was observed at the rate of about 17% in the
intervention group.

The graph regarding the strategy percentages observed in the student responses in item c1, where the
responses given as "the number of people is twice the number of tables" by using condensed functional
relationship strategy, is shown in Figure 14.
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Figure 14. The Percentages of Strategies Used by The Students in Item 5c1 of the Birthday Problem

As seen in Figure 14, the percentage of students who can express the relationship between the
number of tables and the number of people in words with functional condensed strategy was low in the
pre-test for both groups. In the post-test, this percentage increased to about 22% in the intervention
group and found as about 8% in the control group. Besides, although it was not the strategy accepted as
correct, the rate of covariational thinking strategy, which was not observed in the pre-test in both groups,
was recorded as approximately 39% in the intervention group post-test. This rate remained at about 3%
in the control group post-test.

In item c2 of the birthday problem, students were asked to express the relationship between the
number of tables and the number of people using letters as variables. The student who wrote the function
rule using a variable between the number of tables and the number of people was not observed in the
control group students both in the pre-test and the post-test. On the other hand, the percentage, which
was zero, in the intervention group pre-test was found to be about 17% in the post-test (see Figure 15).
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Figure 15. The Percentages of Strategies Used by The Students in Item 5c2 of the Birthday Problem

In item 5d of the birthday problem, the students were asked to find how many people could sit at 100
tables. The percentage of students in the control group who gave the answer of 200 with functional
relationship strategy increased from about 24% in the pre-test to about 51% in the post-test. In the
intervention group, this percentage increased from 35% in the pre-test to about 67% in the post-test.
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Discussion, Conclusion and Recommendations

Statistical results for the 3rd-grade intervention and control groups showed that while there was no
significant difference in the pre-test scores of the groups, the post-test scores were significantly different.
These results are consistent with Blanton et al. (2015) in that the provided early algebra intervention
made a significant difference for the 3rd-grade students in the intervention group.

In addition, the strategies used by the 3rd-grade intervention and control groups in the pre-test and
post-test were analyzed in detail. The results showed that the students in the intervention group exhibited
more algebraic strategies in the post-test than in the pre-test. These results will be discussed in three big
ideas (1) equality, expressions, equations, and inequalities, (2) generalized arithmetic, and (3) functional
thinking) according to the framework (Blanton et al., 2018) on which the study is based.

In the first item, (7 + 3 = ___ + 4), under the big idea of equality, expressions, equations, and
inequalities, it was found that approximately 60% of the students in the intervention and control groups
in the pre-test had an "operational" conception of the equal sign, while in the post-test, this rate was
remained almost the same in the control group but decreased to approximately 30% in the intervention
group. In the second question (true/false equality questions), the students in the intervention group
performed better than the control group in each item in the post-test. In this question, especially in item
¢, (39 + 121 = 121 + 39), 72% of the students were observed to use the structural strategy; that is, they
stated that 39 + 121 =121 + 39 is correct, based on the fact that the numbers on both sides of the equation
are the same, without adding the numbers. Stephens et al. (2013) found a similar result in their study and
showed that such equations could lead students to structural thinking.

Studies conducted abroad (e.g., Carpenter et al., 2003; Matthews et al., 2012; Stephens et al., 2013)
and studies conducted in Turkey (e.g., Baran Bulut et al., 2018; Yaman et al., 2003) provided evidence
regarding the misconception ("operational" conception) of the equal sign. This study found that the
students in the early algebra intervention used the computational and structural strategies more
frequently in the post-test. Knuth et al. (2006) found a significant association between middle school
students' conceptions of the equal sign and their success in solving equations.

In the equation-solving question (5xn + 2 = 42), 10% of the intervention group answered this question
correctly in the pre-test, while this rate increased to 44% in the post-test. In the control group, 44%
answered correctly in the pre-test, while this rate decreased to 27% in the post-test. When the strategies
were examined, it was seen that the students who answered the question correctly mostly solved the
equation by giving a value in the pre-test. In the post-test, especially the intervention group students were
observed to use the "unwind" strategy. This strategy is closely related to algebraic thinking (Carraher &
Schliemann, 2007).

The item under the big idea of generalized arithmetic was the commutative property of the addition
task. In part a, students were asked to provide justification for the given situation; in item b, they were
asked to express the property using an equation. In part a, the students in the intervention group
increased their use of structural strategy to 83%, with a 20% increase from the pre-test to the post-test;
the control group increased by 7% to 81%. These results show that although there was a larger increase
in the intervention group, the 3rd-grade students were able to justify that this property was always true
by referring to the name of the property or by writing this relationship in words rather than using
computational examples. The objectives in the 1st and 3rd grades in the program are related to the
commutative property of addition (M.1.1.2.3. and M.3.1.2.2; MoNE, 2018). This may explain why neither
group found it difficult to justify this relationship structurally in item a. When the results of part b were
examined, while none of the intervention students could write this property using an equation in the pre-
test, about 44% of them did in the post-test. While about 10% of the control group could write it with an
equation in the pre-test, no control student did this in the post-test. This shows that after the early algebra
intervention, students were able to use letter variables to make generalizations. Findings similar to the
results of this study in that students can use letter variables to generalize in arithmetic properties after
early algebra intervention were observed in other studies as well (e.g., Ucles et al. [2022, kindergarten
and 1st grades], Blanton et al. [2015, 3rd grades]).
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Finally, in the Birthday problem, which addresses functional thinking, students' abilities to generalize
and represent functional relationships were assessed. Approximately 20% of the intervention group
students were able to write the function rule in words (c1) and letter variables (c2). While no one wrote
the rule using letter variables in the control group, approximately 8% wrote it with words. Another
important result was that although it was not observed in the pre-test, in item c1, where the function rule
was asked in words, approximately 40% of the intervention group were found to use covariational thinking
strategy in the post-test; in the control group, this rate was approximately 3%. Covariational thinking is
an important part of mathematical thinking (Thompson & Carlson, 2017).

Functional thinking can be focused on through the objectives regarding patterns in our program (e.g.,
M.1.2.3.1.,, M.2.1.1.6, M.3.1.1.7, M.5.1.1.3, M.7.2.1.3; MoNE, 2018). What is important here is to focus
on a variety of functional relationships, including covariational and correspondence relationships, rather
than focusing on the change in a single variable (Blanton & Kaput, 2004).

These results support other studies that had an early algebra intervention in the literature (e.g.,
Blanton et al., 2015; Blanton et al., 2019). The results show that the early algebra intervention improved
the algebraic thinking skills of the students. In other words, 3rd-grade students could use algebraic
strategies across three big ideas. When all these results are considered, we think that the algebra learning
area should take place in the elementary mathematics curriculum. It is important to be able to provide
appropriate early algebra experiences to students to prevent algebra-related difficulties in middle school.
In this regard, it is necessary to conduct comprehensive research in early algebra and increase teachers’
awareness in this direction by providing in-service training. Classroom teachers especially have a great
role in teaching early algebra (Blanton & Kaput, 2003). In this respect, classroom teachers should be
supported with in-service training, especially in terms of content and pedagogical content knowledge.

It is recommended that early algebra studies similar to this study be conducted with students before
and after 3™ grade. In addition, there is a need for research on preschool and classroom teachers and
candidates. Early algebra studies can also be designed to address different areas of early algebra (e.g.,
equality, expressions, equations and inequalities, generalized arithmetic, and functional thinking). At the
same time, it is thought that longitudinal studies will make important contributions to research in the field
of early algebra.
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Tiirkge Siirimui

Giris

Ogrencilerin ilkokul diizeyinde sadece aritmetik ile tanistigl, cebir 6grenmeye ilk olarak ortadgretim
dizeyinde basladiklari geleneksel yaklagim 6grencilerin cebir konusunu 6grenmelerinde zorluklarla
karsilasmalarina sebep olmaktadir (Stephens, Ellis, vd., 2017). Son yillarda gelistiriimis olan Matematik
Ortak Cekirdek Eyalet Standartlari (Common Core State Standards Initiative, 2010) gibi matematik
programlari incelendiginde cebirsel diistinmenin okul dncesinden itibaren matematik dersi iceriginde yer
aldigini gérmekteyiz. Tirkiye’de uygulanmakta olan 2018 Matematik Ogretim Programi (Millt Egitim
Bakanligi [MEB], 2018) incelendiginde de 1-5. siniflarda cebir ile ilgili olan kazanimlara kisith da olsa yer
verildigi (6rn. M.1.1.2.3., M.2.1.3.5., M.4.1.5.7., M.5.1.1.3.), ancak cebir 6grenme alaninin ilk olarak 6.
sinifta ele alindig1 gérilmektedir.

Erken cebir, Blanton ve digerleri (2007) tarafindan “6grencilerin daha 6nceden 6grendikleri kavramlari
derinlemesine inceleyerek matematiksel iliskileri ve 6zellikleri genellemelerine firsat veren, matematik
anlayislarina anlam, derinlik ve tutarhlik getiren bir disinme bi¢imi” (s. 7) olarak tanimlanmaktadir. Erken
cebir, 6grencilerin aritmetik bilgileri Gzerine cebirsel disiinmeyi insa etmektir (Carraher vd., 2008).
Kieran’a (2004) gore “erken siniflarda cebirsel distinme, harf-sembolik cebirin bir ara¢ olarak
kullanilabilecegi ayni zamanda cebire 6zel olmayan ve harf-sembolik cebir hi¢ kullanilmadan
gerceklestirilebilecek etkinliklerle diisinme yollarinin gelistirilmesini igerir; érnegin, nicelikler arasindaki
iliskileri analiz etme, yapiyr fark etme, degisimi inceleme, genelleme, problem ¢6zme, modelleme,
gerekgelendirme, kanitlama ve tahmin etme” (s. 149).

ilgili alan yazini incelendiginde, yapilan arastirmalar bir erken cebir uygulamasina dahil olan
ogrencilerin cebirsel diisinmeyi ana sinifindan itibaren gelistirebildiklerini gostermektedir (6rn. Blanton
vd., 2015; Carraher vd., 2008; Stephens, Veltri Torres, vd., 2021). Ornegin, Blanton ve digerlerinin (2015)
3. sinif 6grencileriyle yaptiklari kapsamli bir erken cebir uygulamasi sonuglari géstermistir ki 6n testte
uygulamaya dahil olan ve olmayan gruplar arasinda anlamh bir fark gézlemlenmemesine ragmen son
testte uygulamaya dahil olan 6grenciler uygulamaya dahil olmayan 6grencilere kiyasla anlamli bir sekilde
daha basarilh olmuslardir. Ayni zamanda uygulama grubu 6grencilerinin kullandiklari stratejiler (esit
isaretine yonelik iliskisel algi gelistirme, denklem ¢o6zebilme, fonksiyonun kuralini sézel olarak ve
sembollerle ifade edebilme vb.) 6n teste ve uygulama yapilmayan gruba kiyasla biyuk farklar géstermistir.
Son yillarda yapilan ¢alismalar ise ilkokulda erken cebir uygulamasina tabi olan 6grencilerin ortaokulda da
daha basarili olduklarini gostermistir (6rn. Stephens, Stroud, vd., 2021).

Tiurkiye’de yapilan g¢alismalar ile ilgili alan yazini incelendiginde ise erken cebir 6gretimine yonelik
calismalarin oldukga kisith oldugu gériilmektedir. ilgili galismalar incelendiginde, dgrencilerin esit isaretini
“iliskisel” bir algidan ziyade “islemsel” olarak anladiklarini (Baran Bulut vd., 2018; Yaman vd., 2003), erken
cebir 6gretim etkinliklerinin 6grencilerin akademik basarilarini artirdigini (Turgut & Dogan Temur, 2017),
ogrencilerin farkli dizeylerde fonksiyonel diisinme becerilerini sergilediklerini (Tlirkmen & Tanisli, 2019)
gostermektedir. Ancak Turkiye baglaminda ilkokul 6grencilerinin cebirsel diisinme becerilerini kapsamli
bir sekilde inceleyen daha ¢ok calismaya ihtiyag vardir. Bu ¢calisma bu amag dogrultusunda yapilmistir.

Bu calismada Blanton ve digerlerinin (2018) erken cebire yonelik ortaya koydugu teorik cerceve temel
alinmistir. Bu cergevenin genel hatlarini (1) esitlik, cebirsel ifadeler, denklemler ve esitsizlikler; (2)
genellestirilmis aritmetik ve (3) fonksiyonel diisinme olusturmaktadir. Esitlik, cebirsel ifadeler,
denklemler ve esitsizlikler, “esit isaretine yonelik iliskisel bir algilayis gelistirme, cebirsel ifadeler ve
denklemlerin sembolik formlarini temsil etme ve onlarla akil yiritme ve denk olan ya da olmayan
genellestirilmis nicelikler arasindaki iliskileri tanimlamay1” icerir (Blanton vd., 2015, s. 43).
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Genellestirilmis aritmetik ise “Aritmetik iliskileri genellemeyi (buna islemlerin ve sayilarin 6zellikleri de
dahil olmak lizere, 6rnegin toplama isleminde degisme 6zelligi) ve aritmetik ifadeleri hesaplamadan ote
yapisina odaklanmayi igerir” (Blanton vd., 2015, s. 43) seklinde tanimlanir. Son olarak fonksiyonel
disinme, “Birlikte degisen nicelikler arasindaki iligkilerin genellestirilmesini ve soézciikler, cebirsel
(sembolik) gosterim, tablo ve grafiklerle bu iliskilerin temsil edilmesini ve iliskiler hakkinda akil
yurutilmesini kapsar” (Blanton vd., 2015, s. 43) olarak ele alinir.

Arastirmada yer alan uygulama bu li¢ ana alan altinda yer almis ve sonuglar da bu (g alt bashkta
incelenmistir. Bu ¢calismanin arastirma sorulari su sekildedir:

1) Bir erken cebir uygulamasina dahil olan 3. sinif 6grencileri ile (uygulama grubu) ve bu uygulamaya
dahil olmayan (kontrol grubu) 3. sinif 6grencilerinin 6n test ve son test performans puanlari arasinda
anlaml farkhhklar var midir?

2) Bir erken cebir uygulamasina dahil olan 3. sinif 6grencileri ile (uygulama grubu) ve bu uygulamaya
dahil olmayan (kontrol grubu) 3. sinif 6grencilerinde 6n ve son testte kullanilan stratejiler agisindan
farkhhklar var midir?

Yontem

Bu bolimde arastirmanin yéntemine iliskin arastirma deseni, érneklem, veri toplama araci, veri
toplama siireci ve verilerin analizi konularinda bilgiler sunulacaktir.

Aragstirma Deseni

Arastirma deseni olarak yari deneysel desen kullaniimistir. Katilimcilarin, arastirma gruplarina rastgele
atanmadigi calismalar yari deneysel galisma olarak adlandiriimaktadir (Fraenkel vd., 2011). Calismada 3.
siniflarda uygulama ve kontrol grubu yer almis ve her iki gruba da ayni zamanlarda 6n test ve son test
uygulanmistir. Calismada 6grencilerin acik uglu sorulara verdikleri yazili cevaplar, stratejileri ortaya
cikarmak i¢in detayli olarak analiz edilmistir.

Orneklem

Gerekli Etik Kurulu, MEB ve veli izinleri alindiktan sonra arastirma Ankara’nin Cankaya ilgesinde
bulunan iki ayri devlet okulunda &grenim géren 3. sinif 8grencileri ile yiiriitiilmistiir. Arastirma icin ODTU
insan Arastirmalari Etik Kurulu’ndan 032-ODTU-2019 protokol numarasi ile etik izni alinmistir. Bir devlet
okulundaki 20 6grenciden olusan bir Gglinct sinif uygulama grubunu olustururken, baska bir devlet
okulundaki 39 6grenciden olusan iki tGglincii sinif kontrol grubunu olusturmustur. Okullar, arastirmacilara
mesafe olarak yakin olmasi agisindan uygun érnekleme yolu ile segilmistir. Uygulama grubu olusturan sinif
midir yardimcisinin yénlendirmesiyle sinif 6gretmenin génilltligi dogrultusunda segilmis olup; kontrol
grubunu olusturan siniflar da benzer sekilde o okuldaki midir yardimcisinin yénlendirdigi siniflarla
olusturulmustur.

Veri Toplama Araci ve Uygulama

Calismanin ilk asamasinda Learning through an Early Algebra Progression (LEAP)' projesinden izin
alinarak o6grenci etkinlik kagitlari ve cebir testleri Tiurkgeye uyarlanmistir. Uyarlama sirecinde,
arastirmacilar tarafindan Once ceviriler yapilmis olup sonrasinda LEAP projesinde yer almis olan
arastirmaciyla birlikte Tirkge alan yazini da géz 6nilinde bulundurarak kontroller yapiimistir.

Arastirmada, uygulama grubu 6grencileriyle haftada ortalama 5 ders saati olacak sekilde 8 hafta
boyunca erken cebir uygulamasi yapilmistir. Erken cebir uygulamasinin igerigini olusturan konular ve
haftalik dagilimlari Tablo 1’de sunulmustur. Uygulama derslerinde kullanilan ders planlari genellikle gercek
yasam durumlariyla iliskili bir problem durumu ile baslayip 6grencileri bu problem durumlari Gizerinde
tartismaya yonlendirecek sorular icermektedir. Her derse 6grencilere dnceki derslerde ele alinan konulari
hatirlatma amacli sorularla baslanmistir. Sonrasinda 6grencilerin 4-5 kisilik gruplar halinde yeni konularla

*Learning through an Early Algebra Progression (LEAP) proje web sitesi: http://algebra.wceruw.org
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ilgili problemler Gzerinde galismasi ve en son tim sinif tartismasi yer alacak sekilde ilerlemistir. Dersler
arastirmacilar tarafindan yirutiilmis ve her derste dersi yiriten arastirmaci disinda bir arastirmaci,
0grenci calismalarina rehberlik edip onlari gézlemlemistir. Kontrol grubunda var olan 6gretim programi
kendi sinif 6gretmenleri tarafindan devam ettirilmistir.

Erken cebir uygulamasinin dncesi ve sonrasinda ise 3. sinif uygulama ve kontrol grubu 6grencilerine
Tiirkgeye uyarlanan 10 agik uglu sorudan olusan cebir testi, alt maddeleriyle birlikte toplam 22 soru, 6n
test ve son test olarak bir ders saati icerisinde uygulanmistir. Cebir testinin glivenilirligini tespit etmek
amaciyla Cronbach Alpha analizi yapilmis ve 6n test verileri igin a = 0,759; son test verileri icin a=0,833
olarak kaydedilmistir. Bu nedenle cebir testinin glvenilir bir veri toplama araci oldugu kabul edilmistir.

Tablo 2.
Erken Cebir Uygulamasindaki Alanlarin Haftalik Dagilimi

Alanlar Haftalar Konular

e Esitisaretinin iliskisel anlami
1,5 e Dogrusal denklemlerin ifadesi ve ¢ozimii
e  Esitsizlikler

Esitlik, Cebirsel ifadeler,
Denklemler ve Esitsizlikler

e Toplama isleminin etkisiz elemani ve bir sayinin
toplamaya gore tersi
e Toplama isleminin degisme 6zelligi

Genellestirilmis Aritmetik 2-4
: : e  Tek ve cift sayi toplamlari
e Carpma isleminin etkisiz elemani ve sifir ile
garpma
Fonksiyonel Diisiinme 6-8 o y= mx.v.e Y= mx +b ?ekllr}Qekl'ffml.(snyoneI iliskiler
ve bu iliskilerin grafiklerinin gizimi
Veri Analizi

Birinci arastirma sorusuna yonelik olarak kontrol ve uygulama gruplarinin 6n ve son test puanlari
arasindaki farklarin anlamh olup olmadigina Mann-Whitney U ve bagimsiz 6rneklem t testi ile bakilmistir.
On test puanlarindan olusan veriler normal dagilim gostermediginden iki grubun 6n ve son testleri
arasindaki fark parametrik olmayan Mann-Whitney U testi ile incelenmistir. Normal dagihmin saglandig
son test verileri ile bagimsiz 6rneklem t testi yapiimistir. Ancak, son test verilerinde bagimsiz 6rneklem t
testi varsayimlarindan varyanslarin homojenligi saglanmadigindan, varsayimin saglanmadigi duruma
iliskin istatistikler degerlendirilmistir.

ikinci arastirma sorusuna yanit bulabilmek icin acik uglu sorulara verilen yanitlar alan yazinda var olan
kodlar ile analiz edilmistir. Esitlik, cebirsel ifadeler, denklemler ve esitsizlikler alanina yoénelik sorulan
bilinmeyen iceren esitlik, dogru/yanhs ve denklem ¢ézme sorulari ile genellestiriimis aritmetik alanina
yonelik sorulan degisme 6zelligi sorusunun analizinde Blanton ve digerlerinde (2015) verilen kodlama
rehberlerindeki strateji kodlari kullaniimistir. Fonksiyonel diisinme alanindan sorulan dogum giinii sorusu
ise Stephens vd. (2017)’'de yer alan strateji kodlari ile kodlanmistir. Alan yazindan alinan kodlar birebir
kullaniimigtir. Kullanilan strateji kodlari sorudan soruya farkhhk gosterdiginden bulgular bélimiinde
sorulardan 6nce sunulacak ve drnekler verilecektir.

Kodlayicilar arasi glivenirlik nitel calismalarda analizin glivenirligini arttirmak icin dnerilen metotlardan
biridir ve genelde verilerin %10-25’i arasi kullanilir (O’Connor & Joffe, 2020). Bu amagla verilerin rastgele
segilen %20'lik bolimu ikinci bir arastirmaci tarafindan kodlanmistir. Elde edilen kodlar karsilastiriimis,
arastirmacilarin farkh kodladigi cevaplar tartisilarak uzlasmaya varilmistir. Gerekli olan durumlarda
kodlama ve karsilastirma yeniden yapilmis ve benzerlik skorunun %80’e ulagsmasi saglanmistir.
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Bulgular

Arastirma bulgulari arastirma sorularina gére sirayla sunulacaktir. ilk béliimde tglinci sinif uygulama
ve kontrol grubu 6grencilerinin 6n test ve son test puanlari arasindaki istatistiksel farklara yonelik yapilan
testlerin sonucu paylasilacaktir. ikinci béliimde ise uygulama ve kontrol grubu 6grencilerinin &n ve son
test sorularinda kullandiklari stratejiler arasindaki farklara iliskin bulgular yer almaktadir.

3. Sinif Uygulama ve Kontrol Gruplari Performanslar Arasindaki istatistiksel Farklar

Arastirma katihmcilari 3. sinif kontrol ve uygulama grubu 6grencilerinin 6n ve son testlerdeki sorulara
verdikleri dogru cevaplar 1, yanlis ve bos birakilan cevaplar 0 olarak puanlanmis ve testlerdeki toplam
puanlari hesaplanmistir. Alt soru maddeleriyle 10 sorudan 6grencilerin alabilecegi en yiiksek puan 22’dir.
Bu toplam puanlara iliskin betimleyici istatistikler Tablo 2’de sunulmustur.

gzezzgi.lerin On ve Son Testlerdeki Toplam Puanlarina iliskin Betimleyici istatistikler
N R S En yiiksek En disiik
puan puan
On Test Uygulama 20 4,2 2,93 9 0
Kontrol 34 5,2 3,00 12 1
Son Test Uygulama 18 9,5 4,8 18 1
Kontrol 37 6,2 2,8 12 0

*On test ve son test dgrenci sayilar arasindaki fark, testlerin uygulanma zamanlarindaki 6grenci
devamsizliklarindan kaynaklanmaktadir.

Uygulama ve kontrol grubu 6n testleri arasindaki farkin incelenmesine yonelik yapilan Mann-Whitney
U testi sonuglari Tablo 3’te sunulmustur.

Tablo 3.
Gruplarin On Test Puanlarina lliskin Mann-Whitney U Testi Sonuclari
Siralama Siralama U degeri ; o
Ortalamasi Toplami
Uygulama 24,48 489,5 579 109 -
Kontrol 29,28 995,5 79,5 - 273
*p> .05

Tablo 3’te goruldiglu gibi Mann-Whitney U testi sonucunda uygulama grubu 6grencileri 6n test
puanlariile kontrol grubu 6grencileri 6n test puanlari arasinda istatistiksel olarak anlamli bir fark olmadigi
bulunmustur (U= 279,5, p=,275).

Uygulama ve kontrol grubu son testleri arasindaki farkin incelenmesine yonelik yapilan bagimsiz
orneklem t- testi sonuglari Tablo 4’te sunulmustur.

Zar:;sa‘:';n Son Test Puanlarina fliskin Bagimsiz Orneklem t- Testi Sonuclari
N X S t p
Uygulama 18 9,5 4,8 5 65 014
Kontrol 37 6,2 2,8 ’ ’
*p> .05

Son test puanlari ile yapilan bagimsiz 6rneklem t testine gére uygulama grubu son test puanlari (X =
9,5, S= 4,8 N= 18) ile kontrol grubu son test puanlari (X = 6,2, S= 2,8 N= 37) arasinda istatistiksel olarak
anlaml bir fark bulunmustur t (22,9) = 2,65, p=,014. Uygulama grubu 6grencilerinin performans puanlari
ortalamasi kontrol grubu 6grencilerinden yiiksektir.
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3. Sinif Uygulama ve Kontrol Gruplarinin Stratejileri

Calismanin ikinci arastirma sorusu igin uygulama ve kontrol gruplarinin stratejileri detayl olarak analiz
edilmistir. Erken cebirin (¢ 6nemli alanindan (esitlik, cebirsel ifadeler, denklemler ve esitsizlikler ve
fonksiyonel diistinme) segilen sorular ve analizleri bu bélimde kontrol ve uygulama gruplarina yoénelik 6n
ve son test sonuglari olarak sunulacaktir. Sunulan ana strateji kodlari disinda, strateji kodu bulunan
maddelerde verilen cevaplar belirlenen stratejilerin disinda ise veya cevap anlasilabilir degil ise "diger,"
soru bos birakilmigsa "cevap yok" kodlari kullanilmistir. Ayrica agiklama yapilmadan verilen sayisal
cevaplara "sadece cevap" kodu verilmistir. Bu stratejiler, grafiklerin okunabilir olmasi ve 6nemli
stratejilerin 6n plana ¢ikmasi amaglandigindan dolayi gésterilmemistir.

Bilinmeyen igeren Esitlik Sorusu

Esitlik, cebirsel ifadeler, denklemler ve esitsizlikler alanindaki cebir testi sorusunda, 6grencilerden bir
denklemdeki eksik degeri bulmalari ve cevaplarini agiklamalari istenmistir. Diger bir soruda da
(Dogru/Yanhs Esitlik Sorusu) verilen Ug esitligi dogru ya da yanhs olarak degerlendirmeleri ve cevaplarini
aciklamalari istenmistir. Her iki soru ve kullanilan ortak strateji kodlari Tablo 5'te sunulmustur.

Tablo 5.
Bilinmeyen Igeren Esitlik Sorusu ve Dodru/Yanhs Esitlik Sorusu Strateji Kodlari
1. Asagidaki esitlikte verilmeyen degeri bulunuz. Cevabi nasil buldugunuzu agiklayiniz.
7+3=___ +4
2. Asagidaki esitlikleri inceleyip dogru ise “Dogru”, yanhs ise “Yanlis” ifadelerini daire igine aliniz. Cevabi
nasil buldugunuzu agiklayiniz.

23.12+3=10+5 Dogru Yanls
2b.57 +22=58+21 Dogru Yanls
2c.39+121=121+39 Dogru Yanlis
Strateji "
Kodu Tanim Ornek
Yapisal Ogrenci, denklemdeki yapiyi fark eder ve 1.7 +3 =6 + 4 ¢linkii 7’den bir cikarirsan
esitligi hesaplama yapmadan belirler veya ve onu 3’e eklersen elinde 6 kalir.
¢cOzer. 2b: Dogru ¢lnkl 57‘ye bir ekliyorsun,
22‘den de 1 gikariyorsun.
Hesaba Ogrena,.blll.n.meyen degeri bulmak \feya 1.7+3=6+4cinki7+3=10ve 6+4=
Dayalh denklemin iki tarafinin da ayni degere 10
sahip olup olmadigini belirlemek igin 2a: Dogru ciinkii 12 +3 = 15 ve 10 + 5 = 15
hesaplama yapar.
islemsel Ogrenci, ¢6zimi bulmak icin esit _ L ~
isaretinin  solundaki  sayillari  veya 1.7+3=10+4clnki7+3=10

denklemdeki tim sayilari toplar.

7+3=14+4¢linki7+3+4=14

2b: Yanlis ¢linkli 57 + 22 = 79, 58 degil
2b: Yanlig ¢link(i 57 + 22 + 58 + 21 = 158

Not: Tablo Blanton ve digerlerinden (2015, s. 51) uyarlanmistir.

3. sinif uygulama ve kontrol gruplari 6grencilerinin erken cebir uygulamasi 6ncesi ve sonrasinda
uygulanan cebir testinde bilinmeyen iceren esitlik sorusunu (bakiniz Tablo 5) dogru cevaplama ytizdelerine
iliskin grafik Sekil 1'de gosterilmistir.
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Sekil 1. Ogrencilerinin Bilinmeyen Iceren Esitlik Sorusunu Dogru Cevaplama Yiizdeleri
Not. Birinci soru i¢in cevap vermeme yizdesi 6n testte kontrol grubunda %2,94 ve uygulama grubunda %5 iken, son
testte kontrol grubunda %5,41 ve uygulama grubunda %0’dir.

Sekil 1’e gore, her iki grupta da son testlerde dogru cevaplarin yiizdesi artmis olmasina ragmen,
uygulama grubunda dogru cevaplarin yiizdesinde yaklasik %30 artis olurken, kontrol grubunda %3’lik bir
artis gézlemlenmistir. Ogrencilerin bilinmeyen iceren esitlik sorusunda kullandiklari strateji yiizdeleri Sekil
2’de yer almaktadir.

100% Y o
o o g
=] ™~ = S
80% = 4 @ B
° % © o0 2 3 2 %
60% ™ s 3 ~ m
3 2 : g2 %
40% = N = :" -
o — = o
20% g = o
i iR HE - "
0% | —_—
Uygulama Kontrol Uygulama Kontrol Uygulama Kontrol
islemsel Hesaba Dayal Yapisal

mOnTest ®WS5onTest

Sekil 2. Ogrencilerinin Bilinmeyen Igeren Esitlik Sorusunda Kullandiklari Strateji Yiizdeleri

Sekil 2'ye gore On testte yaklasik ayni oranda uygulama ve kontrol grubu 6grencisi esit isaretine yonelik
kavram yanilgisi olan islemsel stratejiyi kullanirken, son testte kontrol grubunda g¢ok belirgin bir degisim
gozlemlenmezken (yaklasik %62’den %59’a), uygulama grubunda bu stratejiyi kullanan 6grencilerin
yuzdesinde azalma olmustur (%60’tan yaklasik %33’e). Dogru olan hesaba dayali ve yapisal stratejilerini
son testte daha ¢ok uygulama grubunun kullandigi bulunmustur. Hesaba dayali strateji kullanimi
uygulama grubunda %25’ten yaklasik %44’e ¢ikarken, kontrol grubunda ise 6n testte ve son testte yaklasik
%27 olarak kaydedilmistir. Yapisal strateji ise 6n testte uygulama grubunda hi¢ gézlemlenmezken, son
testte %11 civarinda bulunmustur, kontrol grubunda ise 0n testte ve son testte yaklasik %3 olarak
kaydedilmistir.

Dogru/Yanhs Esitlik Sorusu

Cebir testinin esitlik, cebirsel ifadeler, denklemler ve esitsizlikler alanindaki bir diger sorusunda
o6grencilerin esit isaretine yonelik algilarini incelemek igin verilen Ug¢ esitligi dogru ya da yanlis olarak
degerlendirmeleri ve cevaplarini agiklamalari istenmistir. Sorunun maddeleri ve kullanilan strateji kodlari
Tablo 5’te sunulmustur.
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Uygulama ve kontrol gruplari 6grencilerinin erken cebir uygulamasi dncesi ve sonrasinda uygulanan
cebir testinde Dogru/Yanlis sorusu maddelerini dogru cevaplama yizdelerine iliskin grafik Sekil 3’te
gosterilmistir.
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Sekil 3. Ogrencilerinin Dogru/Yanlis Sorusunu Dogru Cevaplama Yiizdeleri
Not. 2a maddesi igin cevap vermeme yiizdesi 6n testte her iki grupta %0 iken, son testte kontrol grubunda %2,7 ve
uygulama grubunda %0’dir. 2b maddesi igin cevap vermeme ylizdesi 6n testte kontrol grubunda %2,94 ve uygulama
grubunda %0 iken, son testte kontrol grubunda %2,7 ve uygulama grubunda %0’dir. 2c maddesi igin cevap vermeme
ylzdesi 6n testte kontrol grubunda %8,82 ve uygulama grubunda %10 iken, son testte kontrol grubunda %2,7 ve
uygulama grubunda %0’dr.

Sekil 3’te gorildugi gibi 2a maddesinde kontrol grubu 6grencilerinde her iki testte de yaklasik ayni
dogruluk yizdesi (6n test yaklasik %62, son test yaklasik %59) kaydedilirken, uygulama grubu
Ogrencilerinde 6n testte %65 olan dogruluk ylizdesi son testte yaklasik %89’a yiikselmistir. Benzer durum
sorunun 2c maddesinde de gozlemlenmistir. Sorunun 2c maddesinde kontrol grubu dogru cevaplama
ylizdeleri 6n testte %50, son testte yaklasik %54 olarak kaydedilmistir. Uygulama grubunda ise 6n testte
%50 olan dogruluk orani, son testte yaklasik %89’dur. Sorunun 2b maddesinde ise uygulama grubunda
daha fazla olmak Gzere her iki grubun da dogruluk ylizdesinde son testte artis gézlemlenmistir. Kontrol
grubunda yaklasik %44’ten %59’a, uygulama grubunda ise %45’ten yaklasik %72'ye artis saptanmistir.

Ugiincii sinif uygulama ve kontrol grubu &grencilerinin 6n ve son testlerde, Dogru/Yanls sorusu
maddelerini cevaplarken kullandigi stratejiler sirayla sunulacaktir.
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mOn Test mSon Test

Sekil 4. Ogrencilerin 2a Maddesinde Kullandiklari Strateji Yiizdeleri
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Sorunun a maddesinde, kontrol grubu 6grencilerinin hesaba dayali strateji kullanma ylzdeleri yaklasik
olarak ayni diizeydeyken (6n testte %50, son testte yaklasik %46) uygulama grubunda %40’tan yaklasik
%72'ye yikselmistir (bakiniz Sekil 4). Sekil 5'te sunuldugu gibi benzer bir bulgu sorunun b maddesinde de
gozlemlenmistir. Son testte uygulama grubu 6grencilerinde, 57 + 22 = 58 + 21 esitliginin dogrulugunu
esitligin her iki tarafindaki islemleri yapip ayni degerleri bularak kontrol eden 6grenci ylzdesi (hesaba
dayali stratejiyi kullanma), 6n teste gore yaklasik %31 artmistir.
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Sekil 5. Ogrencilerin 2b Maddesinde Kullandiklari Strateji Yiizdeleri

Sorunun ¢ maddesinde kullanilan stratejilerin yiizdesi ise Sekil 6’da yer almaktadir. Sorunun diger
maddelerinden farkl olarak c maddesinde, islemsel algidan iliskisel algiya gegcise yonelik bir bulgu olarak,
yapisal strateji kullanma ylzdesinde artis gézlemlenmistir. Son testte her iki grupta da yapisal strateji
kullaniminda artis olsa da uygulama grubunda daha fazla olarak kaydedilmistir. Kontrol grubu 6n testinde
gbzlemlenmeyen yapisal strateji kullanma yizdesi son testte yaklasik %27’dir. Uygulama grubunda ise bu
stratejinin kullanim orani 6n testte %20 iken son testte yaklasik %72 olarak bulunmustur.
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Sekil 6. Ogrencilerin 2c Maddesinde Kullandiklari Strateji Yiizdeleri
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Denklem Cézme Sorusu

Cebir testinin esitlik, cebirsel ifadeler, denklemler ve esitsizlikler alanindaki bir diger sorusu da
denklem ¢dzme sorusudur. Soru ve kullanilan strateji kodlari Tablo 6’da sunulmustur.

Tablo 6.
Denklem ¢C6zme Sorusu ve Strateji Kodlari

3. Asagidaki esitlikte/denklemde yer alan n degerini bulunuz. Cevabinizi nasil buldugunuzu goésteriniz.
5xn+2=42

Strateji Kodu Tanim Ornek

Ters islem Ogrenci denklemdeki sabit degerleri gbzeterek ters 42 —2 =40, 40/5 =8
islem yapar, islemlerin tersini kullanir.

Bir Deger Verme Ogrenci, degisken yerine yalnizca bir deger vererek 5x 8+ 2 =42

islemleri sirasi ile yapar.

Not: Tablo Blanton ve digerlerinden (2015, s. 57) uyarlanmigtir.

Ugiinci sinif uygulama ve kontrol gruplar égrencilerinin erken cebir uygulamasi éncesi ve sonrasinda
uygulanan cebir testinde Denklem sorusunu dogru cevaplama yizdelerine iliskin grafik Sekil 7'de
gosterilmistir.
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Sekil 7. Ogrencilerinin Denklem Cézme Sorusunu Dodru Cevaplama Yiizdeleri
Not. Ugiincii soru igin cevap vermeme yiizdesi 6n testte kontrol grubunda %47,06 ve uygulama grubunda %65 iken,
son testte kontrol grubunda %62,16 ve uygulama grubunda %44,44tir.

Sekil 7’ye gore, 6n testten son teste uygulama grubu 6grencilerinin performansi artarken kontrol grubu
ogrencilerinin dogru cevap verme ylizdesinde dislis gozlemlenmistir. Uygulama grubu 6grencilerinin 6n
testte dogru cevap verme ylizdesi %10, son testte yaklasik %44 olarak kaydedilmistir. Kontrol grubunda
ise On testte yaklasik yaklasik %44 olan dogruluk yiizdesi, son testte yaklasik %27 olarak bulunmustur.
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Sekil 8. Ogrencilerinin Denklem Cézme Sorusunda Kullandiklari Strateji Yiizdeleri
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Sekil 8’de goruldigi tzere, uygulama grubu 6grencilerinin ters islem stratejisi kullanma yiizdesi artmis
(6n test %10; son test yaklasik %28) ve son testte yaklasik %11 oraninda bir deger verme stratejisi
kullanimi gézlemlenmistir. Kontrol grubunda ise 6n testten son testte her iki strateji ylizdesinde diisis
saptanmistir. Yaklasik %12 olan ters islem stratejisi orani yaklasik %8’e, yaklasik %24 olan bir deger verme
stratejisi orani ise yaklasik %19’a diismustur.

Degisme Ozelligi Sorusu

Cebir testinin bir diger sorusu genellestirilmis aritmetik alanindan segilen bir sorudur. Bu soru ile
Ogrencilerin toplama isleminin degisme Ozelligini fark edip etmediklerini 6lgmek amaglanmistir. Soru
maddeleri ve kullanilan strateji kodlari Tablo 7°de sunulmustur.

Tablo 7.

Degisme Ozelligi Sorusu ve Strateji Kodlari
Deniz’in 6gretmeni ondan “23 + 15” sorusunu ¢ézmesini ister, Deniz bu iki sayiy1 toplayip cevabi 38
olarak bulur. Daha sonra 6gretmeni Deniz’den “15 + 23” sorusunun cevabini bulmasini ister. Bunun
Uzerine Deniz, cevabin yine 38 oldugunu, ¢linki sayilarin sadece yer degistirdigini soyler.

4a. Sizce Deniz’in bu fikri herhangi iki say1 i¢in dogru mudur? Neden?

Strateji Kodu Tanim Ornek

Yapisal Ogrenci, "degisme 6zelligi (toplama)" 23 + 15 ile ayni oldugunu biliyor
olarak adlandirir veya bu iligkiyi sézciiklerle ¢linkii o sadece sayilar ye
tanimlar. degistirdi.

Hesaba dayali Ogrenci, her toplami ayri ayri hesaplar. 23+15=38ve 15+23=38

4b. Degiskenleri (harfleri) kullanarak, herhangi iki sayiyi toplarken sayilarin yerlerini degistirmenin
sonucu degistirmeyecegini gdsteren bir denklem yaziniz.

Degisme Ozelligi Ogrenci, degiskenleri kullanarak bir veya a+b=b+a
birden fazla, 06zelligi belirten dogru

a+b=cveb+a=c
denklem yazar.

Degisme Ozelligi Ogrenci, toplamanin degisme 6zelliginin, m+cvec+m

- degiskenler, sayllar veya sayr ve

Tamamlanmamig  degiskenlerden olusan bir kombinasyonla
nasil temsil edilecegine dair bir anlayis
gosterir, ancak son gésterima+b=b +a'ya
es degildir.

4+3=3+4

Not: Tablo Blanton ve digerlerinden (2015, s. 64) uyarlanmistir.

Uciinci sinif uygulama ve kontrol gruplari 6grencilerinin erken cebir uygulamasi éncesi ve sonrasinda
uygulanan cebir testinde Degisme Ozelligi sorusunu dogru cevaplama yiizdelerine iliskin grafik Sekil 9’da
gosterilmistir.
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Sekil 9. Ogrencilerinin Degisme Ozelligi Sorusunu Dodru Cevaplama Yiizdeleri
Not. 4a maddesi igin cevap vermeme yiizdesi 6n testte kontrol grubunda %11,76 ve uygulama grubunda %10,53 iken,
son testte kontrol grubunda %8,11 ve uygulama grubunda %0’dir. 4b maddesi igin cevap vermeme yiizdesi 6n testte
kontrol grubunda %26,47 ve uygulama grubunda %60 iken, son testte kontrol grubunda %29,73 ve uygulama
grubunda %11,11’dir.

Sekil 9’da gorildigi gibi Degisme Ozelligi Problemi 4a maddesinde son testte her iki grupta bir artis
oldugu gorilmekte fakat bu artisin uygulama grubunda daha fazla oldugu goriilmektedir. Uygulama grubu
Ogrencileri 4a maddesinde 6n testte yaklasik %63 oraninda dogru cevap verirken, son testte bu oran
yaklasik %83 olmustur. Kontrol grubunda ise bu oran 0n testte yaklasik %74 iken, son testte yaklasik %81
olarak goézlemlenmistir. Problemin 4b maddesinde ise kontrol grubu 6n testinde 6grencilerinin yaklasik
%12’si dogru cevap verirken, son testte kontrol grubunda soruyu dogru cevaplayan 0Ogrenci
bulunmamaktadir. Uygulama grubunda ise 6n testte 4b maddesini dogru cevaplayan 6grenci yer
almazken, son testte uygulama grubu oOgrencilerinin yaklasik %44’Unin soruyu dogru bir sekilde
cevapladiklari gérilmektedir.
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Sekil 10. Ogrencilerin Dedisme Ozelligi Sorusunun 4a Maddesinde Kullandiklari Strateji Yiizdeleri

Sekil 10’a gore, yapisal strateji ylizdesi on testte uygulama grubunda yaklasik %63, kontrol grubunda
ise yaklasik %74 olarak bulunmustur. Bu stratejinin son testteki ylizdesinde uygulama ve kontrol grubunda
artis kaydedilmistir (son testte uygulama grubu yaklasik %83, kontrol grubu yaklasik %81). Son testte hicbir
dgrencinin hesaba dayall strateji kullanmadigi gériilmektedir. On testte ise kontrol grubunda hesaba
dayali stratejiyi kullanan 6grenci yaklasik %3 iken, uygulama grubunda yaklasik %11 olarak bulunmustur.
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Problemin b maddesinde, degiskenleri (harfleri) kullanarak, herhangi iki saylyi toplarken sayilarin
yerlerini degistirmenin sonucu degistirmeyecegini gbésteren bir denklem igin 6grencilerin kullandiklari
strateji ylizdeleri Sekil 11'de gosterilmektedir.
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Sekil 11. Ogrencilerin Dedisme Ozelligi Sorusunun 4b Maddesinde Kullandiklari Strateji Yiizdeleri

Degisme Ozelligi sorusunun b maddesinde, degisme &zelligi- tamamlanmamis stratejisini kullanan
ogrenciler 6n test kontrol grubunda yaklasik %47 iken, uygulama grubunda %30 olarak bulunmustur. Son
test kontrol grubunda bu stratejiyi kullanan 6grenciler yaklasik %62 iken, uygulama grubunda yaklasik %17
olarak goriulmektedir. Degisme Ozelligi stratejisini 6n testte uygulama grubunda kullanan hi¢ 6grenci
olmadigl, son testte uygulama grubunun yarisina yakininin (yaklasik %44) degisme o6zelligini denklemle
ifade edebildigi goriilmektedir. Kontrol grubunda ise bu stratejiyi son testte kullanan 6grenci olmazken 6n
testte bu oran yaklasik %12 olarak bulunmustur.

Dogum Giinii Sorusu

Cebir testinde fonksiyonel diisinmeyi ele alan Dogum Guinl sorusu ile 6grencilerin fonksiyonel iliskileri
genelleme ve temsil etme becerilerini 6lgmek amaglanmistir. Problemin a maddesinde yalnizca dogruluk
incelenirken, b, c1, c2 ve d maddelerinde strateji analizi de yapilmistir. Sorunun maddeleri ve kullanilan
strateji kodlari Tablo 8'de sunulmustur.

790



isler-Baykal, Oztiirk-Tavsan, Giizeller & Saygili — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 52(3), 2023, 758-799

Tablo 8.
Dogum Giinii Sorusu ve Strateji Kodlari

5. Nehir dogum giinli partisine arkadaslarini davet ediyor. Kare seklindeki masalarin etrafinda her
arkadasl icin oturacak bir yerin oldugundan emin olmak istiyor.

Asagidaki sekilde 2 kisi oturabiliyor:

ilk masaya bir masa daha eklerse 4 kisi oturabiliyor:

Eger ikinci masaya bir masa daha eklerse, 6 kisi oturabiliyor

5a. Asagidaki tabloyu Nehir’in farkli sayidaki masalara kagar kisi oturabilecegini diisiinerek doldurunuz.

Masa sayisi Kisi Sayisi
1 2
2 4
3
4
5
6
7

5b. Yukaridaki tabloda herhangi bir oriintli gériyor musunuz? Agiklayiniz.
Masa sayisi ile kisi sayisi arasindaki iliskiyi inceleyiniz.
5c1. Bu iliskiyi tanimlayan kurali s6zclklerle yaziniz.

5c2. Bu iliskiyi tanimlayan kurali degiskenlerle (harflerle) yaziniz.
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Tablo 8. (devami)

Strateji Kodu

Tanim

Ornek

Varyasyonel Yinelemeli Ogrenci yinelemeli érintlyi yalnizca  Kisi sayisi 2,4,6,8...

Diigiinme Oriintii - Ozel belirli sayilarla tamimlar. Oriintiide seklinde devam
masa, kisi veya her ikisi de ediyor
tanimlanabilir.

Yinelemeli Ogrenci dogru bir yinelemeli &riintli  Kisi  sayisi  ikiser
Oriintii - Genel tanimlar. Oriintiide masa, kisi veya her ikiser gidiyor.
ikisinde de tanimlanabilir.
Kovaryasyonel Diisiinme Ogrenci dogru bir kovaryasyonel iliski Masa sayisi birer
tanimlar. iki degiskenin (masa sayisive arttikca kisi sayis
kisi sayisi) ayri olarak belirtilmek yerine  ikiser artar.
iliskilendirilmesi gerekir.
Bire Bir Esleyerek Tek Ornek Ogrenci, fonksiyon kuralinin bir 6rnegi  2x2=4
Diisiinme olan ancak genellikle iki degiskeni
iliskilendirmeyen  sayillar  ve/veya
bilinmeyenler igeren tek bir ifade veya
denklem yazar.
Fonksiyonel - Ogrenci, belirli sayilar  kullanarak 1x2=2, 2x2=4,
Ozel fonksiyonel bir iliski tanimlar, ancak 3x2=6, ...

degiskenlerle ilgili genel bir agiklama

yapmaz. (Birden fazla 6rnek sunmasi

gerekir) 1+1=2, 2+2=4,

3+3=6

Fonksiyonel - Ogrenci, iki degisken arasindaki genel Masalarin iki kat
Temel iliskiyi tanimlar, ancak degiskenler kadar insan var

Gelismekte olan
Fonksiyonel

Kelimelerle

Degiskenlerle

arasindaki donisimi tanimlamaz.

Ogrenci, eksik bir fonksiyon kurali
tanimlar. Genellikle bir degiskendeki
donldsimi  tanimlar, ancak onu
digeriyle acikga iliskilendirmez.

Ogrenci, degiskenleri kullanarak eksik
bir  fonksiyon kurali  tanimlar.
Genellikle bir degiskendeki donlisim
tanimlar, ancak bunu agikca digeriyle
iliskilendirmez.

x2

Masa sayisinin ki
katidir

masa sayisl x 2

2xm

m+ m
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Tablo 8. (devami)

Strateji Kodu Tanim Ornek
Bire Bir Esleyerek Gelismis
Diisiinme Fonksiyonel

Kelimelerle Ogrenci, iki degisken arasinda Masa sayisinin ki
genel bir iligki tanimlayan ve kati kisi sayisina
birbirleri arasindaki donusimiu  egsittir
iceren bir fonksiyon  kuralni
kelimelerle ifade eder.

Degiskenlerle Ogrenci, iki degisken arasinda mx2=k
genel bir iliski tanimlayan ve
birbirleri arasindaki donisimi  m+m=k
iceren bir fonksiyon kuralini
degiskenlerle ifade eder.

5d. Nehir 100 masayi yan yana koyarsa kag kisi oturabilir? Cevabinizi nasil buldugunuzu gosteriniz.

Fonksiyon Kurali Ogrenci, ¢ozimi bulmak icin 100 x 2 =200
fonksiyon kuralini kullanir. 100 + 100 = 200
Not: Stratejiler, Stephens ve digerlerinden (2017, s. 153) uyarlanmistir.

3. sinif uygulama ve kontrol gruplari 6grencilerinin erken cebir uygulamasi 6ncesi ve sonrasinda
uygulanan cebir testinde Dogum Giinli sorusu maddelerini dogru cevaplama yiizdelerine iliskin grafik Sekil
12’de gosterilmistir.
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Sekil 12. Ogrencilerinin Dogum Giinii Sorusunu Dodgru Cevaplama Yiizdeleri

Not. 5a maddesi icin cevap vermeme yiizdesi 6n testte kontrol grubunda %14,71 ve uygulama grubunda %10 iken,
son testte kontrol grubunda %13,51 ve uygulama grubunda %0’dir. 5b maddesi icin cevap vermeme ylizdesi 6n testte
kontrol grubunda %47,06 ve uygulama grubunda %25 iken, son testte kontrol grubunda %18,92 ve uygulama
grubunda %11,11’dir. 5c1 maddesi igin cevap vermeme yiizdesi 6n testte kontrol grubunda %64,71 ve uygulama
grubunda %50 iken, son testte kontrol grubunda %37,84 ve uygulama grubunda %22,22’dir. 5¢c2 maddesi icin cevap
vermeme yizdesi 6n testte kontrol grubunda %82,35 ve uygulama grubunda %65 iken, son testte kontrol grubunda
%70,27 ve uygulama grubunda %38,89’dur. 5d maddesi icin cevap vermeme ylzdesi 6n testte kontrol grubunda
%32,35 ve uygulama grubunda %25 iken, son testte kontrol grubunda %24,32 ve uygulama grubunda %27,78dir.
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Sekil 12’ye gore, her iki grupta da son testlerde dogru cevaplarin ylzdesi artmistir (5c¢2 harig, kontrol
grubunda 6n ve son test %0). Her maddede uygulama grubu 6grencileri kontrol grubu 6grencilerine kiyasla
son testte daha vyiksek basari sergilemislerdir. Stratejiler incelendiginde uygulama grubundaki
ogrencilerin son testte fonksiyonel iliskileri genelleme ve temsil etmede daha ileri diizeyde stratejiler
kullandiklari gézlemlenmistir.

Sorunun 5b maddesinde 6grencilerden 5a maddesindeki tabloda gordukleri 6riintileri agiklamalari
istenmistir. Ogrencilerin, varyasyonel diisiinme, kovaryasyonel diisiinme ya da bire bir esleyerek diisiinme
stratejilerinden herhangi birini kullandiklari cevaplar dogru kabul edilmistir. On test ve son testte 5b

maddesini dogru cevaplayan 3. sinif 6grencilerinin kullandiklar stratejilerin ylizdeleri Sekil 13’te yer
almaktadir.
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Sekil 13. Ogrencilerin Dogum Giinii Sorusunun 5b Maddesinde Kullandiklari Strateji Yiizdeleri

Grafikte gorildugi gibi hem uygulama hem de kontrol grubunda 6n testte soruyu dogru cevaplayan
ogrenciler sadece varyasyonel disiinme stratejisini kullanmisladir (6rn., “kisi sayisi ikiser artiyor” ya da
“masa sayisl birer birer artiyor”) (kontrol grubu yaklasik %24; uygulama grubu %30). Son testte ise kontrol
grubu 6grencilerinde varyasyonel disinme (%54) ile birlikte dusik oranda kovaryasyonel disiinme
(yaklasik %8) gozlemlenirken, uygulama grubu 6grencilerinde varyasyonel disiinme (yaklasik %44) ve

kovaryasyonel diistinme (yaklasik %11) disinda yaklasik %17 oraninda bire bir esleyerek diistinme stratejisi
gozlemlenmistir.

Gelismis fonksiyonel iliski stratejisi kullanarak “kisi sayisi masa sayisinin iki katidir” seklinde verilen
cevaplarin dogru kabul edildigi 5c1 maddesindeki 6grenci cevaplarinda gézlemlenen strateji ylizdelerine
iliskin grafik Sekil 14’te yer almaktadir.
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Sekil 14. Ogrencilerin Do§um Giinii Sorusunun 5c1 Maddesinde Kullandiklari Strateji Yiizdeleri
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Sekil 14’te goruldugi Uzere her iki grupta da masa sayisi ve kisi sayisi arasindaki iliskiyi gelismis
fonksiyonel iliski stratejisi ile kelimelerle ifade edebilen 6grenci ylzdesi 6n testte diisiikken, son testte bu
yuzde uygulama grubunda yaklasik %22’ye yukselmis, kontrol grubunda ise yaklasik %8 olarak
saptanmistir. Bununla birlikte, dogru kabul edilen bir strateji olmamasina ragmen, her iki grupta da 6n
testte gozlemlenmeyen kovaryasyonel diislinme stratejisi orani uygulama grubu son testinde yaklasik %39
olarak kaydedilmistir. Bu oran kontrol grubu son testinde yaklagik %3’te kalmistir.

Dogum glni sorusunun 5c2 maddesinde ise 6grencilerin masa sayisi ve kisi sayisi arasindaki iliskiyi
harf degiskenlerle ifade etmeleri istenmistir. Kontrol grubu 6grencilerinde hem 6n testte hem de son
testte masa sayisi ve kisi sayisi arasinda bir degisken kullanarak fonksiyon kurali yazan Ogrenci
gozlemlenmemistir. Buna karsilik, uygulama grubu 6n testinde de sifir olan yiizde son testte yaklasik %17
olarak bulunmustur (bakiniz Sekil 15).
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Sekil 15. Ogrencilerin Dogum Giinii Sorusunun 5c2 Maddesinde Kullandiklari Strateji Yiizdeleri

Dogum giini sorusunun 5d maddesinde 6grencilere 100 masaya kag kisinin oturabilecegi sorulmustur.
Kontrol grubu 6grencilerinde fonksiyonel iliski ile 200 cevabini veren 6grenci yiizdesi 6n testte yaklasik
%24 iken son testte yaklasik %51’e yiikselmistir. Uygulama grubunda ise bu yiizde 6n testte %35’ten son
testte yaklasik %67’ye yikselmistir.

Tartisma, Sonug ve Oneriler

3. sinif uygulama ve kontrol grubuna yonelik istatiksel sonuglar gruplarin 6n test puanlarinda anlamli
bir fark yokken son test puanlarinin anlaml olarak farkh oldugunu géstermistir. Bu sonuglar, Blanton ve
digerlerinin (2015) 3. siniflarla yaptiklarn ¢alismada bulduklari sonuglara paralel bulunmustur. Verilen
erken cebir uygulamasi uygulama grubunda olan 3. sinif 6grencileri icin anlamli bir fark yaratmstir.

istatiksel sonuglarin yani sira 3. sinif uygulama ve kontrol gruplarinin 6n ve son testte kullandiklari
stratejiler detayli olarak analiz edilmistir. Sonuglar, uygulama grubu 6grencilerinin son testte 6n teste gore
cebirsel stratejileri daha gok sergilediklerini gostermistir. Calismanin temel aldigi cerceveye gore belirtilen
lic alanda (esitlik, cebirsel ifadeler, denklemler ve esitsizlikler, genellestirilmis aritmetik ve fonksiyonel
diisinme) bu sonuglar tartisilacaktir.

Esitlik, cebirsel ifadeler, denklemler ve esitsizlikler alanindaki 1. soruda (7 + 3 = ___ + 4), 0n testte
yaklasik %60 uygulama ve kontrol grubu 6grencilerinin esit isaretine yonelik “islemsel” algiya sahip
olduklari bulunurken, son testte kontrol grubunda bu oran hemen hemen ayni kalirken, uygulama
grubunda yaklasik %30’a dismustir. 2. soruda (dogru/yanlis esitlik sorular), uygulama grubu 6grencileri
son testte her maddede kontrol grubundan daha iyi bir performans sergilemislerdir. Bu soruda 6zellikle ¢
maddesinde (39 + 121 = 121 + 39) 6grencilerin %72’sinin yapisal stratejiyi kullandigi, yani 39 + 121 = 121
+ 39’un dogru oldugunu sayilari toplamadan denklemin her iki yanindaki sayilarin ayni olmasindan yola
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cikarak ifade ettikleri gérilmustir. Stephens ve digerleri (2013) ¢alismalarinda benzer bir sonug bularak
bu tiirde denklemlerin 6grencileri yapisal disiinmeye yonlendirebilecegini gostermislerdir.

Gerek yurt disinda (6rn. Carpenter vd., 2003; Matthews vd., 2012; Stephens vd., 2013) gerek
Turkiye’de yapilan ¢alismalar (6rn. Baran Bulut vd., 2018; Yaman et al., 2003) 6grencilerin esit isaretine
yonelik sahip oldugu kavram yanilgisini (“islemsel” algiy1) destekler niteliktedir. Bu ¢alismada erken cebir
uygulamasina dahil olan 6grencilerin son testte iliskisel algiyla iliskili olan hesaplamaya dayali ve yapisal
stratejileri daha ¢ok kullandiklarini gérebilmekteyiz. Knuth ve digerleri (2006) ortaokul 6grencileriyle
yaptiklari ¢calismada 6grencilerin esit isaretini algilama ile denklem ¢6zme basarilari arasinda anlamh bir
iliski bulmuslardir.

Denklem ¢6zme sorusunda, (5xn + 2 = 42), 6n testte uygulama grubunun %10’u bu soruyu dogru
cevaplarken son testte bu oran %44’e ¢ikmistir. Kontrol grubunda ise 6n testte %44 dogru cevaplarken
son testte bu oran %27’ye dlismustir. Stratejiler incelendiginde soruyu dogru cevaplayan 6grencilerin 6n
testte cogunlukla bir deger vererek denklemi ¢ézdikleri gorilmustir. Son testte ise 6zellikle uygulama
grubu 6grencilerinin “ters islem” stratejisini kullandiklari goriilmistlr. Bu strateji cebirsel dislinme ile
yakindan iliskilidir (Carraher & Schliemann, 2007).

Genellestirilmis aritmetik alaniyla ilgili ele alinan soru toplamada degisme 6zelligi sorusudur. Bu
sorunun a maddesinde 6grencilerin verilen durum igin gerekge sunmalari; b maddesinde de degisme
ozelligini denklemle ifade etmeleri istenmistir. Degisme 6zelligi sorusunun a maddesinde 6n testten son
teste uygulama grubu 6grencileri yapisal strateji kullanimlarini %20 atisla %83’e ¢ikarmiglardir; kontrol
grubu da %7 artisla %81’e ¢ikarmiglardir. Bu sonuglar géstermektedir ki uygulama grubunda daha biiyik
bir artis olmakla birlikte 3. sinif 6grencileri bu 6zelligin her zaman dogru oldugunu hesaba dayali
orneklerden c¢ok degisme Ozelligine atif yaparak ya da bu iliskiyi sozclklerle yazarak
gerekgelendirebilmislerdir. Matematik programinin 1. ve 3. siniflarinda yer alan kazanimlar toplamanin
degisme 6zelligine yoneliktir (M.1.1.2.3. ve M.3.1.2.2; MEB, 2018). Bu da her iki grubun da a maddesinde
bu iliskiyi yapisal olarak gerekgelendirmede neden zorlanmadiklarini agiklayabilir. Sorunun b maddesi
sonuglari incelendiginde, uygulama grubunda hi¢bir 6grencinin 6n testte degisme 06zelligini denklemle
ifade edemedigi gozlemlenirken son testte yaklasik %44’(i ifade edebilmistir. Kontrol grubunun ise yaklasik
%10’u 6n testte denklemle ifade edebilirken, son testte bunu yapan higbir 6grenci yoktur. Bu da
gostermektedir ki verilen erken cebir uygulamasi sonrasinda 6grenciler harf degiskenleri genelleme
yapabilmek icin kullanabilmislerdir. Bu g¢alismanin sonucuna benzer bulgular, erken cebir uygulamasi
sonrasinda 6grencilerin aritmetik 6zelliklerde harf degiskenleri genelleme yapabilmek i¢in kullanabilmesi,
baska calismalarda da gdzlemlenmistir (Ornegin, Ucles vd. [2022, okul éncesi ve 1. siniflar], Blanton vd.
[2015, 3. siniflar]).

Son olarak fonksiyonel diisinmeyi ele alan Dogum Giini sorusunda 6grencilerin fonksiyonel iliskileri
genelleme ve temsil etme becerileri ele alinmistir. Uygulama grubu 6grencilerinin yaklasik %20’si son
testte fonksiyon kuralini kelimelerle (c1) ve harf degiskenlerle (c2) ifade edebilmislerdir. Kontrol grubunda
ise kurali harf degiskenlerle ifade eden bulunamazken kelimelerle ifade eden yaklasik %8’dir. Onemli bir
diger sonug ise fonksiyon kuralinin kelimelerle istendigi c1 maddesinde 6n testte hi¢ gézlemlenmemis
olmasina ragmen son testte uygulama grubunun yaklasik %40’inin kovaryasyonel dislinme stratejisi
sergilemis olmasidir; kontrol grubunda bu oran yaklasik %3’tiir. Kovaryasyonel diisinme matematiksel
diisinmenin 6nemli bir pargasidir (Thompson & Carlson, 2017).

Fonksiyonel distinme, programdaki orintilere yonelik kazanimlarla birlikte ele alinabilir (6rn.
M.1.2.3.1,, M.2.1.1.6, M.3.1.1.7, M.5.1.1.3, M.7.2.1.3; MEB, 2018). Burada 6nemli olan tek degiskendeki
degisime odaklanmak yerine, kovaryasyonel (birlikte degisim) ve bire bir esleyerek diisiinme gibi
(correspondence) gesitli fonksiyonel iliskilere odaklanmaktir (Blanton & Kaput, 2004).

Bu sonuglar alan yazinda erken cebir uygulamasi yapan diger calismalari desteklemektedir (6rn.
Blanton vd., 2015, 2019). Sonuglar, erken cebir uygulamasinin 6grencilerin cebirsel diislinme becerilerini
gelistirdigini gostermektedir. Baska bir deyisle, 3. sinif 6grencileri cebirsel stratejileri U¢ alanda
kullanabilmislerdir. Tum bu sonuglar géz 6niine alindiginda, erken cebir 6grenme alaninin ilkokul
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matematik programinda yer almasi gerektigi disliniilmektedir. Ortaokulda cebirle ilgili yasanabilecek
zorluklari dnlemek icin 6grencilere uygun erken cebir deneyimleri saglayabilmek 6nemlidir. Bu baglamda
erken cebir konusunda kapsamli arastirmalar yapilmasi ve hizmet igi egitimler verilerek 6gretmenlerin bu
yénde farkindaliklarinin artirilmasi gerekmektedir. Ozellikle sinif 6gretmenlerinin erken cebir 6gretiminde
buyik rolt vardir (Blanton & Kaput, 2003). Bu agidan sinif 6gretmenleri 6zellikle alan ve pedagojik alan
bilgisi agisindan hizmet igi egitimlerle desteklenmelidir.

Bu calismaya benzer erken cebir ¢alismalarinin 3. sinif 6ncesi ve sonrasi 6grencilerle de yapilmasi
onerilmektedir. Ayrica okul oncesi ve sinif 6gretmenleri ve adaylarina yonelik yapilacak arastirmalara
ihtiyac vardir. Erken cebir ¢alismalari, erken cebirin farkli alanlarina (6rnegin, esitlik, cebirsel ifadeler,
denklemler ve esitsizlikler, genellestirilmis aritmetik ve fonksiyonel diisinme) yonelik olarak da
tasarlanabilir. Ayni zamanda yapilacak boylamsal ¢alismalarin da erken cebir alanindaki arastirmalara
onemli katkilar saglayacagi diistinilmektedir.

Yazar Katki Orani

Makalenin tamamlanmasina 1. yazar %30 oraninda, 2. yazar %30 oraninda, 3. yazar %20 oraninda ve
4. yazar %20 oraninda katki sunmustur. Tiim yazarlar ¢alismanin son halini gézden gecirip gerekli revize
islemlerini gerceklestirmistir.

Etik Beyan

“Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tiim kurallara
uyulmus ve ydnergenin ikinci bolimiinde yer alan “Bilimsel Aragtirma ve Yayin Etigine Aykiri Eylemlerden”
higbiri gergeklestirilmemistir.

Catisma Beyani

Yazarlar calisma kapsaminda herhangi bir kurum veya kisi ile ¢ikar ¢atismasi bulunmadigini beyan
etmektedirler.
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Research Article

The purpose of the present study was to analyze the mediating role of psychological
well-being in the relationship between parents’ regulation of their children’s emotions
and childs’ regulation of their own emotion. The study group consisted of 386 mothers
living in different cities of Turkey. To collect the data, the convenience sampling method
was applied, and the measurement tools were published on an online platform and
presented to the participants for their answers. The data of the research were obtained
using the Parent Emotion Regulation Scale (PERS), Emotion Regulation Checklist,
Psychological Well-Being Scale, and the personal information form. Pearson moment
correlation analysis and parallel multiple variable analysis (PROCESS) in the data
analysis. According to the findings obtained from the study, psychological well-being
significantly mediates the relationship between parent’s child’s emotion regulation and
child's emotion regulation. This result shows that the psychological well-being of the
parent plays a mediating role in the emotion regulation process in the relationship
between the parent ’s regulation of the child 's emotion and the child ’s regulation of
their own emotion. This result of the research was discussed within the scope of the
relevant literature, and suggestions were made for future research.
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Arastirma Makalesi

Bu arastirmanin amaci, okul 6ncesi donemde gocugu olan ebeveynlerin gocuklarinin
duygusunu diizenlemesi ile gocugun kendi duygusunu dizenlemesi arasindaki iliskide
psikolojik iyi olusun araci roliniin incelenmesidir. Arastirmanin galisma grubunu,
Turkiye’ nin farkh sehirlerinde yasayan toplam 386 anne olusturmaktadir. Katilimcilara
ulasabilmek amaciyla uygun (kolay ulasilabilir) 6rnekleme yéntemi uygulanmis, 6lgme
araglari ise gevrimigi bir platformda yayinlanarak katiimcilara ulagilmistir. Veri toplama
araci olarak, Anne-Baba Duygu Diizenleme Olgegi, Duygu Diizenleme Olgegi, Psikolojik
iyi Olus Olgegi ve kisisel bilgi formu kullanilarak arastirmanin verileri elde edilmistir.
Verilerin analizinde, Pearson moment korelasyon analizi ve Paralel Coklu Degisken
Analizi (PROCESS) kullanilmigtir. Arastirmadan elde edilen bulgulara gore, ebeveynin
¢ocugunun duygusunu dizenlemesi ile ¢ocugun kendi duygusunu dizenlemesi
arasindaki iliskide psikolojik iyi olus anlamli diizeyde aracilik etmektedir. Arastirmadan
elde edilen bu sonug ilgili alan yazin kapsaminda tartisiimis ve gelecekteki arastirmalara
yonelik 6nerilerde bulunulmustur.
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Introduction

Emotions play an important role in shaping individuals’ behaviors and reactions in daily life. The
ability to regulate emotions, especially in encountered events and situations, has been accepted as one
of the life skills expected to be developed from an early age. Emotion regulation is defined as the ability
of individuals to regulate their emotional state in accordance with the context when faced with an
emotional stimulus (Eisenberg & Spinrad, 2004, pp. 336-338). Emotion regulation is expected to develop
with cognitive and social development in preschool. Accordingly, the development of emotion regulation
skills in the preschool period positively affects children ’s social lives and communication with their peers
(Bronson, 2000; Cole et al., 1994).

Parents are of key importance in helping children recognize, understand, and express their emotions
and regulate their emotions in preschool. If parents do not sufficiently contribute to their children’s
development of emotion regulation skills at this critical stage, some adjustment problems may arise in
this process, parents can teach their children how to regulate their emotions and behaviors by being a
model or by exhibiting various behaviors that enable them to take an example (Leland, 2014). In this
context, it has been observed that parental behaviors have a significant impact on the child’s development
and emotional regulation, especially in the relationship between parent and child (Kagitgibasi et al., 2001).
In various studies conducted on this subject; there is a significant relationship between mother’s
sensitivity and children’s emotion regulation (Metin, 2010). In addition, there is a significant relationship
between mothers’ maternal attitudes and empathic tendencies and children’s emotion regulation
(Kurbet, 2010). In addition, mothers’ positive parenting behaviors have an impact on children’s emotion
regulation (Atan, 2020), which was found to have a significant effect. In their research on this subject,
Marroquin et al. (2017) found that emotional regulation difficulties are related to individuals’
psychological well-being. In another study, it was stated that in addition to regulating individuals ’
emotions, it is necessary to reveal the reasons for the different emotions that occur in individuals
(Thomson & Calkins, 1996). These studies demonstrate the importance of parental influence and guidance
in regulating the child’s own emotions. According to various studies in the literature, children with
developed emotion regulation skills in the preschool period show less problematic behaviors and establish
better relationships with their parents (Apaydin-Demirci et al., 2020), whereas those with inadequate
emotion regulation skills exhibit various behavioral problems (Apaydin-Demirci et al., 2020). Eisenberg &
Fabes, 1992). Accordingly, in children who have difficulty regulating their emotions, various problems
arise, such as not being able to recognize their emotions, not being able to make sense of their emotions,
giving in to their impulses, and being excessively sad when they experience negative emotions, as well as
not being able to act in accordance with their goals (Gratz & Roemer, 2004).

Parents play an important role in children’s emotional regulation process. In this process, while
parents support their children in regulating their emotions, they also undertake important duties by
meeting their children’s needs for affection, support, security, and feeling valued (Furman & Buhrmester,
1985). Accordingly, parents who are supportive and warm toward their children contribute to their
children’s development of more constructive emotion regulation skills (Eisenberg et al., 1998). This
approach of the parent is explained as regulating, noticing, and identifying the child’s emotions and
guiding the caregiver (Kahraman & Tanrikulu, 2019; Morris et al., 2007). It is thought that the
psychological well-being of parents has an important effect on their children’s emotional regulation and
well-being. Accordingly, the psychological well-being of parents significantly affects the psychological
well-being of children (Fox & Calkins, 2003). Parents with high levels of psychological well-being praise
their children, respect their opinions, and take their needs into consideration. Therefore, such behaviors
support children’s self-expression and emotion regulation skills (Gross, 2014). When various studies on
this subject are examined, it is seen that mothers’ emotional regulation skills have a significant impact on
children’s emotional regulations. These studies emphasize the positive effect of parents teaching their
children emotion regulation behaviors on their ability to manage their emotions (Leland, 2014). In a study
conducted on this subject, Berlin and Cassidy (2003) found that mothers’ inability to control their
emotions toward their children had a negative impact on their children’s emotion regulation skills. In
addition, studies on the relationship between the mother’s child’s emotion regulation and the child’s
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emotion regulation have concluded that there is a relationship between the child 's emotion regulation
and the mother’s attachment style and some personality traits (Bilge & Sezgin, 2021; Kahraman &
Alemdar, 2021). Other studies on this subject have found a significant relationship between the
psychological well-being of parents and children’s emotional regulation (Atan, 2020; Karas & Altun, 2022;
Koca, 2019).

Psychological well-being is defined as a feeling of happiness that arises because of satisfaction in
individuals ’ lives (Ryff, 1989), a state of awareness of individuals ’ potential and goals in life, and healthy
interaction with others (Ryff & Keyes, 1995). Parents’ psychological well-being is crucial in their children’s
emotional regulation (Gotmann et al., 1996). On the other hand, when parents accept their children’s
emotions and respond effectively in the process of regulating their children’s emotions, children can
regulate their own emotions more easily; On the contrary, children have difficulty regulating their
emotions when their emotions are ignored or unaccepted (Pektas, 2015). In this respect, considering the
importance of supporting preschool children in regulating their emotions, this study aimed to examine
the mediating role of psychological well-being in the relationship between parents of preschool children
regulating their children’s emotions and the child’s self-regulation. In line with this general purpose, the
research problem statements for which answers were investigated in the research are as follows:

1. Is there a significant relationship between mothers with preschool children aged 3-6 years
regulate their children's emotions, regulation of children’s their own emotion and the
psychological well-being of the parents?

2. Does psychological well-being play a mediating role in the relationship between mothers with
preschool children aged 3-6 years regulate their children's emotions and regulation of children’s
their own emotion

Method

This research is a quantitative study using a descriptive research model (Karasar, 2020). The study
group consisted of 386 mothers with children aged 3-6. The participants of the study were reached using
a convenient sampling method. In this context, 386 mothers residing in different provinces of Turkey were
interviewed. During the data collection process ethics committee permission was obtained from Istanbul
Medipol University Social Sciences Scientific Research Ethics Committee to conduct the research (Date:
09.06.2022, Decision Number: 70). Then, to reach the participants, the informed consent form and other
measurement tools were converted into an answerable form through the online application and
published on the online platform. The data of the research were collected between May 2022 and June
2022.

When the results obtained regarding the demographic information about the study participants were
examined, the ages of the mothers varied between 21 and 45 years, and the average age is 29.8. In terms
of education level, 36.5% of the mothers were university graduates (n= 141), 24.1% were primary school
graduates (n= 93), 15.8% were secondary school (n= 61), and 13.7% were high school graduates (n= 53).
It was observed that 6.2% of them had postgraduate degrees (n= 24) and 3.6% were illiterate (n= 14).
When the occupations of the mothers were examined, 59.8% were housewives (n= 231), 31.3% worked
in the public sector (n=121), 19% worked in the private sector (n=17), and the remaining 15% chose other
options. It was determined that they marked (n= 15). When the ages of the children of the mothers
participating in the study were examined, 26.9% of the mothers were 6 years old (n= 104), 25.9% were 5
years old (n= 100), 22.8% were 4 years old (n= 88), and 24.4% were 3 years old. It was determined that
they had (n=94) children. Regarding the educational status of the children, 48.7% were at home, that is,
they did not attend any educational institution (n= 188), 24.1% were in kindergarten (n= 93), 14.5% were
in kindergarten (n= 56), and 12.7% were in kindergarten (n= 93). It was observed that 100,000 of them
attended nursery (n=49).
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Data Collection Tools
Parent Emotion Regulation Scale

This scale was developed by Pereira et al. (2017) to help parents with children between the ages of 3
and 15 regulate negative emotions toward themselves and their children. In the original form of the scale,
there are four subscales regarding the parent’s understanding of the child’s emotions, the parent’s
avoidance of the child’s emotions, the parent’s lack of emotional control of the child, and the parent’s
acceptance of the child's and his /her own emotions. A five-point Likert-type rating is used when
answering the items of the scale, which consists of 20 items. The Turkish adaptation of the scale was made
by Ahgi et al. (2020). The Turkish form of the scale includes 13 items and three subfactors (parent's
avoidance of their child's negative emotions, parent's orientation toward their child's emotions, parent's
acceptance of the child's and their own emotions). In the original form of the scale, the reliability
coefficient was found to be .79, and the internal consistency coefficients of the subscales were found to
be .79 for the parent's directing the child's emotions, .73 for the parent to avoid the child's emotions,.69
for the parent's inability to control his emotions, and .62 for the parent to accept his own and his child's
emotions. For construct validity, the relationship between the subscales of this scale and the Children’s
Negative Emotions Scale (CCNES) was examined, and correlation coefficients ranging from .15 to .45 were
obtained. In the Turkish form, the reliability coefficient was found to be .76. Reliability coefficient values
of the subscales were found to be .78, .79, .75 and .73, respectively. In this study, the Cronbach’s alpha
reliability coefficient of the total scale was .51; For the subscales, the parent ’s avoidance of their child ’s
negative emotions was calculated as .62, the parent ’s orientation toward their child ’s emotions was
calculated as .75, and the parent ’s acceptance of the child's and their own emotions was calculated as
.55.

Emotion Regulation Scale (EAD)

This scale was developed by Shields and Cicchetti (1997) to measure school-age and preschool
children’s regulation of their emotions according to the environment. The scale, adapted into Turkish by
Batum and Yagmurlu (2007), consists of 2 subscales: emotion regulation and negativity. In the scale,
which includes 24 items, the items are answered in a 4-point Likert type. The scale is filled in by the
children’s parents or teachers. In the evaluation of the scale, children who scored low on the scale had
low emotion regulation skills; Children with high scores were evaluated as having high emotion regulation
skills. The internal consistency coefficient in the original form of the scale was found to be .83 for the
emotional regulation sub-dimension and.96 for the negativity sub-dimension. The internal consistency
coefficient of the Turkish form of the scale was found to be .75 for the negativity sub-dimension and .73
for the emotion regulation sub-dimension. In this study, the internal reliability coefficient for the total
scale was .51, whereas for the sub-dimensions, the variability sub-dimension was .62 and the emotion
regulation sub-dimension was .72.

Psychological Well-Being Scale

This scale was developed by Diener et al. (2009) to measure socio-psychological well-being and the
complementarity of existing well-being measures. The scale was adapted into Turkish by Telef (2013). The
internal consistency reliability coefficient of the Turkish form of the scale was calculated as .80. The
validity value of the scale is r= .86, according to the test-retest result. The scale consists of eight items,
and all items are positive. Answering the scale items is on a seven-point Likert scale; items are answered
on a scale of 1-7, ranging from "strongly disagree" (1) to "strongly agree" (7). High scores on the scale
indicate that the individual has many strengths and resources. In the internal consistency reliability
measurement carried out within the scope of this research, the Cronbach’s alpha reliability coefficient of
the entire scale was found to be .82.

Analysis of the Data
Before proceeding with the analysis of the data obtained from the research, the data were prepared

for the analysis process. For this purpose, extreme values and missing values in the dataset were identified
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and necessary adjustments were made. Skewness and kurtosis values were then examined to determine
whether the data showed a normal distribution. Skewness values range from .89 to 0.60, and kurtosis
values range from .9 to 1.2. Since both values are between -1.5 and +1.5 (Tabachnick & Fidell, 2013), the
data in this research show a normal distribution. The SPSS 26 program was used to analyze the data, and
the PROCESS Macro V.3.1 % program was used for mediation analysis. In the mediator effect analysis,
Spearman —Brown correlation analysis was first performed to examine the correlational relationships
between the variables. When the prerequisite criteria for the implementation of mediation analysis were
met, Hayes' Process analysis was carried out to reveal the mediator effect.

Findings

In this study, whether psychological well-being has a mediating role in the relationship between the
parent’s regulation of the child’s emotion and the child’s emotion regulation was examined by parallel
multiple mediator variable analysis. In the analysis, 5000 bootstrap samples were used, and the
predictions were evaluated within the 95% confidence interval that was free from bias and reflected the
corrected results. Correlation values between variables are presented in Table 1. Table 2 and Figure 1, the
results of the parallel multiple mediator variable analysis, which was conducted to test the mediating
effect of psychological well-being on the relationship between the parent’s regulation of the child’s
emotions and the child’s emotion regulation

When the correlational relationships between the variables of the study (parent's regulation of the
child's emotion, child's emotion regulation, psychological well-being variables) are examined in Table 1; it
appears that there is no statistically significant relationship between the parent’s regulation of the child
’s emotion and the child ’s emotion regulation (r= -.087; p= .088; p>.01). There is a low and positive
significant relationship between the parent’s regulation of the child’s emotions and psychological well-
being (r=.195; p=.000; p< .05). Accordingly, it is possible to say that as the parent’s psychological well-
being level increases, the parent’s child’s emotional regulation also increases, but the level of this increase
is low. Finally, it was determined that there was a low-level and negatively significant relationship
between the child’s emotion regulation and psychological well-being, one of the variables of the study
(r=-.105; p=0.040; p<.01).

Table 1.
Correlation Coefficients Between Parents’ Child’s Emotion Regulation, Child's Emotion Regulation, and
Psychological Well-Being

Variables 1 2 3

1. PRCE -.087 .195%*
2. CRE -.105*
3. PWS

PRCE (Parent's Regulation of Child's Emotion), CRE (Child's Regulation of Emotion), PWS (Psychological
Well-Being), *p< .05, **p< .01

Table 2, which includes the results of the mediation analysis, shows that the parent’s emotion
regulation (X) has a significant effect on the parent’s psychological well-being (M) (path a; B =.214, SH =
.06, t=3.90, p< .001, CI [.10, .32]). Parental emotion regulation explains approximately 3% (R2 = .038) of
the variation in psychological well-being. Table 2 shows the combined effects of the mediator variable,
psychological well-being (M) (path b), and the parent’s emotion regulation variable (X) (path c'), on the
outcome variable, the child’s emotion regulation (Y). Accordingly, psychological well-being significantly
affects the child’s emotion regulation (b path; B=-.140,SH=.03,t=-4.01, p<.001, Cl [-.21, -.07]). Parental
emotion regulation had a significant effect on child emotion regulation (path c'; B =-.128, SH =.038, t = -
3.35, p <.001, CI [-.20, -.05]). According to Table 3, the parent’s regulation of the child’s emotion and
psychological well-being explain approximately 8% (R? = .081) of the change in the child’s emotion
regulation. When the indirect effects were evaluated to determine whether they were statistically
significant or not, it was seen that the total effect (c — ¢') of the parent’s regulation of the child’s emotion
on the child’s emotion regulation through psychological well-being was significant (point estimate= - .03,
SH = .012, BCa ClI [-. 06, -.01]). In conclusion, these findings show that psychological well-being has a
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statistically significant mediating effect on the relationship between the parent’s child’s emotion
regulation and the child’s emotion regulation (Table 2 and Figure 1).

Table 2.

Results of Parallel Multiple Mediator Variable Analysis Regarding The Mediating Effect of Psychological
Well-Being on The Relationship Between The Parent’s Regulation of The Child’s Emotion and The Child’s
Emotion Regulation

Result Variables

Variables Psychological Well-being Child Emotion Regulation
B. S.H. p B. S.H. p

X (Parent's
regulation of a 214 .06 .0001 c' -.128 .038 .0009
child's emotion)
M (Psychological - b -140 035  .0001
well-being)
Still 35.34 2.214 42.02 1.958 .0000

R2=.038 R2=.081

F(1, 384) = 15.235; p< .001 F(2, 383) = 16.943; p< .001

As seen in Figure 1, the coefficient relationship between the parent’s regulation of the child’s emotions
and psychological well-being is significant (B=.21**, p<.01). The coefficient between psychological well-
being and the child’s emotion regulation also shows that the relationship is significant (B=-.14*, p<.01).
While the coefficient between the parent’s regulation of the child’s emotion and the child’s emotion
regulation is significant (B = -.16**, p<.01), when psychological well-being is taken as a mediating variable,
the coefficient remains significant, but the strength of the relationship decreases (B=-.13*), *p<.01). This
result shows that psychological well-being plays a mediating role in the relationship between the parent’s
regulation of the child’s emotion and the child’s emotion regulation.

R2=.033, p <.001

Psychological
well-being

21%* -.14 **

Parent's regulation of Child's regulation of

S :
child's emotion —»| his/her own emotion

c=-16**, (¢’ = -.13%%)

Figure 1. Mediating Effect of Psychological Well-being on The Relationship Between Parent’s Regulation
of Child’s Emotions and Child's Emotion Regulation

Discussion and Conclusion

In this research correlational relationships between variables were examined. It was concluded that
there is no significant relationship between the parent’s regulation of the child’s emotion and the child’s
emotion regulation, that there is a low and positive significant relationship between the parent’s
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regulation of the child’s emotion and psychological well-being, and that there is a low and negative
significant relationship between the child’s emotion regulation and psychological well-being has been
reached. When the literature on the subject is examined, although many studies have been conducted on
emotion regulation, no direct research has been found on the relationship between the parent’s
regulation of the child’s emotions and the relationship between the child’s emotion regulation and
psychological well-being. Research on emotion regulation is mostly aimed at testing the effect of the
parent’s age, emotional intelligence, and personality characteristics on the child’s emotion regulation
(Brannon, 2013; Bilge & Sezgin, 2021; Karas & Altun, 2022; Firat, 2020; Giiven, 2018; ince, 2020; Sille,
2016). In the study, no significant relationship was found between the parent’s regulation of his child’s
emotions and the child’s emotion regulation. This finding differs from other studies in the literature. This
finding can be interpreted as children’s emotion regulation skills begin to develop along with language
development in children around the age of three. Accordingly, parents have important support in the
child’s expression of himself through language (Thompson, 1994). However, as the child’s need for
autonomy prevails, some children may want to regulate their emotions on their own by ignoring their
parents and acting independently of them (Cole et al., 1994). What can be understood from this is that
although there are some differences in the emotional regulation of parents and children, parents’
emotional closeness, behavior, communication, and attitudes toward their children have important
effects (Huberty, 2012).

According to another finding obtained in the study, it was determined that the parent’s child’s emotion
regulation variable and the child’s emotion regulation variable showed a significant relationship with the
other variable in the study, psychological well-being. This finding can be explained by the fact that children
supported by their families develop emotional regulation skills and increase their psychological well-being
(Thompson & Calkins, 1996). In other words, by contributing to their children’s emotional regulation,
parents can positively affect their children’s social and emotional development and contribute positively
to increasing their psychological well-being. In Tuzgol-Dost et al.’s (2019) study, it was observed that
parents have a supportive effect on children feeling valuable, happy, and worthy of being loved. Another
study concluded that individuals who regulate their emotions positively have increased psychological
well-being (Gross & John, 2003). The existence of a significant relationship between emotion regulation
and psychological well-being is also important for mental health. A similar result was obtained in this
study. When the literature was examined, it was seen that there were various studies showing a significant
relationship between emotion regulation and psychological well-being (Duman, 2022; Farmar & Kashdan,
2012; Gross & Munoz, 2005; ince, 2020; Kayar, 2021).

The study also concluded that the parent’s regulation of his child’s emotions has a significant effect
on the child’s emotional regulation. As can be understood from here, it is possible to say that parents’
adequate development of emotion regulation skills plays an important role in children’s regulation of their
own emotions. If parents are inadequate in regulating their child’s emotions, children may have difficulty
regulating emotions. As a matter of fact, another study on this subject shows that there is a relationship
between mothers’ control of their children’s emotions and the child’s emotional regulation (Berlin &
Cassidy, 2003). Leland's (2014) study on preschool children showed that behaviors in which parents act
as role models help children to regulate and manage their emotions. In this regard, emotion regulation
skills can be acquired by taking the mother and father as models in the family (Dodge & Garber, 1991).
Likewise, parents use strategies and methods to regulate their children’s emotions. Similarly, in the study
conducted by Kalpidou et al. (2004), it was observed that children used the methods and techniques used
by their parents in the process of regulating their emotions. In particular, when mothers do not help their
children regulate their emotions and do not show the necessary sensitivity, some nativities may arise on
children. Morris et al. (2004), in their study on this subject, found that mothers’ failure to show the
necessary sensitivity in their children’s emotional regulation process had a negative impact on the
children. It has been stated that parents’ reflection of their feelings about any situation to their children
affects their emotion regulation skills. At this point, the psychological well-being of the parent emerges
as an important factor. Accordingly, parents with high psychological well-being pay more attention to
their children, meet their children’s needs, and value them more (Gross, 2014).
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In the last finding obtained in this research, it was concluded that psychological well-being played a
mediating role in the relationship between the parent’s regulation of the child’s emotion and the child’s
emotion regulation. This result is consistent with the results of various studies in the literature examining
the relationship between psychological well-being and emotion regulation (Ben-Zur, 2003; Karas & Altun,
2022). Accordingly, parents’ high levels of psychological well-being can help their children regulate their
emotions. Accordingly, in a study conducted by Karas and Altun (2022), they found that as the
psychological well-being levels of the parents of preschool children increase, the children’s emotion
regulation skills also increase, and therefore their emotion regulation problems decrease. Another study
concluded that emotion regulation, which has an important place in individuals’ lives, is also an important
factor that protects a person’s psychological well-being (John & Gross, 2004). There are also studies
showing that emotions can affect individuals’ psychological well-being. Ben-Zur (2003) stated that
individuals who experience positive emotions have higher psychological well-being, whereas individuals
who have difficulty regulating their emotions have lower psychological well-being (Ayan, 2019). In parallel
with this situation, in a study conducted by Karas and Altun (2022), they stated that when the
psychological well-being of parents with children in the preschool period increases, their children’s
emotional regulation also increases. It is possible to see that in various studies conducted by different
researchers on this subject, there is a significant relationship between psychological well-being and the
child’s emotional regulation (Atan, 2020; Karas & Altun, 2022; Kindiroglu & Ekici, 2019). This study showed
that psychological well-being played a mediating role in the relationship between the parent’s child’s
emotion regulation and the child’s emotion regulation. It is possible to say that this result is parallel to the
findings of studies in the literature. However, in terms of the variables studied, no studies have addressed
the parent’s regulation of their child’s emotions and the mediating role of psychological well-being in
regulating the child’s emotions, and studies generally focus on the parent’s own emotional regulation
(Altinel, 2018; Hajal & Paley, 2020; Havighurst & Kehoe, 2017; Kahraman & Alemdar, 2021; Rutherford et
al., 2015). In this regard, it is thought that the results obtained in the research can be an exemplary study
in the literature in terms of showing that psychological well-being has a mediating effect on parents’
regulation of their children’s emotions and children’s regulation of their own emotions, and therefore
may be helpful to experts working in the field of mental health.

This research has some limitations. First the quantitative research method was used in collecting data
on emotion regulation, and the qualitative method was not used. Another limitation of the study is that
the participant group consisted only of mothers, data were obtained only based on mothers’ opinions,
especially regarding children’s regulation of their own emotions, and no measurements were taken from
the children. As suggestions for future research within the findings obtained from this study, this study
was conducted only with mothers, with an emphasis on the primary caregiver. In another future study,
the effect of fathers on children’s emotion regulation process can be investigated. This research was
conducted on preschool children. Another study could be conducted on young people in adolescence,
when many developmental changes occur and emotional regulation is of particular importance.
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Tiirkge Siirimui

Giris

Gundelik yasamda bireylerin davranislari ve tepkilerinin sekillenmesinde, duygular 6nemli bir role
sahiptir. Ozellikle karsilagilan olay ve durumlarda, duygulari diizenleyebilme becerisi erken yaslardan
itibaren gelistirilmesi beklenen yasam becerilerinden biri olarak kabul grmustir. Duygu diizenleme tanim
olarak, bireylerin duygusal bir uyarici ile karsi karsiya kaldiklarinda, baglama uygun bir bicimde kendi
duygusal durumunu diizenleyebilme becerisi olarak ifade edilmektedir (Eisenberg & Spinrad, 2004, s. 336-
338). Duygu diizenlemenin okul 6ncesi donemde bilissel ve sosyal gelisimle birlikte gelismesi
beklenmektedir. Buna gore okuléncesi donemde duygu dizenleme becerilerinin gelismesi ¢ocuklarin
sosyal yasamlarini ve akranlari ile iletisimini olumlu anlamda etkilemektedir (Bronson, 2000; Cole vd.,
1994).

Okul oncesi donemde c¢ocuklarin duygularini tanima, anlama ve ifade etmeleri ile duygu
diizenlemelerinde ebeveynler kilit 5neme sahiplerdir. Ebeveynler bu kritik evrede eger cocuklarinin duygu
diizenleme becerisi gelistirmesine yeterince katki saglamazlarsa ¢ocuklarda bazi uyum sorunlari ortaya
cikabilir. Bu siirecte ebeveynler ¢ocuklarina model olarak veya 6rnek almalarini saglayici gesitli davraniglar
sergileyerek ¢ocuklarina duygu ve davranislarini nasil diizenleyeceklerini 6gretebilirler (Leland, 2014). Bu
baglamda 6zellikle ebeveyn ve gocuk arasindaki iliskide, ebeveyn davraniglarinin gocugun gelisimi ve
duygu dizenlemesi lizerinde 6nemli etkide oldugu gorilmustir (Kagitcibasi vd., 2001). Bu konuda yapilan
cesitli arastirmalarda da; annenin duyarliligi ile ¢ocuklarin duygu dizenlemesi arasinda anlamli diizeyde
iliskinin oldugu (Metin, 2010), annelerin annelik tutumlari ve empatik egilimleri ile ¢ocuklarin duygu
diizenlemeleri arasinda da anlamli bir iliskinin oldugu (Kurbet, 2010) ve ayrica annelerin olumlu ebeveynlik
davranislarinin ¢ocuklarin duygu diizenlemeleri Gizerinde (Atan, 2020) 6nemli etkisinin oldugu tespit
edilmistir. Bu konuda Marroquin ve digerleri (2017) yaptiklari arastirmada, duygu diizenleme giigliiklerinin
bireylerin psikolojik iyi oluslari ile iliskili oldugunu bulmuslardir. Bir baska calismada ise bireylerin
duygularini diizenlemelerinin yani sira bireylerde olusan farkh duygularin nedenlerinin de ortaya
konulmasinin gerekliligi ifade edilmistir (Thomson & Calkins, 1996). S6z konusu bu arastirmalar ¢ocugun
kendi duygusunu diizenlemede ebeveynin etkisinin ve rehberliginin 5nemini géstermektedir. Alan yazinda
ver alan c¢esitli arastirmalara gore, okul 6ncesi donemde duygu diizenleme becerileri gelismis olan
¢ocuklar daha az problemli davranislar gostererek ebeveynleriile daha iyi iliski kurmakta (Apaydin-Demirci
vd., 2020), duygu diizenleme becerilerinde yetersiz olanlar ise ¢esitli davranis problemleri
sergilemektedirler (Eisenberg & Fabes, 1992). Buna gére duygularini dizenlemekte zorlanan ¢ocuklarda;
duygularini fark edememe, duygularina anlam verememe, olumsuz duygular yasadiklarinda durtilerine
boyun egme ve asiri tzilme gibi durumlarin yani sira amacina uygun davranamama gibi cesitli sorunlar
ortaya cikmaktadir (Gratz & Roemer, 2004).

Ebeveynler ¢ocuklarin duygu diizenleme siirecinde 6nemli bir role sahiplerdir. Bu siirecte ebeveynler
cocuklarinin duygularini dizenlemeye destek olurken gocuklarina karsi sefkat, destek, giivenlik ve degerli
hissetme ihtiyaglarini karsilayarak 6nemli gorevleri de tUstlenmektedirler (Furman & Buhrmester, 1985).
Buna gore cocuklarina karsi destekleyici ve sicak davranan ebeveynler, cocuklarinin daha yapici ydonde
duygu dizenleme becerileri gelistirmelerine katkida bulunurlar (Eisenberg vd., 1998). Ebeveynin bu
yaklasimi ¢ocugun duygularini diizenlemesi, fark etmesi, tanimlamasi ve bakim veren kisinin rehberlik
etmesi (Kahraman & Tanrikulu, 2019; Morris vd., 2007) olarak agiklanmaktadir. Ebeveynlerin ¢cocuklarinin
duygu dizenlenmelerinde ve kendilerini iyi hissetmelerinde psikolojik iyi olusun da 6nemli etkisinin
oldugu disinllmektedir. Buna gore ebeveynlerin psikolojik iyi olma durumlari ¢ocuklarin psikolojik iyi
oluslarini 6nemli derecede etkilemektedir (Fox & Calkins, 2003). Clnki psikolojik iyi olus diizeyi yiiksek
anne babalar g¢ocuklarini 6vmekte, disiincelerine saygl gostermekte, ihtiyaglarini dikkate almaktadir.
Dolayisiyla bu tir davranislar gocuklarin kendilerini ifade etmelerine ve duygu diizenleme becerilerini
desteklemektedir (Gross, 2014). Bu konudaki ¢esitli arastirmalar incelendiginde 6zellikle annelerin duygu
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diizenleme becerilerinin cocuklarin duygu diizenlemeleri tizerinde dnemli etkisinin oldugu gorilmektedir.
Bu arastirmalarda ebeveynlerin gocuklarina duygu duzenleyici davranislari 6gretmelerinin ¢ocuklarin
duygularini yonetmeleri Gzerindeki olumlu etkisi vurgulanmaktadir (Leland, 2014). Berlin ve Cassidy
(2003) bu konuda yaptiklari bir arastirmada annelerin ¢ocuklarina yonelik duygularini kontrol
edememelerinin ¢ocuklarinin  duygu dizenleme becerileri Uzerinde olumsuz etkide oldugunu
saptamislardir. Ayrica annenin ¢ocugunun duygu diizenlemesi ile gocugun duygu diizenlemesi arasindaki
iliskiye yonelik yapilan arastirmalarda da ¢ocugun duygu diizenlemesi ile annenin baglanma stili ve bazi
kisilik ozellikleri arasinda iliskinin oldugu sonucuna ulasiimistir (Bilge & Sezgin, 2021; Kahraman &
Alemdar, 2021). Bu konuda yapilan diger bazi arastirmalarda ise ebeveynlerin psikolojik iyi oluslari ile
gocuklarin duygu diizenlemesi arasinda anlamli bir iliskinin oldugu tespit edilmistir (Atan, 2020; Karas &
Altun, 2022; Koca, 2019).

Psikolojik iyi olus; bireylerin yasantisindaki doyum sonucunda ortaya gikan bir mutluluk duygusu (Ryff,
1989), bireylerin hayatindaki potansiyeli ve amaglarina yonelik farkindalik durumu ile baskalariyla saghkli
sekilde etkilesim kurma olarak tanimlanmaktadir (Ryff & Keyes, 1995). Ebeveynlerin ¢ocuklarinin duygu
dizenlemelerinde ebeveynin kendi psikolojik iyi olusu olduk¢a 6nem tasimaktadir (Gotmann vd., 1996).
Diger yandan ebeveynler ¢ocuklarinin duygularini diizenleme siirecinde onlarin duygularini kabul edip
etkili yanit verdiklerinde gocuklar kendi duygularini diizenlemeyi daha kolaylikla gergeklestirebilmekte; bu
durumun tam tersine c¢ocuklar duygulari 6nemsenmediginde ya da kabul edilmediginde ise duygu
diizenlemede gigliik cekmektedirler (Pektas, 2015). Bu agidan okul 6ncesindeki ¢ocuklarin duygularini
diizenlemelerinde ebeveynler tarafindan desteklenmelerinin 6nemi gz énine alinarak, bu arastirmada
okul 6ncesi donemde ¢ocugu olan ebeveynlerin ¢ocuklarinin duygusunu diizenlemesi ile cocugun kendi
duygusunu diizenlemesi arasindaki iliskide psikolojik iyi olusun araci roliiniin incelenmesi amaglanmistir.
Bu genel amag dogrultusunda arastirmada yanit aranan arastirma problem climleleri soyledir:

1. Okul 6ncesinde 3-6 yas arasl ¢ocugu olan annelerin duygu diizenlemesi ile ¢gocugunun duygu
diizenlemesi ve ebeveynlerin psikolojik iyi olusu arasinda anlamli iliski var midir?

2. Okul 6ncesi 3-6 yas arasi cocugu olan annelerin duygu diizenlemesi ile cocugun duygu diizenlemesi
arasindaki iliskide psikolojik iyi olusun araci rolt var midir?

Yontem

Bu arastirma iliskisel tarama modelinde nicel bir ¢alismadir (Karasar, 2020). Arastirmanin ¢alisma
grubunu, 3-6 yas arasi cocugu olan toplam 386 anne olusturmustur. Arastirmanin katihmcilarina uygun
(kolayda) érnekleme yontemi ile ulasilmistir. Bu kapsamda Tirkiye’nin farkli illerinde ikamet eden 386
annevye ulasilmistir. Verileri toplama siirecinde, dncelikle arastirmanin yapilabilmesi icin istanbul Medipol
Universitesi Sosyal Bilimler Bilimsel Arastirmalar Etik Kurulundan etik kurul izni alinmistir (Tarih:
09.06.2022, Karar No: 70). Ardindan katilimcilara ulasabilmek amaciyla bilgilendirilmis onam formu ve
diger 6lgme araglari gevrimigi uygulama yoluyla yanitlanabilir forma donustirilerek, cevrimici platformda
yayinlanmigstir. Arastirmanin verileri Mayis 2022 ve Haziran 2022 aylari arasinda toplanmistir.

Arastirmanin katilimcilariyla ilgili demografik bilgilere iliskin elde edilen sonuglar incelendiginde,
annelerin yaslari 21 ile 45 arasinda degismekte olup ve yas ortalamasi ise 29.8’dir. Ogrenim durumlari
bakimindan annelerin %36.5’inin Universite mezunu (n= 141), % 4.1’inin ilkokul (n= 93), %15.8’inin
ortaokul (n= 61), %13.7’sinin ise lise (n= 53), % 6.2’sinin lisanslstl (n= 24), % 3.6’sinin ise okur-yazar
olmadigi (n=14) gorilmustlr. Annelerin meslekleri incelendiginde %59.8’inin ev hanimi oldugu (n= 231),
%31.3’tUnln kamuda calistigl (n=121), %19’unun 6zel sektorde galistigi (n= 17) ve geri kalan %15’inin ise
diger secenegini (n= 15) isaretledikleri tespit edilmistir. Arastirmaya katilan annelerin gocuklarinin yaslari
incelendiginde annelerin %26.9’unun 6 yasinda (n= 104), %25.9’'unun 5 yasinda (n= 100), %22.8’inin 4
yasinda (n= 88), %24.4’Unln ise 3 yasinda (n= 94) cocuklarinin oldugu saptanmistir. Cocuklarin egitim
durumlarina iliskin ise, % 48.7’sinin evde oldugu yani herhangi bir egitim kurumuna devam etmedigi (n=
188), % 24.1’nin anaokuluna (n= 93), % 14.5’inin anasinifina (n= 56), %12.7’sinin ise krese (bakimevi) (n=
49) devam ettigi gérilmustir.
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Veri Toplama Araglan
Anne-Baba Duygu Diizenleme Olgegi

Bu olgek, Pereira ve digerleri (2017) tarafindan 3 ile 15 yas arasinda gocugu olan ebeveynlerin
kendilerine ve gocuklarina karsi olumsuz duygularin diizenlemesini saglamak amaciyla gelistirilmistir.
Olgegin orijinal formunda; ebeveynin cocugunun duygularini anlamasi, ebeveynin ¢ocugun duygularindan
kacinmasi, ebeveynin ¢ocugun duygusal kontrolinin olmamasi, ebeveynin g¢ocugun ve kendisinin
duygularini kabul etmesine yonelik 4 alt dlgek yer almaktadir. Toplam 20 maddeden olusan 6lgegin
maddeleri yanitlanirken begli likert tipi derecelendirme kullaniimaktadir. Olgegin Tiirkce uyarlamasi Ahgi
ve digerleri (2020) tarafindan yapilmistir. Olgegin Tiirkce formunda toplam 13 madde ve 3 alt faktér (anne
babanin ¢ocugunun olumsuz duygularindan kaginmasi, anne babanin ¢ocugunun duygularina yénelimi,
anne babanin ¢ocugun ve kendi duygularini kabul etmesi) yer almaktadir. Olgegin orijinal formunda;
glvenirlik katsayisi .79 ve alt 6lgeklerin i¢ tutarlilk katsayilari ise sirasiyla ebeveynin ¢ocugun duygularini
yonlendirmesi.79, ebeveynin c¢ocugun duygularindan kaginmasi .73, ebeveynin duygu kontrolini
saglayamamasi .69 ve ebeveynin kendinin ve ¢ocugunun duygusunu kabul etmesi .62 olarak bulunmustur.
Yapi gegerliligi icin ise bu 6lgegin alt boyutlarinin Cocuklar i¢in Olumsuz Duygular Olgegi (CCNES) ile iliskisi
incelenmis olup, .15 ile .45 arasinda degisen korelasyon katsayilarina ulasiimistir. Tiirkge formunda ise
guvenirlik katsayisi .76 bulunmustur. Alt dlgeklere ait glivenirlik katsayilari degerleri, sirasiyla .78, .79, .75
ve .73 bulunmustur. Bu arastirmada toplam 6lgege ait Cronbach Alfa glivenirlik kat sayisi .51 ; alt 6lgekler
icin ise siraslyla anne babanin ¢gocugunun olumsuz duygularindan kaginmasi .62, anne babanin ¢ocugunun
duygularina yonelimi .75, anne babanin ¢ocugun ve kendi duygularini kabul etmesi .55 olarak
hesaplanmistir.

Duygu Diizenleme Ol¢cegi (DDO)

Bu Olgek Shields ve Cicchetti (1997) tarafindan okul ¢agindaki ve okul &ncesindeki g¢ocuklarin
duygularini gevreye gore dizenlemesini 6lgmek amaciyla gelistirilmistir. Batum ve Yagmurlu (2007)
tarafindan Turkge’ye uyarlamasi yapilan élgek, duygu diizenleme ve degiskenlik (olumsuzluk) 6lcegi olmak
Uzere iki alt 6lcekten olusmaktadir. Toplam 24 maddenin yer aldigi 6lgekte, maddelerin yanitlanmasi
dértlii likert tipinde gerceklesmektedir. Olgek, cocuklarin ebeveynleri ya da 6gretmenleri tarafindan
doldurulmaktadir. Olcegin degerlendirilmesinde dlgekten diisiik puan alan gocuklarin duygu diizenleme
becerilerinin diisiik oldugu; yiiksek puan alan ¢ocuklarin ise duygu diizenleme becerilerinin yiiksek oldugu
seklinde degerlendirme yapilmaktadir. Olgegin orijinal formundaki i¢ tutarlilik katsayisi duygusal
duzenleme alt boyutu .83 iken, degiskenlik (olumsuzluk) alt boyutu igin ise .96 olarak bulunmustur.
Olgegin Tirkge formuna ait i¢ tutarlilik katsayisi degiskenlik (olumsuzluk) alt boyutu igin .75, duygu
diizenleme alt boyutu icin ise .73 olarak bulunmustur. Bu arastirmada ise toplam 6lgege ait i¢ glivenirlik
kat sayisi .51 iken alt boyutlar icin ise degiskenlik alt boyutu .62, duygu diizenleme alt boyutu .72 olarak
elde edilmistir.

Psikolojik Iyi Olus Olgegi

Bu olgek Diener ve digerleri (2009) tarafindan sosyo-psikolojik iyi olusu 6lgmek ve mevcut iyi olus
dlgiimlerinin tamamlayiciligini 8lcmek amaciyla gelistirilmistir. Olgek, Telef (2013) tarafindan Tiirkce’ye
uyarlanmistir. Olgegin Tiirkce formuna ait i¢ tutarlilik giivenirlik katsayisi .80 olarak hesaplanmistir. Olgegin
gecerlilik degeri ise test tekrar test sonucuna gore r= .86’ dir. Olgek 8 maddeden olusup biitiin maddeler
olumludur. Olgek maddelerinin yanitlanmasi yedili likert tipindedir; maddelere “kesinlikle katiimiyorum”
(1) ile “kesinlikle katiliyorum” (7) seklinde 1-7 puan arasinda cevap verilmektedir. Olgekten alinan yiiksek
puanlar, bireyin bir¢cok glic ve kaynaga sahip oldugu anlamina gelmektedir. Bu arastirma kapsaminda
gerceklestiren ig tutarhhk glivenirligi dlciminde, tim olgege ait Cronbach Alfa gilivenirlik katsayisinin .82
oldugu gorilmastar.

Verilerin Analizi

Arastirmadan elde edilen verilerin analiz islemine gegmeden Once, verilerin analiz slirecine hazir hale
getirilmesi islemi gerceklestirilmistir. Bu amagla, veri setindeki u¢ degerler ve kayip degerler tespit edilerek
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gerekli diuzenlemeler gergeklestirilmistir. Daha sonra verilerin normal dagihm gosterip gostermedigini
belirlemek tzere Carpiklik (Skewness) ve Basiklik (Kurtosis) degerleri incelenmistir. Carpiklik degerleri -
.89 ile 0.60 arasinda olup, Basiklik degerleri ise .9 ile 1.2 arasinda degismektedir. Her iki deger de -1.5ile
+1.5 arasinda (Tabachnick & Fidell, 2013) oldugu icgin, bu arastirmadaki veriler normal dagilim
géstermektedir. Verilerin analizinde ise SPSS 26 programi ve aracilik analizi i¢in ise PROCESS Macro V.3.1%
programi kullanilmistir. Araci etki analizinde oOncelikle degiskenler arasindaki korelasyonel iliskileri
incelemek {izere Spearman-Brown Korelasyon analizi yapiimistir. On kosul olarak aracilik analizinin
uygulanabilme kriterlerinin saglandig1 goéruldigiinde ise, araci etkisini ortaya ¢ikarmak lizere Hayes’in
Process analizi uygulanmistir.

Bulgular

Bu arastirmada, ebeveynin ¢ocugunun duygusunu dizenlemesi ile ¢ocugun duygu dizenlemesi
arasindaki iliskide psikolojik iyi olusun araci rolii olup olmadigi Paralel Coklu Araci Degisken Analizi ile
incelenmistir. Yapilan analizde, 5000 bootstrap érneklemesi kullaniimis ve tahminler yanlilik hatasindan
arindirilmis ve dizeltilmis sonuglari yansitan %95 given araliginda degerlendirilmistir. Tablo 1’de
degiskenler arasindaki korelasyon degerleri sunulmustur. Tablo 2 ve Sekil 1’de ise, ebeveynin ¢gocugunun
duygusunu dizenlemesi ile cocugun duygu diizenlemesi arasindaki iliskide psikolojik iyi olusun araci
etkisini sinamak Uzere yapilan Paralel Coklu Araci Degisken Analizi sonuglarina yer verilmistir.

Tablo 1'de arastirmanin degiskenleri (ebeveynin ¢ocugun duygusunu dlzenlemesi, cocugun
duygusunu diizenlemesi, psikolojik iyi olus degiskenleri) arasindaki korelasyonel iliskiler incelendiginde;
ebeveynin ¢ocugun duygusunu diizenlemesi ile gocugun duygu diizenlemesi arasinda istatistiksel olarak
anlamh bir iliski olmadigi gorilmektedir (r= -.087; p= .088; p> .01). Ebeveynin ¢ocugun duygusunu
duzenlemesi ile psikolojik iyi olus arasinda ise disiik diizeyde ve pozitif yonde anlamli iliski mevcuttur (r=
.195; p= .000; p< .05). Buna gore ebeveynin psikolojik iyi olus diizeyinde artis yasandik¢a ebeveynin
¢ocugun duygu diizenlemesinde de artisin yasandigi ancak bu artis diizeyinin diisiik oldugunu séylemek
mimkinddr. Son olarak, arastirmanin degiskenlerinden ¢ocugun duygusunu diizenlemesi ile psikolojik iyi
olus arasinda ise dislik diizeyde ve negatif yonde anlamliiliski oldugu belirlenmistir (r=-.105; p=0.040; p<
.01).

Tablo 1.
Ebeveynin Cocugun Duygusunu Diizenlemesi, Cocugun Duygu Diizenlemesi ve Psikolojik lyi Olus Arasindaki
Korelasyon Katsayilari

Degiskenler 1 2 3
1. ECDD 1 -.087 .195%**
2.¢CDD 1 -.105*
3.Pi0 1

ECDD (Ebeveynin Cocudun Duygusunu Diizenlemesi), ¢DD (Cocudun Duygusunu Diizenlemesi), PiO
(Psikolojik lyi Olus), *p< .05, **p < .01

Aracilik analizine iliskin sonuglarin yer aldigi Tablo 2 incelendiginde, ebeveynin duygu diizenlemesinin
(X), ebeveynin psikolojik iyi olusu (M) Gzerinde anlamli diizeyde etkisinin oldugu gortlmustur (a yolu; B =
.214,SH = .06, t=3.90, p<.001, CI [.10, .32]). Ebeveynin duygu diizenlemesi, psikolojik iyi olustaki degisimin
yaklasik %3’tinii (R?= .038) aciklamaktadir. Tablo 2’de araci degisken olan psikolojik iyi olus (M) (b yolu) ile
ebeveynin duygu dizenlemesi degiskeninin (X) (¢’ yolu), sonug degiskeni olan ¢ocugun duygu diizenlemesi
(Y) Gzerindeki birlikte etkileri yer almaktadir. Buna gore psikolojik iyi olus, cocugun duygu dizenlemesini
anlaml dizeyde etkilemektedir (b yolu; B= -.140, SH= .03, t= -4.01, p< .001, CI [-.21, -.07]). Ebeveynin
duygu diizenlemesinin, cocugun duygu dizenlemesi Gzerinde anlamli etkisi vardir (¢’ yolu; B=-.128, SH=
.038, t= -3.35, p< .001, CI [-.20, -.05]). Tablo 3’e gére ebeveynin gocugun duygusunu diizenlemesi ve
psikolojik iyi olus, cocugun duygu diizenlemesindeki degisimin yaklasik %8’ini (R%= .081) aciklamaktadir.
Dolayl etkilerin istatistiksel agidan anlamli olup olmadigi degerlendirildiginde, ebeveynin gocugun
duygusunu diizenlemesinin psikolojik iyi olus araciligiyla gocugun duygu diizenlemesi lzerindeki toplam
etkisinin (c — ¢’) anlamh oldugu gorilmustir (nokta tahmin= -.03, SH=.012, BCa CI [-.06, -.01]). Sonug
olarak bu bulgular, ebeveynin ¢ocugunun duygu diizenlemesi ile cocugun duygu diizenlemesi arasindaki
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iliskide psikolojik iyi olusun istatistiksel olarak anlamli aracilik etkisinin oldugunu géstermektedir (Tablo 2
ve Sekil 1).

Tablo 2.
Ebeveynin Cocugun Duygusunu Diizenlemesi ile Cocu§un Duygu Diizenlemesi Arasindaki iliskide Psikolojik
lyi Olusun Araci Etkisine iliskin Yapilan Paralel Coklu Araci Dedisken Analizi Sonuglari

Sonug Degiskenleri

Degiskenler Psikolojik iyi Olus Cocugun Duygu Diizenlemesi

B SH p B SH p
X (Ebeveynin
Gocugun a 214 06 0001 ¢ ~128 038 .0009
Duygusunu

Diizenlemesi)
M (Psikolojik lyi

b -.140 .035 .0001
Olus)
Sabit 35.34 2.214 42.02 1.958 .0000
R2=.038 R2=.081
F(1, 384)=15.235; p<.001 F(2, 383)=16.943; p< .001

Sekil 1’de gorildiigu Gzere ebeveynin cocugun duygusunu dizenlemesi ve psikolojik iyi olus arasindaki
katsayi iliskisi anlamhdir (B=.21**, p< .01). Psikolojik iyi olus ve ¢ocugun duygu dizenlemesi arasindaki
katsayi da, iliskinin anlamli oldugunu gostermektedir (B= -.14*, p< .01). Ebeveynin ¢ocugun duygusunu
dizenlemesi ile gocugun duygu dizenlemesi arasindaki katsayi anlamli iken (B=-.16**,p< .01), psikolojik
iyi olus araci degisken olarak alindiginda katsayi anlamli olmaya devam etmektedir ancak iligkinin glict
azalmistir (B= -.13**, p< .01). Elde edilen bu sonug, ebeveynin ¢ocugun duygusunu dizenlemesi ile
cocugun duygusunu diizenlemesi iliskisinde psikolojik iyi olusun araci rolii oldugunu géstermektedir.

R2= 033, p<001

Psikolojik lyi Olus

21**

_14%*
Ebeveynin Cocugunun Cocugun Duygu
Duygu Diizenlemesi — Duzenlemesi
c=-16** (¢’ =-13**)

Sekil 1. Ebeveynin Cocudun Duygusunu Diizenlemesi ile Cocugun Duygu Diizenlemesi Arasindaki lliskide
Psikolojik Iyi Olusun Araci Etkisi

Tartisma ve Sonug

Bu arastirmada oOncelikle degiskenler arasindaki korelasyonel iliskiler incelenmistir. Ebeveynin
cocugunun duygusunu diizenlemesi ile cocugun duygu diizenlemesi arasinda anlaml bir iliskinin olmadig,
ebeveynin ¢ocugun duygusunu diizenlemesi ile psikolojik iyi olus arasinda diislik diizeyde ve pozitif yonde
anlamli iliski oldugu ve ¢ocugun duygu diizenlemesi ile psikolojik iyi olus arasinda ise disik dizeyde ve
negatif yonde anlamli iliski oldugu sonucuna ulasiimistir. Konuyla ilgili alan yazin incelendiginde duygu
diizenlemeyle ilgili birgok calismanin yapildigi gérilmesine ragmen ebeveynin ¢ocugunun duygusunu
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dizenlemesi ve gocugun duygu diizenlemesi ile psikolojik iyi olug arasindaki iliskiye yonelik direkt yapilmig
herhangi bir arastirmaya rastlaniimamistir. Duygu diizenlemeyle ilgili arastirmalarin daha ¢ok ebeveynin
yasl, duygusal zekasi ve kisilik 6zelliklerinin gocugun duygu dizenlemesi lizerindeki etkisini sinamaya
yonelik oldugu gériilmistir (Bilge & Sezgin, 2021; Brannon, 2013; Firat, 2020; Giiven, 2018; ince, 2020;
Karas & Altun, 2022; Sille, 2016). Arastirmada ebeveynin ¢ocugunun duygusunu diizenlemesi ile gocugun
duygu diizenlemesi arasinda anlamli bir iliski bulunamamistir. Bu bulgu alan yazindaki ¢alismalardan
farklilik gostermektedir. Elde edilen bu bulgu, ¢ocuklarda yaklasik ti¢ yaslarinda ¢ocuklarin dil gelisiminin
gelismesiyle birlikte gocuklarin duygu diizenleme becerilerinin gelismeye baslamasiyla yorumlanabilir.
Buna gore dil araciligiyla ¢ocugun kendisini ifade etmesinde ebeveynlerin 6nemli bir destegi
bulunmaktadir (Thompson, 1994). Ancak g¢ocugun ozerklik ihtiyacinin agir basmasiyla bazi g¢ocuklar
duygularini diizenlerken ebeveynlerini yok sayarak, onlardan bagimsiz davranarak kendi baslarina duygu
diizenlemek isteyebilirler (Cole vd., 1994). Buradan da anlasilacagi tzeri ebeveyn ve ¢ocuklarin duygu
diizenlemesinde bazi farkliliklar gérilmesine ragmen ebeveynlerin cocuklarina karsi duygusal yakinliklari,
davranislari, iletisimleri ve onlara karsi tutumlarinin 6nemli etkileri bulunmaktadir (Huberty, 2012).

Arastirmada elde edilen bir baska bulguya gore, ebeveynin ¢ocugun duygusunu diizenleme degiskeni
ve ¢ocugun duygu diizenlemesi degiskeninin, arastirmadaki diger degiskeni psikolojik iyi olus ile anlamh
iliski gosterdigi tespit edilmistir. Bu bulgu, aileleri tarafindan desteklenen gocuklarin duygu diizenleme
becerilerinin gelistigi ve psikolojik iyi oluslarinin artmasi (Thompson & Calkins, 1996) ile agiklanabilir. Yani
ebeveynler ¢ocuklarinin duygu dizenlemesine katkida bulunarak onlarin sosyal ve duygusal gelisimlerini
olumlu yonde etkileyerek ayni zamanda onlarin psikolojik iyi oluslarinin da artirmasinda olumlu katkida
bulunabilmektedirler. Tuzgol-Dost ve digerlerinin (2019) calismasinda cocuklarin kendilerini degerli
hissetmeleri, mutlu olmalarinda ve sevilmeye deger hissetmelerinde ebeveynlerin destekleyici etkisinin
oldugu gorilmuigstir. Yapilan bir baska ¢alismada duygusunu olumlu yonde dizenleyen bireylerin
psikolojik iyi oluslarinin arttigl sonucuna ulasilmistir (Gross & John, 2003). Duygu diizenleme ile psikolojik
iyi olus arasinda anlamli bir iliskinin olmasi ruh saghigi acisindan da énemlidir. Bu arastirmada da benzer
bir sonug elde edilmistir. Alan yazin incelendiginde de benzer bicimde duygu diizenleme ile psikolojik iyi
olus arasinda anlamli bir iliskinin oldugunu gosteren cesitli ¢alismalarin mevcut oldugu goértlmustir
(Duman, 2022; Farmar & Kashdan, 2012; Gross & Munoz, 2005; ince, 2020; Kayar, 2021).

Arastirmada ayrica ebeveynin ¢ocugunun duygusunu diizenlemesinin, cocugun duygu dizenlemesi
izerinde anlaml etkisinin oldugu sonucuna ulasiimistir. Buradan da anlasilacagi tizere ebeveynlerin duygu
diizenleme becerilerini yeterli diizeyde gelistirmelerinin, ¢ocuklarin kendi duygularini diizenlemede
onemli bir rolde oldugunu séylemek miimkindir. Eger ebeveynler gocugunun duygusunu diizenlemede
yetersiz kalirlarsa, bu durumda gocuklar duygu diizenlemede zorlanabilirler. Nitekim bu konuyla ilgili
yapilan bir baska calismada annelerin ¢ocuklarinin duygularini kontrol etmesi ile ¢cocugun duygu
diizenlemesi arasinda iliskinin oldugunu gostermektedir (Berlin & Cassidy, 2003). Leland’in (2014) okul
oncesi ¢ocuklari lizerinde yaptigi arastirmada ise ebeveynlerin rol model oldugu davranislarin, gocuklarin
duygu diizenleme davranislari ve duygularini ydnetmelerine yardimci oldugunu gostermistir. Bu bakimdan
duygu dizenleme becerisi ailede anne ve babanin model alinmasiyla kazanilabilmektedir (Dodge &
Garber, 1991). Ayni sekilde ¢ocuklarin duygularini diizenlerken ebeveynler de bazi strateji ve yontemleri
kullanmaktadirlar. Buna benzer olarak Kalpidou ve digerlerinin (2004) yaptigi ¢alismada cocuklarin
duygularini dizenleme siirecinde ebeveynlerinin kullandiklari yontem ve teknikleri kullandiklari
gorilmistiir. Ozellikle annelerin gcocuklarinin duygu diizenlemesine yardimci olmayip gereken hassasiyeti
gostermedigi durumlarda, ¢ocuklar tizerinde bazi olumsuzluklar ortaya ¢ikabilmektedir. Nitekim Morris ve
digerleri (2004) bu konuyla ilgili gerceklestirdikleri arastirmada, annelerin gocuklarinin duygu diizenlemesi
sirecinde gereken hassasiyeti gostermemelerinin ¢ocuklar lzerinde olumsuz bir etki yarattigini
saptamislardir. Ozellikle ebeveynin herhangi bir durumla ilgili hissettiklerini ¢ocuklarina yansitmalarinin
onlarin duygu diizenleme becerilerini etkiledigi ifade edilmistir. iste bu noktada ebeveynin psikolojik iyi
olusu énemli bir etmen olarak karsimiza ¢ikmaktadir. Buna gore psikolojik iyi olusu yliksek olan anne
babalar, cocuklariyla daha fazla ilgilenmekte, ¢ocuklarinin ihtiyaclarini gidermekte ve onlara daha fazla
deger vermektedirler (Gross, 2014).
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Bu arastirmada elde edilen son bulguda ise, ebeveynin gocugunun duygusunu diizenlemesi ile gocugun
duygu dizenlemesi arasindaki iliskide psikolojik iyi olusun araci rolde oldugu sonucuna ulagiimistir.
Arastirmadan elde edilen bu sonug alan yazindaki psikolojik iyi olus ile duygu diizenleme arasindaki iliskiyi
ele alan gesitli arastirma sonuglariyla tutarhlik gostermektedir (Ben-Zur, 2003; Karas & Altun, 2022). Buna
gore ebeveynlerin psikolojik iyi oluslarinin yiksek diizeyde olmasi ¢ocuklarinin duygu diizenlemelerinde
onlara yardimci olabilmektedir. Buna gore Karas ve Altun (2022) yaptiklari bir arastirmada, okul éncesi
donemdeki ¢ocuklarin ebeveynlerinin psikolojik iyi olus dizeyleri arttikga ¢ocuklarin duygu diizenleme
becerilerinin de arttigini ve dolayisiyla duygu dizenleme problemlerinin de azaldigini saptamislardir.
Yapilan bir baska arastirmada ise bireylerin hayatlarinda 6nemli bir yere sahip olan duygu diizenlemenin,
ayni zamanda kisinin psikolojik iyi olus halini de koruyan énemli faktér oldugu sonucuna varilmistir (John
& Gross, 2004). Ayrica duygularin da bireylerin psikolojik iyi olusu Gzerinde etki edebilecegini gésteren
arastirmalar da mevcuttur. Ben-Zur (2003) yaptigl arastirmada, olumlu duygulari yasayan bireylerin
psikolojik iyi oluslarinin daha yiiksek oldugu, duygularini diizenlemekte zorlanan bireylerin ise psikolojik
iyi oluslarinin daha distk oldugunu belirtmistir (Ayan, 2019). Bu duruma paralel olarak Karas ve Altun
(2022) tarafindan yapilan bir arastirmada da okul 6ncesi ddnemde gocugu olan ebeveynlerin psikolojik iyi
oluslar arttiginda ¢ocuklarinin duygu diizenlemelerinin de arttigini ifade etmislerdir. Farkli arastirmacilar
tarafindan bu konuda yapilan gesitli arastirmalarda da psikolojik iyi olus ile gocugun duygu diizenlemesi
arasinda anlamli bir iliskinin oldugu sonucuna ulasildigini gormek mimkindur (Atan, 2020; Karas & Altun,
2022; Kindiroglu & Ekici, 2019). Sonug olarak bu arastirmada ebeveynin ¢cocugunun duygu diizenlemesi
ile cocugun duygu diizenlemesi arasindaki iliskide psikolojik iyi olusun araci rolde oldugu gorilmustir. Elde
edilen bu sonucun alan yazindaki ¢alismalarin bulgulariyla paralellik gésterdigini séylemek miumkdinddr.
Ancak calisilan degiskenler agisindan ebeveynin c¢ocugunun duygusunu dizenlemesi ile gocugun
duygusunu diizenlemesinde psikolojik iyi olusun araci rolini ele alan herhangi bir calismaya
rastlanilamadigi, arastirmalarin genellikle ebeveynin kendi duygu diizenlemesi lzerinde odaklandig
(Altinel, 2018; Hajal & Paley, 2020; Havighurst & Kehoe, 2017; Rutherford vd., 2015; Kahraman & Alemdar,
2021) gorilmistlr. Bu bakimdan arastirmada ulasilan sonuglarin, ebeveynlerin ¢ocuklarinin duygularini
diizenlemesi ile gocuklarin kendi duygularini diizenlemesinde psikolojik iyi olusun araci etkide oldugunu
gostermesi bakimindan alan yazinda 6rnek bir ¢calisma olabilecegi ve dolayisiyla ruh sagligi alaninda galisan
uzmanlara yardimci olabilecegi dislinilmektedir.

Bu arastirma bazi sinirliklara sahiptir. ilk olarak duygu diizenlemeye yénelik verilerin toplanmasinda
sadece nicel arastirma yontemi kullaniimis olup nitel yontem kullanilamamistir. Arastirmanin bir diger
sinirliigr ise, katilimci grubunun sadece annelerden olusmasi, 6zellikle gocuklarin kendi duygularini
diizenlemesinde sadece annelerin gorislerine dayali olarak verilerin elde edilmesi ve gocuklardan
herhangi 6l¢lim alinamamis olmasidir.

Bu arastirmadan elde edilen bulgular dahilinde gelecekteki arastirmalara yonelik 6neriler olarak, bu
arastirmada, birincil bakim veren Uzerinde durularak sadece annelerle gergeklestirilmistir. Gelecekte
yapilacak bir baska arastirmada babalarin g¢ocuklarin duygu diizenleme siireci Uzerindeki etkisi
arastinlabilir. Bu arastirma okul 6ncesi donemdeki g¢ocuklar tzerinde gergeklestirilmistir. Yapilacak bir
baska arastirmada gelisimsel agidan bircok degisimin yasandigi ve duygu diizenlemenin ayri bir 6nem arz
ettigi ergenlik donemindeki gencler Gzerinde arastirma yapilabilir.

Yazar Katki Beyani
Yazarlar ¢alismaya esit oranda katkida bulunmustur.

Etik Beyannamesi

Bu arastirmanin planlanmasi, verilerin toplanmasi, analizi ve raporlanmasi sirasinda “Yiksekogretim
Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi”’nde yer alan etik ilke ve kurallara uyulmustur.
Bilimsel Arastirma ve Yayin Etigi’'ne aykiri herhangi bir uygulama yapilmamis ve arastirmaya katilan tim
bireysel katihmcilardan bilgilendirilmis onam alinmistir.

Catisma Beyannamesi
Mevcut arastirmada ¢ikar ¢atismasi yoktur.
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This study aimed to explore pre-service English language teacher’s performance in
revising their writing assignments based on written teacher feedback. Moreover, the
participants’ perceptions and emotions were investigated in addition to their writing
self-efficacy levels. A total of 15 pre-service teachers took part in the study. Data were
collected through teacher written feedback, students’ drafts, an open-ended survey and
a semi-structured interview with the participants. Both qualitative and quantitative data
analysis tools were employed in the study. Quantitative data analysis results revealed
that the participants were more successful in revising direct teacher feedback compared
to indirect teacher feedback, and there was not a positive correlation between the
participants’ feedback revision success and self-efficacy levels. The results of qualitative
data analysis showed that the pre-service teachers were in favor of written teacher
feedback and considered it a necessity for the L2 writing class. Moreover, they opted for
indirect feedback and feedback on all errors. Finally, they experienced both positive and
negative emotions although negative emotions were more prevalent.
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Arastirma Makalesi

Bu calisma, ingilizce 6gretmen adaylarinin yazili 6gretmen déniitiine dayall yazma
odevlerini gbzden gegirme ve diizeltme performanslarini ortaya koymayr amaglamistir.
Katihmcilarin yazma 06z-yeterlik dizeylerine ek olarak 6gretmen donutu ile ilgili
duslinceleri ve deneyimledikleri duygulari da incelenmistir. Ayrica, katilimcilarin yazma
Oz-yeterlik duzeyi ile donut diizeltme performanslari arasindaki iliskide incelenmistir.
Arastirmaya toplam 15 6gretmen adayi katiimistir. Calisma igin gerekli veriler, 6gretmen
yazili donitd, 6grenci taslaklari, agik uglu anket ve katiimcilarla gergeklestirilen yari
yapilandirilmig gérisme yoluyla toplanmistir. Arastirmada hem nitel hem de nicel veri
analiz araglar kullaniimigtir. Arastirmadan elde edilen bulgulara gére, katilimcilarin
dolayli 6gretmen donitlerine gére dogrudan 6gretmen donitlerini gozden gegirmede
daha basarili olduklari sonucu ortaya ¢ikmistir. Bununla birlikte, nicel veri analizi
sonuglari katilimcilarin déniit dizeltme basarilari ile 6zyeterlik diizeyleri arasinda pozitif
bir iligki olmadigini ortaya koymustur. Nitel veri analizinin sonuglari, 6gretmen
adaylarinin yazili 6gretmen dénitinden yana olduklarini ve bunu ikinci dil yazma dersi
icin bir gereklilik olarak gordiklerini gostermistir. Ayrica, katilimcilar dolayli 6gretmen
donitinG dogrudan 6gretmen donitine tercih ettiklerini belirtmislerdir ve belirli
tirden hatalara odakli 6gretmen doniti yerine tim hatalar ile ilgili doniit almanin daha
faydal olacagini belirtmislerdir. Son olarak, katilimcilar 6gretmen dondti aldiklar
suregte olumsuz duygulari daha yaygin olarak deneyimlemelerine ragmen hem olumiu
hem de olumsuz duygulari bir arada deneyimlediklerini belirtmislerdir.
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Introduction

Teacher feedback has relatively a long history in the field of teaching L2 writing as ideal forms of
teacher feedback and how students can get maximum benefit from it have been an ongoing subject of
inquiry in the relevant field (Ellis, 2009). While teacher feedback can vary as different classifications have
been proposed with regard to it (Dlaska & Krekeler, 2017; Ellis, 2009; Ene & Upton, 2014), its necessity
for improving students’ L2 writing has been acknowledged in the relevant field (Hyland & Hyland, 2006).
It is the case that learners expect to get feedback from the teachers on their written works (Lee, 2004).
On the other hand, providing feedback is a challenging work on the part of the teachers, and there is no
guarantee for student benefit as a result of teacher feedback, which raises questions related to the status
of teacher feedback (Lee, 2004; Truscott, 2007). Still, teacher feedback is beneficial when it requires
student involvement and appeals to students’ needs and expectations (Havnes et al., 2012). As stated by
Hyland and Hyland (2006), written teacher feedback has a crucial role in helping students to become
confident and successful L2 writers. Thanks to written teacher feedback, students are more likely to learn
and produce new L2 language forms (Atmaca, 2016).

Although a good number of studies were conducted related to written teacher feedback, more studies
are needed to find out what kind of and how much feedback students need based on the context they are
learning L2 writing because these are the issues that still need clarification (Ferris, 2010). Moreover,
students’ perceptions and emotions should be searched in depth to have a better understanding of the
effectiveness of the written teacher feedback as their cognitive and affective responses to the written
teacher feedback can inform the research with regard to the effectiveness of teacher feedback in L2
writing class. Therefore, this study aims to find out what kind of teacher feedback students receive and
how they respond to written teacher feedback cognitively and emotionally in an L2 writing class.

Teacher feedback

Teacher feedback refers to comments and directives given by the teacher on a student’s paper. It also
involves corrective feedback which is targeted at promoting grammatical/structural aspects of a student’s
work (Ene & Upton, 2018). In this study, teacher feedback refers to teacher comments and corrections on
the following categories: content, organization, vocabulary, grammar, and mechanics. As stated above,
various feedback forms are available for teachers to employ (Dlaska & Krekeler, 2017; Ellis, 2009; Ene &
Upton, 2014). Several dichotomies were proposed by the researchers including focused/unfocused,
explicit/implicit, and direct/indirect feedback. In unfocused feedback, the teacher is expected to provide
feedback related to almost all errors in a student’s paper while focused feedback refers to correcting
mistakes related to only specific language points (Ellis, 2009; Ferris, 2011). According to Dlaska and
Krekeler (2017), students can benefit more from focused feedback because it does not challenge students’
capacity to comprehend feedback and help learners to focus on specific errors. On the other hand, the
implicit/explicit dimension is “related to how the learner is being let know that his/her usage differs from
the target” (Ene & Upton, 2014, p.91). While implicit feedback includes strategies like recasts and
negotiations and aims at pointing out the errors in an implicit way, explicit feedback refers to explicit
correction and letting students know that they overtly made mistakes (Li, 2010). Li (2010) adds that
explicit feedback is better for students because it is easier to understand for them.

Among these, the direct/indirect dichotomy is the one which took prominent attention among the
researchers (Tang & Liu, 2018). In direct feedback, the teacher provides the correct form whereas he/she
just indicates that an error has been made by means of a code or mark in indirect feedback (Ene & Upton,
2018). The research reveals that teachers prefer providing direct feedback to indirect feedback (Dlaska &
Krekeler, 2017; Guénette & Lyster, 2013; Lee, 2004). However, it is claimed that teachers need to employ
more practical and less demanding feedback types, and indirect feedback is more applicable (Park et al.,
2016). Furthermore, indirect feedback is considered more beneficial for students in the long run.
However, it is also noted that it may not work for students with low level proficiency since they may fail
to revise when they are not provided with direct feedback (Srichanyachon, 2012). In fact, there are also
contradictory results related to learner preferences for direct/indirect feedback. Liu and Wu’s (2019)
study revealed that students with high proficiency levels were more in favor of indirect feedback
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compared to students with low proficiency level. In another study, it was found that students with low-
proficiency levels opted for indirect feedback (Li & He, 2017). When it comes to the effectiveness of
direct/indirect feedback types on students’ performances, in their study, Jamalinesari et al. (2015) found
that indirect feedback had a primary role in facilitating learners’ L2 writing, and direct feedback was less
effective compared to indirect feedback. In a similar vein, Latifah et al. (2018) found that indirect feedback
was more likely to contribute to the L2 writing of students.

With the advent of computer technology and its integration into language classes, online feedback has
been an alternative for teachers as they frequently prefer to use computer technology for receiving
students’ papers and providing feedback (Hyland & Hyland, 2006; Sherafati & Mahmoudi Largani, 2023).
Studies related to the usage of online teacher feedback revealed that it improved learner uptake and
success in writing, and was favored by students (Ene & Upton, 2014, 2018; Han & Shin, 2017; Sherafati &
Mahmoudi Largani, 2023). A distinction is made by Ene and Upton (2014) between computer-facilitated
feedback and computer-generated feedback: teachers and students use the computer as a medium
through which students submit their works and teachers provide feedback electronically in computer-
facilitated feedback whereas feedback is given automatically by computer software in computer-
generated feedback. In this study, the teacher provided computer-facilitated online feedback.

Writing Self-Efficacy

Self-efficacy refers to one’s beliefs related to how well he/she can do to achieve the tasks given
(Bandura, 2006). Writing self-efficacy is defined by Pajares and Valiante (2001, p. 369) as “students’
judgments of their confidence that they possessed the various composition, grammar, usage, and
mechanical skills appropriate to their academic level”. It is acknowledged that there is a strong
relationship between self-efficacy and student performance in L2, and higher self-efficacy yields better
results in language learning (Ruegg, 2018). Moreover, success in L2 writing requires higher self-efficacy as
writing is a demanding skill for students (Tsao, 2021). Students with lower self-efficacy have difficulty
engaging in writing tasks and have less motivation to participate in the writing class (Kirmizi & Kirmizi,
2015). Students’ reaction to teacher feedback is also affected by their self-efficacy level. In their study,
Price et al. (2011) found that self-efficacy had a crucial role in students’ responses to feedback as students
with lower self-efficacy were more likely to reject and unable to use teacher feedback. Similarly, the study
conducted by Tsao (2021) revealed that higher self-efficacy for writing self-regulation had a positive
impact on students’ L2 writing as it caused students to be more eager to receive and respond to teacher
feedback. The relationship between self-efficacy and students’ success in writing or feedback uptake is
also mutual. The longitudinal study carried out by Sherafati and Mahmoudi Largani (2023) showed that
students’ self-efficacy level increased when they received teacher feedback through the medium of a
computer.

As stated above, teacher feedback was widely researched as it was an integral part of L2 writing (Ellis,
2009). Studies related to students’ perceptions, preferences with regard to teacher feedback, effects of
online teacher feedback, and corrective feedback were conducted in the Turkish context, too (Arslan,
2014; Atmaca, 2016; Bakla, 2020; Bozkurt & Acar, 2017; Buckingham & Aktug-Ekinci, 2017; Cinar, 2017;
Han & Sari, 2022; Kahraman & Yalvag, 2015). However, there is still a need for a comprehensive study to
understand the feedback process and how students cope with the revision process cognitively and
emotionally, and how students’ revision performance relates to students’ self-efficacy perceptions in L2
writing. To this end, this study aims to answer the following research questions:

-How successful are the students in revising teacher feedback?
-What are students’ perceptions related to teacher feedback?
-What are students’ emotions related to teacher feedback?

-Is there a relationship between students’ revision success and their L2 writing self-efficacy levels?
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Method

Case study research design was adopted in this study as it enables the researcher to investigate a
problem from multiple perspectives using a wide range of methods and helps the researcher to attain a
deeper understanding of the issue (Simons, 2009).

Context and Participants

The setting for the study was a state university in the southeastern part of Turkiye. Ethical Approval
was obtained from the Ethics Committee of the university. The participants recruited for the study were
15 student teachers majoring in English Language Teaching. While they took courses related to basic
language skills (reading, writing, speaking, and listening) and grammar and vocabulary courses in their
first year in the program they also had courses which aimed at increasing students’ pedagogical
knowledge related to English language teaching in the following years of the program. This study was
conducted when students took L2 writing class. Students were familiar with essay writing as they wrote a
good number of essays with different genres in their first-year writing class. However, they did not get
any teacher written feedback related to their writing assignments. The instructor only mentioned some
common mistakes made by the majority of the students during class hours after reading and evaluating
the assignments as stated by the participants. Voluntary participation was adopted in the present study;
those who wanted to participate took part in the study. Thus, the participants’ consent was taken. They
were informed about the study and ensured that their information would be kept confidential.

Data Collection Tools

Both quantitative and qualitative data collection tools were exploited in the study in order to have an
in depth understanding of the issue. Students’ first drafts and revised drafts (after receiving teacher’s
feedback), an open-ended survey and a semi-structured interview comprised the data collection tools for
this study. The study took place in L2 writing classes where genre-process based approach to writing was
employed. The following process was adopted: first of all, the participants were introduced a specific
genre and familiarized with it via sample essays; then, they were required to write an essay and send it to
the teacher through an online learning management system in a week. The teacher asked students to
send their essay files as MS word because she was to provide feedback through using “inserting
comments” and “tracking changes” functions of MS word. After receiving students’ essays, the teacher
evaluated them by providing written teacher feedback using the aforementioned functions of MS Word
in the following week and sent them back to the students through the learning management system (LMS)
in order for them to revise their essays based on the teacher feedback and send them back to the teacher,
which took another one week.

Upon receiving teacher’s written feedback, the students were expected to revise their essays and send
them (final drafts) in a week. Finally, the teacher scored their final drafts and announced them to the
students. The whole process lasted for 5 weeks. The data was collected when this process was followed
for argumentative writing, which was the first genre introduced to the students during the class. Upon
receiving teacher’s written feedback, participants were required to complete an open-ended survey in
order to learn about their perceptions, reactions and feelings related to teacher feedback. At the end of
the process, they were also interviewed to elaborate on their open-ended survey responses. Open-ended
surveys and semi-structured interview questions were adapted from Zheng and Yu (2018) and Lee (2004).
Questions like “how did you feel upon receiving written teacher feedback?”, “What do you think about
teacher feedback?”, “What are the advantages and disadvantages of written teacher feedback?”, “Did
you understand written teacher feedback?” were included in the open-ended survey and semi-structured
interview sessions. Both open ended surveys and semi-structured interviews were conducted in Turkish
in order to eliminate possible problems which might result from inefficiency in L2.

Data Analysis
While quantitative data were analyzed through MS Excel and SPSS, the qualitative data were analyzed

through content analysis. Ene and Upton’s (2014) coding scheme for the target of teacher’s feedback was
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adopted to analyze feedback points on students’ papers. This coding scheme included content,
organization, vocabulary, grammar, and mechanics. The types of teacher feedback were categorized
based on this scheme. The dichotomy of direct/indirect feedback (Ene & Upton, 2014) was also considered
while analyzing feedback points. The participants’ performance in revising teacher feedback was analyzed
based on a scheme which included the following categories: successful revision, unsuccessful revision,
and no revision (Conrad & Goldstein, 1999; Mahfoodh, 2017). Their performance with regard to the
directness and indirectness of the teacher feedback was also analyzed based on the aforementioned
scheme. After finding out frequencies and percentages of each teacher feedback type and the
participants’ success in revising teacher’s feedback with regard to direct/indirect dichotomy, Kendall’s
tau-b test, a non-parametric test, was applied in order to reveal whether there was a relation between
participants’ revision success and their writing self-efficacy. Similar to Ruegg’s (2018) study, they were
asked to evaluate their writing proficiency based on the categories included in the coding scheme (eg.
content, organization, grammar etc.) when they were required to complete the open-ended survey. After
students rated their writing proficiency for each category one by one, the mean score of them was
calculated, and was accepted as the students’ perceived writing-self efficacy. The small sample size was
the major reason for preferring Kendall’s tau-b test.

As for qualitative data analysis, content analysis was employed to analyze the data obtained from the
open-ended survey and semi-structured interviews. The data was read and re-read several times for the
purpose of getting familiarized with the data and having a thorough understanding of the data as a whole
(Elo and Kyngas, 2008). Then, the following steps were carried out respectively: creating codes,
categorizing them, and interpreting them (Lindgren et al., 2020). Codes were grouped under the following
categories:

-pre-service teachers’ perceived self-efficacy levels with regard to L2 writing,

-feedback points revised by the pre-service teachers and strategies they adopted while making revisions,
-pre-service teachers’ perceptions of clarity of the written teacher feedback,

-pre-service teachers’ perceptions regarding the merits of written teacher feedback,

-pre-service teachers’ perceptions regarding the drawbacks of written teacher feedback,

-pre-service teachers’ preferences related to feedback on all types of errors/selective feedback dichotomy
and reasons for their preferences,

-pre-service teachers’ preferences related to direct feedback/indirect feedback dichotomy and reasons
for their preferences,

-emotions experienced by pre-service teachers upon receiving teacher feedback and reasons for them,
-suggestions for teacher feedback.

In order to ensure reliability, the same process was conducted by a colleague and similar results were
found. Moreover, codes on which the researcher and the colleague disagreed were discussed and after
resolving the disagreements, they finalized coding and categorization. In order to maintain validity,
multiple data collection tools were used including an open-ended survey and semi-structured interviews
as counting on several pieces of evidence increases the validity of the qualitative inquiry (Creswell &
Miller, 2000).

Findings

In this case study, both quantitative and qualitative data collection tools were used by the researcher.
First, the results of the quantitative data analysis are presented, which is followed by the qualitative data
analysis results.
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Participants’ Feedback Revision Performance

Table 1 shows the frequencies, percentages and mean scores of each feedback type given by the
teacher. As demonstrated in Table 1, students received feedback most frequently on grammar (M= 7.67),
which was followed by vocabulary (M= 4.47), mechanics (M=3.40), and organization (M= 2.73),
respectively. Content (M= 1.87) and giving praise (M=.600) were the least frequently feedback types
provided by the teacher.

Table 1.

Total Numbers, Percentages, and Mean Scores of Each Type of Feedback Provided by Teacher
Teacher Feedback Types Frequency Percentage Mean SD
Content 28 9% 1.87 .990
Organization 41 13% 2.73 1.831
Grammar 115 37% 7.67 2.992
Vocabulary 67 22% 4.47 2.850
Mechanics 51 16% 3.40 1.882
Giving Praise 9 3% .600 910
Total 311 100% 20.13 5.566

Table 2 highlights students’ performance in doing revisions upon receiving written feedback from the
teacher by frequencies, percentages and mean scores. It is demonstrated that successful revision
comprised 86% (259) with a mean score of 17.27 surpassing the other components which are unsuccessful
revision (5%) and no revision (9%) to a great extent. The category of giving praise was removed as it did
not require students to take action.

Table 2.

Participants’ Revision Success After Receiving Teacher’s Feedback
Status of Revision Frequency Percentage Mean SD
Successful Revision 259 86% 17.27 5.612
Unsuccessful Revision 16 5% 1.07 .884
No Revision 27 9% 1.80 1.014

As shown in Table 3, the number of direct feedback (212) provided by the teacher was far more than
the indirect feedback (90) she gave. When it comes to the student’s success in revising their papers based
on the teacher’s written feedback with regard to the direct/indirect dichotomy, students showed better
performance in revising direct feedback (91%) successfully with a mean score of 12.80. While the sum of
unsuccessful revision and no revision in direct feedback constituted 9% (20), it was 26% (23) in indirect
feedback.

Table 3.
Participants’ Revision Success with Regard to Direct/Indirect Dichotomy
Frequency Percentage Mean SD
Successful revision 192 91% 12.80 5.017
Unsuccessful revision 9 4% .60 .507
Direct Feedback No revision 11 5% .73 .594
Total 212 100% 14.13  4.897
Successful revision 67 74% 4.47 1.302
Unsuccessful revision 7 8% 47 .640
Indirect Feedback No revision 16 18% 1.07 .884
Total 90 100% 6.00 1.254

The participants were asked to rank their writing proficiency from 1 and 10 to learn about their writing
self-efficacy. The majority of the participants (n= 9) rated their writing proficiency as 6 while only two
participants rated their writing proficiency as 7 with 3 participants rating their proficiency as 5. In order
to find out whether there is a relationship between students’ revision success and self-efficacy levels,
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Kendall’s tau-b test was applied. As displayed in Table 4, there was not a positive correlation between
students’ revision success and self-efficacy levels, with p-value=.952.

Table 4.
Kendall’s tau-b Correlation Between Students’ Revision Success and Their Self-Efficacy
Revision Success Self-Efficacy Level
Correlation Coefficient 1.000 .013
Revision Success Sig. (2-tailed . .952
N 15 15
Correlation Coefficient .013 1.000
Self-Efficacy Level Sig. (2-tailed .952 .
N 15 15

Participants’ Perceptions and Emotions related to Teacher’s Written Feedback

In order to shed light on the process by asking students about their perceptions, emotions, and
reactions, an open-ended survey was administered to the participants, which was followed by interviews
with the participants to clarify their open-ended survey responses.

For this purpose, the participants were asked to rank their writing proficiency from 1 and 10 and
mention the reasons for the ratings to learn about their L2 writing self-efficacy. All of the participants
agreed that they had limited grammatical knowledge as represented in the answers of P3 and P10:

“I am unable to convey my thoughts thoroughly because | do not have a good command of English
grammar.” (P3)

“My sentences do not sound academic because | am unable to make complex sentences” (P10).

Limited vocabulary knowledge and limited knowledge about essay writing rules with regard to specific
essay genres were among the reasons for inefficiency in writing according to several participants,
respectively:

“I have difficulty in writing the thesis statement and supporting it. Moreover, it is difficult to discuss a
topic from different points of view.” (P1)

“I know a limited number of English vocabulary and | also have difficulty in using some of them since |
do not know how to use them within the context.” (P7)

The participants also reported whether they did all the revisions asked by the teacher and how they
did the revisions. All of the participants stated that they did their best to complete the revisions asked by
the teacher. The majority of them (n= 10) claimed that they corrected their grammatical mistakes pointed
out by the teacher immediately by themselves. Moreover, nearly half of the participants (n=7) did some
research and examined sample essays on the Internet to edit and improve their thesis statements and
body paragraphs based on the feedback provided by the teacher. Several participants (n= 5) did some
internet research to correct their mistakes related to grammar and vocabulary. Lastly, some participants
(n=4) asked for help from their peers and got peer support to edit mistakes related to the content and
organization as they had difficulty understanding the teacher’s feedback or did not know how to correct
it.

Although all the participants indicated that they understood the teacher feedback, and found it clear,
it took some time for several participants (n= 4) to understand and accept some teacher feedback
especially feedback related to content and organization as mentioned above. Moreover, some other
participants (n:4) found it difficult to understand teacher feedback in general as they were not familiar
with the format: the teacher provided feedback through the word tracking feature of the MS Word, and
it was the first time they encountered this feature of the word. After multiple readings, they were able to
understand the teacher’s feedback.
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The participants were also asked about the merits and drawbacks of receiving teacher feedback and
whether they were in favor of teacher feedback. All of the participants agreed that teacher feedback
provided them with the opportunity to see their mistakes and correct them and improve their writing
proficiency. Therefore, they supported that it should have a place in writing classrooms. According to
some participants, teacher feedback was necessary because they were hesitant about asking for feedback
even if they needed it:

“If the teacher did not provide feedback on my paper, | would never ask her anything about my paper
even if | wanted to do so because | always hesitate to ask questions to the instructors related to the classes
or my performance”. (P6)

“We are expected to do a lot of assignments in other classes, and we do not receive feedback related
to the assignments. It is generally the case that | get lesser scores than | expect on my assignments, and |
do not have the courage to ask for feedback or why | received lower grades, which makes me feel helpless.
Therefore, it should be not only in writing class, in other classes too” (P13)

Furthermore, some participants claimed that teacher feedback encouraged them to promote their
writing skills:

“The teacher feedback shows that the teacher values his/her students and cares about their learning
through allocating time for revisions, which is a motivating reason to improve.” (P9)

“Seeing that the teacher spent her time on providing feedback on our essays reading line by line
increased my respect to the instructor and urged me to do more to improve my writing.” (P5)

As for drawbacks, two participants stated that receiving feedback through a digital platform and on
word tracking format challenged them as they needed peer support and multiple readings to understand
the feedback. Therefore, they opted for face-to-face teacher feedback. Few participants (n= 2) indicated
that they preferred the teacher to write explanations for the praise she provided, too. Thus, they could
see their strengths in essay writing as explanations or reasons were provided for mistakes but there were
not any explanations or reasons mentioned by the teacher related to the praise in their essays.

Another question directed at participants was whether they wanted the instructor to provide feedback
on all types of errors and every error or provide selective feedback. The majority of them (n=9) reported
that it would be better for the teacher to provide feedback on all mistakes because of the following
reasons:

“The teacher should provide feedback on all errors because | only focused on the errors pointed out by
the instructor and tried to revise them successfully since this was what was expected from me.” (P1)

“I think all the errors should be pointed out by the instructor because it is not easy for me to notice my
mistakes and revise them if they are not marked by the teacher.” (P4)

“I prefer the teacher to mark all my mistakes especially the ones related to content and organization
because it is less likely for me to notice and revise my mistakes related to these issues because | am not a
competent writer.” (P6).

Several participants (n= 3) claimed that they did not want the teacher to provide feedback on all
mistakes as it would be demotivating and discouraging for the students to see that all mistakes were
marked by the teacher, especially when they made a lot of mistakes. Lastly, the other three participants
preferred to get selective feedback:

“I think it should not be the teacher’s responsibility to mark all errors, | also should be able to find some
mistakes in my paper to be actively involved in the process of editing and revising. However, | can only do
this with regard to grammatical mistakes; therefore, it would be better for me if the teacher did not provide
feedback on all grammatical errors.” (P14)
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In addition, the participants mentioned whether they preferred direct or indirect written teacher
feedback. Ten of the participants claimed that they preferred indirect feedback posing similar reasons as
mentioned below:

“Indirect feedback is more beneficial for us to improve L2 writing; if direct feedback is given by the
teacher all the time, the student will not think about his/her mistakes and will not need to do research to
correct them” (P3).

“Indirect feedback is better for me because | feel better and more satisfied when | correct the mistake
pointed out by the teacher by myself. | feel like | achieved something.” (P7)

“Direct feedback is likely to make students passive as there will not be much for the students to do but
it should be the student’s responsibility to correct his/her mistakes; therefore, | prefer indirect feedback.”
(P10)

While only one participant (P4) preferred both direct and indirect feedback relying on the complexity
of the mistake, four participants opted for direct written teacher feedback:

“| think direct feedback is better so that | can see the correct form of the mistake and learn better.”
(P8)

“There is a possibility of misunderstanding the teacher feedback and not being able to find the correct
form; therefore, | opt for direct feedback”. (P13).

The participants were also asked how they felt when they received written teacher’s feedback. A total
of 21 negative emotions (disappointed, shocked, unhappy, ashamed, angry and anxious) were reported
by the participants whereas 13 positive emotions (happiness, feeling satisfied, feeling relieved or
motivated and self-confident) were experienced by them. The disappointment was the most frequently
experienced negative feeling by the participants mostly because they made a lot of mistakes, which they
did not expect. This was among the main reasons for other negative feelings including shock, unhappiness,
shame, anger or anxiety. Other reasons for negative emotions indicated by the participants were as
follows:

“When | received teacher feedback, | felt stressed because it was like most parts of the essay was
marked by the teacher, and | was not sure whether | would be able to correct the mistakes pointed out by
the teacher” (P8)

“Upon receiving teacher feedback, | noticed that | made very simple mistakes related to spelling,
therefore, | was angry at myself because those mistakes had resulted from my carelessness.” (P7)

“| felt ashamed when | saw my paper because | misunderstood the essay type and organization as
pointed out by the teacher, and | was anxious because | had concern whether | would be able to deal with
these huge mistakes” (P3)

As for positive emotions, most participants stated that they were happy upon receiving feedback from
the teacher since they had the chance to correct their mistakes as they were pointed out by the teacher,
and thus, to improve their writing. The participants also felt satisfied, relieved, motivated or self-confident
because of the following reasons:

“Although | was disappointed upon receiving teacher feedback as | made a lot of mistakes which
teacher marked, the disappointment turned into self-confidence after correcting my mistakes and checking
them with friends” (P5)

“I felt relieved when | checked my friends’ papers upon receiving teacher feedback because they also
made a lot of mistakes marked by the teacher and mine was not worse than their papers.” (P12)

“When | realized my mistakes upon receiving teacher feedback, | felt motivated because | knew what
to do next; teacher feedback was a kind of guidance for me to improve my essay” (P14)
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The last question addressed to the participants was about whether they had any suggestions related
to teacher feedback. Four participants stated that it would be better if they received peer-feedback in
addition to teacher feedback so that they had to chance to see their papers being evaluated by different
perspectives (the teacher and the peer), and could make a comparison between them, which they
believed that it would improve their L2 writing. Majority of the participants (n= 9) claimed that they
wanted to see encouraging words or praise in their papers because of similar reasons:

“I would be more motivated and eager to correct my mistakes if there was any praise in my paper.”
(P1)

“Seeing only the mistakes | made was demotivating for me; | would be happy if there was an
encouraging word in my paper.” (P3)

“I think | would be more encouraged to face my mistakes if there was a motivating word on paper. (P7)
Discussion & Conclusion

This study was conducted at a state university where the participants did not receive any written
teacher feedback related to their writing assignments beforehand. It was the first time they received
written teacher’s feedback when this study was conducted. Considering the novelty of the experience for
the students, it can be said that the participants were successful in revising their essays. However, their
performance was better in revising direct feedback provided by the teacher. Similarly, Conrad and
Goldstein (1999) and Ene and Upton (2014) found that students were more successful in revising direct
teacher feedback. The participants were also asked to rate their self-efficacy in order to learn their
perceived self-efficacy levels and whether there was a relation between their self-efficacy levels and
revision success Surprisingly, no relationship was found between the participants’ revision success and
their self-efficacy levels. The following conclusions can be drawn from this finding: the participants may
have a low level of writing self-efficacy as they consider writing as a challenging work, which is not
uncommon in the EFL context (Erkan & Saban, 2011; Sener & Erol, 2017) or their success in revision may
be related to the explicitness of teacher feedback as the feedback provided by the teacher was mostly
direct. Studies conducted by Ene and Upton (2014) and Conrad and Goldstein (1999) acknowledge that
students were more successful in revising direct feedback.

In order to have a better understanding of the feedback revision process of the participants, they
were asked to complete an open-ended survey which was followed by semi-structured interviews with
the participants. It was found that the participants did their best to revise their papers based on the
feedback. Likewise, Mahfoodh (2017) found that students were eager to revise their papers based on the
written teacher feedback as they believed that it would improve their writing. The study conducted by
Cinar (2017) had similar results as she found that students considered teacher feedback useful and
benefited from it. Moreover, when the participants in the present study were asked whether they
understood the teacher’s feedback, they answered yes. However, some of them had difficulty
understanding feedback related to content and organization at first glance and got peer help to
understand the feedback. In a similar vein, Erkan (2022) found that teacher feedback was difficult to
understand for some students.

The participants were also asked whether they found teacher’s written feedback beneficial. All of
the students responded that they did. All the participants acknowledged that they had the opportunity to
see their mistakes and improve their writing. It was well acknowledged in various studies that students
were in favor of teacher’s feedback (Arslan, 2014; Bakla, 2020; Ene & Upton, 2018). Some participants
claimed that written teacher feedback increased their respect to the teacher as the authority because it
showed that the teacher cared about their writing performance, and thus, motivated them. A similar
finding was reported by Zheng and Yu (2018) as they found that students felt gratitude for their teacher’s
sparing her/his time for providing feedback, which showed that the teacher valued their work.

On the other hand, several drawbacks were also reported by the participants. Some participants
were not content with the online format, and they opted for face-to-face feedback. It could be explained
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by the novelty of e-feedback in addition to teacher feedback, which made the situation more challenging
for the students. In his study, Bakla (2020) also found that the students felt uneasy when they were first
introduced to digital feedback. Some other studies also confirmed that students had difficulty in accepting
e-feedback at once (Ene & Upton, 2018; Tuzi, 2004). Furthermore, some participants who got praise from
the teacher preferred the teacher to provide explanations for the praise, too as they needed to hear more
about the strengths of their essay writing performance. The majority of the participants opted for teacher
feedback on all types of errors and all errors as they thought that they were unable to spot their mistakes
when they were not indicated by the teacher, and they said that they only focused and would focus on
the points for which teacher provided feedback. In the studies conducted by Seker and Dincer (2014) and
Cinar (2017), it was also found that students wanted the teacher to provide feedback on all errors.
However, according to Loan (2017), this is likely to arouse a problem: “overreliance on teacher feedback”,
which is common in the EFL context.

Although the participants were less successful in revising indirect written teacher feedback, the
majority of the participants were in favor of indirect teacher feedback since they believed that they could
think about their mistakes and would be more active and thus satisfied with the revision process. It can
be concluded that students had awareness related to the value of indirect feedback as it is more likely to
lead to permanent learning in the long run (James, 1998). This finding corresponds with the finding of the
study conducted by Westmacott (2017) as he found that EFL students opted for indirect feedback because
they benefited from indirect feedback to a great extent.

The participants were also asked about the emotions they experienced during the whole process:
negative emotions were more prevalent although positive emotions were also reported by the
participants. The majority of the participants had negative emotions at first, but they were followed by
positive emotions. The main reasons for the negative emotions were making a lot of mistakes as pointed
out by the teacher and being worried whether they could correct their mistakes and revise their essays
successfully. Furthermore, novelty of the written teacher feedback including e-feedback and the
participants’ low self-efficacy levels may have contributed to arousal of negative emotions. The study by
Elwood and Bode (2014) also revealed that students had negative emotions and were less self-confident
when they were introduced to new tasks. On the other hand, the participants in this study had positive
emotions because they had the chance to improve their essays and were able to revise their essays, which
was acknowledged in several studies too (Mahfoodh, 2017; Zheng & Yu, 2018). Moreover, they had the
opportunity to compare their papers with their peers. Lastly, the participants gave suggestions related to
teacher feedback. The majority of the participants wanted to see encouraging words or praise as they
needed them to do their best. The importance of praise for encouraging students was also revealed in
Mahfood’s (2017) study: the students liked praise and claimed that praise encouraged and motivated
them to revise and improve their writing. Finally, some participants claimed that it would be better if they
received peer-feedback in addition to teacher feedback as they would have the chance to compare
different perspectives related to their papers. Likewise, participants in the studies conducted by Vasu et
al. (2016) and Maarof et al. (2011) were in favor of both teacher feedback and peer feedback as both of
them had the potential to improve their writing skills.

All in all, this study investigated how students at a state university reacted to written teacher’s
feedback, and their perceptions and emotions with regard to written teacher feedback in order to have
an in-depth understanding of the issue as teacher feedback has a crucial role in L2 writing classes. It was
found that students were successful in revising teacher feedback and found teacher feedback necessary
and useful. They were aware of the benefits and value of teacher feedback. However, there was no
correlation between their revision success and self-efficacy levels. Furthermore, they had some criticisms
related to written teacher feedback. The main criticism directed towards teacher feedback was that they
needed to be encouraged by the teacher to be able to revise their essay more confidently as they felt
anxious and frustrated when they saw their papers with teacher feedback. Although they had positive
emotions with regard to teacher feedback, they came after the negative emotions they experienced when
they were able to revise their essays.
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This study lasted for five weeks during which a genre was introduced to students, and they were
asked to write an essay based on the genre, which was followed by written teacher feedback and student
revision. More longitudinal studies can be conducted to understand whether there are any changes in
students’ beliefs, emotions or reactions when they are familiarized with teacher feedback as it was a new
experience for the students in this study. Moreover, teacher and peer-feedback can be used together to
see whether and how they complement each other and affect students’ performances, beliefs and
emotions in future studies as students in this study wanted peer-feedback in addition to teacher feedback
as they thought that peer-feedback would help their revision process.
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