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Abstract: Live observation is a technique that allows the supervisor to offer immediate feedback to the supervisee
by directly witnessing counseling sessions. Despite its numerous advantages over traditional supervision methods, this
approach is seldom put into practice due to its time-consuming nature. Furthermore, there is insufficient research on
its suitability in supervision practices, particularly in the context of Tiirkiye. In this study, the views of the participants
on a practice in which live observation and consultation break methods used together were examined. The research
involved seven students enrolled in a master's program in Guidance and Psychological Counseling at a university in
the Central Black Sea region of Tiirkiye. Live observation and consultation break methods were incorporated into
students' certain sessions as part of their individual psychological counseling practices course. After the supervision
process ended, semi-structured individual interviews were conducted to evaluate the students' experiences. The data
from the interviews were analyzed using content analysis. The students' opinions were grouped under four themes:
development, relationship, live observation practice, and the overall supervision process. The participants stated that
the live observation-based supervision practice improved their professional competence and increased their self-
awareness. They also stated that they experienced anxiety at the beginning of the practice, but that this anxiety
disappeared over time. The views of the participants suggest that the practice of live observation-based supervision
strengthens the relationship between client, supervisee, and the supervisor. In general, the results indicate that this
practice is a method that can be used in supervision processes.

Keywords: Live Observation, supervision, counselor education

0z: Canli gozlem, siipervizoriin psikolojik danisma oturumlarmi dogrudan gézlemleyerek psikolojik damismana
aninda geri bildirim vermesini saglayan bir yontemdir. Geleneksel stipervizyon yontemlerine gore ¢esitli gii¢lii yanlar
bulunan bu yontem zaman alic1 olmasi nedeniyle nadiren uygulanmaktadir. Ayrica 6zellikle Tiirkiye’deki siipervizyon
uygulamamalarinda kullanilabilirligine iliskin yeterli arastirma bulunmamaktadir. Bu arastirmada canli gézlem ve
konsiiltasyon aras1 yontemlerinin birlikte kullanildigi bir uygulamaya yonelik katilimcilarin goriisleri incelenmistir.
Arastirma Orta Karadeniz bolgesindeki bir iiniversitenin rehberlik ve psikolojik danigmanlik yiiksek lisans
programinda okuyan yedi dgrenci ile yiiriitiilmiistiir. Ogrencilerin bireyle psikolojik danisma uygulamalari dersi
kapsaminda gergeklestirdigi oturumlarindan bir kisminda canli gézlem ve konsiiltasyon arast yontemleri kullanilmustir.
Siipervizyon siireci sona erdikten sonra Ogrencilerin deneyimlerini degerlendirebilmek igin yari yapilandirilmis
bireysel goriismeler yapilmustir. Goriigmelerden elde edilen veriler igerik analizi ile incelenmistir. Ogrencilerin
goriisleri gelisim, iligki, canli gdzlem uygulamasi ve genel siipervizyon siireci olarak adlandirilan dort tema altinda
toplanmustir. Katilimcilar canli gozleme dayali siipervizyon uygulamasmin mesleki yeterliklerini gelistirdigini, 6z
farkindaliklarini artirdigini belirmektedirler. Ayrica uygulamanin ilk zamanlar1 kaygi yasadiklarini ancak zamanla bu
kayginin ortadan kalktigini ifade etmektedirler. Katilimer goriisleri canli gozleme dayali siipervizyon uygulamasinin
danisan, danigman ve siipervizor arasindaki iliskiyi giiclendirdigini isaret etmektedir. Bulgular genel olarak bu
uygulamanin siipervizyon siireglerinde kullanilabilecek bir yontem oldugunu gostermektedir.

Anahtar Kelimeler: Canli gozlem, siipervizyon, psikolojik danigman egitimi

Sarikaya, Y., Kéksal, B., Ilhan, T. & Korkmaz, M. (2024). Supervisees' views on live observation-based supervision modality. Erzincan University
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Introduction

Supervision is one of the most important components of
counselor training. Through the process of supervision,
counselor candidates apply theoretical knowledge for the first
time in actual counseling sessions. Supervision, defined as a
service provided by an experienced supervisor to an
inexperienced counselor, involves a hierarchical, evaluative
relationship that ensures the professional development of the
supervisee and the quality of assistance provided to clients
(Bernard & Goodyear, 2019). In parallel with advances in
counselor training, supervision has become a distinct
discipline within counseling. As a result, various supervision
models and methods have been developed to meet the needs of
the supervision process, creating a rich area of research that is
distinct from the theory and practice of counseling and
therapy.

Factors considered in determining the methods and
techniques used during the supervision process include the
supervisor's theoretical perspective and worldview, the
development level of the supervisee, the learning objectives of
the supervision process, and various contextual elements such
as physical resources, client issues, and time constraints
(Borders & Brown, 2005). Supervisors are expected to use
various supervision interventions together to meet the learning
needs of supervisees, support their professional development,
and ensure the well-being of the client. Methods such as self-
report, process notes, audiovisual recordings, session
transcripts, role-playing, modelling, live observation and live
supervision may be used by supervisors. Each method used in
supervision has its own characteristics. For example, self-
report-based supervision methods are often used where the
topic to be discussed in the supervision session is largely
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determined by the supervisee. However, it is noted that some
supervisees may distort the topic discussed in supervision due
to evaluation concerns related to self-report techniques
(Noelle, 2003). Techniques based on the analysis of process
notes and session transcripts provide important opportunities
to examine in detail the topics covered in the sessions, the
counseling methods used, and communication patterns
(Bernard & Goodyear, 2019; Borders & Brown, 2005).
However, these techniques do not provide the opportunity to
examine non-verbal messages from clients. Reviewing
audio/video recordings allows supervisors to scrutinize clients'
non-verbal messages (Aveline, 1992; Haggerty & Hilsenroth,
2011). However, both reviewing audio/video recordings and
the previously mentioned techniques (i.e. self-report, process
notes, transcripts) result in delayed feedback for supervisees.
While methods requiring delayed feedback allow for a more
in-depth examination of the counseling process (e.g.
communication patterns, underlying meanings of statements)
and facilitate discussion with the supervisee (Goldberg, 1985;
Noelle, 2003), providing immediate feedback is considered
crucial in the supervision process (Borders et al.,, 2014;
Heckman-Stone, 2004). Live supervision and observation-
based techniques are considered important for objectively
determining the topics to be addressed in supervision,
examining all verbal and nonverbal messages from the client,
evaluating the supervisee's practice, and providing immediate
feedback (Amerikaner & Rose, 2012; Bernard & Goodyear,
2019; Weck et al., 2016).

Live Supervision and Live Observation

Supervision is defined as a dyadic relationship between
supervisor- supervisee on the one hand, and a triadic
relationship between supervisor-supervisee-client on the other
(Borders & Brown, 2005; Brown & Miller, 2002). However,
in supervision settings where traditional methods and
techniques (e.g., self-report, transcription, voice recordings)
are used, clients do not see supervisors, do not meet them, and
may not even be aware of their touch on the counseling
process. In addition, the supervisors' knowledge about the
clients is also very limited. Even in supervision settings where
some methods are used very frequently (e.g. self-report), this
information is only as much as the supervisee tells. In such a
situation, while it is not possible for the supervisee to develop
his/her skills at the highest level, it is possible for the clients to
be harmed. The easiest way to fill this gap between the
supervisor and the client is to employ direct observation
techniques. Examining audio and video recordings of
counseling sessions is the most frequently used form of direct
observation (Amerikaner & Rose, 2012). However, in these
techniques, supervisees receive delayed feedback. The few
research findings on the timing of feedback suggest that
feedback should be given as soon as possible after the
counseling session (Heckman-Stone, 2004; Kivlighan et al.,
1991; Ray & Altekruse, 2000)

Live supervision and live observation allow supervisees to
receive feedback as early as possible during or after the
session. Although these concepts are used interchangeably, it
has been stated that live supervision and live observation are
different techniques (Bernard & Goodyear, 2019). In live
supervision, the supervisor monitors the session through a
camera system or a one-way mirror and interacts with the
supervisee as needed (Champe & Kleist, 2003). In live
observation, the session is watched live, but there is no
interaction with the supervisee during the session. The process

of handling the session and providing feedback take place
immediately after the session ends.

Techniques based on live supervision and live observation
emerged within structural and strategic family therapy with the
contribution of names such as Jay Haley, Salvador Munichin,
and Braulio Montalvo (Liddle & Halpin, 1978). Since its
emergence, it has been the most basic technique used in family
therapy training, but it is also used in individual counseling
practices (Champe & Kleist, 2003; Kivlighan et al., 1991;
Weck et al., 2016). Over time, different forms and techniques
of live supervision have been developed. In some of these
techniques, the supervisor and the supervisee are in the same
room. For example, in the co-therapy technique, the supervisor
and the supervisee actively work together, and the supervisor
directly intervenes in the session (Bernard & Goodyear, 2019;
Clark et al.,, 2016). In another technique in which the
supervisor assumes the role of an observer, the supervisor does
not directly intervene in the session, but remains in the room
only as an observer and may take notes on the client's
nonverbal messages, interventions, etc. (Scaife, 2019).
Another aspect of live supervision techniques involves the
supervisor observing the session from a separate room. The
supervisor watches the session through a one-way mirror or
various camera systems and intervenes in various ways.
Techniques such as phone-in (Boyle & McDowell-Burns,
2016; Mauzey & Erdman, 1997), walk-in (Hunt & Sharpe,
2008), bug-in-the-ear (Gallant et al., 1991), bug-in-the-eye
(Miller et al., 2002), consultation break, or knock-on-the-door
(Locke & McCollum, 2001) are examples of these methods.
Live supervision modalities have various advantages and
disadvantages. Disadvantages of these methods include being
quite time-consuming (Bernard & Goodyear, 2019) and being
perceived as distracting and intrusive (Hendrickson et al.,
2002). However, research suggests that both supervisors and
supervisees find these methods useful and beneficial (Bartle-
Haring et al., 2009; Hendrickson et al., 2002). In a study
conducted by Wong (1997), it was found that although
supervisees initially found live supervision anxiety-provoking
in their first applications, their anxiety decreased with
experience. Another study found that anxiety and anger
experienced during the supervision process were not related to
techniques, including live supervision (Mauzey et al., 2001).
In this study, supervisees reported that they viewed the live
supervision practice as a significant learning experience. In
another study, Locke and McCollum (2001) found that live
supervision was perceived positively by clients. Although
some clients emphasized the distracting aspect of live
supervision, they indicated that the benefits outweighed the
drawbacks. Additionally, evidence suggests that live
supervision supports the supervisee's therapeutic skills
(Mauzey & Erdman, 1997; Weck et al., 2016) and strengthens
the therapeutic relationship with clients (Kivlighan et al.,
1991; Weck et al., 2016).

Current Research

Studies examining the prevalence of live supervision
techniques indicates that their usage frequency is relatively
low. For instance, in Coll's (1995) study, 16% of the
participants reported that they received live supervision, while
in another study (Amerikaner & Rose, 2012) this rate was
lower. In a very recent study conducted by Kogyigit (2022)
showed that only about 5% of 88 supervisors applied live
supervision and live observation techniques in Tirkiye.
Moreover, case consultation and self-report techniques were
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identified as the most commonly employed methods
(Amerikaner & Rose, 2012). To sum up, although live
supervision practices offer advantages in ensuring client well-
being/safety and supporting supervisee skill development,
they are not widely adopted. The potential hindrance to their
more frequent implementation may be attributed to factors
such as the time-consuming nature and the need for resources
like one-way mirrors and camera systems (Amerikaner &
Rose, 2012; Bernard & Goodyear, 2019).

It is known that interest in live supervision practices is
weak in Tiirkiye and such practices are rarely practiced, while
methods such as self-report, case consultation, and session
transcripts are much more common (Aladag & Bektas, 2009;
Aladag & Kemer, 2016). When a review of the literature, there
is no existing research on the perceptions or effectiveness of
live supervision in supervision settings in Tiirkiye. Our study
focuses on the perspectives of graduate students who
underwent supervision in the individual counseling practices
course  specifically regarding live observation-based
supervision modality. The research question posed was: What
are the opinions of graduate students regarding live
observation-based supervision? The students conducted their
counseling practices with real clients who applied to the
university's counseling center. It is considered that the findings
of the study can make important contributions to the
applicability of live supervision in Turkish supervision
settings. Moreover, this research may be of interest to similar
centers with limited technological facilities.

Method
Research Design

The current study was conducted using a phenomenological
approach, one of the qualitative research methods, to explore
the experiences of counseling students regarding the live
observation practice. The phenomenological approach aims to
uncover and interpret the feelings, perceptions, perspectives,
and experiences of individuals regarding a particular
phenomenon they have experienced (Creswell, 2018).

Working Group

The selection of participants for the study utilized criterion
sampling, a purposive sampling method. In the
phenomenological approach, individuals with experience
related to the examined phenomenon were intentionally
chosen to investigate their perspectives, perceptions, and
experiences concerning that phenomenon (Creswell, 2018;
Patton, 2014). The criteria for participant selection in this
study were based on their involvement in live observation
activities. In the context of this research, the participants of the
study consist of students who are taking the course of
individual counseling practice in the Master's program of
Guidance and Psychological Counseling at a university
located in the Central Black Sea region. Although there is no
strict rule for determining the number of participants in
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phenomenological research, it is recommended that the
number does not exceed 10 participants (Starks & Brown
Trinidad, 2007). This research specifically involved seven
master's students, and detailed participant information is
presented in Table 1.

In-the-room Live Observation and Consultation Break

Given that this research is a phenomenological study,
adequately describing the context in which the research took
place is crucial. Participants, as part of their individual
counseling course, conducted a varying number of counseling
sessions ranging from 24 to 28, each with three different
clients. While conducting their sessions with a Cognitive-
Behavioral Therapy (CBT) orientation, participants received
traditional supervision weekly, including activities such as
reviewing audio recordings, analyzing transcripts, reviewing
session plans, examining session summaries, engaging in case
discussions, etc. The traditional supervision process was led
by the primary author. In addition to traditional supervision,
each participant, involving a total of two different clients,
utilized live observation and consultation techniques with
another supervisor (site supervisor) during two counseling
sessions. The process of live observation and consultation
breaks was conducted as follows.

1. Before the session began, the supervisor and the
supervisee reviewed the session plan and decided when
to take a consultation break (e.g., after the first agenda
item). As it was thought that unexpected agendas might
arise during the sessions, the final decision on when to
break was left to the supervisees. There was only one
break for consultation during the entire session.

2. During the sessions, the supervisor, client, and
supervisee were present in the same room. While the
supervisee conducted the process with the client, the
supervisor sat in a place out of sight of the client,
observed the session live, and took notes. The
supervisor did not directly intervene in the counseling
process.

3. At the agreed-upon time, the consultation break was
taken, the supervisee and the supervisor left the room,
and evaluations of the session were conducted in a
separate room. Meanwhile, the clients waited in the
counseling room to avoid distractions and to make it
easier to resume the session after the break.

4. During the consultation break, the supervisee received
brief, concrete, and constructive feedback, along with
recommendations for the remaining process.

5. After approximately a 5-minute consultation break, the
supervisor and supervisee returned to the counseling
room, and the session continued.

6. After the session, the supervisor and the supervisee
evaluated the entire process in general. The supervisor
provided the counselor trainee with short, concrete, and
constructive feedback, as in between consultations

break.
Table 1. Demographics of working group

Participants Age Gender Supervision experience at the undergraduate level Professional experience
Pl 29 Female None Present

P2 30 Male None Present

P3 24 Female Present None

P4 33 Male Present Present

P5 24 Female Present None

P6 29 Female Present Present

P7 24 Female Present None

Note: The P’s stands for the pseudonyms assigned to the participants.
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Live observation-based supervision was conducted with
supervisors working at a university counseling center. To
ensure consistency among the supervisors, the first author
provided five hours of training to the other supervisors.
Throughout the study, the research team met weekly, and
continually evaluated the live observation processes. The first
and third authors taught individual counseling practice courses
at the undergraduate and graduate levels. They have also
conducted scholarly research on supervision. The other
authors of the study have previous supervision experience at
the undergraduate level. In addition, they have received
training in different theoretical orientations and have
conducted almost 1000 hours of individual counseling at the
university's psychological counseling center. The general
problem areas of the clients who participated in the sessions
were relationship problems, anxiety, and academic problems.
On the other hand, the presence of a psychiatric diagnosis,
severe mood problems, suicidal thoughts, and traumatic cases
were excluded.

Ethical Procedures

Ethics committee permission was obtained from the relevant
university for the research. Graduate students who were
research participants were informed and their verbal and
written consents were obtained. In the research process, the
consent of the clients who participated in the live observation
process was obtained in three stages. In the counseling consent
form signed by the clients when they first applied to the
counseling center, it was stated and verbally explained that live
observation could be conducted in some of the sessions. One
week before the live observation practice, the client was
informed again, and his/her consent was obtained verbally.
Finally, just before the start of the live observation session, the
client was asked again whether or not they approved for a
supervisor to enter the session as an observer. Clients who did
not give consent to the practice at any of these stages were not
subjected to live observation and were excluded from the
study. In this process, only one client did not consent to the
live observation practice. Although client opinions were not
the subject of this study, written consent was obtained from the
clients that the experiences during live observation could be
used in the research. To mitigate potential evaluation anxiety
influencing research data, interviews with graduate students
were conducted only after completing all assessment processes
for the individual counseling practices course.

Data Collection

In qualitative research, data can be collected through various
methods such as interviews, observation, and document
analysis. In this study, the researchers used a personal
information form to gather demographic information from
participants, as well as a semi-structured interview form to
explore their experiences of live observation-based
supervision. The interview form was developed based on
literature review and expert opinions and was tested through a
pilot interview. For the draft interview form, two experts, one
experienced in counseling and the other in qualitative research,
were consulted. Based on the pilot interview, a final interview
form was created, consisting of 12 questions. The data was
collected through individual interviews conducted via audio
and video applications over the internet. Individual interviews
were deemed appropriate for the small sample size of the study
(Laforest & Bouchard, 2009). On average, the interviews with
the participants lasted for about 40 minutes.

Data Analysis

Content analysis is used to identify relationships between
words, themes, and meanings in qualitative data (Patton,
2014). Thus, the current study utilized content analysis to
ensure that the data collected from interviews formed a
coherent whole. The researchers transcribed the interviews and
individually examined the interview texts, coding them to
identify themes. The codes, sub-themes, and themes created by
each researcher were combined and the agreement between the
coders was assessed. The inter-coder reliability coefficient, a
measure of agreement, was calculated to be 88.80%, which is
considered acceptable based on the guidelines provided by
Miles and Huberman (1994). Any codes where consensus
could not be reached were further reviewed by the researchers
in line with the study's objective and existing literature, leading
to a final decision on sub-themes and themes. Moreover, a
qualitative research expert with proficiency in supervision
literature was consulted to validate the identified themes and
sub-themes. The results of the content analysis, including the
identified sub-themes and themes, are presented in Table 2.

Table 2. Themes and sub-themes
Themes Sub-themes
Development Professional Development
Personal Development
Expectations
Live observation moment
Counseling process
Immediate feedback

Live observation practice
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Relationship Supervisee-client
relationship
Supervisee-supervisor
relationship

The overall supervision Suggestions

process Comparison
General evaluation

Credibility

In qualitative research, different concepts such as credibility,
transferability, confirmability, and trustworthiness are used to
ensure the quality of the results (Lincoln & Guba, 1985;
Patton, 2014). To address threats to the -credibility,
verifiability, and reliability of the research, this study
employed strategies such as prolonged engagement, expert
opinion, member checking, and providing thick descriptions
(Creswell & Plano Clark, 2011). Transcriptions of interviews
were sent to participants for confirmation, with one participant
providing additional thoughts. The long-term interaction
between researchers and participants in the counseling center
helped creating a safe environment for sincere responses.
Direct quotations were used without adding comments to
convey the participants' statements in appropriate themes.
Expert opinion was sought in creating the interview form and
in the content analysis process. Additionally, the
characteristics of the research participants and the educational
environment were detailed to increase the transferability of the
findings. Overall, these strategies aimed to enhance the quality
and trustworthiness of the qualitative research results.

Findings

As a result of the participants' views on live observation-based
supervision modality, four themes and 12 sub-themes were
identified. These themes were named as development,


https://www.zotero.org/google-docs/?TSz0Cc

relationship, live observation practice, and the overall
supervision process.

Development

The development theme addresses the impact of live
observation-based  supervision on graduate student
development. Participants evaluated the impact of this practice
on their development. Opinions were divided into two sub-
themes: professional development and personal development.

Professional Development

The beneficial effects of live observation supervision on
professional growth are noteworthy. Participants emphasized
that the practice positively influenced various aspects of their
counseling process, including improved counseling skills,
more effective use of specific counseling techniques, increased
pre-session preparation, improved functional use of body
language and tone of voice, and more effective use of
reflection and summarizing. To illustrate, one participant
articulated this sentiment as follows
It was the first time my counselling skills were in focus. [
had received supervision in a more crowded environment
before, but it was not a process where basic counselling
skills were questioned. My posture, speech, behaviours,
and the way of welcoming the client had not been evaluated
previously. In contrast to the previous supervision, these
aspects were now under scrutiny. Getting feedback on
these matters was important for me because I had not been
evaluated on them before. (P5)

Personal Development

The use of live observation-based supervision practice has
been found to have a positive impact on the personal growth
of participants. The participants noted favorable outcomes,
including heightened self-confidence, enhanced self-
awareness, and increased motivation levels. Here are some
statements from the participants concerning their personal
development:
When I reflect on it from a personal development
perspective, I delved deeper into myself and discovered
something new about me. I can say it brought to light
aspects of myself that I wasn't aware of. (P2)
1 believe counselors' confidence in themselves will grow
after this supervision process because they can receive
accurate information right away instead of hesitating
about whether it's right or wrong. (P7)

Live Observation Practice

The second theme emerging from the participants'
perspectives is the live observation practice. Participants who
had never received supervision based on live-observation
before provided evaluations of this practice from various
perspectives. Within this theme, there are four sub-themes:
expectations, live observation moment, counseling process,
and immediate feedback.

Expectations

When participants learned that the live observation-based
supervision practice would be conducted, they reported
experiencing anxiety about being evaluated. Being able to
adequately demonstrate counseling skills and not knowing
how clients would react were seen as the main sources of
anxiety. The most common emotion accompanied with anxiety

Supervisees' views on live observation-based supervision modality

was curiosity. On the other hand, participants stated that they
saw this process as an opportunity to grow and that they
thought they could get more live supervision-based support.
Some examples of participant statements include:
I'was concerned about both the client and I being affected.
I'was thinking that I might be so affected that anxiety could
take over part of the session. (P1)
I'was quite worried. The fact that the supervisor was there,
evaluating, made me quite anxious. (P2)
I was excited and curious about how it would turn out. I
wondered if 1 could fully showcase my counselling skills
with the supervisor present. It was a different experience
for me, and I thought it would be beneficial. (P4)
I can say I was a bit worried. However, I was very happy
to have such an opportunity. I thought it would be good
both for us and the clients. It offered a different
perspective. I thought that maybe the supervisor would
notice points that we might overlook or ignore, guiding us.
(P5)

Live Observation Moment

Participants expressed that live observation was mostly
exciting and challenging. Furthermore, there are also opinions
about the positive effects of this practice in terms of
development, motivation, self-awareness and  self-
management. In fact, some of the participants' views on this
are as follows:
We need to handle our own emotions and concerns rather
than just managing the session. Therefore, even though it
was challenging, it turned out to be a pleasant and
developmental process. (P1)
I was much more nervous at the beginning of the session,
and it decreased even more until the break. However, I felt
much more relaxed in the second part of the session after
having a conversation with my supervisor during the
break. (P3)
Initially, I was excited, but after about 5 minutes, I returned
to the normal counseling mode and was able to conduct it
as usual. The supervisor acted as if they weren't in the
room at that moment. They were following, observing, and
recording, but didn't convey that message. The supervisor's
comfort also put me at ease. (P4)
In the beginning, it was uneasy due to evaluation anxiety.
1 inevitably faced difficulties because of my concern about
the possibility of my client being influenced by my
supervisor. However, it became tolerable for me when I
considered the benefits at that moment. (P7)

Counseling Process

A sub-theme under the live observation practice is the
counseling process. In this context, participants assessed the
session dynamics of live observation practice with clients.
Participants mentioned that they could navigate through the
sessions more efficiently, recover from mistakes, witness a
shift in the session dynamics, and experience more productive
sessions. The participant perspectives on this matter are
outlined as follows:
After a break, 1 got the corrections. Examining the
evidence really impressed me, and it still does. It
broadened my perspective, and I had the chance to delve
into other techniques more thoroughly. When I got positive
feedback from the supervisor during the consultation
break, I approached the rest of the session with more
enthusiasm. The overall process was positive. (P7)
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Actually, there were places where I messed up before
getting the feedback. Returning to counseling after that
helped me progress in a much better way. On the one hand,
it feels like I won't be able to recover, but it also gives me
a chance to learn from my mistakes. (P6)

I can say it made a difference in the sessions. For instance,
I was struggling to find an alternative thought within a
session. During the consultation break, my supervisor and
I came up with a few alternative thoughts together. When I
returned to the session, I saw that discussing these
alternatives with the client was more effective. (P3)

There were a couple of points I overlooked. In one
instance, 1 was unsure whether to assign behavioral
activation homework or not. During the break, I discussed
it with my supervisor and decided on this homework. It
made a significant difference for the client, and as a result,
we increased similar assignments. It altered the course of
the sessions. (P2)

Immediate Feedback

Participants emphasized that the critical element in the live
observation practice was immediate feedback. They expressed
that immediate feedback serves as a source of motivation,
development, information, support, reassurance, and
clarification. Participants emphasized that this approach
allowed them to provide immediate feedback, identify
overlooked areas, and facilitate ongoing learning. Here are
some perspectives on immediate feedback:
My supervisor provided feedback in a motivational way,
highlighting the positives and pointing out areas for
improvement—things I hadn't done due to excitement. It
was beneficial that they communicated this in a positive
and constructive manner. After hearing it from my
supervisor's perspective, I immediately implemented the
suggestions. (P1)
The feedback I received during the sessions generally
leaned towards encouragement, with comments like,
'You're doing good things, keep it up, move in this
direction, and in future sessions, you can explore these
areas.' Hearing this in the moment was very encouraging
and allowed me to move forward with more confidence.
(P4)
Constructive feedback reduced my excitement and anxiety,
helping me manage the process better. I realized that there
were things I needed to change or add. Discussing this with
my supervisor helped me proceed more carefully and
confidently. It made me see the right and wrong things I
was doing at that moment. (P2)
1 believe the information gained from live supervision is
more lasting. I noticed that it was more permanent because
we had the opportunity to implement it immediately after a
break. (P5)

Relationship

Another theme that emerged from the participants' opinions is
the theme of relationship. In this theme, there are opinions
about the supervisee's relationship with both the client and the
supervisor. There are two sub-themes within this theme,
supervisee-client relationship and the supervisee-supervisor
relationship.

Supervisee-Client Relationship

Participants engaged in a live observation-based supervision
practice shared their views on the supervisee-client

relationship, which holds critical significance in the
counseling process. Participants stated that this modality did
not negatively impact the supervisee-client relationship.
Instead, it strengthened it. In this practice, they noted that the
involvement of two individuals in the session made the client
feel more valued, increased self-confidence, and facilitated
greater openness. Only one participant mentioned an increase
in the client's anxiety. Participants also emphasized the
importance of structuring in the relationship-building process.
Here are the participant views regarding the supervisee-client
relationship:
One of my clients was feeling very anxious. I suggested that
we could continue later. (P2)
I don't think there were many differences in terms of the
client, but I felt stuck somewhere, and that seemed to make
the client more bored. With live observation, we were able
to overcome this blockage more swiftly, and the client also
noticed the improvement. (P3)
In the initial session, I clearly communicated that another
observer would be joining us and that their presence would
be beneficial in addressing her concerns. I emphasized that
we were working collaboratively as a team to support her.
The client perceived this as a positive situation. (P4)

Supervisee-Supervisor Relationship

Another sub-theme of the relationship theme is the supervisee-
supervisor relationship. The majority of participants
emphasize that the implementation of live observation
strengthens the supervisee-supervisor relationship. Moreover,
the positive and supportive attitude of the supervisor, realistic
evaluations, and a neutral stance during the observation phase
are highlighted. Participant perspectives on this relationship
are as follows:
My supervisor was a very level-headed person who
highlighted the positive aspects and aimed to enhance our
skills in that regard. Our relationship didn't change in any
way, I can even say it strengthened. (P2)
[ believe that analyzing the process together in the room
strengthened our relationship. He assisted me in assessing
myself more realistically, even if I tended to be more
critical of myself. It clarified what I needed to do in this
process and helped make my self-evaluation more
grounded. (P5)
My relationship with the supervisor became more candid.
Sharing my mistakes contributed to my development, and 1
had no difficulty consulting him on additional issues. (P7)

The Overall Supervision Process

This study combined traditional supervision and live
observation practices. While the participants received
traditional supervision (e.g. voice recordings, session

transcriptions) with the group on a weekly basis, the live
observation method was used in some counseling sessions.
The participants evaluated the traditional supervision methods
and the live supervision methods together and expressed some
of their opinions in this context. The general theme of the
supervision process consists of the sub-themes of suggestions,
comparison and general evaluation.

Suggestions

This sub-theme includes the participants' suggestions on how
live observation could be better implemented. The most
frequently mentioned suggestion is to conduct live observation
more often. In addition, they made other suggestions such as
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conducting practices with headphones instead of live
observation, having a video demonstration of how the process
will work beforehand, conducting sessions in which different
counseling techniques are used, conducting sessions in more
complex cases, and having different supervisors participate in
the sessions. Participants' suggestions for live observation are
as follows:
Maybe we could've had more live supervisions. My cases
were kind of simple, so it would've been good to tackle
more complex ones. (P1)
1 feel like adding more live observations would be
beneficial. Having more people join could bring in
different perspectives. For instance, if they had given us a
video walkthrough before, it would've eased my anxiety.
After trying it once, my anxiety dropped a lot. (P3)
I noticed live observation works better in sessions with
specific techniques rather than in simple ones like
psychoeducation. (P5)

Comparison

The participants in the supervision process had varying
experiences during live observation sessions with their
supervisor compared to standard sessions. The participants
expressed that in the live observation sessions, they felt more
prepared, utilized more techniques, enhanced progress,
communicated more accurately with the client, and were able
to identify and correct mistakes more quickly. However, in the
standard sessions without live observation, they felt more at
ease, had the ability to take initiative, and could focus more on
the client's emotions. They also mentioned that in the standard
sessions, they sometimes deviated from the theory-based
protocol and were not fully aware of their mistakes. Overall,
the participants had positive experiences with live observation
sessions in terms of improvement and effectiveness, but they
also appreciated the relaxed and flexible nature of standard
sessions. The views of the participants regarding the
comparison sub-theme are as follows.
There were variations in terms of content. I attempted to
get more technical to demonstrate my familiarity with the
technique introduced by the supervisor. However, in other
sessions, my focus shifted to understanding the client better
and delving deeper. I can affirm that I took more initiative
in these sessions. (P1)
In some of the subsequent sessions, I consistently pondered
whether I was correct or mistaken in my approach. 1
wished for the supervisor to be present in the room and
sought his support. (P4)
I believe that we established more accurate communication
with the client who joined the session with the supervisor
and me. Honestly, with my other clients, I couldn't quickly
identify where I went wrong. I struggled to discern whether
the feedback I provided for the client's response was
accurate. (P6)
From my perspective, this is my field, and having a third
person there compelled me to take greater ownership of
both my client and my work. I faced more scrutiny because
someone else was participating, and I knew I would be
evaluated. I conducted more reading and research for this.
My preparation was thorough, and in that regard, these
sessions provided insights into other sessions in terms of
planning. (P7)

Supervisees' views on live observation-based supervision modality

General Evaluation

The general evaluation sub-theme is part of the overall
supervision process theme, and it focuses on the participants'
perspectives on the traditional supervision process. This sub-
theme includes the participants' views on the entire traditional
supervision process (e.g. audio recordings, transcription
review, session plan review), which includes live observation
and consultation break practices. The participants find this
process to be instructive, developmental, and beneficial for
building self-confidence. They feel that it reduces self-
criticism and enhances their knowledge and skills in
counselling. The inclusion of live observation in the
supervision process is seen as an exciting, challenging, and
experiential learning opportunity. Several examples are
provided to illustrate the participants' opinions about the
supervision process.
1 had theoretical knowledge, yeah. CBT is mentioned in all
the books, or we know that most current books are CBT-
oriented. However, practicing with a supervisor was quite
different because when you apply it, it gets directly
reinforced, and you fully grasp it. (P1)
1 felt more competent as a result of this process. I used to
be more anxious before. There's a significant difference in
anxiety between before and after supervision. I believe
supervision boosted my motivation, interest, and desire for
the counselling process. (P4)
The supervision process was highly productive because 1
hadn't experienced such supervision before. I had the
chance to enhance myself as I learned. I discovered many
different things that we thought we already knew. (P2)
I believe it made a significant contribution to my
development. Live observation, group supervision, and
sharing transcripts with the group made me recognize both
my strengths and the areas I need to improve. In fact, this
process also heightened my self-confidence. (P5)
T used to believe that my professional competence was low.
Now, I definitely think it's much better. It had a substantial
impact on our approach to clients. (P6)

Discussion

It is important to examine which supervision format is most
appropriate in the process of developing counseling skills.
This study examined the views and experiences of graduate
students on the live observation-based supervision modality.
Four themes emerged from the students' opinions. These
themes are development, live observation practice,
relationships, and the overall supervision process.

The development theme has two sub-themes, individual
development and professional development. These sub-themes
include perspectives on the impact of live observation and
consultation breaks on students' personal and professional
lives. In the individual development sub-theme, opinions
highlight positive effects such as increased self-confidence,
enhanced self-awareness, and higher levels of motivation.
These findings are consistent with the results of review studies
of live supervision (MaaB et al., 2022; Vezer, 2021). In live
supervision, supervisees become more self-aware by
observing their thoughts, feelings, and behaviors, which
contributes to an increased sense of self-awareness
(Hendrickson et al., 2002). In addition, as supervisees acquire
the skills and knowledge needed to work more effectively with
clients, their confidence in themselves grows.
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Another sub-theme that emerged within the overarching
theme of development was professional development. Within
this sub-theme, participants indicated that live observation
practice contributes to various facets of their professional
development in the counseling process, such as improving
counseling skills, using specific techniques more accurately,
increasing pre-session preparation, using body language and
tone of voice more functionally, and using reflection and
summarizing effectively. During the live supervision process,
supervisees can become familiar with various strategies and
techniques recommended by supervisors, providing an
opportunity to acquire new skills (Jakob et al., 2015). In
addition, supervisors can identify the strengths of supervisees
and assist them in enhancing existing skills. Supervisors can
observe nonverbal cues such as body language, tone of voice,
gestures, and facial expressions during live observations and
offer suggestions. Brief, constructive, and concrete feedback
is provided during consultation breaks to encourage
supervisees to use correct techniques, resulting in sustained
learning and skill improvement throughout the session (Maaf3
et al., 2023). In addition, the views on how supervisees learn
to use specific techniques more effectively seem to be
consistent with previous research. For example, Noelle (2003)
suggests that live supervision techniques are more appropriate
for approaches that include concrete elements, such as
behavioral theories. Supervisors, through methods such as co-
therapy, can provide clear and direct feedback on the use of
specific techniques and even serve as role models for
supervisees. However, it may not be appropriate to use live
observation techniques frequently in approaches that require
in-depth analysis and discussion of cases.

The second theme identified from the participants'
perspective is the theme of live observation practice. Within
this theme, there are four sub-themes, expectations, live
observation moment, counseling process, and immediate
feedback. When examining the theme, it is evident that
supervisees experience various emotions such as anxiety,
curiosity, and excitement regarding live observation and
consultation breaks. In particular, concerns about not fully
demonstrating their competence and thoughts about potential
negative effects on clients are prevalent. In addition,
participants perceive live observation as a challenging, yet
developmental and motivating method. It is noteworthy that all
participants in this study had not previously participated in live
supervision experiences. Therefore, experiencing anxiety
about this practice for the first time is considered normal.
Consistent with previous studies, similar findings indicate that
supervisees often experience anxiety before and initially
during live supervision, but note a decrease as they gain
experience and confidence (Wong, 1997). In addition, the
literature discusses the need for explanations of how live
supervision operates and what to expect from supervisors,
especially for novice supervisees (Hendrickson et al., 2002;
Mauzey & Erdman, 1997).

In reviewing the results, the participants indicated that live
observation-based supervision allows them to make faster
progress in counseling sessions, correct mistakes, change the
course of sessions, and have more productive sessions. In
summary, the majority believe that the live observation
method has positive impacts on the counseling process.
Consistent with these findings, the literature also suggests that
live supervision sessions are effective and improve the quality
of intervention (Bartle-Haring et al., 2009; MaaB et al., 2022).
In the current study, live observation-based supervision was

implemented with consultation breaks during which
supervisees and supervisors evaluated the session. Such
evaluations typically highlight positive aspects, while also
providing information about areas in which the counselor falls
short. It is emphasized that these breaks within the session do
not disrupt the counseling session and may even result in more
perceived benefits to the client (Mauzey & Erdman, 1997;
Moorhouse & Carr, 1999). It should be noted, however, that
live supervision methods, like almost all supervision methods,
can only have positive effects when there is a good supervisory
relationship. For example, Holloway (1995) considered the
supervisory relationship to be a core component of his systems
approach. Similarly, Hendrickson et al. (2002) demonstrated
that positive relationships with supervisors in live supervision
methods reduce the anxiety of supervisees. The participants'
statements emphasizing positive supervisor behaviors also
support this situation.

The most effective aspect of the live observation-based
supervision modality for supervisees may be the ability to
receive immediate feedback. In live supervision methods, it is
recommended that such feedback be brief, constructive,
supportive, and clear (Mauzey & Erdman, 1997). Participants
perceive instant feedback as motivating, supportive, calming,
explanatory, and influential. They also state that this modality
reveals overlooked areas, provides an opportunity for
immediate implementation, informs about counseling
methods, and facilitates permanent learning. Previous research
suggests that live observation combined with immediate
feedback creates a supportive and safe environment (Jakob et
al., 2015). Additionally, timely feedback is emphasized as one
of the most crucial factors for improving performance and
developing expertise (Hattiec & Timperley, 2007). During live
supervision, the supervisor aims to create a secure and
supportive learning environment for the supervisees while
helping them enhance their skills and achieve their goals.
Immediate feedback provides specific insight into areas where
the supervisee may be lacking or in need of improvement,
allowing supervisees to quickly make changes in their practice
and apply new knowledge. This change can lead to more
efficient sessions and increased self-confidence. The
opportunity for immediate implementation of what has been
learned through feedback allows for experiential and
permanent learning for the supervisee. Similar to the findings
presented here, supervisees report satisfaction with immediate
feedback due to all of these benefits (Maal3 et al., 2023).

Participants' opinions indicate that the live observation-
based supervision practice contributes to both the supervisee-
client and supervisee-supervisor relationships. Supervisees
who participated in the study reported that this practice
strengthened the supervisee-client relationship. They also
stated that the client felt more cared for and disclosed more.
These findings are consistent with the finding that the
therapeutic alliance is higher in live supervision practices than
in delayed video-based supervision (Weck et al., 2016). It is
possible that the supervisee who is observed during the live
supervision process pays more attention to his/her
competencies in order to manage the process well, prepares for
the sessions, and makes efforts to build a relationship with the
client. In addition, clients may have felt more secure by seeing
that more than one person, not just one counselor, was taking
care of them. A similar situation in the supervisee-client
relationship seems to hold true for the supervisor-supervisee
relationship. Participants felt that their relationships with their
supervisors were strengthened and that the supervisor's
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positive and supportive attitude contributed to this. This
finding is consistent with findings that the supervisor's
understanding, empathy, and supportive style positively
change the supervisor-supervisee relationship in live
supervision practices (Wong, 1997).

It has been mentioned in the literature that live supervision
practices can generally be perceived as distracting, too
intrusive, and can cause confidentiality issues, especially for
clients (Bernard & Goodyear, 2019; Scaife, 2019). However,
the current study did not find evidence to support these
concerns. Previous research indicates that the distracting and
intrusive aspect of live supervision practices is not perceived
as a significant problem by either clients or supervisees, and
that a balance can be struck between the benefits and potential
drawbacks of live supervision (Locke & McCollum, 2001;
Mauzey & Erdman, 1997). On the other hand, Whisenhunt et
al. (1997) found that videotaped supervision raised more
confidentiality concerns than live supervision methods.

The findings of the current study revealed that the
participants generally found the live observation-based
supervision practices useful. Participants suggested that live
observation-based supervision practices should be conducted
more frequently, that more detailed information about the
process should be provided before live supervision, and that
the number of supervisors should be increased. They note that
live supervision practices may be more appropriate for
sessions in which specific techniques (e.g. cost-benefit
analysis) are used for complex cases. Given that live
supervision practices create a safer environment for the
supervisee and the client, the need for more frequent use of
live supervision methods seems understandable. Furthermore,
in parallel with the research findings, previous studies indicate
that counselors prefer challenging cases in live supervision
(Todd & Storm, 2014).

Participants have varying opinions regarding the
comparison of live observation-based and traditional
supervision practices. There are views that suggest that in live
observation-based supervision practices, participants engage
in more preparation, improve their use of specific counseling
techniques, establish more accurate communication with
clients, and have more opportunities to notice and correct
errors. In contrast, they report feeling more comfortable,
taking more initiative, and being more emotion-focused in
traditional sessions. However, they also reported making
progress based on past, perhaps incomplete, learning and being
less aware of their mistakes. These opinions are consistent
with the perspective that live supervision practices may hinder
the development of autonomy in supervisees (Wong, 1997).
The developmental level of the supervisee is critical in
determining appropriate supervision techniques (Borders and
Brown, 2005; Noelle, 2003). Specifically, more directive
techniques may be appropriate for less experienced
supervisees, while as experience increases, they may prefer
methods that allow for more initiative. Instead, live
supervision can be used along with other supervision methods
as appropriate based on the specific needs of both the
supervisee and the client (Borders et al., 2014).

Conclusion Recommendations and Limitations

This study examines the experiences of master's level
counseling students with live observation-based supervision
practices. The findings indicate that this practice contributes to
the individual and professional development of supervisees,
increases the efficiency of counseling sessions, and

Supervisees' views on live observation-based supervision modality

strengthens the client-supervisee-supervisor relationship. The
results suggest that live observation-based supervision
practices can be used in counselor education in Tiirkiye.
Counselor educators can incorporate live observation
techniques more extensively in supervision practices,
especially in environments that lack technical equipment such
as audio transmission devices, cameras, or one-way mirrored
rooms. When deciding on live observation-based methods, the
developmental level of the supervisee and the counseling
approach can be taken into consideration. Providing
information about the live observation procedure can help
alleviate the concerns of supervisees.

There are several limitations to the current study. All
participants used a CBT-based approach in their sessions, and
caution should be taken in generalizing the research findings
to other counseling approaches. The implementation of live
supervision in this study involved the supervisor being present
in the counseling room (live observation) and providing
feedback during sessions (counseling break). It is important to
note that there are different methods of live supervision in the
literature. In this study, the perspectives of master's level
counseling psychology students were considered, and the
effectiveness of the live observation-based supervision method
could be further examined through randomized controlled
trials with participants at different developmental levels such
as undergraduate, graduate or doctoral level. In addition,
studies can be conducted that focus on the perspective of the
clients.

Author Contributions

The first author conducted the overall design of the study and
contributed to the writing of all sections. The second author
contributed to the literature review, method, findings, and
discussion sections, while the third author contributed to the
literature review, introduction, and discussion sections through
qualitative interview processes. The fourth author contributed
to the method section. Live observation applications were
conducted by the second and fourth authors, and qualitative
analyses were collaboratively conducted by all authors. All
authors have read and approved the final version of the study.

Ethical Declaration

This study was carried out under the approval of the Ethics
Committee for Social and Human Sciences Research at Tokat
Gazi Osman Pasa University, as confirmed by decision
number 09-03 during the meeting held on June 17, 2022.

Conflict of Interest

The authors declare that there is no conflict of interest with any
institution or individual within the scope of this study.

Acknowledgment

The authors sincerely express their gratitude to the clients and
counseling students who made the implementation of this
study possible.

References

Aladag, M., & Bektas, D. Y. (2009). Examining individual-
counseling practicum in a Turkish undergraduate
counseling program. Eurasian Journal of Educational
Research (EJER), 37, 53-70

170



Y. Sarikaya, et.al. / Erzincan University Journal of Education Faculty, 26(2)

Aladag, M., & Kemer, G. (2016). Clinical supervision: An
emerging counseling specialty in Turkey. The Clinical
Supervisor, 35(2), 175-191.
https://doi.org/10.1080/07325223.2016.1223775

Amerikaner, M., & Rose, T. (2012). Direct observation of
psychology supervisees' clinical work: A snapshot of
current practice. The Clinical Supervisor, 31(1), 61-80.
https://doi.org/10.1080/07325223.2012.671721

Aveline, M. (1992). The use of audio and videotape recordings
of therapy sessions in the supervision and practice of
dynamic psychotherapy. British Journal of Psychotherapy,
8(4), 347-358.
https://doi.org/10.1111/1.1752-0118.1992.tb01198.x

Bartle-Haring, S., Silverthorn, B. C., Meyer, K., & Toviessi,
P. (2009). Does live supervision make a difference? A
multilevel analysis. Journal of Marital and Family
Therapy, 35, 406-414.
https://doi.org/10.1111/1.1752-0606.2009.00124.x

Bernard, J. M., & Goodyear, R. K. (2019). Fundamentals of
clinical supervision. Pearson.

Borders, L. D., & Brown, L. L. (2005). The new handbook of
counseling supervision. Routledge.
https://doi.org/10.4324/9781410613202

Borders, L. D., Glosoff, H. L., Welfare, L. E., Hays, D. G.,
DeKruyf, L., Fernando, D. M., & Page, B. (2014). Best
practices in clinical supervision: Evolution of a counseling
specialty. The Clinical Supervisor, 33(1), 26-44.
https://doi.org/10.1080/07325223.2014.905225

Boyle, R., & McDowell-Burns, M. (2016). Modalities of
marriage and family therapy supervision. In K. Jordan
(Ed.), Couple, marriage and family therapy supervision
(pp- 51-69). New York, NY: Springer.

Brown, L., & Miller, M. (2002). The triadic intersubjective
matrix in supervision: The use of disclosure to work
through painful affects. International Journal of
Psychoanalysis, 83, 811-823.
https://doi.org/10.1516/TDHV-GWPP-4HX7-VM9X

Champe, J., & Kleist, D. M. (2003). Live supervision: A
review of the research. The Family Journal, 11(3), 268-
275. https://doi.org/10.1177/1066480703252755

Clark, P., Jeff Hinton, W., & Grames, H. A. (2016).
Therapists’ perspectives of the cotherapy experience in a
training setting. Contemporary Family Therapy, 38(2),
159-171. https://doi.org/10.1007/s10591-015-9358-2

Coll, K. M. (1995). Clinical supervision of community college
counselors: Current and preferred practices. Counselor
Education and Supervision.
https://doi.org/10.1002/1.1556-6978.1995.tb00215.x

Creswell, J. W. (2018). Qualitative research methods:
Qualitative research and research design according to five
approaches. Political bookstore.

Creswell, J. W., & Plano Clark, V. L. (2011). Designing and
conducting mixed methods research (2nd ed.). Sage.

Gallant, J. P, Thayer, B. A., & Bailey, J.S. (1991). Preliminary
evaluations using bug-in-the-ear feedback in clinical
supervision. Research on Social Work Practice, 1, 175-
186. https://doi.org/10.1177/104973159100100205

Goldberg, D. A. (1985). Process notes, audio, and videotape:
Modes of presentation in psychotherapy training. The
Clinical Supervisor, 3(3), 3-14.
https://doi.org/10.1300/J001v03n03_02

Haggerty, G., & Hilsenroth, M. J. (2011). The use of video in
psychotherapy  supervision.  British  Journal  of
Psychotherapy, 27(2), 193-210.

171

https://doi.org/10.1111/1.1752-0118.2011.01232.x

Hattie, J., & Timperley, H. (2007). The power of feedback.
Review of Educational Research, 77(1) 81-112.
https://doi.org/10.3102/003465430298487

Heckman-Stone, C. (2004). Trainee preferences for feedback
and evaluation in clinical supervision. The Clinical
Supervisor, 22(1), 21-33.
https://doi.org/10.1300/J001v22n01_03

Hendrickson, S. M., McCarthy Veach, P. and LeRoy, B.S.
(2002). A qualitative investigation of student and
supervisor perceptions of live supervision in genetic
counselling. Journal of Genetic Counseling, 11(1), 25-49.
https://doi.org/10.1023/A:1013868431533

Hunt, C., & Sharpe, L. (2008). Within-session supervision
communication in the training of clinical psychologists.
Australian Psychologist, 43(2), 121-126.
https://doi.org/10.1080/00050060801933402

Kivlighan, D. M., Angelone, E. O., & Swafford, K. G. (1991).
Live supervision in individual psychotherapy: Effects on
therapist's intention use and client's evaluation of session
effect and working alliance. Professional Psychology:
Research and Practice, 22(6), 489.
https://doi.org/10.1037/0735-7028.22.6.489

Kogyigit, M. K. (2022). Challenges and Ethical Issues in
Counseling Supervision from Faculty Supervisors’
Perspective. Participatory Educational Research, 9(5),
305-329. https://doi.org/10.17275/per.22.116.9.5

Laforest, J., & Bouchard, L. M. (2009). Guide to organizing
semi-structured  interviews with key informant.
Gouvernement du Quebec. Quebec: Gouvernement du
Quebec, Ministeres des Communications.

Liddle, H. A., & Halpin, R. J. (1978). Family therapy training
and supervision literature: A comparative review. Journal
of Marital and Family Therapy, 4(4), 77-98.
https://doi.org/10.1111/j.1752-0606.1978.tb00543.x

Locke, L. D., & McCollum, E. E. (2001). Clients’ views of live
supervision and satisfaction with therapy. Journal of
Marital and Family Therapy, 27, 129-133.
https://doi.org/10.1111/1.1752-0606.2001.tb01146.x

MaaB, U., Kiihne, F., Ay-Bryson, D. S., Heinze, P. E., &
Weck, F. (2023). Efficacy of live-supervision regarding
skills, anxiety and self-efficacy: a randomized controlled
trial. The Clinical Supervisor, 1-21.
https://doi.org/10.1080/07325223.2023.2267528

MaalB, U., Kiihne, F., Poltz, N., Lorenz, A., Ay-Bryson, D. S.,
& Weck, F. (2022). Live supervision in psychotherapy
training-A systematic review. Training and Education in
Professional Psychology, 16(2), 130-142.
https://doi.org/10.1037/tep0000390

Mauzey, E., & Erdman, P. (1997). Trainee perceptions of live
supervision phone-ins: A phenomenological inquiry. The
Clinical Supervisor, 15(2), 115-128.
https://doi.org/10.1300/J001v15n02_09

Mauzey, E., Harris, M. B. C., & Trusty, J. (2001). Comparing
the effects of live supervision interventions on novice
trainee anxiety and anger. The Clinical Supervisor, 19(2),
109-122. https://doi.org/10.1300/J001v19n02_06

Miller, K. L., Miller, S. M., & Evans, W. J. (2002). Computer-
assisted live supervision in college counseling centers.
Journal of College Counseling, 5(2), 187-192.
https://doi.org/10.1002/.2161-1882.2002.tb00221.x

Moorhouse, A., & Carr, A. (1999). The correlates of phone-in
frequency, duration and the number of suggesdtions made
in live supervision. Journal of Family Therapy, 21(4), 407-



https://doi.org/10.1080/07325223.2016.1223775
https://doi.org/10.1080/07325223.2012.671721
https://doi.org/10.1111/j.1752-0118.1992.tb01198.x
https://doi.org/10.1111/j.1752-0606.2009.00124.x
https://doi.org/10.4324/9781410613202
https://doi.org/10.1080/07325223.2014.905225
https://doi.org/10.1516/TDHV-GWPP-4HX7-VM9X
https://doi.org/10.1177/1066480703252755
https://doi.org/10.1007/s10591-015-9358-2
https://doi.org/10.1002/j.1556-6978.1995.tb00215.x
https://doi.org/10.1177/104973159100100205
https://doi.org/10.1300/J001v03n03_02
https://doi.org/10.1111/j.1752-0118.2011.01232.x
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://doi.org/10.3102/003465430298487
https://doi.org/10.1300/J001v22n01_03
https://doi.org/10.1023/A:1013868431533
https://doi.org/10.1080/00050060801933402
https://doi.org/10.1037/0735-7028.22.6.489
https://doi.org/10.17275/per.22.116.9.5
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://doi.org/10.1111/j.1752-0606.1978.tb00543.x
https://doi.org/10.1111/j.1752-0606.2001.tb01146.x
https://doi.org/10.1080/07325223.2023.2267528%C2%A0
https://doi.org/10.1037/tep0000390%C2%A0
https://doi.org/10.1300/J001v15n02_09
https://doi.org/10.1300/J001v19n02_06
https://doi.org/10.1002/j.2161-1882.2002.tb00221.x
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2

408. https://doi.org/10.1111/1467-6427.00128

Noelle, M. (2003). Self-report in supervision. The Clinical
Supervisor, 21(1), 125-134.
https://doi.org/10.1300/J001v21n01_10

Patton, M. Q. (2014). Nitel arastirma ve degerlendirme
yontemleri (M. Biitiin & S. B. Demir, Ed.; 1. bs). PEGEM
Akademi.

Ray, D., & Altekruse, M. (2000). Effectiveness of group
supervision versus combined group and individual
supervision. Counselor Education and Supervision, 40(1),
19-30.https://doi.org/10.1002/].15566978.2000.tb01796.x

Scaife, J. (2019). Supervision in clinical practise: A
practitioner's guide. Routledge.
https://doi.org/10.4324/9781315544007

Starks, H., & Brown Trinidad, S. (2007). Choose your method:
A comparison of phenomenology, discourse analysis, and
grounded theory. Qualitative health research, 17(10),
1372-1380. https://doi.org/10.1177/1049732307307031

Todd, T. C., & Storm, C. L. (2014). The complete systemic
supervisor: Context, philosophy, and pragmatics. John
Wiley & Sons. https://doi.org/10.1002/9781394259601

Vezer, E. (2021). Bug-in-the-eye supervision: A critical
review. Training and Education in Professional
Psychology, 15(3), 250-257.
https://doi.org/10.1037/tep0000308

Weck, F., Jakob, M., Neng, J. M., Hofling, V., Grikscheit, F.,
& Bohus, M. (2016). The effects of bug-in-the-eye
supervision on therapeutic alliance and therapist
competence in cognitive-behavioural therapy: A
randomized controlled trial. Clinical psychology &
psychotherapy, 23(5), 386-396.
https://doi.org/10.1002/cpp.1968

Wong, Y. L. S. (1997). Live supervision in family therapy:
Trainee perspectives. The Clinical Supervisor, 15(1), 145-
157. https://doi.org/10.1300/J001v15n01_11

172

Supervisees' views on live observation-based supervision modality


https://doi.org/10.1111/1467-6427.00128
https://doi.org/10.1300/J001v21n01_10
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://doi.org/10.1002/j.15566978.2000.tb01796.x
https://doi.org/10.4324/9781315544007
https://doi.org/10.1177/1049732307307031
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://doi.org/10.1002/9781394259601
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://www.zotero.org/google-docs/?qVbjI2
https://doi.org/10.1037/tep0000308
https://doi.org/10.1002/cpp.1968
https://doi.org/10.1300/J001v15n01_11

Erzincan Universitesi Egitim Fakiiltesi Dergisi

Erzincan University Journal of Education Faculty

2024 Cilt 26 Say1 2 (173-183) hitps.//doi.org/10.17556/erziefd. 1404297

Arastirma Makalesi / Research Article

Examination of Mental Well-Being Levels in Emerging Adulthood in Terms of Grit and Cognitive Flexibility

Beliren Yetiskinlikte Mental Iyi Olus Diizeylerinin Azim ve Bilissel Esneklik A¢isindan incelenmesi

Ayse Deniz! (©) Nezir Ekinci?

' MA, Psychological Counselor, Karamanoglu Mehmetbey Universitesi, Sosyal Bilimler Enstitiisii, Karaman, Tiirkiye
2 Assoc. Prof. Dr., Karamanoglu Mehmetbey Universitesi, Egitim Fakiiltesi, Karaman, Tiirkiye

Makale Bilgileri
Gelis Tarihi (Received Date)
13.12.2023

Kabul Tarihi (Accepted Date)

12.04.2024

*Sorumlu Yazar

Nezir Ekinci
Karamanoglu Mehmetbey
Univeristesi Yunus Emre

Yerleskesi Egitim Fakiiltesi 3.
Kat No: 316 Merkez Karaman

ekincinezir@gmail.com

Abstract: The aim of this study is to examine the levels of mental well-being in emerging adulthood in terms of grit
and cognitive flexibility. In the study, it was examined whether grit and cognitive flexibility predict mental well-being
levels. A correlational survey model was used in the study. The data of the study were collected with "Warwick-
Edinburgh Mental Well-Being Scale", "Cognitive Flexibility Inventory" and "Brief Grit Scale". In the analysis of the
data, groups t-test and one-way analysis of variance were performed. Pearson product-moment correlation coefficient
was calculated to determine the relationship between the variables. Multiple linear regression analysis was used to
determine the extent to which the variables predicted mental well-being. According to the findings of the study, it was
observed that there was a positive and moderately significant relationship between students' mental well-being levels
and their levels of grit and cognitive flexibility. It was also found that grit and cognitive flexibility predicted mental
well-being. It explains 33.5% of the total variance of grit and cognitive flexibility, which are predictor variables.
Finally, the findings obtained in the study were discussed in line with the relevant literature and suggestions for both
study and practice areas were presented.

Keywords: Mental well-being, cognitive flexibility, grit, emerging adulthood

07z: Bu aragtirmanin amact, beliren yetiskinlikte mental iyi olus diizeylerinin azim ve bilissel esneklikleri acisindan
incelenmesidir. Arastirmada azim ve bilissel esnekligin mental iyi olus diizeylerini yordayip yordamadig incelenmistir.
Arastirmada iligkisel tarama modeli kullanilmigtir. Arastirmanin verileri “Warwick-Edinburgh Mental Tyi Olug, Olgegi”,
“Biligsel Esneklik Envanteri” ve “Kisa Azim Olgegi” ile toplanmustir. Verilerin analizinde, gruplar t-testi ile tek yonlii
varyans analizi yapilmistir. Degiskenler arasindaki iligkiyi saptamak i¢in pearson momentler ¢arpimi korelasyon
katsayis1 hesaplanmustir. Degiskenlerin mental iyi olusu ne derece yordadigini belirlemek i¢in ise ¢oklu dogrusal
regresyon analizi kullanilmistir. Arastirma sonucunda elde edilen bulgulara gore 6grencilerin mental iyi olus diizeyleri
ile azim ve biligsel esneklik diizeyleri arasinda pozitif yonde orta diizeyde anlamli bir iliski oldugu goriilmiistiir. Ayrica
azim ve biligsel esnekligin mental iyi olusu yordadigi goriilmiistiir. Yordayic1 degiskenler olan azim ve biligsel
esnekligin toplam varyansimin %33,5’ini agiklamaktadir. Son olarak arasgtirmada elde edilen bulgular ilgili alanyazin
dogrultusunda tartigilarak hem aragtirma hem de uygulama alanlarina yonelik 6neriler sunulmustur.

Anahtar Kelimeler: Mental iyi olus, biligsel esneklik, azim, beliren yetiskinlik
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Introduction

into university life is recognized as a stress-laden event (Dyson
& Renk, 2006). The university years, deemed one of the most

Human existence undergoes various developmental phases,
encompassing prenatal, infancy, childhood, adolescence,
adulthood, and old age (Dogan & Cebioglu, 2011). Within this
continuum, emerging adulthood, as delineated by Arnett
(2000), emerges as a distinctive stage. Characterized by the
initiation of adult life pursuits, the cultivation of daily life
competencies, and heightened self-awareness, emerging
adulthood epitomizes a period where individuals concentrate
on self-discovery (Arnett, 2000). Arnett (2000) underscores
that, within industrialized societies, the age group of 18-25,
predominantly comprised of university students in middle-
class nations, typifies the demographic experiencing emerging
adulthood. Certain studies propose that the span of emerging
adulthood extends from 18 to 29 years old (Eroglu &
Giindogdu, 2021). The challenges inherent in emerging
adulthood, considered the onset of mature responsibilities, can
exert adverse effects on individuals' psychological well-being,
familial dynamics, occupational endeavors, and educational
pursuits (Arnett, 2005). This developmental juncture often
coincides with university enrollment, marking a period when
numerous students grapple with the complexities of
establishing new  relationships, meeting academic
expectations, and navigating diverse cultural landscapes away
from home (Arnett, 2000; Benn et al., 2005). The initial foray

intricate phases of personal development, align with the
concluding stages of adolescence—a biologically and socially
transformative transitional period (Ozdel et al., 2002). Cleary
et al. (2011) posit that university students confront mental
health challenges due to financial constraints, separation from
family, the transition to university life, and significant life
changes. Each life alteration instigates an adaptation process.
Throughout the adaptation to university life, individuals
navigate multifaceted adjustments across personal, academic,
and social dimensions (Baker & Siryk, 1984).

It is asserted that the adjustment to university
predominantly involves the capacity to harness one's inherent
potential and the nexus between success and academic
acquisition (Anderson, 1994). Consequently, during this
phase, university students are anticipated to undertake varied
developmental tasks pertaining to the cultivation of a positive
identity, the establishment of intimate connections, and the
acclimatization to both social and academic spheres
(Kiigiikarslan & Gizir, 2014). Potential challenges arising in
emerging adulthood, heralded as the commencement of
adulthood, can exert adverse effects on an individual's
psychological well-being, familial relationships, professional
engagement, economic pursuits, and educational standing
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(Arnett, 2005). Within this framework, well-being emerges as
a pivotal indicator for attaining both social and personal health
(Ryff & Singer, 2008). Defined as a holistic concept
encompassing overall happiness, life satisfaction, and positive
mental health (Dursun, 2012), well-being and health are
characterized as a continuous process wherein individuals
orchestrate their lives to lead a qualitatively healthier
existence. Notably, well-being is construed not merely as the
absence of ailment but as the individual's capability to
maintain a state of well-being even when confronted with
discomfort symptoms (Memnun, 2006). Broadly speaking, the
notion of well-being encapsulates an individual's realization of
their own potential and life goals, alongside the significance of
their relationship with the environment (Ryff & Keyes, 1995).
Mental well-being is elucidated as a multifaceted construct
encompassing psychological well-being and subjective well-
being (Yilmaz, 2022). The World Health Organization (2004)
delineates mental well-being as the ability to surmount life
stressors, contribute to society commensurate with one's
capacities, and possess awareness of one's abilities. Ryff
(1989) contends that mental well-being incorporates facets
such as self-acceptance, purpose in life, autonomy,
environmental mastery, personal growth, and the cultivation of
positive interpersonal bonds. Individuals exhibiting elevated
mental health are characterized by heightened efficiency,
creativity, robust interpersonal relationships, fortified immune
systems, and extended longevity (Keldal, 2015). Conversely,
another study indicates that individuals with heightened levels
of mental well-being exhibit exceptional productivity and
resilience, enjoy prolonged lifespans, excel in professional
domains, and engage positively in interpersonal interactions
(Lyubomirsky et al., 2005).

The enhancement of an individual's well-being is
contingent upon fostering belief in one's abilities and self-
confidence, thereby fostering a sense of peace, happiness, and
the capacity to confront challenges in a resilient manner
(Agaoglu, 2012). Recent advancements in the realm of social
sciences underscore the importance of delving into factors
influencing individuals' psychological well-being (Uyar,
2019). The escalating volume of studies dedicated to mental
well-being highlights the comprehensive exploration of
individuals' strengths alongside their vulnerabilities
(Karairmak, 2006). Research on subjective well-being in the
literature shows that there is a relationship between subjective
well-being and different variables that are gender and age
(Ery1lmaz & Ercan, 2011), cognitive flexibility, mindfulness,
hope (Imiroglu et al., 2021), personality traits (Diener &
Lucas, 1999), happiness (Asic1 & Ikiz, 2015), academic self-
efficacy, grit, intrinsic motivation and psychological resilience
(Yildiz & Kardag, 2021), patience (Dogan, 2017), and self-
esteem (Dogan & Eryilmaz, 2013).

Cognitive flexibility holds significant prominence in
university life, facilitating young individuals' swift adaptation
to their academic environment, fostering a contented
existence, and effectively managing stressors (Ozbay et al.,
2012). The expeditious and facile mental adjustment of
individuals to encountered changes is posited to contribute to
their overall happiness and well-being. Consequently, the
concept of cognitive flexibility, characterized by adept
responses to novel stimuli and situations, assumes a central
role in this context (Giindiiz, 2013). Broadly defined as the
ability to generate options, cognitive flexibility emerges as a
crucial trait for cognitively adapting to dynamic situations,
navigating the challenges posed by unstable conditions, and

effectively responding to changing circumstances (Pierce et
al., 2006). Deak (2003) articulates cognitive flexibility as the
capability to adapt to unforeseen and unfamiliar events,
adeptly synthesizing concepts, and modifying established
habits and knowledge to formulate new syntheses and action
plans. Studies indicate a positive correlation between cognitive
flexibility and various factors, including cognitive skills, belief
in social competence, language proficiency, problem-solving
aptitude, happiness, tolerance, and self-efficacy (Asic1 & Ikiz,
2015; Celikkaleli, 2014).

Henceforth, it can be asserted that cognitive flexibility
holds pivotal significance in augmenting an individual's well-
being and safeguarding mental health (Ozhan & Boyaci,
2021). Existing literature underscores a correlation between
students' well-being and academic accomplishments,
emphasizing the influential roles played by both cognitive and
non-cognitive factors in achieving success (Hoerr, 2012;
Waters, 2011). Studies reveal a noteworthy association
between the concept of well-being and the autonomous
exertion of determined efforts to attain specific goals (Deci &
Ryan, 2002; Sheldon, 2004). When delving into students'
academic achievements, the personality trait of grit in
achievement emerges prominently. Grit is essentially
characterized as the fervor and determination to realize
enduring objectives (Duckworth et al., 2007). Students
endowed with grit can transform their long-term goals into life
pursuits by surmounting adversities to actualize these
aspirations (Singh & Jha, 2008). Beyond its impact on success,
the study indicates that individuals with elevated levels of grit
exhibit heightened happiness, increased positive emotions,
greater optimism regarding future endeavors, and a heightened
level of hope, with grit functioning as a protective character
trait against depression (Proyer et al., 2014; Singh et al., 2008).

Sartkan (2023) examined the relationship between
emotional intelligence, cognitive flexibility and psychological
well-being levels in a study. As a result of the study, it was
seen that there was a moderate relationship between cognitive
flexibility and psychological well-being levels, and a moderate
relationship between emotional intelligence and psychological
well-being levels. Yanar et al. (2023) concluded that mental
well-being is a predictor of academic self-efficacy.

In a study conducted by Yildiz (2019) the primary
objective was to investigate the interplay between academic
self-efficacy, psychological resilience, intrinsic motivation,
and grit in relation to well-being. The study also sought to
delineate the extent of influence exerted by these variables on
overall well-being. Study findings revealed a statistically
significant positive correlation between psychological
resilience, grit, self-efficacy, motivation, and well-being.
While existing literature has explored individual studies on the
levels of grit, cognitive flexibility, and mental well-being—
each being variables in this study—a distinctive aspect lies in
the absence of research that concurrently incorporates these
three variables. Beyond the capacity to find effective solutions
when confronted with challenges, this study assumes
significance in fostering students' broader and alternative
thinking, thereby enhancing efficiency, creativity, and the
cultivation of improved interpersonal relationships.

Purpose of the Study

The present study endeavors to scrutinize the intricate
interplay among mental well-being, grit, and cognitive
flexibility within the demographic of emerging adulthood
university students. The primary objective is to discern the
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existence of a significant relationship between the levels of
grit, cognitive flexibility, and mental well-being among these
university students.

Additionally, the study seeks to ascertain whether mental
well-being levels in emerging adulthood university students
exhibit significant variances based on factors such as academic
grade, gender, academic achievement, and perceived
socioeconomic status. Furthermore, the study aims to explore
the predictive capacity of grit and cognitive flexibility levels
in emerging adulthood university students in relation to their
mental well-being levels.

In this context, the following hypotheses were developed:

H1: Do the mental well-being levels of emerging

adulthood university students differ significantly according

to their grade, gender, academic achievement and
perceived socioeconomic status?

H2: Is there a relationship between mental well-being, grit

and cognitive flexibility of emerging adulthood university

students?

H3: Do grit and cognitive flexibility levels of emerging

adulthood university students predict their mental well-

being levels?

Method
Research Model

Utilizing a relational survey model, this study seeks to
investigate the correlation between gratitude and hope levels
and the levels of depression, anxiety, and stress experienced
by university students in emerging adulthood. A relational
survey model employed in this study aims to elucidate the
existence and extent of the correlation or change between two
or more variables (Karasar, 2023).

Study Group

The study was conducted among students enrolled in various
universities across Turkey, forming the study group. Data
collection took place during the 2022-2023 academic year,
encompassing students from diverse universities, departments,
and classes. Participants in the study group were aged between
18 and 24 years, with a total of 493 individuals contributing to
the study. Table 1 provides detailed demographic information
concerning the study group.

Table 1. Descriptive statistical findings of the study group

Factor Variable n %
Gender Female 349 70.8
Male 144 29.2
18 40 8,1
19 53 10,7
20 102 20,6
Age 21 123 249
22 96 19,4
23 42 8,6
24 38 7,7
1 100 20.3
2 174 353
Class 3 120 24.3
4 99 20.1
0-2.49 66 13.4
Grade point average  2.50-2.99 205 41.6
3.00-3.49 180 36.5
3.50-4.00 42 8.5
Low 51 10.3
Socio-economic level Middle 418 84.8
High 24 4.9

Data Collection Tools

In the study, the assessment of mental well-being scores relied
on the "Warwick-Edinburgh Mental Well-Being Scale." Grit
scores were determined through the application of the "Short
Grit Scale," and cognitive flexibility scores were gauged using
the same instrument, the "Cognitive Flexibility Inventory".
The study also utilized the "Personal Information Form" to
examine students' gender, age, university, grade, department,
undergraduate GPA, and perceived socio-economic status.

Personal Information Form

The personal information form to be included in the study
includes information on the participant's gender, age,
university attended, department, class, perceived socio-
economic level and undergraduate GPA.

Warwick-Edinburgh Mental Well-Being Scale

The scale, initially developed by Tennant et al. (2007) and later
adapted into Turkish by Keldal (2015), comprises 14 items and
follows a 5-point Likert scale. Higher scores on this scale
indicate a heightened level of mental well-being, with scores
ranging from 14 to 70. During the validity studies, participants'
ages spanned from 16 to 70 years. Both Confirmatory Factor
Analysis (CFA) and Exploratory Factor Analysis (EFA) were
employed to establish the construct validity of the scale. The
data gathered from the Turkish sample affirmed the single-
factor structure of the scale. The construct validity study
revealed that the scale items converged into a single
dimension, explaining 51% of the total variance. The
calculated internal consistency coefficient of the scale was
found to be .89, indicating a high level of reliability. In the
present study, the Cronbach's Alpha internal consistency
reliability coefficient for the scale was independently
calculated and yielded a value of .90. These findings
collectively suggest that the scale is a reliable and valid
measurement tool for assessing mental well-being, as
concluded by Keldal in 2015.

Short Grit Scale

The scale, originally developed by Duckworth and Quinn
(2009), underwent adaptation into Turkish by Haktanir et al.
The original version comprises 8 items with a 5-point Likert
scale and two sub-dimensions, namely consistency of interest
and persistence in effort. The adapted Turkish version consists
of 6 items, where the maximum score indicates extremely high
resilience (5), and the minimum score represents no resilience
at all (1). The adaptation study targeted university students. In
its original English form, the scale demonstrated Cronbach
alpha internal consistency coefficients ranging from .73 to .83.
Confirmatory Factor Analysis (CFA) results for the 2-
dimensional model of the original scale revealed fit index
values, including ¥2 (19, N = 1,554) = 188.52, p < .001;
RMSEA = .076 (90%CI = .066-.086), CFI = .96. The scale
emphasizes that higher scores indicate a greater level of grit.
Upon conducting confirmatory factor analysis for the adapted
Turkish version, the fit indices were calculated as (¥2/sd=1.33,
SRMR = .04, GFI =.98, CFI1 =.99, TLI = .99, RMSEA = .04,)
respectively. The scale exhibited a strong fit in a
unidimensional structure, with a Cronbach alpha internal
consistency coefficient of .71 in this study.
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Cognitive Flexibility Inventory

The cognitive flexibility scale, developed by Dennis and Wal
(2010) and validated by Sapmaz and Dogan (2013), consists
of 20 items scored on a 5-point Likert scale. The scale assesses
cognitive flexibility through three scoring types: total
cognitive flexibility score, "control" subscale score, and
"alternatives" subscale score, where higher scores signify
increased cognitive flexibility. The reliability of the scale,
examined via Cronbach's alpha and test-retest methods,
yielded coefficients of .90 for the overall scale, .84 for the
"control" subscale, and .90 for the "alternatives" subscale.
Test-retest reliability coefficients were .75 for the overall
scale, .78 for the "alternatives" sub-dimension, and .73 for the
"control" sub-dimension. Confirmatory Factor Analysis
(CFA) confirmed the two-factor structure, with satisfactory fit
indices (32 = 406.98, sd= 167, y2/sd). This study underscores
the scale's reliability and validity in assessing cognitive
flexibility, as evidenced by a Cronbach alpha internal
consistency coefficient of .90.

Data Collection

In this study, the requisite permissions were secured for the
administration of the data collection scales. The application of
these tools was conducted among 493 university students
actively enrolled during the 2022-2023 academic year.

Data Analysis

In the data analysis phase, initial attention was given to
missing values and outliers, followed by an examination of a
normal distribution assumptions. The study assessed whether
the groups exhibited normal distribution by examining
skewness and kurtosis values. Skewness values ranged from -
.226 to .209, and kurtosis values ranged from -.369 to -.210.
The data were deemed to be normally distributed, falling
within the range of -1.5 to +1.5 for both kurtosis and skewness,
as suggested by Tabachnick and Fidell (2013). Consequently,
parametric tests were employed. Descriptive statistical
methods, including number, percentage, mean, and standard
deviation, were applied for data evaluation. The independent
variables encompassed grit, cognitive flexibility, and students'
gender, age, university, grade, department, undergraduate
grade point average, and perceived socioeconomic level.
Mental well-being served as the dependent variable. Data
analysis involved independent samples t-test and one-way
analysis of variance (ANOVA) to discern the relationship
between independent and dependent variables. Pearson
Product Moment Correlation coefficient was utilized to
determine variable relationships, while multiple linear
regression analysis gauged the predictive capacity of variables

Table 2. Descriptive statistics of the study group

for mental well-being, grit, and cognitive flexibility. The
analysis utilized the SPSS 25.0 package program, setting a
significance level of .05.

Findings

In this section, the findings obtained as a result of the study
and explanations of these findings are given.

The lowest score of university students on the mental well-
being scale was 27 and the highest score was 70. The mean
value of the mental well-being subscale scores was 50.90. The
lowest score obtained by university students from the
Cognitive Flexibility Scale was 53 and the highest score was
100. The mean value of the cognitive flexibility scale score is
75.66. The lowest score obtained by university students from
the Grit scale is 1.67 and the highest score is 5. The mean value
of the grit scale score is 3.33. Skewness values ranged between
-.226 and .209 and kurtosis values ranged between -.369 and
-210.

Findings Related to Mental Well-Being Levels of
University Students in Emerging Adulthood by Gender

It was examined whether there was a significant difference
between the mental well-being levels of university students in
emerging adulthood according to gender and for this purpose,
a t-test for independent samples was conducted. The results are
presented in Table 3.

In Table 3, no significant difference was found between the
mental well-being levels of university students in terms of
gender (t (491) =-.285, p>.05). The mean mental well-being
score of female students (X=3.63) and the mean mental well-
being score of male students (x=3.65). Since the mean scores
are similar, it can be said that the difference in mental well-
being is not due to gender.

Findings Related to Mental Well-Being Levels of
University Students in Emerging Adulthood According to
Class Level

Research into whether there exists a significant difference in
the mental well-being levels of university students in emerging
adulthood based on their grade level was conducted using a
one-way analysis of variance (ANOVA). The outcomes of this
analysis are presented in Table 4.

Analysis of the Table 4 sets forth that 100 of 493 university
students were the 1st year, 174 were the 2nd year, 120 were
the 3rd year and 99 were the 4th year. When the arithmetic
averages were compared, it was seen that the highest mean
mental well-being score was in the 1st grade (x=3.74) and the
lowest mean mental well-being score was in the 2nd grade
(X=3.56).

Variables X Ss Minimum Maximum Skewness  Kurtosis
Mental Well-Being 3.64 .665 1.93 5 -.226 -.210
Cognitive Flexibility 3.78 499 2.65 5 209 -.369
Grit 3.33 .667 1.67 5 -.090 -256
Table 3. T test results applied to mental well-being scores of university students in emerging adulthood by gender
Gender n X Ss t df p n?
Mental well-being Female 349 3.63 .664 -.285 491 387 .028
Male 144 3.65 .667
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Table 4. Descriptive statistics of mental well-being scores of university students in emerging adulthood by classes

Class n X Ss
Mental Well-Being 1 100 3.74 .649
2 174 3.56 .666
3 120 3.58 .688
4 99 3.72 .633
Total 493 3.64 .665

Table 5. One-way analysis of variance results applied to mental well-being scores of university students in emerging adulthood

according to their grades

Sum of squares Sd Mean squares F P
Mental Between groups 3.216 3 1.072 2.448 .063
Well-Being Within groups 214.089 489 438
Total 217.305 492

Table 6. Descriptive statistics of mental well-being scores of university students in emerging adulthood according to academic

achievement
n X Ss
Mental Well-Being 2.49-0 42 3.58 .655
2.99-2.50 180 3.62 .699
3.49-3.00 205 3.62 .644
4.00-3.50 66 3.75 .640
Total 493 3.64 .665

When Table 5 is analyzed, there is no significant difference in
students' mental well-being scores in terms of grade level.

Findings on Mental Well-Being Levels of University
Students in Emerging Adulthood as Per Their Academic
Success

Research on whether there is a significant difference between
the mental well-being levels of university students in emerging
adulthood according to their academic achievement was
conducted by one-way analysis of variance and the results are
given in Table 6.

When Table 6 is analyzed, it is seen that 42 of 493
university students have a GPA between 2.49-0, 180 of them
have a GPA between 2.99-2.50, 205 of them have a GPA
between 2.49-3.00, and 66 of them have a GPA between 4.00-
3.50. When the arithmetic averages were compared, it was
seen that the highest mean mental well-being score was found
in students with a GPA between 4.00 and 3.50 (x=3.75) and
the lowest mean mental well-being score was found in students
with a GPA between 2.49 and 0 (x=3.58).

When Table 7 is examined, there is no significant
difference in terms of the students' mental well-being (F=.833,
p>.05), since the p values were greater than 0.05.

Findings Regarding the Mental Well-Being Levels of
University Students in Emerging Adulthood According to
Their Perceived Socio-Economic Levels

Whether there is a significant difference between the mental
well-being levels of university students in emerging adulthood
according to their perceived socio-economic levels was
examined by one-way analysis of variance and the results are
given in Table 8.

When Table 8 is analyzed, it is seen that 51 out of 493
university students have a low perceived socio-economic
level, 418 have a medium perceived socio-economic level and
24 have a high perceived socio-economic level. When the
arithmetic averages were compared, it was seen that the
highest mean mental well-being score was at the high socio-
economic level (x=4.24) and the lowest mean mental well-
being score was at the low socio-economic level (x=3.30).

Table 7. One-way analysis of variance results applied to mental well-being scores of university students in emerging adulthood

according to their grade point average

Sum of squares Sd Mean squares F p
Mental Well-Being Between groups 1.105 3 368 .833 476
Within groups 216.199 489 442
Total 217.305 492

Table 8. Descriptive statistics of mental well-being scores of university students in emerging adulthood according to perceived

socio-economic level

n X Ss
Mental Well-Being Low 51 3.30 .709
Middle 418 3.64 .636
High 24 4.24 .620
Total 493 3.64 .665
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Table 9. One-way variance analysis results applied to mental well-being scores of university students in emerging adulthood

according to socio-economic levels

Sum of squares Sd Mean F p Significant Effect

squares difference  size

Mental Well-Being Between groups 14.715 3 7.357 17.795 .001 1<2<3,1<2 .068
Within groups 202.590 489 413
Total 217.305 492
**p<.01
Table 10. Pearson product moment correlation coefficients between variables
Variables 1 2 3
Mental Well-Being 1
Cognitive Flexibility S4kE 1
Grit AoF** S HEH 1
p=.001
Table 11. Multiple linear regression analysis of mental well-being
< R R? B Standard p t P Binary r Partial r
error
Fixed .58 34 756 .189 3.995 .000
C.F. .539 57 405 9.406 .000 .537 391
Grit 253 .043 254 5.897 .000 464 257
Note: C.F.: Cognitive Flexibility.
significantly, predicted mental well-being significantly.

When Table 9 is examined, a significant difference was
found in terms of socio-economic level in the mental well-
being (F=17.795, p<.05) scores of the students as the p values
were less than 0.05. the LSD test was conducted to determine
the source of this difference. According to the LSD test results,
the mental well-being levels of students reporting high socio-
economic status were significantly higher than those of
students reporting low and medium socio-economic status. In
addition, the mental well-being levels of students reporting
low socio-economic status were significantly lower than those
of students reporting medium socio-economic status.

Findings Regarding Whether There Is a Significant
Relationship Between Cognitive Flexibility, Grit Levels
and Mental Well-Being Levels of University Students in
Emerging Adulthood

In order to determine the correlation between the dependent
and independent variables regarding whether there is a
significant relationship between the mental well-being levels
of university students in emerging adulthood and their grit and
cognitive flexibility, pairwise correlation coefficients were
examined and given in Table 10.

According to Table 10, there is a positive and moderately
significant relationship between students' mental well-being
scores and their cognitive flexibility scores (r=.54, p<.001) and
grit scores (r=.46, p<.001).

Findings on Whether Cognitive Flexibility and Grit
Significantly Predict Mental Well-Being of University
Students in Emerging Adulthood

Multiple linear regression analysis was performed on the
data to determine whether the mental well-being levels of
university students in emerging adulthood were significantly
predicted by cognitive flexibility and grit and the results are
given in Table 11.When Table 11 is analyzed, it is seen that
the model constructed according to the results of multiple
regression analysis is significant (R=.579; R?=.335;
F=123,579; p<.01). When the model was considered, it was
seen that cognitive flexibility (B=.539, t=9.406, p<.01) and
grit (B=.253, t=5.897, p<.01) variables, which contributed

According to this model, it can be stated that students'
cognitive flexibility and grit scores explain 33.5% of their
mental well-being scores.

Discussion and Conclusion

In this section, conclusions and discussions are provided
according to the data obtained from the research. First, the
findings on whether the mental well-being levels of emerging
adulthood students differ according to demographic variables
were discussed. Secondly, the findings on the relationship
between mental well-being, cognitive flexibility and grit of
emerging adulthood students were discussed. Finally, the
findings regarding the prediction of cognitive flexibility and
grit on mental well-being were discussed.

The study indicates that the mental well-being levels of
university students in emerging adulthood do not exhibit
significant differences based on gender. The study specifically
found no noteworthy distinction in mental well-being levels
between male and female participants, with observed mean
scores closely aligned. This observation aligns with existing
literature, including studies by Avsaroglu (2017), Demirel &
Ozhan Elbas (2019), Diener & Ryan (2009), Duman et al.
(2020), Soner & Yilmaz (2018), Sahin (2018) and Ustiin
(2019) supporting the notion that participants' mental well-
being levels do not significantly vary according to gender.
However, in the literature, different results in favor of females
regarding whether mental well-being levels change in terms of
gender (Cenkseven, 2004; Cenkseven & Akbas, 2007; Ozden,
2014; Ozen & Giilagt1, 2012; Ryft, 1989; Ryff & Singer, 2008;
Safoz-Gliven, 2008; Wood et al., 1989) are also found. The
high mental well-being of females can be explained by the fact
that they are more open to communication and personal
development and express their feelings and thoughts more
(Kilingoglu, 2020). There are also different results (Fuller et
al., 2004; Giindogdu & Yavuzer, 2012; Giirgan & Gir, 2019;
Haring et al., 1984; Tekkursun Demir et al., 2018; Tennant et
al., 2007) in favor of males regarding whether mental well-
being levels change in terms of gender. The reason why mental
well-being is higher in males can be explained by the fact that
males have higher mental well-being scores than females and
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that men are less emotional / more prone to logical reactions
in the direction of human nature related to gender (Tung,
2021). In the current study, it is evident that there is no
substantial difference in mental well-being levels based on
gender, emphasizing the similarity in expectations and
responsibilities faced by both male and female university
students. Common factors such as economic concerns,
academic achievements, family planning, and employment
pursuits contribute to the absence of a significant gender-
related disparity in their mental well-being levels.

There was no significant difference in the mental well-
being levels of university students in emerging adulthood
according to their grade level. In the study, it was found that
the highest mean mental well-being was found in the 1st grade
students and the lowest mean mental well-being was found in
the 2nd grade students. Literature includes a study (Ozden,
2014) that supports the finding that the depression levels of
first grade students are higher than in other grades. There are
studies (Chao, 2012; Durand-Bush et al., 2015; Glozah, 2013;
Gonener et al., 2017; Seyhan, 2013) in which mental well-
being levels do not differ significantly in terms of grade level.
According to the findings of this study, mental well-being
levels did not differ significantly according to grade level. As
a result of the study, the reason why there was no difference
between grade level and mental well-being can be expressed
as the fact that the subjects studied are not learned at a certain
grade level or course curriculum; individuals can encounter
them at any age according to their interests and personal
development (Kilingoglu, 2020).

It was observed that the mental well-being levels of
university students in emerging adulthood did not differ
significantly according to their GPA. In the study, it was found
that the highest mean mental well-being was found in students
with a GPA of 4.00-3.50 and the lowest mean mental well-
being was found in students with a GPA of 2.49- 0. Gonener
et al. (2017) reported that there was no significant difference
between mental well-being and perceived academic
achievement in a study on the effect of university students'
mental well-being levels on their happiness levels. According
to the results of this study, although there was no statistically
significant differentiation between mental well-being and
GPA, it was observed that as students' mental well-being levels
increased, their GPAs increased.

It was observed that the mental well-being levels of
university students in emerging adulthood differed
significantly according to socioeconomic level. In terms of
socio-economic level, it was found that the highest mean
mental well-being was found in students with a high socio-
economic level and the lowest mean mental well-being was
found in students with a low socio-economic level. There are
studies supporting these findings in the literature (Biswas-
Diener, 2002; Black & Krishnakumar, 1998; Cenkseven,
2004; Diener & Ilhan, 2009; Kaplan et al., 2008; Kilingoglu,
2020; Mao, 2012; Ozden, 2014; Ziimbiil, 2019).

As per the study's findings, a noteworthy correlation was
identified between the mental well-being levels of university
students in emerging adulthood and their cognitive flexibility.
This outcome aligns with the results of a study conducted by
Ozhan and Boyaci (2021), where they similarly concluded that
cognitive flexibility contributes to an elevated level of mental
well-being. Supporting this, Demirbilek (2021) asserts that
heightened cognitive flexibility corresponds to increased
subjective well-being scores. Additionally, Bedir (2023)
contends that enhancing cognitive control and flexibility in

athletes positively impacts their mental well-being. Imiroglu
et al. (2021) emphasize that immediate adaptation to new
situations, awareness of novel approaches, grit in the face of
challenges, proactive problem-solving, and receptiveness to
new information collectively contribute to an individual's
improved well-being.

According to the findings of the study, a significant
correlation was found between the mental well-being levels of
university students in emerging adulthood and their grit levels.
This finding of the study is similar to the findings of the study
conducted by Kardas and Yildiz (2020). In their study, they
worked with 600 students, 300 females and 300 males, who
were studying in high schools. As a result of this study, it was
concluded that grit increases the level of mental well-being. In
addition, they found that the grit dimension of grit was a
significant predictor of well-being. Y1ldiz (2019) states that the
more grit an individual shows, the healthier emotional life
he/she will have, and that grit will bring success and success
will increase the psychological well-being of individuals. Deci
and Ryan (2002) and Sheldon (2004) state that there is an
autonomous, determined effort to achieve certain goals and
well-being. According to the findings obtained from the study,
it was concluded that cognitive flexibility significantly
predicted mental well-being. The findings of this study are in
line with the findings of the study conducted by Fu and Chow
(2016).

Based on the study's findings, it was determined that
cognitive flexibility serves as a significant predictor of mental
well-being. These results are consistent with the outcomes of
a study conducted by Fu and Chow (2016). Supporting this
notion, Ozabaci and Parvizi (2022) propose that individuals
with a high degree of cognitive flexibility enhance their
autonomy by exploring various alternatives and improve the
quality of their relationships by providing alternative
explanations for human behaviors. Malko¢ and Mutlu (2019)
observe that individuals displaying high resilience often report
elevated levels of psychological well-being. In line with this
perspective, Fredrickson (1998) asserts that cultivating more
flexible and less rigid thoughts is crucial for an individual to
achieve psychological health, leading to a more satisfying life
and relationships. Consistent with these views, Aydinay-Satan
(2014) concludes that cognitive flexibility significantly
influences subjective well-being.

According to the findings of the study, it was concluded
that grit significantly predicted mental well-being. This
finding of the study is in parallel with the findings of the study
conducted by Akbag and Ummet (2017). Ryan and Deci
(2000) state that well-being and intrinsic motivation increase
as an individual's autonomy, relationship and competence
needs are met. Bayraktutar (2012) states that grit, that is, being
determined, requires psychological well-being as well as
intrinsic motivation. Falecki (2015) explains students'
subjective well-being as showing a high level of grit, being
satisfied with social relationships, being constantly positive,
and using their maximum potential.

According to the findings obtained in the study and the
reviews in the literature, it was seen that there was a positive
and significant relationship between cognitive flexibility, grit
and mental well-being variables and that cognitive flexibility
and grit predicted mental well-being. From this point of view,
despite the obstacles and difficulties encountered in the
journey of life, it is thought that seeking new ways, producing
alternatives, coping with difficult situations and the stress they
bring will contribute to mental health. It can also be said that
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striving towards certain goals in life and making a determined
effort without giving up will make the individual feel good. As
aresult, in this study, it was found that cognitive flexibility and
grit variables significantly predicted mental well-being. This
situation indicates that individuals who show quick and easy
mental adaptation to the changes faced by students in emerging
adulthood and who constantly work to achieve their goals feel
happier, experience more positive emotions and are more
optimistic about their future lives.

Recommendations

Qualitative studies can be conducted to reveal other variables
affecting mental well-being, cognitive flexibility and grit and
to provide in-depth data. According to the results of the
research, it was found that the level of mental well-being will
increase with the increase in cognitive flexibility level.
Psychoeducational studies can be implemented for university
students to increase cognitive flexibility.

There are few studies in the literature that address the
variables of mental well-being and academic achievement.
The relationship between mental well-being and academic
achievement can be investigated. This research was conducted
without any provincial limitation. The research can also be
conducted in a region or a single province. In this study, mental
well-being levels in emerging adulthood, perseverance and
cognitive flexibility were addressed together. Similar studies
can be conducted with high school students, adults or children
in addition to university students.
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Abstract: Values are abstract ideals to be achieved and serve as criteria for individual behavior, choices, and self-
evaluation. Schwartz defined 10 universal values in his Theory of Values and created four value groups that group
together related values. The Dark Triad consists of negative behaviors such as using others for personal gain,
egocentrism, cheating, and manipulating others. The purpose of this research is to test whether Machiavellianism,
psychopathy, and narcissism, which are the dimensions of the Dark Triad, predict Schwartz's value groups of
conservatism, self-enhancement, openness to change, and self-transcendence through the implicit variable of the Dark
Triad. A MIMIC model was developed and tested for this purpose. The MIMIC model is used to determine whether a
large number of observed variables predict a latent variable and whether this latent variable causes a large number of
cases. The results of the research indicated that Machiavellianism, psychopathy and narcissism predicted the values of
power, success and hedonism in the self-enhancement value group through the Dark Triad implicit variable. It was also
found to negatively predict the values of universality, benevolence and conformity. Notably, the Dark Triad and its
dimensions do not predict conservatism and openness to change.

Keywords: Values, machiavellianism, narcissism, psychopathy

O7: Degerler; bireylerin davranislarina, secimlerine ve kendilerini degerlendirmelerine &lgiit olan, ulasilmak istenen
soyut ideallerdir. Schwartz, Degerler Kurami’'nda 10 evrensel deger tanimlayarak birbiri ile iliskili degerlerin
gruplandirilmasint igeren dort deger grubu olusturmustur. Son yillarda alan yazinda bir kisilik 6zelligi olarak
kavramlagtirilan Karanhik Uglii; bireysel ¢ikarlar igin digerlerini kullanma, benmerkezcilik, hilecilik, digerlerini
manipiile etme gibi olumsuz davranis 6riintiilerinden olusmaktadir. Bu arastirmanin amaci, Karanlik Uclii’niin boyutlar
olan Makyavelizm, psikopati ve narsisizmin karalik tiglii ortiik degiseni iizerinden Schwartz’in muhafazakarlik, kendini
giiclendirme, gelisime aciklik ve kendini agsma deger gruplarmi yordayip yordamadigmi arastirmaktir. Bu amagla
MIMIC model olusturulup test edilmistir. MIMIC model, ¢ok sayida gézlenen degiskenin ortiik bir degiskeni yordayip
yordamadig1 ve bu ortiik degiskenin ¢ok sayida olguya neden olup olmadigini belirlemek amaci ile kullanilmaktadir.
Arastirma sonuglarma gére Makyavelizm, psikopati ve narsisizm; karanlik tiglii ortiik degiskeni {izerinden kendini
giiclendirme deger grubu iginde yer alan gii¢, basar1 ve hazcilik degerlerini yordamaktadir. Diger yandan arastirmada
Makyavelizm, psikopati ve narsisizmin; karanlik ti¢li ortiik degiskeni tizerinden kendini agma deger grubu i¢inde yer
alan evrensellik, iyilikseverlik ve uyma degerlerini negatif yonde yordadig: da bulgulanmustir. Karanlik ticlii ve karanlik
t¢liiniin boyutlar1 ise muhafazakarlik ve gelisime agiklik deger gruplarini yordamamaktadir.
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Introduction

Individuals' attitudes

and behaviors are

are considered negative (Jonason & Webster, 2010).
Consequently, these personality traits are not aligned with

important in ethical and moral values (Kowalski, 2001) and are indicative

establishing harmonious social relations and developing
healthy relationships with their environment. Personality is
one of the primary structures that affects behavioral patterns
and predicts conformity in social relationships and the feeling
of well-being. Consequently, personality traits are considered
one of the most significant predictors of behavioral tendencies.
This aspect of the concept of personality has rendered it one of
the most extensively researched concepts in the field of
psychology. In particular, studies of personality conducted
between the 1950s and the 2000s focused on the positive
characteristics of individuals. However, subsequent studies
conducted after the year 2000 have demonstrated that
malevolent basic personality traits are increasingly being
employed to explain negative behavioral patterns. These
studies, which emphasize the functional aspect of personality,
demonstrate that some individuals prioritize their interests to a
greater extent than others and tend to utilize behaviors
perceived as negative within the social context (Jonason &
Webster, 2010). The studies define new personality traits that
are associated with tendencies to use behavioral patterns that

of the negative aspects of personality. The aforementioned
dark side of the personality is explained by a number of
behavioral patterns, including superficial relationships in
individuals, tendencies to use others for gain, self-centredness,
being power-oriented, social behaviors that can be considered
incompatible, negative and antipathetic, tendencies to
manipulate others, lying, and cheating. In this context, three
basic personality traits that are predicted to be found in human
nature are conceptualized: The following three traits have been
identified as being predictive of human nature:
Machiavellianism, narcissism, and psychopathy (Paulhus &
Williams, 2002).

The Machiavellian personality trait is characterized by a
tendency to maintain emotional distance from others, a high
level of pragmatism, and the use of any means necessary to
achieve individual goals (Robbins, 1998). Consequently,
individuals exhibiting Machiavellian traits are those who act
in a result-oriented manner. They are primarily concerned with
the benefit dimension of their decisions, rather than the
emotional dimension (Zeigler-Hill & Vonk, 2015).
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Conversely, these individuals are not reluctant to disregard
moral principles and compromise social relationships in
pursuit of their objectives. Individuals prone to
Machiavellianism are defined by O'Connor & Athota (2013)
as individuals who prioritize their interests above all else, use
others to achieve their goals, and emotionally exploit others
with manipulative behaviors. These individuals with high
impulse control are simultaneously characterized by a lack of
emotional warmth, a high level of ambition, and a tendency to
manipulate their environment (Gable & Topol, 1991; Geis &
Moon, 1981; Jones & Mclllwan, 2011;Paulhus, 2009).
Nevertheless, these behavioral tendencies do not imply that
these individuals are anti-social (Ferris & King, 1996).
Conversely, the behaviors exhibited by individuals prone to
Machiavellianism are related to their efforts to be perceived as
flawless by others. Conversely, this robust stance is an
indication of their attempt to conceal their inner vulnerability
(Sherry et al., 2006).

For individuals prone to Machiavellianism, behavioral
patterns such as lying, cheating, and emotional exploitation,
which are not tolerated by society, are considered normal
because the most important thing for them is to achieve their
own goals (Jones & Paulhus, 2009). Conversely, individuals
with Machiavellian tendencies, who are aware that these
behaviors are not socially acceptable, tend to employ
manipulation by analyzing the negative consequences and
potential risks associated with such actions (Bogart et al.,
1970). For these individuals, engaging in negative behaviors
such as cheating and lying is a normal behavioral pattern
(Murdock, 1997) because they perceive the world as a bad
place and people as inherently bad. The belief, held by these
individuals, that any path to victory against the enemy is
acceptable motivates them in this context (Satici, 2019).
Machiavellian individuals are able to purify their behavior of
emotional influences and follow a logical line while advancing
towards their goals. In this context, they consciously benefit
from friendships and emotional relationships while directing
others, and even do not hesitate to use the emotions of others
(Grams & Rogers, 1990; Vangelisti et al, 1991).
Consequently, they attempt to influence others, alter
circumstances, and engage in deceptive practices without
disclosing their true intentions (Ozsoy & Ardig, 2017).
Research indicates that individuals with high levels of
Machiavellian personality traits exhibit greater personal
control over their environment and a higher propensity for
risk-taking than those with low levels of Machiavellian
personality traits (Allsopp et al., 1991).

In general, individuals with a high level of Machiavellian
traits display characteristics such as cunningness, suspicion,
oppressiveness, coldness, and a lack of moral values (Ali et al.,
2009). Additionally, they are perceived to possess the capacity
to devise long-term strategic plans and to prioritize the
acquisition of power in interpersonal social competition
(Kareshki, 2011; Rauthmann, 2012). For those who
machiavellian individuals, the misfortune of others is also a
desired outcome. Occasionally, their success is not sufficient
to satisfy them. In this context, it is also observed that others
employ deceptive tactics to thwart their success (Wilson et al.,
1996).

Previously, psychopathy was evaluated as a personality
disorder with clinical cases documented in the psychology
literature (Jakobwitz & Egan, 2006). However, in later years,
it was postulated that psychopathy, as a personality trait, could
also manifest to some extent in individuals without
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psychopathic tendencies (Cleckley, 1976). When psychopathy
is considered a dimension of the Dark Triad, it is defined as a
personality trait (subclinical) (Aghababaei & Btachnio, 2015).
In summary, the psychopathy personality trait is characterized
by several dominant features, including impulsivity,
harmfulness, violence, exploitativeness, insensitivity, and
immorality (Coziim-Yashoglu & Atilgan, 2018; Ozsoy &
Ardig, 2017). Consequently, those with psychopathic
personality traits are inclined to belittle and ridicule others,
lack remorse, be insensitive, exhibit aggressive behavior, be
impatient, timid and incompatible, and lack loyalty. Those
with a lack of concern for human relations frequently
encounter difficulties in forming and maintaining relationships
with others. Individuals with psychopathic personality traits
tend to have superficial relationships and are unable to
demonstrate commitment to others (Ozsoy & Ardig, 2017).

The personality trait of psychopathy is characterized by
high impulsivity and low empathy. It is argued that high
impulsivity is the most important dynamic of this trait (Paulhus
& Williams, 2002). The term "impulsivity" encompasses a
range of characteristics, including excitement, pleasure,
novelty seeking, risk-taking, carelessness, impatience, and a
low estimation of the probability of harm. Additionally,
individuals with high levels of impulsivity tend to engage in
behavior that is inappropriate for the environment or
excessively risky, inadequately planned and generally leads to
undesirable consequences (Yazict & Yazici, 2010). In this
context, it is postulated that psychopaths tend to exhibit high
levels of impulsivity and make sudden and decisive decisions
in inappropriate situations without considering the
implications of their actions in detail (Ozsoy & Ardig, 2017).

The concept of narcissism is defined as an exaggerated
valuation of one's own image, which is characterized by a
number of personality traits, including arrogance, self-
centredness, ostentatiousness, and a lack of empathy (Twenge
& Campbell, 2015). Narcissism, defined as the dominance of
self-centered attitudes and behaviors in individuals, has been
perceived as negative and damaging by some theorists
(Kernberg, 1975), while others have associated it with a source
of energy, associating it with well-being (Freud, 1914; Kohut,
1971). The findings of the research have demonstrated that the
phenomenon can be conceptualized on two levels:
pathological and normal narcissism. Previously, the focus was
on the fact that narcissism, whose positive aspects were
emphasized by psychoanalytic theorists, could reach a
pathological disorder in the process (Campbell & Foster,
2007). Accordingly, the primary characteristic feature of
pathological narcissism is excessive self-esteem (Toplu
Elderoglu & Atilgan, 2018). This is manifested in several
ways, including tendencies such as seeing oneself as superior
to others, exaggerated self-esteem, lack of empathy, and
claiming rights over others. The narcissistic individual, who
sees themselves as superior to others, is very confident with an
exaggerated self-esteem and does not require the perspectives
of others. However, they are subject to comments from the
environment that are in opposition to this. Therefore, it is
thought that these individuals have low self-esteem internally,
contrary to what they reflect in their environment (Kernberg,
1975). Some researchers have associated normal narcissism
with the individual's positive perception of self (Pincus &
Lukowitsky, 2010). Furthermore, findings from some studies
have indicated that normal narcissism can have a positive
effect on individuals (Campbell & Foster, 2007).
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As outlined by Rozenblatt (2002), normal narcissism
enables the individual to derive pleasure from their
experiences compared to others, to feel pride in their
achievements, and to overcome feelings of shame and anger
more easily due to their failures and shortcomings.
Consequently, it can motivate and harmonize the individual in
their interactions with the external world, aligning their actions
with their own values, the expectations of their environment,
and the demands of their external context. The findings of the
research indicate that these individuals are extroverts, aiming
for self-improvement and open to experiences (Twenge et al.,
2008). However, it should be noted that although the
narcissistic individual is comfortable in social relationships
and has a positive self-image, narcissism can lead to
detrimental consequences in terms of inaccurate self-
knowledge and the maintenance of relationships with the
environment (Foster & Campbell, 2007). Contrary to the
findings of research, the narcissistic individual believes that he
or she is more intelligent, creative, beautiful, and entitled than
others. This self-perception makes the narcissistic individual
superior to others from the perspective of the narcissistic
individual (Twenge & Campbell, 2015). The narcissistic
individual, who believes that he is unique, does not consider it
valuable to understand others, to empathize, or to establish
warm and sincere emotional relationships with others, given
his perception of superiority. The existence of others is of
value only insofar as it serves to confirm their superiority, to
engage with them with interest and admiration, and to advance
their interests (Sedikides & Gregg, 2008; Twenge &
Campbell, 2015). Narcissistic individuals exhibit a number of
distinctive characteristics, including a belief in their
uniqueness, extroversion, assertiveness, and a high level of
self-confidence. They also tend to display behaviors that are
perceived as excessive, such as showing off or seeking
attention (Atay, 2010).

Emmons (1987) posits that individuals who exhibit
narcissistic tendencies are self-centred and solely preoccupied
with their own interests, capable of influencing others for their
own benefit. Individuals with low empathy abilities, a desire
to be liked, an inflated self-worth, a grandiose attitude, and
feelings of superiority are distinguished by a number of
distinctive personality traits (Morf & Rhodewalt, 2001).

In this context, Schwartz (1992) posits that 10 fundamental
value groups are believed to possess a universal quality,
manifesting in all individuals, yet their relative importance
may vary according to the individual in question.
Consequently, the self-direction value group comprises sub-
values such as creativity, freedom, setting one's own goals, and
being curious and independent. In this value group, the
motivations of acting with independent thought, choosing
action, creating, researching, and discovering become
particularly prominent (Schwartz, 1992). In self-direction,
shaped by the inherent needs of the individual, such as having
prestige and dominating and controlling other individuals and
resources, the importance of self-esteem, intelligence, and
private life is revealed in these patterns (Schwartz, 2014). The
activation (stimulation) value group comprises sub-values
such as being open to change, having an exciting life, and
being brave (Schwartz, 2014). Consequently, the activation
(stimulation) value encompasses patterns such as excitement
seeking, innovation, and difficulty in life (life challenge)
(Schwartz, 1992). The value is not about being threatening to
others; rather, it refers to the biological modification and
stimulation needed to maintain a favorable, positive level of

interaction with humans and the environment. In the hedonism
value group (Schwartz, 2014), which consists of sub-values
such as pleasure and enjoyment, the individual's capacity to
obtain sensory gratification for themselves and the personal
reward of pleasure and emotions is of paramount importance.
Consequently, this value group is associated with the pursuit
of pleasure and the enjoyment of life (Schwartz, 1992). The
success value group encompasses sub-dimensions such as
talent, ambition, success, and impact (Schwartz & Boehnke,
2004). In this context, the term "value" is associated with the
achievement of personal success through the demonstration of
competence and competence in accordance with social
standards. Conversely, success value provides social approval
by demonstrating competence in terms of cultural standards
valid for individuals (Schwartz, 1992). Consequently, it can be
posited that the value of success is closely related to the value
of self-orientation about patterns such as self-esteem,
intelligence, and social recognition (Schwartz, 2014). Power
value is defined as the motivation to gain social position and
prestige, as well as to establish control and dominance over
people and resources (Schwartz, 1992). The sub-dimensions of
value include values such as establishing authority, wealth,
social power, maintaining one's place in society, and being
adopted or recognized by people (Schwartz, 2014). This
pattern indicates that the values of power and success
previously discussed are focused on social prestige. However,
while achievement values emphasize the act of being
successful in concrete interactions and its effective
demonstration, power values encompass gaining or
maintaining a dominant position in the social system in a more
general context (Schwartz, 2014). The security value group
encompasses a number of sub-values, including continuity of
social order, family security, national security, social order,
cleanliness, mutual favors or reciprocating favors, and
belonging to a group (Schwartz, 2014; Bardi & Schwartz,
2003). The security value, which derives its dynamics from
basic individual needs and group needs, serves both individual
and social interests in this context (Schwartz, 1992). The
values of being healthy and not being harmed by someone are
basic individual values, while patterns such as national
security correspond to group needs (Sagiv & Schwartz, 2000).
The conformity value group comprises a number of sub-
values, including courtesy, honor, self-discipline, self-control,
discipline, respect, obedience, and honoring the family (Bardi
& Schwartz, 2003). The basis of this value lies in the
restriction of actions, tendencies, and impulses that may upset
or harm others or violate social expectations or norms
(Schwartz, 1992). Consequently, conformity values typically
manifest as a pattern of self-restraint in the individual's daily
interactions with those they are closely acquainted with
(Schwartz, 2014). The value of traditionalism encompasses the
acceptance of the customs and ideas of one's own culture and
religious traditions, as well as the patterns of attachment and
respect for them. The values of being humble, moderate,
religious, contented, living religiously and spiritually, and
respecting traditions are considered sub-values of the
traditionalism value group (Schwartz, 2014; Schwartz &
Boehnke, 2004). It is widely acknowledged that all societies
and groups develop practices, symbols, views, and beliefs
regarding the representation of their shared experiences.
Traditions often manifest themselves in the form of religious
rites, beliefs, and behavioral norms (Schwartz, 1992). The
value of benevolence (helpfulness) encompasses a number of
sub-values, including helpfulness, honesty, forgiveness,
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loyalty, and responsibility (Bardi & Schwartz, 2003; Schwartz,
2014). Consequently, this value group encompasses the
protection and enhancement of the well-being of individuals
with whom one has frequent personal contact, without the use
of coercion. (Schwartz, 1992). The final value group, the
universalism value group, encompasses patterns of self-
acceptance, acceptance of others, and acceptance of the world.
It also encompasses understanding for the benefit of all people
and nature, appreciation of people and nature, tolerance
towards them, and protection of them (Schwartz, 1992).
Consequently, the sub-values of the universalism value group
encompass values such as social justice, equality, and freedom
of thought, as well as values such as environmental protection,
integration/conformity with nature, wisdom, and world peace
(Schwartz, 2014; Schwartz & Boehnke, 2004).

It can be observed that the ten fundamental values
presented exhibit a dynamic relationship with one another.
Consequently, each value interacts with other values, and
some values are compatible with each other in this interaction.
It is noted that some values exhibit incompatibility (Schwartz,
1992). Consequently, while the values of power and success
share common ground in terms of establishing social
superiority and being respected, there is a discrepancy between
success and hedonism in terms of individual self-interest.
Hedonism and stimulation values, desire for emotional
stimulation; activation (stimulation), and self-direction are
compatible in that the individual is open to change and has an
internal motivation for superiority. While self-direction and
universalism are often aligned in terms of the trust placed in
one's own judgment and the sense of comfort derived from the
diversity of life, there can be a conflict between the values of
universalism and benevolence in relation to the development
of others and the transcending of individual interests. The
values of benevolence and conformity, restraint of personal
desires and humility; conformity and security, in maintaining
order and conformity in relationships; and security and power
values have commonalities in controlling relationships and
resources and preventing or overcoming threats brought by
uncertainty  (Schwartz, 1992). In addition to the
aforementioned commonalities in values, it is evident that
certain patterns of incompatibility exist between values at
specific points. Consequently, it can be posited that self-
direction and activation values are incompatible with
conformity, tradition, and security values. The values of self-
direction and activation, which emphasize the independent
thoughts and actions of the individual and foresee change and
development, are in opposition to the values of conformity,
tradition, and security, which include obedience, self-
inhibition, and the need to protect traditional practices and the
existing situation. It can be observed that a similar dichotomy
exists between the values of universalism and benevolence and
those of success and power. While universalism and
benevolence refer to patterns of equality and ensuring the well-
being of all humanity, success, and power values emphasize
the individual's focus on his success and superiority over
others. Furthermore, the values of hedonism and activation
(stimulation) are also incompatible with those of
traditionalism. While the individual's desires are important in
hedonism and activation values, it is evident that in
traditionalist values, patterns of limiting one's desires and
being satisfied with what exists become more prominent
(Schwartz, 1992).

As illustrated in the preceding section, Schwartz's Theory
of Values elucidates the value structure at the individual level

and the dynamic relationships between values. The value
structure arises from the pattern that behaviors appropriate to
any value have consequences that conflict with some values
but are compatible with others. In contrast to this dynamic,
Schwartz (1996) proposes an alternative approach to
explaining various attitudes and behaviors in his values model.
Rather than considering values or value types individually, he
suggests that the compatible value types should be explained
in a circular arrangement, with the conflicting types placed in
areas at opposite poles.
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Figure 1. Schwartz's (1994) values model

The circular value model posits that values create an
interrelated structure. In accordance with Schwartz (1992),
values are also arranged in a hierarchy for the individual, with
the relative importance of each value varying. Consequently,
when competing values are activated, choices are made in
accordance with the more important value for the individual
(Steg et al., 2015). The values of benevolence and universality
are compatible with each other and constitute the value group
of self-transcendence. Additionally, the values of conformity
and benevolence are considered to be compatible with each
other. In this research, the self-transcendence value group is
defined as comprising the values of universality, benevolence,
and conformity.

In studies conducted to elucidate the interrelationships
between dark triad personality traits and values, it is observed
that there is an inverse correlation between the dark triad and
the value of conservatism, which encompasses the values of
security, conformity, and traditionalism. Conversely, there are
positive associations between the value of openness to
development, which encompasses hedonism, stimulation, and
self-management values (Kajonius et al., 2015). Furthermore,
anegative correlation was observed between the dark triad and
the value of self-transcendence, which encompasses the values
of universalism and benevolence. It was demonstrated that
there are robust positive associations between the self-
enhancement values, which include the values of success and
power (Kajonius et al., 2015). The findings indicate a robust
positive correlation between the personality traits of
Machiavellianism, psychopathy, and narcissism and values
associated with power and success. In this context, the Dark
Triad personality traits are negatively associated with self-
transcendence values associated with ethical behavior.
Conversely, they are positively associated with self-
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enhancement values, which reflect the desire to gain individual
interest, power, and success. Researchers have posited that
individuals with "dark" personality traits also tend to have a
"dark" value system. A review of the literature reveals that the
relationships between dark triad personality traits and value
groups have not been investigated in Turkey. At the same time,
no study conducted in our country has yet to reveal the
relationship between the dark triad personality traits and
Schwartz's value groups of conservatism, self-empowerment,
openness to development, and self-transcendence. It appears
that elucidating the interrelationships between these value
groups, which are either compatible or incompatible with one
another, and the dimensions of the dark triad may facilitate a
more comprehensive understanding of the dark triad
personality traits and values. The dark triad, comprising
Machiavellianism, psychopathy, and narcissism, is regarded as
a fundamental personality trait. One of the principal criticisms
of the Five-Factor Personality Theory, which is currently the
most prevalent approach, is that it does not encompass the dark
triad personality traits. Dark triad; It is a destructive
phenomenon that includes manipulating others, using them for
one's own personal pleasure and benefit, egocentrism,
arrogance, ignoring the rights of others, lack of respect for the
environment, viewing others as low, and lack of empathy, and
which tends to increase today. The dark triad is a structure
closely related to personality traits and values. To understand
this phenomenon clearly, examining the relationships between
these personality traits and values; It is anticipated that the
research may contribute to the literature and also provide
information about the direction and strength of the relationship
between these variables.

The principal objective of this research is to ascertain
whether the dark triad personality traits are indicative of value
groups as defined by Schwartz's circle of values. In order to
achieve this main objective, a MIMIC model (multiple causes,
multiple indicators) containing the aforementioned variables
was created and tested, taking into account theoretical
explanations. The MIMIC model is employed to ascertain
whether the observed variables predict a latent variable and
whether this latent variable is responsible for a significant
number of cases. In this context, the dimensions of the dark
triad were investigated: Machiavellianism, psychopathy, and
narcissism. It was examined whether these dimensions
predicted self-enhancement, conservatism, self-
transcendence, and openness to change value groups.

The problems related to the research are presented below:

1. The direct effect of the dimensions of the dark triad,
Machiavellianism, psychopathy, and narcissism, on
the dark triad latent variable is significant.

The effect of Machiavellianism, psychopathy, and
narcissism on the values of power, success, and
hedonism in the self-enhancement value group,
through the dark triad implicit variable, is significant.
The effect of Machiavellianism, psychopathy, and
narcissism on the values of security, conformity, and
traditionalism within the conservatism value group,
through the dark triad implicit variable, is significant.
The effect of Machiavellianism, psychopathy, and
narcissism on the values of universality, benevolence,
and conformity, which are in the self-transcendence
value group, through the dark triad implicit variable,
is significant.

The effect of Machiavellianism, psychopathy, and
narcissism on the values of hedonism, arousal, and
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self-orientation within the openness to change value
group, through the dark triad implicit variable, is
significant.

Method

The research is descriptive in nature, aiming to elucidate the
existing situation. A research study was conducted based on
the relational screening model with the objective of examining
the relationships between the dark triad personality traits and
value groups in individuals during their high school years in
Turkey. Survey models are research approaches that aim to
describe a past or present situation as it exists (Karasar, 2004).
The data were obtained from individuals of different ages, and
a cross-sectional research design was employed. The research
group was selected by a convenient sampling method among
high school students. Given that the individuals to whom the
measurement tools will be applied are in adolescence (14-18
years old), the maximum diversity method, one of the
purposive sampling methods, was determined to be the most
appropriate for the research. In purposive sampling, the
researcher determines a sample based on previous theoretical
knowledge about the universe, their own knowledge, and the
specific purpose of the research (Fraenkel & Wallen, 1993).
The rationale behind this sampling method is that, in contrast
to a representative sample of a universe, it is preferable to
select one or more subsections of the universe as an example,
with the aim of identifying the subsection that is most pertinent
to the research problem at hand (Sencer & Irmak, 1989). It is
posited that this sampling method will yield significant
insights into the values of the universe (Biiyiikoztiirk et al.,
2008). The data were analyzed using the SPSS 22 and JAPS
17.00 package programs.

Study Group

The study group comprises 308 high school students enrolled
in educational institutions in Middle Anatolia during the 2021-
2022 academic year. The data collection instruments utilized
in the context of the research were applied to 335 participants.
Outliers were identified and removed using two distinct
statistical techniques. One-way outliers were cleaned by
calculating z scores, while multi-way outliers were cleaned by
calculating the Mahalobis distance. Following the removal of
extreme values, the analysis of the study was conducted on the
remaining 308 participants. The study group comprised 173
women (56.2%) and 135 men (43.8%). The ages of the study
group ranged from 14 to 18 years old, with an average age of
16.39 years and a standard deviation of 0.87 years.

Data Analysis

The statistical analysis of the data obtained from the research
was conducted using the SPSS 22.00 and JAPS 17 package
programs. The demographic characteristics of the participants
were analyzed using frequency and percentage distribution. Z-
scores and Mahalanobis distance statistics were employed to
eliminate extreme values. Pearson product moment correlation
statistics were employed to examine the relationships between
variables. MIMIC models were constructed and analyzed in
order to ascertain whether the dimensions of the dark triad
predict the values within the Value groups. In the model
analysis, the data were analyzed in two successive stages. In
the initial stage of the analysis, the extent to which the
variables in the data set met the model assumptions was
evaluated using model fit indices. In the second stage of the
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analysis, the model was tested, and the confidence interval was
set at 0.05 when analyzing the data.

Process

The research involved the collection of data in the form of
individual applications and group applications. The data was
collected during class hours with the permission and assistance
of the course instructor. During the data collection process, the
principle of voluntary participation was adhered to. Prior to the
distribution of the scales, the participants were informed of the
purpose of the research. Those who wished to participate were
then given the scales. Furthermore, participants were provided
with supplementary explanations when necessary. No
identification information was requested from the participants.
The data was accessed via a personal information form.

Data Collection Tools

Dark Triad Scale: developed by Jonason and Webster (2010)
to measure Dark Triad tendencies in individuals, the Dark
Triad scale, which was adapted into Turkish by Satici, Yilmaz,
and Kayis (2018), was utilized in the study. The scale
encompasses  three dimensions: Machiavellianism,
psychopathy, and narcissism, and comprises 12 items in total,
with four items in each dimension. Participants are requested
to indicate the extent to which each item in the scale reflects
their situation by assigning a score between 1 (strongly
disagree) and 9 (strongly agree). In the study, the Cronbach
alpha internal reliability coefficient of the Dark Triad scale
was .82, while the Cronbach's alpha coefficients in the
dimensions were found to be .78 for the Machiavellianism sub-
dimension, .69 for the psychopathy sub-dimension, and .84 for
the narcissism sub-dimension. In this study, the Cronbach
alpha internal reliability coefficient of the Dark Triad scale
was .85, while the Cronbach's alpha coefficients in the
dimensions were found to be .79 for the Machiavellianism sub-
dimension, .72 for the psychopathy sub-dimension, and .85 for
the narcissism sub-dimension.

Portre Values Scale: The Portrait Values Survey,
developed by Schwartz et al. (2001) and adapted into Turkish
by Demirutku and Stimer (2010), consists of 40 items and ten

dimensions: power, success, hedonism, stimulation, self-
direction, universality, benevolence, traditionality,
conformity, and security is formed. Each item describes an
individual in two sentences. Participants are asked to indicate
how similar or dissimilar they are to the individual described.
The scale is scored between 1 (not at all like me) and 6 (very
similar to me). In this study, the Cronbach alpha internal
consistency coefficient for the power dimension of the scale
was .67 for power, .76 for success, .70 for hedonism, .61 for
stimulation, .67 for self-direction, .80 for universality, .62 for
benevolence, and .62 for conventionality, .61 for compliance
and .55 for security.

Limitations

This research is limited to high school students in central
Anatolia.

A cross-sectional research design was used in the study. It
does not show how the dark triad and values change or develop
over time.

Results

When the descriptive statistics are examined, it is seen that
the highest mean score is at the universality value (X=30.96).
This value; is followed by security (X=24.52) and self-
direction (X=20.25) values, respectively. It is seen that the
lowest average score is in the power value (X= 12.59).
According to the table above, the average scores of the values
in the value groups do not seem close to each other. For
example, the averages of universality, benevolence, and
conformity values in the self-transcendence value group differ
from each other. Similarly, the score averages of the power,
success, and hedonism values in the self-enhancement value
group also appear to be different from each other. In the dark
triad personality dimensions, the highest mean score is
narcissism (X=18.89); It can be seen that the lowest mean score
is in the psychopathy dimension (X= 11.64).

Table 1. Descriptive statistics for the dimensions of the dark triad: Machiavellianism, psychopathy, and narcissism, and the
values of benevolence, conformity, power, achievement, hedonism, stimulation, self-direction, universality, conventionality, and

security

Mode Median Mean S.D  Variance Skewness Kurtosis Range  Min. Max.
Machiavellianism  4.00 11.00 1244 694  48.18 0.69 -0.20  32.00 4.00 36.00
Psychopathy 4.00 11.00 11.64 6.04 3647 0.92 0.65 30.00  4.00 34.00
Narcissism 4.00 19.00 18.89 877  77.03 -0.03 -0.94  32.00 4.00 36.00
Benevolence 19.00  19.00 18.85  3.19 10.21 -0.37 -0.15 16.00  8.00 24.00
Conformity 19.00  19.00 1821 346 12.02 -0.55 0.16 18.00  6.00 24.00
Power 14.00 13.00 12.59  3.58 12.88 -0.57 -0.26 15.00 3.00 18.00
Success 22.00 19.00 1845  4.01 16.11 -0.63 -0.41 17.00  7.00 24.00
Hedonism 18.00  15.00 1494 279 779 -0.89 0.17 12.00  6.00 18.00
Stimulation 15.00  15.00 1464 254 648 -0.80 0.35 12.00  6.00 18.00
Self-direction 23.00 21.00 2025  3.00  9.02 -0.90 0.68 16.00  8.00 24.00
Universality 35.00  32.00 3096  4.11 16.90 -0.99 0.76 20.00  16.00 36.00
Traditionality 17.00  15.00 1520  3.93 15.51 -0.12 -0.31 20.00  4.00 24.00
Security 25.00  25.00 2452 3.55 12.60 -0.93 0.94 19.00  11.00 30.00
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Table 2. Correlations between the dark triad dimensions of Machiavellianism, psychopathy, and narcissism and the total scores
of power, achievement, hedonism, security, conformity, conventionality, universality, benevolence, arousal, and self-direction

values
1 2 3 4 5 6 7 8 9 10 11 12 13

1.Machiavellianism 1

2 Psychopathy 461 1

3 Narcissism .349™ 229" 1

3 Benevolence -273" =374 023 1

4 Conformity =351 -4377 - 1417 4707 1

5 Power 316™ 276" 522" -121F -.159™ 1

6 Success 171 116" 553" 1457 1327 565 1

7 Hedonism 203" 174 399" .059 =134 420" 3977 1

8 Stimulation .058 .092 268" 116" .006 234" 4527 450 1

9 Self-direction 011 .068 203" 144" .036 329" 449" 334" 500" 1

10 Universality -.194™ -266™ -.013 449" 448 001 150 126" A517 288" 1

11 Traditionality -.445™ -374™ 301" 373" 579" -299" -.067 -.118"  -.016 .040 299" 1

12 Security -219™ =177 -.010 234" 4627 081 265 103 217 3007 4417 3117 1

Machiavellianism, Psychopathy and Narcissism; Analyzes
on Predicting the Self-enhancement Values of Hedonism,
Success and Power through the Dark Triad Latent
Variable

Upon examination of the fit indices of the model, the y?
value was found to be 2.59. A y? value below 5 indicates that
the value is at an acceptable level. It was observed that the GFI
and CFI values were higher than 0.90, while the RMSEA
values were lower than 0.08. Therefore, these values and data
collectively indicate that the model is compatible. The
aforementioned values indicate that the dimensions of
Machiavellianism, psychopathy and narcissism predict the
values of power, success and hedonism, which are included in
the self-enhancement value group, through the dark triad
personality traits, which are a latent variable.

Table 3. Goodness fit indices of the model

Goodness Fit Indices Value
x2/sd 15.56/6
GFI .97

CFI .92

IFI .97
SRMR .030
RMSEA .072

Upon examination of the values presented in the Table 4,
it becomes evident that narcissism, one of the dimensions of
the dark triad, is a significant predictor of the self-
enhancement value group, explaining 11% of the variance in
self-enhancement values (B =.113, p < .05, t=9.091). In other
words, a one-unit increase in narcissism is associated with a
113-unit increase in self-enhancement values. Conversely, the
table indicates that Machiavellianism (B = .012, p < .35,
t=0.918) and psychopathy (8 =.022, p < .11, t=1.564), which
represent the other dimensions of the dark triad, do not appear
to be predictive of the self-enhancement value group.

Upon examination of the indicator coefficients table, it was
found that a one-unit increase in the dark triad personality trait
was associated with a 1.857-unit increase in the power value
B=1.857,p<.05,t=11.231). Conversely, the findings in the
table indicate that a one-unit increase in the dark triad
personality trait is associated with an increase of 2.040 units in
the success value (8 =2.2040, p < .05, t=11.270) and 1.052
units in the hedonism value (8 =1.052, p < .05, t=8.716).

In the process of evaluating the MIMIC model, the focus is
on examining the standardized coefficients. Upon examination
of the standardized coefficients, it is evident that the
narcissism personality dimension has a positive effect on self-
enhancement values, with a coefficient of .677. These values
indicate that the narcissistic dimension of the dark triad is
associated with self-enhancement values.

Table 4. Predictor Path Coefficients for Machiavellianism, Psychopathy, and Narcissism

95% Confidence Standardized
Interval
Predictor Estimate S.E. z-value p Lower Upper All LV Endo
Machiavellianism 0.012 0.013 0918  0.359 -0.013 0.037 0.056 0.008 0.008
Psychopathy 0.022 0.014 1.564  0.118 -0.006 0.050 0.092 0.015 0.015
Narcissism 0.113 0.012 9.091 <.001 0.088 0.137 0.677 0.077 0.077

Table 5. Indicator Coefficient table for indicators of power, success, and hedonism values in the self-enhancement value group

95% Confidence Standardized
Interval
Indicator Estimate S.E. z-value p Lower Upper All LV Endo
Power 1.857 0.165 11.231 <.001 1.533 2.181 0.756 2.708 0.756
Success 2.040 0.181 11.270 <.001 1.685 2.394 0.742 2.975 0.742
Hedonism 1.052 0.121 8.716 <.001 0.815 1.288 0.550 1.534 0.550
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Pathplot
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Figure 2. MIMIC model of Machiavellianism, psychopathy, and narcissism predicting the self-enhancement values of
hedonism, achievement, and power

Table 6. R*> change regarding self- enhancement values
indicators

R-Squared R?

Power 0.571
Success 0.551
Hedonism 0.303
Y 0.530

In the MIMIC model, the R? table indicates the proportion
of variance explained by the latent variable of each observed
variable. Upon examination of the aforementioned table, it
becomes evident that 57% of the variance in power value, 55%
of the variance in success value, and 30% of the variance in
hedonism value are predicted by the dark triad dimensions.

Analyzes the Prediction of Machiavellianism,
Psychopathy, and Narcissism on the Self-Transcendence
Values of Universalism, Benevolence and Conformity
through the Dark Triad Latent Variable

Table 7. Goodness fit indices of the model

Goodness Fit Indices Value
y3/sd 11.50/6
GFI .99

CFI .98

IFI 98
SRMR .029
RMSEA .055

Upon examination of the fit indices of the model, the value
of the chi-square statistic was found to be 1.91. A value of less

than 2 for the chi-square statistic indicates that the model has
a good fit with the data. The GFI and CFI values in the table
are above 0.90, and the RMSEA value is below 0.08.
Consequently, these values and data demonstrate that the
model is compatible with the data. The aforementioned values
indicate that the dimensions of Machiavellianism,
psychopathy, and narcissism predict the values of universality,
benevolence, and conformity, which are included in the self-
transcendence value group, through the dark triad, which is a
latent variable.

Upon examination of the values presented in the
aforementioned table, it can be observed that
Machiavellianism, one of the dimensions of the dark triad, is
predictive of the self-transcendence value group. This
phenomenon explains 4% of the variance in self-
transcendence values (B = -0.042, p < 0.05, t = -3.397).
However, it is evident that the values are negative. This finding
can be interpreted as indicating that each unit increase in
Machiavellianism is associated with a decrease of 0.042 units
in self-transcendence values. Furthermore, psychopathy is also
found to predict the self-transcendence value group, with an
explanatory power of 9% (8 = -0.093, p < 0.05, t = -6.294).
Nevertheless, the values are observed to be negative once
more. This finding can be interpreted as indicating that each
unit increase in psychopathy is associated with a 0.093 unit
decrease in self-transcendence values. The results indicate that
narcissism (3 =.012, p <.18, t=1.327) does not predict the self-
transcendence value group.

Table 8. Predictor Path coefficients for Machiavellianism, psychopathy, and narcissism

95% Confidence

Standardized
Interval
Predictor Estimate S.E. z-value Lower Upper All LV Endo
Machiavellianism -0.042 0.012 -3.397  <.001 -0.067 -0.018  -0.239 -0.034 -0.034
Psychopathy -0.093 0.015 -6.294  <.001 -0.122 -0.064  -0.456 -0.076 -0.076
Narcissism 0.012 0.009 1.327  0.184 -0.006 0.029 0.084 0.010 0.010
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Table 9. Indicator Coefficient table for indicators of universalism, benevolence, and conformity values in the self-transcendence

value group

95% Confidence Standardized
Interval
Indicator Estimate S.E. z-value p Lower Upper All LV Endo
Universality 2.007 0.218 9.192 <.001 1.579 2.435 0.602 2472 0.602
Benevolence 1.750 0.169 10.356 <.001 1.419 2.082 0.676 2.156 0.676
Conformity 2.070 0.180 11.520 <.001 1.718 2422 0.737 2.550 0.737

Upon examination of the table above, it can be seen that
the values are negative. This indicates that a one-unit increase
in the dark triad personality trait is associated with a 2.007-unit
decrease in the universality value (8 = 2.007, p < .05, t =
9.192). Conversely, the findings in the table indicate that a
one-unit increase in the dark triad personality trait is associated
with a decrease of 1,750 units in the benevolence value (13
=1.750, p <.05, t=10.356) and a decrease of 2,070 units in the
compliance value (B =2.070, p < .05, t=11.520).

In the process of evaluating the MIMIC model, the
examination of the standardized coefficients is a fundamental
aspect. Upon examination of the standardized coefficients, it
was found that psychopathy was associated with a reduction in
self-transcendence values by -0.456, while Machiavellianism
was associated with a reduction in self-transcendence values
by -0.239. These findings indicate that psychopathy, among
the dark triad personality dimensions, is the most predictive of
self-transcendence values.

Table 10. R? change regarding self-transcendence values
indicators

R-Squared R?

Universality 0.363
Benevolence 0.457
Conformity 0.543
Y 0.341

Upon examination of the R? table in the MIMIC model, it
becomes evident that the dark triad dimensions account for a

Pathplot

significant proportion of the variance in the conformity,
benevolence, and universality values. Specifically, 54% of the
variance in conformity value, 46% of the variance in
benevolence value, and 36% of the variance in universality
value are predicted by the dark triad dimensions.

Machiavellianism, Psychopathy, and Narcissism; Analyzes
on the Prediction of Openness to Change Values, Self-
Direction, Arousal and Hedonism, through the Dark Triad
Latent Variable

Table 11. Goodness fit indices of the model

Goodness of Fit Indices Value
y¥/sd 23.16/6
GFI .99
CFI1 .92

IFI .94
SRMR .046
RMSEA .096

Upon examination of the fit indices of the model, the value
of the chi-square statistic was found to be 3.86. The value of
the chi-square statistic is within an acceptable range, as it is
below 5. It can be observed that the GFI and CFI values are
greater than 0.90, while the RMSEA value is greater than 0.08.
The RMSEA value is greater than 0.08, indicating that the
model is not compatible.

10.74

Cnf: Conformity

Bnv: Benevolence
Unv: Universality

Mch: Machiavellianism
Psy: Psychopathy
Nrc: Narcissism

Y:Y

Figure 3. Machiavellianism, psychopathy and narcissism; MIMIC model for predicting the self-transcendence values of
universalism, benevolence, and conformity
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Machiavellianism, Psychopathy and Narcissism; Analyzes
on the Prediction of Conservatism Values of Security,
Conformity and Conventionality through the Dark Triad
Latent Variable

Table 12. Goodness fit indices of the model

Goodness of Fit Indices Value
y¥/sd 31.80/6
GFI .99
CFI .86

IFI .86
SRMR .046
RMSEA 119

Upon examination of the fit indices of the model, the value
of the chi-square statistic is found to be 5.3. The value of the
chi-square statistic is above 5, which indicates that the model
does not fit well. The GFI value is 0.99, whereas the CFI value
is 0.86. The IFI value was found to be 0.86, and the RMSEA
value was 0.119. The RMSEA value exceeding the threshold
of 0.08 indicates that the model is incompatible with the data.
The aforementioned values indicate that Machiavellianism,
psychopathy, and narcissism do not predict the values of
traditionalism, security, and conformity within the
conservatism value group through the dark triad, which is a
latent variable.

Discussion

The findings of the research indicate that the dimensions of
Machiavellianism, psychopathy, and narcissism predict the
values of power, success, and hedonism within the self-
enhancement value group, through the dark triad, which is a
latent variable. These findings are consistent with the results
obtained in the study conducted by Kajonius (2015), which
revealed a strong positive relationship between the dark triad
and power and success values. However, in this research, the
MIMIC model was created and tested. Accordingly, the self-
enhancement value group consists of power, success, and
hedonism values. The narcissism dimension mostly explains
the dark triad personality trait. Given that individuals prone to
narcissism are extroverts who aim to improve themselves, are
open to experiences, are proud of their successes, and more
easily overcome feelings of shame and anger due to their
failures and shortcomings, it can be predicted that there will be
a strong relationship between narcissism and the value of
success. Values such as being successful, being ambitious, and
being competent come to the fore in the value of success. For
narcissistic individuals, success is a quality that is considered
very important. The values of social approval, societal
recognition, intelligence, and self-esteem are closely aligned
with the success value group, which is characterized by
narcissistic individuals' inflated self-perceptions and the
superiority they ascribe to others. The power value
encompasses societal recognition and the acquisition or
retention of a dominant position within the social system.
These patterns pertaining to the value of power are analogous
to the exaggerated need for admiration observed in narcissistic
individuals. The value of power, which is explained by the
characteristics of establishing authority, gaining social
position and prestige, and establishing control and dominance
over people and resources, brings the narcissistic individual
who wants other people to confirm his superiority extremely
close to this value, considering all these contexts. The
narcissistic individual seeks to attract others with a compelling
interest and admiration, thereby facilitating the achievement of
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his interests through the control he establishes over others. The
narcissistic individual, who strives to establish power over his
environment, also views others as instruments. These
characteristics appear to be highly related to the value of
power. The results of this study indicate that the narcissism
dimension of the dark triad accounts for 57% of the variance
in power value and 55% of the variance in achievement value.
The narcissistic individual's characteristics of self-perception
as superior and unique, excessive confidence, and displays of
self-aggrandizement appear to be related to an excessive
orientation towards power value. Another noteworthy finding
of the study is that 30% of the variance related to hedonism,
which is included in the self-enhancement value, is explained
by narcissism. Individuals with narcissistic traits tend to enjoy
their experiences, are extroverted, express their emotions
easily, and are open to experiences. This seems to explain the
aforementioned finding regarding the value of self-
enhancement. The hedonistic value encompasses the sub-
values of pleasure and enjoyment, as well as the pursuit of a
life filled with love and happiness. In contrast to the power and
success values, which are driven by the desire to establish
social superiority, the hedonistic value is primarily driven by
the individual's interest in self-gratification. This aligns with
the expected pattern observed in narcissistic personalities.
However, it is important to note that the black triad personality
trait, in contrast to other personalities, perceives these values
primarily for pleasure and personal gain.

A significant finding of the study was that the dimensions
of Machiavellianism, psychopathy, and narcissism predict the
values of universality, benevolence, and conformity, included
in the self-transcendence value group, through the dark triad.
However, the values related to the Machiavellianism and
psychopathy personality dimensions were negative in this
context. Furthermore, studies in the literature indicate that
there are negative relationships between the dark triad and the
values of universality, helpfulness, and conformity (Kajonius
et al., 2015). Consequently, the findings of this research are
consistent with those of previous studies. The defining
characteristics of psychopathy are high impulsivity and low
empathy. Those with psychopathic tendencies are often
described as lacking remorse, being insensitive, exhibiting
aggressive behavior, being impatient, timid and incompatible,
and lacking loyalty. These individuals tend to have difficulty
forming and maintaining relationships, and their relationships
appear to be superficial (Ozsoy & Ardig, 2017). These
tendencies regarding psychopathy contrast with the
characteristics of the value of conformity, which restricts
actions, tendencies, and impulses that may upset others, harm
others, or violate social expectations or norms. In addition, the
conformity value consists of sub-value dimensions such as
kindness, honor, self-discipline, self-control or discipline,
respect, obedience, and honoring the family. It is seen that
these values are not compatible with psychopathy. Those with
psychopathic personality traits are characterized by
impulsiveness and a lack of empathy. The value of universality
is associated with the motivation to accept oneself, others, and
the whole world, to be understanding for the good of all people
and nature, to appreciate people and nature, to be tolerant
towards them, and to protect them. Consequently, the
universality value encompasses values such as social justice,
equality, and freedom of thought. Given the maladaptive,
aggressive, and antisocial tendencies of psychopathic
individuals, it is not surprising that the negative relationship
observed in the study is a predictable outcome. The value of
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benevolence is comprised of a number of sub-values, including
helpfulness, honesty, forgiveness, loyalty, and responsibility.
The concept of benevolence is founded upon the protection
and enhancement of human relations. Those with psychopathic
personality traits tend to have superficial human relationships
and are less likely to demonstrate commitment to others.
Consequently, these characteristics of psychopathy serve to
corroborate the inverse relationship between the value of
benevolence and this personality trait. Upon examination of
the findings pertaining to Machiavellianism, it becomes
evident that individuals exhibiting Machiavellian tendencies
tend to maintain emotional distance from others, exhibit a high
degree of pragmatism, and employ a wide range of strategies
to achieve their individual goals (Robbins, 1998). These
characteristics serve to distance such individuals from the
values associated with self-transcendence. Behavioral patterns
such as a lack of hesitation in ignoring moral rules and
damaging social relations for their purposes, lying, resorting to
cheating, emotional exploitation, cunning, skepticism,
trickery, and the use of the emotions of others are in contrast
with the value group of self-transcendence in every context.
Consequently, the negative correlation between self-
transcendence values and the Machiavellian personality trait
observed in the study is consistent with the expected outcome.
The narcissism personality trait does not predict the self-
transcendence value group.

The findings of this research indicate that
Machiavellianism, psychopathy, and narcissism do not predict
the values of self-orientation, stimulation, and hedonism in the
openness to change value group through the dark triad implicit
variable. In some studies, a positive correlation has been
observed between hedonism and stimulation values, which are
classified as belonging to the openness to change value group,
and the dark triad (Persson & Jonason, 2015). In this research,
as in the theory, hedonism and stimulation values are
considered as openness to change value groups. It is observed
that the model compatibility values indicate that the model is
not compatible. Nevertheless, the self-direction value within
this value group is considered to be compatible with the
universality value. Although the value of self-orientation is
related to the individual's focus on himself, it includes
tendencies such as being curious, being independent in
thoughts and feelings, having control over his feelings and
thoughts, managing and changing himself. These features are
seen to be in contrast with psychopathy, which is explained by
impulsivity and aggression. The fundamental motivation of the
stimulation or activation value within the openness to
development value group is the creation of patterns such as
excitement seeking, innovation, and difficulty in life (life
challenge) (Schwartz, 1992). Stimulation does not imply a
threatening or aggressive approach; it refers to the biological
changes and stimulation requirements necessary for
maintaining a positive and constructive interaction with
humans and the environment. This situation is incongruous
with the characteristics of the dark triad, which include the use
and exploitation of others in the dimensions of
Machiavellianism and narcissism. It is postulated that the
relationships between these variables may not have emerged
due to the fact that the model was created as a set of multiple
indicators and multiple outputs. Conversely, when considered
as a value group, the openness to development value group is
predicted to have a positive structure in nature. Therefore, it is
postulated that the relationship may not have emerged.
Upon examination of the research findings, it becomes evident

that Machiavellianism, psychopathy, and narcissism do not
predict the values of security, conformity, and traditionalism
within the conservatism value group through the dark triad
implicit variable. The value of traditionalism, which is within
the value group of conservatism, encompasses a number of
values, including humility, moderation, religiosity,
contentment, a spiritual or religious life, and respect for
tradition. These values are in contrast with all the values of the
dark triad. In contrast, the value of compatibility, which is in
this group of values and is compatible with benevolence, is
also in contradiction with the nature of the dark triad. The
concept of security value encompasses a number of sub-
values, including continuity of social order, family security,
national security, social order, cleanliness, mutual favors or
reciprocating favors, and belonging to a group (Bardi &
Schwartz, 2003; Schwartz, 2014). These values contrast with
the dark triad's characteristics of using others for their selfish
interests and going beyond all moral norms. It is postulated
that the reason why the anticipated relationships between these
variables were not identified in the research is that the research
was conducted using the MIMIC model.

The narcissism dimension of the dark triad is the most
predictive of power, success and hedonism within the self-
empowerment value group. The relationship between
narcissism and the Self-transcendence value group was not
statistically significant. It would be beneficial to investigate
the relationship between the dark triad and narcissism values
independently.

In this study, the Dark Triad and its subdimensions did not
predict hedonism and arousal values. This finding indicates
that the perception of hedonism and arousal for the Dark Triad
personality trait differs from the definitions provided by
Schwartz. It would be beneficial to investigate how hedonism
and arousal are perceived in individuals with the dark triad
personality trait.

It is necessary to investigate the predictive relationships of
the Dark Triad and its subdimensions with 10 values without
the MIMIC model. The MIMIC model predicts value groups
through the latent variable. It is necessary to investigate the
predictive relationships of Machiavellianism, narcissism and
psychopathy with each of the 10 values in Turkish culture.
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Abstract: Online assessment is the use of computer technologies by faculty members to guide and check learning.
Taking the advantage of technology, many universities have used online assessment applications to ensure
sustainability in education due to the pandemic and natural disasters. The purpose of the current study is to explore
challenges experienced by faculty members in online assessment, using latent class analysis. The descriptive design
research was carried out with the participation of 105 faculty members. For the study, the number of latent classes was
decided according to the Akaike Information Criterion (AIC) and the Bayesian Information Criterion (BIC) and it was
observed that the data structure was a good fit for a two-class model. According to the research results, the first class
in online assessment applications was considered as the with-difficulty group (58.7 %) and the second as the without-
difficulty group (41.3 %). When the conditional probabilities were examined, it was concluded that the observed
variables that mostly contributed to the two-class model data structure were as follows, cheating, plagiarism and lack
of education policies. It was found that the primary challenges in both groups (with or without difficulty) in online
assessment applications were cheating, plagiarism and lack of education policies.

Keywords: Challenges in online assessment, latent class analysis, faculty members, higher education

0z: Cevrim ici 6lgme ve degerlendirme, 6gretim elemanlarinin grenmeyi yonlendirmek ve denetlemek icin bilgisayar
teknolojilerini kullanmasidir. Pandemi ve dogal afetler nedeniyle egitimde siirdiiriilebilirligin saglanmasi igin birgok
iniversite, teknolojinin getirdigi avantajlardan yararlanarak cevrim i¢i 6lgme ve degerlendirme uygulamalarini
kullanmiglardir. Betimsel tiirde tasarlanan bu arastirma 105 6gretim elemant ile yiiriitiilmistiir. Bu amag ile gelistirilen
6lgme ve degerlendirmeye yonelik zorluklari belirleyen 6l¢gme araci, 6gretim elemanlarma uygulanmis ve sonuglar
ortiik sinif analizi ile incelenmistir. Arastirmaya Akaike bilgi kriteri (AIC) ve Bayesyen bilgi kriteri (BIC) degerlerine
gore Ortiik sinif sayisinin belirlenmesi ile baslanmis ve veri yapisinin iki sinifli model ile uyumlu oldugu belirlenmistir.
Sinif sayist belirlendikten sonra iki smnifli yapi test edilerek maddelere ait kosullu olasiliklar hesaplanmis ve
yorumlanmugtir. Aragtirmanin sonuglarina gore ¢evrim i¢i 6l¢me ve degerlendirme uygulamalarinda olusan siniflardan
birincisinin zorlanan gruba (%58.7) ikincisinin ise zorlanmayan guruba (% 41.3) ait oldugu tespit edilmistir. Kosullu
olasiliklar incelendiginde, veri yapisinin iki sinifli olmasina en biiyiik katkiy1 saglayan gozlenen degiskenlerin: kopya
¢ekme, intihal yapma ve egitim politikalarinin eksikligi oldugu sonucuna ulasilmistir. Her iki grupta (zorlanan veya
zorlanmayan) da ¢evrim i¢i dlgme ve degerlendirme uygulamalarinda zorlanilan konularin basinda kopya ¢ekme,
intihal, egitim politikalarinin eksiklikleri oldugu bulunmustur.

Anahtar Kelimeler: Cevrim i¢i degerlendirmenin zorluklari, gizli sinif analizi, akademik personel, yliksek 6grenim
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Introduction

Online assessment applications have become indispensable
tools that have long been employed in higher education, but
more frequently used for academic assessment by many
educational institutions, particularly since the COVID-19
pandemic outbreak. Many countries have started to introduce
online education in order to prevent educationally backward
systems and to ensure sustainability, which has brought the
need for online academic assessment (Bozkurt & Sharma,
2020). Contrary to what is thought, the history of online
education is rather recent. Queensland University in Australia
and Columbia University had accessible educational programs
off the campus in 1890 and the 1920s respectively. According
to Williams & Pabrock (1999), online education on the global
scale has three steps:
e written materials, radio and videos between 1860 and
1960,
e stereo audio and video podcasts, computer disks for
educational purposes between 1960 and 1990,
e hybrid technologies, virtual classes and internet
technologies as of 1990 to present

In Turkey, the reason for unaccelareted online education is
the common belief that literacy is much more important and
that it is unlikely to have teacher-free education. The first
distance learning practice in higher education was at the Law
Faculty of Ankara University in 1956. Bank staff were trained
by letters and completed the distance education program
(Demir, 2014). Technological advancements and requirements
have shifted online assessment and evaluation process from
the traditional pen and paper methods at many educational
levels to online forms (Cavus, 2015; Diprose, 2013; Dube, at
al., 2009; Stone & Zheng, 2014). With the outbreak of the
Covid-19 pandemic, the Turkish universities started online
education as of 2019-2020 spring semester. They carried out
all courses online as there was no other option for both faculty
members and undergraduates to continue courses. Today,
online education is not completely ended, 100% of some
university courses are performed online. According to
Montenegro-Rueda et al. (2021), the management of exams is
one of the most important difficulties in online assessment
during the Covid-19 pandemic. Cheating, family problems,
power outages, and serious problems in accessing technology
are the problems encountered in online assessment. Another
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difficulty in online assessment is ensuring student motivation
and attitude. In the online education process, one of the
greatest challenges is undoubtedly the online assessment
applications. Online assessment means academic assessment
by faculty members or teachers, using various Internet-based
measurement tools. It might be described as the distant
(online) version of common face-to-face activities used for
academic achievement assessment and feedback. The term
online assessment is generally confronted together with certain
concepts such as electronic assessment (Jordan, 2013) or
computer-based assessment (Bull & McKenna, 2003; Sim, at
al., 2004). It enables undergraduates to improve their
prospective knowledge and skills in distance education
systems (Weleschuk, at al., 2019). However, faculty members
need training, and they must improve their own assessment
systems for the integration of online assessment with distance
education system (Bearman, at al., 2020). Online assessment
can range from online or electronic assignment submission,
test question submission to scoring or individualized testing
(Collares & Cecilio-Fernandes, 2019; Wang & Kingston,
2019). It is frequently preferred by undergraduates and faculty
members for several reasons. For example, its user-friendly
interface provides academic assessment through games and
simulations similar to recreational activities in the learning
environment (Ridgway, at al., 2004). According to the
research by Glamorgan University and Leeds Metropolitan
University (Gilbert, at al., 2011), online assessment is also
demanded for fast and efficient use (Peterson, 2013; Eljinini &
Alsamarai 2012), effective and instant feedback it offers, as
well as increased student performances. In a study, Senel &
Senel (2021) measured the students’ perceptions about
assessment quality and concluded that those who were
involved in online assessment applications were mostly
satisfied with the quality. Despite the above-mentioned
benefits, online assessment is reported to have several
drawbacks. Many researchers express that, in online
assessment, analysis of practical skills, measurement of
technical areas and the assessment of the obtained results are
challenging (Osman, 2020; Bensaid & Brahimi, 2020). It is
clear that online assessment leads to particular problems such
as incompetencies of both undergraduates and faculty
members in information and communication technologies and
Internet and computer inaccessibility of certain groups.
However, it also brings numerous benefits such as the display
of different types of assignments or assessment and
convenient, systematic response by students in exams
(Alruwais, at al., 2018). In their study, Elsalem, et al. (2020)
reported that 32% of the undergraduates suffered from more
stress in exams because of online application. Similarly, it is
widely known that faculty members have some difficulties as
well. In a study in which the distant assessment perceptions of
the faculty member in Faculty of Education were examined,
Mirza (2021) found that the faculty members were lacking
information on the online application of many assessment
methods and did not prefer to use online exams for reasons like
validity and reliability. In another study in which the data
gathered from 50 different faculties, Guangul, at al. (2020)
showed that the greatest challenges in online assessment
process were academic dishonesty, technical infrastructure,
and learning outcomes content. Some other main problems
were the undergraduates’ unfamiliarity with the computer,
Internet and computer inaccessibility, difficulty in group
project assessment and unfamiliarity of the faculty member

with technology (Jordan & Mitchell, 2009; Mitchell, at al.,
2003).

The previous studies on distant assessment and evaluation
applications have largely focused on undergraduates and
instructional practices. In addition, influential factors on
technology-based assessment tools usage by faculty members
have been studied (Schneberger, at al., 2008; Terzis &
Economides, 2011; Terzis, at al., 2013a, 2013Db). It is seen that
studies on online assessment are mostly those which have
shown positive student attitudes (Dermo, 2009; Deutsch, at al.,
2012; Fageeh, 2015; Jawaid, at al., 2014; Kumar, at al., 2013).
These research, altogether, revealed that despite students’
favorable attitudes towards online assessment, faculty
members mainly prefer pen and paper assessment. One of the
factors to have caused such a difference is considered as
faculty member’s hesitant behavior in online assessment
applications, hence, limited or inadequate use of the
applications (Amante, at al., 2019; Bloom, at al., 2018;
Fageeh, 2015; Hamsatu, at al., 2016; Jamil, at al., 2012; Rolim
& Isaias, 2018).

Although online assessment is a good method for academic
assessment, it has led to new concerns about fairness, justice,
test security, and test integrity. According to the previous
research, there appears to be a need to study the influence of
changes on undergraduates and faculty members. Providing
online assessment in a safe, fair and valid fashion needs to be
comprehensively examined (Middleton, 2022). According to
Stiggins (1992), faculty members spend a third of their time on
online assessment applications in teaching process.
Considering the above-mentioned situation today, it requires
spending a lot of time. The applications need to stimulate
student motivation for learning. Additionally, assessment
applications by faculty members are critical, not only for
scoring, but also for permanent learning. When faculty
members perform assessment applications online, the amount
of time may double. Therefore, they are the ones to experience
considerable difficulty in online assessment. The purpose of
this study is to classify the challenges that faculty members
experience in online assessment.

Methods

The current research is a descriptive survey model as it aims
to classify faculty members according to the challenges they
experience in online assessment and to reveal the real
conditions (Biiytikoztiirk, at al., 2012). Survey model studies
are to identify actual conditions. In such studies, researchers
do not attempt to influence and change conditions (Karasar,
2015). This research was carried out with the participation of
105 faculty members from Hakkari University, with at least
one-semester online assessment experience.

Data Collection

A 25-item measurement tool was designed to explore
challenges in online assessment experienced by the faculty
members. First, the literature was reviewed, and the greatest
relevant challenges were defined. The measurement tool was
sent to 3 measurement and evaluation experts and finalized
after various editing in the light of the expert feedback.
Following this, it was sent to 10 faculty members (four of them
work in instructional technologies, three of them work in
educational sciences, and three of them are field education)
and rearranged in the light of their feedback. As a result, the
25-item questionnaire, which was initially designed and
applied in the form of a 5-point Likert scale, was changed into
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a 3-point scale, as needed, to have a better latent class analysis
interpretation. An online platform was created for survey
applications, and the survey link was sent to all participants via
e-mail via the university network. Necessary security
procedures have been created in the system so that each faculty
member can apply the survey only once.

Data Analysis
Validity and Reliability of Measurement Tool

Data validity and reliability was examined before data
analysis. Before the explanatory factor analysis (EFA), data
suitability for factor analysis was examined using Kaiser-
Meyer-Olkin Measure (KMO) and Barlett test. The obtained
results strongly suggested that the data was a good fit for EFA
(x2:1448.450, p<0.00 ve KMO: .863). It was seen that the 25-
item online assessment questionnaire was grouped under two
factors, with a rate of 43% explained variance. When the items
listed under the relevant factors were examined, the first factor
was defined as the faculty member’s personal challenges
(25%), and the others as those of the undergraduates (22%).
The Cronbach's Alpha reliability coefficient of the scale was
found as 0.93.

The scale, which was prepared and applied as a 5-point
Likert scale, was transformed into a 3-point scale to control the
number of calculated parameters and to clearly reveal the
number of classes. In order to reveal whether the validity and
reliability of the scale was affected by both forms, factor
analysis and reliability were recalculated while the scale was
in a 3-point structure. For the transformed form, data validity
and reliability was examined before data analysis. Before the
exploratory factor analysis (EFA), data suitability for factor
analysis was examined using Kaiser-Meyer-Olkin Measure
(KMO) and Barlett test. The obtained results indicated that the
data was a good fit for EFA (¥2:1235.216, p<0.00 ve KMO:
.821). It was seen that the 25-item online assessment
questionnaire was grouped under two factors with a rate of
47% explained variance. When the items listed under the
relevant factors were examined, the first factor was defined as
the faculty member’s personal challenges (22%), and the
others as those of the undergraduates (21 %). The Cronbach's
Alpha reliability coefficient of the scale was found as 0.91. As
a result, the construct validity and reliability of the scale were
found to be similar in both cases.

Latent class analysis was employed to classify faculty
members according to the challenges they experience in online
assessment and to interpret the obtained results. When the
definition of a challenge is considered, it is described as facing
a difficulty that requires a great mental or physical effort and
thus tests one’s skills to successfully achieve a task
(Cambridge Dictionary, 2023). The term challenge is
expressed with the help of resulting observed variables. When
such structures are considered in education and psychology,
observed variables, discrete variables and error variances are
used. The variables are mostly employed when both discrete
variable and observed variable are continuous or assumed as
such. However, such structures may not be always continuous.
According to Bartholomew, at al. (2011) discrete variable
models are grouped under four main categories; factor analysis
with continuous discrete and observed variable (1), latent
profile analysis with continuous discrete variable,
discontinuous observed variable (2), item response theory with
continuous discrete variable, and discontinuous observed
variable (3) and latent class analysis with discontinuous

discrete and observed variables. In the study, the results were
interpreted, using latent class analysis because of its benefits
and the right data structure for the analysis.

Latent Class Analysis

Latent class analysis first used by Lazerfeld (1950),
particularly to explore the latent structure in attitude scales,
aims to show the underlying discrete variables for the data
obtained by categorical variables. It is seen in the literature that
multi-group latent class analysis is mostly employed in
measurement invariance studies (Altintas & Kutlu, 2020; Eid,
at al., 2003; Moors & Wennekers, 2003; Kankaras & Moors,
2009; Kankaras, at al., 2010; Giing6r-Culha, 2012; Giingér, at
al., 2013; Finch, 2015; Yands, at al., 2017; Dogan-Giil, 2022).
In this research, it was used to assess challenges experienced
by the faculty members, with the help of the resulting number
of classes and response probabilities to each category. In latent
class analysis, when the discrete structure is examined, the
observed variables are supposed to be conditionally
independent (Vermunt & Magidson, 2004). Goodman (1974)
explains latent class analysis in equity 1 as follows:

ABC — X AIX - BIX CIX
ﬂ:xyz _Zﬂ:t Tyt T{yt Tt

(1)

In Equity 1, for a three-category measurement tool for the
three observed variables (A, B and C), it is meant to have
categories as many as t number and discrete variables as many
as X. If the number of latent classes is found as 2 or t equals to

2 (t=2), it is represented as 777 and 73. ] and 75 refer to

the categorical likelihood in the latent class. For example,
when there is a two-class measurement tool, then, in the scale,
the responses to each item in class 1 or class 2 list the following
options: “I agree”, “I am undecided” and “I disagree”. In the
formula mentioned above, the number of latent classes (t) is
supposed to be at least two. When the number of latent classes
is 1, it means that observed variables are independent.

In the study, software R (R Development CoreTeam, 2007)
was used for the latent class analysis. In this open resource
software, latent class analysis is performed with the help of
pre-structured packages. In the research, packages, poLCA,
dplyr and plyr, were used for the latent class analysis. Package
poLCA is employed for latent class model and latent class
regression model estimation, with multi-scored items (Linzer
& Lewis, 2007; R Development CoreTeam, 2007). Package
poLCA uses Expectation-Maximization-EM for maximizing
the Likelihood function of latent class model parameter
estimation (Kankaras, et al. 2010). The algorithm starts with
an initial value and continues parameter estimation until it
reaches the defined criteria equals (McCutheon, 1987). The
open resource software R defines probabilistic parameter
estimation for conditional probabilities and latent class
probabilities. It enables interpretations through conditional
probabilities of the relevant item response distributions
concerning the number of classes, class sizes, and membership
in given data. In latent class analysis, the low number of
observed and discrete variables offers a clearer interpretation.
According to Lin (2006), a measurement model with the lower
number of parameters must be preferred for an easy
interpretation of the relevant model. When the best model for
data is decided, certain statistical treatments might be
employed as well as simplicity and uncomplicated
interpretability (Collins & Lanza, 2010; Silvia, et al., 2009). It
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is for this reason; the research data was applied as designed a
3-point scale for an easier interpretation of the number of
estimated parameters.

Results

In the research, first, the number of classes was decided. When
the class number is 1, it means that observed variables are
independent. A one-class local independence model was
initially employed, and the number of classes was added 1
more in each sequence to have parameter estimations up to a
six-class model, and this process is presented in Table 1.

When all models are examined, the first thing that stands
out is the negative degree of freedom. The negative degree of
freedom makes it difficult to define the model (McCutcheon,
1987). Therefore, other suggested factors were evaluated in
defining the model. In the literature, the Bayesian Information
Criterion (BIC)value is the reference for the assessment of the
number of classes, as it is not influenced by population size
(Kankaras, et al. 2010). The Akaike Information Criterion
(AIC), BIC, and the versions of these two criteria are used as
the best model indicators. In the research, the model with the
minimum value information criterion was chosen and the
relevant parameter estimations were interpreted. When Table
1 is examined, it is seen that the minimum BIC value was
obtained in the two-class model. In this case, the data was
decided to be a good fit for the two-class model. According to
Wang et al. (2017), the Entropy value shows how accurately
the established model defines the classes. This value is
generally expected to be close to 1. This value of 0.8 and above
is stated as an acceptable value (Celeux & Soromenho, 1996).
The entropy value calculated for the two-class model in this
research is 0.954. This value shows that the classification is
appropriate for the two-class model.

Following this step, the two-class model was applied for
parameter estimations and the parameters were interpreted.
When the latent class probabilities for the two-class model are
considered, it is seen that the distributions of the participant
faculty members were 58% for Class 1 and 41% for Class 2.
When the item contents are considered, it is clear that Class 1
was the group relatively with more difficulty in online
assessment applications compared to Class 2. This is more
clearly shown in figure 1.

When figure 1 is examined, it is seen in the difficulty items
that the more likely probability response was “I agree” for the
group in Class 1 and “I disagree” for the group in Class 2. It is
clear that the majority of the group in the research (58%) had
difficulty with online assessment applications. When the
conditional probabilities of Class 1 are examined, it is seen that
the faculty members in this group had negative attitudes
towards online assessment applications. The reason why this

group with the percentage of 58 was independently classified
was the observed variable, particularly for plagiarism and
cheating. The second group with the percentage of 41 was
perceptively found to have more difficulty with the same
issues, although it was the one with less difficulty in online
assessment applications. On item basis, the two-class models
were independently examined for conditional probabilities.

Findings of the With-difficulty group (Class 1) in Online
Assessment Applications

When the results of the with-difficulty group in online
assessment applications are examined, it is clear that student
cheating behavior and disposition towards plagiarism were
found the most challenging. In Table 2, the conditional
probabilities of Class 1 are listed.

When Table 2 is examined, it is seen that cheating and
plagiarism were the two compelling situations for the faculty
members. When the conditional probabilities of cheating are
considered, it is clear that 97% of the group in Class 1 had the
highest probability to choosing the “I agree” option for
cheating and the same applied for 92% of the same group for
plagiarism. In a study of the data collected from 50 faculties,
Guangul et al. (2020) suggested that the greatest challenge in
online assessment process was academic dishonesty. In a
study, Momeni (2022) showed the participant faculty member
had hesitant or negative attitudes towards online assessment.
Another research result here was that the faculty members had
the greatest challenges with cheating, plagiarism, Internet
access issues, and poor technology-related knowledge. Hence,
the above-mentioned research result is parallel to the findings
obtained by this study. Figure 2 was designed to present
detailed information on the resulting greatest challenges.

When figure 2 is examined, it is seen that the following
were some of the greatest challenges in online assessment
applications for the participant faculty members; lack of
education policies, underinvestment, assignments taken from
the Internet, lack of feedback, lack of training, Internet
inaccessibility, software and security issues, operating system
issues, student motivation, time spent, student adaptation and
confusion. In their study, Whitelock, et al., (2006) identified
student motivation as the first step in the online assessment
cycle, which is in congruent with our research findings.
Unfamiliarity with computers, Internet and computer
inaccessibility, group project assessment challenges and
faculty members' unfamiliarity with technology are known to
be the difficulties shown in studies by many researchers
(Jordan & Mitchell, 2009; Mitchell, et al., 2003).

Table 1. Latent Class Model Estimation in Data Set from One-class Model to Six-class Model

Number of Classes LL Res.df BIC aBIC cAIC Entropi Error
One-class model -2371.99 53 4975.73 4817.79 5025.73 - -
Two-class model -2107.69 2 4683.48 4364.44 4784.48 0.95 0.15
Three-class model -1987.30 -49 4684.09 4198.95 4831.09 0.97 0.70
Four-class model -1949.91 -100 4840.67 4199.43 5043.67 NaN 0.23
Five-class model -1930.54 -151 5038.31 4235.97 529231 NaN 0.14
Six-class model -1897.08 -202 5207.77 4244.32 5512.77 NaN 0.16
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Table 2. Conditional probabilities of item responses of class 1 (with-difficulty group)

Challenges I Disagree I am Undecided I Agree
In Online Assessment; Conditional Probabilities (]'Tfr )

Cheating 0.0165 0.0165 0.9669
Plagiarism 0.0000 0.0780 0.9220
Lack of Education Policies 0.0333 0.0827 0.8840
Underinvestment 0.0498 0.0998 0.8504
Assignments Taken from the Internet 0.0659 0.0954 0.8387
Lack of Feedback 0.0332 0.1389 0.8278
Lack of Training 0.0331 0.1423 0.8246
Internet Inaccessibility 0.0955 0.0824 0.8221
Software and Security Issues 0.0826 0.0956 0.8218
Operating System Issues 0.0606 0.1822 0.7573
Student Motivation 0.0828 0.1831 0.7341
Time Spent 0.1653 0.1008 0.7340
Student Adaptation 0.0348 0.2537 0.7115
Student Confusion 0.0497 0.2397 0.7105
Limitation of Techniques 0.1161 0.2264 0.6574
Technological Incompetence 0.1160 0.2276 0.6564
Security of Records 0.1618 0.1978 0.6404
Loss of Motivation Over Time 0.1588 0.3119 0.5293
Multiple Exams 0.1002 0.4033 0.4965
Restriction of Faculty Member Freedom 0.2588 0.3273 0.4139
Inflexibility in Scoring 0.3479 0.2448 0.4073
Scoring 0.3086 0.4439 0.2474
Assessment Information 0.3553 0.4296 0.2151
Transparency 0.5366 0.3310 0.1324
Board Pressure 0.6699 0.2639 0.0662
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Figure 2. Greatest challenges for with-difficulty group

One of the benefits of latent class analysis is that probable
reasons are explored by the interpretation of other response
options. When the relevant questionnaire items are examined,
it is seen that the faculty member was likely to choose the “I
am undecided” option in many items, although the chances for
the “I agree” option in some items were low. For example,
when “scoring” and “assessment information” are examined,
despite the low difficulty level, it is seen that the probability
response to the “I am undecided” option was high. It is also
observed that the conditional probability of the participants in
Class 1 in “scoring” was 44% for the “I am undecided” option.
This means the faculty members in this group had difficulty in
scoring. On the other hand, the same applies to the conditional
probabilities of (43%) the responses to “assessment
information”. The other items with a high probability of

response to the “I am undecided” option were “loss of
motivation over time” and “multiple exams”. In a study, Flavin
(2021) concluded that the participant faculty members had
negative views on online assessment tools due to the new,
multiple approaches towards online assessment, although they
used such applications.

Findings of Class 2 (without-difficulty group) in Online
Assessment Applications

When the results of the without-difficulty group in online
assessment applications are examined, it is seen that the
greatest challenges were the disposition towards “plagiarism
in assignments” and “student cheating behavior”. In Table 3,
the conditional probabilities of Class 2 are listed.
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Table 3. Conditional probabilities of item responses in class 2 (without-difficulty group)

Challenges I Disagree I am Undecided I Agree
In Online Assessment; Conditional Probabilities (]'Tfr )
Plagiarism 0.1409 0.1946 0.6645
Cheating 0.2584 0.0940 0.6477
Assignments Taken from the Internet 0.2118 0.2169 0.5713
Lack of Training 0.1644 0.3383 0.4973
Underinvestment 0.1642 0.3751 0.4607
Lack of Education Policies 0.2581 0.2819 0.4599
Internet Inaccessibility 0.1698 0.3763 0.4539
Software and Security Issues 0.1881 0.3811 0.4309
Technological Incompetence 0.1173 0.4521 0.4307
Security of Records 0.4986 0.2360 0.2654
Student Adaptation 0.4673 0.3212 0.2115
Time Spent 0.4936 0.3033 0.2031
Student Confusion 0.4697 0.3409 0.1894
Student Motivation 0.4228 0.3978 0.1794
Limitation of Techniques 0.5634 0.2893 0.1473
Operating System Issues 0.5013 0.3522 0.1465
Loss of Motivation Over Time 0.5262 0.3795 0.0943
Inflexibility in Scoring 0.7042 0.2162 0.0796
Restriction of Faculty Member Freedom 0.7601 0.1696 0.0703
Scoring 0.7129 0.2390 0.0481
Assessment Information 0.8111 0.1418 0.0470
Lack of Feedback 0.6105 0.3431 0.0464
Multiple Exams 0.6564 0.3201 0.0235
Transparency 0.8591 0.1409 0.0000
Board Pressure 0.9283 0.0717 0.0000

When Table 3 is examined, it is seen that the two most
challenging behaviors for the faculty member were
“plagiarism” and “cheating”. When the conditional
probabilities for plagiarism are considered, it is clear that 66%
of the group in Class 2 had a probability to choose the “T agree”
option, whereas the rest (65%) had a probability to choose the
“I agree” option for cheating. On the other hand, the responses
to the items such as “assignments taken from the Internet”,
“lack of training”, “underinvestment” and “lack of education
policies”, which were among the most difficult areas for the
faculty members, were found to have high conditional
probabilities. When compared to the other group (with-
difficulty), the low conditional probabilities mean the group

had less difficulty in online assessment applications. When the
responses to certain items are examined in detail, it is seen that
the responses to the following items focused on both
categories: software and security issues (38% I am undecided
- 43% I agree) and technological incompetence (45% 1 am
undecided - 43% I agree). This appears to be another finding
of the research that shows the participants mostly preferred the
“I am undecided” option, despite generally being without-
difficulty in online assessment applications. The greatest
challenges seemed to be transparency (86%) and board
pressure (93%). Figure 3 was designed to present detailed
information on the resulting greatest challenges.
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Figure 3. Greatest challenges for without-difficulty group
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When figure 3 is examined, in consideration with the
conditional probabilities to the following items, despite the
high probability of response to the “I disagree” option, the
participants mostly considered the “I am undecided” option;
security of records (I disagree: 50% - I am undecided: 24%),
student adaptation (I disagree: 50% - I am undecided: 24 %),
time spent (I disagree: 49% - I am undecided: 30%), student
confusion (I disagree: 47% - I am undecided: 34 %) and
student motivation (I disagree: 42% - I am undecided: 40 %).
This shows certain confusion in relevant areas.

Results and Discussion

Online assessment applications have appeared as requirements
of the era both in the past and future. According to Stiggins
(1992), faculty members spend a third of their time on online
assessment applications for teaching, which makes up a great
deal of time at work. Contrary to what is thought, online
assessment is not a new, but a long-practiced method (Demir,
2014). In this research, challenges in online assessment
applications experienced by the faculty members were
examined. To this end, the greatest challenges in the literature
were defined, and a measurement tool was designed as a result
of the expert views and pretesting. Due to the nature of the
measured structure, the observed-discrete variables are
assumed to be continuous, which can make data interpretation
difficult by using the well-known methods. However, they do
not always have the continuous structure. As a result, latent
class analysis was used to explore challenges experienced by
the faculty member and to interpret the obtained data.

For the research, first, the number of latent classes was
decided, and the data structure was considered to be a good fit
for the two-class model. Following the decision on the number
of classes, the two-class model was tested, and the item
conditional probabilities were identified and interpreted.
According to the obtained results, Class 1 was the with-
difficulty group in online assessment applications, whereas
Class 2 was the without-difficulty group. The former consisted
of 59% of the participant faculty member. According to the
result, a majority of the staff had difficulty in online
assessment applications. When the conditional probabilities
were examined, it was concluded that the observed variables
to contribute most to the two-class data structure were as
follows; cheating, plagiarism and lack of education policies. In
a study, Guangul, et al. (2020) concluded that academic
dishonesty was the most critical issue in online assessment. In
their qualitative study, Vurdien & Puranen (2022) explored the
perceptions of 34 faculty members about online assessment
process and the experienced challenges. They pointed out that
the most significant drawback, as taught by the faculty
members, was the trust issues. For a more-detailed
interpretation of the research results, the conditional
probabilities of the classes were independently examined. In
the groups with or without difficulty, the greatest challenges
were similar, but the with-difficulty group highlighted lack of
education policies and underinvestment in online assessment,
whereas the without-difficulty group emphasized the
assignments taken from the Internet and lack of training.
According to Oosterhof (2008), if the expected performance
and the purpose of evaluation and assessment are clearly
expressed, dishonesty level could be minimized. Motivating
students for assessment and learning prevents undesired
behaviors. It is also ensured by guidance and feedback from
faculty members. Khare & Lam (2008) associates dishonesty
level with student’ academic level. For instance, post-graduate

students, compared to undergraduates, are asserted to have
lower dishonesty levels, which is explained by the fact that
post-graduates (at least in ideal cases) are mainly motivated by
specialization in their relevant study fields and their
commitment to meaningful usage in context. Supporting the
idea, Khare and Lam (2008) observed that adult students
generally prefer to improve their education on their own
initiatives and have high chances to deep learning approaches
to ensure minimum cheating. In addition, they suggested that
whether constructive or summative, online assessment was
more suitable for those assuming with autonomy and self-
regulation dispositions. Another significant finding of the
research is student adaptation and motivation. It is seen that
when student motivation increases, the emerging challenges
might be easily overcome. In the suggested online assessment
cycle, Whitelock et al. (2006) suggests that the first step is
motivation. The greatest challenge for undergraduates can be
the unfamiliarity with computers or online assessment systems
(Way, 2012). The current research has also shown that this
problem is one of the greatest challenges. Sa'di, et al., (2021)
point out that final exams given by faculty members are not
"the beginning and the end of everything". However, many
faculty members believe they cannot “electronically evaluate
exams”. For most of them, the reason is that the majority of
students might be able to cheat during final exams and receive
low scores despite all e-monitoring precautions. The failure to
demonstrate real performance and especially undeserved high
scores mean students are going to graduate with plenty of
professional incompetencies. It can be suggested that online
exams should be given in careful consideration with short,
scientific methods, and that every student must be assigned a
random question set in exams (Zhai, et al., 2020).
Undergraduates will avoid plagiarism when given further
information on academic honesty and on course syllabuses in
detail (Lockman & Schirmer, 2020). Various assessment tools
will also considerably decrease cheating (Darling-Aduana,
2021). Thus, faculty members and undergraduates must be
well-informed about technological infrastructure and
employed methods and provided with a sense of trust in
systems in related areas.
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0z: Bu galigmanin amaci, yapilandirmaci 6gretim programina uygun olarak hazirlanmis calisma yapraklariyla
geometri 6grenme alaninda yer alan tiggenler konusunun 8’inci siniflara 6gretiminin incelenmesidir. Arastirmada, nicel
veri toplama yontemlerinden yar1 deneysel desen tercih edilmistir. Arastirma, Ankara Ili Etimesgut ilgesinde bulunan
bir devlet ortaokulunun 8’inci smif 6grencileriyle yapilmistir. Aragtirmanin ¢alisma grubu 58 6grenciden (28 kontrol
grubu ve 30 deney grubu) olusmaktadir. Arastirmada Ogrencilere tiggenler konusu Ogretilirken deney grubuna
yapilandirmaci 6gretim programina uygun olarak hazirlanmis, caligma yapraklariyla dgretim yapilmis ve kontrol
grubuna ise genel &gretim yontemleri ile dgretim yapilmistir. Ogrencilerin basarilari ise arastirmaci tarafindan
gelistirilen “Uggenler Basar1 Testi” ile analiz edilmistir. Sonucta, 8’inci smif égrencilerinin akademik basarilarmnin
deney grubu lehine farklilagtigi goriilmiistiir. Bu sonuca gore dgrencilerin iiggenler konusundaki basarilarinin
artmasinda, yapilandirmaci 6gretim yontemine uygun olarak hazirlanmis ¢alisma yapraklariyla 6gretimin genel
6gretimden daha etkili oldugu sdylenebilir.

Anahtar Kelimeler: Yapilandirmaci 6grenme yaklagimi, geometri 6gretimi, ¢aligma yapraklari

Abstract: The aim of this study is to examine the teaching of the triangles topic in the geometry learning domain to
8th graders with worksheets prepared in accordance with the constructivist curriculum. A quasi-experimental design,
one of the quantitative data collection methods, was implemented. The research was conducted with 8th grade students
at a state secondary school in Etimesgut district of Ankara province. The study group of the research consisted of 58
students (28 control group and 30 experimental group). In the study, while teaching the subject of triangles to the
students, the experimental group was taught with worksheets prepared in accordance with the constructivist teaching
programme and the control group was taught with general teaching methods. The achievements of the students were
analysed with the "Triangles Achievement Test" developed by the researcher. As a result, it was seen that the academic
achievement of 8th grade students differed in favour of the experimental group. According to this result, it can be
concluded that teaching with worksheets prepared in accordance with the constructivist teaching method is more
effective than general teaching in increasing students' achievement in the subject of triangles.
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Giris

Ogrencilere, bilgilerini ve deneyimlerini kullanarak olaylari

Geligsmekte olan 6gretim programlariyla dgrenciyi merkeze
alan yaklagim materyal ve teknoloji kullanimint énemli bir
gereklilik haline gelmistir. Sadece geleneksel yontemlerle
Ogretilen ve materyallerle desteklenmeyen dersler matematik
dersini daha soyut ve &grenilmesi zor hale getirmektedir
(Ozgelik, 2015). Matematik egitimi ile ilgili yapilan
aragtirmalarda, genel olarak matematigin soyut yapisi
dolayisiyla egitim Ogretim siirecinde meydana gelen
zorluklarin giderilmesi i¢in uygun yollarin bulunmasi ve bu
yolla yapilan arastirmalarla, 6grencilerin matematik dersinde
basarili olmalarinin ve matematige karst olumlu tutum
gelistirmelerinin ~ saglanmas1 amaglanmaktadir (Isik ve
Konyalioglu, 2005, Inci Kuzu ve Kutlu, 2022). Soyut olan
matematiksel  ifadelerin  Ogretiminde  bu  ifadeler
gorsellestirilerek somut arag-gerecleri haline getirilmesi
sayesinde, 6grencilerin hayal diinyast genislemekte, kesfedici
ve Ozgiir olarak diisiinebilme becerileri gelistirilmektedir
(Kuzu, 2021). Ogrenciler; duyu organlarinin biitiiniine hitap
edecek, bilissel ve bedensel katilimlarmi destekleyecek bir
egitime ve Ogretime ihtiyag duymaktadirlar. Bu nedenle
Ogrencilerin bireysel yetenek ve becerilerinin, ihtiyaglar
dogrultusunda gelistirilmesi hedeflenmelidir (Bulut, 2004).

anlamlandirabilecekleri ve bdylece zihinlerinde yeni bilgiler

olusturabilecekleri ~ 6grenme imkénlari ve  ortamlari
saglanmalidir (Baki, 2008).

Ogrenciler, yapilandirmaci 6grenmede kendi
deneyimlerinden  hareket ederek  kendi  bilgilerini

olusturmaktadirlar. Bu nedenle egitim faaliyetlerinde aktif
olmali ve kendi 6grenmelerinin sorumlulugunu almalidirlar.
Matematik derslerinde Ogrenciler, Ogretmenin anlattig1
bilgileri dogrudan zihinlerine yerlestiremezler. Bu nedenle
kendi bilgilerini tiretebilecekleri, aktif olabilecekleri ve bilgiyi
zihinlerinde yapilandirabilecekleri etkinliklere yer verilmelidir
(Ozdemir, 2012). Ogrencilerin 6grenmeye hazir olmalar1 ve 6n
bilgileri ile bunlar1 kullanarak bilgiyi zihinlerinde
yapilandirma sekilleri, egitim-6gretimin gergeklestirildigi
ortam 0grenmelerinde rol oynayan faktorlerden bazilaridir.
Yapilandirmaci 6grenme ortaminda genel ve 6zel hedefler
ogretmen ve 6grenci tarafindan birlikte belirlenir. Ogretmen;
gozlemci, rehber ve kontrol edici konumundadir. Ogretmen,
Ogrencinin; yiiriitiicii/ist bilisini, kendini diizenlemesini,
analiz yapmasini, yansitmasint ve farkinda olmasmi tesvik
etmek i¢in imkanlar yani etkinlikler, arag-geregler ve ortamlar
saglar (Murphy, 1997). Ogretmen, geleneksel 6gretimdeki
roliiniin aksine bilgi veren degil, 6grenme ortamini diizenleyen
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bir rehberdir. Bu nedenle sinifta tartigma ortami olusturarak
ogrencileri  diiginmeye yonlendirmeli ve &grencilerde
arastirma meraki uyandiracak sorular sormalidir. Tek cevapl
sorular yerine diisiindiiriicli ve aragtirmaya yonlendirici sorular
sorulmalidir (Brooks & Brooks, 1993).

Ogretmen, yapilandirmaci 6grenme ortaminda dgrencilerin
Ogretim yontemlerini etkili bir sekilde kullanmalarina, dersi
yonlendirmelerine ve ders igerigini degistirmelerine izin verir.
Acik uglu sorularla 6grencilerin diisiindiiriicii tartigmalar
yapmasini tesvik eder. Siniflandiriniz, analiz ediniz ve yapiniz
gibi biligsel terimleri bu ortamlarda kullanmaya 6zen gosterir
(Yager, 1991). Bu ortamlar, dgrencilerin kendi diisiincelerini
kullanarak kavramlar hakkinda yorum ve degerlendirme
yapabilecekleri, yani Ogrenme siirecine aktif olarak
katilabilecekleri ortamlar olmalidir (Demircioglu vd., 2004).
Bu ortamlarin saglanmasi igin ¢esitli malzemelere ihtiyag
duyulmaktadir (Atasoy & Akdeniz, 2006). Bu disiinceyle
hareket eden yapilandirmact 6grenme yaklasimma gore
ogretmenler, sinifta 6grencilerin aktif olmalarini saglayacak
aktiviteler diizenlemelidirler (Sisman, 2007).

Ogrenme ortamina yonelik olarak hazirlanan ¢alisma
yapraklar1 da Ogrencilerin aktif olmasi gerektigi amacina
hizmet etmektedir. Calisma yapraklari; kendi sorularmi
sormalari, sorulardan sonuglar ¢ikarmalar ve kendi kurallarini
olusturmalarma yonelik Ogrencileri isteklendirmekte ve
boylece Ogrencilere kendi Ogrenmelerini olusturma firsati
sunmaktadir (Sigman, 2007). Calisma yapraklari; 6grencilerin
aktif olmalarini saglayan, kavramsal gelisimlerini destekleyen,
bireysel ya da grup halinde yapilabilen 6gretim
yontemlerinden biridir (Demircioglu vd., 2004). Calisma
yapraklary; 6gretim sirasinda kullaniminin kolay olmasi,
igerigin kazandirilmak istenen kavramlara gore diizenlenmesi
ve dersi monotonluktan kurtarmasi yonleriyle son yillarda
siklikla kullanilan bir materyaldir (Demirel vd., 2001).
Anderson (1995), calisma yapraklarini, her konu sonunda
Ogretmenin pekistirme amaciyla dgrencilere verdigi ev 6devi
niteligindeki kitaplar olarak tanimlarken; Hopkins (2000) ise
calisma yapragini, bir tiir glinliik plan olarak gérmektedir (akt.
Ceyhan & Tiirniiklii, 2002).

Caligma yapraklari; 6grencilere yonergeler araciligiyla ne
yapacaklarini anlatan, Ogrencilerin bilgilerini zihinlerinde
yapilandirmalarina yardim eden, tim smifin aktif katilim
gostermesini  saglayan ve egitim igin gerekli olan
materyalleridir (Atasoy ve Akdeniz, 2006). Calisma
yapraklarinin; 6grencileri derste aktif hale getirdigi, bilgiye
kendi baglarina ulasmalarini sagladig1 ve kavram yanilgilarimi
en aza indirdigi ileri siirilmektedir (Demircioglu ve Atasoy,
2006). Ogretmen ise galisma yapraklariyla 6gretim yapilan
ortamda, dgrencilere sorular sorarak ve etkinliklere rehberlik
ederek 6grenme ortammi diizenler (Ozdemir, 2006, Cinki,
2007).

Calisma yapraklarinin birgok faydasi bulunmaktadir ve
O6grenme ortamlarina énemli katkilar saglamaktadir. Caligma
kagitlar1 yardimi ile dgrenciler; zihinlerindeki sézel ve gorsel
anlamlar1 biitiinlestirirler ve boylece kavramlarin anlamlarin
diisiinme imkanm bulurlar. Ige déniik veya pasif duran
Ogrenciler, g¢alisma yapraklarindaki etkinliklere verdikleri
cevaplar sayesinde Ogretmenin dikkatini  g¢ekebilirler.
Ogretmen ise ¢alisma yapraklari araciligiyla 6grencilerin sahip
oldugu kavram yanilgilarini ortaya ¢ikarabilir ve kavram
yanilgilarimi giderme konusunda yine ¢aligsma yapraklarindan
yararlanabilir (Toumasis, 1995).

Yazlik (2020), caligmasinda ilkogretim matematik
O6gretmeni adaylarinin Cabri yazilimi yardimiyla g¢alisma

yapraklar1 tasarlama siirecine ve bu calisma yapraklarinin
geometri Ogretiminde kullanilmasma iliskin  gorislerini
incelemek istemistir. Arastirmanmn neticesinde G6gretmen
adaylart ¢alisma yapraklarinin  kullaniminin =~ kavramlari
somutlagtirma, kesfetme, dikkat ¢ekme, kalici ve kolay
O0grenme gibi avantajlart oldugunu ifade etmislerdir. Kas
(2010) yaptig1 caligmada, calisma yapraklari kullanilarak
yapilan 6gretimin 8. siif dgrencilerinin cebir problemlerini
¢ozme ve cebirsel diisiinme becerilerine etkisi arastirilmistir.
Ogretim galismalar1 sonrasinda, calisma yapraklari ile yapilan
Ogretimin Ogrencilerin cebirsel problem ¢ézme ve cebirsel
diisiinme becerilerine olumlu etki yaptig1 goriilmiistiir. Bu etki
cebirsel problem c¢ozme becerisinde geleneksel Ogretim
yontemine gére daha anlamli bulunmustur. Istk ve Ozdemir
(2014), 7. smiflarda olasilik konusunun dgretiminde c¢aligma
yapraklarinin etkili olup olmadigini arastirmistir. Deney
grubuna c¢alisma yapraklartyla &gretim yapilirken kontrol
grubuna geleneksel &gretim  yontemleri uygulanmustir.
Ogretim sonucunda iki gruba da hazirlanan son test
uygulanmis ve sonuglart kargilagtirilmistir. Deney grubunun
lehine anlamli bir fark elde etmistir. Benzer sekilde Isik ve
Celik (2017) yaptiklar1 aragtirmada dgrenci basarisini, ¢aligma
yapraklari ile cebirsel denklemlerin 6gretiminin diger 6gretim
yontemleriyle yapilan &gretime gore daha fazla artirdig:
sonucuna ulagilmgtir.

Bu calismada ti¢genler konusunun seg¢ilmesinin nedeni ise
ogrencilerin bu konuda yasamis olduklar1 problemlerdir.
Ormnegin, Tiirniiklii, Engin ve Aydogdu (2017) yapmis
olduklar1 c¢alismada 8. Smf grencilerinin licgenler
konusunda problem ciimlesi kurmada ciddi eksiklikleri
oldugunu belirtmislerdir. Ogrencilerin kurmus olduklari
climlelerin problem olmayan climleler ve matematiksel
olmadig1 sonucuna ulasmuslardir. Uggenler konusu oldukca
soyut olmasi sebebiyle dgrenciler uygun ifade kullanmakta
zorlanmiglardir. Genel olarak egitim Ogretim ortaminda da
geometri  Ogretim  swrasinda da  Ogrenciler kurallari
ezberleyerek sorulara uygulamaya calismaktadirlar. Ders
esnasinda bu kurallarin olugsma sartlar1 agiklansa da yine de
cogu kural ezberleme yoluna basvurmaktadirlar. Bu da
konunun igsellestirilmemesine sebep olmaktadir.

Matematik Egitiminde kullanilan g¢alisma yapraklarinin
oldukga etkili olmasina ragmen, 6zellikle geometri alaninda
calisma yapraklariyla ilgili herhangi bir ¢aligmaya
rastlanmamistir. Bu ylizden bu g¢alismayla 6grencilerin
zorlandiklar1 geometri konularini yapilandirmaci yaklagima
uygun olarak hazirlanmig ¢aligma yapraklariyla daha anlamli
Ogrenmeleri ve genel olarak matematigi anlamalari
saglanmaya calisilmigtir. Bu nedenle bu ¢alismada
Ogrencilerin  6grenmekte zorlandiklar1 iiggenler konusu,
yapilandirmaci yaklasima uygun olarak gelistirilen c¢alisma
yapraklari kullanilarak iglenmistir. Boylece egitim ve 6gretim
ortami daha verimli hale getirilmeye c¢alisilarak 6grencilerin
derse aktif katilimi saglanmistir.

Diger taraftan 6gretmenlerin bir kismi; formiilleri, kurallar
ve yontemleri uygun sekilde kullanabilmeyi matematikte
basar1 olarak gormektedir. Oysa Ogrencilerin yasamlarinda
basarili ve firetken olabilmeleri; kurallar1 ve formiilleri
ezberlemek veya uygulamakla degil, matematiksel
anlayislarint ve matematiksel diisiinmelerini gelistirmekle
miimkiin  olabilmektedir. Bu basari da matematikte
kavramlarin anlagilmasma ve iligskilere dnem verilmesiyle
saglanabilir (Baki, 2008). Tiim bu nedenlerden dolay1 Milli
Egitim Bakanligi, 6grenci merkezli 6grenme faaliyetlerine
onem vermektedir. Yeni 6gretim yaklasimlarina gére 6grenci
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merkezli Ogretim yontemleri kullanilmaktadir.
Anlamlandirarak, yapilarak ve yasayarak edinilen bilgilerin
daha kalici oldugu bilinmektedir. Bu nedenle &gretim
ortamlarinda &grencilerin aktif olduklart ve bilgiyi kendi
zihinlerinde yapilandirdiklar1 ¢alismalara ihtiyag vardir
(Bakag, 2014). Bu ortamlarin saglanmasinda ve ¢alismalarin
yapilmasinda aragtirmamiza konu olan ¢alisma yapraklarimin
etkinligi yiiksektir.

Yapilandirmaci1 &gretim programina uygun bir sekilde
hazirlanmig calisma yapraklartyla {ggenler konusunun
sekizinci smiflara Ogretiminin incelenmesi bu ¢aligmanin
amacini olusturmaktadir. Arastirmanin problem ciimlesi ise
“8’inci smuf tiggenler konusunun; yapilandirmaci 6gretim
programina uygun olarak hazirlanmig calisma yapraklariyla
ogretildigi deney grubu ile genel O6gretimin uygulandig
kontrol grubunun basarilar1 arasinda anlamli bir farklilik var
midir?” seklinde olusturulmustur. Arastirmanm problemi
dogrultusunda agagida yer alan sorulara cevap aranmistir.

1. Deney ve kontrol grubunun 6n test puanlari arasinda

anlaml bir farklilik var midir?

2. Deney ve kontrol grubunun 6n test ve son test puanlari

arasinda anlaml bir farklilik var midir?

3. Deney ve kontrol grubunun son test puanlart arasinda

anlaml bir farklilik var midir?

Yontem
Arastirmanin Modeli

Bu aragtirmada nicel veri toplama yontemlerinden yari
deneysel desen tercih edilmistir. Ortaokul 8’inci smuf
ogrencilerine iliggenler konusu O6gretilirken; deney grubuna
yapilandirmaci 6gretim programina uygun olarak hazirlanmig
calisma yapraklariyla 6gretim yapilmis ve kontrol grubuna ise
genel Ogretim yontemleri ile 6gretim yapilmistir. Boylece
deney grubunun ve kontrol grubunun ti¢genler konusundaki
akademik basarilar1 arasindaki farkin anlamli olup olmadigina
bakilmigtir.  Ayrica, geometri konusunun  $gretimini
kolaylastirmak, o6grenmede kaliciligi saglamak ve Ogrenci
etkilesimini artirmak aragtirma siireci boyunca hedeflenmistir.

Olusturulmus olan deney ve kontrol gruplarina, T.C. Milli
Egitim Bakanligi Matematik Ogretim Programi (2018)
Geometri ve Olgme Alani igerisinde yer alan {icgenlere
yonelik kazanimlar uygulanmistir. Bu kazanimlar sunlardir:

Ucgenlere yonelik kazanimlar

1. Ucgende kenarortay, aciortay ve yiiksekligi insa eder.

2. Uggenin iki kenar uzunlugunun toplami veya farki ile
i¢iincli kenarinin uzunlugunu iligkilendirir.

3. Ucggenin kenar uzunluklar1 ile bu kenarlarin karsisindaki
agilarin Slgiilerini iligkilendirir.

Yeterli sayida elemaninin Slgiileri verilen bir {iggeni
gizer

5. Pisagor bagintisini olusturur, ilgili problemleri ¢ozer.

4.

Calhisma Grubu

Bu arastirma; Ankara ili Etimesgut ilcesinde bulunan bir
devlet ortaokulunun 8’inci sinif 6grencileriyle yapilmistir.
Arastirmanin galisma grubu toplam 58 6grenciden (30 6grenci
deney grubu ve 28 ogrenci kontrol grubu) olusmustur.
Arastirma, 2017-2018 egitim-6gretim yilinin 1. Déneminde
gergeklestirilmis  olup, Ogrencilerin arasgtirmaya goniillii
katilimlar1 saglanmig ve 6grenci velilerinin sozlii ve yazili
onamlar1 almmigstir. Calisma grubunu olusturan 6grencilerin
cinsiyetlerine gore dagilimi Gorsel 1°de verilmistir.

Gorsel 1’de goriildiigii gibi calisgma grubu toplamda 58
ogrenciden olusmaktadir. Deney grubunda yer alan 30
Ogrencinin 15’1 kiz ve 15’1 erkektir. Kontrol grubunda yer alan
28 dgrencinin ise 13’1 kiz ve 15’1 erkektir. Erkek 6grencilerin
kiz 6grencilerden daha fazla oldugu goriilmektedir.

Veri Toplama Araclar

Bu caligmada, aragtirmacilarin gelistirmis oldugu ‘Ucgenler
Basar1 Testi’ veri toplama araci olarak kullanilmistir. Uggenler
Bagar1 Testi olusturulurken; 8. sinif matematik dersi 6gretim
programlari, matematik dersi kitabi, matematik Ogretim
programinda yer alan geometri Ogrenme alani ile ilgili
kazanimlar dikkate alinmistir. Her kazanimdan alti soru
hazirlanarak dort segenekten olusan goktan se¢meli 30 soru
hazirlanmistir. Bu sorular; konu ile ilgili 8’inci sinif matematik
kitaplari, matematik ¢aligma kitaplari, sinavlarda konu ile ilgili
¢itkmig sorular, konu iizerine yapilmis arastirmalar ve tezler,
arastirmalarda kullanilmis sorular ve diger soru kaynaklari
incelenerek hazirlanmagtir. Kapsam gecerliligini
saglayabilmek i¢in kazanimlarin hepsinden soru olmasina
Ozen gosterilmistir. Hazirlanan sorular, bir uzman tarafindan
incelenmis ve ayrica 11 ortaokul matematik Ggretmeninin
goriis, Oneri ve incelemelerine basvurulmustur. Ankara ili
Etimesgut ilgesinde bulunan bir devlet okulunun lise 9’uncu
smifinda 6grenim goren 31 6grenciye, 20 maddeden olusan
test pilot calisma olarak uygulanmistir. Bu 6grencilere 45
dakikalik siire verilerek sorulart bu siire igerisinde
cevaplandirmalar1 beklenmistir.

Cahsma Grubunun Cinsiyete Gore Dagilum

Denevy Grubu

Eontrol Grubu

01 2 3 4 3

i

7 8 9 1011 12 13 14 13 16

WErkek WEi1z

Gorsel 1. Calisma grubunun cinsiyete gore dagilimi
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Bu islemlerden sonra her bir maddenin zorluk ve ayirt
edicilik indeksleri madde analizi i¢in hesaplanmistir.
Giivenirlik hesaplamasinda Cronbach Alpha katsayist .706
bulunmus ve ayirt edicilik indeksi negatif olan 1., 2. ve 12.
maddeler ile .20’den kiigiik ayirt edicilik indeksine sahip 11.
ve 16. maddeler testten g¢ikarilmistir. Bes soru azaltilarak
tekrar yapilan analizlerde Cronbach Alfa katsayis1 .826 olarak
hesaplanmistir. Bu sonug, Uggenler Basar1 Testi’nin yiiksek
diizeyde giivenirlige sahip oldugunu gostermektedir. Cikarilan
maddelerin, testin kapsam gegerliligini zedelememesi igin
teste 2015 yili TEOG smavinda ¢ikmis olan ve giivenilir
oldugu kabul edilen bir soru dahil edilmistir. Bu soru
eklendikten sonra giivenilirligi 6lgmek amaciyla KR-20 ve
KR-21 katsayilart hesaplanmis; KR-20 giivenilirlik katsayis1
.836 ve KR-21 giivenirlik katsayis1 .814 bulunmustur. Bu
sonu¢ maddeler arasindaki i¢ tutarhiligin ve Testin
giivenirliginin yiiksek oldugunu géstermektedir.

Verilerin Toplanmasi

Aragtirmanin uygulamasi; ¢alisma yapraginin tanitilmasi ve 6n
test- son test siireci de dahil toplam 17 ders saati slirmiistiir.
Uygulama 6ncesinde, aragtirmaci tarafindan deney ve kontrol
grubunda yer alan dgrencilere gelistirilen ‘Ucgenler Basari
Testi’ uygulanmistir. On test icin 6grencilere bir ders saati yani
40 dakika siire verilmistir. Deney ve kontrol grubunun 6n test
puanlari arasinda anlamli bir farkliligin olmadig1 goriilmiistiir.
On test sonrasinda; deney grubuna yapilandirmaci dgretim
programina uygun olarak hazirlanmig ¢alisma yapraklariyla,
kontrol grubuna ise genel 6gretim yontemleriyle 15 ders saati
Ogretim yapilmistir. 15 ders saatinin sonunda hem deney hem
de kontrol grubuna ‘Ucgenler Basar1 Testi’, son test olarak
uygulanmigtir.

Deney grubu ile 6gretime baglamadan 6nce deney grubu
icin ¢aligma yapraklarinin ne oldugunu gosteren tanitici bir
sunum hazirlanmistir. Bagka bir konu i¢in hazirlanan ¢aligma
yapraklar1 6rnek olarak dgrencilere bu sunumda tanitilmastir.
Calisma yapraklart hazirlanirken 6grencilerin  dikkatini
cekebilmek i¢in gorsellige 6nem verilmis; ancak abartiya
kagmamaya Ozen gosterilmistir. Deney grubu ile 6gretim
siirecine gecildiginde, calisma yapraklarinin 6grenci sayisi
kadar renkli ¢iktis1 alinmig ve Ogrencilere dagitilmistir.
Ogrencilerden  etkinlikleri ~ yonergeler — dogrultusunda
yapmalar1 istenmis ve ders interaktif olarak islenmistir.
Uygulama igin iki tane 8’inci siif se¢ilmis ve uygulama bu
smniflarda 12 hafta siireyle yiiriitiilmistiir. Toplamda 9 ¢alisma
yapragi hazirlanmig olup, 6rnek olarak 6’nc1 ¢alisma yapragi
asagida belirtildigi gibi hazirlanmustir.

Calisma Yaprag 6

Yonerge: Bu calisma yapragi iki boliimden olusmaktadir.
Oncelikle asagida verilen adimlari takip ederek. Uggenin
acilart ve kenarlar1 arasindaki iligkiyi anlamaya caligalim.
Cikardigimiz sonuglar tartigalim.

A

Hipoteniis

Dik kenar

Y
o

Dik kenax

Kullanilacak Malzemeler: Karton, makas, raptiye

1. Boyu 10 ve 15 cm, genisligi 0,5 cm olan kartondan iki
dikdortgen seklinde parca keselim.

2. Bu parcalarin birer uclarini raptiye ile sabitleyelim.

3. Kestigimiz pargalarin diger uglarmi A ve B diyerek

isaretleyelim.

. A ve B noktalar1 arasindaki uzakligi belirleyiniz.

. Raptiyenin bulundugu kosedeki ac1 biiylidiigiinde A ve
B noktalar1 arasindaki uzunlukta ne gibi bir degisiklik
oluyor? Arastiriniz.

6. Aciy1 kiigiilttiigiimiizde A ve B noktalar1 arasindaki

mesafede ne gibi degisiklikler oluyor? Arastiriniz.

7. Agmin biyikligi ile karsisinda bulunan kenarin

uzunlugu arasinda bir iligki var midir? Tartiginiz.

[ SN

Verilerin Analizi

Aragtirmanin alt problemlerine ait veriler Bagimsiz ve Bagimli
Ormeklemler T Test kullamilarak analiz edilmis ve analiz i¢in
SPSS paket programi kullanilmigtir. Analize gegmeden once
verilerin normal dagilim sergileyip sergilemedigi kontrol
edilmistir. Eger veriler normal dagilima uyuyorsa “Bagimsiz
Orneklemler t Testi”, veriler normal dagilmiyorsa “Mann
Whitney U Testi” kullanmak gerekmektedir. Normal
dagilimin bir 6zeligi mod, medyan ve ortalamanin esit degerler
almasidir. Deney grubunun o6n test puanlarinin aritmetik
ortalamasi 24.40, medyan1 24; kontrol grubunun On test
puanlarmin aritmetik ortalamasi 21.21, medyan1 21 olarak
bulunmustur. Verilere gére mod, medyan, aritmetik ortalama
degerlerinin  hemen  hemen  birbirine  benzedigini
sOyleyebiliriz. Ayrica normal dagilimi test etmek igin
kullanilan “Kolmogorov Smirnov” ve “Shaphiro Wilk”
testlerinden elde edilen analiz sonuglarindaki (sig.) stitunu bize
normallik konusunda bilgi verir. Bu anlamlilik degerinin (sig.)
yorumlanmas;

Sig.>0.05 ise dagilim normal

Sig.<0.05 ise dagilim normal
(Kilmen, 2015, s. 132).

Bu testlerden elde edilen sonuglarda ise deney grubunun
Kolmogorov Smirnov testinden elde edilen sig. degeri 0.078 (
sig.>0.05) ve Shaphiro Wilk testinden elde edilen sig. degeri
0.132 ( sig.>0.05) olarak bulunmustur. Kontrol grubunun
Kolmogorov Smirnov testinden elde edilen sig. degeri 0.129 (
sig.>0.05) ve Shaphiro Wilk testinden elde edilen sig. degeri
0.129 ( sig>0.05) olarak bulunmustur. Sonug¢ olarak
ulastigimiz mod, medyan ve aritmetik ortalama benzerligi ve
normallik testlerinden elde ettigimiz normallik degerlerinden
yola ¢ikarak verilerin normal dagilima uygun oldugunu ve
bagimsiz t testi uygulanabilecegini sdyleyebiliriz. Elde
ettigimiz tiim sonuclar Tablo 2’de gosterilmistir.

degildir, seklindedir

Gorsel 2. Uggenin agilar1 ve kenarlar1 arasindaki iliski
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Tablo 4. Deney ve kontrol grubunun Ucgenler Basar1 Testi 6n test ve son test sonucu

Gruplar Testler n X ss sd t P Islemler

On Test 30 24,40 9,83 Caligma yapraklariyla
Deney Son Test 30 69,20 18,95 29 12,042 000 daretim yontemi
Kontrol ~ OnTest 28 2121 8,56 27 10,128 000  Genel d@retim yontemi

Son Test 28 55,93 19,39

Tablo 2. Verilerin Normal Dagilima Uygun Oldugunu
Gosteren Veriler

Grup L
;E ] = T
2 TR 5ig £¢
g E£3 E:zf &2
= 25 3@ @z
=
Deney 24 24,40 0,078 0,132
Kontrol 21 21,21 0,129 0,129

Arastirmada yer alan verilerin normal dagilim gosterdigi
goriilmiistiir. Arastirmada etki biyiikliikleri, harmanlanmig
standart sapma ve Cohen’s d degeri ile hesaplanmistir.
Cohen’e (1988) gore Cohen d sonuglari; .20 ise kiigiik etki, .50
ise orta etki, .80 ise biiyiik etki olarak kabul edilmektedir.
Aragtirmada kullanilan Uggenler Basar1 Testi ve calisma
yapraklari, T.C. Milli Egitim Bakanhigi Matematik Ogretim
Programi (2018) Geometri ve Olgme Alani igerisinde yer alan
iicgenlere yonelik kazanimlarla sinirlandirilmistir.

Bulgular

Aragtirmanin, “Deney ve kontrol grubunun 6n test puanlari
arasinda anlamli bir farklilik var midir?”” seklinde ifade edilen
birinci soru ciimlesi, Bagimsiz Orneklemler T Test ile analiz
edilmis ve analiz sonuglar1 Tablo 3’te verilmistir.

Tablo 3. Deney ve kontrol grubunun Ucgenler Basar1 Testi 6n
test sonucu

Test Gruplar n X ss Sd T p
On Deney 30 24,40 9,83
Test Kontrol 28 21,21 8,56 56 1,312 .195

Tablo 3’te verilen analiz sonuglarina gére deney ve kontrol
grubunun Uggenler Basar1 Testi 6n test ortalama puanlari
arasinda anlamli bir farkliligin olmadigt goriilmektedir
(p>.05). Bu sonug, deney ve kontrol grubunda yer alan
Ogrencilerin uygulama Oncesinde Ttggenler ile ilgili
kazanimlarda birbirine yakin bilgilere sahip olduklarini
gostermektedir.

Arastirmanin, “Deney ve kontrol grubunun 6n test ve son
test puanlari arasinda anlamli bir farklilik var midir?” seklinde
ifade edilen ikinci soru ciimlesi, Bagimli Orneklemler T Test
ile analiz edilmis ve analiz sonuglar1 Tablo 4’te verilmistir.

Tablo 4’te verilen analiz sonug¢larina goére deney grubunun
(t= 12,042) ve kontrol grubunun (t= 10,128) Ucgenler Basar1
Testi O6n test ve son test ortalama puanlar1 arasinda bir
farkliligin  oldugu  goriilmektedir (p<.05).  Aritmetik
ortalamalar arasindaki fark deney grubunda 44,80 puan ve
kontrol grubunda 34,72 puan olup bu fark, her iki grupta da
son test lehinedir. Etki biiyiikligii hesaplamasinda; deney
grubunun harmanlanmig standart sapmasi 14,84 ve Cohen d
degeri 3,01 olarak bulunurken; kontrol grubunun
harmanlanmig standart sapmasi 14,71 ve Cohen d degeri 2,36
olarak bulunmustur. Bu degerler her iki grubun da etki
diizeyinin yiiksek oldugunu gostermektedir (.80 biiyiik etki).

Sonu¢ olarak hem yapilandirmact 6gretim programina
uygun olarak hazirlanmis ¢alisma yapraklariyla yapilan

o0gretim hem de genel 6gretim yontemiyle yapilan 6gretim,
ogrencilerin  akademik basarilarimi  artrmistir.  Ancak
yapilandirmaci dgretim programina uygun olarak hazirlanmis
calisma yapraklariyla yapilan 6gretiminin etkisinin (d= 3,01),
genel 6gretim yontemiyle yapilan 6gretimin etkisinden (d=
2,36) daha yiiksek oldugu goriilmektedir. Bu sonuca gore
yapilandirmaci dgretim programina uygun olarak hazirlanmig
calisma yapraklariyla yapilan Ogretiminin, genel oOgretim
yontemiyle yapilan Ogretimden daha etkili oldugu
sOylenebilir.

Aragtirmanin, “Deney ve kontrol grubunun son test
puanlar1 arasinda anlaml bir farklilik var midir?” seklinde
ifade edilen iigiincii soru ciimlesi, Bagimsiz Orneklemler T
Test ile analiz edilmis ve analiz sonuglart Tablo 5°te
verilmistir.

Tablo 5. Deney ve kontrol grubunun Uggenler Basar1 Testi
son test sonucu

Test Gruplar n X ss Sd T p
Son Deney 30 69,20 19,22
Test Kontrol 28 5593 1939 -0 2342 .01l

Tablo 5’te verilen analiz sonug¢larina gére deney grubunun
ve kontrol grubunun Uggenler Basar1 Testi son test ortalama
puanlart arasinda bir farkliligin oldugu goriilmektedir (t=
2,342; p<.05). Gruplarin son test aritmetik ortalamalar
arasindaki fark 13,27 puan olup bu fark deney grubu lehinedir.
Etki biytikligli hesaplamasinda, harmanlanmis standart
sapma 19,16 ve Cohen d degeri 0,70 olarak bulunmustur.
Sonugta deney grubunun son test ortalama puaninin, kontrol
grubunun son test ortalama puanindan daha yiiksek oldugu
belirlenmistir. Bu sonuca gore yapilandirmact O6gretim
programina uygun olarak hazirlanmis ¢aligma yapraklariyla
yapilan Ogretiminin, genel ogretim yontemiyle yapilan
Ogretime gore Ogrencilerin akademik basarilarini daha fazla
artirdig1 soylenebilir.

Tartisma ve Sonug¢

Arastirmada, deney grubunun ve kontrol grubunun tiggenler
konusu 6n test ve son test basar1 diizeyleri, son test lehine
farklilasma gostermistir. Ayrica deney grubunun ve kontrol
grubunun ti¢ggenler konusu son test basart diizeyleri, deney
grubu lehine farklilasma gdstermistir. Yapilandirmaci gretim
programina uygun olarak hazirlanmis ¢alisma yapraklariyla
yapilan Ogretimin ve genel Ogretim ydntemiyle yapilan
ogretimin, 8’inci smif 6grencilerinin liggenler konusundaki
akademik  basarilarint  artirdigi  goriilmistiir.  Ancak
yapilandirmaci 6gretim programina uygun olarak hazirlanmig
calisma yapraklariyla yapilan 6gretiminin etkisinin, genel
Ogretim yontemiyle yapilan 6gretimin etkisinden daha yiiksek
oldugu bulgusuna ulasilmistir. Bu sonuca gore 8’inci sinif
iicgenler konusu kazanimlarma yonelik olarak ve
yapilandirmaci dgretim programina uygun bir sekilde
hazirlanmis caligma yapraklariyla yapilan 6gretiminin, genel
Ogretim yontemiyle yapilan 6gretimden daha etkili oldugu ve
ogrencilerin akademik basarilari1 daha fazla artirdigi
sOylenebilir. Calisma yapraklariyla smif ortami tekdiize
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olmaktan uzaklasip etkilesimli bir sinif ortamina donligmiistiir
bu da akademik basariy1 artirmakta olumlu katki saglamistir.
Kuzu (2021), yaptig1 ¢alismasinda soyut olan matematiksel
ifadelerin 6gretiminde bu ifadeler gorsellestirilerek somut
arag-gerecleri haline getirilmesinin 6grencilerin diigiinebilme
becerilerinin gelistirdiginden bahsetmisti. Benzer olarak
calismamizda yer alan ¢alisma yapraklarinin igeriklerindeki
somut Orneklerle o6grenciler ¢ok yonlii diisiinerek kendi
ogrenmelerine katki saglamiglardir.

Alan yazinda, yapilandirmaci yaklasima uygun olarak
hazirlanmig  ¢alisma  yapraklariyla  yapilmig  birgok
aragtirmanin sonucu ile bu ¢aligmanin sonuglari ortiigmektedir.
Kas (2010) cebir problemleri, Aktepe (2012) 7’nci siniflarla
cebirsel denklemler, Ozdemir (2012), 7’nci siiflarla olasilik,
Besler (2009) 8’inci simiflarla permiitasyon ve olasilik, Zehir
(2010) Ilkogretim Matematik Ogretmenligi 6grencileriyle
lineer doniisiimler, Isik ve Celik (2017), cebirsel denklemler
konularini calisma yapraklariyla calismiglar ve
aragtirmalarinin sonucunda deney grubu ile kontrol grubu
arasinda deney grubu lehine anlamli bir farkliligin oldugunu
gormiislerdir. Ayrica g¢alisma yapraklarinin  6grenmede
kalicilig1 olumlu etkiledigini rapor etmislerdir. Bu sonuglarin
aksine 3’lincii sinif matematik dersine yonelik yapmis oldugu
caligmasinda Chung (2004), yapilandirmaci dgrenme
yaklagimina dayali 6gretim ile geleneksel dgretim arasindaki
farki incelemis ve deney grubu ile kontrol grubunun son test
puanlari arasinda anlamli bir farkliliga ulasamamustir.

Yaptigimiz ¢alismada calisma yapraklarinin akademik
basartya olan pozitif etkisinin yaninda ayni1 zamanda
Ogrencilerin matematik ve geometri 6gretimine karsida olumlu
tutum gelistirmislerdir. Ders esnasinda oldukga aktif ve mutlu
bir sekilde derse katilmiglardir. Calisma yapraklariin
iceriginde bulunan problem ¢odziimlerinde daha kolay fikir
rettikleri gozlenmistir. Martin ve arkadaslar1  (2005)
caligmalarinda, yapilandirmaci 6grenme yaklagimima uygun
olarak geometri derslerinde yapilan etkinlikler ile kanit ve
neden bulma becerileri arasindaki iligkiye bakmiglar ve
yapilandirmaci 6grenme yaklasimina uygun olarak geometri
derslerinde yapilan etkinlikler ve 6grenci etkilesimi arttikca
kanit ve neden bulma becerilerinde artis oldugu sonucuna
ulagmislardir. Demircioglu ve arkadaglari (2004) ve Akkaya
ve Durmus (2015) arastirmalarinda, kavram yamlgilarini
belirlemede ve gidermede c¢alisma yapraklarinin etkili
oldugunu saptamiglardir. Moore (2005) c¢alismasinda,
ogrencilerin gercek diinyadaki karmagik problem ¢dzme
projelerine aktif olarak katilmasiin dgrenciyi motive ettigini,
0z giivenini ve basarisini arttirdigini tespit etmistir. Diger
taraftan Kroesbergen, Luit ve Maas (2004), matematik
dersinde basarist diisiik olan Ogrencilerde geleneksel ve
yapilandirmaci 6gretim yontemlerinin etkisini arastirmiglar ve
matematik basaris1 diisiikk olan O6grencilerde geleneksel
Ogretimin yapilandirmaci 6gretime gore daha etkili oldugunu
bulmuslardir. Demircioglu ve Kaymak¢i (2010) ise tarih
ogretmenlerinin ¢aligma yapraklari ile ilgili olumlu tutumlar
sergilediklerini; fakat c¢alisma yapraklarinin = kullanim
alanlarma yonelik yeterli bilgiye sahip olmadiklar1 igin
Ogretim  faaliyetlerinde ¢alisma  yapraklarmi  tercih
etmediklerini belirtmiglerdir.

Caligmamizda yer alan ¢alisma yapraklari, sinif ortamima
renk kattig1, dgrencilerin ilgilerini ¢ekip merak uyandirdigi
icin Ogrenme ortamimizi olumlu yonde etkilemistir.
Hazirlanan etkinliklerle 6grenciler derse aktif olarak
katilmiglardir. Biitin bu durumlarda 6grenme ortamini
etkilesimli ~ hale  getirip  Ogrenmenin  daha  kolay

gerceklesmesine  katki  saglamistir.  Nakiboglu  (2020),
¢alismasinda kimya 6gretmen adaylarinin lise 6grencilerinin
calisma yapraklarmi doldururken son derece hevesli,
sikilmamis ve keyifle dolu olduklarini gézlemlemislerdir.
Kimya o6gretmen adaylarmin bilgisayar kullanimiyla ilgili
sorunlarindan dolay1 ¢aligma yapraklart hazirlamada zorluk
yasadiklar1 ancak caligma yapraklarini uygulamada sorun
yasamadiklari sonucuna varilmistir.

Oneriler

Bu ¢aligmada, yapilandirmaci 6gretim programina uygun bir
sekilde hazirlanmis ¢alisma yapraklartyla yapilan 6gretiminin,
genel Ogretim yontemiyle yapilan Ogretimden daha etkili
oldugu ve ogrencilerin akademik bagarilarini daha fazla
artirdigi sonucuna vartlmistir. Ayrica Ogrencilerin, renkli
calisma yapraklar ile aktif bir sekilde ders islemekten ¢ok
hoslandiklar1 goriilmistiir. Elde edilen bu olumlu sonuglarin
yani sira c¢aligma yapraklari ile uygulama yapmak, renkli
calisma kagitlar1 gibi materyallerin kullanilmasi nedeniyle
maliyetli olmaktadir. Bu nedenle Ogretmenler, calisma
yapraklarint ¢gogaltma konusunda okul yonetiminin destegine
ihtiyag duymaktadirlar. Calisma yapraklarinin bilgisayar
destekli yazilimlar kullanilarak hazirlanmasi ise ¢aligma
yapraklarin1 olusturmada ve uygulamada 6nemli kolayliklar
saglayacaktir. Gokge, Aydogan- Yenmez ve Ozpmar (2006)
yaptiklart calismada GeoGebra kullanilarak 6gretmenlerin
Ogretim siirecinde ve Oncesinde uzman yardimi almaksizin
dogrudan  uygulayabilecekleri  ¢alisma  yapraklarinin
gelistirilmesinin  bilgisayar1 Ogretim ortamlarinda  etkin
bicimde kullanmak isteyen 6gretmenlere katki saglayacagini
belirtmiglerdir.

Yazlik (2020), ilkdgretim matematik Ogretmeni
adaylarinin Cabri yazilimi yardimiyla g¢alisma yapraklari
tasarlama siirecine ve bu calisma yapraklarin geometri
ogretiminde kullanilmasina iliskin goriislerinin incelenmesi
amaciyla yaptigi calismasinda, c¢ogu katilimcinin meslek
hayatlarinda Cabri yazilimi ile tasarlanan ¢alisma yapraklarini,
kavramlar1 somutlastirma, kesfetme, dikkat ¢cekme, kalict ve
kolay oOgrenme  gibi Ozelliklerinden dolayr kullanmak
istediklerini, diger katilimcilarin ise zaman sikintisi, siniflarin
kalabalik olmasi, donanim eksikligi, yazilimm kullaniminin
zor ve tcretli olmast gibi nedenlerle kararsiz kaldiklarini
belirtmistir. Bu tiir bilgisayar destekli yazilimlarla 6gretmen
adaylarinin lisans egitiminde tanistirilmasinin faydali olacagi
diistiniilmektedir.

Yapilandirmact 6grenme yaklasimma uygun olarak
hazirlanan ¢alisma yapraklari, 6grencilerin bilgiyi zihinlerinde
yapilandirmalarin1 saglamaktadir. Her 0Ogrencinin; bilgiyi
edinme, edindigi bilgiyi kavramsallastirma ve zihinlerinde
yapilandirma siiregleri fakli olmasi nedeniyle &grencilerin
hazir bulunusluklar1 ve akademik basar1 diizeyleri de
calismalarda g6z oOniinde bulundurulmalidir. Bu nedenle
benzer 6grenme hizina ve 6n bilgi diizeyine sahip gruplardan
olusmus smiflarda c¢aligma yapraklartyla uygulamalarin
yapilmasi, zaman tasarrufu saglayacak ve uygulamalar1 daha
verimli hale getirecektir.

Yazar Katki Oram

Makalenin tim
almiglardir.

sireclerinde yazarlar esit oranda rol
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Kurulunda (Karar No. 11) 21.09.2023 tarihli 09 toplantisinda
alinan onay karari ile yiiriitiilmistiir.

Catisma Beyam
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Extended Abstract
Introduction

The use of worksheets prepared in accordance with the
constructivist learning approach enables students to actively
participate in the lessons and to structure the knowledge they
acquire in their minds. Thus, it facilitates the students’ learning
of mathematics subjects. Although mathematics is important
in students' lives and in achieving their goals, learning
mathematics can be difficult because it contains abstract
concepts (Keskin, 2019). Teaching mathematics with a rote
logic and adhering to the book prevents students from
developing their thinking skills. It also negatively affects their
self-confidence and entrepreneurship, and directs them to rote
learning. When students are not active in the lesson, their
interest and enthusiasm for mathematics decreases (Giirbiiz,
2007).

In addition to these difficulties, some teachers consider
being successful in mathematics as being able to use formulas,
rules and methods appropriately. However, in order for
students to be productive and successful in their lives, they
need to develop their mathematical understanding and
thinking. This can be achieved by giving importance to
concepts and relationships in mathematics (Baki, 2008). For
this reason, the Turkish Ministry of National Education put
emphasis on student-centred learning activities and tries to
ensure that students acquire knowledge by making sense,
doing, and experiencing. Teaching environments in which
students are active during teaching and construct knowledge in
their own minds make the acquired knowledge more
permanent (Bakag, 2014).

Worksheets prepared in accordance with the constructivist
approach are highly effective in providing these environments.
For this reason, the aim of this study is to examine the teaching
of the triangles in the geometry learning domain to the 8%
graders with worksheets prepared in accordance with the
constructivist curriculum.

Method

The aim of this study is to examine the teaching of triangles in
geometry learning area to the 8" graders with worksheets
prepared in accordance with the constructivist curriculum.
Quasi-experimental design, one of the quantitative data
collection methods, was preferred in the study. The research
was conducted with the 8™ grade students of a state secondary
school in Etimesgut district of Ankara province. The study
group of the research consisted of 58 students (30 students in
the experimental group and 28 students in the control group).
In the study, the 'Triangles Achievement Test' developed by
the researchers was used as a data collection tool. In the
reliability calculation of the test, Cronbach Alpha .826, KR-20
.836 and KR-21 .814 were found. These results show that the
internal consistency between the items and the reliability of the
test are high.

Before the application, the 'Triangles Achievement Test'
developed by the researcher was applied to the students in the
experimental and control groups. It was observed that there
was no significant difference between the pre-test scores of the
experimental and control groups. After the pre-test, the
experimental group was taught with worksheets prepared in
accordance with the constructivist teaching programme. A
total of nine worksheets were prepared and applied for the
experimental group. The control group was taught with general
teaching methods. Both groups were taught for 15 lesson

hours. At the end of 15 lesson hours, 'Triangles Achievement
Test' was applied to both experimental and control groups as a
post-test. The data related to the sub-problems of the research
were analysed using Independent and Dependent Samples t-
test, and SPSS package software was used for the analysis. It
was found that the data in the study showed normal
distribution. Effect sizes were calculated with Cohen's d value.

Findings and Conclusion

In the study, the pre-test and post-test achievement levels of
the experimental group and the control group in the subject of
triangles showed a differentiation in favour of the post-test. In
addition, the post-test achievement levels of the experimental
group and the control group in the subject of triangles showed
differentiation in favour of the experimental group. It was seen
that teaching with worksheets prepared in accordance with the
constructivist curriculum and teaching with the general
teaching method increased the academic achievement of the
8™ grade students about triangles. However, it was found that
the effect of teaching with worksheets prepared in accordance
with the constructivist curriculum was higher than the effect of
teaching with the general teaching method. According to this
result, it can be claimed that teaching with worksheets
prepared in accordance with the constructivist curriculum for
the 8" grade triangles subject acquisitions is more effective
than teaching with the general teaching method and increases
students' academic achievement more.

These results are in congruent with the results of many
studies in the literature (Aktepe, 2012; Ozdemir, 2012; Besler,
2009; Tan, 2008; Celikler, 2010; Zehir, 2010; Martin et al.,
2005; Demircioglu et al., 2004; Akkaya & Durmus, 2010;
Moore, 2005; Kroesbergen et al., 2004) However, there are
also studies (Chung, 2004; Demircioglu & Kaymakei, 2010)
that are not compatible with the results of the study.
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Abstract: This study examined the formation of writing instructors' written corrective feedback (WCF) philosophies
and evaluated the effectiveness of a one-shot WCF training session in facilitating teacher transformation in WCF
practices, a common professional development practice to train in- service language instructors at universities. Four
writing instructors, with varying levels of experience and educational background, teaching in a school of foreign
languages in Tiirkiye volunteered for the study. Prior to the training, seven essays that the instructors provided WCF
for were collected. To expand their knowledge of WCF, the instructors then participated in a one-hour WCF training
program, which covered types of WCF, forms of WCF, stages of WCEF, the benefits of WCF, and some helpful tips for
WCEF. After the training, the instructors assessed and provided WCF for an additional seven essays. Data were collected
through semi-structured interviews and WCF analysis of essays and analyzed using a rubric including all themes
covered in the training and a thematic analysis of interview themes. The results suggested instructors’ WCF
philosophies were shaped by a combination of experience, school policies, and master's education. Furthermore, while
the one-shot training program did not entirely transform the instructors' WCF philosophies, it had some impact on their
practices.

Keywords: Written corrective feedback literacy, L2 writing, professional development, higher education

0z: Bu calismada, Ingilizce 6gretmenlerinin yazma dersinde verdigi yazih diizeltici geri bildirimlerin (WCF) nasil
ortaya ¢iktig1 incelenmistir. Ayrica, bu caligma, Tiirkiye’deki tiniversitelerde yaygin bir mesleki gelisim uygulamasi
olarak kabul goren tek seferlik WCF egitimi oturumunun etkililigini, 6gretmenlerin WCF kullanimindaki degisimlere
bakarak degerlendirmistir. Arastirmaya Tiirkiye'de bir yabanci diller yiiksekokulunda ogretmenlik yapan, farkli
deneyim ve egitim diizeylerine sahip dort Ingilizce yazma dersi 6gretmeni goniillii olarak katilmistir. WCF egitimi
oncesinde egitmenlerin WCF verdigi yedi dgrenci makalesi toplanmistir. Ardindan, 6gretmenlerin WCF bilgisini
gelistirmek amaciyla WCF tiirlerini, WCF formlarini, WCF asamalarini, WCF'nin yararlarint ve bazi faydali WCF
ipuglarini kapsayan bir saatlik bir egitim verilmistir. Egitimin ardindan, 6gretmenler ek olarak yedi 6grenci makalesini
daha WCF kullanarak notlandirmistir. Veriler, yar1 yapilandirilmis goriismeler ve makalelere verilen WCF 6rneklerinin
analizi yoluyla toplanmistir. Veri analizi igin egitimde ele alinan tiim temalarm yer aldig1 bir degerlendirme listesi
hazirlanmis ve réportaj temalari tematik analiz yontemi kullamlarak degerlendirilmistir. Sonuglar, ingilizce yazma dersi
ogretmenlerinin WCF felsefelerinin deneyim, okul politikalart ve yiiksek lisans egitiminin birlesimiyle nasil
sekillendigini ortaya koymustur. Ayrica, tek seferlik egitim programinin dgretmenlerin WCF felsefelerini tamamen
degistirmese de onlarin pratik uygulamalar iizerinde bir miktar etki yarattigini da ortaya koymustur.

Anahtar Kelimeler: Yazili diizeltici geri bildirim okuryazarligy, ikinci dilde yazma, mesleki gelisim, yiiksek 6grenim

Kir, P & Yigitoglu Aptoula, N. (2024). Unlocking the influence of training on language instructors’ written corrective feedback literacy. Erzincan
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Introduction

Written  corrective

feedback (WCF), is a “complex

Whether teachers should offer WCF to all student errors in a
particular essay or they should focus only one or two kinds of
errors and highlight them (Ferris et al., 2013) were two

phenomenon [whose] complexity is reflected in the
controversies that surround such issues as whether to correct,
what to correct, how to correct, and when to correct" (Ellis,
2009, p. 16). It has been a controversial topic on the point of
improving language learning since the early argument of
Truscott (1996), who claimed the utilization of WCF in writing
classes is futile. Ever since, a myriad of researchers (e.g.,
Bitchener & Ferris, 2012; Bitchener & Knoch, 2009; Sheen,
2007) have tried to search the phenomenon and their findings
refuted Truscott’s ideas and indicated WCF is sine-qua-non of
the second language (L2) writing classes rather than being a
useless implication. A plenty of following studies showed
positive influences of WCF in the L2 writing classes (e.g.,
Bitchener & Knoch, 2009; Ellis et al., 2008; Sheen, 2007).
These studies investigated the phenomenon by searching
different aspects of WCF methods in writing classes.

First and foremost, the focal concern has become to what
extent student errors should be provided WCEF in these studies.

options. Whilst the former was known as comprehensive
(unfocused) WCEF, the latter was selective (focused) WCF. The
advantages and disadvantages of the two types were sought in
various studies (e.g., Bitchener & Knoch, 2009). The selective
WCF was uncovered more effective (Bitchener, 2008; Ferris
1995) because students could capture a single error type in a
better way and pay their attention easily, yielding more
productive results in L2 writing classes (Ellis et al., 2008).
However, further investigation cleared that those teachers
mostly preferred comprehensive WCF as their usual way of
offering feedback in the authentic L2 writing classes (Cheng
& Zhang, 2021; Ellis et al., 2008; Wei & Cao, 2020) and
correspondingly, students desired it more than selective WCF
(Lee, 2005; Leki, 1991; McMartin-Miller, 2014).
Additionally, comprehensive WCF was found influential in
catering for student awareness (e.g., Sheppard, 1992; Storch,
2010). Nonetheless, focused WCF was found more feasible in
authentic classrooms to apply (Lee et al., 2021).
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The additional investigation was on whether to provide
correct form of student errors or not. In that sense, attaching
correct forms of student errors, known as direct WCF, or
indicating the availability of an error by using some error
codes or forms with no code, referred to as indirect WCF were
two implementations (Bitchener & Ferris, 2012). Although
some research findings supported indirect WCF (e.g., Ferris,
2006; Lalande, 1982) owing to its impact on long-term
learning, others showcased that direct forms were more
beneficial to enhance student performance (e.g., Shintani et al.,
2014) and to trigger the internalization of the newly learned
structures (Ellis et al., 2008). Also, studies found out that
teachers provided direct WCF more than indirect as they
prevent questions from the students (Furneaux et al., 2007;
Lee, 2004).

Apart from the types and forms of WCF, written
commentaries were highlighted in the WCF literature. Written
commentaries, mostly known as extra comments, were offered
in various forms such as statements, imperatives, hedges, or
questions for student writings by teachers (Ferris, 1997,
Zamel, 1985). Among these forms, questions were highly
suggested as they improved cognitive interaction and yielded
student autonomy. To be able to form effective written
commentaries, teachers were suggested to offer plain, explicit,
text-specific, and topic-oriented comments both for strengths
and weaknesses of essays and their feedback should be
constructive (Hyland & Hyland, 2001).

Furthermore, the stages of WCF were investigated, and
some methods were proposed. According to Hattie and
Timberley (2007), influential feedback had to answer three
questions: Where am I going?, How am I going?, and Where
to next?. These questions were related to three stages of
feedback: respectively, feed up, feed back, and feed forward.
In the feed up stage, the goals of writing are set and related to
specific understandings. In the feed back stage, feedback is
provided to shed light on the performance of the students as
diagnostic and descriptive. In the feed forward stage, feedback
aims to develop further learning and encourages critical
reflection.

The utilization of important tools to enhance the
effectiveness of feedback in L2 writing classes were also
examined in WCF studies. The use of feedback forms (Lee,
2014), error ratio analysis sheets, or error logs (Ferris, 2011)
was given utmost importance in the classes (McMartin-Miller,
2014) as they promoted learning. Regarding the procedures
and cycles of WCF, hitherto studies inferred the importance of
informing students about the current feedback procedures and
asking their WCF preferences to improve an understanding of
the WCF and to lead to open dialogues (Plonsky & Mills,
2006). To that wake, it is of utmost importance that L2 writing
teachers inform their students about how they use WCF in their
writing classes and share the responsibility of WCF procedures
with their students through communication (Amrhein &
Nassaji, 2010) by considering elements influencing the
teacher-student dynamic within WCF activities such as goal
congruence, expectation fulfillment, and power dynamics (Liu
et al., 2022).

All these aforementioned studies composed the profound
knowledge base of WCF. Nonetheless, the studies on WCF
detected different theoretical and practical perspectives. In a
nutshell, hitherto studies seeking teacher insights and practices
on WCF could not find the traces of WCF knowledge base in
teachers’ real classroom practices, pointing the research-
practice inconsistency between teachers’ real WCF and

recommended principles (e.g., Lee, 2009; Montgomery &
Baker, 2007). Studies pointed out that teachers either do not
recall what they learned in teacher education or do not pay
attention to the in-service teacher training (Lam, 2015; Vogt &
Tsagari, 2014).

To illustrate, against the suggestions of WCF theories, the
majority of the L2 writing teachers gave comprehensive WCF
for student writings and attempted to pinpoint grammar
mistakes more (Lee, 2003). Likewise, solely 20% of teachers
utilize selective WCF rather than following the suggestions of
selective WCF (Lee, 2008). What is more, L2 writing teachers
give WCF for grammar and mechanics errors most of the time
(Montgomery & Baker, 2007). To shed light on these findings,
some other studies searched the reasons of these preferences
and revealed that teachers desired “flexible response strategies
that fit the student and the task rather than following rigid
prescriptions” (Li, 2012, p. 21) or even if they want to
implement what is suggested, they cannot manage it owing to
the insufficient teacher training, support from school
administrators, and practical restrictions (Li, 2011).

In the light of these studies, it is obvious that there has been
a lack of WCF literacy among L2 writing teachers.
Hammersley (2004) expresses the reason for the gap between
research and practice with these words: “It is because of this
gap between theory and practice that practitioners frequently
view research information as abstract and irrelevant
knowledge that cannot be applied to practical problems.” (p.
561). In that sense, the aim of in-service teacher development
should be to equip teachers with necessary research
information that they can apply to. Kostoulas (2018)
propounded that having research literacy requires teachers to
have the ability of locating information, criticizing
information, and synthesizing information into a functional,
personally pertinent, theory of teaching and learning.
Correspondingly, the aim of teacher training sessions should
be offering information to teachers, and enabling them to
reflect on information, and triggering them to use the newly
learned information. Only in that way, teachers can develop
their knowledge base and yield positive learning outcomes
among various students (Timberley & Alton-Lee, 2008).
Nonetheless, there is a dearth of research in developing WCF
literacy among L2 writing teachers despite the fact that
teachers need knowledge that they can use in their classes
(Karaagag-Zan & Yigitoglu, 2018; Lee, 2011). Especially,
there is a lacuna in this field in the Turkish context. As one of
the pioneering studies, Karaaga¢-Zan and Yigitoglu (2018)
examined WCF beliefs and practices of one experienced and
one novice English teachers. The results of this descriptive
study inclined that the perspectives of teachers regarding
writing and mistakes, the responsibilities of teachers and
students in writing, the training and background of pre-service
teachers, and the policies implemented by schools were the
primary reasons of their WCF beliefs and practices. However,
teachers were in need of theoretical information on the issue.
Therefore, there is an urgent need to bridge the gap between
WCF research and practice by informing teachers about WCF
literacy (Lee, 2017) with intervention studies. Raising
awareness constitutes the first step of constructing WCF
literacy among teachers (Lee, 2019). Thus, by proposing an in-
service teacher training session which is a common practice at
institutions as a professional development activity, this
research aimed to fill this void with a case study methodology
and raised the following research questions:
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1. To what extent does a one-shot WCF training session
have an impact on L2 writing instructors’ WCF
practices and philosophies?

2. What are the factors affecting the WCF philosophy
formation of L2 writing instructors?

3. What are the expectations of L2 writing instructors
from effective training sessions?

Method
Data collection

This study utilized a qualitative research approach with the aim
of gathering, examining, and interpreting the descriptive data
for an in-depth analysis of a specific phenomenon with a
particular group of participants (Gay et al., 2012). Questioning
a problem, comprehending all perspectives of a significant
phenomenon, collecting data from a restricted number of
people based on their narrative to have their insights are some
characteristics of the qualitative research paradigm (Creswell,
2012). Additionally, a case study methodology was adopted to
cater for more profound insights towards the changes in the
philosophies and practices of WCF among participants. In
such, each individual provides a unique contribution to the
study and collectively similarities and differences between
them lead to a better understanding of the phenomenon.
Therefore, each instructor’s experiences were regarded as a
particular case with their background information.

Context and Participants

The current study was carried out in an English language
preparatory school of one of the top-tier state universities in
Tiirkiye. The school was reached through personal contacts.
The medium of instruction is English in this university.
Therefore, students must hold a specific degree in English to
be able to start education in their departments. To assess
students’ English proficiency level, a proficiency test is
conducted by the English language preparatory school. This
test assesses students' competence in reading, listening, use of
English, and writing. Notably, writing proficiency is
underscored as particularly pivotal, as it necessitates achieving
a designated threshold score (12 out of 20), unlike other skills
which do not mandate specific passing criteria. Students who
cannot pass the proficiency test successfully have to attend the
language preparatory school for one or two terms, depending
on their proficiency level. Writing, reading, listening, and
speaking skills are offered in different courses with varying
teaching hours at the school. Academic writing classes are
presented in four hours at intermediate level. Skill classes are
divided among the instructors without considering any
qualifications of them. For this reason, all instructors teach at
least one writing course every semester by following the
syllabus sent by the curriculum development office.
Instructors do not have to develop any materials or prepare
lesson plans, and they solely follow the weekly schedule
including the required materials.

Four academic writing course instructors (3 females, 1
male) took part in this research. They were chosen through
convenient sampling among the volunteer writing instructors.
Their age ranged from 33 to 45 and experience varied from 8
to 18 years. While three of them held a master’s degree in
English language teaching, one had a bachelor’s degree in
English language teaching. Also, one of them was continuing
his PhD study. The reason for the existence of such various

degrees in this sampling can be explained through the criteria
of being an instructor at English preparatory schools in
Tiirkiye. To apply for a position as an English instructor in
English language preparatory schools, candidates must hold
both bachelor's and master's degrees in one of the following
fields: a) English Language Teaching, b) English Language
and Literature, c) English Translation and Interpretation, d)
Linguistics, and e) American Culture and Literature. Before
2016. Possessing a master's degree was not a prerequisite.
However, in a new regulation initiated by the Higher
Education Council (HEC), it became mandatory for
prospective instructors to hold the aforementioned bachelor's
and master's degrees. Additionally, state universities typically
expect candidates to have between 2 and 5 years of higher
education experience in the relevant field. Hence, whilst most
of the instructors do not hold a master’s degree in this
institution, only the ones recruited after 2016 possess a
master’s degree. Table 1 demonstrates the participant
backgrounds. Pseudo names were attained in the study.

Regarding continuous professional development, some
attempts have been launched in the school by the professional
development unit, albeit less in number recently. Monthly
training sessions mostly offered as one-shot sessions aiming at
a specific topic are the most common professional
development activities at these institutions like many other
state universities in Tirkiye. The topics of sessions were
determined by the instructors through the needs analysis
conducted at the beginning of each term. All instructors were
obliged to take part in these in-service training in line with job
descriptions. Nonetheless, even though academic writing is of
utmost importance in this school, there have not been any one-
shot or ongoing training sessions for teaching, assessing, or
providing WCF for academic writing. Instructors were left on
their own in this sense. Additionally, there was not any school
policy regarding the WCF practices of instructors.

Table 1. Demographic characteristic of participants
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Ali 12 PhD continued 12 Intermediate
Merve 11 MA 9 Intermediate
Ayse 18 Bachelor’s 12 Intermediate
Pelin 8 MA 6 Intermediate

Data Collection Tools

Semi-structured interviews were used to examine instructors’
insights on WCF in the study. 14 questions were prepared
under four -categories, a) background information, b)
instructors’ WCF philosophy formation, c) the effects of WCF
training on their philosophy and practices, and d) expectations
from effective training. Most of the questions were inspired
from the topics in Bailey and Garner (2010) and Ferris et al.
(2011) and adapted in line with the research questions of this
study. Each interview was carried out face-to-face with
individual instructors and took one hour.

Two different sets of essays provided WCF before and after
WCF training were examined in this study. All instructors
were requested to randomly choose seven essays that they have
given WCF recently before the WCF training. The essays they
gave were selected from the first level assessment test of
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intermediate level, so the questions and essay type were the
same in all essays. The criterion for intermediate level
selection was to observe as much as WCF practices of
instructors for a full essay as students write only a paragraph
or two paragraphs in elementary and pre-intermediate levels.
Following the WCF training, seven more essays with WCF
were elicited from the instructors. Akin to the first essay set,
the second essay set was from the second level assessment test
at intermediate level.

Procedures

This research aimed to investigate real practices of
professional development and their influences on instructors at
English preparatory schools. With this aim in hand, to ensure
ecological validity throughout the study, the research design
did not necessitate any obligatory participation for a training
or obligate instructors to carry out any tasks apart from their
daily job routine. Only with that research design which is not
forcing them to give WCF for any specific essay out of their
daily responsibilities, the research intended to guarantee the
observation of real WCF practices of instructors and
influences of a one-shot training session.

Prior to the study, the ethical permission has been obtained
from the Ethics Committee for Human Research in Social
Sciences (Protocol No. 413) at Istanbul Technical University
on November 13, 2023. Before the training, a level assessment
test where intermediate level students are expected to write a
full essay was done in the seventh week of the term. Seven
essays were scored and provided WCF from this test were
collected from four volunteer instructors. Following that, all
instructors had to join a one-shot WCF training offered by the
professional development unit for one hour in week 10. The
WCEF training encompassed a comprehensive overview of the
advantages of WCEF, its various types, forms, stages, and useful
WCF forms that instructors can utilize in their writing classes.
Furthermore, a collaborative discussion session was
structured, where instructors engaged in groups of four to
deliberate on their existing WCF methodologies and assess the
insights gained from the training. Subsequently, all
presentation slides and supplementary materials were
distributed to instructors for reference following the session.
After the WCF training, instructors were requested to give
seven new essays they scored and gave WCF from the second
level assessment test in week 12. After the analyses of essays
by the researcher, a semi-structured interview was performed
with each instructor to analyze to what extent the WCF
training was influential on their philosophies and practices.

Data Analysis

To analyze the WCF practices of instructors in two essay sets,
the researchers formed a rubric with all themes covered in the
training. Written commentary with praise, criticism,
suggestion, the use of imperatives, can “do”es, cannot “do’’es
and exemplifying the problematic points, types of feedback
(comprehensive or selective WCF), forms of WCF (direct or
indirect WCF), the stages of WCF (how I am going, where to
next), and using error logs were the categories in the rubric.
Percentages were utilized to gauge each instructor’s WCF
practices within each category, considering the frequency of

specific WCF instances. By comparing the percentages of
WCEF practices, any discrepancies in the effectiveness of WCF
before and after the training were identified and
analyzed.

The interview data were meticulously recorded in audio
format and subsequently transcribed verbatim. The researchers
conducted a thorough review of the transcriptions to ensure
accuracy and reliability. For data analysis, the thematic
analysis approach (Braun & Clarke, 2006) was adopted.
Initially, the researchers familiarized themselves with the data
by reading through it and generating initial codes to
systematically organize the information. Later, these codes
were categorized into overarching themes, with continuous
refinement and modification through iterative cycles of
review. Once a thematic map was established, all identified
themes were cataloged and documented for further analysis.
To maintain inter-rater reliability among coders, the first step
involved comparing how both coders classified data into the
appropriate categories. Later, any discrepancies were
addressed through discussion and adjustments were made in
data categorization and assessment.

Results

The Analysis of Transformative Shifts: Instructors’
Before- and After-Training WCF Practices

Instructors’ before-training and after-training WCF practices
and insights in the interviews implied the impacts of WCF
training on different aspects in this research. Firstly, to
investigate the first research question, the analysis of WCF
instances on two different sets of essays before and after the
WCEF training was conducted. The findings indicated to what
extent WCF training affected university L2 academic writing
instructors” WCF practices. Table 2 and Table 3 present the
detailed information about the change in instructors’ before-
and after-training WCF practices in percentages with a
comparative approach.

Regarding the first category in the rubric, namely written
commentary, some changes were observed in instructors’
after-training WCF practices, albeit less in percentages.
Although the changes were mostly observed in subcategories
of suggestions and exemplifying problematic areas both in the
form of increases and decreases, some minor changes were
also prominent in criticism, use of imperatives, “Can do”es,
and “Cannot do”es subcategories with comparatively lower
percentages. As for the types of WCF, even though the training
exposed the benefits of providing selective WCF, instructors
did not change their habits and continued delivering solely
comprehensive WCF before (100%) and after (100%) the
training. For forms of WCF, even though no modifications
were available in the practices of two instructors, the
distribution amount of direct and indirect WCF was different
in two instructors’ WCF practices. Likewise, there was no
change in the stages of WCF in two instructors’ practices and
some rises and declines exist in two others’ practices. There
was not any use of logs before or after the training. The
following section explains these changes for each participant
in a more detailed way.
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Table 2. The analysis of instructors’ before-training WCF practices

Written Commentary Types of Forms of Stages of Use of
WCF WCF WCF Logs
E
g . o . g § g- > g
‘= = =) =9 [SFE Q2 < — = = 2 =
2 & o Z E % % & 8 @ a = = =
Ali 0% 0% 0% 40% 100% 100% 0%  100% 0% 20% 80% 60% 0% 0%
Merve 0% 10% 50% 0% 0% 60%  40% 100% 0% 100% 0% 60% 40% 0%
Ayse 0% 0% 0% 0% 0% 0% 20% 100% 0% 100% 0% 30% 0% 0%
Pelin  20% 0% 70% 0% 50% 70% 80% 100% 0% 0% 100% 70% 70% 0%
Table 3. The analysis of instructors’ after-training WCF practices
Written Commentary Types of Forms of Stages of Use
WCF WCF WCF of
Logs
3
g A . § S & s &
= = &b = o8 U= < - = = =
z & S & E 3 i3 & 8 g & &£ =E =
Ali 20% 0% 0%  20% 100% 100% 0% 100% 0% 40% 60% 40% 0% 0%
Merve 0% 10% 70% 0% 50%  60% 20% 100% 0% 100% 0%  80% 50% 0%
Ayse 0% 0% 30% 0% 0% 0% 40% 100% 0% 100% 0%  30% 0% 0%
Pelin  20% 10% 40% 0% 30% 40% 50% 100% 0% 20% 80% 70% 70% 0%

*The instances of increase or decrease in instructors’ WCF practices following the WCF training were bolded in Table 3.

Instructor 1: Ali

Ali, boasting 12 years of experience, stood out as one of the
most seasoned instructors among the participants. He has
immersed himself in the field of English language education
since his undergraduate studies. At the time of the study, he
was in the process of completing his PhD thesis. He has been
teaching L2 academic writing since the beginning of his
career. Although his WCF practices did not change
enormously after the WCF training, at least he implied he paid
attention to the content of the training and tried to apply some
of the suggestions there, albeit his concerns about some
possible conflicts which might arise in the classes.

Regarding the written commentary part, he composed two
columns titled as “+” and “—" at the end of each essay in his
before-training WCF practices. While “+” column implied
“can do”es, “~” column indicated “cannot do’’es of students.
Although there were not any explanatory sentences under
these titles, students’ strengths and weaknesses on
organization, details, vocabulary, grammar, and mechanics
were shown in the format of a category such as “thesis
statement” or “topic sentence”. He added some imperative
sentences next to error areas with exclamation marks, such as
“Rewrite!” (40%). He did not involve any signs of praise,
criticism, suggestions, or examples of the errors in his WCF

practices. Conversely, the amount of WCF instances on the
second essay set largely dropped after the training. Less
number of comments were present on essays. Surprisingly, he
commenced to praise some students with remarks like “good”
or “great” (20%). The same inclination was prominent for “can
do”and “cannot do”es columns. Yet, similar to his before-
training WCF practices, no instances of criticism, suggestions,
or examples of the errors were found.

Comprehensive WCF was his common practice for all first
sets of essays (100%), and he provided it in the form of
underlining, circling, crossing out the wrong structures, adding
a question mark, and asking critical thinking questions. This
tendency did not change even after the training. Furthermore,
indirect WCF (80%) was his typical form of WCF for most of
the essays without the correct form of the problematic
utterance, yet some forms of direct WCF (20%) were also
emergent for few students. On the contrary to constant
preference for comprehensive WCF, his preferences for direct
WCF changed and increased from 20% to 40% and favored
indirect WCF less after the training.

In line with the stages of WCF, he supported students for
the development of “How I am going stage” (60%). “One
argument is missing” or “Topic sentence must reflect your
argument” were some examples of his WCF for this stage. By
asking many questions to students related to the errors in the
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form of a full sentence or sometimes only adding a question
mark, he reflected the quality of students’ essays. However,
there were no signs of WCF for “Where to next stage” or the
use of error logs. For the after-training practices, a limited
amount of WCFs for “How I am going stage” (40%) were
usual and WCF patterns were less controlled. Nonetheless, no
error logs existed again.

Instructor 2: Pelin

Pelin, with eight years of experience, was the least experienced
instructor among the participants. She completed her master’s
studies in English language education and has been teaching
academic writing for six years. Even though some slight
differences were available between her before-training and
after-training WCF practices, these were mostly attached to
contextual factors rather than the forthright effects of the
training.

Pertaining to her written commentary, she included a
detailed commentary at the end of each essay. Therefore, she
never corrected or commented on an error within the text
before the training. The only interruptions she attempted were
to imply crucial errors to explain the problem. Her
commentary was mostly related to the errors of organization,
details, grammar, vocabulary, and mechanics. As a positive
remark, her commentary always commenced with “Can do”es
of the students (e.g., “Linkers are used well”) in the first
paragraph. By starting a new paragraph, she explicated what
the student “Cannot do” and the problematic areas in the essay.
She also provided many examples of the errors to help students
understand better. To illustrate, she highlighted the wrong
word preference and listed all possible words that can be used
instead of the wrong word. Although she clarified what
students can do in a detailed manner, she rarely praised the
students (20%). In like manner, she did not criticize or dictate
imperatives on the essays. She closed her written
commentaries with a final remark as “suggestions” (e.g., “You
can study if clauses.”). Conversely, her after-training written
commentaries were not as detailed as the previous ones.
Instead, she held shorter written commentary parts mostly
attached next to the errors within the essay, rather than writing
a separate commentary section at the end of the essay in the
second essay set. Significantly less amount of WCF was
available for organization, details, grammar, vocabulary, and
mechanics compared to before-training comments, too. She
still included “Can do”es, “Cannot do”es parts and
exemplified some errors (respectively 30%, 40%, 50%) at the
end of the essays. However, their quantity was not as much as
her previous WCF practices (respectively 50%, 70%, 80%).
The level of praise was the same (20%), yet some criticism
existed (e.g., “Too many if clauses™). Likewise, there was a
decline in the number of suggestions (from 70% to 40%). She
did not use imperatives.

Touching on types of WCF, she supplemented
comprehensive WCF (100%) for all student errors, without
focusing on one or two types of errors before the training. To
imply the error, she underlined the wrong utterance or used an
insertion icon to indicate the missing part. There was no use of
writing error codes. Correspondingly, no alteration was
available in her after-training WCF practices for the types of
WCEFE. She provided comprehensive WCF (100%) by
underlining the errors and inserting an icon, too.

Respecting the forms of WCF, she selected indirect WCF
and did not present the correct forms of the errors in her before-
training WCF instances. In addition, she did not explain the

error within the text, as her commentary and leading questions
were attached to the end of the essay. Contrastively, her after-
training practices differentiated from the previous ones to
some extent, and she became aware of direct WCF (up to 20%)
in some essays despite the majority of indirect WCF (80%) in
most of the papers.

As for stages of WCF, she clarified how the students are
going with leading sentences (e.g., “The organization is
clear”). For Where to next stage, she drew a road map for the
students for their future studies while motivating them with
phrases such as “Keep going” or “You need to read a lot to
overcome the vocabulary problem”. No error logs were used
in her before-training WCF practices. There were not any
revisions for stages of WCF in her after-training WCF, she
kept giving the similar feedback for the students. Furthermore,
she did not benefit from error logs.

Instructor 3: Ayse

With the highest level of experience, 18 years in English
teaching, Ayse was the oldest instructor among the
participants. She had been teaching academic writing for
twelve years. Although she had a bachelor’s degree in English
language teaching, she did not pursue further studies at the
master’s level. Though she had fewer WCF instances on her
essays and did not change her after-training WCF practices a
lot, she could justify her attempts in a clear way.

Her first WCF practices did not consist of a written
commentary nearly in all the essays. Only organization errors
or some significant problems were given to WCF as a brief
comment next to the error. Although she focused on
organization by focusing on the topic sentence in some essays
and grammar use, she did not signify content details or
vocabulary use with WCF for most of the papers. She did not
include any comments to praise, criticize, provide suggestions,
or to imply what students “Can do” and “Cannot do”. No use
of imperatives was available. Nonetheless, she exemplified
student errors by juxtaposing the correct form denoted by a
tick icon and the wrong form by marking a cross on certain
essays. Regarding her after-training WCF practices, there was
no significant change observed. Repeatedly, no written
commentary section consisting of praise, criticism, “Can
do”es, “Cannot do”es and imperatives was attached to the
essays. The only significant change was the existence of more
suggestions about the organization of the essay inserted by
some short notes (30%). In addition, she exemplified the errors
up to 20%.

Pertaining to the types of WCF, comprehensive WCF was
offered for all grammatical errors in the form of underlining,
circling, crossing out the error or adding question marks. In the
same vein, direct WCF was most common, and she gave the
correct forms of the mistakes. The only WCF for the stages of
WCF was for the where I am going stage. She added
statements like “Not relevant” or “No need”. Nonetheless,
there was not any WCF for Where to next stage and the
utilization of error logs. On the other hand, her after-training
WCF practices for the types of WCF, forms of WCF, and
stages of WCF did not vary from her previous practices. She
never benefited from error logs.

Instructor 4: Merve

Merve obtained her bachelor’s and master’s degrees from the
English language teaching department. With a total of 11 years
of teaching experience, she possesses a solid foundation,
particularly in academic writing, having dedicated nine years
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to teaching this skill. She was one of the most productive
academics who provided a vast amount of WCF for the student
errors in the study. Like other instructors, she could not
transform all of her WCF practices and continued to provide
WCF in the same manner after the WCF training. Yet, some
of her practices inclined the traces of the WCF training in
specific categories.

She offered an in-depth WCF pattern for nearly all of her
students’ errors in her first set of essays before the training.
Even though she attached a brief written commentary to the
end of essays, most of her feedback was integrated into the
essay next to the errors. Her commentary did not involve
students’ “Can do”es, imperative sentences, or occurrences of
praise (0%). Yet, it was possible to observe some criticisms
like “Hard to understand” (10%). She presented various
suggestions to the students (50%) (e.g., “This part could be
developed more.”, “General statement could be better.”).
Besides the strengths of the students, she largely focused on
the weaknesses of them with statements such as “Supporting
ideas are not clear.”, “Grammar is not correct.” or “It does
not meet the word limit” (60%). Also, she explained the wrong
utterances by correcting them as well as offering more options
to use in this specific part (40%). In contrast, some remarkable
changes stood out in her after-training WCF practices. To
illustrate, more positive comments emphasizing what students
can do (50) particularly at the beginning of the written
commentary as suggested in the training became more
prominent in her data. Similarly, the occurrence of suggestions
increased up to 70%. Nonetheless, any change was not
detected in terms of criticism, praise, the use of imperatives,
and what students cannot do. She also commenced to less
exemplify the errors (20%).

Comprehensive WCF was the common practice for all the
essays by circling, crossing the error, or inserting an icon to
demonstrate there is a missing constituent (100%). Regarding
the forms of WCF, direct WCF integrated with the correct
forms of the mistakes were dominant in the pre training
samples (100%). Furthermore, her feedback was mostly
towards the how I am going stage with “Supporting ideas are
not clear.” or “Where is your personal opinion?” (60%).
Despite comparably having less percentage, for where to next
stage, she offered some feedback (e.g., “Please work on
grammar.” or “Develop better ideas.””) (40%). She did not use

Influential factors

Influences of the

error logs in the previous essays. When compared to before-
training WCF practices, she did not make changes related to
types of WCF and forms of WCF, she kept utilizing the same
ones even after the training. Nonetheless, only a slight increase
was noticed in the use of how I am going stage (80%) and
where to next (50%). Similarly, there were not any error logs.

The Way L2 Writing Instructors Navigate the Change and
Growth in their WCF Philosophy

To shed light on the more in-depth insights of the instructors,
semi-structured interviews were performed to examine the
first, second and third research questions. The interview data
revealed how instructors’ WCF philosophies have been
formed throughout their career, how a one-shot training
session affected their WCF practice and philosophy, and what
instructors expect from an effective training session. Based on
the thematic analysis, three major themes namely 1) influential
factors shaping philosophy development, 2) influences of the
training, and 3) criteria for effective training were found out.
The first theme held three sub themes, a) experience, b) school
policies and c) master’s education. The second theme included
two sub themes, a) change in practice, b) change in philosophy.
The third theme had two sub themes,: a) the quantity, and b)
the aim. Figure 1 presents the themes and sub-themes of the
interview data.

Regarding the second research question, asking what
affects the WCF philosophy formation of L2 writing
instructors, the first theme unveiled in the interview data,
namely influential factors shaping philosophy development,
implied three main factors. The first factor, experience, was
quite impactful for all the instructors’ WCF understanding.
Related to WCF philosophy development process, instructors
declared their philosophy of WCF has been shaped throughout
the teaching career with trial-and-error approach.

“Examples of my in-class WCF practices consist of

conducting one-to-one conferencing sessions, allowing

students to silently interpret feedback, and creating PDFs
or PowerPoint presentations to highlight students' errors
in essays to share with all students together. I found them
through my personal experiences throughout the years.”

(Ayse)

Criteria for effective

dhiering platlesoiin training training
development
EE— EE— EE—
—  experience cll)lfigﬁeclen the quantity
- J - J - J
EE— EE— EE—
— school policies — (ilhiange in the aim
philosophy
- J - J - J
EE—
|| master’s
education
- J

Figure 1 Occurring themes and subthemes in the interviews
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Despite the effectiveness of other facets in philosophy
development, one participant mentioned that the most
effective tenet was her own experiences of teaching in shaping
her WCF practices. To give a mundane example, whilst she
utilized error codes, she quitted them upon realizing their
ineffectiveness in transforming students.

“Recognizing that my students did not make use of error

codes, and they could not enhance their writing skills, 1
opted to supply them with correct forms of the errors. I am
convinced this is a better way to deliver WCF and reshaped
my philosophy in that way.” (Merve)

The second sub theme, school policies, was another impact
on philosophy development. All instructors stated they
constructed their WCF philosophy via the experiences at
various schools of foreign languages with different WCF
policies they worked on. Most of the time, the rubrics utilized
in the schools and their WCF applications determined their
WCF habits constantly. One instructor stated, although she
utilized error codes before, she stopped using them owing to
school policies. In addition, disappointments related to school
policies and students compelled her to reassess and change her
WCF philosophies.

“I gave up. When I realized that the WCF I provided did

not alter students’ motivation or practices, it let me down,
and I decided to change my practices.” (Ayse)

One instructor considered alterations of WCF practices
must be ensured institution wise and only in that way they
should start to apply it. The instructor did not approve diverse
practices by instructors within the same school, which can lead
to unfairness. The duration of lessons, the profile of students,
class size, and student expectations all influence the type of
WCEF that an instructor offers. For this reason, all these factors
should be paid attention while determining WCF practices
within an institution.

Finally, master’s education, the third sub theme also
formed L2 writing instructors’ WCF philosophies. One
instructor assumed her WCF philosophy has evolved as
through the effect of the courses she was offered at her
bachelor’s and master’s degree. Another instructor signified
that her feedback philosophy has evolved over time,
particularly during their master's education. Before pursuing
her master's degree, the instructor used to offer WCF
exclusively for grammar and vocabulary errors, neglecting
aspects like organization, mechanics, and details.
Contrastively, through readings and discussions during their
master's program, the perspective on WCF shifted, prompting
them to incorporate more WCF.

“I realized the importance of WCF for the development of

students; therefore, I attempted to offer WCF as much as 1
could do.” (Pelin)

On the other hand, one participant indicated even though
the influence of undergraduate and master’s education was
dominant when he began his teaching career, the impact of
foreign language education was scarce on his WCF practices
when the time passed because these departments did not offer
any WCEF related courses in their curriculum. Hence, he could
not find a chance to directly learn from his education.

“I did not undergo any formal training in teaching writing;
therefore, my approach to WCF stemmed from my
experiences in the schools, specifically, the writing policies
of schools played a significant role in shaping my
philosophy.” (Ali)

The second main theme of the interview data, the
influences of the training, with two sub themes namely a)

change in practice, and b) change in philosophy answered the
first research question examining to what extent a one-shot
WCEF training session influenced L2 writing instructors’ WCF
philosophies and practices. As for the effects of the WCF
training on practice change, one instructor said even though he
acknowledged selective WCF during the training and aspired
to use it, he had some concerns about its approval from the
students on the point of explaining student grades. He had
some hesitations towards the use of it, which might create
various conflicts between students and the instructor in the
classroom environment and cause an awkward conversation.

“If I provided selective WCF, it would become challenging

to justify the scores assigned to students, as there are only

a few WCF instances on their essays after the WCF

training. This scenario might lead to conflict between the

student and me. However, when [ offer feedback on
organization, details, vocabulary, and grammar, students

can comprehend the rationale behind their scores. If 1

solely mark vocabulary errors, students may question,

“Did you only focus on vocabulary errors?” and think

these are the only errors they made.” (Ali)

Another instructor acknowledged that due to time
constraints, student motivation issues, and the necessity of
being concise, she adapted her approach and provided a
different attitude to WCF in the second set of essays in
reference to the changes in her after-training WCF practices.
She could not focus on the training content in her mind whilst
providing WCF.

“I had different concerns while I was providing WCF for

the second set of essays such as students’ expectations and

time, so I had to be concise and more time efficient. I think
this perspective changed my WCF practices and I could not
apply what I have learned during the training.” (Pelin)

Additionally, some instructors believe that although they
were made aware of some helpful information about the WCF,
it was difficult for them to change their practices. For instance,
one of them told that the most significant intake from the WCF
training was the awareness about WCF types and forms as well
as their advantages and disadvantages for students. Her vision
towards certain implementations in writing classes was
enlightened. To give a mundane example, comprehensive
WCF was her common practice before the training, still she
implied she wanted to pay attention to this issue and offer less
comprehensive WCF after the training. In contrast, she was not
successful in transferring her awareness into her WCF
practices in the second essay sets after the training because her
students were not informed about this kind of WCF process.
Correspondingly, in the absence of a formal WCF policy in the
school, she hesitated in determining her WCF practices and
adopting a new WCF method.

“I noticed I gave WCFs for all students’ errors, which

might be boring for students. Yet, it proves to be incredibly

challenging to restrain myself, as I find it nearly impossible
to let it go.” (Ayse)

As for the philosophy change after the training, nearly all
instructors agreed on the difficulty of changing their
philosophy with only one training session. Even though one-
shot training affected their perspectives to some extent, it was
not possible to transform their philosophy developed
throughout years with the effect of many factors. One
instructor inclined that the training reminded him of theories
he learned during his education and realized the existence of
the traces of these theories in his practice. He indicated that his
comprehensive  WCF practices supported with a direct
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approach were intentional and stemmed from his philosophy,
in line with his practices. Also, another instructor thought the
training content was inspiring and informative on the benefits
of providing WCF, however, she felt the need to delve deeper
into the subject matter and learn more about it. Consequently,
instead of immediately applying what she learned from the
training, she opted to tailor her feedback approach based on
contextual factors while grading subsequent papers.
Nevertheless, she expressed intentions to integrate error logs
into her writing classes and provide feedback accordingly.

“Limiting the amount of WCF on a paper and offering

selective WCF for specific errors can be advantageous for

students. However, it's essential to engage in discussions
with students beforehand to negotiate this approach.”

(Pelin)

Another instructor mentioned the training was influential
and well-prepared, so it was comprehensive enough to equip
instructors with the required information. It inspired her about
the use of selective WCF, and she desired to try it in her
classes. In that way, the training affected her perspectives of
WCE. However, even though the training was good enough to
change the perspectives of the instructors on WCF, it was not
so effective to change WCF philosophy. Changing the
philosophy and the practice as well is a challenging
phenomenon and takes a lot of time. Therefore, one-shot
training might not be influential in that sense.

“Offering selective WCF for one or two error types was

novel to me. I thought it to be quite rational, as my students

can be overwhelmed by my comprehensive WCF, and this
might lead to boredom. I want to incorporate selective

WCEF in the future, yet it is very challenging to abandon

what you used to do. Adjusting requires both time and

dedication.” (Merve)

Establishing Expectations for Effective Training Sessions

Respecting the third research question, investigating what L2
writing instructors expect from a successful training session,
the third theme, criteria for effective training, demonstrated
two sub themes a) the quantity and b) the aim. The quantity
was found out as a sub-theme in the data, as some instructors
emphasized the importance of participating in a series of
sessions rather than one-shot training. To illustrate, regarding
the ineffectiveness of one-shot training sessions, instructors
mentioned a series of training sessions would be more
beneficial for the best intake as it would raise their awareness
eventually and lead to a philosophy and practice change. Still,
they inclined that owing to many factors such as long teaching
hours, the burden of assessment and the number of students,
they do not want to join numerous sessions in such a scenario.
However, they thought one-shot training sessions could be
supported with a few follow-up activities in the form of
application to ensure the effectiveness. In that sense, they
suggested the development of some forms on the point of
applying what they have learned in the training.

“One-shot training sessions are needed. Although this is a
traditional perspective, considering external factors, it
becomes necessary in some situations. The workload is quite
heavy, so the instructors’ motivation decreases, and they do
not want to participate in the training. In this case, one-shot
training can be conducted, accompanied by follow-up
activities.” (Ali)

Touching on the second sub-theme, the aim, instructors
assumed that to yield the best results from the training
sessions, the content of the sessions should be aligned with the
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needs of the instructors. Training sessions should aim to
answer the needs of the instructors rather than bringing on their
own agenda. A needs analysis should be carried out and based
on the results of it, the training themes should be determined.
Only in that way, institutions cater for effective training
sessions.

Discussion

The current research contributed to the WCF literature with
three significant findings. First, it revealed to what extent a
one-shot WCF training session influenced L2 academic
writing instructors’ WCF philosophies and practices at
university settings. Secondly, this research found out how L2
academic writing instructors composed their WCF
philosophies and what the underlying factors were at stage.
Finally, the findings highlighted the insights of L2 academic
writing instructors on their expectations of an effective
training session.

Firstly, the findings of the study affirmed the previous
literature indicating the inconsistency between teachers’ real
WCEF practices and suggested principles on the types of WCF,
stages of WCF and written commentaries (e.g., Lee, 2003;
Montgomery & Baker, 2007), implying the need for more in-
service teacher training in this field. As for the first research
question, examining both philosophy and practice change on
WCF preference of instructors, the study identified manifold
results in terms of changes. First and foremost, the study
showcased that instructors were unable to internalize all
suggestions of the WCF training and convert the information
into their practices, which merges with the previous findings
implying that teachers forget what they learned or ignore in-
service teacher training (Lee, 2009; Montgomery & Baker,
2007). This finding might be related to the frequency of WCF
training, practical constraints and student expectations as
stated by the participants in the interviews. In addition, to
abandon a practice might be too difficult after one session of
training. On the other hand, although instructors could not
fully change their WCF practices and improve their WCF
philosophies after the training or internalize what they taught,
their interview results shed light on how the training raised
awareness about WCF literacy, yet they could not apply it due
to the factors such as student expectations. Therefore, this
finding can be accepted as the effect of one-shot training
session in constructing the first step to develop qualified WCF
philosophies and practices among instructors in line with the
suggestions of Lee (2019). Nonetheless, for a permanent
philosophy development, more sessions and time are required.
Concomitantly, these results clarified that instructors
internalized the suggestions in the training which focuses on
taking students’ expectations into account and informing them
about WCF policy to be applied in the class (Plonsky & Mills,
2006) as instructors shared the responsibility with their
students (Amrhein &Nassaji, 2010).

Delving into the details of the practice change,
corresponding to the previous literature, instructors provided
more comprehensive WCF compared to selective WCF in this
study (e.g., Cheng & Zhang, 2021; Lee, 2003; Lee, 2008;
Sheppard, 1992; Storch, 2010; Wei & Cao, 2020). Their
overall preferences did not change after the WCF training.
Various explanations might stand out for this result as stated
in the interview. First, instructors found selective WCF novel
to their practices and hesitated to apply it. Also, they felt the
urge to discuss it with their students before applying it, to
prevent a possible conflict in terms of justifying their scores in
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the classroom. Next, instructors also believed the suitability of
using selective WCF following the teaching of a specific
grammar structure.

Secondly, instructors preferred direct WCF over indirect
WCEF before the training and two instructors who did not use
direct WCF before utilized it after the training, corroborating
with Ellis et al. (2008), Furneaux et al., (2007), and Shintani et
al. (2014). This finding can be clarified through the effect of
WCEF training on conveying the importance of direct WCF on
student development. Furthermore, nearly all the instructors
used written commentaries with different styles in the research
(Ferris, 1997). After the training, instructors’ suggestions,
“Can do”es and exemplification patterns grew, albeit to some
extent as suggested in the training. This alteration in
instructors’ WCF practices approved that they were able to
associate the importance of effective commentary provided for
positive and negative facets of the essay and student success
(Hyland & Hyland, 2021).

Additionally, against the suggestions of Hattie and
Timberley (2007) about the questions of effective feedback,
instructors only emphasized “How am I going?” and “Where
to next?” questions in their feedback. No feedback was
available for “Where am I going?” question. Their practices
were not transformed following the training, denoting that one-
shot training session might not be successful to transmitting all
the required information of WCF stages. Also, the current
study confirmed the findings of Lee (2003) stating that
teachers offer WCF mostly for grammar errors. Contrastively,
instructors also provided WCF for organization, details,
vocabulary, and mechanics in this study.

In reference to the second research question asking what
factors affected instructors’ WCF philosophy, the first
interview theme, influential factors shaping the philosophy
development revealed experience, school policies and
master’s education. Among them, experience was the most
influential one as it also affected how instructors perceive the
training sessions. It was found out that less experienced
instructors are more eager to learn through training. In
contrast, more experienced instructors lose their enthusiasm in
time. They transform their practices through student and
institution expectations, which is in line with McMartin-Miller
(2014) indicating that teachers compose their WCF based on
the conditions of their students and correspondingly Li (2012)
asserting that teachers select flexible strategies adaptable to the
student and task needs instead of adhering to rigid rules.

Although instructors expected a needs-based training, it is
possible to state that they cannot be aware of their needs in
some cases. In this study, instructors did not use to integrate
suggested WCF practices into their practice, yet they did not
feel the urge to improve their WCF literacy and benefit from
the training due to some other constraints. This finding pointed
out contextual factor’s outcome teacher needs in some
situations. Additionally, opposing to Hammersley (2004)
assuming teachers find research findings irrelevant and too
abstract, this study did not indicate this kind of result. All
instructors focused on the training content and considered the
ways of integrating them into their classes. Nonetheless, due
to the number of the sessions, instructors could not transform
their practices. In that sense, additional activities supporting
the content of the one-shot training might be influential in
yielding more effective results.

Conclusion and Implications

To conclude, this study contributed to a growing body of
literature on the effects of training sessions on instructors’
WCF practices. Firstly, the results pointed out all teachers
could not fully internalize the WCF training and transform
what they have learned into their WCF practices. However,
this one-shot training managed to yield an awareness of types,
forms, and stages of WCF among the instructors, which is the
initial step to develop feedback literacy among in-service L2
writing instructors (Lee, 2019). Bearing that in mind, further
teacher training activities should accord an important place to
the critical role of WCEF literacy with ongoing training sessions
to help instructors’ internalization process of the knowledge
base without disregarding the teaching burden of instructors.
Also, it is of utmost significance for schools to embed specific
WCF policies into their curriculum in line with the recent
developments in the literature. Additionally, as instructors
become experienced in these schools, the curriculum and
materials should be developed by experts in the field.

Furthermore, findings suggested that instructors' WCF
philosophies are shaped by a combination of experience,
school policies, and master's education. In that sense, the
development of L2 teacher feedback literacy training activities
should account for contextual and individual factors as well as
pedagogical and practical knowledge, rather than divorcing
them from the realities of teaching. By scaling up professional
development regarding feedback literacy, the future training
sessions should help instructors to use feedback effectively
and concomitantly improve student learning. Additionally, as
master’s education is influential, master’s programs are
suggested to integrate writing and WCF related courses to their
curriculum to equip their students with required knowledge.

In conclusion, some suggestions for the future research
were promoted in this study. Firstly, instead of a one-shot
training session, the effects of training sessions on teachers’
WCEF literacy should be searched. Also, the study should be
replicated in different contexts with different applications
added to one-shot training sessions.

Author Contributions

Each author contributed equally to all aspects of the article.
Furthermore, all authors have reviewed and endorsed the final
iteration of the study.

Ethics Declaration

This study was carried out with the approval decision from the
Ethics Committee for Human Research in Social Sciences
(Protocol No. 413) at Istanbul Technical University on
November 13, 2023.

Conflict of Interest

The authors affirm that there is no conflict of interest with any
institution or individual within the scope of the research.

References

Amrhein, H. R., & Nassaji, H. (2010). Written corrective
feedback: What do students and teachers think is right and
why? Canadian Journal of Applied Linguistics, 13(2), 95—
127. Retrieved from
https://journals.lib.unb.ca/index.php/CJAL/article/view/1
9886

Bailey, R., & Garner, M. (2010). Is the feedback in higher
education assessment worth the paper it is written on?
Teachers' reflections on their practices. Teaching in Higher

226


https://journals.lib.unb.ca/index.php/CJAL/article/view/19886
https://journals.lib.unb.ca/index.php/CJAL/article/view/19886

Unlocking the influence of training on language instructors’ written corrective feedback literacy

Education, 15(2),
https://doi.org/10.1080/13562511003620019

Bitchener, J. (2008). Evidence in support of written corrective
feedback. Journal of Second Language Writing, 17(2),
102-118. https://doi.org/10.1016/].jslw.2007.11.004

Bitchener, J., & Knoch, U. (2009). The value of a focused
approach to written corrective feedback. ELT Journal,
63(3), 204-211. https://doi.org/10.1093/elt/ccn043

Cheng, X., & Zhang, L. J. (2021). Teacher written feedback on
English as a foreign language learners’ writing: Examining
native and nonnative English-speaking teachers’ practices
in feedback provision. Frontiers in Psychology, 12, 1-16.
https://doi.org/10.3389/fpsyg.2021.629921

Creswell, J. W. (2012). Educational research: Planning,
conducting, and evaluating quantitative and qualitative
research (4th ed.). Pearson.

Ellis, R. (2009). Corrective feedback and
development. L2 Journal, 1(1),
https://doi.org/10.5070/L2.V111.9054

Ellis, R., Sheen, Y., Murakami, M., & Takashima, H. (2008).
The effects of focused and unfocused written corrective
feedback in an English as a foreign language context.
System, 36(3), 353-371.
https://doi.org/10.1016/].system.2008.02.001

Ferris, D. R. (1995). Student reactions to teacher response in
multiple-draft composition classrooms. TESOL Quarterly,
29(1), 33-53. https://doi.org/10.2307/3587804

Ferris, D. R. (1997). The influence of teacher commentary on
student revision. TESOL Quarterly, 31, 315-339.
https://doi.org/10.2307/3588049

Ferris, D. R. (2006). Does error feedback help student writers?
New evidence on the short- and long-term effects of
written error correction. In K. Hyland & F. Hyland (Eds.),
Feedback in second language writing: Contexts and issues
(pp- 81-104). Cambridge University Press.

Ferris, D. R. (2012). Written corrective feedback in second
language acquisition and writing studies. Language
Teaching, 45(4), 446-459.
https://doi.org/10.1017/S0261444812000250

Ferris, D. R. (2014). Responding to student writing: Teachers’
philosophies and practices. Assessing Writing, 19, 6-23.
https://doi.org/10.1016/j.asw.2013.09.004

Ferris, D. R., Liu, H., Sinha, A., & Senna, M. (2013). Written
corrective feedback for individual L2 writers. Journal of
Second Language Writing, 22(3), 307-329.
https://doi.org/10.1016/].jslw.2012.09.009

Furneaux, C., Paran, A., & Fairfax, B. (2007). Teacher stance
as reflected in feedback on student writing: An empirical
study of secondary school teachers in five countries.
International Review of Applied Linguistics in Language
Teaching, 45(1), 69—94.
https://doi.org/10.1515/IRAL.2007.003

Gay, L. R, Mills, G. E., & Airasian, P. W. (2012). Educational
research: Competencies for analysis and applications
(10th ed.). Pearson.

Hammersley, M. (2004). Some questions about evidence-
based practice in education. In G. Thomas & R. Pring
(Eds.), Evidence-based practice in education (pp. 133—
149). Open University Press.

Hattie, J., & Timperley, H. (2007). The power of feedback.
Review of Educational Research, 77(1), 81-112.
https://doi.org/10.3102/003465430298487

Hyland, F., & Hyland, K. (2001). Sugaring the pill: Praise and
criticism in written feedback. Journal of Second Language

187-198.

teacher
3-18.

Writing, 10(3), 185-212. https://doi.org/10.1016/S1060-
3743(01)00038-8

Hyland, K., & Hyland, F. (Eds.). (2006). Feedback in second
language writing: Contexts and issues. Cambridge
University Press.

Karaagag¢ Zan, G., & Yigitoglu, N. (2018). Exploring novice
and experienced teachers’ beliefs and practices of written
feedback. Inonu University Journal of the Faculty of
Education, 19(2), 355-369.
https://doi.org/10.17679/inuefd.335443

Kostoulas, A. (2018). Developing teacher research
competence: Simpler than you think, more necessary than
you realise. In D. Xerri & C. Pioquinto (Eds.), Becoming
research literate: Supporting teacher research in English
language teaching (pp. 13-18). English Teachers
Association Switzerland.

Lalande, J. F. II. (1982). Reducing composition errors: An
experiment. The Modern Language, 66(2), 140-149.
https://doi.org/10.1111/j.1540-4781.1982.tb06973 .x

Lam, R. (2015). Language assessment training in Hong Kong:
Implications for language assessment literacy. Language
Testing, 32(2), 161-197.
https://doi.org/10.1177/0265532214554321

Lee, I. (2003). L2 writing teachers’ perspectives, practices and
problems regarding error feedback. Assessing Writing,
8(3), 216-237. https://doi.org/10.1016/j.asw.2003.08.002

Lee, 1. (2004). Error correction in L2 secondary writing
classrooms: The case of Hong Kong. Journal of Second
Language Writing, 13(4), 285-312.
https://doi.org/10.1016/].js1w.2004.08.001

Lee, L. (2005). Error correction in the L2 classroom: What do
students think? TESL Canada Journal, 22(2), 1-16.
https://doi.org/10.18806/tesl.v22i2.84

Lee, I. (2008). Understanding teachers’ written feedback
practices in Hong Kong secondary classrooms. Journal of
Second Language Writing, 17(2), 69-85.
https://doi.org/10.1016/j.jslw.2007.10.001

Lee, L. (2009). Ten mismatches between teachers’ beliefs and
written feedback practice. ELT Journal, 63(1), 13-22.
https://doi-org.eres.qnl.qa/10.1093/elt/ccn010

Lee, 1. (2011). Working smarter, not working harder: revisiting
teacher feedback in the L2 writing classrooms. The
Canadian Modern Language Review, 67(3), 377-399.
https://doi.org/10.3138/cmlr.67.3.377

Lee, I. (2014). Revisiting teacher feedback in EFL writing
from sociocultural perspectives. TESOL Quarterly, 48(1),
201-213. https://doi.org/10.1002/tesq.153

Lee, 1. (2017). Issues in classroom writing assessment and
feedback in L2 school contexts. Springer.

Lee, I. (2019). Teacher written corrective feedback: Less is
more. Language Teaching, 52(4), 1-13.
https://doi.org/10.1017/s0261444819000247

Lee, 1., Luo, N., & Mak, P. (2021). Teachers’ attempts at
focused written corrective feedback in situ. Journal of
Second Language Writing, 54, 100-115.
https://doi.org/10.1016/j.jslw.2021.100809

Leki, I. (1991). The preferences of ESL students for error
correction in college-level writing classes. Foreign
Language Annals, 24,203-218.
https://doi.org/10.1111/.1944-9720.1991.tb00464.x

Li, J. (2012). University tutors’ beliefs about and practices in
assessing undergraduates’ writing - A New Zealand case
study (Unpublished doctoral dissertation, the University of
Waikato, New Zealand).

227


https://doi.org/10.1080/13562511003620019
https://doi.org/10.1016/j.jslw.2007.11.004
https://doi.org/10.1093/elt/ccn043
https://doi.org/10.3389/fpsyg.2021.629921
https://doi.org/10.5070/L2.V1I1.9054
https://doi.org/10.1016/j.system.2008.02.001
https://doi.org/10.2307/3587804
https://doi.org/10.2307/3588049
https://doi.org/10.1017/S0261444812000250
https://doi.org/10.1016/j.asw.2013.09.004
https://doi.org/10.1016/j.jslw.2012.09.009
https://doi.org/10.1515/IRAL.2007.003
https://doi.org/10.3102/003465430298487
https://doi.org/10.1016/S1060-3743(01)00038-8
https://doi.org/10.1016/S1060-3743(01)00038-8
https://doi.org/10.17679/inuefd.335443
https://doi.org/10.1111/j.1540-4781.1982.tb06973.x
https://doi.org/10.1177/0265532214554321
https://doi.org/10.1016/j.asw.2003.08.002
https://doi.org/10.1016/j.jslw.2004.08.001
https://doi.org/10.18806/tesl.v22i2.84
https://doi.org/10.1016/j.jslw.2007.10.001
https://doi-org.eres.qnl.qa/10.1093/elt/ccn010
https://doi.org/10.3138/cmlr.67.3.377
https://doi.org/10.1002/tesq.153
https://doi.org/10.1017/s0261444819000247
https://doi.org/10.1016/j.jslw.2021.100809
https://doi.org/10.1111/j.1944-9720.1991.tb00464.x

P. Kir & N. Yigitoglu Aptoula / Erzincan University Journal of Education Faculty, 26(2)

Liu, Y., Storch, N., & Morton, J. (2022). It takes two to tango:
Investigating teacher-student interactions related to written
corrective feedback with activity theory. Assessing
Writing, 53, 100647.
https://doi.org/10.1016/j.asw.2022.100647

McMartin-Miller, C. (2014). How much feedback is enough?:
Instructor practices and student attitudes toward error
treatment in second language writing. Assessing Writing,
19,24-35. https://doi.org/10.1016/1.asw.2013.11.003

Montgomery, J. L., & Baker, W. (2007). Teacher-written
feedback: Student perceptions, teacher self- assessment
and actual teacher performance. Journal of Second
Language Writing, 16(2), 82-99.
https://doi.org/10.1016/.jslw.2007.04.002

Plonsky, L., & Mills, S.V. (2006). An exploratory study of
differing perceptions of error correction between a teacher
and students: Bridging the gap. Northern Arizona
University Applied Language Learning, 16(1), 55-77.
https://discovery.ucl.ac.uk/id/eprint/1474600/

Sheen, Y. (2007). The effect of focused written feedback and
language aptitude on ESL learners’ acquisition of articles.
TESOL Quarterly, 41(2), 255-284.
https://doi.org/10.1002/1.1545-7249.2007.tb00059.x

Sheppard, K. (1992). Two feedback types: Do they make a
difference? RELC Journal, 23(1), 103-110.
https://doi.org/10.1177/003368829202300107

Shintani, N., Ellis, R., & Suzuki, W. (2014). Effects of written
feedback and revision on learners’ accuracy in using two
English grammatical structures. Language Learning,
64(1), 103-13. https://doi.org/10.1111/lang.12029

Storch, N. (2010). Critical feedback on written corrective
feedback research. International Journal of English
Studies, 10(2), 29—-46.
https://doi.org/10.6018/ijes.10.2.119181

Timperley, H., & Alton-Lee, A. (2008). Reframing teacher
professional learning: An alternative policy approach to
strengthening valued outcomes for diverse learners.
Review of Research in Education, 32(5), 328-369.
https://doi.org/10.3102/0091732X07308968

Truscott, J. (1996). Review Article: The case against grammar
correction in L2 writing classes. Language Learning,
46(2), 327-369.
https://doi.org/10.1111/1.1467-1770.1996.tb01238.x

Vogt, K., & Tsagari, D. (2014). Assessment literacy of foreign
language teachers: findings of a European study. Language
Assessment Quarterly, 11(4), 374-402.
https://doi.org/10.1080/15434303.2014.960046

Wei, W., & Cao, Y. (2020). Written corrective feedback
strategies employed by university English lecturers: A
teacher cognition perspective. SAGE Open, 10(3), 1-12.
https://doi.org/10.1177/2158244020934886

Zamel, V. (1985). Responding to students’ writing. TESOL
Quarterly, 19(1), 79-101. https://doi.org/10.2307/3586773

228


https://doi.org/10.1016/j.asw.2022.100647
https://doi.org/10.1016/j.asw.2013.11.003
https://doi.org/10.1016/j.jslw.2007.04.002
https://discovery.ucl.ac.uk/id/eprint/1474600/
https://doi.org/10.1002/j.1545-7249.2007.tb00059.x
https://doi.org/10.1177/003368829202300107
https://doi.org/10.1111/lang.12029
https://doi.org/10.6018/ijes.10.2.119181
https://doi.org/10.3102/0091732X07308968
https://doi.org/10.1111/j.1467-1770.1996.tb01238.x
https://doi.org/10.1080/15434303.2014.960046
https://doi.org/10.1177/2158244020934886
https://doi.org/10.2307/3586773

Erzincan Universitesi Egitim Fakiiltesi Dergisi

Erzincan University Journal of Education Faculty

2024 Cilt 26 Say1 2 (229-249) https.//doi.org/10.17556/erziefd. 1440126

Arastirma Makalesi / Research Article

Bosanmanin Ogrenciler Uzerindeki izleri: Stmif Ogretmenlerinin Perspektifinden

The Effects of Divorce on Students: From The Perspective of Primary School Teachers

Hilal Ugrag!

" Ogr. Gor.Dr., Firat Universitesi Karakogan M.Y.O., Elazig, Tiirkiye

Makale Bilgileri
Gelis Tarihi (Received Date)
20.02.2024

Kabul Tarihi (Accepted Date)

22.05.2024

*Sorumlu Yazar
Halil Ugras

Firat Universitesi Karakogan
M.Y.O

hugras@firat.edu.tr

0z: Bu arastirma, ebeveynlerinin bosanmasinin gocuklar iizerindeki etkilerini smnif 6gretmenlerinin goriisleri
araciligiyla belirlemeyi amaglamaktadir. Arastirma, nitel arastirma yontemlerinden olgu bilim deseni kullanilarak
gergeklestirilmistir. Aragtirmanin ¢alisma grubunu, 2023-2024 egitim 6gretim yilinda Tiirkiye'nin bir sehrinde, ¢esitli
devlet okullarinda gorev yapan yirmi sekiz sinif 6gretmeni olusturmaktadir. Katilimeilar amacgli 6rnekleme yontemi ile
belirlenmistir. Veriler, yar1 yapilandirilmis goriisme formlar1 araciligiyla toplanmuis ve igerik analizi yolu ile
betimlenmistir. Arastirma bulgularma gore, ebeveynleri bosanmis 6grencilerin sinif i¢indeki davraniglarinda olusan
farkliliklar, ebeveynlerinin bosanmasinin ogrencilerin akademik performanslari iizerindeki etkisi, ebeveynlerinin
bosanmasinin dgrencilerin sosyal iliskilerine etkisi, ebeveynleri bosanmis 6grencilere yonelik okulda uygulanan destek
programlar ve ebeveynleri bosanmis 6grenciler i¢in faydali olabilecek destek ve kaynaklar olmak iizere bes ana tema
belirlenmistir. Arastirma sonuglari, ebeveynlerinin bosanma siirecinden dgrencilerin sosyal, davranigsal, ekonomik ve
psikolojik agilardan olumsuz olarak etkilediklerini gostermektedir. Ebeveynlerinin bosanmasinin 6grenciler tizerindeki
bu olumsuz etkilerini en aza indirmek amaci ile okullarda saglanabilecek destek ve kaynaklarin gelistirilmesi
konusunda siif 6gretmenlerine rehberlik yapacak onerilerde bulunulmustur.

Anahtar Kelimeler: Smif 6gretmeni, ilkokul, bosanmis ebeveynler, bosanmanin 6grencilere etkisi

Abstract: This study aims to determine the effects of parental divorce on children through the views of primary
school teachers. It was conducted using a phenomenological design based on qualitative research methods. The study
group for the research consists of twenty-eight primary school teachers working in various public schools in a city in
Turkey in the 2023-2024 academic year. Participants were determined by the purposive sampling method. Data were
collected through semi-structured interview forms and described through content analysis. According to the research
findings, five main themes were identified: differences in the classroom behavior of students with divorced parents,
the impact of parental divorce on students' academic performance, the impact of parental divorce on students' social
relationships, support programs implemented at school for students with divorced parents, and support and resources
that can be useful for students with divorced parents. The results of the research show that students are negatively
affected by their parents' divorce process in social, behavioral, economic and psychological terms. In order to minimize
the negative effects of parental divorce on students, suggestions were made to guide classroom teachers on the

development of support and resources that can be provided in schools.
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Giris

Aile, toplumun temel bir kurumu olarak kabul edilmekte ve
cesitli Onemli fonksiyonlar1 yerine getirmektedir. Bu
fonksiyonlar arasinda; neslin = siirdiiriilmesi, ¢ocuklarin
sosyallestirilmesi, psikolojik ve biyolojik tatmin, ekonomik
faaliyetlere katilim ve kiiltiiriin aktarimi 6ne c¢ikmaktadir
(Yalvag, 2000). Ancak son yillarda, degisen toplumsal sartlar
ve Ozellikle COVID-19 gibi olaganiistii durumlar nedeniyle
aile kurumu sorgulanmig ve yeni zorluklarla karsilasmistir
(Lebow, 2020; Prasso, 2020). Ozellikle COVID-19 salgini,
aile yasamina biyiik bir stres dalgasi getirmis ve bu durum
bosanma olasiligint artirmigtir (Prasso, 2020). Bu salgin,
igsizlik, sorumluluklarin artmasi, ve yakinlarini kaybetme
korkusu gibi diger stres faktorleriyle birleserek aile
biitiinliigiinii zorlamistir (Greene vd., 2012; Lebow, 2019).
Ingiltere’de yapilan bir arastirmaya gore, 2020 yilinda, bir
onceki yila kiyasla bogsanma basvurularinda %122'lik bir artis
oldugu belirlenmistir (BBC ve Savage, 2020). Benzer
durumlar ABD, Cin ve Isvec'te de goriilmiistiir. Tiirkiye,
ozellikle COVID-19 salginmin  etkileriyle bosanma
oranlarinin arttig1 ve bu artisin daha da derinlestigi iilkeler
arasindadir (Alkan, 2014; Bernardi ve Boertien, 2017; Bilici,
2018; Genis vd., 2019; Giinen ve Poyraz, 2017; Lebow, 2020;
Mabhrer vd., 2018; Tanriverdi ve C)zgiig:, 2019; Turgut, 2015;

Uzun, 2013). Aile biitiinliigiiniin zedelendigi bu dénemde en
fazla etkilenen grubun c¢ocuklar oldugu tespit edilmistir.
(TUIK, 2023).

Ebeveynleri Bosanmis Cocuklarda Goriilen Sorunlar

Bosanma olayindaki artisin 6zel bir ilgi alan1 olmasinin
nedenlerinden biri, bogsanmanin aile iiyeleri {izerinde uzun
vadeli olumsuz etkiler yaratabilecek potansiyel riskleri
beraberinde getirmesidir (Amato, 2000, 2014; Hetherington,
2006). Bosanma, ¢ocuklarin okul, arkadaslik, bos zaman ve
aile gibi farkli yasam alanlarinda iglev gérmelerini etkileyerek,
cocuklarin uyum diizeyi acgisindan genig bir spektrumda
degiskenlik gostermektedir (Amato, 2014; Cherlin, 1999;
Kelly ve Emery, 2003; Lansford, 2009).

Tiirkiye'de evliliklerin yarisindan fazlasi ilk 10 yil icinde
bosanma ile sonuglanmaktadir (TUIK, 2023). Bu veriye
dayanarak bosanmis ailelerdeki ¢ocuklarin boganma siirecinde
1-9 yas araligindaki bir yasta oldugu anlagilmaktadir.
Bosanma siireci ve sonrasinda ¢ocuklarin yasadig1 zorluklari
anlamak ve bu konuda ¢6ziim iiretmek dnemlidir.

Aragtirmalar, bosanmanin ¢ocuklar iizerindeki geri doniisii
olmayan ve zararli etkiler birakan bir siire¢ oldugunu
gostermektedir. Bosanmanin olumsuz etkileri, ¢ocuklarda ve
onlarin  nesillerinde devam etmektedir; arastirmalar,
bosanmadan yillar sonra bile ¢ocuklarin 6zellikle psikolojik
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refah ve sosyal iligkiler agisindan uzun siireli ve travmatik bir
yiik tagidigini gostermistir (Amato, 2000, 2014; Amato ve
Cheadle, 2005; Dohaney, 2018; Hetherington, 2006;
Korkmaz, 2022; Sancakli, 2014; Stallman ve Ohan, 2016;
Tatlioglu ve Demirel, 2016; Wolfinger, 2000, 2005).
Bosanmis ebeveynlerin 6grencilerde akademik basarisizliklar
(Carroll, 2013; Martin, 2012), davranis problemleri (Tebeka
vd., 2016), depresyon (Isler, 2023), antisosyal davranislar
(Atabey, 2017; Kasuto, 2017) ve okulda sosyal uyumsuzluklar
ortaya ¢ikabilmektedir (Amato, 2000; Aysan ve Uzbas, 2004;
Bernardi ve Boertien, 2017; Sancakli, 2014; Tatlioglu ve
Demirel, 2016). Calismalar, bosanmig ebeveynlerin
cocuklarinin okuldaki davranis problemlerinin, aileleriyle
birlikte yasayan cocuklara kiyasla daha olumsuz oldugunu; bu
cocuklarin  akranlar1  ve  ebeveynleriyle yasadiklar
catismalarin ve kendilerine bakis agilarinin da daha negatif
oldugunu ortaya koymaktadir (Arkes, 2014; Aydogan ve
Altinbulak, 2015; Babalis vd., 2014; Demir-Dagdas vd., 2017;
Kabaoglu, 2011; Riggio, 2004; Riggio ve Saglam, 2011;
Valenzuela, 2011).

Cocuklarda goriilen problemlere, c¢ocuklarin bosanma
sonucundaki yeni duruma ve aile i¢erisinde olugan eksikliklere
uyum saglayamamalarinin  sebep oldugu belirlenmistir
(Biiyiliksahin, 2009; Jarwan, ve Al-frehat, 2020; Karakus,
2003; Makenzie, 2021; Ongider, 2006; Tahirovi¢ ve Demir,
2018). Yapilan aragtirmalar ayrica, bosanmis ebeveynlerin
cocuklarinin benlik saygisi, psikolojik uyum sosyal beceriler
ve akademik basar1 diizeylerinin diisiik oldugunu ve davranis
bozuklugu  gosterme  sikliginin  yiksek  oldugunu
gostermektedir (Nazli vd., 2021; Stacey ve McCabe, 2001).
Bosanma siirecinde yasanan zorluklarin sadece aile ortaminda
degil, ¢ocuklarin okul ortamlarindaki davranislarina da etki
ettigi goriilmektedir. Bu nedenle, ¢ocuklarin davraniglarini
daha yakindan gozlemleyen ve etkileyen 6gretmenlere biiyiik
sorumluluklar diismektedir.

Ebeveynleri Bosanmis Ogrenciler Uzerinde

Ogretmenlerin Etkisi

Literatiirde bosanmis ebeveynlerin ¢ocuklarmin ihtiyaglarini
anlamay1 amagclayan bir dizi ¢alisma, ebeveynlerinden ayrilan
veya bosanan cocuklarin olumlu uyumunu kolaylastirmada
Ogretmenlerin  O6nemli bir rol oynadigim1 vurgulamistir
(Angelo, 2018; Lukefahr, 2019; Mahony vd., 2015).
Ogretmenler,  bir  cocugun  mezosisteminde  kilit
etkileyicilerdir; bu ylizden ¢ocuklara degisimle basa ¢gitkmanin
saglikli yollarmi o6greterek duygusal becerileri ve sosyal
islevselligi  gelistirmelerine ~ yardimct  olmaktadirlar
(Chiappetta, 2019). Bu baglamda, bosanma siirecinden sonra
ogretmenlerin sorumluluklart artmaktadir. Mahony vd. (2015)

bosanmanin etkisi altindaki ¢ocuklara rehberlik eden
Ogretmenlerin, bu g¢ocuklara duygusal, davranigsal ve
akademik destek saglamakla kalmayip ayni zamanda

ebeveynler, okul personeli ve 6grenciler ile isbirligi yaparak
kendi destek aglarini olusturmaya odaklandiklarini belirtmistir
(Mahony vd., 2015). Bu cercevede, dgretmenlerin dogru
eylemleri, Ogrencilerin sosyal ve akademik gelisimini
destekleyen kosullarin olusturulmasina hizmet etmekte ve bu
kosullarin sonucunda c¢ocuklarin davraniglari, uyumu ve
ogrenmeleri iizerinde olumlu etkiler yaratmaktadir. Bu
baglamda, Ogretmenlerin aktif bir rol {istlenerek igbirligi

yapmalart ve destek stratejilerini  etkili bir sekilde
uygulamalari, ¢ocuklarin genel refahini artirmakta ve
ogrenmelerini olumlu yonde etkileyebilmektedir (Al-

Ghabban, 2018; Black vd., 2017; Mahony vd., 2015; Tas,
2018).
Cocuklarin problemleri erken dénemde ele alinmadigi
taktirde, duygusal giivensizligin tetikledigi stres faktorlerinin,
ergenlik ve yetigkinlikte bir dizi zarar verici psikolojik soruna
yol agtig1 goriilmektedir (Amato, 2014; Auersperg vd., 2019;
Van der Wal vd., 2019). Bu baglamda, sinif 6gretmenlerinin,
okulda 6grencileriyle uzun siire vakit gegiren ve genel egitim
stirecini yoneten, 6grencilerin sosyal beceriler kazanmalarinda
onemli rol oynayan, bireysel farkliliklari Onemseyen ve
ogrencilerin duygusal refahini destekleyerek rehberlik yapma
konusunda kilit rol oynayan kisiler oldugu kabul edilmektedir
(Angelo, 2018; Laletas ve Khasin, 2021; Lukefahr,
2019; Mahony 2015). Bu nedenle, ebeveynlerinin
bosanmasinin  dgrenciler  iizerindeki  etkilerini  siif
Ogretmenlerinin goriisleri araciligiyla belirlemek &nemlidir.
Mevcut alanyazin incelendiginde, bosanmis ebeveyn
¢ocuklariyla yapilan aragtirmalarin ¢ogunun, bosanmamis
ebeveyn c¢ocuklariyla karsilastirildigi ¢alismalar oldugu
(Akkaya, 2022; Alkan, 2014; Altuntas, 2012; Giilmez ve
Karadag, 2020; Giiney ve Yalgin, 2020; Yilmaz, 2011) ve
caligmalarin ¢ogunlukla nicel arastirma deseninde (Aydin ve
Baran; 2012; Pirtik, 2013; Semra, 2023; Tas, 2018; Tolan,
2023) vyapildigt ve smif Ogretmenlerinin - goriislerini
belirlemeye yonelik smirli sayida calisma oldugu ve elde
edilecek  bulgularin  literatire  katki saglayacagi
disiiniilmektedir. Ciinkii Tirkiye'de bosanma siireci ve
sonrasinda O&grencilere nasil destek saglanacagi konusunun
iniversite programlarinda yer almamasi (Karahan, 2022),
ilkokul 6gretmenlerinin bosanma siirecinin ¢ocugun mikro
sistemini nasil etkileyebilecegini anlama konusunda
eksiklikler olabilecegini isaret etmektedir. Bu baglamda, bu
¢alismanin ilkokul dgretmenlerinin bu konudaki i¢ goriilerini
artirmak, onlart desteklemek igin stratejiler geligtirmeye
yonelik katk: saglayabilecegi diisliniilmektedir. Bu arastirma,
ebebveynlerinin bosanmasinin 6grenciler tizerindeki etkilerini
smif Ogretmenlerinin  goriisleri araciligryla belirlemek
amactyla yapilmistir. Bu amag¢ dogrultusunda asagidaki
arastirma sorularina yanit aranmaktadir;
1. Ebeveynleri bosanmis 6grencilerin smif i¢inde olan
davraniglarindaki farkliliklar nelerdir?
2. Ebeveynlerinin boganmasinin 6grencilerin akademik
performanslarma etkileri nelerdir?
3. Ebeveynlerinin bosanmasmin &grencilerin sosyal
iligkilerine etkileri nelerdir?
4. Ebeveynleri bosanmis 6grencilere yonelik okulda
uygulanan destek programlari uygun mudur?
5. Ebeveynleri bosanmis 6grenciler i¢in hangi destek
ve kaynaklar faydali olabilir?

Yontem

Bu ¢alisma, nitel arastirma yontemlerinden biri olan olgu bilim
deseni ile gergeklestirilmistir. Nitel arastirma, bireylerin
deneyimlerini nasil anlamlandirdiklar1 ve yorumladiklar
iizerine odaklanarak derinlemesine bir anlayis saglamaktadir
(Holloway, 1997). Bu arastirma yaklasimi, sosyal, kiiltiirel ve
fiziksel iligkileri belirli siirecler baglaminda inceleyerek,
katilimcilarin bakis agilarini anlamamiza rehberlik etmektedir.
Maxwell (2012) ve Miles ile Huberman (1994) tarafindan
belirtildigi gibi, nitel aragtirma, kisisel deneyimleri kesfetmek
ve bu deneyimlerin nasil sekillendigini anlamak icin
katilimcilarla yapilan derinlemesine goriismeleri, gozlemleri
ve diger nitel veri toplama yontemlerini igermektedir. Nitel
aragtirma, katilimcilarin diinya goriislerini ve yasantilarini
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derinlemesine kavrayarak, zengin ve ayrmtili bir perspektif
sunmaktadir.

Calismada derinlemesine bilgi elde etmek amaciyla, ¢alisma
verileri toplamak ve analizi i¢in olgu bilim deseni (fenomeloji)
tercih edilmistir (Holloway, 1997; Patton, 2015). Olgu bilim
deseni, arastirmacinin giinliik hayatta var olan ancak genellikle
detayli bilgi sahibi olunmayan olgular1 inceleyerek insan
deneyimlerini agiga c¢ikarmayl amaglayan bir sorgulama
stratejisidir (Creswell, 2013; Merriam, 2018; Yildirim ve
Simgek, 2008). Bu desen, katilimcilarin bir olgu ile ilgili
deneyim, algt ve bu deneyimlere yiikledikleri anlamlari
kesfetmeyi hedefler. Veriler, olgu ile ilgili deneyimi olan
bireylerden toplanmakta ve bitincil bir sekilde
betimlenmektedir (Creswell, 2013). Yapilan bu calisma,
ailelerinin bosanmasinin dgrenciler tizerindeki etkilerini sinif
Ogretmenlerinin goriisleri araciligiyla belirlemek amaciyla
yapilmistir.

Calisma Grubu

Aragtirmanm  katilimer grubunu, Tirkiye'nin belirli bir
sehrindeki cesitli devlet okullarinda gorev yapan yirmi sekiz
sinif 0gretmeni olusturmaktadir. Katilimcilar arasinda 19
kadin ve 9 erkek bulunmaktadir (Tablo 1). Bu arastirmada,
katilimcilar amagli 6rnekleme yontemiyle secilmistir. Amacl

Tablo 1. Sinif 6gretmenlerinin demografik bilgileri

ornekleme, nitel arastirmalarda yaygin olarak kullanilan bir
tekniktir. Bu teknik, smirli kaynaklarin en etkili sekilde
kullanilmasi igin bilgi bakimindan zengin vakalarm belirlenip
secilmesini saglamaktadir (Gentles vd., 2015). Bu yontem,
ilgili konuda bilgi ve deneyime sahip bireylerin veya gruplarin
tanimlanmasi ve se¢ilmesini igermektedir. (Gentles vd., 2015).
Bu baglamda uygun calisma grubu olarak sinif 6gretmenleri
belirlenmistir.  Siif dgretmenleri, Ogrencilerle giinliik
yasantiy1 dogrudan deneyimleyen ve diger profesyonellerden
daha fazla temas kuran kisilerdir. Caligmaya katilan sinif
ogretmenleri, katilimcilarin diger potansiyel katilimcilara
yonlendirdigi bir kartopu Ornekleme siireci kullanilarak
secilmistir. (Warren 2002; Weiss 1994). Kartopu 6rnekleme
yonteminde, aragtirmanin konusuyla ilgili referans bir kisi
secilir ve bu kisi araciligiyla diger kisilere ulasilir (Biernacki
ve Waldorf, 1981). Katilimcilar, arastirmacilart diger
potansiyel katilimcilara ynnlendirdigi i¢in Orneklemin de
zaman icerisinde biyiidiigii goriilmektedir. Bu nedenle, bu
yaklasim genellikle 'kartopu etkisi' olarak adlandirilmaktadir
(Noy, 2008). Bu calismaya oOgretmenler goniillii olarak
katilmistir. Ogretmenlerden goniillii olur formu almmugtir.
Aragtirmanin yiiriitildiigi sinif 6gretmenlerine ait demografik
bilgiler Tablo 1°de yer almaktadir.

Gorev yaptigi bolge Smifi Ogretim
3] Kadm (K) Ogretmen Egitim Derecesi Sehir merkezi (o) L.simf (1) deneyimi
E Erkek (E) Yas1 Lisans (0) fice (0) 2.smif (2) 1-5S yil (o)
= Lisansiistii (m) 3.smmf (3) 6-10 yil(n)
.- 11 yil ve
iistii (@)
01 E 30 o o 1 o
02 K 40 ] ° 1 O]
03 K 42 " . 2 @
04 K 36 o o 3 O]
05 E 32 O o 3 o
06 K 26 [ o 1 °
o7 K 26 O o 1 o
08 K 26 | o} 2 °
09 K 46 O ° 1 O]
010 K 39 O o} 2 O]
011 K 42 o . 2 @
012 E 29 n o 2 .
013 K 32 " . 3 o
014 E 35 o o 1 o
015 K 38 ] ° 2 O]
016 K 39 ] ° 2 O]
017 K 28 O ° 1 o
018 K 35 O ° 3 °
019 K 31 [ o 3 o
020 E 35 | ° 1 O]
021 K 34 O o} 3 O]
022 K 45 a ° 3 O]
023 K 36 o . 3 @
024 E 32 m o 1 o
025 E 35 a) . 3 o
026 E 49 o ° 3 O]
027 K 35 ] ° 1 o
028 E 30 0 o 2 o
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Tablo 1'de belirtildigi iizere, arastirmaya katilan toplam 28
siif 6gretmeninden 19'u kadin, 9'u erkek olarak belirlenmistir.
Katilime1r  6gretmenlerin  yag araligt 26 ile 49 arasinda
degismekte olup, 20’si lisans, 8’i lisansiisti egitim
derecesinden mezundur. Aragtirmanin yuiriitiildiigii siirecte, 15
O0gretmen schir merkezinde, 13 &6gretmen ise ilgelerdeki
okullarda gorev yapmaktadir. Gorev aldiklart sinif diizeylerine
gore, 10 6gretmen 1. smif, 8 6gretmen 2. sinif ve 10 6gretmen
3. Sinifi okutmaktadir. Mesleki deneyimlerine gore ise, 4
ogretmen 1-5 yil, 11 6gretmen 6-10 yil ve 13 dgretmen ise 11
yil ve iizerinde mesleki deneyime sahiptir.

Veri Toplama Araci

Aragtirmaci,  ebeveynlerinin = bosanmasmin  dgrenciler
iizerindeki etkilerini belirlemek amaciyla smif
Ogretmenlerinin  gorliglerini  igeren yar1 yapilandirilmisg

goriisme formu hazirlamistir. Form hazirlanirken, oncelikle
taslak sorular arastirmaci tarafindan hazirlanmistir. Daha
sonra form egitim bilimleri alaninda iki egitimci ve bir
rehberlik ve psikolojik danismani tarafindan incelenmis,
egitimcilerin geri bildirimlerine goére forma son sekli
verilmistir. Gorligme formunda yer alan arastirma sorulari
asagida yer almaktadir:

1. Ebeveynleri bosanmis Ogrencilerin sinif ig¢indeki

davranislarinda hangi farkliliklar1 gézlemlediniz?
2. Ogrencilerin akademik performanslar1 {izerinde

bosanmanin  etkisi  olup  olmadigina  dair
gozlemleriniz neler?
3. Bosanmig ebeveynlerin, 6grencilerin  sosyal

iligkilerine etkisi konusunda gézlemleriniz nelerdir?
4. Ebeveynleri bosanmig Ogrencilere yonelik okulda
uygulanan  destek  programlarinin  uygunlugu
hakkinda ne diisliniiyorsunuz?
5. Sinifimizdaki ebeveynleri bosanmig 6grenciler i¢in
hangi destek ve kaynaklarin daha faydali
olabilecegini diigiiniiyorsunuz?

Veri Toplama

Veriler, arastirmaci tarafindan hazirlanan yari yapilandiriimig
goriisme  formlart  kullanilarak toplanmistir. Orjinal ve
beklenmedik sorunlarin ortaya ¢ikmasi i¢in alan ve esneklik
sagladiklar1 i¢in bu formlar goriismelerde tercih edilmistir.
Ortalama 30-35 dakika siiren gorlismeler arastirmaci
tarafindan  gergeklestirilmis ve ses kayit cihazlarina
kaydedilmistir. Goriigme baslamadan 6nce, aragtirmaci alinan
bilgilerin gizli kalacagi ve arastirma disinda kullanilmayacagi
ile ilgili etik hususlar hakkinda bilgi vermis ve daha sonra
goriigsmeler  baglatilmistir.  Katilimeilardan,  goriigmenin
basinda oncelikle tablo 1’de yer alan demografik bilgiler ile
ilgili sorular1 yanitlamalar1 istenmistir. Goriisme sirasinda
tartismay1 tesvik etmek ve Ogretmenlerin yorumlarini
netlestirip genisletmek amaciyla “Bir 6rnek verebilir misiniz?"
ve "Liitfen ne demek istediginizi agiklaym" gibi arastirma
sorular1  kullanilmistir.  Goriisme tamamladiktan sonra
goriisme  verileri kelimesi kelimesine basili  kopyaya
doniistiirilmistiir. Katilmeilarin her birine gercek isimleri
yerine veri analizlerinde kullanilan “O1” seklinde kodlar
verilmigtir.

Gecerlik ve Giivenirlik

Bu arastirma siirecinde, yiliksek gecerlik ve giivenilirlik
diizeyleri saglanabilmesi i¢in ¢esitli Onlemler almmuistir.
Goriismeler ortalama 30-35 dakika siirmiis ve 6gretmenlerin
cevaplaria bulgular boliimiinde alintilar seklinde yer almistir.

Veri analizi asamasinda, bir aragtirmact ve iki uzman
tarafindan yapilan icerik analizi verileri ayr1 ayr1 kategori ve
alt kategoriler olusturulmus ve aragtirmacilar arasi giivenirlik
oranlari, Miles ve Huberman (1994) tarafindan Onerilen
formiille hesaplanarak Cohen Kappa, %85 giivenirlik orani
elde edilmistir (Miles ve Huberman, 1994). Bu metodoloji,
aragtirmanin saglam temellere dayandigini ve elde edilen
sonuglarin giivenilir oldugunu gostermektedir.

Arastirmact, i¢ gegerligi glivence altina almak adina uzman
goriislerine  bagvurarak hazirlanan  goriisme  formunu
degerlendirmistir. Arastirma amacina ulagsmak igin gelistirilen
veri toplama araci, egitim bilimleri alanindan 2, psikolojik ve
rehberlik alanindan 1 uzman olmak iizere {i¢ kisiye sunulmus
ve kullanilacak sorularla ilgili donit almmistir. Bu
uzmanlardan alinan geri bildirimler dogrultusunda imla ve
anlam iizerinde diizenlemeler yapilarak goriisme formu son
haline getirilmistir. Psikolojik problemleri i¢ceren konularin alt
kategorilerinin  olusturulmasi1 agamasinda, rehberlik ve
psikolojik damigmanlik alaninda uzman goriisii tekrardan
almmustir.

Aragtirmanin i¢ giivenirligini artirmak i¢in veriler

Ogretmenlerle yliz yiize toplanmis olup, katilimcilara
goriismenin amaci hakkinda bilgi verilmis, gizlilik beyan1 ve
goniillii katilim esasina dayali hatirlatmalar yapilarak goniilli
katilmlar1  teyit edilmigtir. Tim &gretmenler yazili
bilgilendirilmis onam formunu imzalamistir. Ses kayit
cihazlariyla yapilan veri toplama siireci, veri kaybini énlemek
adina gerceklestirilmis ve goriisme sonrasinda kayitlar tekrar
dinletilerek onay alinmustir.
Calismanin i¢ gegerliligini sinirlayabilecek veri gesitlemesi
yapilamamistir. Ancak, dis gegerlilik i¢in arastirmanin
yontemi, katilimcilar, veri toplama araci, verilerin toplanmasi
siireci ve analizi detayl bir sekilde agiklanmis, bulgular farkli
caligmalarla kargilagtirilarak dis gegerlilik desteklenmistir.

Veri Analizi

Bu arastirmada, bosanma siirecinin &grenciler {izerindeki
etkilerine iligkin sinif 6gretmenlerinin goriisleri igerik analizi
yoluyla  betimlenmistir. ~ Arasttrmanin  temel  amaci,
Ogretmenlerin  bosanma  siirecinin  &grencilere  etkileri
hakkindaki disiincelerini anlamak ve arastirma sorularina
dayali olarak kodlanan verileri igerik analizi ydntemiyle
degerlendirmektir (Merriam ve Tisdell, 2015).

Icerik analizi, bir veya birden ¢cok metnin i¢inde bulunan
kavramlari, sozciikleri, deyimleri, temalari, karakterleri veya
ciimleleri belirlemek ve bu 6gelerin varligin1 rakamsal olarak
ifade etmek amaciyla kullanilmaktadir. Bu analitik yontem,
metinleri sistematik bir gsekilde inceleyerek icerdikleri bilgileri
tanimlamay1 ve anlamay1 hedeflemektedir (Kiziltepe, 2017).
Igerik analizi, derinlemesine ve kapsamli bir sekilde olgular1
agiklamak i¢in kullanilan bir metodolojidir. Bu yontem,
verilerin titizlikle incelenmesini ve ¢esitli revizyonlarla
sonuglanarak gegerli ve anlamli sonuglar elde edilmesini
amagclar. Arastirmacilara yeni bilgiler ve farkindaliklar
saglayarak bireylerin deneyimlerini ve tutumlarini anlamak
i¢cin bir zemin sunar. Verilerin detayli analizi, arastirmanin
kalitesini artirir ve sonuglarin daha kapsamli ve anlaml
olmasina katkida bulunur. Icerik analizi, bilgi iiretme,
degerlendirme ve  Dbireylerin  deneyimlerini  anlama
stireclerinde etkili bir aragtirma yontemidir (Elo ve Kyngis,
2008).

Veri analizi siirecinde Ogretmenler ile yiiz yiize
gergeklestirilen goriismelerden elde edilen veriler, MAXQDA
programinda islenmistir. Ik veri kodlamasi, gériismenin
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tamamina dayali olarak agik kodlama teknigi kullanilarak
gergeklestirilmistir. Bu asamada, bagimsiz olarak belirlenen
ilk temalar, gériismelerde ortaya ¢ikan ana konu basliklaridir.
Sonraki asamada, bu temalara goére kategoriler ve alt
kategoriler belirlenmistir.

Bulgular

Bosanma siirecinin 6grenciler iizerindeki etkilerine iliskin
simif Ogretmenlerinin goriislerini belirlemek i¢in yapilan
calismada, O0gretmenlerin gorislerinin analizleri
dogrultusunda bes ana tema, kategoriler ve alt kategoriler
belirlenmigtir. Bu tema ve igerikleri ile ilgili 6gretmen
goriislerine asagida yer verilmistir.

1.Tema: Ebveynleri Bosanms Ogrencilerin Simf I¢indeki
Davranislarinda Olusan Farkhliklar

Smif 6gretmenlerinin “Ebeveynleri bosanmis 6grencilerin
simif  icindeki  davraniglarinda  hangi  farkliliklar
gozlemlediniz?” sorusuna verdikleri cevaplar incelenmistir.
Yapilan analizlerde; akademik, duygusal ve davranigsal
problemlerle ilgili kategoriler belirlenmistir. Akademik
kategoride; bagarinin diismesi ve dikkat dagmnikligi alt
kategorileri  ortaya  ¢ikarken; duygusal  problemler
kategorisinde iletisim problemleri alt kategorisi; davranigsal
problemler de ise disiplin sorunlar1 alt kategorisinin
belirlendigi goriilmektedir. Bu kategori ve alt kategorilere
sekil 1’de yer verilmistir.

Ogretmenler, bosanmanin dgrencilerin 6grenimi iizerindeki
etkisi ve bosanmanin gelecekteki akademik sonuglari
lizerindeki potansiyel olumsuz etkileri hakkindaki endiselerini
dile getirmiglerdir. Cogu 0gretmen, dgrencilerin akademik
basarilarm1 olumsuz etkileyen bir faktdr olarak ebeveynlerin
ayrilmasimi gdzlemlemistir. Ornegin (021) “...6grencim anne
ile yasiyor. Evde ¢ok siddet varmis, ayrildiktan sonra da anne
cocuga siddet uygulamaya baslamis. Anladigim kadariyla
anne ilgilenmiyor ¢ocuklarla, 6grencim kardesine bile bakmak
zorunda kalyor. Devamli dikkati daginik, dalgin ve yorgun
goziikiiyor, derse katilmak hatta oyun bile oynamak
istemiyor...” seklinde 6grencinin yasadigi iletisim ve dikkatini
toplama ile ilgili problemleri ve bu problemin 6grencinin
akademik basariya etkisini dile getirmistir. Benzer sekilde
(025), “...sosyal hayatta ve derslerde aktif olan bir 6grencim
bosanma siirecinden sonra igine kapandi. Odevlerini
yapmiyor, derse katilmiyor, arkadagslariyla ve 6gretmenleri ile
iletisim  kurmuyor...” seklinde akademik ve duygusal
problemler yasayan dgrencisinden bahsetmistir. Ogretmenler,
ogrencilerinin yasadig zorluklara tanik olmanin kendileri i¢in

ne kadar zor oldugunu ve bunun sonucunda yasadiklari
disiplin sorunlarim1 anlattr. (O8) “...cocuk arkadaglarina ve
annesine karsi ¢ok saldirgan oldu. Internetten yanls icerikler
izleyip diger arkadaglarina da anlatiyor. Sumifini degistirip
arkadasg ortanmindan uzaklagtirsak da girdigi yeni ortamda da
ayni problemleri arkadaglart ile yasamaya devam etti. Anne
miidahale ettiginde Ofke nébetleri geciriyor...” ve (014)
"...68rencim, bosanma sonrasinda ofke patlamalart yagamaya
basladi. Mesela, smif icinde arkadaslaryla daha fazla
tartisma yagsamaya basladi ve hizli bir sekilde sinirlenip kotii
sozler soyliiyor..." Anlatimlariyla ogrencilerinde
gozlemledikleri davranis problemlerini Orneklendirmistir.
Ayrica 6gretmenler yasanilan akademik, duygusal ve davranis
problemlerinin sebeplerinin 6grenciden 6grenciye degistigini
paylasmustir. O11, “...davranis yoniinden problemi olmayan
akilli bir égrencimdi, sonra dgrencimin hirsizlik yapmaya
basladigini tespit ettim. Sebebini dgrenmek i¢in ¢ocukla
goriigiince halasimin yapmasin istedigini séyledi. Annesi ile
kalan égrenci babaswni ziyarete gittiginde hala ve babaanne
ile vakit gegiriyormug. 8 yasinda olan ¢ocuga hirsizlik yapip
para getirirse  kendisi babasimin  yamina daha ¢ok
gelebilecegini soylemis. Nasil bir vicdansizliktir ¢ocukla
gortismek icin ¢ocugu zorluyormus...” seklindeki yasadigi
olay ile Ogrencisinin yasadigi davranig probleminin
kaynaklarindan birini anlatmustir. (020) ise 6grencisiyle ilgili
yasadig1 durumdan “...6¢rencinin ailesinin maddi durumu iyi
olmasina ragmen hirsizltk yapmaya basladigini fark ettim. Hig
ihtiyact yok ama dikkat ¢cekmek i¢in hirsizlik yapiyor. Sorunun
sebebini anlamaya ¢alisinca ailesinin  yakin zamanda
bosandigint ogrendim. O zamana kadar haberim yoktu ve
stkintiyi ge¢ fark ettigim icin ¢ok iiziildiim...” seklinde
bahsederek, bosanma siireci yasayan dgrencilerin yasadiklari
davranig problemine dikkat c¢ekmigtir. Gorildigl gibi
ebeveynlerin bosanmasmin 6grencilerde dikkat dagimikligi,
basarilarinin diismesi, g¢evreleriyle iletisim problemleri ve
disiplin sorunlar1 yasamalari gibi yansimalar1 olmaktadir.

2. Tema: Ebeveynlerinin Bosanmasimin Ogrencilerin
Akademik Performanslar1 Uzerindeki Etkisi

Sinif dgretmenlerinin “Ogrencilerin akademik performanslar
lizerinde bosanmanin  etkisi olup olmadigima dair
gdzlemleriniz neler?” sorusu ile ilgili gorisleri incelendiginde,
akademik basarilarinin diigme nedeni ile ilgili kategori
belirlenmistir. Bu kategoride sorumluluklarinin artmast,
motivasyonlarinin diismesi ve diizenli calisma ortaminin
olmamasi alt kategorileri belirlenmistir (Sekil 2).

|Basarm n dﬁsmesil

—
18

kademik Problemlerl
2\—L
Dikkat dagmnikhgi

Ebveynleri Bosanmis Ogrencilerin Smuf Ig]ndek1

Duygusal Problemler|— 10—~ [iletisim problemleri

Davranislarmda Olusan Farklihklar

4\ﬁwam§sal Problemler |—1 5>|Disip]jn sorunlanl

Sekil 1: Ebeveynleri bosanmis 6grencilerin sinif i¢indeki davraniglarinda olusan farkliliklara iliskin tema, kategori ve alt
kategoriler
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Sekil 2: Ebeveynlerinin bogsanmasinin 6grencilerin akademik performanslari {izerindeki etkisine iligkin tema, kategori ve alt
kategoriler

Goriismelerde, ebeveynlerinin  bosanmasinin  6grencilerin
akademik basarilarina etkilerinin agirlikli olarak olumsuz
oldugu vurgulanmstir. Ogretmenler, 6grencilerin basarilarmin
diistiigiini ve bu durumun o6grencilerin okula ve ders
calismaya yonelik motivasyonlarmdaki diisiis,
sorumluluklarinin artmasi ve diizenli ¢alisma ortamlarinin
bulunmamasindan kaynakli olabilecegini ifade etmistir.

Gortgiilen o6gretmenler, bosanma siiresinde etkilenen
Ogrencilerin  yasadigi odaklanma problemlerinden ve
motivasyonlaridaki diisiisten bahsetmistir. Bir 6gretmen (O5)
“...bosanma kargasasindan dolayr sikintili 6grencim derslere
dikkatini vermekte problem yasiyor. Gayet basarili oldugu
matematik dersinde bile basladigi sorulari  ¢oziime
ulagtiramiyor...”. Bir diger 6gretmen (O10) “...derste genelde
ontinde bir geyler karaliyor, dersi artik dinlemiyor...” seklinde
ifade etmistir. Ayrica (012) “...cocuk dikkatini veremedigi
icin diger 6grencilerden daha yavas égreniyor...”, (08) "...bir
ogrencim, boganma stirecinin ardindan derslere olan
motivasyonunu kaybetti. Onceden ilgili ve basarili bir
ogrenciyken, simdi 6devlerini yapmakta zorlaniyor ve yapilan
taramalardaki performansi distii..." ifadesiyle, yasanan
siirecin 6grencinin akademik basarisina olumsuz etkisini dile
getirmistir. Ogretmenler, dgrencilerin evdeki problemlerin
okula ve smifa yansimasini, (012) “...iki tane bosanmis aile
de yasayan ogrencim var. Swmiftaki basarisi en diigiik olan
cocuklarim onlar. Cocuklarin akli evde kalyyor. Derse uzun
siire odaklanmakta zorluk ¢ekiyorlar...”, (014) “...cocuk
siddetli ve sikintili bosanma siirecinden gec¢ti. Bosanmadan
sonra ¢ocuk ddevlerini yapmuyor, derse katilmiyor, sorulara
cevap vermiyor. Derslere ilgisi ve okul bagarisi diistii...”
ornekleriyle agiklamistir. Tamamen hayatla bagini kestiginden
dolay1 ¢ok iiziildiigii bir dégrencisinin oldugunu anlatan (09)
“...¢cocuk birden hi¢ konusmamaya basladi. Ne oldugunu
anlatmadi,  ailesinin de boganma siirecinde oldugunu
ogrenince rehberlik  servisine yénlendirdim. Rehberlik
ogretmeni bir siire sonra iletisim kurmayr basardi. Annesi
siddet goriiyormus. Bir giin karsi ¢tkmaya ¢alistiginda babasi
ona da vurmus ve o giinden sonra konusmamaya karar vermis.
Cocuk okul ve arkadasglariyla iligkisini kesti ne derse katilryor
ne de arkadaslariyla oynuyor...” olay1 ile evde yasanan
olumsuzlarin 6grenci tizerindeki etkisini ayrintili seklide
oreklendirmistir. ~ Ogretmenler, bosanma  sonrasinda
ogrencilerin sorumluluklarmin arttigini, hem kendileri hem de
ev ile ilgili daha fazla is yapmak zorunda kaldiklarini hatta
kardeslerine bakmak zorunda kaldiklarindan derslerine daha
az vakit ayirdiklarina dikkat gekmistir. (025), bu durumu

«...Ogrencim bosanma sonrasi annesi ile yasamaya basladi ve
annesi ¢alismaya bagladig icin kardesiyle de ilgilenmesi
gerekiyor. Cogu zaman kardesine baktigindan odevlerini
yetistiremedigini  soyliiyor. Derslerden geri kaliyor bu
yiizden...” seklinde, (014) ise “Bu yil sinifimda ebeveynleri
¢ok uzun siirediv bosanmis bir ¢ocugum var. Bu ogrencim
kendi isini kendisi yapryormus ve yasi kiiciik oldugu icin ¢cogu
zaman verilen etkinlikleri yetistiremiyor, eksik geliyor...”
seklinde orneklendirmistir. Ogrencilerin daginik bir yasam
siirmesi, diizenli calisma ortamlarinin olmamasi bu ¢alismada
goriisiilen Ogretmenler icin  bir endise alant olarak
vurgulanmistir.  Ogretmenler, smiflarindaki  ebeveynleri
bosanmis oOgrencilerin anne-baba arasindaki gel gitlerle
miicadele ettiklerini anlatmistir. (O11), dgrencisi igin bu
kargasa ve daginikligin O6grenme yetenekleri iizerindeki
etkisini “...cocuk annesinde kaliyor, hafta sonlart babasina
gidivormus. Hafta i¢i de bazen babasinda kalmaya
gidiyormus. Okul esyalart annenin evinde oldugu igin
odevlerini eksik yapiyor, kitaplarint diger evde unuttugundan
okula getirmiyor, siirekli bir kaos var ¢ocugun hayatinda...”
seklinde agiklamistir. Benzer sekilde problemler yasayan
dgretmenlerden (09)  “...annesinde yasiyor, babasina
kalmaya gittiginde odevlerini kontrol etmedigi icin babaya
gittiginde odevlerini tamamlamiyor...”, (O8) “...ayri iki ev
arasinda gidip geldigi icin kullandigi defter kitaplart
unutabiliyor, buda diizenli ¢calismasini ve disiplinini olumsuz
etkiliyor ve basaris diisiiyor...”, (016) ise “...aile bir arada
degilse ve ¢ocugun diizeni yoksa akademik basarisi bundan
olumsuz etkileniyor. Sinifta en basarisiz ogrencilerim genelde
bosanmis  aile  ¢ocuklari...”  seklindeki  Orneklerle
agiklamalarda bulunmustur. Ebeveynlerinin  bosanmasi
sonucunda O6grencilerin  sorumluluklarinin arttigi, diizenli
calisma ortamina sahip olamadiklar1 ve yasadiklar1 siirecin
motivasyonlarini olumsuz etkiledigi goriilmektedir.

3.Tema: Ebeveynlerinin Ogrencilerin

Sosyal iliskilerine EtKisi

Bosanmasinin

Ogretmenlerin, “Bosanmis ebeveynlerin, dgrencilerin sosyal
iliskilerine etkisi konusunda gozlemleriniz nelerdir?”” sorusuna
verdikleri cevaplar1 analiz edilmistir. Bu analizler sonucunda
duygusal-sosyal etkileri kategorisinde i¢ine kapanma, arkadas
cevresinden diglanmis hissetme ve saldirgan davranislarin
artmasi; ekonomik etkileri kategorisinde arkadaslarindan
uzaklagma alt kategorisi olusmustur. Bu kategoriler ve alt
kategorileri sekil 3’te verilmistir.
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Sekil 3. Ebeveynlerinin boganmasinin 6grencilerin sosyal iliskilerine etkisine iliskin tema, kategori ve alt kategoriler

Ebeevynleri bosanmis 6grencilerde igine kapanma, arkadas
¢evresinden diglanmis hissetme ve saldirgan davraniglarinin
artigt  gézlemlenmistir. Ebeveynleri bosanan c¢ocuklarin
genelde okul, arkadag hatta aileleri ile iligkilerinin zarar
gordiigii belirlenmistir. Ogretmenler 6grencilerinin icine
kapandigt  ve iletisim  kurmaya isteksizlestiginden
bahsetmistir. Buna ornek olarak (05), *“...6grencimin,
bosanma siirecinden sonra sosyal iliskilerinde geri ¢ekilmeler
oldu. Mesela, sinif icinde daha az konuskan hale geldi ve grup
etkinliklerinden kaginmaya baglads...”, (020) “...tath tath
konusan, naif bir kiz 6grencim vardi. Bosanmadan sonra
¢ocuk iyice i¢ine kapandi...” Ogrencilerinin durumunu
anlatmistir. Ogretmenler, bosanma siirecinde 6grencilerin
kendini farkli ve eksik hissettigini ya da toplumun farkli
hissettirdigini gozlemlediklerini ifade etmistir. Ogrenciler
arkadaslarinin aileleriyle birlikte gordiiklerinden, baz1 seyleri
tek baslarina yapmak zorunda olduklarindan kendilerini eksik
hissettiklerini  ve bu durumun onlar1 yalnizlagtigini
diisiindiiklerini sdylemistir. Bu durum ile ilgili (019),
“...etkinlikler diizenliyoruz ve bosanmis anne babalardan ya
biri ya da ikisi birden gelmiyor. Diger ¢ocuklar: ve aileleri
gortince o 6grencimin tiziildiigiinii gormek ¢ok aci. Kendilerini
dislanmis  hissedip arkadaslaryla diger zamanlarda da
uzaklastiklarini ~ farkedivorum...”, (010) &grencisi igin
“Bosanma siirecinden sonra bir dgrencim diger ¢ocuklarla
oyun oynamayi bwrakti. Tenefiislerde bahgede ise benim
yamma gelip geziyor yoksa sinifta hep oturuyor. Oyunlara
katilmiyor...”  Ornekleriyle ifade etmistir. Ogretmenlerin
gozlemledikleri bagka bir durum ise toplumun bosanmis
ebeveynlere bakis agisindan dolay1 Ogrencilerin yasadigi
duygusal zorluklardir. (019), toplum baskisini vurgulayarak
Ogrencisinin bu durumda yasadigt “...bosanan ailelere
toplumun bakist da kotii. Cocuklarmmin  bu ailelerin
cocuklariyla oynamasini istemeyenler bile oluyor! Bir
ogrencim bu sekilde dislandigindan dolayr okul degistirmek

zorunda kaldi...” olayr kaygili bir sekilde anlatmistir.
Goriismelerde 6gretmenler, 6zellikle evde siddet var ise bu
ogrencilerde siddet ve kifiir davraniglarinin  arttigini
sdylemistir. (022), dgrencinin yasadig1 duygusal zorluklarm
sonucunda Ogrencide olusan davranis problemi ile ilgili
“...bosanma sebebi annenin siddet gérmesi oldugunu bildigim
bir erkek 6grencim var. Okulda da ogrencim arkadaslariyla
stirekli kavga ediyor. Biraz sisman ve gii¢lii de ondan da
faydalamp ¢ocuklar déviiyor. Kimse oyun oynamak istemiyor
onunla...” deneyimini paylasmistir. Ogretmenler, 6grencilerin
bosanma sonrasi ekonomik gelirlerinin azalmasindan dolay1
ya da dikkat ¢ekmek i¢in dgrencilerinin hirsizlik yaptiklarini,
bu sebeple arkadaslariyla iliskilerinin  bozuldugunu
gdzlemlemistir. Bazi durumlarda ise ekonomik olarak problem
yasayan Ogrencilerin kendilerini eksik goriip yine igine
kapanmistir. (028) “...arkadaslariyla oynamayr kesen bir
o6grencimin annesiyle goriistiim. Bosanma sonrasi babasinin
ekonomik olarak desteklemedigini ve sikinti ¢ektiklerini
anlatti.  Cocukta eksiklikleri yiiziinden arkadaglarindan
utandigi  icin  yanlarina  gitmek istemiyormus...” ile
Ogrencisinin yasadigr problemi dile getirmistir. Ebeveyni
bosanan 6grencilerin i¢ine kapanma, saldirgan davranislarda
bulunma ve arkadaslar1 tarafindan dislanma gibi duygusal
problemler yasadigi, ayrica ekonomik problemlerden dolay1
arkadaslarindan uzaklastig1 goriilmektedir.

4.Tema: Ebeveynleri Bosanms Ogrencilere Yonelik
Okulda Uygulanan Destek Programlari

“Ebeveynleri bosanmis ogrencilere yonelik okulda uygulanan
destek programlart hakkinda ne diisiiniiyorsunuz?” sorusuna
Ogretmenlerin verdikleri cevaplarin analizi dogrultusunda
danigmanlik kategorisinde yeterli ve yetersiz alt kategorileri
olusmustur (Sekil 4).

Yetersiz

Uygulanan Destek Programlari

Ebeveynleri Bosannus Ogrencilere Y énelik Okulda

—»|Damgmanlik

Yeterli

Sekil 4. Ebeveynleri bosanmis 6grencilere yonelik okulda uygulanan destek programlara iligkin tema, kategori ve alt kategoriler
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Ebeveynleri bosanmis 6grenciler i¢in faydali olabilecek destek ve kaynaklara iligkin tema, kategori ve alt kategoriler

Ogretmenlerin ¢ogunlugu, ebeveynleri bosanmis 6grencilere
yonelik okulda uygulanan destek programlarmin yetersiz
oldugunu disiinmektedir. Sinif &gretmenlerinin dgrencilere
kargt sorumlu olduklarini hissettikleri, ama nasil yardimci
olacaklarmi bilmedikleri belirlenmistir. Bir 6gretmen (09)
“...bu égrencime nasil davranmam gerektigini bilmiyorum.
Ogrencimin iiziildiigiinii. I¢ine kapandigini gormek ok iiziicii!
O halini gériince ne yapmam gerektigini ne tir sorular
sormamin uygun oldugu bilmiyorum. Bu konularda uzman
ogretmenlerimizin daha c¢ok rehberlik yapmasi gerektigini
diistiniiyorum...” seklinde goriisiinii belirtmistir. Ogrencilere
destek verilmesinin énemini (O15) “...bu dgrenciler kaygilar:
yiiksek ogrenciler. Uyumlarmi artirmak igin en azindan
okulda kendilerini giivende, emniyette ve mutlu hissetmelerini
saglayacak daha ¢ok wuygulama yapilmali...” seklinde
aciklamigtir. Ayrica yasanan stresle basa ¢ikmak i¢in uzman
kisilerin destegine dikkat ceken ogretmenlerden (06),
"...okulumuzun rehberlik servisindeki oOgrencilere yapilan
danismanlik, bosanma siirecindeki 6grenciler iizerinde olumlu
etkiler birakti. Ozellikle duygusal denge ve problem ¢ézme
becerilerinde goézle goriiliir bir gelisme gozlemledim. Bu
ogrencilerle damsmanligin diizenli olmasi gerekmekte..."”
yapilan etkinliklerin olumlu sonucundan bahsetti. Bazi
Ogretmenler ise programda yasanan problemlerle ilgili
igeriklerin programda yer aldigimi fakat uygulama noktasinda
eksikliklerin oldugunu dile getirdi. (O7)“ ...programda
sosyal, mesleki ve akademik stresle basa ¢ikmak i¢in rehberlik
icerigi var ama onu yapacak ders yok, derslerimizden
olabildigince  rehberlik  dgretmenlerinin  etkinliklerine
aywrmaya ¢alisiyoruz ama yeterli olmuyor...” (Stresle Bas
Etme Becerileri, MEB, 2021), verdigi destege ragmen
uygulama siliresinin olmamasindan kaynakli problemi dile
getirirken, bir bagka okuldaki (O18), okulun bu &grencilere
kayitsiz  kalabildiklerini "...rehberlik  dgretmenleri
ogrencilerle yeterince ilgilenmiyor ya da ilgilenecek zaman
bulamuyor...” seklinde dile getirdi. Goriisiilen 6gretmenler
sadece Ogrencilere ydnelik etkinliklerin yeterli olmadigni,
ebeveynlerinde bu konuda bilinglendirilmesi gerektigi
goriisinde olduklar1  goriildii. Ogretmenlerin  aile ile
isbirliginde olma c¢abasi ile ebeveynleri yoOnlendirme
girisimleri oldugu (O11)’in “Bu durumda olan ebeveynleri
rehberlik oOgretmenlerine yonlendiriyoruz. Ama yetersiz
kalwor...” goriiglerinden de anlasilmaktadir. Goriildigii gibi

Ogretmenler, uzmanlar ile 6grencilere yapilan destegin olumlu
sonu¢ verdigini fakat biiyiilk oranda Ogrencilere verilen
destegin yetersiz oldugunu belirtmistir.

5.Tema: Ebeveynleri Bosanmis Ogrenciler i¢cin Faydal
Olabilecek Destek ve Kaynaklar

Ogretmenlere sorulan “Sinifinizdaki ebeveynleri bosanmis
Ogrenciler i¢in hangi destek ve kaynaklarin daha faydali
olabilecegini diisiiniiyorsunuz?” sorusuna verilen cevaplar
sonucunda iki kategori olusmustur. Duygusal-sosyal destek ve
akademik destek kategorileri ve alt kategorileri sekil 5°te yer
almaktadir.

Ogretmenler, ebeveynleri bosanmis 6grencilere yonelik
psikolojik danisma ve rehberlik hizmetlerinin uygulamalarinin
tek bagina yetersiz oldugundan, okul ve 6gretmenlerin igbirligi
icinde yaptiklar1 etkinliklerin daha faydali oldugundan
bahsetmistir. Ogretmenler (05, O18) yapilacak etkinliklerde
okulun destegini  “...sosyal etkinlikler  ogrencilerin
davranislarini diizeltilmesi ve arkadaglar ile
kaynasmalarinda ¢ok etkili. Okuldaki spor etkinlikleri ve
sosyal  aktiviteleri  yapmaya  okul idaresi  tesvik
etmeli...”"...okulun bosanmis aile ¢ocuklar: gibi problemler
yasayan c¢ocuklarda dahil tim ¢ocuklarin sosyal yodnden
gelismesi  igin  etkinlikler  diizenlemeli...” seklinde
vurgulamistir. Ayrica 6gretmenler Okul psikolojik danisma ve
rehberlik biriminin yapacagi etkinliklerin faydali olacagina
dikkat c¢ekmistir. Bu etkinlikler yapilirken problem
yasanmadan Onlem alinmasi gerektigine iliskin fikirlerini
(06), “...gozlemledigim kadaryla, bu ¢ocuklar icin ozel
damismanlik seanslart faydali olabilir. Ozellikle duygusal
destek ve aile i¢i iletisim konusunda yardimcit olabilecek
destek programlart énemli..." ve (019) “Ailesinin bosanma
stireci  yasadigini ogrendigim oOgrenciyi hemen rehberlik
servisine gonderdim. Cocukta sikinti olugmadan onlem
almali..” seklinde ifade etmistir. Ogretmenler, davranis
problemi yasayan 6grencilere bu durum uzmanlik gerektirdigi
icin  smif  Ogretmenlerinden ¢ok okul  psikolojik
danismanlarmin  yardimer olmalarinin  uygun olacagini
diisinmektedir. (O8) “Bu égrencilerin rehberlik servisinden
yardim almast gerek. Ben konustugumda bana anlatmiyor
stkintilarini...” ve (O11)  “Rehberlik ogretmenlerimizin
davramg problemi yasanan konular hakkinda daha ¢ok
etkinlik yapmalari igin daha fazla ders ayrilmali... ” seklindeki
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goriisleri, okul psikolojik danigmani yapacaklari destegin
faydasina olan inanglarmi gostermektedir. Ote yandan
Ogretmenler, ebeveynleri bosanmis Ogrencilerin yasadigi
problemlerin  akademik  basarilarint  etkiledigi = ve
ogretmenlerin ve akranlarinin akademik yonden de destek
vermesi gerektigi diisiincesine de sahiptir. Bu problemi agmak
icin yaptiklar1 uygulamalara (O15) “...6grencilere, yavas
ogrenen arkadagina yardimci olmalarini, teneffiislerde
beraber okuma yapmalarint soyliiyorum. Birbirlerinden daha
hizli 6grenebiliyorlar...”, (023) “...arkadaslar ile iletisimi
artsin ve kendini ifade edebilsin diye grup etkinliklerine
yonlendiriyorum.  Bu  etkinliklerin  faydali  oldugunu
diistiniiyorum...” ve (O17) “...drama etkinlikleri yapryorum.
Diger ogrencilerin onu anlamasint sagliyor. Ayrica icinde bir
stirti sitkintt barindiran kiicticiik ¢ocuk icindekileri bizimle
paylasabiliyor...” orneklerini vererek faydali uygulamalar
oldugunu ifade etmislerdir. Ayrica dgretmenler 6grencilerin
6zel  durumlarmi  fark  ettiklerinde daha imtiyazh
yaklastiklarin1 belirtmek igin (019) “...cocugun anne ve
babanin evi arasinda mekik dokudugunu biliyorum. O yiizden
odevini tamamlamadiginda bitirmesi igin zaman taniyorum.
Ya da okuma kitabini unutuyor, baska kitaba devam etmesine
izin veriyorum. Biraz daha esnek davraniyorum ona karsi...”
seklinde deneyimlerini paylagmistir. Okuldaki ebeveynleri
bosanan Ogrencilere psikolojik danisma ve rehberlik
Ogretmenlerinin diger oOgretmenler ve aile ile isbirligi
icerisinde destek olmasi gerektigi belirlenmistir. Ayrica bu
donemde akademik basarisi da olumsuz etkilenen 6grencilere
sinif 6gretmenleri ve arkadaslarinin anlayis ve yardiminin
faydali olacagi goriillmektedir.

Tartisma

Bu arastirma, ebeveynlerinin bosanmasinin  dgrenciler
iizerindeki  etkilerini  siif  Ogretmenlerinin  goriisleri
araciligiyla belirlemek amaciyla gergeklestirilmistir. Caligma
kapsaminda bosanmanin 6grencilerin {izerindeki etkileri bes
tema, bu temalara ait kategoriler ve alt kategoriler seklinde
belirlenmistir. Belirlenen tema, kategori ve alt kategoriler ile
ilgili sonuclar asagida yer almaktadir.

Arastirma sonuglarma goére, bosanmis ebeveynlere sahip
ogrencilerin smif igindeki davranislarinda olusan farkliliklar
temasindaki akademik problemler kategorisi basarmin
diismesi ve dikkat dagmikligi alt kategorilerilerinden
olugmaktadir. Duygusal problemler kategorisinde, iletigim
problemleri alt kategorisi tespit edilmistir. Ayrica disiplin
sorunlar1 alt kategorisi, davranigsal problemler kategorisinde
belirlenmigtir. Aragtirma sonuglarmi  destekler sekilde,
alanyazinda da ebeveynleri bosanmis 6grencilere akademik
basarmmin diismesi, dikkat daginikligmin ve disiplin
problemlerinin artmasi ve g¢evresi ile iletisim kurmada daha
isteksiz olmalar1 gibi ¢esitli davraniglar belirlenmistir (Amato,
2000; Amato ve Cheadle, 2005; Aral ve Giirsoy, 2000; Aysan
ve Uzbas, 2004; Bacanli 2002; Baysal, 2003; Biiyiiksahin,
2009; Dohaney, 2018; Genis vd., 2019; Hoelter, 2009; Huurre
vd., 2006; Kabaoglu, 2011; Kelly, 2007; Kelly ve Emery,
2003; Korkmaz, 2022; Mahrer vd., 2018; Nock, 2000; Wolf,
2004). Bu davranislar, 6grencilerin genel gelisimlerini ve
6grenme siireglerini olumsuz yonde etkilemektedir.

Cocuklar, birlikte olduklar: aile tiyeleri ile saglikl iletisim
ve iliski icerisinde olduklarinda kendilerini iyi hissedip,
davranislarina ve psikolojilerine bu saglikli iletisimin etkileri
olumlu yénde yansimaktadir (Ciftgi Aridag ve Unsal
Seydoogullari, 2019). Bununla beraber yapilan calismalarda,
ebeveynler ve ¢ocuklari arasinda olumlu iligkilerin kurulmasi

ve ebevenylerin ¢ocuklarin 6grenmelerine dahil olmasi ile
cocuklarin akademik basar1 diizeyleri arasinda anlamli bir
iligki oldugu belirlenmistir (Joyce, 2016; Korkmaz, 2022;
Treloar, 2018; Veas vd., 2019). Ancak, bosanma siirecinde
catismaya maruz kalan ¢ocuklarda, akademik, duygusal ve
davranigsal problemler ortaya ¢ikmaktadir (Liiletas ve Khasin,
2021; Mahrer vd., 2018; Sorek, 2019; Turgut, 2015). Bu
sebeple ¢ocugun ailesiyle yasadig1 ya da ailesinde yasanan
sorunlarin, c¢ocugu bircok acidan olumsuz etkiledigi
soylenebilir. Ozellikle aile ici c¢atigmalarm yasandig
durumlarda, ¢ocuklarin akademik, duygusal ve davranigsal
problemlerinin daha belirgin hale geldigi goriilmiistiir. Ote
yandan saglikli aile iliskileri ve ¢ocuklarin aileleriyle olumlu
etkilesimleri, akademik basarilari1  olumlu  ydnde
etkilemektedir (Ciftci Aridag ve Unsal Seydoogullari, 2019).
Bu bulgular, bosanma siirecinde ¢ocuklara saglikli destek ve
iletisim sunmanin énemini vurgulamaktadir

Aragtirma sonuglari, ebevynleri bosanmis Ogrencilerde
dikkat problemlerinin yasandigi, 6grencilerin derslere karsi
motivasyonlarinin  diistiigi ve sonucunda akademik
basarilarinin olumsuz etkilendigini gostermektedir (Amato,
2000; Bernardi ve Boertien, 2017; Bilici, 2018; Liiletas ve
Khasin, 2021; Mahrer vd., 2018; Ozcelik, 2020; Shek ve Wu,
2016). Bu problemlerin yani sira, 6grencilerin sosyal gelisimi
ve duygusal refah1 da olumsuz yonde etkilenmektedir (Afifi
vd., 2009; Bloch vd., 2007; Cummings ve Schatz, 2012; Ciftci
Aridag ve Unsal Seydoogullari, 2019; Huurre vd., 2006;
Kabaoglu, 2011; Korkmaz, 2022; Lucas vd., 2013; Masarik ve
Conger, 2017; Sorek, 2019; Stallman ve Ohan, 2016; Tebeka
vd., 2016). Ayrica bu 6grencilerin duygusal olarak etkilendigi
ve cevreleriyle iletisimlerini azalttigi dikkat ¢ekmektedir
(Aysan ve Uzbas, 2004; Bacanli 2002; Laletas ve Khasin,
2021; Sancakli, 2014; Turgut, 2015). Bosanmanin
ogrencilerde sebep oldugu bu olumsuzluklara ek olarak
ogrencilerin davranig problemlerinde artis yasandigi (Amato,
2000; Bilici, 2018; Korkmaz, 2022; Laletag ve Khasin, 2021),
hirsizlik  gibi  riskli  davramiglarin @ ortaya  ¢iktig
gozlemlenmistir. Goriildiigii gibi ailelerinin parcalandigi bu
stirecin ¢ocuklarin hayatini birgok yonden olumsuz etkiledigi
sOylenebilir. Bogsanmanin ¢ocuklar iizerindeki etkilerini
anlamak ve bu etkilerle basa ¢ikmak icin kapsamli bir
yaklasim gerekmektedir. Ebeveynler, egitimciler ve toplum
genelindeki paydaslar arasinda igbirligi ve iletisim, bu siiregte
cocuklarin saglikli bir sekilde gelisimini desteklemenin 6nemli
bir par¢asini olugturmaktadir.

Bosanmig ebeveynlerin ogrencilerin akademik
performanslari iizerinde etkisi temasinda akademik basarinin
diisme nedeni kategorisi olusmustur. Bu kategoriye ait alt
kategoriler ise sorumluluk artmasi, diizenli ¢alisma ortaminin
olmamasi ve motivasyonun diismesi seklinde olusturulmustur.
Arastirma bulgularina dayanarak ebeveynleri bosanmis
ogrencilerin akademik performanslarinda disiis yasandigi
belirlenmistir (Alkan, 2014; Altuntag, 2012; Bilici, 2018;
Hashemi ve Homayuni, 2017; Korkmaz, 2022; Liiletag ve
Khasin, 2021; Seijo vd.,2016; Sun ve Li2011). Ailenin
parcalanmasi ile Ogrencilerin akademik bagar1 arasinda
anlamli yonde negatif bir iliski vardir (Alkan, 2014). Bu
durumun altinda yatan nedenlerden biri, 6grencilerin bosanma
sonucu aile igindeki sorumluluklarinin artmasidir (Giiven ve
Koéroglu, 2023). Ozellikle bosanma durumunda, ebeveynlerin,
cocugun ihtiyaglarina yeterince yetisememesi durumu,
cocugun sorumluluklarini arttirabilir. Bazi durumlarda,
cocugun kendi ihtiyaglarinin yani sira diger aile iiyelerine
destek olmasi da gerekebilir (Korkmaz, 2022). Bu durum,
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cocugun erken yasta fazla sorumluluk almasma ve bu
sorumluluklar1 yerine getirmeye calismasina neden olabilir.
Sonug olarak bu siireg, cocugun okula kafasi karigmis, izgiin,
kizgin ve odaklanamamis bir sekilde gelmesine bagl olarak
derslere yonelik motivasyonunun diismesine ve derslere
odaklanma gii¢liigli yasamasina yol acabilmektedir (Bilici,
2018; Korkmaz, 2022). Ayrica, bogsanma sonucunda ¢ocugun
yasadig1 yer degisiklikleri ve ebeveynleri arasinda mekik
dokumasi, ¢ocugun caligma diizenini bozabilmektedir. Bu
durum, c¢ocugun diizenli bir calisma ortamina sahip
olamamasina ve motivasyon eksikligine neden olmakta, bu da
akademik basariyt olumsuz yonde etkileyebilmektedir
(Giindiiz, 2019; Korkmaz, 2022). Ayrica, ¢ocugun duygusal
ve psikolojik ihtiyaclarma gerektigi gibi odaklanamamasi,
genel yagsam kalitesini etkileyebilmektedir. Goriildiigii gibi
bosanma siirecinin ¢ocuklar {izerindeki etkileri karmasik
olabilmekte ve ¢ocuklarm egitim ve gelisimine yonelik
desteklerin dikkatle planlanmasi1 gerekmektedir. Ayrica aile
icindeki sorumluluklarin dengelenmesi, ¢ocugun diizenli bir
calisma ortamina sahip olmasi ve duygusal ihtiyaglarinin
kargilanmasi, akademik basarilarint artirmak i¢in Snemli
faktorler arasinda sayilmaktadir (Baker vd., 2021; Garbe vd.,
2020; Traklis, 2021; Khun-inkeeree vd., 2021; King vd., 2021;
Ogunode vd., 2023). Bu baglamda, ebeveynlerin,
Ogretmenlerin ve diger ilgili paydaslarin isbirligi icinde
calismasi gerekmektedir.

Bosanmis ebeveynlerin Ogrencilerin sosyal iligkilerine
etkisi temasinda, duygusal-sosyal etkileri ve ekonomik etkileri
kategorileri olmak fiizere iki kategori alani olusmustur.
Duygusal-sosyal etkileri kategorisinde igine kapanma, arkadas
cevresinden diglanmig hissetme ve saldirgan davraniglarin
artmas1 alt kategorileri belirlenmistir. Ekonomik etkileri
kategorisinde ise arkadaslarindan uzaklagsma alt kategorisi
ortaya c¢ikmistir. Bu ¢alismada Ogretmenler tarafindan
tanimlanan ¢ocuklarin saldirgan ve anti-sosyal davranigslari,
ebeveynleri ile iletisim kurma ve basa ¢ikma yeteneklerini
etkileyen duygusal sikintilarinin  bir sonucu olarak
aciklanabilir. Clinkii bosanma olgusu, psikolojik, sosyal ve
ekonomik agidan aile iiyelerini derinden etkileyen uzun ve
zorlu bir siirectir (Akyiiz, 1978; Genis vd., 2019; Tatlioglu ve
Demirel, 2016; Uzun, 2013). Cocuklarin da, bu siirecten en
¢ok olumsuz yonde etkilenen grup oldugu sdylenebilir (Genis
vd., 2019; Korkmaz, 2022; Tuzun, 2004; Uzun, 2013).
Bosanma sonucunda ailesi ile olan giivenli baglarini da
kaybeden ¢ocuklarin, depresyon ve kaygi diizeylerinin arttig1
(Isler, 2023), utang duygusu (Cebeci ve Ceylan, 2009) ve
duygusal zorluklar yasadigi belirlenmistir (Afifi vd., 2009;
Bloch vd., 2007; Huurre vd., 2006; Kaya ve Giindiiz, 2019;
Tebeka vd., 2016). Arastirma sonuglari, ebeveynleri ayrilmis
cocuklarin sosyal acidan giigliikkler yasadiklarini (Sancakli,
2014; Tathioglu ve Demirel, 2016), duygusal anlamda
kendilerini geri ¢ektiklerini ve arkadaslik iliskilerinin
bozuldugunu (Cebeci ve Ceylan, 2009) ve igine kapanma
egiliminde olduklarin1 gostermektedir (Atabey, 2017; Kasuto,
2017). Ayrica, c¢ocuklar bosanma sonrasinda dislanmis
hissetmekte (Wallerstein vd., 2000) ve bu durum onlarin
sosyal iliskilerinde de olumsuz etki yaratmaktadir. Cocuklarin
bireysel benlik gelisimleri i¢in, aile iginde sevgi, saygi ve
giivenin beslenmesi, hosgorii ve esneklikle davranilmasi
6nemlidir (Gordon, 2016). Cocugun kendisine ve ¢evresine
yonelik olumlu bir benlik algist gelistirebilmesi i¢in ailenin
olumlu tutumlar gelistirmesi gerekmektedir. Aile iginde
giivenli baglanma gelistiren ¢ocuklarin c¢evreleriyle daha
uyumlu iligkiler kurduklari ve daha az sosyal problem

yasadiklar1 goriilmektedir (Kesebir vd., 2011). Arastirma

sonuglari, ebeveynleri bosanmis c¢ocuklarda saldirgan
davranislarin  arttigmna isaret etmektedir. Bunun nedeni
bosanma siirecindeki  ebeveynlerin  ¢ocuklara model

olusturdugu antisosyal ve saldirgan davraniglar olabilir
(Bandura, 1989). Yiiksek catismali bosanma durumlarinda,
¢ocuklarin ebeveynlerinden gelen c¢atisma modellemesi,
antisosyal davranislari artirabilir (Joyce, 2016; Sigal vd., 2011;
Stallman ve Ohan, 2016). Ebeveynleri bosanmis ¢ocuklarda
saldirgan davraniglarinin artmasi (Spremo, 2020), cocugun
duygusal dengesizlik yasadigini ve bu durumu siddetle ifade
etme egilimine girebilecegini isaret etmektedir. Cocuklar,
evde ve okulda 6fke duygularini ¢esitli yollarla disa vurmakta;

bununla birlikte, ofkelerini okulda arkadaslarina ve
Ogretmenlerine  yonlendirerek  saldirgan  davranislar
sergileyebilmektedir  (Kasuto, 2017; Saglam, 2011).

Ebeveynlerinin bosanmasina tepki olarak ¢ocuklar, yaslarina,
cinsiyetlerine ve kisilik 0Ozelliklerine baghi olarak farkli
sekillerde davranabilmektedir. Bu tiir ¢ocuklar, siirecin nihai
bir sonucu olarak (Tanriverdi ve Ozgiig, 2019), ebeveynlerine
ve diger ¢ocuklara karsi 6fke ve saldirganlik gosterebilir
(Ersan, 2020). Arastirma sonucunda ebeveynleri bosanmis
Ogrencilerin ekonomik problemler yasadiklart ve bu
problemlerin arkadas cevrelerinden uzaklagsmalarina neden
oldugu belirlenmistir (Aral, ve Giirsoy, 2000; Kaya ve
Giindiiz, 2019; Korkmaz, 2022; Tatlioglu ve Demirel, 2016).
Bosanma stireci ve sonrasinda ikamet degisimi, annenin daha
fazla ekonomik sorumluluk yiiklenmesi g¢ocugun yasam
standartlarini olumsuz yonde etkilemektedir (Demir ve Celebi,
2017; Sayar, 2021). Cocugun yasadig1r ekonomik zorluklar
sosyal c¢evresindeki etkilegsimlerini azaltmakta ve yasam
kalitesinin diismesine neden olmaktadir (Erdim ve Ergiin,
2016).

Aragtirma  sonuglarina gdre bosanmig ebeveynlerin
cocuklarina yonelik okulda uygulanan destek programlari,
damigmanlik kategorisi altinda incelenmistir. Ogretmenlerin bu
stirecte  Ogrencilere uygulanan destek uygulamalarmin
yeterliligine iliskin olumlu ve olumsuz goriislere sahip

olduklar1 belirlenmistir. Arastirma sonucunda, bosanma
stirecinden etkilenen Ggrencilerin  okuldaki uyumlarini
saglamak ve akademik basarilarini desteklemek igin

ogretmenlerin, okul psikolojik danismanlarinin ve okuldaki
diger paydaslarin dgrencilere destek olmak igin aktif bir rol
oynamalart  ve  damigmanhk  yapmalarnt  gerektigi
vurgulanmaktadir. Egitim arastirmalar1 da, dgretmenlerin ve
okul sisteminin, gelisimsel ve akademik potansiyellerini
karsilayamama riski tasiyan Ogrencileri belirleme ve
desteklemede kritik bir rol oynadigini tespit etmistir (Allen
vd., 2018; Bayer vd., 2017; Laletas vd., 2017). Bosanma
stirecinin hem ebeveynler hem de gocuklar {izerinde olumsuz
etkilere yol acabilecegi, bu zorlu duruma uyum saglamak i¢gin
bireylerin ¢evrelerinden destek almalarinin 6nemli oldugu
tespit edilmistir (Amato, 2000). Smif 6gretmenleri ve okul
psikolojik danigmanlari, bosanma siirecinden etkilenen
ogrencilere yonelik olarak, dinleme becerilerini kullanarak,
sevgi ve disiplini tutarli bir sekilde sunarak, empati ve sabir
gostererek, rutini silirdiirerek, giivenli bir okul ortami
olusturarak ve damigmanlik hizmetleri saglayarak yardimei
olabilirler (Cottongim, 2002; Ellington, 2003). Ayrica
bosanmadan etkilenen ilkokul dgrencilerinin uyumunu en iyi
sekilde desteklemek i¢in, her iki ebeveynle de iletigim hatlarini
acik tutmak, ebeveyn ve cocuklara destek olmak ve iletisimi
giiclendirmek O6nemlidir (King vd, 2021). Ebeveynleri
bosanmig dgrencilerin ihtiyaclarini anlamay1 arastiran bir dizi
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calisma, ebeveynlerinden ayrilan veya bosanan 6grencilerin
olumlu uyumunu kolaylastirmada 6gretmenlerin 6nemli bir rol
oynadigin1  vurgulamistir ~ (Angelo, 2018, Lukefahr,
2019, Mahony vd., 2015). Mahony vd. (2015) tarafindan
yapilan bir ¢aligma da, bosanmanin etkisi altindaki 6grencileri
destekleyen Ogretmenler, bu kiigiik ¢ocuklar i¢in duygusal,
davranigsal ve akademik destek saglamanin yani sira
ebeveynler, okul personeli ve topluluk iiyeleriyle isbirligi
yaparak kendi destek sistemlerini olusturmaya odaklandigini
gostermektedir. Ogretmenlerin  saglayacagi danigmanlik
hizmeti, ebeveynleri bosanmis 6grenciler i¢in destekleyici ve
yapilandirilmis bir okul ortammin olusturulmasina katki
saglayabilir. Bu hizmet, 6grencilerin arkadas ve aile destek
aglarina kolay erisimlerini ve resmi destek programlarina
erisimlerini saglayabilir (Genis vd, 2019). Ancak duygusal ve
psikolojik olarak savunmasiz olan o6zellikle de kiiciik yas
grubundaki &grencilere egitim vermek ve desteklemek
olduk¢a karmasik ve dgretmenler icin 6zel bilgi ve egitim
gerektiren bir beceridir (Laletas vd., 2017). Bu baglamda

bosanma siirecinden etkilenen &grencilerin  okuldaki
uyumlarint ve akademik basarilarint desteklemek igin
Ogretmenleri ve okul danigmanlari Onemli bir rol

oynamaktadir. Bu ¢aligmanin bulgulari, bu konuda yapilacak
egitim programlarinin ve destek hizmetlerinin 6nemine vurgu
yapmaktadir.

Ebeveynlerin bosanmis 6grenciler igin faydali olabilecek
destek ve kaynaklar temasinda duygusal-sosyal destek ve
akademik destek kategorileri belirlenmistir. Duygusal destek
kategorisinde rehberlik servisi ve okul-6gretmen-aile igbirligi;
akademik destek kategorisinde akran yardimi ve dgretmenler
arasi igbirlik alt kategorileri olusmustur. Boganma siireci, aile
tiyeleri iizerinde sosyal, ekonomik ve psikolojik olarak
olumsuz etkiler birakmaktadir (Tatlioglu ve Demirel, 2016).
Bu nedenle aile iiyelerine, hayatlarindaki degisiklikler sonucu
olusan yeni diizene uyum saglayabilmesi icin destek vermek
gerekmektedir. Ogretmenlerin kiigiik yastaki dgrenciler igin
sagladig1 desteklerin, oncelikle duygusal destek oldugu
vurgulanmaktadir (Cummings ve Schatz, 2012). Cocuklarin
Ogrenme siireglerinden once duygusal olarak kendilerini
giivende hissetmelerinin gerekliligi tizerinde durulmaktadir.
Bosanmanin tiim siireglerinde d6grencilerin, genellikle anne ve
babalarinin bosanma olaymni okul ve arkadag g¢evresinden
gizledikleri bulgusu elde edilmistir (Erdim ve Ergiin, 2016).
Ancak bazi Ogrencilerin, gilivendikleri Ogretmenleri ve
arkadaslariyla bu durumu paylastiklar1  goriilmektedir
(Korkmaz, 2022). Bu baglamda, arastirma sonuglari da
ogretmenlerin eylemlerinin duygusal destegi kolaylastirmaya
odaklanmast ve okullarin 6nemli roliinii vurgulamaktadir
(Cottongim 2002; Ellington 2003; King vd., 2021). Bu
destegin uzman kigiler tarafindan verilmesi de ayrica
onemlidir. Arastirma sonuglarinda da, okul psikolojik
danismaninin, ebeveyni bosanmis Ogrencilere danigmanlik
yapmasi ve sinif gretmenlerinin, 6grencileri ve ebeveynlerini
danmigmanlik i¢in okul psikolojik danigsmanlarina yonlendirmek
konusunda etkin rol oynamas: gerektigine dikkat ¢ekilmistir
(Cottongim, 2002; King vd., 2021). Ek olarak aragtirma da,
ebeveynleri bogsanmig 6grencilere yonelik psikolojik danigma
programlarinin, yeni duruma uyum saglama ve psikolojik
iyilik hali agisindan olumlu etkiler sagladigina iligkin sonuglar,
alanyazinda ki arastirmalarla da desteklenmektedir (Arsu vd.,
2018, King vd., 2021; Korkmaz, 2022).

Boganma sonrasi devam eden ebeveyn ¢atigmast, 6zellikle
okul ¢agindaki cocuklar igin zorlayici bir durumdur. Ozellikle
yiiksek g¢atigmali bogsanmanin uyum sorunlarina neden olup,

cocuk psikopatolojisi riskini artirdigi goriilmektedir (Stallman
ve Ohan, 2016). Okul ortami, 6zellikle davranigsal ve duygusal
zorluklar gosteren Ogrencileri belirlemek i¢cin merkezi bir
konumda yer almaktadir (Beausang vd., 2012). Okul,
davranissal ve duygusal problemler yasayan 6grenciler igin
bilissel, sosyal ve duygusal becerileri gelistirmek i¢in giivenli
bir alan olusturarak, uyum giicliikkleri ve zihinsel saglik
sorunlar riskini azaltabilecek bir tampon gorevi iistlenebilir.
Cocuk gelisimi konusunda egitim almis O6gretmenler ‘risk
altindaki’  6grencilerin  davranigsal uyar1 isaretlerini
belirlemede kritik bir rol oynayabilir (Laletas ve Khasin,
2021). Bu sebeple tlizerine biiyiik gérevler diisen 6gretmenlerin
ogrencilere danismanlik yapip, destek olmasi, bu siiregten
ogrencilerin daha az zarar ile ¢ikmalarma yardimci olabilir.
Bosanma  siirecinde  damismanlik  hizmetlerinin =~ 6ne
cikartilmasiyla, destek ve iletisim igin belirli pedagojik
uygulamalar kullanilmasi gerekliligi vurgulanmakta ve bu
konuda okul psikolojik danigmanlarina Onemli gorev
diismektedir (Ellington, 2003; King vd., 2021). Ayrica
aragtirma sonuglarina gore, okul-6gretmen-aile arasindaki
igbirligi, 6grencilerde olusan ve olusabilecek olumsuzluklari
ortadan kaldirmak i¢in Onemli bir etkiye sahip oldugu
belirlenmigtir. Bandura ve Wessels (1994) tarafindan yapilan
oz-yeterlikle ilgili ¢aligmalarda, Ogrencilerin okul, aile ve
arkadas iliskileri iginde, davraniglar1 modelleme yaparak
ogrendigi vurgulanmaktadir. Bu baglamda 6grenci, Once
davraniglar1  gozlemleyerek bu davranislari uygulamaya
baslamaktadir (Bandura ve Wessels, 1994). Bu nedenle,
ailenin ¢ocuguna dogru drnek olmasi ve olumlu adimlar atmasi
biiyiik 6nem tagimaktadir. Anne ve baba olarak, ebeveynlige
devam etme ¢abalar1 ve catigmalari azaltma girisimleri,
¢ocugun daha az zarar gdrmesine yardimci olmaktadir
(Donahey, 2018). Yapilan arastirmalar, 6grencilerin akademik
basarilarindaki farkin, anne ve babanin 6gretmenlerle daha
pozitif bir iletisim kurmasi, is birligi i¢inde g¢alismasi ve
¢ocugun sorumlulugunu birlikte almasi gibi faktorlerin etkisi
olabilecegini ortaya koymaktadir (Atabey, 2017; Veas vd.,
2019). Ayrica ebeveyn katilim derecesinin (Anderson ve
Minke, 2007) ve c¢ocuklara evde destegin, Ogrencilerin
gelisiminde oldukga etkili oldugu dikkat ¢ekmektedir (Veas
vd., 2019). Ebeveynelerin katilimini saglamak igin
dgretmenlerin tutumu da dnemlidir. Ogretmenler, 6grencilere
destek saglamak i¢in bagskalartyla ortakliklar kurmada kilit
noktadadir. Arastirmalar, ebeveynleri ayrilan Ogrencilerle
calisan Ogretmenlerin, ebeveynler ve diger Ogretmenlerle
iletisimi Onemseyerek iliskileri gelistirmeye ¢aligmasinin,
ogrencilerde  yarattigi  olumlu  etkileri  gOstermistir
(Cottongim 2002; Ellington 2003). Sonug olarak,
ebeveynlerin 6gretmenlerle is birligi yapmasi ve 6grencilerin
gelisimine destek olmasi, bosanma siirecinin Ogrencilerin
tizerindeki olumsuz etkilerini en aza indirme agisindan
onemlidir. Okul, 6gretmenler ve aileler arasinda saglanacak is
birligi, Ogrencilerin saglikli bir sekilde gelisimine katki
saglayabilir ve olumsuz etkileri minimize edebilir. Bu nedenle,
bosanma sonrast ailelerin ve okulun birlikte c¢alismasi,
ogrencilerin refahini ve basarisini artirabilir.

Aragtirma sonuclarmma gore, akademik basaridaki diisiis
konusunda ogrencilere Ogretmenler arasi isbirligi ve
akranlarmin yardimi faydali olabilmektedir. Arastirmalar,
bosanmis ebeveynlere sahip 6grencilerde akademik basarinin
diistiigiinii gostermektedir (Genis vd., 2019; Korkmaz, 2022).
Ebeveynlerin bosanmasiyla 6grenciler giivenilir bir destek
kaynagmi kaybetmekte, yalnizlik ve terk edilmislik
duygularmin da artirmasi akademik basarisint olumsuz

239


https://www.sciencedirect.com/science/article/pii/S0190740921001511?via%3Dihub#bib263
https://www.sciencedirect.com/science/article/pii/S0190740921001511?via%3Dihub#bib261
https://link.springer.com/article/10.1007/s10826-014-0088-0#ref-CR15
https://link.springer.com/article/10.1007/s10826-014-0088-0#ref-CR16
https://www.sciencedirect.com/topics/social-sciences/parental-involvement
https://www.sciencedirect.com/science/article/pii/S0190740921001511?via%3Dihub#bib289
https://www.sciencedirect.com/science/article/pii/S0190740921001511?via%3Dihub#bib289
https://link.springer.com/article/10.1007/s10826-014-0088-0#ref-CR15
https://link.springer.com/article/10.1007/s10826-014-0088-0#ref-CR16

H. Ugras / Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(2)

etkilemektedir (Spremo, 2020). Ogrencilere duyulan 6nem ve
etkili bir Ogretmenin merkezi Ozelligi olan &grencileri
O6nemseme, ebeveynleri bosanmis &grencilerin akademik
basarisindaki olumsuzluklarin azaltilmasinda kritik bir rol
oynamaktadir (Noddings, 2015; Velasquez vd., 2013).
Ogretmenler, ebeveynleri bosanmis dgrencilerin ev ortaminda
aldig1 destegin azalmasina bagli olarak ek yardima ihtiyag
duydugunu belirtmektedirler. Bu noktada, &grencilere
ozellikle akran yardimi, ek etkinliklerin diizenlenmesi ve ek
zaman ayrilmasi gibi yontemlerle destek verilebilir (Veas vd.,
2015). Ogretmenler, &grencileri diger ogretmenler ve
arkadaslariyla olumlu iligkiler kurmalar1 i¢in tesvik ederek,
destekleyici bir ortam olusturabilir (Cottongim, 2002;
Ellington, 2003; King vd., 2021). Bu baglamda 6gretmenlerin
tesvik ve olumlu pekistirme saglayarak, Ogrencilere ozel
gorevler vererek ve Ogretime odaklanarak Ogrencilerin
Ozgiivenini artirmayi hedeflemesi ve destekleyici akran
gruplart ile iligkilerini siirdiirmelerine yardimci olmasi
akademik destek saglanmasi agisindan faydali olacaktir.

Oneriler
e Bu c¢alismadan elde edilen bulgular, smifinda
ebeveynleri bosanmis  Ogrencileri olan  smuf

Ogretmenlerinin uygulamalarma iliskin daha fazla
arastirma yapabilmek i¢in bir baslangi¢ noktast
sunabilir. Ebeveynlerinden ayrilan 6grencilerin okul
deneyimlerini ve Ggretmenlerin bu durumlarla basa
¢tkma stratejilerini daha ayrintili olarak inceleyecek
arastirmalara ihtiyag¢ duyulmaktadir.

e Ogretmen yetistirme programlar1 ve mesleki gelisim
kurslari, 6gretmenleri yiiksek ¢atigmali bosanma gibi
zorluklarla karsilastiklarinda 6zel gereksinimlere
uygun olarak hazirlayacak sekilde diizenlenebilir. Bu
programlar, 6gretmenlere bu 6zel durumla basa ¢ikma,
cocuklar1 destekleme ve onlara etkili bir sekilde
rehberlik etme becerilerini kazandirmaya
odaklanabilir.

e Sinif §gretmenlerine, ebeveynleri bosanmis ¢ocuklara
daha iyi destek saglayabilmek igin oOzel egitim
verilebilir. Bu egitim, duygusal destek saglama ve
cocuklar1 yonlendirme konularina odaklanabilir.

e Okullar, bosanma siirecindeki ogrencilere yonelik
psikolojik destek hizmetlerini giiclendirerek ve

psikolojik ~ damigmanlhik  birimleri  araciligiyla
danmigsmanlik hizmetleri sunarak bu 6grencilerin
duygusal iyi olma durumlarmi daha ¢ok

destekleyebilir.

e Siif 6gretmenleri, ebeveynleri bosanmig 6grencilerin
aileleriyle yakin isbirligi icinde olmalidir. Ailelerle
diizenli iletisim kurularak ¢ocugun okul yasaminda
karsilastig1 zorluklar ve duygusal ihtiyaglari hakkinda
bilgi aligverisi yapilip, birlikte ¢6ziim yollar1 aranabilir.

e Okullarda, bosanma siirecindeki ¢ocuklarin duygusal
ve sosyal becerilerini gelistirmeye yonelik programlar
uygulanabilir.

e Okullar, bosanma siirecinin ¢ocuklar tizerindeki etkileri
hakkinda farkindalik yaratmak ic¢in seminerler,
konferanslar veya ebeveyn toplantilari diizenleyebilir.
Ayrica, bu siiregte yapilan arastirmalarin sonuglarini

paylasarak Ogretmenlerin ve ailelerin bilgi diizeyini
artirabilir.

o Ebeveynleri bosanmis  Ogrencilerin  akademik
basarilarini artirmak icin, akranlar1 arasinda farkindalik
yaratip, diger Ogrencilerin de arkadaglarina yardim
etmeleri igin tegvik edilebilir.

Yazar Katki Oram

Yazar, calismada baska bir yazarin katkisi olmadigimi ve
calismanmn son halini okudugunu ve onayladigini beyan
etmektedir.

Etik Kurul Beyam

Bu makalede dergi yazim kurallari, yayin ilkeleri, arastirma ve
yayin etigi kurallar1, dergi etik kurallarma uyulmustur. Makale
ile ilgili ortaya c¢ikabilecek her tiirli ihlalin sorumlulugu
yazara aittir. Arastirma kapsaminda Firat Universitesi Sosyal
ve Beseri Bilimler Bilimsel Arastirma ve Yayimn Etigi Kurulu
degerlendirme karar tarihi=18.01.2024, etik degerlendirme
belge numarasi=21728 ile etik kurul izni alinmistir.

Catisma Beyani

Yazar ¢aligma kapsaminda herhangi bir kurum veya kisi ile
¢ikar ¢atigmast bulunmadigini beyan etmektedir.
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Extended Summary
Introduction

In recent years, the institution of the family has been
questioned and faced with new challenges due to changing
social conditions, especially extraordinary situations such as
COVID-19 (Lebow, 2020; Prasso, 2020). In particular, the
COVID-19 pandemic has brought a huge wave of stress to
family life, increasing the likelihood of divorce (Prasso, 2020).
This pandemic, combined with other stress factors such as
unemployment, increased responsibilities, and fear of losing
loved ones, strained family cohesion (Greene et al., 2012;
Lebow, 2019). It has been determined that children are the
most affected group in this process where family integrity is
disrupted (TUIK, 2023).

It has been demonstrated that the negative effects of
divorce persist in children and their children, and they carry a
long-lasting and traumatic burden years after divorce,
especially in terms of psychological well-being and social
relationships (Amato, 2000, 2014; Amato & Cheadle, 2005;
Dohaney, 2018; Hetherington, 2006; Korkmaz, 2022;
Sancakli, 2014; Tatlioglu & Demirel, 2016; Stallman & Ohan,
2016; Wolfinger, 2000, 2005). Teachers are key influencers in
a child's mesosystem, and as such, they can help children
develop emotional skills and social functioning by teaching
them healthy ways to cope with adversity (Chiappetta, 2019).

As a result, teachers also have a responsibility after the
divorce process. A number of studies in the literature aiming
to understand the needs of children of divorced families have
emphasized that teachers play an important role in facilitating
the positive adaptation of children separated or divorced from
their parents (Angelo, 2018; Lukefahr, 2019; Mahony et al.,
2015). In this context, it is accepted that primary school
teachers, who spend a long time with their students at school
and manage the general education process, play an important
role in helping students acquire social skills, care about
individual differences, and play a key role in supporting and
guiding students' emotional well-being (Angelo, 2018; Laletas
& Khasin, 2021; Lukefahr, 2019; Mahony,
2015). Accordingly, this study was conducted to determine the
effects of parental divorce on children through the views of
primary school teachers. For this purpose, answers to the
following research questions are sought:

1. What are the differences in the classroom behavior of
students whose parents are divorced?

2.  What are the effects of parental divorce on students'
academic performance?

3. What are the effects of parental divorce on students'
social relationships?

4. Are the support programs implemented at school for
students whose parents are divorced appropriate?

5. What support and resources can be useful for students
whose parents are divorced?

Method

This study was conducted with a case study design, one of the
qualitative research methods. Qualitative research provides an
in-depth understanding by focusing on how individuals make
sense of and interpret their experiences (Holloway, 1997). In
order to obtain detailed information in the study, the
phenomenological design (phenomenology), one of the
qualitative research methods, was used to collect and analyze
the data (Holloway, 1997; Patton, 2015). The
phenomenological design is an inquiry strategy that aims to

reveal human experiences by examining the phenomena that
exist in daily life but are not generally known in detail
(Creswell, 2013; Merriam, 2018; Yildirim & Simsek, 2008).
The study group consisted of twenty-eight primary school
teachers (19 female and 9 male) working in primary schools in
a city in Turkey in the 2023—-2024 academic year (Table 1). In
this study, participants were determined by the purposive
sampling method. Purposive sampling is a technique
commonly used in qualitative research to identify and select
information-rich cases for the most effective use of limited
resources. This sampling method involves identifying and
selecting individuals or groups who are knowledgeable and
experienced in the topic of interest (Gentles et al., 2015).
Primary school teachers were chosen as the appropriate study
group because they directly experience daily life with children
and have more contact with children than other professionals.
Participants were selected using purposive sampling and a
snowball sampling process in which participants referred other
potential participants (Warren 2002; Weiss 1994). In this
method, a reference person related to the subject of the study
is selected, and other people are reached through this person
(Biernacki & Waldorf, 1981).

In this study, the opinions of primary school teachers on
the effects of the divorce process on children were described
through content analysis. Researchers collected data through
individual interviews. The main purpose of the study was to
understand teachers' opinions about the effects of divorce on
children and to analyze the data coded based on the research
questions through content analysis (Merriam & Tisdell, 2015).

The data were collected through semi-structured interview
forms prepared by the researcher. These forms were used
because they provide space and flexibility for original and
unexpected problems to emerge. The interviews, which lasted
an average of 30-35 minutes, were conducted by the
researcher and recorded on voice recorders.

Conclusion and Discussion

This study was conducted to determine the effects of parental
divorce on children through the opinions of primary school
teachers. Within the scope of the study, themes, subcategories,
and codes belonging to these themes were determined.
According to the research findings, five main themes were
identified: differences in the classroom behavior of students
with divorced parents, the impact of parental divorce on
students' academic performance, the impact of parental
divorce on students' social relationships, support programs
implemented at school for students with divorced parents, and
support and resources that can be useful for students with
divorced parents. The results of the research show that students
are negatively affected by their parents' divorce process in
social, behavioral, economic and psychological aspects.
According to the research results, in the theme of
differences in the classroom behavior of students with
divorced families, the subcategories of decreased achievement
and distraction were identified in the category of academic
problems. In the category of emotional problems, the
subcategory of communication problems was identified. The
researcher identified the subcategory of discipline problems as
a subcategory within the behavioral problems category. In
parallel with the studies in the literature, the findings show that
children whose parents are divorced have various negative
behaviors such as decreased academic achievement, increased
distraction, increased discipline problems, and more
reluctance to communicate. In parallel with the studies in the
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literature, the findings show that children whose parents are
divorced show various negative behaviors such as decreased
academic achievement, increased distraction, increased
discipline problems, and more reluctance to communicate
(Amato, 2000; Amato & Cheadle, 2005; Aral & Giirsoy, 2000;
Aysan & Uzbag, 2004; Bacanli 2002; Baysal, 2003;
Biiyiiksahin, 2009; Dohaney, 2018; Genis et al., 2019; Hoelter,
2009; Huurre et al., 2006; Kabaoglu, 2011; Kelly, 2007; Kelly
& Emery, 2003; Korkmaz, 2022; Mabhrer et al., 2018; Nock,
2000; Wolf, 2004). In children whose parents are divorced,
various negative behaviors such as decreased academic
achievement, increased attention problems, increased
discipline problems, and a lack of communication negatively
affect children's general development and learning processes.

Based on research findings, it has been determined that
children whose parents are divorced experience a decrease in
their academic performance (Alkan, 2014; Altuntas, 2012;
Bilici, 2018; Hashemi & Homayuni, 2017; Korkmaz, 2022;
Liiletas & Khasin, 2021; Seijo et al., 2016; Sun & Li, 2011).
There is a significant inverse relationship between family
breakdown and children's academic achievement (Alkan,
2014). One of the reasons underlying this situation is the
increase in students' responsibilities within the family as a
result of divorce (Giiven & Koroglu, 2023). In particular,
divorce may increase the responsibilities of the child if the
parent with whom the child stays cannot adequately meet the
needs of the child. In some cases, the child may need to support
other family members in addition to their own needs
(Korkmaz, 2022). This may cause the child to take on too
many responsibilities at an early age and try to fulfill them. As
a result, the child may come to school angry, confused, upset,
and unfocused, which may lead to a decrease in motivation and
difficulty focusing on lessons (Bilici, 2018; Korkmaz, 2022).

In the theme of the effects of divorced families on
children's social relations, two categories emerged: emotional
effects and economic effects. In the category of emotional-
social effects, the subcategories of withdrawal, feeling
excluded from the circle of friends, and an increase in
aggressive behaviors were formed. In the economic effects
category, the subcategory of distancing from friends emerged.
Research findings show that the divorce process affects
children most negatively (Genis et al., 2019; Korkmaz, 2022;
Tuzun, 2004; Uzun, 2013). In support of the research findings,
losing a secure bond with the family as a result of divorce can
cause children to experience increased levels of depression and
anxiety (Isler, 2023), feelings of shame (Cebeci & Ceylan,
2009), and emotional difficulties (Afifi et al., 2009; Bloch et
al., 2007; Huurre et al., 2006; Kaya & Giindiiz, 2019; Tebeka
et al., 2016). These difficulties may cause children to
experience social difficulties (Sancakli, 2014; Tathoglu &
Demirel, 2016), withdraw themselves emotionally (Cebeci &
Ceylan, 2009), deteriorate their friendship relationships
(Cebeci & Ceylan, 2009), and have a tendency to withdraw
(Atabey, 2017; Kasuto, 2017). At the same time, children feel
excluded after divorce (Wallerstein et al., 2000), and this
situation has a negative impact on their social relationships.
Research findings indicate that aggressive behaviors increase
in children in divorced families. This may be due to the
antisocial and aggressive behaviors that parents in the divorce
process model for children (Bandura, 1989).

The study examined support programs implemented at
school for children of divorced families under the category of
counseling. According to the findings, it was determined that
teachers had both positive and negative opinions about the

adequacy of the support programs applied to students during
this process. It is emphasized that teachers, school counselors,
and other school stakeholders in the school should play an
active role in supporting students in order to ensure the
adaptation of children affected by the divorce process at school
and to support their academic success. To best support the
adjustment of elementary school students affected by divorce,
it is important to maintain open lines of communication with
both parents, support parents and children, and strengthen
communication (King et al., 2021).

In the theme of support and resources that may be useful
for children of divorced parents, emotional-social support and
academic support categories were identified. In the emotional
support category, the subcategories of guidance service and
school-teacher-family cooperation were formed; in the
academic support category, the subcategories of peer help and
cooperation between teachers were formed.

The divorce process has negative psychological, social,
and economic effects on family members (Tatlioglu &
Demirel, 2016). For this reason, it is necessary to provide
support for family members to adapt to the new order. In all
the processes of divorce, it was found that children generally
concealed their parents' divorce from their school and friend
circles. However, some children share this situation with their
trusted teachers and friends (Korkmaz, 2022). In this context,
teachers' views supporting the focus of teachers' actions on
facilitating emotional support are supported by previous
studies (Cottongim 2002; Ellington 2003; King et al., 2021)
and emphasize the important role of caring teachers and
supportive schools. In the research findings, it was pointed out
that guidance counselors should counsel students whose
parents are divorced, and classroom teachers should play an
active role in referring children and their parents to their
colleagues for counseling (Cottongim, 2002; King et al.,
2021). Psychological counseling programs are available for
children from divorced families.
Research also shows that academic achievement decreases in
children from divorced families (Genis et al., 2019; Korkmaz,
2022). This is associated with the fact that children lose a
reliable source of support with the divorce of their parents,
which increases their feelings of loneliness and abandonment
(Spremo, 2020). According to the research findings,
cooperation between teachers and help from peers can be
beneficial for students in terms of declining academic
achievement. Caring for students, which is the central feature
of an effective teacher, plays a critical role in reducing the
negativity in the academic achievement of children from
divorced families (Noddings, 2015; Velasquez et al., 2013). At
this point, support can be provided, especially through
methods such as peer support, organizing additional activities,
and allocating additional time (Veas et al., 2015). Teachers can
create a supportive environment by encouraging students to
establish positive relationships with other teachers and friends
(Cottongim, 2002; Ellington, 2003; King et al., 2021).

In general, the findings of the study show that children are
negatively affected by the divorce process in many aspects,
including social, behavioral, and psychological. Based on the
findings, primary school teachers should guide the
development of support and resources that schools can provide
for children from divorced families.
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Abstract: Textbooks are one of the main elements determining student experiences during science classes.The
importance of textbooks in gaining the knowledge (nature of scientific inquiry) and the skills needed in scientific
inquiry (SI) cannot be denied. This research aims to analyze science textbooks in terms of inquiry levels of activities
and the nature of scientific inquiry (NOSI). Document analysis was used as the research method. A descriptive analysis
technique is used to analyze the data. The textbooks were analyzed regarding the level of inclusion of NOSI themes
using a framework developed by the researchers. The inquiry levels of the activities, which are thought to be inquiry
activities, were determined according to the classification suggested by Rezba et al. (1999). It is found that some of the
NOSI aspects are not included in the textbooks. Some expressions were found in textbooks that may cause
misconceptions in students. It is concluded that the activities considered scientific inquiry are mainly at the
confirmation level and the structured level.

Keywords: Document analysis, nature of scientific inquiry, inquiry levels, science textbooks

07z: Ders kitaplari fen derslerinde 6grenci deneyimlerini belirleyen temel unsurlardan biridir. Bilimsel sorgulamada
ihtiya¢ duyulan bilgi (bilimsel sorgulamanin dogasi) ve becerilerin kazandirilmasinda ders kitaplariin 6nemi
yadsmnamaz. Bu arastirma, fen bilimleri ders kitaplarni etkinliklerin sorgulama diizeyleri ve bilimsel arastirmanin
dogasi agisindan incelemeyi amaglamaktadir. Aragtirma yontemi olarak dokiiman incelemesi kullanilmistir. Verilerin
analizinde betimsel analiz teknigi kullanilmistir. Ders kitaplari, arasgtirmacilar tarafindan gelistirilen c¢ergeve
kullanilarak NOSI temalarinin dahil edilme diizeyi agisindan analiz edilmistir. Sorgulama etkinligi oldugu disiiniilen
etkinliklerin sorgulama diizeyleri Rezba ve digerleri (1999) tarafindan 6nerilen siniflandirmaya gore belirlenmistir.
Bilimsel aragtirmanin dogasina iliskin bazi hususlarin ders kitaplarinda yer almadig: tespit edilmistir. Ders kitaplarinda
ogrencilerde kavram yanilgisina sebep olabilecek bazi ifadelere rastlanmstir. Bilimsel arastirma olarak degerlendirilen

etkinliklerin agirlikli olarak dogrulama ve yapilandirilmis diizeyde oldugu sonucuna varilmstir.

Anahtar Kelimeler: Dokiiman analizi, bilimsel sorgulamanin dogasi, sorgulama diizeyleri, fen ders kitaplari

Erdag Kartal, E., Karabas, Y., Kaya, E. N. & Hartamaci, S. (2024). Analysing science textbooks in terms of inquiry levels of activities and the nature
of scientific inquiry. Erzincan University Journal of Education Faculty, 26(2), 250-262 https://doi.org/10.17556/erziefd.1388445

Introduction

In the information age and economic competition
environment, citizens are greatly affected by today's
employment problem and cannot make informed decisions on
many issues on which there is no consensus. Individuals
benefit from new business opportunities based on innovation,
not being open to pseudo-scientific views, heir ability to make
informed decisions on issues such as diet, smoking,
vaccination, screening programs, and safety at home and at
work depends on their scientific literacy (Laugksch, 2000;
Thomas & Durant, 1987; Walberg, 1983).

Scientific literacy represents the information general
people need to know about science (Durant, 1993), it requires
to appreciate the nature of science and its aims and general
limits and understand more (Jenkins, 1994). Scientific literacy,
an internationally well-known educational slogan, buzzword,
catchphrase, and contemporary education goal, means
everyone should have a helpful idea about science and its role
in society. The term is generally accepted to be synonymous
with ‘science conception of public’ and is mainly used in this
way in England. As the ‘scientific literacy’ term is used in the
United States of America, the ‘La Culture Scientifique
(scientific culture)’ is used in France (Durant, 1993). Literacy
in science and scientific literacy terms can be confused.

Literacy in science and scientific literacy are not the same,
though they are interconnected. Literacy in science refers to
literacy strategies and practices that enable people to
understand, synthesize, and communicate science content
knowledge through viewing, reading, writing, listening, and
speaking practices used to obtain, understand, and transfer
scientific knowledge. Scientific literacy refers to individuals
understanding the scientific terms, phenomena, and processes
and using this knowledge in nonscientific cases from time to
time (OECD, 2018).

Scientific literacy is closely related to the welfare of a
country. National prosperity depends on competing in
international markets accomplished in one aspect (Laugksch,
2000; Walberg, 1983). Global competitiveness is to produce
the technologies to maintain this competition and rely on a
complex national research and development program to take
advantage of minor markets (Laugksch, 2000). Access to
scientists, engineers, and technically educated staff forms the
basis of such a research and development program. Only the
nations whose citizens have scientific literacy at the proper
level can maintain this supply (Walberg, 1983). In this context,
the science education offered in schools must raise
scientifically literate individuals to meet this need. With the
rising importance of scientific literacy, the primary vision of
many science curricula, including our country, Tirkiye, is
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determined to raise science literate individuals ([Western
Australia] Curriculum Council, 1998; National Research
Council [NRC], 2012; Ministry of National Education
[MoNE], 2018).

Scientifically literate individuals are the ones who possess
scientific knowledge and understand the nature of scientific
knowledge and how this knowledge is produced. They have
positive attitudes and values about science and technology and
realize how science-technology society affects each other.
Scientifically literate individuals also use this knowledge and
awareness to solve the problems faced in daily life (NRC,
1996). An individual’s understanding of how scientific
knowledge is produced refers to scientific inquiry (SI)
procedures and having knowledge and skills about the
characteristics of these procedures. Researchers have a
consensus that SI is one of the essential components of
scientific literacy (Flick & Lederman, 2006; Lederman et al.,
2014). With the revision carried out in 2018, two special aims
were added to the Turkish Science Curriculum to raise science-
literate individuals. These are ‘exploring nature and
understanding the human-environment relationship, adopting
scientific process skills and scientific research approach, and
problems encountered in these areas in the process of solving'
and ‘'helping to understand how scientists produce scientific
knowledge, the procedures of the generated knowledge and
how it is used in new research'. As seen from these special
objectives, the usage of SI and understanding the nature of
scientific inquiry (NOSI) are emphasized separately and
particularly (MoNE, 2018).

SI generally states the concrete procedures the scientist
experiences producing the scientific knowledge (Lederman et
al., 2014); at the school level, it refers to the activities in which
students structure various research questions, collect and
analyze different data accordingly, and answer research
problems. In some inquiry activities, the teacher can define
research questions and methods. Accepting an activity at the
school level as SI is considered decent to begin with a research
question and make a data analysis. The inquiry level
differentiates from the confirmation level to open inquiry

y

y

These are scientific
inquiries made to verify
a scientific activity
whose results are
known in advance. The
research question and
method are structured
by the teacher, results
are already known in
advance.

These are the inquiries
conducted by applying
the procedures and
research questions
defined by the teacher.
Students do not have
information about the
results in advance.

according to procedures being structured by students (Bell et
al., 2005). Inquiry levels can be summed up as shown in Figure
1.

Students need more than just the SI procedures and get
involved in SI experiences with activities at the school level to
reach aimed outputs at the school level (Lederman, 2006). The
SI at the school level must have two primary outputs: to
conduct the scientific procedures in the SI process and to
understand the characteristics of these procedures. It means
that SI must be structured on two primary outputs: skill and
knowledge (New Generation Science Standards [NGSS],
2013). Understanding the characteristics of SI procedures is
called the NOSI. The characteristics of SI procedures, in other
words, the aspects of the NOSI can be summarized in Table 1:

Table 1. Aspects of NOSI (Lederman et al., 2014)
1 All scientific investigations must begin with a question
and do not necessarily test a hypothesis
2 There is no single scientific method or sequence of
steps followed in all investigations
Inquiry procedures are guided by the question asked
4  All scientists performing the same procedures may not
get the same results
Inquiry procedures can influence results
6 Research conclusions must be consistent with the data
collected
7 Scientific data are not the same as scientific evidence
8 Explanations are developed from a combination of
collected data and what is already known

W

(V)]

Students can conduct inquiry experiences without knowing
the characteristics of inquiry procedures (Lederman et al.,
2019). Thus, providing SI experiences does not ensure that
students understand these procedures (Lederman et al., 2014).
The characteristics of SI procedures must be emphasized
during inquiry experiences in an explicitly reflective way

(Crawford, 2014).

These are the inquiries
conducted by the
students producing the
hypothesis about the
research question given
by the teacher, students
trying to answer the
research question with
the procedures designed
by themselves.

These are the inquiries
that the research on a
topic is totally designed
by the student and the
results are not known in
advance.

Figure 1. Levels of the SI (Bell et al., 2005; Rezba et al., 1999)
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The Importance of Textbooks in Teaching SI and NOSI

The learning outcomes in the curriculum are concretized via
textbooks. Textbooks are one of the main elements
determining the student experiences during science classes
(Chiang-Soong & Yager, 1993; Devetak & Vogrinc, 2013).
Teachers mainly compose the content of science classes based
on textbooks. Teachers care more about the content of the
textbook than the curriculum. Textbooks are considerable
tools for teachers to make contact between students and
teachers. Textbooks guide teachers in teaching students in their
individual learning experiences (Giizel & Simsek, 2012). The
importance of the textbook can not be denied in achieving the
vision and aims of the curriculum and realizing the outputs
aimed in accordance. Therefore, it can be said that equipping
students with the needed information and skills about SI and
the NOSI depends on structuring the textbooks in a qualified
way. In the literature, studies investigating the inclusion of
NOSI themes in textbooks, the level of expressions that may
lead to misunderstandings on this subject, and the questioning
levels of the activities in the textbooks are quite limited. The
findings of this study are considered as essential both in terms
of filling the gap in the literature and the potential of guiding
book writing studies in the future.

Aim of the Study

This study aims to analyze the middle school textbooks in
terms of the NOSI and the SI levels. In this context, the
questions below are searched for an answer;

1. What is the inclusion level of the NOSI aspects in
science textbooks?

2. What is the inclusion level of the statements that may
cause misunderstanding about the NOSI in science
textbooks?

3. What is the inquiry level of the activities included in
science textbooks?

4. What is the inquiry level of the activities included in
science textbooks?

5. What is the inquiry level of the activities included in
science textbooks when the textbooks are examined
separately according to grade levels?

Methodology
Research Design

Document analysis was used as the research method.
According to Yildirim and Simsek (2021), document analysis
enables examining and analyzing the written or visual
materials including information about the facts and events
aimed at the research. Document analysis can be used with
observation and interview, or can be used alone. In this study,
only the document analysis method was used.

Sample

Table 2. The identity disc of middle school science textbooks
taught in Tirkiye

Grade Year of Publishing House
Publication

5 2018 MOoNE Publishing

5 2018 SDR Dikey Publishing

6 2019 MOoNE Publishing

6 2018 Sevgi Publishing

7 2019 MoNE Publishing

7 2018 Aydin Publishing

8 2018 Adim Adim Press Publishing

The sample of the study consists of 5th, 6th, 7th, and 8th-grade
science textbooks offered by the MoNE since the 2018-2019
education year. The information about the textbooks is as
shown in Table 2.

Data Collection Method

In qualitative research, the data collection tool is the
researcher. In accordance with the aim of this qualitative study,
the middle school science textbooks are obtained from EBA
(Education Informatics Web) which is affiliated with MoNE.
In analyzing the textbooks, (1) completed paragraphs, (2)
figures with subtitles, (3) tables with subtitles, (4) images with
subtitles, (5) interpretations and explanations on the page
margins, (6) steps of the experiment or activities are identified
as analysis units (Chiappetta et al., 2004).

Data Analysis Method

The descriptive analysis technique is used in analyzing the
data. In the descriptive analysis, the data are analyzed
according to the themes determined in line with the research
problem and subproblems (Yildirim & Simsek, 2021). In this
study, a frame was developed by the researchers to analyse the
textbooks in terms of the level of inclusion of NOSI themes.
The analysis frame used to analyze the books in terms of the
NOSI includes the themes of the NOSI on one side of the frame
and a section to mark whether these themes are found in the
relevant context on the other side. The presence of the NOSI
aspects in textbooks is symbolized with <V, the presence of an
explanation conflicting with these aspects is symbolized with
X, and the absence of aspects in textbooks is symbolized with
NR. The textbooks were analyzed according to these frames.
In analyzing the inquiry levels of the activities in the
textbooks, firstly it is evaluated whether the activity is
appropriate to the nature of inquiry. Secondly, the inquiry
levels of the activities which are thought to be inquiry activity
are determined according to the classification suggested by
Rezba et al., (1999). The SI activities’ number and the range
of these activities according to inquiry levels are stated with
percentages and frequencies.

Validity and Reliability

To increase the persuasiveness (internal validity) of the
findings, the researcher worked together with two domain
experts. To increase the study's transferability (external
validity), all the textbooks suggested by MoNE and taught in
the middle school classes were analyzed and the sample size
was kept at a maximum level. While presenting the findings,
the data analysis process was explained in detail, and direct
quotes from the textbooks were used. To evaluate the
consistency (internal reliability) of the study 10 percent of the
data were analyzed independently by the researchers and a
domain expert (Neuendorf, 2002). The inter rater reliability
was calculated as 84 percent by using the reliability formula of
Miles and Huberman'm (1994) [Reliability = Concencus /
(Agreement + Disagreement)]. A standard view was tried to be
adopted by taking the opinion of the field expert regarding the
differences between the coders. With the aim of increasing
verifiability (external reliability), the information about the
textbooks was presented in a detailed way.
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Findings
The Inclusion Level of The NOSI Aspects in the Textbooks

It is determined that, in the Sth-grade science textbook of
MoNE Publishing, most of the NOSI aspects are not
mentioned, and among the mentioned ones the ‘explanations
are developed from a combination of collected data and what
is already known’ aspect is mentioned more than the others
(Table 3).

It is seen that half of the NOSI aspects are not mentioned
in the SDR Dikey Publishing 5th grade science textbook, and
among those mentioned, the ‘there is no single scientific
method’ part of the ‘there is no single scientific method or
sequence of steps followed in all investigations’ aspect is
mentioned more than the other aspects (Table 4). However, as
seen in the table, there are contrasting statements with the
‘there is no sequence of steps followed in all investigations’
part (Table 4).

Table 3. The inclusion level of the NOSI aspects in the Sth-grade textbook of MoNE publishing

5th grade textbook

Aspects of the NOSI Case Reference
(Page,Paragraph,

Sentence)

All scientific investigations must begin with a question and do not necessarily test a hypothesis

All scientific investigations must begin with a question
All scientific investigations do not necessarily test a hypothesis

(p11, 1st, s2)

There is no single scientific method or sequence of steps followed in all investigations.

There is no single scientific method
There is no sequence of steps followed in all investigations
Inquiry procedures are guided by the question asked.

All scientists performing the same procedures may not get the same results.

All scientists performing the same procedures may not get the same results.
The scientists performing the different procedures may get the same results.

Inquiry procedures can influence results.

Research conclusions must be consistent with the data collected.

Scientific data are not the same as scientific evidence.

Explanations are developed from a combination of collected data and what is already known.

x (p11,4th)
NR

NR

NR

v (p22, 1st, s1-s4)
NR

v (p22, 1st, s1-s4)
v (p56, 2nd, s4)

! (1)

NR

v (p102,1st,57-s8)
v (p105, 3rd, s3)
j (p182, 3rd, s3)

(p260, 2nd, s5)

\: Explanations verify this statement. X: Explanations contradict with this statement. NR: There is no reference.

Table 4. The inclusion level of the NOSI aspects in the 5th-grade textbook of SDR Dikey publishing

5th grade textbook
Aspects of the NOSI Case Reference
(Page, Paragraph,
Sentence)

All scientific investigations must begin with a question and do not necessarily test a hypothesis

All scientific investigations must begin with a question

All scientific investigations do not necessarily test a hypothesis

(p12, 1st, s10-12)
v (p13, 2nd, s1)
(p176, 2nd, s2-3)

X

There is no single scientific method or sequence of steps followed in all investigations.

There is no single scientific method v (p12, 1st, s8)
N (p12, 1st, s15)
N (p13, 3th, s1)
v (p23, 2nd, s3-5)
v (p81, 2nd, s1-2)
v (p125, 1st, s1)

There is no sequence of steps followed in all investigations X (p12, 2nd, s1-6)
X (p125, 7th, s1)
X (p160, 6th, s1) (p179,
X 7th, s1)

Inquiry procedures are guided by the question asked. v (p12, 1st, s13)
N (p13, 3rd, s2)
v (p29, 1st, s5-6)
v (p176, 2nd, s2-3)

All scientists performing the same procedures may not get the same results.

All scientists performing the same procedures may not get the same results. v (pl6, 2st, s3-4)
v (p140, 3st, s6)

The scientists performing the different procedures may get the same results. NR

Inquiry procedures can influence results. NR

Research conclusions must be consistent with the data collected. NR

Scientific data are not the same as scientific evidence. NR

Explanations are developed from collected data and what is already known. NR

\: Explanations verify this statement. X: Explanations contradict with this statement. NR: There is no reference.
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When the 6th-grade science textbook of MoNE Publishing When the 6th-grade science textbook of Sevgi Publishing
is analyzed, it is determined that all of the NOSI aspects are  is analyzed, it is determined that most of the NOSI aspects are
not mentioned, and among the mentioned ones, the ‘there isno  not mentioned, and among the mentioned ones the ‘research
sequence of steps followed in all investigations’ part of the  conclusions must be consistent with the data collected” and ‘all
‘there is no single scientific method or sequence of steps  scientific investigations must begin with a question’ aspects
followed in all investigations’ aspect is mentioned more than  are mentioned more than the others (Table 6).
the others (Table 5).

Table 5. The inclusion level of the NOSI aspects in the 6th-grade textbook of MoNE publishing

6th grade textbook

Aspects of the NOSI Case Reference
(Page, Paragraph,

Sentence)

All scientific investigations must begin with a question and do not necessarily test a hypothesis
All scientific investigations must begin with a question v (p12)

All scientific investigations do not necessarily test a hypothesis X (p12)

There is no single scientific method or sequence of steps followed in all investigations.

There is no single scientific method v (p12)
X (p12, 1st, s2)

There is no sequence of steps followed in all investigations X (12p)
X (p39, 2nd, s3)
X (p81, 3rd, s1-s2)
x (p105, 2nd, s1-s2)
x (p145, 2nd, s1-s2)
x (pl61, 2nd, s1-s2)
X (p192)

Inquiry procedures are guided by the question asked. NR

All scientists performing the same procedures may not get the same results.

All scientists performing the same procedures may not get the same resullts. NR

The scientists performing the different procedures may get the same results. NR

Inquiry procedures can influence results. v (p28, 2nd, s1)

Research conclusions must be consistent with the data collected. v (p12)

Scientific data are not the same as scientific evidence. NR

Explanations are developed from a combination of collected data and what is already NR
known.

\: Explanations verify this statement. X: Explanations contradict with this statement. NR: There is no reference.

Table 6. The inclusion level of the NOSI aspects in the 6th-grade textbook of Sevgi publishing

6th grade textbook
Aspects of the NOSI Case Reference
(Page, Paragraph,
Sentence)
All scientific investigations must begin with a question and do not necessarily test a hypothe51s
All scientific investigations must begin with a question (p12,1st,s1)
V (p262,2nd,52-3)
All scientific investigations do not necessarily test a hypothesis x (p12,4th,s1)
There is no single scientific method or sequence of steps followed in all investigations.
There is no single scientific method NR
There is no sequence of steps followed in all investigations X (p12)
Inquiry procedures are guided by the question asked. NR
All scientists performing the same procedures may not get the same results.
All scientists performing the same procedures may not get the same results. NR
The scientists performing the different procedures may get the same results. NR
Inquiry procedures can influence results. NR
Research conclusions must be consistent with the data collected. v (p146,4th,s1)
v (p170,3rd,s3)
Scientific data are not the same as scientific evidence. NR

Explanations are developed from a combination of collected data and what is already NR
known.

\: Explanations verify this statement. X: Explanations contradict with this statement. NR: There is no reference.
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It is determined that most of the NOSI aspects are It is determined that most of the NOSI aspects are not
mentioned in the 7th-grade science textbook of MoNE mentioned in the 7th-grade science textbook of Aydin
Publishing; however, the ‘inquiry procedures are guided by the ~ Publishing, and among the mentioned ones the ‘all scientists
question asked’ aspect is never mentioned. It is determined  performing the same procedures may not get the same results’
that ‘all scientific investigations must begin with a question  aspect is mentioned more than the others (Table 8).
and do not necessarily test a hypothesis’ aspect is mentioned
more than the other aspects (Table 7).

Table 7. The inclusion level of the NOSI aspects in the 7th-grade textbook of MoNE publishing
7th grade textbook
Aspects of the NOSI Case Reference
(Page, Paragraph,
Sentence)

All scientific investigations must begin with a question and do not necessarily test a hypothesis
All scientific investigations must begin with a question (p14, 2nd, s1) (p111,2nd,
s2)

(p14, 2nd, s3)

(p111, 2nd, s4)

(p111, 3rd, s1)

(p112, 1st, s3)

All scientific investigations do not necessarily test a hypothesis

222 x 2 2

There is no single scientific method or sequence of steps followed in all investigations.

There is no single scientific method v (pl111, 3rd, s1-2)

v (pl12, 1st, s3)
There is no sequence of steps followed in all investigations X (pl4, 15, 16)

X (p28, 3rd, s1)

X (p36, 3rd, s2)

X (p52, 2nd,s2)

X (p100, 2nd, s2)

x (p114)

X (p137, 2nd, s2)

x (p176)

x (p216)
Inquiry procedures are guided by the question asked. NR
All scientists performing the same procedures may not get the same results.
All scientists performing the same procedures may not get the same results. v (p37, 1st, s2)
The scientists performing the different procedures may get the same results. v (p56, 2nd, s3)
Inquiry procedures can influence results. j (p56, 3rd, s2) (p57, 4th,

s3)

N (p112, 3rd, 1st)
Research conclusions must be consistent with the data collected. v (p14, 3nd, s5)
Scientific data are not the same as scientific evidence. M (p111, 4th, s1)
Explanations are developed from a combination of collected data and what is already known. v (p26, 1st, s1)

j (p57, 2nd, s1)

(p100, 5th,s1)
\: Explanations verify this statement. X: Explanations contradict with this statement. NR: There is no reference.

Table 8. The inclusion level of the NOSI aspects in the 7th-grade textbook of Aydin publishing

7th grade textbook

Aspects of the NOSI Case Reference
(Page, Paragraph,
Sentence)

All scientific investigations must begin with a question and do not necessarily test a hypothesis

All scientific investigations must begin with a question v (pX1D)

All scientific investigations do not necessarily test a hypothesis x (pXII1,1st,s1)

There is no single scientific method or sequence of steps followed in all investigations.

There is no single scientific method NR

There is no sequence of steps followed in all investigations x (pX1I)

Inquiry procedures are guided by the question asked. NR

All scientists performing the same procedures may not get the same results.

All scientists performing the same procedures may not get the same results. j (p16,4th)
(p82-83)

The scientists performing the different procedures may get the same results. v (p29,2nd,s1-2)

Inquiry procedures can influence results. NR

Research conclusions must be consistent with the data collected. v (p200, 4th, s4)

Scientific data are not the same as scientific evidence. E\IR

Explanations are developed from a combination of collected data and what is already
known.

\: Explanations verify this statement. X: Explanations contradict with this statement. NR: There is no reference.
255

(p30, 2nd, 1st)




Analysing science textbooks in terms of inquiry levels of activities and the nature of scientific inquiry

It is determined that most of the NOSI aspects are not
mentioned in the 8th-grade science textbook of Adim Adim
Publishing, and among the mentioned ones the ‘explanations
are developed from a combination of collected data and what
is already known’ aspect is mentioned more than the others
(Table 9).

When all the textbooks are analyzed together and
according to their grades, it is determined that during middle

evidence’ aspect is mentioned quite limitedly (just once) in the
textbooks (Figure 2). Similarly, the ‘inquiry procedures are
guided by the question asked’ aspect is only mentioned in 5th-
grade textbooks. It is seen that most of the NOSI aspects are
not mentioned in all grades. It is determined that 6th-grade
textbooks are more limited than the textbooks of the other
grades in terms of emphasizing the NOSI aspects explicitly
(Figure 2).

school education, ‘scientific data are not the same as scientific

Table 9. The inclusion level of the NOSI aspects in the 8th-grade textbook of Adim Adim publishing

7th grade textbook

Aspects of the NOSI Case Reference
(Page, Paragraph,

Sentence)

All scientific investigations must begin with a question and do not necessarily test a hypothesVis

All scientific investigations must begin with a question (9, 1st,s2)
v (p9, 4st,s1)
v (p35, 2nd,s3)
All scientific investigations do not necessarily test a hypothesis NR
There is no single scientific method or sequence of steps followed in all investigations.
There is no single scientific method v (p9, Lst,s1)
v (p160,3rd-5th)
There is no sequence of steps followed in all investigations X (p9,2nd,s11-19)
x (p10,1st,s4)
Inquiry procedures are guided by the question asked. NR
All scientists performing the same procedures may not get the same results.
All scientists performing the same procedures may not get the same results. v (p58,4th,s1-3)
The scientists performing the different procedures may get the same results. v (p88,1st,s3)
Inquiry procedures can influence results. v (p160,2nd-4th)
Research conclusions must be consistent with the data collected. v (p105, 6th, s1-2)
Scientific data are not the same as scientific evidence. NR
Explanations are developed from a combination of collected data and what is already v (p35,2nd)
known. v (p88,2nd,s1-2)
v (p138,2nd,s1)
j (p151,3rd,s2)

(p160,3rd-5th)

\: Explanations verify this statement. X: Explanations contradict with this statement. NR: There is no reference.
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Figure 2. Frequency of the NOSI aspects in the textbooks
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It is determined that, during middle school education ‘all
scientific investigations must begin with a question and do not
necessarily test a hypothesis’ aspect is emphasized (Graph 1).
A sample of how this aspect is mentioned is as follows:

‘Scientific research begins with a question and proceeds

looking for the answers to these questions.’ (7th-Grade,

MOoNE Publishing, p 111)

After the ‘all scientific investigations must begin with a
question and do not necessarily test a hypothesis’ aspect, the
‘explanations are developed from a combination of collected
data and what is already known’ aspect is the most
emphasized aspect in the textbooks (Figure 2). A sample of
how this aspect is mentioned is as follows:

‘The tools we use in daily life were invented as a result of

humanity's long-standing knowledge.’ (8th-Grade, Adim

Adim Publishing, p 138)

After the ‘all scientific investigations must begin with a
question and do not necessarily test a hypothesis’ aspect,
‘there is no single scientific method or sequence of steps
followed in all investigations’, and ‘all scientists performing
the same procedures may not get the same results’ aspects are
mentioned the most respectively (Graph 1). Some samples of
how these aspects are mentioned are as follows:

‘To make a scientific observation, it is not necessary to

experiment. Sometimes, to understand the natural world

measurements and natural observations are conducted.’

(7th-Grade, MoNE Publishing, p 111)

‘Even if their methods were different, these two scientists

had similar findings while unaware of each other.’ (8th-

Grade, Adim Adim Publishing, p 88)

A sample of the NOSI aspect ‘research conclusions must be
consistent with the data collected’ is as below:

‘Do your evaluation looking at the difference between the

measurement at home and school with not insulated bag

and the measurement at home and school with an insulated

bag.” (6th-Grade, Sevgi Publishing, p 146)

A sample of the NOSI aspect ‘inquiry procedures can
influence results’ is as below:

‘The number of satellites may change due to the studies

conducted by scientists. Such as; while Neptune was known

to have 13 satellites, it has proven that it has 14 satellites.’

(6th-Grade, MoNE Publishing, p 28)

A sample of how the NOSI aspect ‘inquiry procedures are
guided by the question asked’ is mentioned in the textbooks is
as follows:

‘To solve a problem, the solutions are compared and the

most appropriate one is chosen.” (5th Grade, SDR

Publishing, p 13)

When the textbooks are analyzed separately according to their
grades in terms of MoNE Publishing and other publishing
houses, it is determined that 5th, 6th, and 7th-grade textbooks
of MoNE Publishing are better at mentioning NOSI aspects
than the textbooks of other publishing houses (MoNE
Publishing does not have a science textbook for 8th-grades).
The insufficiency of 6th-grade textbooks in mentioning the
NOSI can be seen in the graphic in Figure 3.

The Inclusion Level of The Statements That May Cause
Misconceptions About the NOSI in Textbooks

It is considered that some statements in the textbooks may
cause students to have misconceptions, like ‘scientific research
must test a hypothesis’, and ‘there is a sequence of steps
followed in all investigations’. There are conflicting
statements with the ‘do not necessarily test a hypothesis’ part
of the ‘all scientific investigations must begin with a question
and do not necessarily test a hypothesis’ aspect in all textbooks
except the 8th-grade textbook (Table 3-8). Except for the Sth-
grade MoNE Publishing textbook, there are conflicting
statements with the ‘there is no sequence of steps followed in
all investigations’ part of the ‘there is no single scientific
method or sequence of steps followed in all investigations’
aspect (Table 4-9).
The samples of conflicting statements with the ‘do not
necessarily test a hypothesis’ part of the ‘all scientific
investigations must begin with a question and do not
necessarily test a hypothesis’ aspect in textbooks are as below:
‘Scientific process skills include observing, classifying,
measuring, predicting, saving data, using data and
modeling, interpreting data, having a conclusion, defining
the variables, changing the variables and controlling,
hypothesizing and survey, doing experiment skills.” (5th-
Grade, SDR Publishing, p 176)
‘Scientific research begins with wondering about the
mystery lying under the cases and phenomena in the
universe. To gain knowledge about the themes wondered,
research and observations are conducted. At the end of
experiments and observations, new hypothesis are set to be
able to test. By conducting experiments, hypothesis are
tested whether they are true or not. The information
obtained at the end of the observations and experiments is
organized and interpreted.”  (7th-Grade, ~MoNE
Publishing, p 14)
A sample of conflicting statements with the ‘there is no
sequence of steps followed in all investigations’ part of the
‘there is no single scientific method or sequence of steps
followed in all investigations’ aspect in textbooks is as below:
‘The scientific method steps to follow in solving a problem are
as follows:
1. The problem is defined.

2. Observation and research are conducted about the
problem.
3. Hypothesis (temporary solution ways) are set.

Predictions depending on the hypothesis are made.
Experiments are designed and conducted.

Deductions are made from the results of the
experiment.

The results are evaluated and interpreted. If the results
verify the hypothesis, the hypothesis is accepted.

The hypothesis is not accepted if the results do not
verify the hypothesis. The hypothesis is changed, a new
hypothesis is set and the steps from the fourth level are
repeated’ (6th Grade, MoNE Publishing, p 12)

N
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Figure 3. Frequency of the NOSI aspects in terms of the
The Inquiry Levels of the Activities in the Textbooks

It is seen that 18 of 76 activities (%38) in the Sth-grade
textbook of MoNE Publishing can be considered as SI
activities, it is determined that half of the SI activities are
confirmation and structured level; in other words, low-level

258

textbooks of MoNE publishing and other publishing

inquiries. In its current state, only half of the inquiry activities
allow students to determine the research problem by
themselves. Students are directed to inquiries in which they
can predict the result of the inquiry activities or the research
question, and research procedures are explained step by step
(Table 10).
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Table 10. Inquiry levels of the activities in the Sth-grade textbook of MoNE publishing

5th grade science textbook

Inquiry level Case Reference (Page)

Confirmation N p23, pl47,p199

Structured v p35, p92, p138, p165, p257, p259

Guided X

Open \ p44, p71, p86, p103, p109, p155, p200, p241, p265

V: Exists. X: Absent

Table 11. Inquiry levels of the activities in the Sth-grade textbook of SDR publishing

5th Grade Science Textbook

Inquiry level Case Reference (Page)

Confirmation N po65, p76, p118

Structured \ p79, p88, p91, p105, p114, p120, p172, p174

Guided \ pl49

Open \ p32, p46, p67,p96, p124, p146, p150, p153, p159, p178

V: Exists. X: Absent

Table 12. Inquiry levels of the activities in the 6th-grade textbook of MoNE publishing

6th grade science textbook

Inquiry level Case Reference (Page)

Confirmation N p89.p115, p159, p160

Structured v p23,p96,p116,p117,p153,p154,p155,p156, p163,p169, p188,p211, p215, p216/1st,
p216 /2nd

Guided X

Open \ p39,p81,p105,p145,p161,p192

V: Exists. X: Absent

Table 13. Inquiry levels of the activities in the 6th-grade textbook of Sevgi publishing

6th grade science textbook

Inquiry level Case Reference (Page)

Confirmation N p93, pl01, p114, p124, p126, p129, p131, p165, p170,p183

Structured \/ p89-90, p92, p138, pl163/1, pl63/2, pl66, pl71, p212, p217, p245, p246, p255,
p256, p257

Guided X

Open \ p21, p30, p45, p106, p146, p174, p190, p261

V: Exists. X: Absent

It is seen that 22 of 43 activities (%51,2) in the Sth-grade
textbook of SDR Publishing can be considered as SI activity,
it is determined that half of the SI activities are confirmation
and structured level, in other words, low-level inquiries (Table
11). In its current state, only half of the inquiry activities,
provide students the opportunity to determine the research
method by themselves, and less than half of the activities to
determine the research problem by themselves. Students are
directed to the inquiries in which the research question and
research procedures are explained step by step. Compared to
the textbook of MoNE Publishing, the textbook of SDR
Publishing is determined to have more inquiry activities and
open inquiry activities. Thus, it can be said that the textbook
of SDR Publishing is better in terms of including high-level
inquiry activities (Table 11).

It is seen that 25 of 49 activities (%51) in the 6th-grade
textbook of MoNE Publishing can be considered as SI activity,
it is determined that most of the SI activities are at a structured
level. It is determined that the open inquiry activities, which
allow students to make more decisions during the inquiry
process, are included less, the guided inquiry is not included.
In most of the activities, students are expected to search for a
solution to a question determined by the teacher by following

the method determined by the teacher again. There are only six
activities in which the research problem and the method are
defined by students (Table 12).

It is seen that 32 of 94 activities (%34) in the 6th-grade
textbook of Sevgi Publishing can be considered as SI
activities, it is determined that most of the SI activities are at
structured level. It is determined that the inquiry activities are
mostly at confirmation and structured levels, in other words,
low-level inquiries. It is determined that the open inquiry
activities, which allow students to make more decisions during
the inquiry process, are included less, the guided inquiry is not
included. Compared to the textbook of MoNE Publishing, the
textbook of Sevgi Publishing is determined to have more
inquiry activities and open inquiry activities (Table 13).

It is seen that 16 of 42 activities (%38,1) in the 7th-grade
textbook of MoNE Publishing can be considered as SI
activities, it is determined that half of the SI activities are at a
structured level at which students determine the research
question and methods by themselves (Table 14). In half of the
inquiry activities, students are directed to the inquiries in
which they know the result of the research question, or even if
they do not know the result, the research procedures are
explained step by step (Table 14).
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Table 14. Inquiry levels of the activities in the 7th-grade textbook of MoNE publishing

7th grade science textbook

Inquiry level Case Reference (Page)

Confirmation N p70, p131, pl62

Structured v p47, p127, p131, p153, p166

Guided X

Open \ p27, p36, pS1, pl100, p114, p137, p176, p216

V: Exists. X: Absent

Table 15. Inquiry levels of the activities in the 7th-grade textbook of Aydin publishing

7th grade science textbook

Inquiry level Case Reference (Page)

Confirmation N p69, p100, p141

Structured v p61l, p63, p65, pl01, p106, p107, p108, p127, p128, p129, p136, p137, pl44, p196,
p200

Guided X

Open \ pl0, p69/2, p114, p115, p148, p201

V: Exists. X: Absent

Table 16. Inquiry levels of the activities in the 8th-grade textbook of Adim Adim publishing

8th grade science textbook

Inquiry level Case Reference (Page)

Confirmation N p70, p75, p76, p95, p99, pl03, pl06, pll4, pll6, pl18, p140, pl42, pl44, plol,
p199, p203, p205

Structured v p74, p78, p107, p115, p119

Guided X

Open \ p150, p182, p213, p224

V: Exists. X: Absent

It is seen that 24 of 52 activities (%46,2) in the 7th-grade
textbook of Aydin Publishing can be considered as SI activity,
it is determined that a very limited number of the SI activities
(%25) enables students to have the opportunity of identifying
the research problem and method by themselves (Table 15).

Compared to the textbook of Aydin Publishing, the
textbook of MoNE Publishing includes more activities
providing high-level inquiries, however, in general, the
textbook of Aydin Publishing includes more inquiry activities.

It is seen that 26 of 49 activities (%53,1) in the 8th-grade
textbook of Adim Adim Publishing can be considered as SI
activities, it is determined that most of the SI activities are at a

80
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(PQ m 5tht Grade

Confirmation Structured

structured level. In other words, students are directed to the
inquiries in which the students can predict the result of the
research or research question, and research procedures are
explained. In a very limited part of the inquiry activities in the
books (%15,1), the students are given the opportunity to
determine the research question and method (Table 16).

When the textbooks are analyzed in general, it can be said
that the inquiry activities are at a structured level in which the
research question and the steps to follow are given to students.
Compared to the other grades, in the 8th-grade textbook, it is
seen that the scientific inquiries conducted by the students
themselves are included less (Figure 4).
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Figure 4. Frequency of the SI levels of the activities in the textbooks
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Discussion, Conclusion and Suggestions

In conclusion, it is found that the aspects of NOSI are not
emphasized enough, some aspects are not mentioned in some
grades in middle school textbooks. Generally, it is determined
that 5th, 6th, and 7th-grade MoNE textbooks are better at
including NOSI aspects than the other publishing houses. It is
determined that 6th-grade textbooks are insufficient in terms
of including the NOSI. During middle school education, the
‘all scientific investigations must begin with a question and do
not necessarily test a hypothesis’ and ‘explanations are
developed from a combination of collected data and what is
already known’ aspects are mentioned the most. However, the
emphasis is mainly about the scientific inqueries beginning
with a question. There are some statements in the books
contradicting the aspect that scientific inqueries do not
necessarily test a hypothesis and some statements that may
cause students to have some misconceptions about this theme.
During middle school education, the ‘scientific data are not
the same as scientific evidence’ aspect is the most frequently
emphasized. Many textbooks contain contradicting statements
with the ‘there is no sequence of steps followed in all
investigations’ part of the ‘there is no single scientific method
or sequence of steps followed in all investigations’ aspect. It is
a common misconception that there is a universal scientific
method and this method is composed of standard steps
(McComas, 1998). It is not possible to mention procedures
followed step by step and unique and universal scientific
method in the course of scientific inquiries. The methods
scientists use to produce scientific knowledge are affected by
individual education, foreknowledge, imagination, and
creativity. Imagination and creativity are essential and
influential in every step of producing scientific knowledge
(Lederman et al., 2014). It can be said that the formation of
this misconception was triggered by the scientific method
descriptions and steps included in most of the books (irez &
Turgut, 2008). The creating a hypothesis step emphasizes
mentioning the scientific research method and may direct the
students to think there must always be a hypothesis in
scientific research. That is why the books are suggested to be
organized in these terms. Emphasizing clearly the relevant
aspect in relevant parts may prevent potential misconceptions.
When the middle school science textbooks are analyzed in
terms of SI levels, it is seen that confirmation and structured
inquiry levels are included more often, but guided and open
inquiry levels are included limitedly. The science projects
prepared to be presented at science festivals can be samples for
the activities of open scientific inquiry level (Sadeh & Zion,
2009). Conventional laboratory activities during which both
the question and the procedures to be followed step by step
used to solve the problem are presented to students can be
sampled for the confirmation and structured level (Bell et al.,
2005). The activities in the textbooks analyzed are mostly
conventional laboratory activities. There is no harm in using
low-level inquiries as long as they do not exclude more
complex, higher-level inquiries included in the curriculum.
Beginning with low-level inquiry and gradually increasing the
level of inquiry throughout the term can help students form a
basis for themselves about inquiry (Bell et al., 2005). From this
point, it is seen that the inquiries at the guided and open level
which must be included more often in 8th-grade, are included
less compared to the other grades. It is suggested that planning
may be done by grades while presenting the inquiry activities
in the textbooks and inquiry activities should be included
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gradually with increasing emphasis according to the grade
level. Although teaching science aims to raise students to the
open inquiry level, it is suggested that the role of progressing
gradually in preparing students for this level of inquiry should
not be ignored. Also, it is suggested that all the activities
related to inquiry in the classroom should not be expected to
be carried out at open inquiry level (Bell et al., 2005). On the
other hand, one of the problems with existing textbooks is that
guided and open inquiries are clearly included less. The
structured inquiry-level activities in the textbooks can be
transformed into guided inquiry-level activities by excluding
the step-by-step procedures required in these inquiries
(Banchi & Bell, 2008; Bunterm et al., 2014). Therefore, it is
suggested that instead of changing the activities in the
textbooks, the activities in the books can be moved to higher
levels in terms of inquiry level by making minor adjustments
to the existing activities.

This study attempted to contribute literature by analyzing the
NOSI, SI levels, and misconceptions about the NOSI in middle
school science textbooks in Tiirkiye. The research can be
expanded by analyzing primary school science textbooks and
high school Physics, Chemistry, and Biology textbooks.
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0z: Montaigne’in de dedigi gibi “Cocuklarin oyunu, oyun degil, onlarin en ciddi ugrasidir.” Ciinkii gocuklar oyun
oynarken biligsel, sosyal ve duygusal anlamda aktif ve gelisime ¢ok agiktir. Ancak 6grenciye olan yakinligia ragmen,
oyunla 6grenme ya da pekistirme saglayacak materyaller hakkinda ortaokul matematik egitimi ile ilgili erisilebilir alan
yazinda ve uygulama alaninda onemli eksiklikler bulunmaktadir. Bu baglamda, matematik 6gretimini oyunlarla
desteklemeye yonelik oyun materyallerinin 6gretmen adaylar tarafindan tasarlanmasi ve siirecin degerlendirilmesi
amaclanmaktadir. Tasarim tabanli arastirma yontemi cergevesinde yiiriitiilen bu calismada, prototipler seklinde
tasarlanan, siirekli degerlendirilerek diizenlenen ve uygulama olanaklar ile gelistirilen matematik egitim materyali
olarak oyunlar olusturulmus ve bu siirece yonelik tasarim ilkelerine yonelik ¢ikarimlar yapilmistir. Bu tasarim ve
uygulama deneyiminin 6gretmen adaylarinin profesyonel gelisimine ve pedagojik bilgi ve beceri birikimlerinin
genislemesine de 6nemli katkilar sagladigi gorillmistiir.

Anahtar Kelimeler: Matematik egitimi, oyun materyal tasarimi, 6gretmen adaylari, tasarim tabanli aragtirma

Abstract: As Montaigne said, "Children's play is not a game, but their most serious occupation". As children are
cognitively, socially and emotionally active and open to development while playing. However, despite its closeness to
the student, there are significant deficiencies in the accessible literature and application area regarding middle school
mathematics education and game materials that will provide learning or reinforcement through games. In this context,
it is aimed to design game materials to support mathematics teaching with games by prospective teachers and to evaluate
the process. This study was carried out within the framework of the design-based research method. In this study, games
were designed as mathematics education materials through the processes of prototypes and constantly evaluation.
Inferences were made regarding the design principles for this process. It has been observed that this design and
implementation experience makes significant contributions to the professional development of teacher candidates, the

expansion of their pedagogical knowledge and skill repertoire.

Keywords: Mathematics education, game material design, teacher candidates, design-based research
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Giris

Oyun, tarih boyunca insanli§in var olusuyla birlikte
hayatimizin her evresinde yer bulmus (Miller, 2008; Tugrul,
2010) ve sadece eglence degil, ayni zamanda Ogrenmeye
yardimci olan bir ara¢ olarak da kabul edilmistir (Yoriikoglu,
1986). Giiniimiizde de bir¢ok egitimci oyunlarm egitimin
o6nemli bir pargast oldugunu kabul etmekte (Moursund, 2006;
Tural, 2005) ve dgrencilerin uzun siire hareketsiz oturarak
O6grenmeye  ¢aligmasmin  etkili  bir egitim  ortami
olusturmadigina dair sunulan ¢aligmalar araciligiyla bu bakis
acist  desteklenmektedir (Oblinger, 2006; Tural, 2005).
Cocuklarin sosyal beceriler kazanmalarina, yeni bilgiler
edinmelerine ve yasamla ilgili anlam olusturmalarina yardimei1
olan oyunlar (Karadeniz, 2017; Tural, 2005; Umay 2002),
Ogrencilere eglenme firsati sunarken, ayni zamanda onlarin
genel 6grenme deneyimini zenginlestiren bir ara¢ olmaktadir
(Miller, 2008). Yani oyun, sadece bir eglence araci degil, ayni
zamanda ¢ocugun potansiyelini en iist diizeyde kullanmasini
tesvik eden, kelime dagarcigini genisleten ve aktif 6grenmeyi
destekleyen bir yontemdir (Tural, 2005).

Gredler (2004) oyunu, oyuncularin belirli bir bilgiyi elde
etmek amaciyla yaptig1 rekabetgi alistirmalar olarak tanimlar.
Cocuklarmm  dikkatlerini  toplamalarmma ve enerjilerini
harcamalarina  yardimc1  olarak  derslere  daha iyi
odaklanmalarini saglayan oyun (Tural, 2005), deneme yanilma

yoluyla dogru ve yanlist 6grenme firsati sunar (Cakmak,
2000). Gergeklestirilen cesitli ¢aligmalarda da oyunun beceri
kazandirma, yaraticiligi tesvik etme, tutum gelistirme ve
akademik basartyr artirma {izerindeki etkilere dikkat
cekilmistir (Aksoy, 2010; Altunay, 2004; Ar vd., 2014;
Dinger, 2008, Tural, 2005). Bu noktada, oyunlarin akademik
basariy1 elde etmek amaciyla matematik egitimi kapsaminda
da ele alindigt  goriilmektedir.  Ger¢ek  hayatta
karsilasabilecekleri problemleri ¢ézme firsati sunan egitim
araglar olarak goriilen oyun temelli 6grenme ile 6grencilere,
elestirel diisinme ve yaratict diistinme gibi beceriler
kazandirirken, ayni zamanda Ogrencilerin kendi 6grenme
stireclerini  yonetmelerine olanak tanmabilir. Boylece,
Ogrencinin Oz-yeterlilik duygusunu ve Ogrenmeye olan
motivasyonunu giiclendirmeye yonelik 6nemli bir adim
atilmis olur (Mangir & Aktas, 1993; Tural, 2005; Ugurel &
Morali, 2008). Oyunun bu egitici yonii, c¢ocuklarin
ogrendikleri bilgi ve becerileri aktif bir sekilde kullanmalarini
tesvik eder (Gee, 2003). Giiniimiizde matematik &grenme
yaklasimlarinda da gocuklara yaparak ve yasayarak 6grenme
firsatlari sunmanin 6nemi vurgulanmakta iken, bu noktada
oyunun duyulara hitap edebilen, kalict ve etkili bir dgrenme
ortami sunmaktaki rolii dikkat ¢ekicidir (Tural, 2005; Van de
Walle, vd., 2022).
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Alanyazinda, oyun ile matematik egitiminin i¢ ige oldugu ve
oyunla Ogrenmenin matematik egitimine olumlu katkilar
sagladig1 goriisii yaygindir. Ornegin, Altunay’in (2004) 4.smnif
geometri  konularinin  6gretiminde  oyunla  §gretim
yonteminden destek alan ¢aligmasinda, bu yontemin erisi ve
kalicihiga pozitif etkisi ortaya ¢ikarilmistir. Benzer sekilde
Aksoy (2010) ¢alismasinda, kesirler konusunun oyun destekli
matematik Ogretimi ile sunulmasinin basariyl, derse karsi
tutumu ve 06z yeterlik algilarint olumlu yodnde etkiledigi
sonucuna ulagmigtir. Dinger (2008) miiziklendirilmis
matematik oyunlartyla ‘uzunluklari dlgme, sivilart Slgme,
geometrik cisimler ve ¢arpim tablosu’ gibi konularin 6gretim
yapildig1 grubun, geleneksel yontem uygulanan gruba gore
akademik basar1 ve matematik dersine karsi tutumlarinin
olumlu yonde farklilastigini ortaya ¢ikarmistir. Canbay (2012)
caligmasinda ise egitsel oyunlarla yapilan 6gretimin akademik
basari, 6z diizenleyici 6grenme stratejileri ve motivasyonel
inanclar {izerindeki olumlu etkisine vurgu yapmuistir.

Bunlara ek olarak, matematik 6gretmen adaylarinin geleneksel
¢ocuk oyunlarinin uygulama siirecinde karsilastiklari zorluklar
ve kazanimlarmi (Karadeniz, 2017); ‘ritmik saymalar,
toplama, ¢ikarma, ¢arpma, bolme’ gibi matematik konularinda
oyun ve etkinliklerle dgretim yonteminin erisi ve tutuma
etkisini (Tural, 2005) ve oyunun insan yagamindaki yeri,
insant oyun oynamaya iten nedenleri ve farkli kiiltiirlerde
uygulanan oyun Orneklerini (Ugurel & Morali, 2008)
inceleyen calismalar araciligryla da, matematik egitimine oyun
unsurlarini entegre etmenin olumlu katkilar1 goriilmektedir.
Ayrica, 6gretmen adaylarinin matematik 6gretimini oyunlarla
destekleme konusunda bilgi ve deneyim kazanmalar1 cagdas
egitim programlarinda biliyllk O6nem tagimaktadir. Bu
baglamda, Meletiou-Mavrotheris ve Prodromou (2016)
tarafindan belirtildigi {izere, egitsel oyunlarin matematik
miifredatina etkili bir gsekilde entegre edilmesi &gretmen
adaylarini, Ogrencilerin matematiksel kavramlari
igsellestirmelerine yardimei olacak ve matematiksel diigsiinme
becerilerini gelistirecek oyun tabanli dgrenme ortamlarim
tasarlamaya ve uygulamaya yonlendirebilmektedir. Buna ek
olarak, Plass ve arkadaslar1 (2013) tarafindan yapilan
aragtirmalar, oyun tabanli 6grenme ortamlarinin, 6grencilerin
matematiksel kavramlari daha iyi anlamalarina, matematiksel
diistinme becerilerini artirmalarina ve matematige karsi daha
olumlu tutumlar  gelistirmelerine  olanak  tanidigini
gostermektedir. Bu durum, 6grenme siireglerini daha ilgi
cekici ve etkilesimli hale getirerek, 6grencilerin matematigi
kesfetme isteklerini artiran bir unsur olarak one ¢ikmaktadir.
Afari (2012) ise, matematik 6gretiminde oyun kullaniminin,
Ogretmenler igin pedagojik bir ara¢ olarak Onemli bir
potansiyele sahip oldugunu belirtmistir. Ogretmenler,
matematiksel oyunlarin tasarimi ve kullanimi konusunda
bilgilendirilmeli ve bu oyunlarin sinif i¢i uygulamalarini etkili
bir sekilde gerceklestirebilmelidirler. Bu sayede, 6grencilerin
matematik 6grenimindeki bagarilar1 oyunlar ile desteklenerek
olumlu etkilenmekte ve matematige olan ilgileri
giiclenmektedir. Ogretmenlerin oyunla egitime yonelik bu
yeteneklerinin ~ gelistirilmesi, Ogrencilerin  matematiksel
bilgilerini derinlestirmelerine ve bu alandaki diisiinme
yeteneklerini  genisletmelerine yardimci olmaktadir. Bu
nedenle, oyun tabanli 6grenme, matematik egitiminde stratejik
bir 6neme sahip olmaya devam etmektedir.

Cahismanin Onemi ve Arastirma Sorular:

Oyun ve oyun elementlerinin matematik egitimine
entegrasyonu, 6grencilerin motivasyonu, algilar1 ve 6grenme
sonuglar1 lizerinde olumlu etkileri oldugu igin Snemli ve
gerekli kabul edilmektedir. Egitimde oyun kullaniminin,
Ogrencilerin matematige karsi tutumlarmi olumlu yonde
etkileyebilecegi ve matematik 6grenme siirecini daha ¢ekici
hale getirebilecegi belirtilmigtir (Mavridis vd., 2017). Ayrica,
oyun tasarimi ve kullamimi Ogrencilerin matematiksel
kavramlar1 anlamalarin1 ve matematiksel diisiinme becerilerini
gelistirmelerini  destekleyebilir. Arastirmalar, oyun bazl
O0grenme ortamlarinin matematik egitimi {izerindeki pozitif
etkisinin, Ogrencilerin motivasyonunu ve katilimlarini
artirdigini gostermistir (Vandercruysse vd., 2016). Bu siirecte
ogretmenlerin roli ve destegi kritik neme sahiptir (Jackson &
McNamara, 2013) ancak, bazi durumlarda 6gretmenler oyunu
smif i¢i uygulamalarina dahil etmek konusunda olumlu tutum
ve diislincelere sahip olmayabilmektedirler. Tural’in (2005) da
belirttigi gibi, bu durumun sebepleri bulunmaktadir. Ornegin,
Ogretmenlerin bu anlamda {iretebilecegi etkinliklerin ve
kaynaklarinin smirli olmast ya da kendilerinin oyun
materyallerinin {iretimi i¢in yeterince hevesli ya da yaratici
olmamalar1 bu sebeplerden bazilaridir. Ayrica amacina uygun
bir oyun materyalinin ve ortaminin saglanmasmin da zor
oldugu ve oyun tasarimi ve hazirlama siirecinin 6zel yetkinlik
ve beceri gerektirmesi de oyunun bir arag olarak ele alinmasint
zorlastirmaktadir. Bu nedenlerle, oyun ve oyun elementlerinin
matematik egitimine entegrasyonu, ogrencilerin
motivasyonunu ve dgrenme deneyimlerini iyilestirebilecegi
goriilmektedir; ancak, bu entegrasyonun basarili olmasi igin
ogretmenlerin yeterli bilgi, beceri ve destege sahip olmalari
gerekmektedir.

Tarasenkova ve digerlerinin (2020) de belirttigi gibi,
Ogretmenlerin  bilgisi  ve  farkindaligi,  smiflardaki
uygulamalarin kalitesini dogrudan etkilemektedir.
Dolayistyla, ogretmen egitiminden baglayarak oyunla
matematik 6gretimi konusunda duyarli, bilgi ve farkindalik
sahibi 0gretmenlerin yetistirilmesi kritik bir 6neme sahiptir.
Ogretmen adaylarinin egitsel oyunlar gelistirme konusundaki
calismalar  incelendiginde, = Meletiou-Mavrotheris  ve
Prodromou (2016) tarafindan yapilan bir c¢alismada, dijital
egitsel oyunlarla galisan Ogretmen adaylarmin matematik
miifredatina egitsel oyunlar1i entegre etme konusunda
yetkinliklerinin  arttigi  ve oyunlart amaca uygun
degerlendirebilmekte yetkinlikler gelistirdigi goriilmiistiir.
Aldemir Engin (2023) tarafindan yapilan bir baska ¢aligmada
ise, 0gretmen adaylarinin dijital oyun tasarimi deneyimlerini
ve bu oyunlarin matematik egitiminde nasil kullanilabilecegi
incelenmis, bu siirecte adaylarin kendi oyunlarini tasarlama ve
oynama siirecinden keyif aldiklari, eglenerek 6grenme, akilda
kalicihk  ve  konuyu  basitlestirmeyi  hedefledikleri
bulunmustur. Bir bagka arastirmada, 6gretmen adaylarmin
egitsel bilim panosu oyunlar1 gelistirme deneyimlerini
incelenmis ve bu siirecin onlarin pedagojik ve profesyonel
gelisimine olumlu katkilarda bulundugu ortaya ¢ikarilmistir
(Botes, 2022). Holden (2016), 6gretmen adaylarinin mobil ve
oyun tabanli O6grenme aktiviteleri araciligiyla matematik
konularin1 nasil kesfettiklerini incelemis ve bu siirecin
Ogretmen adaylarinin disiplinleraras: sorgulama yeteneklerini
destekledigini bulmustur. Ayrica, Almarashdi, Zaitoun ve
Alarabi (2023) tarafindan yapilan bir ¢alismada, dgretmen
adaylarmin egitsel oyun kullanmalarinin olumlu tutumlar
sergilemelerine sebep oldugu ve bu oyunlart smf igi
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Ogretimde  kullanma  yeteneklerinin  de gelistigi
vurgulanmaktadir. Bu ¢alismalar, 6gretmen adaylarinin egitsel
oyun tasarlama ve kullanma siireglerine dahil edilmelerinin
6nemli oldugunu ve bu siireclerin §gretmen egitimi
programlarina basarili bir sekilde entegre edilebilecegini
gostermektedir. Bu baglamda, 6gretmen adaylarinin oyunla
matematik Ogretimi hakkinda egitilmeleri ve bu siireci
deneyimleyebilecekleri olanaklarin sunulmasi biiyiik bir
gereklilik arz etmektedir. Bu nedenlerle bu c¢aligmada,
matematik 6gretimini oyunlarla desteklemeye yonelik oyun
materyallerinin 6gretmen adaylar tarafindan tasarlanmasi ve
siirecin degerlendirilmesi amaglanmaktadir. Bu ¢alisma
siiresince, oyun temelli egitimin ana felsefesinde yer aldig:
gibi matematik O6gretmen adaylarinin siirekli aktif olarak
katilm gdsterebilecegi bir tasar1 tabanli arastirma siireci
tasarlanmigtir. Calisma kapsaminda asagidaki arastirma
sorularina yanitlar aranmigtir:
1. Matematik dgretmen adaylarmin matematik egitimine
yonelik tercih ettikleri oyun tasarim ilkeleri nelerdir?
2. Matematik  egitimine  yonelik  egitsel  oyun
materyallerinin tasarim ve uygulama siirecinin
Ogretmen adaylarina katkilari nelerdir?

Yontem

Ogretmen adaylarimin  oyun materyallerini aktif olarak
tasarlamalarini ve uygulamalarini tesvik eden bu caligmada,
egitim materyalinin tasarim, uygulama ve degerlendirme
siireclerini  kapsayan tasari tabanli arastirma yontemi
kullanilmistir. Van den Akker vd. (2006), tasari tabanli
aragtirmada teori ve pratiZe, sonugtan ¢ok siirece
odaklanmanin, uygulayan kisi ve katilimcilarin ig birligi ile
gercek  yasam problemine ¢oziim {iretmenin Onemini
belirtmislerdir. Yani tasarim tabanli arastirma yontemiyle,
gercek yasamda var olan bir problemin ¢dziimiine yonelik,

sistematik  ¢aligmalar  yardimiyla egitim iriinlerinin
tasarlanmasi, gelistirilmesi ve degerlendirilmesi
gerceklestirilebilir  (Bannan-Ritland, 2003; Kelly, 2006;

Nieveen & Folmer, 2013; Plomp, 2013). Ayrica bu yontem,
egitim alaninda gelismelere, yeni teorik ve ampirik bilgiye
dayali kullanilabilir bir {irliniin ortaya ¢ikmasma olanak
saglamaktadir (Trna, 2014; Trna & Trnova, 2012). Bu sayede,
tasar1 tabanli aragtirma yOntemi silizgecinden gecen
calismalarla hem teoriye katkida bulunurken hem de
kullanilabilir ~ bir {irlinlin  tasarimi,  gelistirilmesi  ve
degerlendirilmesi saglanabilir (Kennedy-Clark, 2013; Masole,
2011; Van den Akker vd., 2006). Bu durum, tasari tabanli
aragtirma yaklagiminin temel bir 6zelligi olan katilimcilarin
aktif katilimmi ve is birligini de yansitmaktadir. Egitim
pratigini gelistirmek ve ayni zamanda bu gelismeleri teorik
anlamda desteklemek i¢in kullanilan tasari tabanli arastirma
yontemi, egitimde karsilagilan gercek diinya problemlerini
¢ozmek igin teori ve pratigi birlestiren yenilik¢i bir
yaklagimdir. Bu sebeple, caligma kapsaminda arastirma
sorularina uygun olarak, matematik 6gretmen adaylar ile oyun
materyali gelistirme siirecinde tasar1 tabanli arastirma yontemi
tercih edilmistir.

Katilmcilar ve Arastirma Siireci

Calismanin  katilimeilarini, elverisli ve amaghi 6rneklem
yardimiyla ulasilan bir vakif {iniversitesinde, ilkogretim
matematik Sgretmenligi programi miifredatinda yer alan

‘Oyunla Matematik Ogretimi’ se¢meli dersini alan 47 (34’1
kiz, 13’ i erkek) matematik 6gretmeni aday1 olusturmaktadir.
Ogretmen adaylarinin egitim gordiigii vakif {iniversitesinin
aynt zamanda bir ortaokulu da biinyesinde barindirmasi
arastirma siirecinde yer alan uygulama adimi agisindan 6nemli
goriilmiis ve bu sebeple dgretmen adaylarinin belirlendigi
iiniversitenin se¢imi gergeklestirilmistir. Katilimer profilleri
incelendiginde, calismaya katilan 6gretmen adaylarinin 19-21
yas arast, transkriptlerindeki egitim bilimleri temel derslerinin
tamamindan basarili olmus ve daha Onceki doénemlerde
Matematik Egitiminde Materyal Gelistirme dersini almig
ogrenciler oldugu goriilmektedir. Bu kapsamda ¢aligmada yer
alan katilimeilarin 6gretim materyali tasarlamaya iligkin temel
teorik ve uygulamali bilgilere sahip oldugu goriilmektedir.
Caligma siireci toplamda 14 hafta siirmiis ve bu siiregte tiim
katilimeilar arastirmacilar ile birlikte, matematik 6gretimi
icerikli oyun materyallerinin tasarlanmasi, gelistirilmesi ve
uygulanmast siirecini igeren Se¢meli Oyunla Matematik
Ogretimi dersi kapsaminda aktif rol almislardir. Ogretmen
adaylarinin teorik bilgileri 6grenmelerinin yaninda oyun
tasarlama siireglerine aktif olarak katilmalar1 ve tasarladiklart
oyunlart Ogrenme ortamlarinda uygulamalarina yonelik
imkanlar da saglanmistir. Ders i¢inde yer alan hazirlik, tasarim
ve uygulama siirecleri ¢aligmanin temelini olusturan tasarim
tabanli arastirma yontemi ile ele alinarak 6gretmen adaylarinin
prototip gelistirme siiregleri kapsaminda egitsel oyunlar
tasarlamalar1 ve ders sonunda iiriin olarak anilacak oyun
materyaline ulagmalar1 saglanmistir. Bu kapsamda, tasarim
tabanli arastirma yonteminin ana hatlari 1g1ginda caligma 6n
hazirlik evresi, prototip evresi ve degerlendirme evresi olarak
iic agsamadan olugmaktadir (Sekil 1).

Oyun Materyali Geligtirme
Tasari Tabanli Aragtirma Stireci

Prototip Gelistirme ve
Degerlendirme
Asamasi

Uygulama ve

On Hazirlik Agamasi Degerlendirme Agamasi

Sekil 1. Oyun materyali geligtirme tasar1 tabanli arastirma
stireci agamalari

Tasar1 tabanl aragtirma yontemi ile tasarlanan bu ¢aligmanin
on hazirlik ve prototip gelistirme siireglerinde 6gretmen
adaylarina oyun materyali tasarimi yapmalari i¢in firsatlar
saglanmigtir. Calismanin son siireci olan uygulama
asamasinda ise 6gretmen adaylarinin bir ortaokulda 6grenim
goren Ogrencilere tasarladiklar1 oyunlar1 oynatmalart ve
gercek ortam deneyimleri ile tasarladiklart oyunlarin etikligini
degerlendirmeleri saglanmigtir. Tasarim tabanli arastirma
yontemi ile O6gretmen adaylarinin oyunlar1 tasarlama ve
uygulamanin yaninda kendi tasarim siireglerine 1sik tutan
temel tasarim ilkelerine de ulagmalart da saglanmigtir. Bu
calismanin gerceklestirilmesi siirecinde izlenen yol olan tasari
tabanli arastirma metodu asamalar1 asagida detayli sekilde
anlatilmistir.
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Tablo 1. Arastirma siiregleri

Hafta Ders Icerigi

1. Hafta Oyun ve Oyunun Tarihi

2. Hafta Oyun Tirleri, Egitsel Oyun ve Oyunlagtirma

3. Hafta Oyun Kuramlari

4. Hafta Matematik Ogretiminde Oyun

5. Hafta Matematik Ogretiminde Oyunlastirma

6. Hafta Matematik Oyunlar1 — Tarihsel, Kiiltiirel, Dijital, Puzzle ve Kutu Oyunlari

7. Hafta Prototip 0 — Oyun Tasarimima Hazirlik (Taslak Oyun Senaryosu ve Taslak Tasarim lkeleri)
8. Hafta Hazirlik — Grup igi Degerlendirme (Taslak Senaryo ve Tasarim ilkeleri)

9. Hafta Prototip 1 — Oyun Tasarimi (Oyun Senaryosu ve Tasarim)

10. Hafta Degerlendirme — Pilot Uygulama (Ders i¢i Oyun Siirecleri)

11. Hafta Prototip 2 — Oyun Tasarimi (Oyun Senaryosu ve Tasarim)

12. Hafta Degerlendirme — Uzman Goriisleri (Oyun Tanitim ve Gosterim)

13. Hafta Son Uriin — Oyun Diizenleme ve Tasarimi1 Tamamlama (Oyun Senaryosu ve Tasarim)
14. Hafta Uygulama — Uriin Olarak Oyun ve Final Tasarim Ilkeleri

Asama 1 — On Hazirhik

Arastirmanin ilk asamasi olan én hazirlik asamast, 6gretmen
adaylar1 ve arastirmacilar agisindan iki sekilde ele alinmustir.
Oncesinde de belirtildigi gibi bu calisma, segmeli ders
kapsaminda 14 hafta siiresince ele alinmistir. Bu kapsamda
oncelikle, dgretmen adaylarmin oyun materyalinin tasarimi
stireclerine aktif olarak dahil olabilmelerine yonelik gerekli
teorik bilgiler ve uygulama 6rneklerinin planlanmast i¢in 6n
hazirliklar yapilmistir. Tasarim tabanli arastirmalarda 6n
hazirlik agamasi var olan durumu anlamak ve teorik ¢erceve
olusturmak adina gerekli ve 6nemli goriilmektedir (Kennedy-
Clark, 2013). Bu asamada, ilk olarak oyun materyallerinin
tasarimina iligkin ulusal ve wuluslararast1 alan yazmn
arastirmacilar tarafindan detayl bir sekilde incelenmistir. On
hazirlik kapsaminda oyunla matematik 6gretimi dersi igin
yapilan 14 haftalik planlama Tablo 1’de sunulmustur.

Tablo 1°de tanimlanan ders kapsaminda Ogretmen
adaylarina 6 hafta siiresince teorik ve uygulamali Oyunla
Matematik Ogretimi egitimi gerceklestirilmistir. Bu ders
aragtirmacilardan birinin kontroliinde siirdiiriilmiistiir. Ancak
degerlendirme haftalarinda ve ortak goriis oturumlarinda her
iki aragtirmacit da uzman ve gozlemci olarak siirecte yer
almigtir. Bunu takiben 6gretmen adaylari 4’er kisilik ¢aligma
gruplar olusturarak oyun tasarim ve uygulama siireclerine
baslamislardir. Ogretmen adaylari icin 6n hazirlik asamasi bu
sekilde baglamis olup, dncelikli olarak tasarim 6ncesi Prototip-
0 siiregleri kapsaminda ortaokul matematik Ogretim
programindaki kazanimlara iligkin oyun materyallerinde
olmas1 gereken Ozellikleri belirlemeleri ve siiregte
tasarlayacaklar1 oyunlarin taslak senaryolarini gelistirmeleri
istenmistir. Bu siiregte 0gretmen adaylari kazanim ve sinif
konusunda serbest birakilmigtir. Ogretmen adaylarmin
olusturduklar: taslak senaryolar ve taslak tasarim ilkeleri bu
asamanin veri kaynaklarint olusturmustur. Ayrica arastirma
kapsaminda katilimcilarin tasarim tabanli prototip gelistirme
siiresince oyunla matematik Ogretimi ve oyun materyali
tasarlama siireglerini incelemek amaciyla 6n goriisme formlari
toplanmistir. Boylece, 6n hazirlik agamasindan elde edilen tiim
veriler, oyunlarin olusturulmasima yonlendirme saglayarak
caligmanin dissal gecerliligine (Masole, 2011; Van den Akker
vd., 2006) ve taslak tasarim ilkelerinin sekillenmesine katkida
bulunmustur (Masole, 2011). Bu taslak ilkeler, oyun
materyallerinin tasarim fikirleri, oyun ozellikleri ve taslak
senaryolar, Ogretmen adaylar1 tarafindan grup i¢i olarak
degerlendirilmis ve 6n hazirlik asamasi tamamlanarak oyun

tasarim siireglerini kapsayan prototip gelistirme siireglerine
baslanmustir.

Asama 2 - Prototip Gelistirme ve Degerlendirme

Arastirmanin ikinci asamasi olan prototip gelistirme ve
degerlendirme asamasinda ise ©n hazirlk asamasinda
Ogretmen adaylarinin hazirladiklar1 ve grup igi ¢aligmalarla
stizgecten gegcirdikleri taslak oyun senaryolar1 ve tasarim
ilkelerinden yola ¢ikarak oyun tasarim siireglerine baglamalari
saglanmistir. Bu kapsamda Tablo 1’de belirtilen Prototip-1 ve
Prototip-2 siiregleri ele alinmis ve 6n hazirlik siireci yapilmis
tasarimlarin {irline donistiiriilmesi saglanmistir (Kennedy-
Clark, 2013; Van den Akker vd., 1999). Prototiplerin
gelistirilmesi, gergek yasam problemlerinin ¢6zlimii siirecinde
tasarim {rlinlerinin  silirekli ve sistematik bir sekilde
degerlendirilerek diizenlemeler yapilmasma olanak saglar
(McKenney vd., 2006). Bdoylece, tasarim ilkeleri teori ve
uygulama ile beslenerek son halini almis olur (Masole, 2011).
Bu siirecte, 6gretmen adaylar1 6ncelikle oyunun test edilebilir
bir sirimiinii (Prototip-1) tasarlamis ve ardindan smf
icerisindeki diger gruplara oyunun prototip-1 halini takdim
ederek oynamalarini saglamis (Sekil 2) ve tasarimlarina iligkin
notlar almislardir. Boylece, tasarladiklart prototip icin pilot
uygulama firsat1 bulan 6gretmen adaylari, diger arkadaglarinin
kendi oyunlarini oynarken gostermis olduklari tepkileri, duygu
ve heyecanlar1 ve varsa oyun materyallerindeki eksik-hatali ya
da gelistirilmesi gereken noktalar1 gozlemleyebilmislerdir.
Ardindan oyunda tespit edilen eksiklikler ve oynayan kisilerin
goriisleri dogrultusunda, oyununun tasarimini ve gereken
durumlarda tasarim ilkelerini giincellemislerdir.

Prototip-2 seklinde revize edilerek tasarlanan oyunlar ve
pilot uygulama raporlar1 Ogretmen adaylar1 tarafindan
arastirmacilara ve smifin diger iiyelerine sunulmustur. Bu
kapsamda her grup yaklasik 20 dakika siiren sunumlar
gerceklestirmistir. Ayrica Ogretmen adaylarinin prototip
gelistirme siiregleri devam ederken oyunla matematik gretimi
ve oyun materyali gelistirme siireclerine iliskin goriislerinin
tespit edilmesi i¢in bir dnceki asamada yapilan goriisme
formlart tekrar edilmistir. Boylece bu asamanin verilerini
ogrencilerin goriiglerine iliskin raporlar, yapilan degisikliklere
iliskin tasarim karar raporlari, sunum raporlar1 ve tasarim
ilkelerindeki degisimler olusturmustur.
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Sekil 2. Ogretmen adaylarina sunum ve pilot uygulama
gorselleri

Bu asamada yonetilen Prototip-1 ve Prototip-2 tasarim
stiregleri ile Ogretmen adaylarmin uygulama Oncesi son
tirtinleri ve bu tirlinlere yonelik hazirlanan raporlar, sunumlar
ve veri toplama olanaklari elde edilmistir. Ogretmen adaylar
tasarimlarini, pratikten gelen bilgiler 15181inda bir siizgegten
gegirerek, aldiklart geri bildirimler ve gozlem notlar
kapsaminda giincelleyebilmiglerdir. Boylece, oyunlarmin
ortaokul  6grencileriyle yapacaklart gercek uygulama
oncesindeki son halini tasarlamalarma imkan saglanmistir.
Yapilan bu revizyonlar ve alinan geri doniitler dogrultusunda,
bir sonraki baglik altinda aktarilan, oyun materyallerine iligkin
son liriin tasarim siirecine (3. Asama — Uygulama) gecilmistir.

Asama 3 - Uygulama ve Degerlendirme

Arastirmanin  uygulama ve degerlendirme asamasinda
ogretmen adaylari, prototip gelistirme evresinde tasarladiklari
oyunlari diizenleyerek son iiriin haline getirmiglerdir. Bu oyun
materyalleri, arastirmacilarin gozetiminde belirlenen bir vakif
iniversitesinin  biinyesinde faaliyet gosteren &zel bir
ortaokuldaki grencilere uygulanmustir (Sekil 3). Ogretmen
adaylart tarafindan bir hafta boyunca farkli subelerdeki
Ogrencilere oyunlarin oynatilmast yoluyla kazanimlarin
aktarilmasi,  pekigtirilmesi ve  beceri  gelistirilmesi
hedeflenmigtir. Bu silirecte 6gretmen adaylari, gercek siif
ortamui igerisinde, gercek kullanicilar olan ortaokul 6grencileri
ile oyun materyallerini test etme ve 6grencileri kendi dogal
ortamlari ve siire¢ i¢inde gozlemleme olanagi bulmuslardir.
Uygulama sirasinda Ogretmen adaylar1 ve
gergeklestirdikleri uygulamalar arastirmacilar tarafindan
gdzlemlenmis ancak  herhangi  bir  miidahalede
bulunulmamigtir. Ayrica Ogretmen adaylarmin prototip
gelistirme siirecleri sonras1 ve uygulama asamasina yonelik
oyunla matematik Ogretimi ve oyun materyali gelistirme
stireglerine iliskin goriislerinin tespit edilmesi i¢in bir dnceki
asamada yapilan gorisme formlar1 tekrar edilmistir.

Ogretmen adaylarindan bu asama sonunda da uygulamaya
iligkin goriisleri iceren raporlar, son iiriin olarak oyunlar, son
iriin olarak tasarim ilkeleri ve son {iriin olarak oyun
senaryolart derlenmistir. Toplanan veriler 1s1ginda hem
materyallerin gergek ortamlarda, gergek kullanicilar tarafindan
kullanilabilirligi ve uygunlugu degerlendirilmis, hem de
stirecin matematik 6gretmen adaylarmin mesleki gelisimine
yonelik katkilari ortaya ¢ikarilmistir.

Sekii 3. Ortaokul égrencileriyle“hygulama gorselleri

Ozetle; bu asamada ogretmen adaylarinin, tasarladiklart
oyun materyallerinin giicli ve zayif yonleri, dgrencilerin
O0grenme siiregleri, tepkileri, ilgi, yetenek, basar1 ve
motivasyonlar iizerindeki olas1 rolleri ve oyunla matematik
Ogretiminin temel gereklilikleri ile oyun materyallerinin
tasarim ilkelerinde gelistirilmesi gereken noktalar hakkinda
deneyim sahibi olmalar1 amaglanmistir. Ayrica, &gretmen
adaylarmin oyunlarin1 gercek ortamda gercek kullanicilarla,
gercek zamanli olarak degerlendirmelerine ve gerektiginde
diizenlemeler yaparak son {iriin oyun materyallerini elde
etmelerine olanak saglanmustir.

Veri Toplama ve Analiz Siirecleri

Oncesinde de belirtildigi gibi matematik 6gretimine y&nelik
oyun materyalleri gelistirme ve uygulama siireci, tasarim
tabanli arastirma yontemi ¢ergevesinde, matematik 6gretmen
adaylari tarafindan gruplar halinde siirdiiriilmistiir. Bu siirecte
Ogretmen adaylarinin gelisimleri ve goriiglerinin yant sira bu
oyunlarin tasarim ve uygulama siireclerinin incelenmesi de
yapilmistir.

Caligmanin asamalar1 siiresince 6gretmen adaylarinin ders
ici caligmalar1 ve uygulamalarini kapsayan goézlem notlari
alinmig ve bu goézlem notlart da 6gretmen adaylarina geri
bildirim olarak sunulmustur. Bu sayede ¢alismada veri
toplama ve analiz siirecinin, stireklilik halinde devam etmesi
saglanmistir. Ayrica, tamamlanan her aragtirma asamasi
sonunda dgretmen adaylarindan 6nceki arastirma siireclerine
iligkin anlatimlarda da bahsedilen ve Tablo 2’de sunulan
formlar ve raporlar toplanmis ve bu sayede iiriinler elde
edilmistir.
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Tablo 2. Asamalar ve veri kaynaklari

Asama Formlar

Raporlar Uriin

Hazirhik On goriisme formu

Tasarim-Degerlendirme Tasarim-Degerlendirme

goriisme formu

Uygulama Uygulama goriisme formu

Tasarim kararlari Taslak senaryo
Taslak tasarim
ilkeleri

Oyun prototip-1
Oyun prototip-2
Tasarim ilkeleri-1
Tasarim ilkeleri-2

Degisikliklere iliskin tasarim
kararlar1

Pilot uygulama raporu
Sunum raporu

Uygulama raporu [:Jriin—l : oyun
Son rapor Uriin-2: tasarim
ilkeleri

Uriin-3: senaryo

Calisma yonteminin dogasinda var olan siirekli iyilestirme
caligmalar1 sebebiyle, Tablo 2’de de goriilebildigi gibi,
6gretmen adaylarindan sunmalari istenen formlar ve raporlar
aragtirma agamalarina gore cesitlik gostermistir. Her agsama
sonunda sunulan On goriisme, Tasarim-Degerlendirme ya da
Uygulama formlar1 yardimiyla ilgili asamadaki siireglerine
yonelik 6gretmen adaylarinin goriigleri toplanmistir. Bunun
yani sira, adaylardan hazirladiklari raporlari teslim etmeleri ve
sunmalart da beklenmistir. Bu dogrultuda oncelikle, hazirlik
asamasinda &gretmen adaylarindan grup olarak taslak
senaryosunu olusturduklari oyunu tasarlamak i¢in gerekli olan
yol haritasini olusturmalar1 ve sunmalari tasarim kararlarina
iliskin  rapor kapsaminda istenmistir. Tasarim ve
Degerlendirme asamasinda ise prototip gelistirme ve
degerlendirme siireglerinde karsilasilan durumlar ve buna
yonelik degisikliklerine iliskin tasarim kararlart raporu
yazmalar1 istenmisgtir. Ek olarak, O6gretmen adaylarinin
gerceklestirdikleri pilot uygulamada karsilasilan durumlar,
gozlemleri ve goriislerini iceren pilot uygulama raporu ile
pilot uygulama sonrasi yeniden giincelledikleri oyunun sinif
ortaminda tanitiminda elde edilen geri bildirimleri iceren
sunum raporu da bu agamada talep edilmistir. Calismanin son
asamas1 olan uygulama asamasinda ise 6gretmen adaylarinin
oyun tasarimlarini ger¢ek ortamda ve gergek kullanicilar olan
ortaokul Ogrencileri ile kullanmalarma iliskin uygulama
raporu ve varsa fark ettikleri eksiklikler ve bu uygulama
deneyimine iliskin gézlemlerini igceren son rapor istenmistir.
Bunun disinda Ogretmen adaylarmin oyunla matematik
Ogretimi ve oyun materyali gelistirme siireclerine iliskin
goriislerini belirlemek icin Tablo 3’te 6rnek sorularina yer
verilen goriisme siiregleri gergeklestirilmistir. Arastirmanin
yontemi dolayisiyla 6nemli sonuglarimni olusturacak olan {iriin
ve tasarim ilkelerinin gelistirilme siireglerini incelemek igin
her agamada 6gretmen adaylarindan o agamadaki tasarladiklari
tirtinler ve bu {riinleri tasarlarken dikkat ettikleri ilkeler talep
edilmistir.

Tablo 3. Omek gériisme sorulari

Tema Ornek Soru

Genel Oyunun matematik dersinde kullanimi

Goriis hakkinda ne diisliniiyorsunuz?

Tasarim Oyun materyali olusturma ve bu materyali
kullanarak ders isleme konusunda kendinize
giiveniyor musunuz? Neden?

Uygulama  Matematik dersinde oyun materyali

kullaniminin 6gretmene ve ders siirecine
katkilar1 neler olabilir?

Bu siirecte, aragtirmaci gézlemleri ve Tablo 2’de belirtilen
diger veri kaynaklar1 araciligryla elde edilen nitel veriler,

sistematik bir diizen igerisinde verilerin yorumlanmasina
olanak saglayan nitel veri analizi yontemleri (Strauss &
Corbin, 1990) kapsaminda analiz edilmistir. Miles ve
Huberman (1994) tarafindan ifade edilen adimlar takip
edilerek, elde edilen tiim veriler bir araya getirilmis ve
verilerin detayli incelenmesine olanak saglayan nitel veri
analizi silirecinde Oncelikli olarak verilerin kodlanmasi
yapilmistir (Creswell & Poth, 2016). Katilimeilarin gizliligi ve
Onyargilarin Onlenmesi i¢in 6gretmen adaylari ic¢in takma
isimler kullanilmis ve bulgular kisminda aktarilan séylemlerde
de bu takma adlarin kullanimi tercih edilmistir. Tiim veri
setinin kodlanmasmin ardindan, elde edilen kodlar bir araya
getirilerek incelenmis ve ardindan, arastirmacilar tarafindan
elde edilen kodlar arasindaki anlagsma diizeyinin bir Ol¢iisii
olan degerlendiriciler arasi giivenilirlik (IRR — Interrater
Reliabity) ol¢iimii yapilmis ve elde edilen 0,93 sonucu ile
Landis ve Koch (1977) tarafindan “milkemmele yakin
anlasma” olarak ifade edilen aralikta sonug¢ elde edilmistir
(Hallgren, 2012). Siirekli karsilagtirmali analiz ydntemi
yardimiyla kodlanan verilerden benzer olanlar1 kategoriler
altinda toplanmis ve elde edilen verilerin uygun kategorilerin
basliklar1 altinda toplanarak sunulmasi saglanmistir (Strauss &
Corbin, 1990). Arastirmacilarin birlikte yiiriittiigii siireg
sonucunda elde edilen bu kategoriler, tasarim tabanli aragtirma
stireci yoluyla elde edilen oyun materyalleri tasarim ilkeleri ve
bu siirecin matematik Ogretmen adaylarmin mesleki
gelisimlerine katkisina yonelik c¢aligma bulgulart olarak
asagidaki bolimde detaylandirilarak aktarilmistir.

Bulgular

Calisma siiresince merkeze alinan tasarim tabanli arastirma
yontemi kapsaminda Ogretmen adaylarinin 6n hazirlik,
prototip gelistirme ve uygulama asamalarinda
gergeklestirdikleri g¢alismalar incelenmis ve olusturduklari
iriinlere iliskin  goriisleri ve siiregleri g6z Oniinde
bulundurulmustur. Genel olarak, 6n hazirlik agamasi 6gretmen
adaylarinin oyun tasarimma nasil basladiklari, ik
taslaklarin1 ve senaryolarmi nasil olusturduklarini ve bu
stiregte neler ogrendiklerini  detaylandiran  bulgularla
sekillenmigtir.  Prototip  gelistirme ve degerlendirme
asamasinda ise Ogretmen adaylarinin oyun prototiplerini
gelistirme  siiregleri, pilot uygulamalari, aldiklari geri
bildirimler ve bu geri bildirimler dogrultusunda nasil
iyilestirmeler yaptiklarina yonelik siiregleri ve goriisleri
incelenmistir. Calismanin son asamasi olan uygulama
asamasinda ise, 6gretmen adaylarimin oyunlarini gercek sinif
ortaminda nasil uyguladiklari, 6grenci tepkilerine yodnelik
goriisleri, aldiklart geri bildirimler ve bu siirecte edindikleri
deneyimleri kapsayan bir inceleme yapilmustir.
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BULGULAR

Bgretmenlik
Oyun Empatik
Tasanmi Deneyim e

Sekil 3. Calismanin bulgularina yonelik ana hatlar

Tiim bu siireci igeren tasarlama ve uygulama deneyimleri
hakkindaki degerlendirmelere iligkin bulgular iki ana kategori
altinda toplanmistir. Tasarim ve uygulama siireci sonunda hem
oyun tasarim ilkelerinin elde edilmesine hem de bu siirecinin
katkisina ydnelik ‘Oyun Tasarim Ilkelerine Yonelik Bulgular’
ve ‘Tasarim ve Uygulama Siirecinin Katkisina Yonelik
Bulgular’ olmak {tizere iki ana kategori altinda toplanan
bulgular ve alt kategorileri Sekil 3’te 6zetlenmis ve ilerleyen
basliklarda detaylandirilarak aktarilmigtir.

Oyun Tasarim ilkelerine Yénelik Bulgular

Ogretmen adaylarin tiim siire¢ boyunca tasarim, uygulama
ve matematiksel igerik baglaminda degerli ve Onemli
bulduklar1 bazi noktalara gére materyallerini revize ederek en
kullanilabilir ve etkili matematiksel 6gretim araci elde etmeye
calistiklart gorilmiistiir. Bu dogrultuda belirtilen &zellikler
calisma bulgularinin matematik egitiminde oyun tasarim
ilkelerine yonelik bulgular olarak ana kategorilerden biri
olarak dikkat gekmistir. Ogretmen adaylarmin oyun tasarimina
iliskin, oyun materyalinin 6zgiin olmasi, yonergelerin belirgin
ve tutarli olarak verilmesi, i¢erik ve uygulama tasariminda
6grenci merkezli yaklasimm 6n planda olmasi, oyunlarin
rekabet icererek heyecani saglamasi ve estetik 6geler agisindan
zengin olmasi gerektigine dikkat ettikleri goriilmiistir. Bu
dogrultuda, tasar1 tabanli arastirma yoOnteminin degerli
bulgularindan biri olan tasarim ilkelerine yonelik bu ¢alismada
elde edilen bulgular tasarim ilkelerinin asagidaki bes alt baslik
altinda toplanarak detaylandirilmasim saglamistir.

Ozgiinliik

Ogretmen adaylarinin ifadelerinde ve uygulama siirecinde
oyunun 0zgiin olmasmin 6nemi sik¢a vurgulanmistir.
Bulgulara gore caligmada yer alan 6gretmen adaylari, oyunun
ogrencilere etkili olabilmesi icin farkli ve 06zgiin olmasi
gerektigine inanmaktadirlar. Oyun tasarimlarinda baslangic
teskil eden ilk taslak senaryolarinin bu inan¢ dogrultusunda
sekillendigi goriilmektedir. Bu durum bir 6gretmen adayi ile
yapilan goriismede su sekilde ifade edilmistir:

“Buldugumuz ... oyunu farkl hale getirip, matematiksel

bilgilerle biitiinlesip farkli bir sekilde ogrencilere nasil

katki saglayacagmi diisiindiik.”

Bagka bir 6rnekte ise d6gretmen adayi, labirent oyununu
temele alarak bu oyunu matematiksel bilgilerle
biitiinlestirmeye ¢alistigini ve bu biitiinlesmenin  oyunu
farklilagtiracagini belirtmistir. Buradan ¢ikarimla &gretmen
adaylarmin, mevcut oyunlari temel alsalar bile bu oyunlari

matematiksel bilgilerle biitiinlestirmeye ve 6grencilere katki
saglayacak sekilde farklilastirmaya caligtiklart goriilmiistiir.
Baz1 ogretmen adaylari, oyun tasarim siirecinde kendi
yaraticiliklarint ve 6zgiin fikirlerini nasil dahil edecekleri
konusunda zorlandiklarini da belirtmislerdir:

“Oyunun digerlerinden farkl ve 6zgiin olmasi gerektigini

biliyordum, ancak ézgiin bir oyun tasarlamakta biraz

zorlandik.”

Buna benzer ifadeler, adaylarin bu siiregte nasil bir denge
kurmalar1 gerektigine dair i¢sel bir sorgulama yasadiklarim
gostermektedir. Bu nedenle &gretmen adaylarinin oyun
tasarimlarinda aldiklar1 ilk kararin  oyununun siradan
olmamasi gerektigine yonelik oldugu ve 6zgiin bir yaklagimla
Ogrencilerin ilgisinin oyun aracilifiyla derse cekebilecegini
vurguladiklar1 gériilmiistiir. Ogretmen adaylarinin bu ortak
goriisleri oyun tasarim siirecine baglarken dikkat edilmesi
gereken en Onemli husus olarak “dzgiinliik” kriteri olarak
adlandirilmis ve 6gretmen adaylari goziinden oyun tasarim
ilkelerinin en 6nemlisi olarak yer almistir.

Yonergede Ac¢ikhik ve Tutarhlik

Ozgiinliigiin yani sira, oyunun isleyisini belirleyen ydnerge ve
kurallarin da 6gretmen adaylar: i¢in olduk¢a dnemli oldugu
goriilmektedir. Ogretmen adaylar;, oyunun kurallarini
belirlerken adil, tutarli ve 6grenciler i¢in anlasilir olmalarina
ozen gosterdiklerini ifade etmislerdir. Yonergedeki acikligin
ve Ogrencilerin esit sartlarda katilim saglamasina olanak
taninmasinin 6nemli oldugunu bir 6gretmen aday1 su sekilde
anlatmugtir:

“Oyunun kurallarinin ¢ok net anlasilir, adil ve tutarli

olmasu i¢in ¢aba gosterdik.”

Ogretmen adaylarina gdre oyun kurallarinin dgrencilere
acikca anlatilmasi, oyunun daha etkili bir 6grenme araci
olmasini sagladigi i¢in, kurallarinin oyuna baglamada detayli
bir sekilde tanimlanmis ve anlatilmis olmasinin Onemli
oldugunu ifade ettikleri goriilmiistiir. Ayrica, bazi 6gretmen
adaylar1 kurallarin sadece baslangigta degil, oyun sirasinda da
gerektiginde tekrarlanmasi gerektigini vurgulamislardir.

“Oyun yonergesinin anlasilabilir olmasmin ne kadar

onemli oldugunu anladim ¢iinkii yonerge acik olmaymca

hi¢bir sey anlasilmiyor.”

“Oyunumuzun oyunculara aktariminda ¢ok dikkatli

olmamiz gerektigini gordiim. Oyunu hazirlarken yénerge

¢ok acik olmazsa hi¢hir sey anlasimadigini fark ettim.

Hatta gerekirse ¢ocuklar oyun oynarken bile oyun
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kurallarini tekrar etmek gerekiyor. Oyunun adil oynanmasi

ve amacina ulasmasi igin bu ¢cok énemliydi.”

Benzer ifadeler, kurallarin ve yonergenin oyunun isleyisi
icin belirleyici oldugunu ve bu kurallarin net ve anlasilir
olmas1 gerektigini gostermektedir. “Ayrica hizlr olmak igin,
diigiinmeden cevaplar: atan dgrencileri engellemek amaciyla
da sorulari diizenledik ve kurallar koyduk” gorisiinde de
oldugu gibi oyun kurallarinin &grencilere oyunun nasil
oynanacagi konusunda yol gosteren bir kilavuz islevi
gordiigiini belirttikleri de gortilmektedir.

Ogrencilerin yaraticiliklarini serbest birakacak bir kural-
Ozgiirliik dengesi kurmanin 6nemli olduguna yonelik goriisler
de vurgulanmigtir. Genel olarak incelendiginde 6gretmen
adaylar1 kurallarin oyunun isleyisini diizenlemek ve oyunun
amacina ulagmasini saglamak i¢in gerekli oldugunu, ancak bu
kurallarin  kisitlayici olmaktan ¢ok yol gosterici ve agik
olmasmin oyunun amacima ulasmasinda kritik rol oynadigini
ifade etmislerdir. Ogretmen adaylarinin  bu  gériisleri
dogrultusunda oyun tasarim siirecine baglarken dikkat
edilmesi gereken bir diger durumun da “yonergede aciklik ve
tutarliik” oldugu ortaya ¢ikmig ve bu kriter de diger oyun
tasarim ilkesi olarak belirlenmistir.

Ogrenci Merkezlilik ve Empati

Ogretmen adaylarimin  goriisleri incelendiginde oyunun
Ogrencilere hitap etmesi ve Ogrenci ilgisini ¢ekmesi
gerektigine vurgu yapilmistir. Bulgulara gore 6gretmen
adaylarmin tasarimlarinda oyunun O&grenci merkezli bir
yaklagim ile ele alinasina dikkat ettikleri ve bu empatik bakis
acisinin egitsel oyunlarin etkili olmasi i¢in kritik oldugu
anlagilmaktadir. Bu dogrultuda 6gretmen adaylarinin dncelikle
6grencilerin zorlanmamasi adina soru seviyelerini ayarlamak
gibi degisikliklere gitmek zorunda kaldiklarini siklikla ifade
ettikleri goriilmiistiir. Ornegin, bir 6gretmen aday1 bu duruma
yonelik agiklamasi ile 6grenci diizeyine uygun bir tasarim igin
gergeklestirdikleri cabadan bahsetmistir:

“Oyunu tasarlama siirecinde zorluklar yasadik. Onlar igin

hem fazla zorlamayacak hem de gergekten 6grenmelerine

katkida bulunacak bir oyun tasarlayabilmek biraz zor.”

Benzer sekilde bir baska 6gretmen adayr da “Oyunu
tasarlama ve tamamlama siirecinde zorluklar yasadik, 6grenci
zorluk seviyesine gére uygunluk icin tasarumi siirekli
degistirmemiz gerekti.” seklinde bir goriis belirterek bu
durumu desteklemistir.

Tasarimlara iligkin raporlar ve goriislerden ¢ikarimla
Ogretmen adaylarinin  hem 6grencilere uygun zorluk
seviyesinde olmasint saglamanin hem de &grencilere
gercekten Ogrenme katkist sunulmasinin arasinda denge
kurmak igin caba sergiledikleri goriilmektedir. Boyle bir
tasarim ¢aligmas1 sayesinde &grenci merkezli bir tasarima
ulasarak o6grencilerin oyunda aktif rollere sahip olmasinin ve
derse katilmlarinin da arttirilacagini 6ne stirmiislerdir. Bu
konuda bir 6gretmen adayr “Diger oyunda oldugu gibi bu
oyunda da sunu fark ettim. Matematigi béyle ogrenci
goziinden ele alip, onlarin sevebilecegi oyunlarla daha ilgi
¢ekici bir hale getirebiliriz ve bu sayede 6grencilerin derse
katilimlarint da arttirabiliriz.” goriisiinde bulunarak oyunlar
ile matematigi daha ilgi cekici hale getirmenin miimkiin
oldugunu ve matematiksel konular1 kesfederek 6grenmenin
tesvik edilebileceginin farkina vardiklart gorillmiistiir.

Ayrica Ogretmen adaylarmm tasarim  siireglerinde
6grencilerin seviyelerini tespit etmek ve onlara uygun oyunlar
tasarlayabilmek i¢in empati yeteneklerini 6n planda tuttuklar
da goriilmiistiir. Bir 6gretmen aday1 bu durumu “Ogrencilerle

empati kurmak ¢ok onemliydi. Yani onlarin yas ve beceri
seviyesine inmek, gelistirecegimiz hangi tarz oyundan zevk
alp almayacaklarin diisiinmemiz bagarili bir oyun materyali
hazirlayabilmemiz i¢in ¢ok onemliydi” ifadesinde 6grencilerin
seviyelerini ve oyun tercihlerini nasil belirlediklerini ele
almistir. Oyunun 6grenci seviyesine uygun olmasi, oyunun
ogretici ve eglenceli olmasini garantiledigi goriisii ile hareket
ederek 6grencinin daha kolay 6grenmesini ve oyunun igerigini
daha iyi anlamasini saglamasina ¢aba gostermislerdir.

Bu bulgulardan c¢ikarimla  6gretmen  adaylarinin
tasarimlarinda dikkate aldiklar1 bir diger durumun “6grenci
merkezlilik ve empati” oldugu goriilmiistiir. Bu durum da
oyun tasarim ilkeleri arasinda tanimlanmustir.

Rekabet ve Heyecan Unsurlari

Ogretmen adaylarinin tasarladiklar1 oyunun daha ilgi gekici ve
rekabet¢i olmasi adina yeni diizeylerin eklenmesi, kurallarin
diizenlenmesi ve oyun siirelerinin degistirilmesi gibi
stratejilere bagvurduklart goriilmiistiir. Oyunun dinamiklerinin
ogrencilerde heyecan ve rekabeti desteklemesi i¢in yapilan
degisikliklerin sonucu olarak &grencilerin siirekli olarak
motive olmasmin saglanmast vurgulanmistir. Bu duruma
iligkin bir 6gretmen aday1 su goriisii bildirmistir:

“[Oyundaki] Adim sayilarinda degisiklik yaptik. Oyunun

siiresinin kisa olmamast ... [ve] ... ayni zamanda soruyu

yanlig bilince geriye gitme kuralini getirdik. Bunun sebebi
de oyunun daha heyecanli olmast icin.”

Ogretmen  adayr  ifadesinde  oyunda  yapilan
degisikliklerden bahsederek, oyunun siiresinin ve kurallarmin,
oyunun heyecan seviyesini dogrudan etkiledigi belirtilmistir.
Bir oyun tasariminin rekabet¢i olmasi ile &grencilerin
oyundaki heyecanli davraniglarinin da sekillenecegini ve bu
sayede oyuna olan baghligin artacagini anlatan goriislerin de
bulundugu goriilmektedir. Bir 6gretmen adayi bu durumu
sOyle drneklendirmistir:

“... Yani oyunda sorulart bir an once ¢oziip topu sonuca

gotiirmek istemeleri 6grenciler icin ¢ok heyecan vericiydi.

Bunu dikkate aldigimiz ig¢in materyalimiz bagarili oldu

bence.”

Ogretmen adayinin rekabetin 6grenci motivasyonunu ve
heyecanimi arttirdigit ve oyundaki rekabet¢i unsurlarin
ogrencilerin daha aktif ve ilgili olmalarini tesvik edebilecegini
belirttigi gorilmektedir. “Rekabet duygusu oldugu igin
heyecanlilard ... Ogrenciler takim arkadaslariyla soruyu
birlikte ¢éziip, materyali sirayla oynadilar” ifadesinde de
oldugu gibi 6grenciler arasinda isbirligi ve rekabetin bir arada
bulunmasinin, oyunun dinamiklerini zenginlestirdigi ve bunun
yaninda ogrencilerin  hem birlikte ¢alisma becerilerini
gelistirmelerine hem de rekabetci bir ortamda basartya ulagsma
motivasyonunu arttirmalarina yardimeir oldugu goriisiiniin
hakim oldugu goriilmistiir. Bir bagka goriiste de 6gretmen
aday1 “Ayrica carka pas veya iflas ekledik, oyun bir anda
degisebilsin, heyecan katsin ¢ocuklara diye. Yoksa yenilen
takimin  stkilabildigini  gordiik” ifadesiyle rekabet ve
heyecanin 6nemine vurgu yaparak ilginin siirekliliginin bu
sekilde saglanacagindan bahsettigi dikkat cekmistir.

Buradan c¢ikarimla, Ogrencilerin oyunu oynarken siirekli
olarak aktif ve motive olmalarmi saglamak i¢in oyunun
rekabetgi unsurlar igermesi ve Ogrencilerde bir heyecan
duygusu olusturmasi gerekmektedir. Tasarim raporlart ve
goriisleri sonucunda oyun tasariminda 6gretmen adaylarinin
oyunun rekabetci unsurlarla desteklenerek heyecanli olmasina
dikkat ettikleri goriilmiistiir. Bu cercevede “rekabet ve
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heyecan unsurlar1” bir diger tasarim ilkesi olarak ortaya
cikmustir.

Estetik Ogeler
Oyun  tasariminda,  Ogrencilerin  ilgisini  ¢ekmek,
motivasyonlarint ~ artirmak  ve  Ogrenme  siireglerini

zenginlestirmek i¢in 6nemli bir unsur da estetik tasarim 6geleri
olarak ortaya ¢ikmustir. Ogretmen adaylarina gére, bir oyunun
egitsel olarak degerli olmasinin yani sira estetik agidan da
cekici Ogelere sahip olmasi gerekmektedir. Ayrica estetik
6gelerin, bir oyunun genel deneyimine katkida bulundugu ve
Ogrencilerin oyuna olan ilgisini silirdiirmelerine yardimci
oldugu da siklikla ifade edilmistir. Ogretmen adaylarmin bu
konudaki bazi goriisleri su sekildedir:

“Oyunun yapim asamasinda 6grencilerin ilgisini ¢cekmesi

icin renkli kagitlar kullanmaya o6zen gosterdik.”

“... icin eglenceli hale geldi. Ogrencilere konu anlattiktan

sonra pekistirme olarak test odakli yaklasmak yerine ¢esitli

oyunlarla renklendirerek konun pekismesine yarar
saglayacagint anladim.”

“... belirledigimiz renklerin énemli oldugu ...’

Goriildiigli tizere O6gretmen adaylar1 renkler, grafikler,
carklar gibi estetik Ogelerin dogru bir sekilde entegre
edilmesinin, oyun i¢erisinde daha derinlemesine odaklanilarak
etkilesimde bulunulmasini saglayacagini deneyimlemislerdir.
Ogrencilere konu anlattiktan sonra testlerle pekistirmek yerine
oyunlarla renklendirerek konunun daha etkili bir sekilde
pekistirilebilecegini ifade eden dgretmen adaylar: tarafindan
6ne c¢ikarilan bu Ogelerin, oyunun estetik yoOniini
zenginlestirdigi ve 6grencilerin dikkatini ¢ekmek igin dnemli
bir unsur oldugu vurgulanmistir. Bu hususta bagka énemli bir
duruma isaret eden 6gretmen adayinin goriisi de su sekildedir:

“Materyalimizi olustururken carkin tizerinde

belirleyecegimiz renklerin égrenciler agisindan herhangi

bir cinsiyet ayrimciligi olmamasina dikkat ettik. Bu yiizden
renklerin [¢esitli] kullanilmasi gerektigini belirledik.”

Bu 6gretmen aday: ifadesinde de 6rneklendigi gibi, oyun
materyallere yonelik estetik 6gelerin se¢iminde, dgrencilerin
cinsiyet, kiiltlir veya sosyal arka planlarina duyarli olmanin da
onemli olduguna dikkat c¢ekilmistir. Bu cergevede, egitimde
oyun tasariminda estetik 6gelerin 6nemi, 6gretmen adaylarinin
oyun tabanli O6grenme materyallerini tasarlarken dikkate
aldiklar1 kritik bir husus olarak goriilmiis ve “estetik dgeler”
kriteri temel tasarim ilkeleri arasinda yerini almustir.

s

Tasarim ve Uygulama Deneyiminin Katkisina Yonelik
Bulgular

Ogretmen adaylarmnim prototipler seklinde hazirladiklari oyun
materyallerini sinif i¢inde diger 6gretmen aday1 arkadaglartyla
ve ortaokul Ogrencileriyle deneyimleyerek olusturmalarini
iceren siirecin, yani tasarlama ve uygulama deneyimlerinin
katkilarina iliskin bulgularin elde edildigi dikkat ¢ekmistir.
Siirecin katkisina yonelik aciga ¢ikan bu bulgular ise iki alt
kategori altinda toplanmistir. Yani tasarim ve uygulama
deneyiminin katkisina yonelik bulgular olarak siirecin
‘Ogretmen adaylarina’ ve ‘oyun materyallerine’ yonelik
katkilar1 olmak iizere elde edilen ana kategoriler, alt
kategorileriyle desteklenerek ilerleyen basliklar altinda
Ozetlenmistir.

Ogretmen Adaylarina Yonelik Katki

Matematik egitiminde oyun materyali tasarlamaya yonelik
teorik ve uygulamali deneyimler elde edilmesine olanak
saglayan bu siirecin 6gretmen adaylarina olumlu katkilar
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sagladigma  yonelik  bulgular  ortaya  ¢ikarilmustir.
Ogretmenlerin  oyun tasarimi, matematik Ogretim ve
ogretmenlik meslek bilgisi ile empatik deneyimine ydnelik
olarak ifade edilen bu katkilar, asagidaki alt bagliklar halinde
detaylandirilmstir.

Oyun Tasarim

Dahil olduklan siire¢ sonunda 6gretmen adaylarinin oyun
tasarimma yonelik farkindalik kazandiklart ve hatta oyun
materyali hazirlamak hakkindaki fikirlerinin siire¢ igerisinde
ve sonunda farklilastigini ifade ettikleri goriilmiistiir.
Ogretmen  adaylari, oyun materyali  hazirlamanin
sandiklarindan daha sistematik, hem alan hem de pedagoji
bilgisinin etkili bir sekilde entegrasyonunu gerektiren bir siire¢
oldugunu fark etmislerdir. Ornegin birkag 6gretmen aday1 bu
durumu asagidaki ifadeler ile dile getirmiglerdir:

“Hem matematik hem égrencilere yaklagim, onlarin tercihi

ve motivasyonlary, oyunla icerigin uygun bir gsekilde

sunumu, adalet gibi bir ¢ok kavrami bir anda diigiinmemiz
ve ¢ok sistemli ¢calismamiz gereken bir igmis bu oyun isi.

Ben oyun tasarimini etkileyecek bu kadar faktor oldugunu

bilmiyordum.”

“Oyunu hazirlayacagiz ve bitecek, ¢ok hizli ve kolay

ilerleyebilecek bir siire¢ olacak sanmigtim. Diisiindiigiim

gibi degilmig, aksine bu siire¢ ¢ok sistemli diisiinmeyi
gerektiriyor.”

Ayrica birgok Ogretmen adayi, oyun materyali
hazirlamanin aslinda diisiindiiklerinden daha zor oldugunu
ifade etmiglerdir. Bu zorluklar1 detaylandiran &gretmen
adaylarinin  6grencilerin  hem dgrenmelerine hem de
seviyelerine, ilgi ve heyecanlarina odaklanilarak bir iriin
gelistirilmesine yonelik farkindaliklarini dile getirdikleri
goriilmiistiir. Ornegin:

“Onlar i¢in hem eglenebilecekleri hem de gercekten

ogrenmelerine katkida bulunacak  bir oyun

tasarlayabilmek biraz zormusg, bunu gordiik.”

“Ozgiin bir oyun tasarlamakta biraz zorlandik. Oyunun

kurallarimin adil ve tutarli olmasi igin ¢ok ¢aba gosterdik.

Hem bunlart hem kazamimlari, sorularin kalitesini ve

niteligini diigiinmek zormus.”

“Ogrencilerin  yas ve beceri seviyesine inmek,

gelistirecegimiz  hangi  tarz  oyundan zevk alip

almayacaklarin diigiinmek ve béyle bir oyun materyalini
hazirlamak zordu.”

Ozetle 0Ogretmen adaylarmin, oyun materyalinin
hazirlanmasina  yonelik gergeklesen &grenmelerini  ve
farkindaliklarini dile getirdikleri goriilmiistiir. Bu anlamda
kazandiklar1 farkindaligi  6zetleyen asagidaki Ogrenci
sOylemlerinden de goriildiigii lizere, tasari tabanli oyun
materyali hazirlama siireci Ogrencilerin oyun tasarimina
yonelik becerilerinin  gelismesine yonelik olumlu katki
saglamustir:

“Oyun materyali hazirlamak birg¢ok bilgi, deneyim ve
beceri gerektiriyormus bunu ogrendik. Mesela oyun ve
kazanim arasinda mantikl bir iliski olmasi gerektigini fark
ettik. Oyle bir materyal hazirlamahsin ki hem tiim
ogrencileri motive etme etmeli, hem 6gretmeli, bu arada
oyun kag kisi ve ka¢ grup olmali, herkse aymi anda
oynayacaklar mi, bekleyen ogrencilerin sikilmamast igin
ne yapmak gerekli. Yani bir oyun tasarlama ve hazirlik
siirecine yonelik gercekten hi¢c tahmin edemeyecegim
kadar ¢ok sey oldugunu ogrendim.”
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Matematik Ogretim Bilgisi

Calisma siirecinde elde edilen veriler, oyun materyali
gelistirilmesi ve uygulanmasi siirecinin 6gretmen adaylarinin
matematik Ogretim bilgilerine yo6nelik 6nemli katkilar
sagladigi1 da ortaya cikarmustir. Ik olarak 6gretmen
adaylarmin neredeyse hepsinin, bu siire¢ sayesinde
matematiksel bilgi ve kazanimlar ile 6grenci siif seviyeleri
arasindaki baglanti noktasinda kendilerine olan katkiy1 dile
getirdikleri goriilmiistiir. Bu siirecin ilgili kazanim ve
kazanimm hangi sinif/yas seviyesi ile uyumlu oldugunu
Ogrenebilmeleri baglamindaki katkiyr vurgulayan &gretmen

adaylarnin  kendi  ciimlelerinden  Ornekler  asagida
sunulmustur:
“Hangi sinif seviyesinde hangi kazanimmn oldugu hakkinda
bilgi edinmis olduk.”

“Swf seviyelerinde kazammlara olan hakimiyetimizi bir
seviye liste tasidi. Soru hazirlama ve kazanim
degerlendirme gelisimine katkida bulundu.”

“Akademik olarak konu ile ilgili eksikliklerimizi kapattik.

S.smiflara  negatif sayr  oyunu  hazirlayacaktik ki

ogrencilerin negatif saylar ile ilgili bilgilerinin 6.siif

seviyelerinde oldugunu égrendik.”

Ayrica Ogretmen adaylarindan bazilari, matematik
konularina iliskin kavram yanilgilarinim ya da eksik
bilgilerinin oldugunu fark ettiklerini, materyal hazirlama ve
sinifa sunma siirecinin onlara bu eksikliklerini giderme
anlaminda da katkida bulundugunu ifade etmislerdir. Bu
siirecin, kendileri i¢in de matematik konu ve kavramlarinm
tekrar etme, pekistirme, pratiklestirme ve hizlandirma gibi
faydalarina deginen 6gretmen adaylarinin bu durumu ifade
eden ctimlelerinden 6rnekler asagida sunulmustur:

“Itiraf ediyorum, rasyonel sayi ile kesir arasindaki fark:

bilmedigimi hatta bu konuda eksik ve yanlis bilgilerim

oldugunu gordiim. Benim igin matematik ogretici de oldu.”

“Bu oyun ile iislii sayilardaki kurallar: tekrar etmis oldum.

Hatta sanirim bazi kurallarin mantigint bu oyunla yeni

kesfettim (giiltiyor).”

“Cok yonlii diistinmemizi sagladi. Matematik miifredatinin

tamamina yakin kismint incelememizi, konu tekrari

yapmamizi hatta bizim de 6grenmemizi sagladi.”
“Birinci dereceden denklemleri bana pratik bir sekilde

cozmeyi  ogretti.  Ogrencilere  yetisebilmem  icin
matematiksel hesaplamalarda hizlanmam gerektigini fark
ettim.”

Konuya yonelik eksik bilgilerini tamamlama ve tekrar
edebilme firsati bulmus olan 6gretmen adaylarina ek olarak,
baz1 dgretmen adaylar1 da bu siirecin konular ve kavramlar
arasindaki iliskileri fark edebilmelerine yonelik katkilarma
deginmislerdir.

“Rakamlarin, pozitif sayilarin, negatif sayilarin, toplama,

ctkarma, bolme islemlerinin kisacast ¢ogu konunun

birbiriyle iliskili oldugunu ve énceki konulardan birini tam
anlamiyla ogrenmeden diger konunun anlasiimasini,
coziimlenmesini zorlastirdigini 6grendim.

“Sectigimiz konularin birbiriyle baglantisini daha iyi

kavradim ve birka¢ konuyu  birlestirerek  oyunu

tasarladik.”

Konu-spesifik farkindaliklarina ek olarak, &gretmen
adaylarmin tamaminin eglenerek matematik 6grenmenin sinif
icerisindeki ortami farklilastirdigini fark etmelerine yonelik
sagladigi katki da elde edilen 6nemli bulgulardan biri
olmustur. Bu siire¢ onlara, 6grencilere bu yolla sunulacak olan
imkanlarin =~ Onemini  gozlemleyerek  ve  yasatarak

deneyimlemelerini saglamis olup, dgretmen adaylarinin bu
anlamdaki farkindaliklar1 da sik sik dile getirdikleri
goriilmistir.  Ayrica  Ogretmen  adaylarinin, oyunun
ogrencilerde olusmus ya da olusabilecek olan matematik
korkusu ve olumsuz 6n yargilar1 engellemek adina etkili bir
ara¢ olarak kullanilabilecegi hakkinda da dikkat cekici
goriisler paylastiklar1 goriilmiistiir. Ornegin:

“Bu oyun sayesinde o6grencilerin korkusu olan matematigi

oyunlastirarak korkulacak bir sey olmadigint 6grencilere

astlayabilecegimi diisiiniiyorum”

“Sunu fark ettim: 6grenciler matematikten ¢ok korkuyor,

¢ok karisik goziikiiyor ogrencilere. Bu etkinlik sayesinde

ogrenciler oyun oynayarak bir stirii konuyla ilgili
pekistirme yapmuig oluyor. Korkular: azaltiyor bence.”

“Anladim ki ogrenciler i¢in matematik dersi zevkli

gececegi icin oyun sayesinde matematige karsi on yargilar

ortadan kalkabilir.”

Tiim bunlara ek olarak, genel anlamda matematik ve oyun
iliskisine yonelik 6gretmen adaylarinda 6nemli farkindaliklar
olustugu goriilmiistiir. Neredeyse tiim 6gretmen adaylari, daha
once bu entegrasyonun bu denli dnemini fark etmediklerini
dile getirmislerdir. Durumu ifade eden 6gretmen adaylarindan
Ornekler;

“Bu dersi almadan once matematik ogretiminde oyunun bu

kadar 6nemli bir yer tuttugunu bilmiyordum.”

“Matematikte her konu ile ilgili oyun yapilabilecegini fark

ettim.”

Ayrica  birgok  Ogretmen adaylarmin  bu  siireci
degerlendirirken, matematik egitiminde sikga karsilagilan ‘test
odakli” egitim anlayisini sorguladiklari ve onun yerine oyun
koymak konusunda da farkindalik yasadiklari elde edilen
verilerde sikga karsilagilan bir bulgu olarak ortaya ¢ikmistir.

“Ogrencilere test odakli yaklasip siirekli bunlarla sinav-

quiz yapip ogrencileri korkutmak yerine ileride bir konun

ardindan ogrenip ogrenilmedigini degerlendirebilmek igin
oyunu kullanabilecegimi fark ettim.”

“Ogrenciler oyunla &greneceklerini gordiikleri zaman

oldukga iyi giidiilendiler ve bu sayede konuyu ¢ok daha iyi

ogrendiklerini fark ettim. Swmifta kitapla ya da test ¢ozerek
ogrenseler bu konular: bu kadar ilgili olmazlardr bunu fark
ettim.”

Ogretmenlik Meslek Deneyimi

Bu siirecin 6gretmen adaylarina yonelik katkilarindan bir
digerinin de Ogretmenlik meslek deneyimine ydnelik
kazandiklar1 deneyim oldugu dikkat g¢ekici bir alt kategori
olarak bulunmusgtur. Yani c¢aligma, matematik &gretmen
adaylarinin gelecekteki meslekleri olan dgretmenlige yonelik
olumlu tutumlar gelistirmesi ve mesleki becerilerine yonelik
onemli bir deneyim yagamalart anlaminda da katkilar
saglanmustir. Ogretmen adaylar1 kendi 6gretmenlik becerilerini
ve tutumlarint degerlendirmis ve bu uygulama siirecinin
ogretmenlik mesleklerine alismalarina ve bu anlamdaki
gelismelerine olanak sagladigini sik¢a ifade etmislerdir.
Ayrica, 6gretmenlik meslegine yonelik degerlendirmelerini
yapan 6gretmen adaylarinin, bu siire¢ igerisinde sinif yonetimi
hakkinda da yasadiklart deneyimi vurguladiklar: goriilmiistiir.
Bu deneyime ek olarak, smif yonetimine kendilerini
gelistirmeleri gereken bir yonleri ya da zorlandiklar1 kisim
olarak degindikleri dikkat ¢ekmistir. Ornegin:
“Ogrenciler nerelerde takiliyor, kendilerini nerelerde
eksik  hissediyorlar, oyunun iginde nasil  konu
anlatabilirim, o6grencilerimin seviyesine nasil inebilirim,
bunlart hep sorguladim ve gelistim bence. Hi¢hir zaman
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unutamayacagim, 6gretmenlige bu kadar yakin hissettigim

ilk deneyimimdi.”

“Daha once sinif ortamint gormemistim ve ilk defa bu

heyecant yasadim, harikulade bir deneyimdi. Bu konuda

kendimize olan giivenimizin arttigini diigiintiyorum.”

“Uygulama asamasinda sinif yonetiminde eksiklerimin

oldugunu gordiim bu konuda biraz daha kendimi

gelistirmem gerektigini diisiiniiyorum.”

“Kiigiik simiflarda ortami diizenlemek ve koordinasyonu

saglamak beni biraz zorlad1.”

Ayrica, neredeyse tim Ogretmen adayl ilerideki
Ogretmenlik hayatinda oyunu kullanacaklarina, siirecin
onlarda bu yonde olumlu bir tutuma sahip olmalarmi
sagladigini belirtmislerdir. Ogretmen adaylarinin gelecege
yonelik beklentilerinin oyun tasarimi ile yeniden sekillendigi
de goriiglerinden ortaya ¢ikarilmigtir. Bu konuyla ilgili birkag
Ogretmen adayinin goriisleri su sekildedir:

“Ileride matematik ogretmeni oldugumda kesinlikle bu

tarz yontemler ve oyunlar gelistirerek ¢ocuklara

matematik ogretecegim. Ciinkii ¢ocuklar teorik egitim
yerine uygulamal egitimi daha ¢ok benimsiyor.”

“Boyle oyun gelistirmeye énceden erinirdim ama simdi ne
kadar zevkli oldugunu anladim, etkili bir égretmen olmak
istiyorsam iisenmeden, boyle seyler sunmam gerektigini
anladim.”
“Oyun oynarken zamanin nasil gegtigini anlamadiklarin,
cok eglendiklerini ve hatta teneffiise ¢ctkmak istemediklerini
soylediler. Bunu ve tam sayiarla toplama kisminda eksigi
olan ogrencinin oyunun sonlarma dogru daha az yanlis
yaptigini gortince boyle hem eglendiren hem dgreten bir
ogretmen olmak istedigime karar verdim.”

Empatik Deneyim

Ogretmen adaylarinin  kendi ve diger gruplarm oyun
materyallerini smifta deneyimleme siirecinin, onlara egitime
6grenci goziinden bakabilmeleri anlaminda sagladig: katkiy1
siklikla dile getirdikleri goriilmiis ve dgretmen adaylarinin
yasadiklar1 bu empatik deneyim de ayr bir alt kategori olarak
ele almmistir. Bu dogrultuda, Ogretmen adaylarinin
kazandiklart empatik deneyim ve bu deneyim sayesinde
ogrencilerin ilgi, ihtiya¢ ve tercihleri baglaminda kendi
ogretmenlik algilarini tekrar gozden gegirebildiklerine yonelik
soylemleri dikkat cekmistir. Ogrenci odakli diisiinebilme
boyutlarinda yasadiklar1 farkindaligi ifade eden Ogrenci
ifadelerinden 6rnekler asagida sunulmustur:

“Fark ettim ki biz 6gretmen adaylar: bile oyun oynarken

cok eglendik. Biz boyle egleniyorsak dOgrencileri

diigiinemiyorum. Matematigi béyle oyunlarla daha ilgi
cekici ve aktif bir hale getirmeliyiz.”

“Ogrencilerle empati kurmamizi gelistirdi. Bir konuyu

ogretirken ¢ocuklarin goziiyle bakmam gerektigini. Oyun

oynarken nasil hissedebileceklerini ve kazanimlari
ogrenmelerinin  kolay ve eglenceli olabilecegini fark
ettim.”

Ogretmen adaylarinin bu siireci bizzat kendilerinin
yasamalari, egitimde oyunun motivasyona yonelik katkilarini
yasayarak Ogrenmelerini saglamis ve edindikleri empatik
deneyimi de siklikla dile getirdikleri goriilmiistiir. Asagidaki
6gretmen aday1 sOylemlerinde de 6rneklendigi gibi, 6gretmen
adaylarinin gercek ogrencilerle materyallerini
kargilagtirmadan once bu siireci arkadaslariyla kendilerinin
yasamalarinin 6nemine ve eglenceli yanlaria vurgu yaptiklari
dikkat cekmistir. Ogretmen adaylari, kendileri gibi diger
arkadaslarmm da  gelistirdikleri oyun materyallerini

gozlemleme ve deneyimleme sahibi olabilmenin faydalarina
da deginmislerdir.

“Bu oyunu swmifta oynamak olduk¢a eglenceliydi.

Cisimlerin farkli yénlerden goriiniimlerini deneyerek

olusturmak ve diger arkadagslarla rekabet halinde olmak

benim i¢in de keyifli ve 6greticiydi.”

“Oyunu swmifta oynadik¢a eksiklerimizin farkina vardik.

Degistirmemiz gereken yerler oldugunu gormemize katki

sagladi. Ve arkadaslarimizin  oyunumuz  hakkinda

diigtincelerini 6grenebildik. Onlar oynarken ne hissettiler,
neler diisiindiiler, nasil hamleler yaptilar gibi sorularin
cevaplarini bizzat gérme sansmni yakaladik.”

Ogretmen adaylar1 ayrica, gelistirdikleri iiriinlerin diger
arkadaslar1  tarafindan oynanmasi, begenilmesi takdir
gormesinin kendilerini heyecanlandirdigini, gururlandirdigini
ifade etmislerdir. Boylece 6gretmen adaylarinin yapilan ders
i¢i degerlendirmelerin 6grenciler agisindan ne gibi duygular
olusturabilecegini ve olumlu goriislerin neden Onemli
oldugunu ilk elden deneyimleme firsat1 da yakalamislardir. Bu
konuya iliskin bazi 6gretmen aday1 goriisleri su sekilde tespit
edilmistir:

“Swnifta arkadaslarimiza oynattigimizda oyunu oynarken

eglendiklerini fark ettim, bizleri tebrik edip oyunu

oynarken ¢ok keyif aldiklarimi  belirtmeleri  bizi
gururlandirdr.”

“Oyunu arkadaglarimiza gostermek ve oynadiklarini

gormek ¢ok heyecanliydi. Ciinkii oyunumuzu begenmeleri

bize cesaret verdi. Birlikte eglenmis olduk. Her sey
sandigimizdan daha eglenceli ve dgretici hal almis oldu.”

“Oyunumuzu sinifta sunarken arkadaslarimiz oyunu ¢ok

merak ettiklerini ve oynamak istediklerini séylediler.

Oyunu beraber oynadigimizda farkli ve giizel oldugunu

dile getirdiler. Hazwrladigimiz bir oyunun begenilmig

olmasi beni fazlastyla mutlu etti.”

Oyun Materyaline Yonelik Katk:

Calisma dogasinda var olan tasarim, sunum ve uygulama
stirecleri sayesinde 6gretmen adaylarinin son iiriin olarak etkili
oyun materyalleri elde etmelerine olanak saglandigi
goriilmiistiir. Yani tiim bu tasar1 tabanl arastirma siirecinin,
oyun materyallerinin matematik 6gretim icerigine uygun,
kullanigli ve basarili bir {irline doniisebilmesine yodnelik
sagladigi katki dikkat ¢ekici bir bulgu olarak yorumlanmustir.
Daha etkili bir oyun materyali elde edilebilmeleri amaciyla,
Ogretmen adaylarinin materyallerinde yaptiklar1 degisiklikten
bahsettikleri goriilmiistiir. Hazirladiklar1 oyun materyalinin
uygulanmast sonrasinda oOzellikle Ogrenci seviyesine ve
kazanimlarina uyarlanmast konusunda degisiklik yapmak
durumunda kaldiklarim1  siklikla  belirtmislerdir. Daha
oncesinde miifredat, kazanimlar, smif seviyesi ve gergek
ogrenciler ile calisma yapma noktalarinda ¢ok fazla deneyim
sahibi olmayan 6gretmen adaylarinin siklikla, diger 6gretmen
aday1 arkadaglarindan ve dersi yiiriiten arastirmacilardan
aldiklar1 geri doniitler ile hazirladiklart materyallerdeki
kazanimlar1 ve smif seviyeleri konusunda farkindalik
yasayarak, Ogrenciye uyarlama noktasinda degisiklikler
yaptiklar1 goriilmiistiir. Ornegin, smif seviyesine uygun
kazanim ile degistirme ya da oyunun smif seviyesini
degistirmeye yonelik deneyimlerini aktaran Ogrencilerden
birka¢1 bu durumu su sekilde ifade etmislerdir:
“Ilk once, oyunumuzun kazanimint 5.sinif dogal sayilarla
islemler olarak hazirlamistik. Fakat swifia sunarken
S.smif  6grencisinin  negatif ve pozitif tam sayilari
bilmedigini fark ederek kazanimimizi 7.smif tam sayilarla
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islemler olarak degistirdik ve o sinif seviyesine en uygun

oyun materyali olacak hale getirdik.”

“Oyunda paralelkenarin alanini hesaplamak gerekiyordu

ama ogrenciler daha bu konuyu 6grenmemig oluyorlarmus.

Bunu bilmedigimiz i¢in kazammi kare ve dikdortgenin

alamimi hesaplamaya yonelik olarak degistirdik.”

“Oyunumuz koordinat sistemi bilgisi de gerektirdigi icin

smif  seviyemizi 8. swmif oyunu olarak degistirmek

durumunda kaldik.”

Buna ek olarak, smif seviyesinde degisiklik yapmalari
gerekmeyen oyun materyallerinin bazilarinda ise 6gretmen
adaylarinin, oyunun igerigindeki matematiksel bilgi ve
sorularin zorluk seviyesine yonelik yapmak durumunda
kaldiklar1 degisiklikleri ifade ettikleri de goriilmiistiir. Bunun
yant sira, oyun icerigindeki matematiksel becerilerin
zorlugunu fark eden bazi Ggrenciler ise zorluk seviyesini
degistirmek yerine, Ogrencilere taninan siire tizerinde
yaptiklari degisikligi dile getirmislerdir. Ornegin,

“Ogrencilerin kolaylikla yapabilecegini diisiiniirken sinif

arkadagslarimiz bile zorlandi. Bu yiizden, 6grencilerin ¢ok

zorlanacaklarimi  ve oyunun amacindan ¢ikacagini
diisiinerek  oyundaki  soru ve gorev seviyelerini
kolaylastirmaya karar verdik.”

“Uygulama siirecinin ardindan, sorularin ¢oziimii igin

oyunculara 10 degil 30 saniye siire vermeye karar verdik.”

“Bazt iglemlerin fazla islem becerisi gerektigini diisiinerek

kaldirip, yerine yenilerini yazdik, ayrica bazi bélme

islemlerindeki sayilarda degisiklikler yaptik. Her grubun
oyun stiresi hakkini uzattik ve bazi zor sorular igin de ek
stire ya da joker hakki ekledik.”

En sik karsilagilan degisiklik sebeplerinden birinin de
Ogretmen adaylarinin, oyun materyalinde ‘eglence’ unsurunu
artirmaya yonelik yaptiklart diizenlemeler oldugu c¢alisma
verilerinden elde edilen dikkat c¢ekici bulgulardan biri
olmustur. Asagidaki 6grenci sOylemlerinden de goriildigi
gibi, 6gretmen adaylar1 hazirladiklar1 oyun materyallerinin
kazanim ve 6grenme amacina ek olarak dgrenciler igin daha
heyecanly, ilgi ¢ekici ve eglenceli olmasi yoniinde degisiklikler
de yapmuslardir.

“Oyunun daha heyecanli olmasi igin, soruyu yanhs bilince

geriye gitme kuralim getirdik.”
“Once dort kisilik bir oyun olmasina karar verdik ama
oyun uzar ve heyecant kalmaz diye iki kisilik olmasina
karar kildik.”
“Ogrencilerin ilgisini ¢ekmesi icin renkli kagitlar
kullanmaya ozen gosterdik. Ayrica ¢arka pas veya iflas
ekledik, oyun bir anda degisebilsin, heyecan katsin
cocuklara diye. Yoksa yenilen takimin sikilabildigini
gordiik.”
“. sonucu negatif sayi ¢ikan sorular ¢ok olunca siirekli
geri gittigi zaman ogrenci oyunun bir tiirlii bitmeyecegini
diistintip oyundan zamanla sikildigin fark ettik, bu yiizden
yonergemizde ufak bir degisiklik yaptik, bir de siradaki kisi
soruyu ¢ozemeyince takim olarak birlikte ¢ozebilme hakki
ekledik.”

Bunlara ek olarak, oyun oynama sirasinda isleyisi, oyunun
akiciligini ve mantigin1 koruyabilmek adma hazirladiklari
oyun materyallerinin yonergelerinde eksiklikler oldugunu fark
eden Ogretmen adaylarinin uygulama siireci sonunda oyun
yonergelerinde yapilan degisiklikleri de dile getirdikleri

gorilmistiir.

“Oyunu tasarlarken zaten bunu uygulama siirecini
diisiinerek  tasarliyoruz.  Fakat  gergekten  oyunu
oynattigimizda  oyunun  bizim  anlattgimiz  gibi

algilanmadigimi ya da diigiinmememiz gereken farkl
noktalar oldugunu gordiik. Kartlarin iizerinde yazan
sayilar oyun esnasinda eslesmeyecek sekilde geldi mesela.
O yiizden bu durumda karti bulundugu kulenin en altina
koyarak oyuna devam etme kurall getirdik.”
“Oyundaki 6grenci sayisimi degistirip en uygun kisi
sayisinin 20 olduguna karar verdik. En basta 6gretmenin
kiiplerden bir sekil gostermesini ve sonrasinda da
ogrencilerin o sekilleri ¢izmesini istemistik. Ama sinifia
uygulama yapinca tam tersi sekilde yaptigimizda daha
verimli oldugunu gordiik.”

“Ilk basta oyunumuz i¢ ice ge¢mis 2 iicgenden olusuyordu

ama oyunun ¢ok kisa stirdiigiinti goriip i¢ kisma 3. iiggeni

ekledik. Ayrica ogrencinin 20 saniye soru ¢ozmesi icin bir
zaman ve soruyu ilk ¢ozen ogrenci igin ekstradan +2
saniye kurali ekledik.”

Bunlara ek olarak 6gretmen adaylari, oyunu gergekten
kendileri oynattiginda ve birer 6grenci yerine gegip onlar gibi
disiindiiklerinde, oyunun bazi bosluklari olabilecegini fark
ettikleri i¢in yaptiklar1 diizenlemeleri de dile getirmislerdir.
Oyunlarinda yodnlendirici igerikler bulunmamasi gerektigi ya
da oyun icin hile olarak goriilebilecek kisa yollar
bulabileceklerini fark eden 6gretmen adaylarinin, yarigmanin
adil ve tutarli ilerleyebilmesi i¢in yeni diizenlemeler yaptiklari
da dikkat cekmistir. Ornegin,

“Oyunu oynarken hocamiz gsunu fark etti, en iistteki
kartlarmn higbirinde eslenik olmadi. O zaman da 6grenci
istedigi bir karti bulundugu kulenin en altina koyar ve yeni
¢tkan kartla oyuna devam etmeye ¢calisir. Bu da haksizlik
olur. Bu yiizden bu durumda -10 ceza puani kuralim
ekledik biz de.”

“Grup igerisinde  oOgrencilerin  kopya/yardimlasma

durumuna engel olacak yonergeler ekledik. Ayrica hizli

olmak igin, diisiinmeden cevaplart atan J&grencileri
engellemek amacwyla da sorulart diizenledik ve kurallar
koyduk.”

“Ayrica bir grup islemi yapmadan sadece birler

basamagindan cevabi tahmin edebildigi icin haksizlik

oldugunu gordiik, bu yiizen sayilari ve yonergeleri biraz
degistirdik.”

Ozetle dgrenciler bu siirecte hazir olduklarini sandiklart
oyun materyalinin  aslinda  hazir olmadigini  ve
deneyimlemenin, anlagilir yonergeler sunmanin ve 6grenci
goziinden oyunlara yaklagsmanin oyun materyali i¢in ne kadar
onemli oldugunu fark etmislerdir.

Tartisma ve Sonug

Tasar1 tabanli arastirma yontemi ¢ergevesinde yliriitilen bu
calismada, matematik Ogretimini oyunlarla desteklemeye
yonelik oyun materyallerinin 6gretmen adaylari tarafindan
tasarlanmas1 ve silirecin degerlendirilmesi amaclanmistir.
Prototipler seklinde tasarlanan, siirekli degerlendirilerek
diizenlenen ve wuygulama olanaklar1 ile gelistirilebilen,
kullanic1 ve diizenleyicilerin aktif katilimina olanak saglayan
bu siire¢ egitim materyali olarak oyunlar ve onlara yonelik
tasarim ilkelerinin gelistirilmesine olanak saglamistir. Buna ek
olarak, bu siire¢ deneyimi dgretmen adaylarinin profesyonel
gelisimine ve pedagojik bilgi ve beceri repertuarlarimin
geniglemesine de 6nemli katkilar saglamistir.

Bu dogrultuda ilk olarak, matematik &gretmen adaylarinin
matematik egitimine yonelik tercih ettikleri oyun tasarim
ilkelerine yonelik bulgular elde edilmistir. Ogretmen
adaylarmin tasarim ve uygulama siizgecinden gegen oyun
materyalleri i¢in 6zgiinliikk, yonergede agiklik ve tutarlilik,
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ogrenci merkezlilik ve empati, rekabet ve heyecan unsurlari,
estetik 6geler oyun tasariminda géz oniinde bulundurulmasi
gereken ilkeler olarak belirlenmistir. Ogretmen adaylar1 ve
uygulayici 6grenciler i¢in bir oyun materyallerinin var olan
materyallerden farkli olmasinin 6zellikle dgrencilerin ilgisini
¢ekmek ve 6zgiin, alana gesitlilik saglayacak bir materyal elde
edilebilmesi noktasinda 6nemli oldugu gorilmiistir. Ayrica
geligtirilen oyun materyallerinin 6grenci  goziiyle ele
alinabilmesinin, gelistiren kisilerin Ggrencilerle empati
kurarak, onlarin eglenerek O0grenmesine olanak saglayacak
icerik, estetik Ogeler ve yonergelerle zenginlestirilmesinin
onemi vurgulanmistir. Oyundaki heyecan ve eglence
unsurlarmin  stirekli tutulabilmesi ve 06grenme/pekistirme
siirecinin devam edebilmesi amaciyla oyun igerigi ve
yonergelerin yerinde ve kararinda rekabet ve heyecan unsurlari
gbz oOniinde bulundurularak belirlenmesi de Onemli
noktalardan biri olarak dikkat ¢ekmistir. Bu noktalarda da
oyuna yonelik olusturulan kurallarin ve sunulan yonergelerin
herhangi bir soru isaretine ya da adaletsizlige olanak
vermeden, yeterince agik ve tutarli olmasmin hem oyun
materyalini oynayan hem de derslerinde kullanan 6gretmenler
icin kritik bir nokta oldugu bulgular baglaminda ifade
edilmistir. Bu kategori altinda elde edilen bulgularin 6gretmen
adaylarinin dijital oyun tasarimi deneyimlerini inceleyen
Aldemir Engin (2023) calismasinda elde edilen eglenerek
o0grenme, kalicilik ve konuyu basitlestirme hedefleri ile
ortlistiigli goriilmektedir.

Oyun temelli matematik egitimi materyallerinin tasarim ve
uygulama siirecine yonelik diger ana kategori seklinde elde
edilen bulgularda ise bu siirecin katkilarina odaklanildigi
goriilmektedir. Tasar1 tabanli aragtirma modeli odakl: siirecin
hem 6gretmen adaylarina hem de etkili egitsel materyal olarak
oyun {triinlerinin elde edilebilmesine yonelik faydalar1 ve
olumlu katkilar1 oldugu ortaya c¢ikarilmistir. Matematik
O0gretmen adaylarina yonelik katkilar baglaminda ilk olarak,
adaylarin oyun tasariminin 6énemi ve gereklilikleri noktasinda
yasadiklart farkindalik dikkat ¢ekmistir. Buna ek olarak, bu
stire¢ sayesinde hem matematik hem de matematik dgretim
bilgilerini degerlendirme ve gelistirme olanagi bulan
matematik Ogretmen adaylarinin  6gretmenlik meslek
deneyimi elde edebilmelerine de saglanan katki dikkat
cekicidir. Tasarim, uygulama ve arastirma unsurlarinin ici ige
ilerleyebildigi boyle bir siire¢ sayesinde empatik deneyim
yasayabilen 6gretmen adaylari, matematik 6gretme siirecinde
6grenci goziinden gézlem ve degerlendirme yapabilme olanagi
bulmuslardir. Elde edilen bu bulgular, 6gretmen adaylarinin
tasarim siirecine dahil edilmesinin olumlu katkilarina deginen
Aldemir Engin (2023) calismasinda elde edilen bulgular ve
oyunla matematik &gretim siirecinin dgretmen adaylarinin
tutum ve yeteneklerine yonelik katkilarina deginen
calismalarda (Almarashdi, Zaitoun ve Alarabi, 2023; Holden
2016; Meletiou-Mavrotheris ve Prodromou, 2016) elde edilen
bulgular ile de paralellik gostermektedir.

Ogretmen adaylarmin gelecekteki donanimlara ve
mesleki hayatlara yonelik bu denli 6nemli farkindalik ve
deneyim olanagi saglayan bu siirecin, etkili egitim materyali
olarak oyunlarin gelistirilmesine sagladig1 katkilar da dikkat
cekici bir diger bulgu olarak goriilmiistiir. Kennedy-Clark
(2013) ve Van den Akker ve digerlerinin de (2006) belirttigi
gibi, gergek egitim ortamlaridaki ihtiyag durumuna ¢oziim
sunmak noktasinda etkili olan tasar1 tabanli arastirma yontemi
sayesinde, smnif i¢inde kullanigh, matematiksel igerik ve
giincel 6gretim bilgisi ile uyumlu oyun materyallerinin ortaya
¢ikmasi saglanmistir. Bu durum ayrica Oztop’un (2022) da
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degindigi, smiflarda kullanilacak olan oyun materyallerinin
tiretimi  slirecinde Ogrencilerin ve alanin &zellikleriyle
uyumlulugun g6z 6niinde bulundurulmasi gerektigi 6nerisiyle
de ortiismektedir. Yani bu c¢alisma sayesinde, oyunu
kullanacak olan &grenciler ile gelecegin matematik
O0gretmenlerinin  slizgecinden ge¢mis ve bu yolla hem
Ogrencilere hem de dgretmenlere katki saglamis olan oyun
materyallerinin olusturulmas1 saglanmistir. Bu baglamda
calismanin, oyunla matematik 6gretimine yonelik daha fazla
arastirma yapilmasina iligkin ihtiya¢ ile de uyumlu oldugu
diistiniilmektedir (Pan vd., 2022).

Ozetle; bu galisma ile teorik ve pratik alt yapi ile beslenmis
olan, gergek yasamda var olan problemin ¢éziimiine yonelik
tasarim tabanl arastirmalarin dogasi geregi elde edilebilen
(Nieveen & Folmer, 2013; Plomp, 2013), smf iginde
uygulanabilir, etkili {irlinler ortaya ¢ikarilmasi saglanmistir.
Bu iiriinler Oztop (2022) ¢alismasinda da deginilen, matematik
ogretiminde fiziksel ortam tabanli tasarlanan oyunlarin
gelistirilmesi onerisiyle de uyumlu bulgular olarak goriilebilir.
Diger taraftan bu calismanin, siirece aktif olarak katilan
Ogretmenlere tasar1 tabanl arastirmalarin yaygin bir triini
olan profesyonel gelisim anlaminda da biiyiik katkilar
sagladig1 goriilmiistiir. Bu tespitler, oyun temelli matematik
egitimi materyallerinin tasarimi ve uygulamasinin yaninda
smif i¢i uygulama deneyimleri edinmenin, &gretmen
adaylarmin mesleki gelisimleri icin kritik bir éneme sahip
oldugunu da ortaya koymaktadir. Dondio, Gusev ve Rocha’nin
(2023) oyun temelli miidahalelerin matematik kaygisina kiigiik
de olsa olumlu etkisini ortaya ¢ikaran meta analiz ¢aligmasinda
da vurguladig1 gibi matematik kaygisini azaltmaya ydnelik
tasarlanacak matematik oyunlarina yonelik ihtiya¢ vardir.
Matematik &gretiminde oyunun 6nemli bir pedagojik arag
oldugu (Afari, 2012) ve bu noktada Ogretmenlerin ve
egitimlerinin kritik Oneme sahip oldugu (Jackson &
McNamara, 2013) oldugu gerceginden yola c¢ikarak, bu
calisma kapsaminda ortaya c¢ikan tasarim ilkeleri ve bulgular
degerlendirildiginde, calismanin alan yazinla ve uygulama
ihtiyaglariyla paralellik gosterdigi sdylenebilir. Benzer sekilde
oyunlarinin sistematik tasarimini ve tasarim ilkelerini
belirleme odakli Chorianopoulos ve Giannakos (2014)
calismasinda da vurgulandigi gibi, matematik siniflarinda
materyal olarak kullanilacak {irlinlerin matematik dgretim ve
O0grenci  bilgileri odaginda hazirlanarak  dgrencilerle
bulusturulmas:t gereklidir. Ayrica ¢aligma bulgularinin,
Oztop’un (2022) oyunla matematik ogretimine ydnelik
Ogrenci ve 0gretmen egitiminin 6nemine dikkat ¢eken ¢aligma
sonuglart ile de uyumlu oldugu gorilebilir. Bu galisma
Hartono ve digerlerinin (2016) de belirttigi, oyununun
geleneksel Ogretim yontemleri yerine daha alternatif ve
yenilik¢i  bir Ogretim  saglamast gergegini  yeniden
vurgulamaktadir. Ogrenci motivasyonu ve tutumlari (Mavridis
vd., 2017; Vandercruysse vd., 2016) ile matematiksel
diisinme becerilerine (Plass vd., 2013) yonelik olumlu
katkilar1 ~ vurgulanan oyunun matematik  egitiminde
kullanimina yo6nelik ihtiyag ve onem durumu agikardir. Bu
dogrultuda, matematik smiflarmna bu katkiy1 tasiyabilmek
adima hem matematik 6gretim programina hem de matematik
Ogretmen yetistirme programlarina oyunla matematik 6gretimi
tasarim ve uygulama ilkelerinin ¢ok¢a dahil edilmesi
onerilmektedir. Yenilik¢i uygulamalara sahip gelecegin
smiflarma liderlik edecek ogretmen adaylarinin tasarim
stireclerine empatik deneyim yasatarak dahil edilebilmelerinin
olumlu katkilarini ortaya g¢ikaran bu c¢alisma ile, matematik
Ogretmenlerin smiflardaki gérevlerinden 6nce 6gretmen adayi
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siireclerinde bu uygulamalarla karsilastirilarak
yetistirilmesinin 6nemini ve gerekliligini de vurgulamaktadir.
Hem o6gretmenlerin  pedagojik alan bilgisine yonelik
kazanimlarin elde edilebilmesine olanak saglamasi hem de
yetistirecekleri 6grencilere oyunla matematikle Ggretiminin
katkilarint tagtyabilmesi bakimindan oyunun matematik
egitim programlarima aktif dahil edilmesi 6nerilmektedir.

Oyun her ¢ocugun kullandigi evrensel bir dildir (Erkan vd.,
2002; Muro & Kottman, 1995) gerceginden yola ¢ikilarak
gelistirilen materyallere iliskin elde edilen bu bulgularin,
calisma amaci diginda kalan diger okullardaki 6grencilere,
Ogretmen adaylarina ve 6gretmenlere de 6rnek teskil edecegi
diisiiniilmektedir. Ozellikle matematik egitiminde oyun
materyali tasarlamaya yonelik elde edilen tasarim ilkelerinin
bu konuda yapilacak gelecek calismalara 151k tutacagi
diistiniilmektedir. Ayrica dgrencilerin sinif i¢i biligsel, sosyal
ve duygusal tiim ihtiyaglar1 gozlemlenerek elde edilen bu
tasarim 1ilkeleri dogrultusunda hazirlanan oyun materyalleri
ile, ileriki ¢aligmalarda Ogrencilerin bilissel, duygusal ve
sosyal gelisimlerine yonelik katkilari incelenebilir. Ek olarak,
elde edilen tasarim ilkeleri ¢ercevesinde farkli sinif seviyeleri
ya da belirlenen matematiksel kavramlara yonelik ¢aligmalar

yapilabilir, tasarim ilkelerinin  gegerligi ve oyun
materyallerinin ~ kullanishiligi,  6grencilerin  matematik
basarilarma, matematige yonelik tutum ya da 0z
yeterliliklerine etkisini inceleyen caligmalar
gerceklestirilebilir.
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Extended Summary
Introduction

Throughout history, games have found a place in every phase
of our lives with the existence of humanity (Miller, 2008;
Tugrul, 2010) and have been accepted not only as
entertainment but also as a tool that helps learning (Y oriikoglu,
1986). Today, many educators accept that games are an
important part of education (Moursund, 2006; Tural, 2005),
and this perspective is presented through studies showing that
students trying to learn by sitting still for a long time does not
create an effective educational environment (Oblinger, 2006;
Tural, 2005). Game-based learning, which is seen as
educational tools that provide the opportunity to solve
problems they may encounter in real life, can provide students
with skills such as critical thinking and creative thinking, while
also allowing students to manage their own learning processes.
While the importance of providing children with learning
opportunities by doing and experiencing is emphasized in the
mathematics learning approaches (Van de Walle, et al., 2022).
At this point, the role of the game in providing a permanent
and effective learning environment that appeals to the senses
is remarkable (Tural, 2005). As Tarasenkova et al. (2020)
state, teachers' knowledge and awareness directly affect the
quality of practices in classrooms. In this context, it is a great
necessity to educate prospective teachers about teaching
mathematics through games and to provide them with
opportunities to experience this process. Previous research has
shown that studies on computer games or physical games stand
out, but the design of concrete game materials and the impact
of this process on teacher candidates in the teacher training
process have not been researched sufficiently. For these
reasons, this study aims to design game materials to support
mathematics teaching with games by prospective teachers and
to evaluate the process.

Method

During this study, a designed-based research process was
implemented in which prospective mathematics teachers could
actively participate, as it is included in the main philosophy of
game-based education. The participants of the study consist of
47 prospective mathematics teachers (34 girls, 13 boys) who
took the elective course 'Teaching Mathematics through
Games' in the curriculum of the middle school mathematics
teaching program at a university. When the participant profiles
are examined, it is seen that the mathematics teacher
candidates participating in the study were between the ages of
19-21, who have been successful in all of the educational
sciences basic courses and who have taken the Material
Development course in Mathematics Education in previous
semesters. In this context, it was seen that the participants in
the study have basic theoretical and practical knowledge about
designing teaching materials. The study process lasted 14
weeks in total, and during this process, all participants,
together with the researchers, took an active role in the
‘Teaching Mathematics with Games’ elective course. In this
course, the process of designing, developing, and
implementing game materials for mathematics teaching were
implemented.

Results

During the preliminary preparation and prototype
development processes of the study, developed based on
adesign-based research method, opportunities were provided

for teacher candidates to design game materials. In the
implementation phase, prospective teachers were made to play
the games they designed with middle school students and to
evaluate the ethics and applicability of the games they
designed through real environment experiences. During the
phases of the study, observation notes covering the in-class
studies and practices of the prospective teachers were taken
and these observation notes were also presented to the
prospective teachers as feedback.

In general, the preliminary phase was shaped by findings
detailing how teacher candidates started game design, how
they created their first drafts and scenarios, and what they
learned in the process. In the prototype development and
evaluation phase, the processes and opinions of the prospective
teachers regarding the development processes of game
prototypes, pilot applications, the feedback they received and
how they made improvements in line with this feedback were
examined In the implementation phase, which was the last
phase of the study, an examination was conducted including
how the prospective teachers implemented their games in the
real classroom environment, their opinions on student
reactions, the feedback they received and the experiences they
gained in this process.

It was observed that teacher candidates paid attention to the
game materials throughout the entire process and tried to
obtain the most usable and effective mathematical teaching
tool by revising their materials according to some points they
found valuable and important in terms of design, application
and mathematical content. The features mentioned in this
regard have attracted attention as one of the main categories of
study findings regarding game design principles in
mathematics education. Regarding game design, it has been
observed that teacher candidates pay attention to the fact that
the material of the game should be original, the instructions
should be given clearly and consistently, the student-centered
approach should be at the forefront in content and application
design. In addition, the games should provide excitement by
involving competition and be rich in aesthetic elements. It was
noted that findings were obtained regarding the contributions
of the design and implementation experiences, that is, the
process that involves teacher candidates creating the game
materials they prepared in the form of prototypes by
experiencing them with other teacher candidate friends and
middle school students in the classroom.

Discussion

This study was carried out within the framework of the design-
based research method. It aimed to design game materials to
support mathematics teaching with games by prospective
teachers and to evaluate the process. This process was
designed in the form of prototypes, and constantly evaluated
and improved. It can be improved with application
opportunities, which allows the active participation of users
and organizers, enabling the development of games as
educational materials and design principles for them. In
addition, the experiences of teacher candidates in this process
made significant contributions to the professional
development of them and the expansion of their pedagogical
knowledge and skill repertoire.
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Abstract: With globalization and migration, there is a rapid increase in cultural diversity in schools. Therefore, pre-
service teachers' awareness, knowledge, and skills about cultural responsiveness and how to reflect them in the
classroom environment have become important issues. This study aimed to explore the impact of a culturally responsive
education course on pre-service teachers' views on culturally responsive education through Q methodology. The data
collection tool utilized in the study was the "Q Set Statements on Culturally Responsive Education" grouped by the
researchers under the sub-themes of awareness, knowledge, skills, and pedagogy. Data from the study group consisting
of 39 volunteer pre-service teachers who took the culturally responsive education course were obtained through the
HtmlQ program. Using the quantitative data obtained from the factor analysis and the qualitative data obtained from
the semi-structured interviews, it was revealed that the pre-service teachers had three different subjective views on the
effects of the culturally responsive education they participated in (a) Knowledge-Based Development (b) Awareness-
Based Development and (c¢) Pedagogical Skills-Based Development. The results of the study point to valuable
recommendations for culturally responsive teacher educators, pre-service teachers, and the Turkish education system.

Keywords: Culturally responsive education, culturally responsive teacher, pre-service teachers, Q methodology

0z: Kiiresellesme ve goglerle birlikte okullarda kiiltiirel cesitlilik hizli bir artis igindedir. Bu sebeple, 6gretmen
adaylarmin kiiltiirel duyarlilik hakkinda farkindalik, bilgi, beceri ve bunlari sinif ortamina nasil yansitacaklar1 dnemli
konular haline gelmistir. Bu ¢alisma, kiiltiire duyarli egitim dersinin 6gretmen adaylarinin kiiltiire duyarli egitime
yonelik goriislerine etkisini Q metodoloji ile kesfetmeyi amaclamistir. Arastirmanin ¢alisma grubunu kiiltiire duyarl
egitim dersini alan 39 goniilli 6gretmen aday1 olusturmaktadir. Arastirmacilar tarafindan farkindalik, bilgi, beceri ve
pedagoji alt temalarinda gruplandirilan “Kiiltiire Duyarli Egitime Iliskin Q Seti Ifadeleri” veri toplama arac1 olarak
kullanilmistir. Ulasilan veriler HtmlQ programu aracilifiyla analiz edilmistir. Faktor analizinden elde edilen sayisal
veriler ve yart yapilandirilmig goriismelerden elde edilen nitel veriler kullanilarak, 6gretmen adaylarmin katildiklar
kiiltiire duyarli egitimin etkileri tizerine ti¢ farkli 6znel goriise sahip olduklari ortaya ¢cikmustir: (a) Bilgi Odakli Gelisim
(b) Farkindalik Odakli Gelisim ve (c) Pedagojik Beceri Odakli Gelisim. Calisma sonuglart kiiltiire duyarli 6gretmen

egitimcileri, 6gretmen adaylari ve Tiirk egitim sistemi i¢in degerli dnerilere isaret etmektedir.

Anahtar Kelimeler: Kiiltiire duyarli egitim, kiiltiire duyarli 6gretmen, 6gretmen adaylari, Q metodoloji

Aydogan, M. & Izmir, E. (2024). Examining pre-service teachers' perspectives on culturally responsive education using Q methodology. Erzincan
University Journal of Education Faculty, 26(2), 280-290. https://doi.org/10.17556/erziefd. 1417721

Introduction

As a natural consequence of migration and globalization,
cultural diversity is rapidly increasing worldwide. In addition
to the longstanding local cultural diversity it has nurtured for
centuries, the Republic of Tiirkiye is experiencing a growing
diversity due to recent mass immigration. Consequently, pre-
service teachers commence their careers in classrooms where
cultural diversity is on the rise (Brand & Glasson, 2004).
Teachers frequently encounter the challenge of delivering a
uniform education to all students, given curricula and
education systems that often do not consider the historical
experiences and cultural backgrounds of their students
(Bhopal & Danaher, 2013; Sharma et al., 2023).

The presence of students with diverse cultural characteristics
in schools with ever-increasing numbers underscores the
significance of highlighting the training of culturally
responsive teachers. Aligning teacher education with this
evolving demographic landscape necessitates substantial and
timely revisions in teacher education programs (Villegas &
Lucas, 2002). The intricate environment in schools where
various cultures intersect shows the importance of fostering

cultural sensitivity and empathy among teachers and students
(Shapira & Dolev, 2023; Wood & Wilson, 1996).

While there are studies examining pre-service teachers'
views on cultural responsiveness (e.g., Banks & Banks, 2010;
Hinojosa-Pareja & Lopez Lopez, 2018; Spraldin, 2009; Subasi
Singh & Akar, 2021), the current research was designed to
bridge the gap in the existing literature, which lacks post-
training assessments employing Q methodology. The present
study is focused on the examination of pre-service teachers'
perspectives after their engagement in a culturally responsive
education course, an uncommon practice within the Turkish
teacher education landscape. Accordingly, the main research
question of the study is: What is the impact of a culturally
responsive education course on pre-service teachers? The sub-
problems of the study are as follows: What is the impact of the
training on pre-service teachers' (a) knowledge, (b) skills, and
(c) value-based development towards culturally responsive
education? The significance of the study is grounded in its
emphasis on the importance of the culturally responsive course
in teacher education, while also measuring its efficacy.

*A part of this study was presented at the “International Conference on Inclusive Education in Multicultural Classrooms™ held at Izmir Katip Celebi University

on May 22-24, 2024.
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Cultural Responsiveness and Teacher Competencies

Cultural responsiveness can be defined as an individual's
capacity to enhance their awareness and knowledge, both
about themselves and others, and to apply these insights in
social interactions. On a societal level, cultural responsiveness
pertains to ensuring equitable and just access to resources and
social life for the various cultural groups within a given society
(Kotluk, 2018). In the realm of education, cultural
responsiveness, often referred to as culturally responsive
education or pedagogy, embodies culturally sensitive
communication among school stakeholders, including
teachers, students, administrators, and parents of diverse
cultural backgrounds. This sensitivity is reflected in the
teaching, learning, and assessment processes.

Culturally responsive education involves acknowledging
students' diverse cultural knowledge, experiences, frames of
reference, and performance styles to create a meaningful and
effective learning environment (Gay, 2018). In this process,
educators should not only integrate students' cultural values
and experiences into their educational settings but also
consider their cultural backgrounds and the cultural
perspectives of other stakeholders, such as parents and school
counselors (Rengi & Polat, 2014).

To nurture cultural sensitivity among educators, it is vital
to encourage and enhance cultural diversity within schools.
This is because the attitudes and behavior of teachers toward
students from various backgrounds significantly influence the
academic success of all (Banks, 1987; Johnson & Atwater,
2014). Hence, prospective teachers should undergo training
that acknowledges these distinctions, creating an inclusive
learning environment for students from diverse backgrounds
(Pine & Hilliard, 1990). To design the content of this training,
it is essential to begin by identifying the qualities that a
culturally sensitive teacher should embody.

Irrespective of their backgrounds, individuals entering the
teaching profession must be prepared to educate a student body
characterized by diversity in terms of race, ethnicity, economic
circumstances, and language (Villegas & Lucas, 2002).
Beyond the expected professional competence, a culturally
responsive teacher is required to possess a specific set of
qualities that encompass social awareness, cultural sensitivity,
student understanding, utilization of cultural learning
resources, and the use of effective pedagogical approaches and
methodologies (Villegas & Lucas, 2002).

Furthermore, a culturally responsive teacher should
demonstrate an awareness of their biases and assumptions
about cultural differences, possess knowledge about cultural
diversity, including their own culture and their students'
cultures, and have the requisite teaching skills to build upon
this knowledge (Gorski, 2010; Rodriguez, 1983). A culturally
responsive teacher's pedagogical approach should incorporate
students' cultural background knowledge, experiences, and
learning styles into the teaching and learning process. This
entails creating a culturally inclusive classroom environment,
employing diverse assessment methods to gauge student
learning, and providing support to help students maintain their
cultural identities (Siwatu, 2007).

Extensive research has delved into the measurement of
cultural sensitivity among educational professionals. Siwatu's
(2007) study illustrated that teacher candidates with a
culturally responsive pedagogical understanding exhibited
greater competence in forming positive relationships with their
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students, fostering a sense of belonging, and effectively
communicating with students learning a second language.

Given that the teaching profession is often dominated by
individuals from the majority culture in many communities,
there is a contention that such individuals may harbor
ethnocentric views when interacting with minority students
(Yuen & Grossman, 2009). Ethnocentric teachers tend to
frame all relational dynamics within their cultural perspective,
leading to challenges in integrating the cultural diversity that
students bring into the classroom, and also hindering their
comprehension of its impact on teaching and learning
(Kagnici, 2020). As a result, such teachers may resist
curriculum and program changes (Yuan, 2017), relying solely
on their own ethnic and cultural values to evaluate teaching
and learning, which obstructs the creation of an inclusive
educational environment.

The importance of cultural responsibility in educational
settings is widely recognized, as it provides various benefits
and advantages. Hence, educational researchers have
conducted studies to identify the factors influencing cultural
responsibility and the direction of their effects. While some
studies have found age and gender variables to be significantly
related to cultural responsibility, others have demonstrated that
these variables do not consistently and stably correlate with it
(Aydin & Sahin, 2017; Yilmaz & Gdogen, 2015). Conversely,
the literature suggests that teacher candidates' cultural
responsibility levels are positively impacted by the cultural
diversity and population density of the region in which they
reside. Additionally, research has shown that cultural
responsibility, as well as the general undergraduate education
received by teachers and guidance counselors (Pientrantoni &
Glance, 2019; Yimaz & Gogen, 2015), professional
experience (Yildirim, 2020), and minority status (Yeh &
Arora, 2003), are factors that positively influence their cultural
responsibility attitudes and skills.

The Status of Culturally Responsive Teacher Education in
Tiirkiye

The integration of cultural responsibility into teacher
education has been a slow process due to factors such as a
shortage of trained instructors, resistance, and political
obstacles (Banks, 2004). To address this, teacher training
programs offer elective courses on culturally sensitive
education topics. For example, in Tirkiye, the Inclusive
Education course is offered as a General Culture Elective in
the Social Studies Education Undergraduate Program, and the
Occupational Knowledge course is provided as an Elective
course in the Primary Education Undergraduate Program
(Higher Education Council [HEC], 2018). However, the
availability of Culturally Responsive Education courses
depends on the presence of trained instructors. These courses
aim to enhance teacher candidates' personal awareness and
knowledge levels. While studies have shown that
undergraduate and graduate courses on culturally responsive
education help teacher candidates develop awareness and
knowledge, their impact on skill and attitude acquisition is
limited, as attitude and skill development require long-term
and experiential studies (Kagnici, 2013).

In 2017, the Ministry of National Education (MoNE) in
Tiirkiye updated the General Qualifications of the Teaching
Profession list, outlining the competencies required for the
teaching profession, which consists of three main areas and 65
indicators (MoNE, 2017). Kotluk and Kocakaya's (2018) study
confirms that these indicators align with the cultural
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responsiveness education approach. However, despite this
alignment, culturally responsive education courses are not
mandatory in teacher education programs as designated.
Consequently, teachers are left to rely on their efforts and
experiences to establish a culturally sensitive learning
environment.

While the importance of preparing teacher candidates for
diverse classroom environments is acknowledged, current
research in this area remains insufficient, warranting further
investigation (Russell & Russell, 2014; Trent et al., 2008).
Therefore, research exploring the awareness, attitudes, and
beliefs of teacher candidates regarding different cultures and
their implementation in the educational environment would
yield valuable insights in this field. To be effective in their
profession, teacher candidates must possess meaningful
personal and professional awareness of diverse cultures. It is
well-established that teachers' beliefs toward different cultures
influence their professional judgments and actions (Banks &
Banks, 2010). Additionally, in societies where cultural values
are prioritized, attending to teachers' perceptions, beliefs, and
attitudes during their education process becomes a pivotal
factor (Hinojosa-Pareja & Lopez Lopez, 2018). Hence, this
study aims to investigate the effects of a 16-week culturally
responsive education course on teacher candidates' views. By
evaluating the quality of education provided and allowing
teacher candidates to reflect on their personal views, this study
contributes to the field of teacher education in a culturally
diverse society.

Method
Q Methodology

In the current study, Q methodology was utilized to investigate
how teacher candidates transformed their perceptions as a
result of a culturally responsive education course. Q
methodology has been widely adopted in social sciences
(Aydogan et al., 2022; Watts & Stenner, 2023). In the current
study, participants were asked to rank a set of prepared
statements (Q set) based on their thoughts and opinions, using
a scale that ranges from negative to positive. The Q scale
(depicted in Figure 1) consists of three sections: the middle
part for neutral or undecided statements, the left part for
statements that oppose participants' views, and the right part
for statements that align with their views.

Two traditional methods of applying Q arrays are the free
method, where participants determine the number of
expressions to be placed in each column, and the fixed method,
where participants allocate a specific number of expressions to
articular columns, as exemplified in this study (Watts &

Stenner, 2023). Employing the latter method, the participants
in this study were instructed to arrange predetermined
statements in the Q array and subsequently express their views
regarding the expressions with the highest and lowest levels of
agreement during semi-structured interviews. The study's
objective is to unveil participants' subjective interpretations
and internal references rather than the meanings and
connections attributed by the researchers (McKeown &
Thomas, 2013; Ramlo, 2021). Q methodology is a
combination of qualitative opinions expressed by participants
during the semi-structured interviews and serves as the main
data collection method in this research.

Training Provided to Participants

In Tirkiye, due to a shortage of faculty who can offer
multicultural education at the higher education level and
resource constraints, colleges of education seldom provide
culturally responsive education courses (Akalin & Tiirkiim,
2021; Kagnici, 2013). Therefore, this section of our study aims
to offer an overview of the Culturally Responsive Education
course, which served as the treatment for the study
participants, providing a point of reference for educators and
researchers planning to offer a similar course to teacher
candidates.

This course, conducted within a college of education, aims
to enhance participants' multicultural awareness, knowledge,
and skills. As an overview provided in Table 1, the educational
process is designed to assist teacher candidates in developing
personal and professional awareness and perspectives
regarding the sociological, historical, philosophical, and
psychological impacts of their own religion, language, ethnic
origin, age, ability status, sexual orientation, and
socioeconomic status on society through self-reflection and
practical application. During the first half of a 16-week
semester, the course concentrated on defining, exploring the
effects of, and recognizing obstacles and ethical considerations
associated with multiculturalism. During this period, a
combination of didactic and experiential learning methods was
employed to underscore concepts such as cultural humility,
social privilege, power dynamics in dominant and non-
dominant groups, and micro-aggressions.

In the latter part of the course, various social identities that
hold minority status in Turkish society were introduced. The
syllabus initially presented some of these identities to the
students (e.g., ethnic origin, sexual orientation), while others
were incorporated into the course content through a series of
class discussions (e.g., being an immigrant or a war victim).

Least Neutral Most
Agree Agree
-4 -3 -2 -1 +1 +2 +3 +4
(3 cards) (4 cards) (4 cards) (5 cards) (7 cards) (5 cards) (4 cards) (4 cards) (3 cards)

Figure 1. Ranking and distribution grid for 39 Q-sorts
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Table 1. Overview of the semester-long culturally responsive education training

Week Weeks and Content Overview Learning Activity Objectives
Understand multicultural and
Introductions of class members  pluralistic trends, including
1 Introductions, cultural competence, with a cultural focus, ground characteristics and concerns between
why is it necessary? rules, multicultural and
competencies group check within diverse groups nationally and
internationally
Scenarios of barriers in school. S
. . . . Promote cultural social justice,
What are the barriers? Discussion and self-reflection . D
2 . . . advocacy, and conflict resolution in
Cultural awareness, worldview. of “why I may be nervous with school and societ
a student of a different culture” y
Cultural humility, taking risks in Example humility statements, ~ Lndividual and group-level strategies
3 . o . . . for working with and advocating for
multicultural communication discussions of ethnocentrism X
diverse students
. Eliminate biases, prejudices, and
Privilege, Power, and Oppression in Role-plays for pr1V1’lege’3d and processes of intentional and
4 ; oppressed communication . . )
Education unintentional oppression and
discrimination
Experiential activity with Implement
. . . multiple identities through multicultural/transcultural education
> Cultural Identity and Intersectionality which students have privilege awareness and knowledge of cultural
or lack of privilege identities
6 Microaggressions and Teachers, Role-plays, didactic learning, Examine bias and microaggressions
Communication, and Body Language and class discussion in daily interactions
Trust, History, and Cross-Cultural iiggiﬁiﬁgﬁ;gg:gﬁ;ﬁg Demonstrate knowledge and skills in
7 Communication, Broaching Cultural . & broaching cultural aspects with
statements for different levels
Issues . students and parents.
with role-plays
3 Ethical and Legal Responsibilities Didactic presentation and Learn about ethical and legal
Related to Cultural Diversity scenario-based discussions considerations in cultural diversity
9 Social Class, Wealth, Socioeconomic
Background
10 ggllllclzi(f;atus’ Inclusion, Special Student presentations of each
11 Immigration, National Identity identity > history, currF:nt
. . perspectives, and possible
Gender, Sexual Orientation, . Demonstrate awareness, knowledge,
12 . effects on the educational . . .
LGBTQ+ Community rocess in Tiirkive. These and skills working with each of the
13 Race, Ethnicity, and Education presen tations inc}iu'de d a photo introduced identity areas in
14 Elderly, Religion, and Spirituality Elbum of each identit rcr))le- contemporary Tiirkiye’s society.
International Aspects of Teacher Uy,
15 Education plays, and experiential in-class
So, what, now what, then what? activities.
16 Advocacy in Education and Society:

A Life-long Goal

The primary emphasis was on fostering knowledge,
awareness, and skill development related to these identities.
Course evaluation took place through a combination of
assignments, cultural group presentations, and examinations.
Participants were tasked with completing a self-cultural
identity exploration assignment, designed to raise their
awareness by encouraging them to delve into their cultural
backgrounds. For this assignment, students were expected to
concentrate on 4-5 identity components, such as ethnic origin,
language, gender, age, spirituality (religion, denomination,
atheism), sexual orientation, socioeconomic background, and
ability status. Additionally, students worked in small groups to
research one of the cultural groups in Tirkiye that holds a
minority status and created a photo album showcasing the
cultural group they studied, departing from traditional
presentation methods.

283

Concourse Development and Q Statements (Q set)

The initial step of the Q methodology involves generating a set
of statements, referred to as the discourse area or concourse,
that are likely to emerge around a particular phenomenon
(Brown et al., 2019). To create this discourse area, as outlined
by Brown (1980), researchers can draw on various sources
such as existing literature, personal experiences, and current-
popular cultural materials. In this study, a comprehensive
literature review was conducted on multiculturalism, cultural
sensitivity, immigration, special education, and gender studies,
resulting in the identification of 100 statements. Next, to
ensure the representativeness of the concourse area,
researchers should select a sample group that captures the
breadth of discourse based on criteria such as the scope of the
statements, their relevance to the study, and their
comprehensibility (Watts & Stenner, 2023). Accordingly, the
researchers in this study agreed on 39 statements that formed
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the final Q set (see Table 3) with the sub-themes of
Knowledge, Awareness, Skills, and Pedagogy.

Participants (Q Set)

Q studies are typically conducted with small sample sizes due
to the emphasis on individuals' subjective views and consensus
of opinions (Watts & Stenner, 2023). Thus, selecting
participants who possess diverse experiences, perspectives,
and a strong interest in the research topic may yield varied and
nuanced study findings (Karasu & Peker, 2019). To this end,
the study's participant group included nine undergraduate
students in their third and fourth years of teacher education.
These individuals voluntarily joined the study after completing
a multicultural education course, which originally consisted of
24 members. Of the participants, four identified as female and
five as male. The participants reported their ages as ranging
from 21 to 24, with an average of 22.5. Regarding minority
group membership, three participants reported having a
minority identity in contemporary Tiirkiye. Additionally, eight
participants stated that they had not received any prior
education in multicultural education beyond the course in
which the study was conducted. Each participant was given a
number based on their completion time (e.g., P1, P2, ...).
These codes are then used for reference in the results section.

Data Analysis

We employed HtmlQ, a Q study-specific tool that participants
could access through a computer browser, for the data
collection stage of the study (Banasick, 2019). HtmlQ
provided an interface where participants could view all the Q
items and place them on a Q grid based on their preferences,
facilitating the collection of nuanced subjective viewpoints.
Upon completion of the data collection, researchers analyzed
the data through Ken-Q Analysis, a program designed for Q
data analysis (Banasick, 2019). Q data analysis includes
correlation and factor analysis stages.

Findings

The Ken-Q program created a correlation table of all
participant rankings and used it to group participants with
similar views into factors. The analysis produced factor arrays,
correlation values between factors, and unique and consensus
statements among the factors (see Table 2 and Appendix 1).
As shown in Table 2, between-factor correlations in the current
study are considered low (e.g., 0,16) and moderate (e.g., 0,41).
In Q, lower correlations between factors indicate fewer shared
viewpoints between the two factors while higher correlations
represent a higher degree of shared perspectives. The three
factors of the current study have small to moderate shared
perspectives. This is ideal for the current project as the
research was designed to provide distinguished viewpoints on
the effectiveness of the responsive education course. Finally,
the factor narratives presented in the study were created by
combining the factor analysis results with participant
comments obtained through semi-structured interviews along
with demographic information. This method is particularly
suitable for Q studies prioritizing qualitative and subjective
opinions (Brown, 1980; Karasu & Peker, 2019; Ramlo, 2021).

Table 2. Correlation among factors

Factor 1 Factor 2 Factor 3
Factor 1 - 0,41 0,33
Factor 1 0,41 - 0,17
Factor 1 0,33 0,16 -

According to the results of the data analysis, three distinct
perspectives were identified among the teacher candidates
who completed the multicultural education course, namely (a)
Knowledge-Oriented Development, (b) Awareness-Oriented
Development, and (c) Pedagogical  Skill-Oriented
Development. The three-factor structure accounted for 53% of
the total variance. Factor 1 included four participants and
accounted for 25% of the variance. Factor 2 comprised three
participants and explained 17% of the variance, while Factor 3
consisted of two participants and explained 17% of the
variance. Further details of the factor loadings and ranking of
the determining participants are presented in Table 3.

Table 3. Factor distributions and flagged Q rankings

Participants Factor 1 Factor 2 Factor 3
P1 0,05 0,00 0,89X
P2 0,83X -0,11 0,2
P3 0,82X 0,3 0,06
P4 0,12 0,76X -0,21
P5 0,62X 0,24 0,42
P6 0,09 0,68X 0,3
P7 0,68X 0,45 0,06
P8 0,43 0,13 0,63X
P9 0,31 0,54X 0,39
Explained 25 17 17

Variance (%)

Factor 1: Knowledge-Based Development

Factor 1 participants emphasized their knowledge about
cultural minorities in society and their advantages and
disadvantages (18, +4; 20, +4). For example, participant P2
expressed this in their post-sort interview:
"I am aware that there is a lot of discrimination in society,
and that there are advantaged groups. For example,
gender factors greatly affect our advantages."
Participants in this factor also noted that their cultural
sensitivity education (27, +3), along with personal
experiences, made them more sensitive to cultural issues,
enabling them to notice microaggressions experienced by
minority groups at the societal level (22, +4). One participant
who identified themselves as a member of a minority group in
Tiirkiye expressed this issue:
"Being a minority citizen can make me more sensitive to
these types of issues, also based on my past experiences"
(P7).
Factor 1 representatives view the education they receive as a
cause of an increase in their knowledge level, but also believe
that acquiring more knowledge is necessary (7, +3). These
themes were also frequently expressed in the interviews. For
example, PS5 stated:
"I realized the importance of microaggressions in our lives,
what it really means to be sensitive, that accepting the
existence of certain groups is not the same as respecting
them, and that more needs to be done."
P2 added to this discussion, saying:
"I definitely think that in order to establish the healthiest
communication with my students, I need to be
knowledgeable about their culture, and I have no problem
with that."
As a result of their increasing knowledge, advocacy for rights
has become a part of their educational identity (37, +3). The
ranking priorities of participants associated with this factor
show that their cultural identities, in addition to their
knowledge accumulation, are among the reasons for assuming
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arole in advocating for rights. According to these participants,
cultural values and issues that are important for students also
become a priority for them (28, +3). Personal interests and the
importance they give to their students play a key role here (39,
+2). As expressed in semi-structured interviews, this
importance can lead to their personal sensitivity and even
cause them stress:

"I know that some cultural issues are sensitive. I try to

choose my words carefully in order not to be

misunderstood or hurt anyone's feelings" (P3).
However, their personal concerns do not prevent them from
organizing educational environments at a professional level to
support the sense of belonging of students who demonstrate
cultural diversity (3, +2).

Factor 2: Awareness-Based Development

Factor 2 is primarily associated with a developmental focus on
increasing participants' awareness, resulting from their
education. The high-scoring statements indicate that this
heightened awareness is evident at two levels: firstly,
increased sensitivity towards the cultural identities of others
(27, +4), and secondly, personal change and awareness (21,
+4). Participants in this factor attributed their increased
awareness to a self-cultural identity discovery assignment
within the course content. As one participant noted in the post-
ranking interview:

"It made me review my own culture, especially while

writing the cultural resume, and thus my awareness

increased" (P6).
Furthermore, the participants in this factor maintain active
engagement in learning about cultural issues (39, +3) and often
address such issues beyond their professional identities (30,
+1). They view this personalization of learning as crucial and
aim to be exemplary individuals not only in their professional
lives but also in their daily lives (P4).
The participants' heightened awareness at a personal level also
positively impacts their professional practice. They feel
competent in implementing their theoretical knowledge (16,
+3), integrating different cultures into their course content (4,
+2), and addressing cultural values in school-family
cooperation relationships (6, +3). Additionally, they recognize
the importance of shaping their teaching practices to suit the
learning styles of students from diverse cultural backgrounds
(1,+2).
Factor 2 participants share similarities with those in Factor 1
regarding the importance of cultural values in educational
environments and organizing educational materials within the
framework of students' cultural backgrounds. However, unlike
other factors, they place significant importance on their
reporting obligations on issues such as child abuse and child
marriage (16, +3). As one participant emphasized:

"I do not think it is appropriate for such a person to do our

job either" (P9).
Furthermore, these participants consider ethical and legal
considerations in educational environments and believe that
ignoring cultural values and judgments is not feasible (13, -4).

Factor 3: Pedagogical Skills-Based Development

In contrast to Factors 1 and 2, participants in Factor 3 prioritize
their cultural development as a means of enhancing their
pedagogical skills. Their expressions reveal a strong emphasis
on the interaction between their cultural backgrounds and
educator identities (17, +4; 5, +3). They recognize the potential
ethical conflicts that arise in this interaction and view these

conflicts as expected rather than indicative of indecision or
incompetence. As one participant stated, "I have learned that
even if there are such things (ethical responsibilities), I cannot
ignore culture" (P1). At the end of their education, these
participants hold the view that ethical decisions may
sometimes conflict with cultural factors and should be
questioned when necessary.
Factor 3 participants also exhibit a relativistic approach to
ethical issues in their communication with students. They
recognize the potential positive and negative effects that their
cultural backgrounds may have on their communication with
students and aim to effectively address these effects rather than
ignoring them (36, -4). This skill-focused approach highlights
their competence in this area and supports their belief that they
should take the lead in addressing cultural issues in the
classroom (25, +3).
Despite their strong focus on cultural issues in the classroom,
Factor 3 participants appear distant from some social issues at
the societal level (20, -3). However, their concern about
implementing theoretical knowledge into practice and not
overlooking cultural advantages in the school environment
underlines their pedagogical and classroom-focused approach
(35, +3). This is further supported by their respect for
individual differences among students, as one participant
noted,

"I don't expect my student to bring up these (cultural)

issues since I feel competent talking about them - of course,

being careful" (P8).

Consensus Among Factors

The study identified three prominent cognitive styles, or
"factors," among the participants who shared certain
viewpoints. Generally, the participants prioritize collaborative
projects between schools and families that address cultural
differences, as evidenced by the positive scores in Factors 1,
2, and 3 (6, +1; +3; +3). Moreover, they recognize the daily
challenges faced by students from diverse cultural
backgrounds and exhibit competence in selecting topics that
reflect these cultures pedagogically in the classroom, as
indicated by positive scores in Factors 1, 2, and 3 (19, +1; +2;
+2). Participants also unanimously reject statements that
suggest they feel incompetent in matters related to language,
religion, and race (38, -3; -4; -3), ignore cultural differences
among students (13, -4; -4; -4), or base their communication
with minority-culture students on feelings of pity or sadness
(10, -4; -3; -2).

Discussion

The current study focuses on eliciting the perspectives of
teacher candidates regarding culturally responsive education.
While there are prior studies that have examined teacher
candidates' views on cultural responsiveness (Barry &
Lechner, 1995; Garmon, 2005; Kayaalp, 2019; Oztirk &
Ergiil, 2023; Sarigdz, 2023; Turner, 2007), the novelty of this
study lies in its focus on investigating the effects of a culturally
responsive course on teacher candidates' comprehension of
culturally responsive education. Through the Q methodology
research approach, data were collected and analyzed to reveal
three distinct subjective viewpoints held by teacher candidates.
These viewpoints, named per the Q methodology literature
(Watts & Stenner, 2023), signify the dominant ideas and
reflect the personal and professional views of teacher
candidates on culturally responsive education, categorized as
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(a) knowledge-oriented development, (b) awareness-oriented
development, and (c) pedagogical skill-oriented development.
The findings of this study demonstrate that the participants'
knowledge of culturally responsive education increased as a
result of the culturally responsive course. The study results
indicate that participants' learning on topics such as minorities,
social advantages and disadvantages, social privilege,
microaggressions, and advocacy had a positive impact on their
understanding of culturally responsive education. As it is
known, pre-service teachers' knowledge about educational
inequalities, racism, and equality traps affects how they
perceive and react to class content, their teacher/student
relationships, and the educational outcomes of disadvantaged
students (Kayaalp, 2019). Prior literature suggests that teacher
candidates often lack sufficient knowledge and awareness
about different cultures and may hold negative views on
certain cultural identities (Karagam & Koca, 2012). The root
cause of this deficit is attributed to the insufficient emphasis
on multiculturalism in in-service training and teacher
education programs (Polat & Kilig, 2013). Thus, this study's
finding supports the idea that the education provided in the
culturally responsive course can help to prevent problems
arising from a lack of knowledge about cultural differences
among teacher candidates.

Another key finding is that cultural sensitivity education
allows teacher candidates to become more aware of their
cultural background and values, influencing their perspectives
on culturally sensitive education and their interactions with
students from diverse cultural backgrounds (Arslan &
Kozikoglu, 2017; Johnson, 2002). This awareness is crucial
for enhancing their relationships with students and their
professional roles during their education (Flynn, 2023). This
study also underscores the importance of incorporating
cultural sensitivity courses within education faculties. These
courses provide teacher candidates with opportunities to
explore, deconstruct, and reconstruct their beliefs and
knowledge (Kyles & Olafson, 2008). The heightened personal
awareness achieved by teacher candidates empowers them to
confidently adopt a culturally responsive approach to school-
family partnerships and create culturally sensitive educational
environments.

Participants in the current study recognize the value of school-
family partnerships in integrating cultural values into
educational settings. Understanding families is a fundamental
aspect of culturally sensitive education, helping students better
appreciate their own cultures (Coban et al., 2010; Warren,
2018). Therefore, the emphasis placed on the significance of
families as integral components of students' cultures, by the
participants is noteworthy.

Another significant finding from this study is that the teacher
candidates did now view a division between pedagogical and
skill sub-dimensions in teacher candidates' cultural sensitivity
development (Polat & Kilig, 2013). Instead, Factor 3
participants acknowledged that cultural responsiveness skills
develop within their pedagogical frameworks. It underscores
the connection between addressing cultural issues and
pedagogical competence, evident as teacher candidates
actively incorporate cultural considerations when interacting
with students from diverse backgrounds in their classrooms.
This development suggests that teacher candidates' cultural
sensitivity and pedagogical competencies have improved
(Feiman-Nemser, 2008).

In addition to the varied perspectives in the aforementioned
developmental areas, participants achieved consensus on

specific aspects of culturally responsive education. Teacher
candidates reported a heightened awareness of the challenges
faced by minorities and a shift in their choice of topics that
reflect cultural values in educational settings. While there is no
existing data to directly explain this finding, Oztiirk and Ergiil
(2023) demonstrated that as teachers spend more time in the
profession, their biases towards students' cultural values
significantly decrease. Similarly, Kozikoglu and Tosun (2020)
supported the notion that new teachers and those residing in
the Eastern and Southeastern Anatolia regions have more
positive attitudes toward pedagogy that is sensitive to cultural
values. Consequently, teachers tend to become more cognizant
of their biases toward students, particularly those from
minority groups, as they draw from their personal life
experiences. This awareness drives them to structure
educational environments with strategies aimed at supporting
and including these student groups (Polat & Kilig, 2013).

Limitations and Future Directions

This study aimed to investigate the post-training views of pre-
service teachers on culturally responsive education and the
impact of training on their knowledge, awareness, and
pedagogical skills. The findings indicated that the training
contributed positively to these aspects of pre-service teachers'
professional development. In light of these findings, this
section offers suggestions for teacher educators, pre-service
teachers, and practicing teachers.

The literature reveals a lack of resources on cultural sensitivity
in teacher education in Tirkiye, indicating a need for
academics to develop various training modules, such as
courses on culturally responsive education, workshops, and
panels. These training modules should address critical
concepts such as cultural prejudice, social privilege, micro-
aggressions, and cultural humility, emphasizing the promotion
of cultural issues in light of scientific data rather than political
discourses. To produce culturally responsive teachers, it is also
essential to integrate culturally responsive perspectives into
school experiences supporting pre-service teachers through the
supervision process.

The insufficiency of teacher training programs in Tiirkiye for
culturally responsive education, due to a shortage of academic
staff and political reasons, has been highlighted in previous
research (Akalin & Tirkiim, 2021; Aydogan, 2022). Thus,
lecturers in faculties of education must receive adequate
training and support on culturally responsive teacher
education, which can then be imparted to pre-service teachers.
Increasing the number of courses on cultural sensitivity,
diversifying topics, and providing opportunities to practice is
also recommended. These courses should focus on critical
issues related to cultural sensitivity, including:

e Pre-service teachers gain knowledge and awareness
about cultural groups in society,

e Recognize their own culture and explore its potential
impact on personal perceptions, attitudes, and
behaviors,

e Critical thinking, seeing, and respecting different
perspectives, recognizing, and empathizing with
stereotypes and prejudices against different groups,

e As pre-service teachers, they should lead their
students to reflect on their own culture,

e To be able to make the subject selections, teaching
materials, methods and techniques, measurement and
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evaluation sub-dimensions that make up the teaching
processes culturally sensitive,
e Taking personal responsibility for culturally

responsive problems and solutions in society.
This study investigates the impacts of culturally responsive
education on pre-service teachers in Tiirkiye, but the results
should be evaluated while considering some limitations.
Firstly, the sample group of the study is composed of students
from the education faculty of a mid-sized urban university, and
therefore, the results should be generalized to other pre-service
teachers with caution. Although Q method studies prefer rich
content over a large sample size, the findings need to be
confirmed by conducting a similar study with students from
diverse regions and demographics across Tirkiye.
Furthermore, the first author of the study was also the course
instructor, which may have caused some students to feel
uncomfortable during the data collection process. While the
study attempted to mitigate this limitation, it is still important
to conduct similar research with different instructors and
settings.
The Q method was utilized in this study to emphasize the
subjective views of the participants. It is noteworthy that this
approach is well-suited to address issues related to culturally
responsive education and should be employed more frequently
to highlight the subjectivity of such issues. By doing so,
educators can gain a deeper understanding of students' unique
perspectives and needs related to cultural diversity.
In light of these limitations and methodological
considerations, the findings of this study have important
implications for teacher educators, pre-service teachers, and
practicing teachers. Providing culturally responsive education
to pre-service teachers can improve their knowledge and
awareness of cultural issues, enhance their pedagogical skills,
and foster critical thinking and empathy towards different
cultural groups. To achieve these outcomes, educators should
integrate courses and training sessions on cultural sensitivity
into teacher training programs and provide support for
practicing teachers to develop their skills in this area. Finally,
incorporating Q methodology into research on culturally
responsive education can provide valuable insights into how
different individuals perceive and respond to cultural diversity
issues.
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Examining pre-service teachers' perspectives on culturally responsive education using Q methodology

Appendix 1: 39-Item Q Sample and Factor Arrays
39-Item Q Sample and Factor Arrays

# | Statement F1|F2]|F3

1 | I know that different cultures have different learning styles 210

2 | I can use different teaching methods and techniques according to the needs of the students 1 -1 1

3 I can make arrangements in my class so that students from different cultures can feel like 1 o | o
they belong

4 | I can choose topics that reflect different cultures 1 0 2
It is the responsibility of a good teacher to respond to the pedagogical needs of students

5 . 0 3 0
from different cultures

6 I can collaborate with students, school administration, families, and the community while 0 ) 1
considering different cultures

7 | I can learn about cultures to better understand my students. 4 0 0

3 I am aware of my pedagogical responsibilities in classes with students from different 0 111
cultures.
Educators play an important role in helping students from different cultures adopt the

9 . 310 1
prevalent culture at school and behave accordingly

10 | I feel close to the students from different cultures because I feel sad 4| -3 ] -1

11 | I choose topics based on the prevalent culture 3] -1

12 | Cultural differences do not affect my professional identity 2131 4

13 | I can ignore the cultural differences of my students 41 -3 4

14 | I am knowledgeable about the different cultural groups in Tiirkiye. 1 1 4

15 | I know that cultural diversity encompasses not only certain groups but also broader ones. 0 0 3

16 | I am aware of my reporting obligations (abuse, child marriage, etc.). 2 0

17 | I know that my ethical responsibilities influence my understanding of cultural differences -1 4 | -1

18 | I am more knowledgeable about specific issues that some cultural groups face. 4 | 2

19 | I understand the daily life challenges of students from different cultures. 2 1

20 | I am aware that certain cultural groups have advantages over others in society. 3 2 | -1

21 | I am aware of my own cultural biases 0| -21]2

22 | I am aware that micro-aggressions, even well-intentioned ones, are harmful. 4 3 12

23 | I choose my words carefully when talking about cultural issues. 3 2 0

24 | 1 feel more comfortable discussing certain cultural issues. -1 3 1

25 | I am aware that my own culture can have positive or negative effects on my students. -1 -1 ] -2

26 I (;aﬁl communicate better with my students on topics that I am personally comfortable 51110
with.

27 | My personal life experiences make me more sensitive to cultural issues. 3 4 3

28 | If culture is important to my students, it is important to me as well. 2 | 4 -1

29 | My approach to education develops independently of my cultural background. 4 |1 -4 | -4

30 | I discuss cultural issues in my personal life. 0 3 1

31 | I feel competent in discussing some sensitive cultural issues. -1 2 | -3

32 | I feel that I am more empathetic when discussing cultural issues. 1 1 -3

33 | I feel competent in applying theoretical knowledge. 22 | -1 3

34 | I feel brave to discuss cultural issues openly 0 4 | -3

35 | My teaching style changes according to my student's culture. 30212

36 | I wait for my students to bring up cultural topics first. -1 1413

37 | Advocacy is an important part of my profession. 3 210

38 | I feel inadequate discussing topics such as religion, language, race, etc. 31 -3 -4

39 | I have a personal curiosity about cultural issues. 2 1 2
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Abstract: As anascent research domain, there is a scarcity of research studies that examine the levels of assessment
literacy, perceptions, beliefs, and practices among students concerning their Student Writing Assessment Literacy
(SWAL). To address this research gap, the present study adopts a mixed-methods design, incorporating the Scale of
SWAL (Xu et al., 2023) alongside semi-structured interviews. 134 students answered the scale, while an additional
twelve students volunteered to participate in the interviews. Student responses from the scale were subjected to analysis
through descriptive statistics, revealing a notable correlation between students’ comprehension of assessment
objectives and the manifestation of positive attitudes towards learning. Nevertheless, a misalignment was noticed
between their theoretical understanding and beliefs and their pragmatic implementation regarding written assignments.
Interview data underwent analysis through thematic analysis, elucidating four main themes: (1) feedback valuation, (2)
scoring criteria awareness, (3) feedback delivery preferences, and (4) alternative assessment avoidance. Implications
emphasise the importance of involving students in the assessment process and advocate for teacher training initiatives
to enhance SWAL. Future research could broaden their scope to reach diverse academic levels and integrate grades as
a variable. Overall, the present study provides valuable insights into SWAL, shedding light on assessment practices at
the tertiary level.

Keywords: Assessment knowledge, assessment literacy, student writing assessment literacy, writing assessment,
writing assessment literacy

0z: Yeni gelismekte olan bir arastirma alani olarak, dgrencilerin Ogrenci Yazma Degerlendirme Okuryazarligi
(SWAL) ile ilgili dil degerlendirme okuryazarlik diizeylerini, algilarini, inanglarini ve uygulamalarini inceleyen
arastirma sayist oldukga azdir. Bu arastirma boslugunu gidermek i¢in, bu ¢alisma, yar1 yapilandirilmis goriismelerin
yani sira SWAL Olgegini (Xu vd., 2023) igeren karma bir yontem tasarimini benimsemistir. 134 {iniversite hazirlik
sinifi 6grencisi 8lgegi yamitlarken, on iki dgrenci de goriismelere katilmak igin géniillii olmustur. Ogrencilerin dlgekten
aldiklar1 yanitlar tanimlayic istatistikler araciligiyla analize tabi tutulmus ve 6grencilerin degerlendirme hedeflerini
anlamalar1 ile 6grenmeye yonelik olumlu tutum sergilemeleri arasinda kayda deger bir korelasyon oldugu ortaya
¢ikmistir. Bununla birlikte, 6grencilerin teorik anlayislari ve inanglari ile yazili 6devlere iliskin pragmatik uygulamalari
arasinda bir uyumsuzluk oldugu fark edilmistir. Yari-yapilandirilmis goriisme verileri tematik analiz yoluyla analiz
edilmis ve dort ana tema ortaya c¢ikmustir: (1) geribildirim degerlemesi, (2) puanlama kriterleri farkindaligi, (3)
geribildirim verme tercihleri ve (4) alternatif degerlendirmeden kaginma. Bulgular, 6grencileri degerlendirme siirecine
dahil etmenin 6nemini vurgulamakta ve SWAL’1 gelistirmek igin 0gretmen egitimi girisimlerini savunmaktadir.
Gelecekteki arastirmalar, farkli akademik seviyelere ulagmak ve notlart bir degisken olarak entegre etmek igin
kapsamlarini genigletebilir. Genel olarak, mevcut ¢alijma SWAL konusunda degerli bilgiler sunmakta ve
yiiksekogretim diizeyindeki degerlendirme uygulamalarina 1s1k tutmaktadir.

Anahtar Kelimeler: Degerlendirme bilgisi, degerlendirme okuryazarligi, 6grenci yazma degerlendirme okuryazarligi,
yazma degerlendirmesi, yazma degerlendirme okuryazarligi
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Introduction

alluding to enhancing teaching and learning (Davies, 2008;
Inbar-Lourie, 2008; Stiggins, 1991; Taylor, 2013). In recent

Assessment literacy (AL), referring to the capacity of
individuals involved in education to identify and effectively
use assessment instruments for educational and evaluative
purposes (Taylor, 2009) has garnered substantial research
attention in the early twenty-first century. This heightened
attention towards AL can be attributed to its significant
potential impact on the dynamics of instruction and learning
within the educational setting. For this reason, AL imposes a
consequential responsibility on stakeholders, necessitating that
each party involved possess a comprehensive understanding of
the fundamental concepts and principles governing assessment
(Jeong, 2013; Popham, 2009). Language assessment literacy
(LAL), encompassing competencies in designing, executing,
and assessing evaluation instruments, pertains to the
compendium of expertise, proficiencies, and methodologies
linked to in-class assessment within the cadre of educators,

years, while LAL has drawn noteworthy global attention
(Lam, 2019; Olmezer-Oztiirk & Aydim, 2018; Tian et al.,
2021), there remain numerous uncharted areas warranting
further investigation. To date, most research on LAL has
centred on educators, whereas investigations concentrating on
students as the focal point are notably scarce and sporadic.

In response to the current research gap concerning student
assessment literacy (SAL), and to enhance our understanding
of writing assessment knowledge, the present study
endeavours to examine student writing assessment literacy
(SWAL) of a group of English preparatory school students at
a state university in Turkey. Employing a mixed-methods
approach, this study seeks to explore students’ foundational
knowledge regarding SWAL, along with their perspectives
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and opinions regarding writing assessment within the context
of their educational experiences.

Literature Review

A noteworthy body of research has delved into LAL domain,
exploring conceptual frameworks, stakeholders’ perceptions,
beliefs, practices, and their LAL levels in previous studies
(e.g., Fulcher, 2012; Scarino, 2013; Vogt & Tsagari, 2014). To
illustrate, investigating the evolution of assessment
methodologies in three stakeholder groups (professional
language testers, EFL teachers, and graduate students in
language studies programmes), Yan and Fan (2020) conducted
one-on-one  semi-structured interviews with  twenty
participants. The findings revealed that the cultivation of LAL
is primarily contingent on the contextual nuances and
experiential facets. Additionally, it was discerned that teachers
and students engaged in language testing studies exhibited a
greater familiarity with LAL terminologies and a heightened
capacity for self-assessment of their LAL profiles.

Conversely, to address the existing research gap
concerning teacher candidates in Japan, Roslan et al. (2022)
executed a mixed-methods investigation involving fifty-six
participants. Their findings revealed a notable deficiency in
language testing and assessment (LTA) knowledge among
teacher candidates, irrespective of their levels of teaching
experience. The study findings additionally signified that the
participants underwent neither pre-service nor in-service
training, implying that their acquisition of knowledge in LTA
occurs experientially within their professional milieu,
facilitated by mentorship or collaborative interactions with
peers in educational institutions.

Thanks to previous studies, persuasive evidence has
emerged, underscoring the influence of assessment on
students’ learning objectives and academic achievements (e.g.,
Davari Torshizi & Bahraman, 2019; Denton & Mcllroy, 2017).
However, there are limited number of research studies in
which student assessment literacy (SAL) has been explicitly
used (Hannigan et al., 2022). In this respect, a study conducted
by Smith et al. (2013) stands out as one of the highly acclaimed
contributions to SAL, which outlined the concept within a tri-
dimensional framework. According to this conceptualization,
students need to (1) understand the purpose of assessment and
how it connects with their learning trajectory, (2) be aware of
the processes of assessment and how they might affect
students’ capacity to complete the assessment, and (3) be able
to judge their own responses to assessment tasks so that they
can identify what is good about their work and what still needs
to be improved. Building on this conceptualization, other
research studies (e.g., Baird et al., 2017; Chan & Luo, 2021;
Chen et al, 2023) have attempted to broaden our
understanding of SAL and how it can contribute to the success
of the learners (Stiggins, 2008).

Empirical research on students’” LAL is notably lacking;
however, previous research has suggested that LAL
contributes significantly to improving student performance
and achievement (Aitken, 2011). Namely, focusing on the
students’ perceptions of different assessment types, Pereira et
al. (2016) aimed to depict the distinctions between Portuguese
and Swedish students. The study findings revealed that despite
similar perceptions of assessment, students’ assessment
experiences varied owing to disparities in the educational
systems in both countries. Furthermore, Lodge (2008) asserted
that students possess the capacity to assess their own learning
through various criteria and strategies and that they can
establish connections between their current learning

experiences and future practices. Additionally, other studies
have pointed to the significance of teachers in encouraging
their students to take ownership of their academic studies and
to facilitate their mutual progression toward pedagogical
objectives through self- and peer assessment (William, 2018).
Overall, LAL hinges upon students engaging in active
collaboration with educators to augment their ability for self-
assessment (Charteris & Thomas, 2017). It is, therefore, vital
for students to assume an active role and shoulder their own
responsibilities within the assessment process (Alonzo, 2016).

More specifically, written assessment has entered the
studies because of scholarly endeavours and calls in recent
year to incorporate other skills in the language learning process
in connection to SAL. More importantly, the act of writing is
assumed to have a significant role in fostering the cultivation
of problem-solving and critical thinking competencies, which
are indispensable for students’ pedagogical growth (White,
2009). Moreover, to engage in effective writing assessment
methodologies, both teachers and students must possess a
proficient understanding of LAL (Lee, 2017). The body of
writing assessment literacy (WAL) research emphasises
teachers, with fewer studies centred on students. For instance,
Hirvela and Belcher (2007) discussed the importance of
instructing teachers both during pre- and in-service and what
kind of programmes can be implemented for this purpose.
Similarly, Weigle (2007) proposed that writing instructors
should receive comprehensive training to develop, implement,
assess, and effectively convey the results of trustworthy and
valid classroom assessment. Building on this proposal, Crusan
(2010) asserted that second language (L2) writing teachers
should possess the capacity to create writing prompts and
recognise the salience of assessment criteria, as well as use the
results from writing assessment to enhance teaching and
learning. Likewise, Crusan et al. (2016) reported that 63% of
the participant teachers learnt about writing assessment either
in general or in a course; nevertheless, they still reported
concerns about their assessment skills in writing. In contrast,
Mellati and Khademi (2018) found out that educators with
high LAL levels wielded a substantial influence on the writing
proficiency of their students.

In recent years, there has been a transition in the emphasis
on WAL, accompanied by a noticeable increase in research
studies (e.g., Rezai et al., 2021), advocating for increased
explorations into students’ WAL levels, beliefs, and
perceptions. For example, Colby-Kelly & Turner (2007)
suggested that more emphasis should be placed on self- and
peer assessment, and that teachers should implement formative
assessment strategies in their curriculum. Moreover, Su (2014)
proposed that a person-based approach, emphasising student
self-guidance, holds significant implications for higher
education institutions striving to enhance student achievement.
Similarly, to learn more about learners’ comprehension and
perspectives on assessment, Butler et al. (2021) executed a
sequence of semi-structured interviews with upper primary
school students. Results indicated that, notwithstanding the
absence of specific training in LTA, the participants
demonstrated profound knowledge and familiarity with
English-language assessments. The results emphasise that
involving students in assessment discussions serves as a
channel to enhance their self-reflective abilities about learning
objectives, improving their understanding of assessment
purposes and skills as a result. Further, Xu et al. (2023), who
worked with university students to design and validate the
Scale of SWAL, asserted that SWAL encompasses broader
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considerations related to the evaluation of writing
performance, both within and beyond the classroom context,
which includes activities, such as self-assessment and
receiving feedback from teachers and peers. The study also
addressed various strategies employed in the written
assignment, including scoring rubrics, technological tools, and
personal expertise for managing diverse writing assessment
tasks, supporting the previous research studies in SWAL
(Crusan et al., 2016; Chan & Luo, 2021; Smith et al., 2013).
Hence, this brief literature review accentuates one salient
point concerning WAL. There are few empirical studies which
investigated the subject among students, and more research is
warranted as the implementation of effective writing
assessment methodologies is paramount for the development
of SWAL. Additionally, as per the researcher’s awareness,
there is a dearth of empirical research with students as the
central participants in the existing literature. Because of this
“research-practice gap” (Crusan, 2022, p. 431), and as a
response to the call for further research to enhance and
rejuvenate discussions in LTA (Inbar-Lourie, 2013), the
current study adopted a mixed-methods approach with Scale
of SWAL (Xu et al., 2023) and semi-structured interviews.
Overall, this study is informed by two research questions:

1. What are the levels of student writing assessment
literacy (SWAL) among university preparatory
school students concerning their proficiency in
knowledge, belief, behaviour, and critique?

2. What are the perspectives and opinions of university
preparatory  school students towards writing
assessment, and how do these opinions impact their
motivation, engagement, and learning in their written
assignments?

Methodology
Research Context

In Turkey, schools of foreign languages deliver intensive
language instruction within preparatory programmes, which
students must successfully complete before moving onto their
departments. At the school in which the study was conducted,
there are five language levels: A+ (upper-intermediate), A
(intermediate), B (pre-intermediate), C (elementary), and D
(beginner). Regardless of their levels, students participate in
both classroom-based and extracurricular activities, in
addition to completing graded assignments designed to
improve their language proficiency. Notably, teachers
routinely administer writing tasks both within and outside the
classroom, at the end of which they provide detailed feedback,
including error codes, to aid students’ writing skills.
Furthermore, the writing component contributes to twenty
percent of the exam during the term and holds the same weight
for the end-of-year examination. Consequently, it can be
asserted that the acquisition of writing skills is critical for these
students. Recognising the paramount significance of writing as
a productive skill, this educational context was deliberately
chosen due to its pivotal focus on writing instruction and
assessment.

Participants

For the study, 134 students (56 male and 78 female) aged from
17 to 24 (M=19.12) studying at the preparatory programme of
a state university in Turkey participated in the study. Table 1
presents information about the participants.

Table 1: Information on scale participants
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Gender Male 56 41.8%
Female 78 58.2%

Age group 17-19 92 68.7%
20-24 42 31.3%

Department Communication 53 39.6%
Sciences
Economics and 46 34.3%
Administrative
Sciences
Education 16 11.9%
Humanities 11 8.2%
Others 8 6.0%

Level A+ 27 20.1%
A 20 14.9%
B 26 19.4%
C 33 24.6%
D 28 20.9%

Year of study  First year 126 94.0%
Second year 8 6.0%

As Table 1 shows, students studying at different

departments participated in the study, Communication
Sciences and Economics being the highest contributors (n=53,
n=46 respectively), making 73.9% of the total participants. As
for the proficiency level of the students, lower-level students
contributed more to the study. It is also interesting to note that
94.0% of the participants were in their first year of the prep
school.

For the semi-structured interviews, convenience sampling
was employed due to the availability and accessibility of the
participants within the contextual framework of the study
(Dérnyei, 2007), and purposive sampling approach was also
employed (Bernard, 2002). Table 2 presents information about
the interview participants.

Table 2: Information on interview participants
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S1 F 18 Education A+ 1 No
S2 M 18 Education A+ 1 No
S3 F 17 Economics A+ 1  Yes
S4 F 18 Communication A+ 1  Yes
S5 F 19 Education A+ 1 Yes
S6 F 18 Humanities A+ 1  Yes
S7 F 18 Humanities A 1  Yes
S8 M 18 Economics B 1 No
S9 M 18 Economics B 1 Yes
S10 F 18 Communication B 1  Yes
S11 M 18 Economics C 1  Yes
S12  F 18 Other (Graphic Arts) D 1 No

As Table 2 shows, the highest number of interview
participants came from A+, the highest level (upper-
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intermediate) at the school. There were four male and eight
female students, coming from all departments which
represented the sample from the questionnaires. Although all
the interview participants’ year-of-study at the prep school was
their first year, only four of the participants have taken a course
on writing before.

Instruments

In this study, the Scale of SWAL (Xu et al., 2023) was
employed with certain adaptations. First, the scale was
translated into Turkish to ensure accessibility for all
participants. The scale was translated into Turkish by a native
speaker, and then translated back into English by another
native speaker. Second, to align with the characteristics of the
study population and the research objectives, a series of
adjustments were introduced. For instance, several examples
and explanations were added in between parentheses to make
the items clearer to students from all levels in terms of writing
assessment at the school. As a result, certain items have been
redefined and adjusted to better accommodate the specific
practices within the university context. Finally, two experts
were consulted who offered feedback to enhance the clarity
and comprehensibility of the scale.

The first part of the scale involved questions related to
participants’ demographic characteristics, such as gender, age,
department, proficiency level, and year of study at the school.
The second part of the scale included twenty-four questions
related to SWAL in four dimensions: knowledge (six items),
belief (six items), behaviour (six items), and critique (six
items). Each item in the scale were written in Likert-scale, ‘1’
denoting “strongly disagree” to ‘5’ signifying “strongly agree”
(See Appendix A for the scale).

Data Collection

The participants for the scale were selected with the
convenience sampling due to their accessibility and
availability (Mackey & Gass, 2022). Students from each
proficiency level have been selected so that the sample could
represent the characteristics of the population. It took fifteen
minutes to complete the questionnaire.

Second, a supplementary data collection tool was
incorporated into the research design to improve the reliability
and the internal validity of the study (Creswell & Creswell,
2018). After the scale completion, a subset of students was
extended invitations to participate in semi-structured
interviews, with participation being entirely voluntary. The
interviews included questions about SWAL, the significance
attributed to writing assessment, their beliefs and perspectives
regarding writing tasks and assessments, receiving feedback,
and their involvement in alternative assessment methods. Each
semi-structured interview lasted between fifteen to twenty
minutes, and all the interviews were conducted in Turkish, the
interviewees’ native language.

The study employed a mixed-methods approach to
expound upon, enrich, and illustrate the outcomes derived
from the quantitative results by complementing them with the
outcomes gathered from the qualitative analysis, thereby
augmenting the overall significance of the study (Greene,
2007).

Data Analysis

Data from the scale, which asked students about their
knowledge, beliefs, behaviours, and critique about their
SWAL, were analysed using descriptive statistics (i.e.,

frequency, percentage, means, and standard deviations). All
analyses were conducted using SPSS version 26.

For the qualitative data analysis, semi-structured
interviews were audio-recorded and transcribed verbatim. As
the interviews were conducted in Turkish, all the transcriptions
were translated into English for the data analysis. Thematic
data analysis was chosen to analyse the data qualitatively
because it presents a more approachable method of analysis
(Braun & Clarke, 2006). It also presents a pragmatic and
readily approachable method for conducting research, in cases
where the alternative approaches may be obscure, intricate, or
challenging (Braun & Clarke, 2012).

For the analysis of the data, the researcher systematically
analysed the recurring patterns in the dataset. After a process
of coding, categorising, and interpreting the information, the
main themes of the study emerged within the dataset. First, the
transcripts were broken into excerpts and grouped into codes
(open coding). Later, these codes were put into categories
(axial coding). Finally, these categories comprised the main
themes of the study (Corbin & Strauss, 1990). Finally, decisive
step was taken to ensure that themes reflected dependability
and that the data analysis is trustworthy and credible (Nowell
et al., 2017). For this purpose, a fellow researcher was asked
to review the codes and themes to achieve consensus on the
themes of the research.

Results
Results from the Scale

For the quantitative analysis, scale results are analysed using
descriptive statistics. Cronbach’s alpha coefficient was
calculated as .887, a commendable value, particularly
considering the acknowledged standard of acceptability being
above .60 (Ddrnyei & Dewaele, 2022). Table 3 presents the
results from the scale.

Table 3: Descriptive statistics (frequency, means, and
standard deviation) of the scale

Item 17 2 3 4 5 M SD

SWALQI 1 9 24 65 35 393 881

SWALQ2 - 1 8 77 48  4.28 .608
SWALQ3 1 11 21 58 43 3098 938
SWALQ4 2 10 22 58 41 395 952
SWALQS5 3 7 38 55 31 3.78 .939
SWALQ6 - 3 20 56 55 422 179
SWALQ7 3 4 9 47 71 434 901

SWALQS 1 1 4 51 77 451 .669
SWALQ9 1 2 16 43 72 437 .809
SWALQI0 2 12 32 40 48 390 1.042
SWALQI1 - 1 10 49 74 446 .668
SWALQI12 2 4 19 51 58 419 .894
SWALQI3 10 28 40 48 8 3.12  1.048
SWALQI4 17 36 22 33 26 3.11 1341
SWALQI5 - 1320 65 36 393 .897
SWALQl6 2 2 20 77 33  4.02 770
SWALQ17 1 8 33 56 36 3.88 902
SWALQIS8 1 2 23 62 46 412 795

SWALQI9 4 12 28 59 31 375 1.007
SWALQ20 2 7 19 68 38 399 .880
SWALQ21 1 3 12 65 53 424 768
SWALQ22 9 17 34 45 29 351 1.162
SWALQ23 3 22 20 50 39 375 1.115
SWALQ24 4 6 25 53 46 3.98 992

2 1 = strongly disagree, 5 = strongly agree, M = means, SD =
standard deviation
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The first dimension of the scale was related to

comprehending the objectives of assessment, potential adverse
repercussions associated with writing assessment, and diverse
methodologies employed in evaluating writing proficiency
(Xu et al., 2023). In this dimension, the highest mean score
came from the second item in the scale (M=4.28; SD=.608),
closely followed by the sixth item (M=4.22; SD=.779). While
participants demonstrated an inclination for elevated
knowledge, their responses to the fifth item on the scale
indicated a deficiency in their capacity to apply this knowledge
in assessing their written tasks (M=3.78; SD=.939).
The second dimension of the scale is associated with the
function of writing in fostering the development of writing
proficiency, the influence of writing assessment on emotional
responses, and the inclination to participate in writing
assessment activities (Xu et al., 2023). Mean scores of the
items in this dimension suggest that the participants are
familiar with the functions of written assessment and that they
are positively affected by the written activities. For instance,
more than 95% of the participants responded that engaging
with teacher corrective feedback is important to improve
writing proficiency (M=4.51; SD=.669). Similarly, more than
91% think that writing assessment help them see their
strengths and weaknesses in their written assessments
(M=4.46; SD=.668). Although the participants indicated
positive approaches towards writing assessment, they also
responded that such an attitude does not encourage them to
write more (M=3.90; SD=1.042).

The third dimension of the scale is related to the application
of strategies for varied writing assessment tasks, deliberate
reflection on the writing assessment process, and the
discernment and utilization of assessment outcomes to
enhance subsequent advancements in writing proficiency (Xu
et al., 2023). In the scale, high mean scores of the participants
in the ‘belief” dimension are not reflected in the ‘behaviour’
dimension. For instance, less than 30% of the participants
responded that they do not use the scoring criteria to assess
their written work (M=3.12, SD=1.048). Similarly, the
participants also responded that they do not use computer
technology to assess their written work. Despite not actively
engaging, participants expressed a commitment to enhancing
their writing proficiency through reflective consideration of
their assessment (M=4.12, SD=.795).

The fourth and final dimension of the scale encompasses
six items concerning the critical analysis of writing assessment
outcomes, including the evaluation of feedback, and actively
participating in dialogues with peers or instructors to enhance
the writing assessment process (Xu et al., 2023). For item 21,
more than 80% of the participants affirmed their sense of
responsibility towards their teachers to improve their written
assessment. However, this is not reflected in their answers
regarding communicating with their peers or teachers in items
23 and 24 respectively (M=3.75; SD=1.007, M=3.98;
SD=.992). The results from the critique dimension were the
lowest from all four dimensions, and the mean scores of the
items showed the highest fluctuation regarding standard
deviation.

Results from the Semi-Structured Interviews

The data gathered from the semi-structured interviews were
first analysed to be familiar with the dataset. Later, the
researcher closely looked at the patterns that kept coming up
in the dataset. After defining the recurrent keywords and
phrases in the dataset, the broader categories were formed.
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Finally, after classifying, categorising, and analysing the data,
the categories were transformed into the main themes of the
study. The following section presents the themes in detail.

Feedback valuation: prioritising feedback over grades

The predominant theme which consistently arose during the
semi-structured interviews revolved around receiving
corrective feedback on their written assignments (i.e., tasks
and exams). When queried regarding the significance of
feedback, students underscored the importance of receiving
corrective and constructive feedback from their instructors
upon the completion of a written assignment, asserting that it
holds greater importance than merely receiving passing
grades. When asked to express the relative importance, S3
articulated her perspective this way: “The feedback I receive
is much more important for me because I don’t make the same
mistake again once I have been taught. That is why it is very
important for me.” Therefore, it can be suggested that the
provision of corrective feedback to students on their written
assessments may engender a positive washback effect on their
overall learning objectives.

Similarly, S1 also thinks that the feedback she receives at
the end of her written tasks is helpful for her future studies and
motivates her to be more conscious about her writing progress.
In the interview she said, “when I write again, I pay attention
to my mistakes according to the feedback I received before.”
In this sense, the feedback S1 receives is valuable for her as it
motivates her, highlights her strengths and areas of
improvement, and guides her towards improvement because
“the feedback I receive during the tasks is very useful. It shows
me what I can and cannot do.”

Furthermore, other students also recognised the
significance of receiving feedback on their written
assignments. Upon seeking clarification regarding their
perspective on the benefits of feedback, S11 stated that “it is
very important to see the mistakes I made and get feedback,”
while S12 said that “I want to see my mistakes, I want to know
where 1 went wrong.” In a comparable context, with a
heightened emphasis on emotional aspects, S5 conveyed an
eager anticipation for feedback on her written assignment,
expressing curiosity about the evaluation of her paper.
Likewise, S1 stated that she experiences negative feelings if
she makes mistakes in her written tasks. She said, “there are
mistakes that I did not notice when I was writing at the time,
but I realised later. I say that I will pay more attention to my
mistakes next time. Sometimes, I also get angry with myself
for making mistakes, but it can happen.” In this context, these
findings align closely with Fulcher’s (2010) proposition that
“washback remains a significant and emotionally charged
subject,” (p. 278) a sentiment applicable not only to educators
but also resonant among students.

Conversely, while other students articulated the perceived
value of corrective feedback on their written assignments, their
principal emphasis rested on receiving passing grades for their
written assignments. To elaborate, S10 stated her preference
for the grades. She stated that the first thing she does when she
receives her written assessment paper is to look at the grade:
“Unfortunately, I look at the grades first. Then I look at the
feedback, but not in detail. I mostly look at my grade.”
Pointing to the distinction between a written task (formative
assessment) and writing question in the exam (summative
assessment), S7 stated that “in tasks, feedback is more
important. I look at the feedback I receive there. But in the
exam, I directly look at the grade first. It is necessary to get
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good grades to pass.”” While the student demonstrates
heightened concern regarding the requisite grade for
successful preparatory school completion, she concurrently
exhibits commendable awareness of the imperative associated
with both summative and formative assessment. It is,
therefore, noteworthy that she stands alone among her peers in
acknowledging the broader significance of summative
assessment in a general context.

Scoring Criteria Awareness:
Descriptors

Perspectives on the

The second focal area in a sizeable portion of the semi-
structured interviews revolved around students’ awareness of
the scoring criteria used for the evaluation of their written
compositions. To explain briefly, at the school in which the
study was conducted, the scoring criteria consist of four
descriptors  (i.e., content, organisation, grammatical
competence, and lexical competence). At the beginning of the
academic term, students are provided with detailed
information regarding the components of the scoring criteria.
Subsequently, the results of their task assignments and
examinations are disclosed, placing emphasis on the four
components delineated within the scoring criteria.

Following this brief explanation, it is important to note that
inquiries regarding students’ familiarity with the scoring
criteria yielded diverse responses from each student in the
interviews. For example, S2 vocalised a lack of awareness
regarding the criteria. When prompted further, he emphasised
that he was not interested in finding out how his written work
would be assessed. However, after a brief overview of the four
components of the scoring criteria, the student proposed that
the coherence of ideas (i.e., organisation) and the production
of grammatical accurate sentences (i.e., grammatical
competence) hold greater significance in his written
assignments.

In a similar vein, S5 stated her lack of knowledge regarding
the scoring criteria. She said “I looked at the criteria, but I
don’t remember much. It doesn’t matter.” Upon articulating
her perspective on the scoring criteria, she elucidated an
inclination for two of the components, asserting that the
substance of her written works (i.e., content) and the range and
variety of the vocabulary employed (i.e., lexical competence)
hold paramount significance in her written assessments.
Similarly, S6 also exhibited a lack of awareness regarding the
scoring criteria applied to evaluate her written assignment.
Nevertheless, after a brief explanation, she conveyed a
viewpoint underscoring the significance of content in her
written tasks, noting, “it is important that the content is rich.”

Strikingly, S9 emerged as one of the students who offered
extensive insights into the scoring criteria. Upon inquiry into
his awareness of the criteria, he articulated detailed ideas and
perspectives, suggesting that his knowledge may have been
cultivated through instruction on the use of the rubric from one
of his classroom teachers. When asked about the component
he sees most crucial, he expressed, ““all of them seem to be very
important in themselves, but I think it can be organisation.
Vocabulary may also be important. Content depends on the
person, but I still think all of them are important.” Likewise,
S7 also outlined her perspectives into the scoring criteria,
saying that “content is more important because organisation is
easy when you know what to write about. Also, I don’t make
grammar mistakes, so the rest is easy. I think content is much
more important.” Furthermore, S3 also thought that content is
more important than the other components. When asked about

her awareness of the scoring criteria, she stated, “they are all
important, but I think the content should be perfect. If there is
no content, grammar doesn’t matter anyway. The rest
disappears.” It is, therefore, important to note that students
from different proficiency levels show distinct levels of
awareness concerning the scoring criteria. Also, they reported
deeming different components of the scoring criteria as
important for themselves.

Feedback Delivery Preferences: Verbal Communication
for Increased Effectiveness

Another prevalent theme that surfaced during the interviews is
associated with the students’ preferences for receiving
corrective feedback on their written works. All students in the
interviews expressed a preference for receiving feedback
through both oral and written channels. Consistent with the
thematic focus of the study, it is unsurprising to observe that
students exhibit a strong preference for receiving feedback
through more efficacious means.

All students were vocal about the effectiveness of verbal
feedback. For instance, S8 advocated that receiving feedback
is related to learning the language; therefore, he stated, “my
teacher calls me with my paper, and shows me my mistakes
one by one. He shows what I got right and wrong. Then he
gives a detailed explanation. It is much more useful for me this
way.” In preferring verbal feedback, S6 supported this notion
by stating that “I want to have verbal feedback because, for
example, when the teacher writes something on my paper, I
may not even understand it. That’s why I think it is more useful
to be able to receive verbal feedback.” She also emphasised
her desire to improve her language proficiency effectively
through her preparatory school education, suggesting that
feedback she does not fully comprehend may impede this
objective.

On a more emotional side, S12 expressed her wish to
receive clearer feedback on her written assignment because
she thought that it would make her feel better about her skills.
She said, “sometimes when I write very long paragraphs, I
want verbal feedback because then I may not be able to
understand the written feedback. So, I would be much happier
if I got verbal feedback.” Supporting this perspective, S3 also
thought that receiving verbal feedback is more effective than
receiving only written feedback because she said, “verbal
feedback is much better because when I ask the teacher
something, she follows it up and gives me examples and so on.
That’s why it is much better for me to be able to hear it than
simply writing it on my paper.” In the end, she also stated that
her teacher devotes a full lesson hour to providing feedback to
each student in the class, which is consistent with the report of
S10, who stated that “we could even set aside a class time for
this and show us our mistakes in that class time.” She
expressed that, in such an instance, she could benefit from
receiving verbal feedback, seeing it a more effective means of
feedback for her.

However, the other students also favoured receiving only
written feedback if they received everything in detail in written
form. For instance, S9 said, “I can understand what my teacher
wants me to see in the notes on the paper, that’s enough for
me. Some people prefer both written and verbal, but I think it
might be difficult, so written feedback is enough for me.” On
this note, S5 also conveyed a preference for exclusively
written feedback, provided that her teacher includes
comprehensive comments directly on her paper. She voiced a
preference for discovering and understanding her errors
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through written feedback, indicating a greater affinity for this
mode than verbal communication. Moreover, S11 shared an
experience in which his teacher shared his written paper along
with a voice recording which included his feedback. As a
result, it can be inferred that the students collectively exhibit a
substantial comprehension of their preferences regarding the
reception of corrective feedback on their written assessments.

Alternative Assessment Avoidance: Limited Engagement
in Self- and Peer Assessment

The ultimate and most striking theme that surfaced during the
interviews was the notable absence of engagement among
students in either self- or peer assessment concerning written
assessment. When asked about if they were engaged in
practices associated with alternative assessment, all the
students in the study demonstrated a lack of awareness of such
practices. For instance, following a brief exploration of
awareness regarding scoring criteria, students were
subsequently queried about their engagement in grading their
written papers. It is noteworthy that certain students refrained
from drafting additional and extracurricular written tasks
independently. Among those who dedicated time to create
written tasks for feedback, there was an absence of self-
assessment. Instead, their reported practice centred around the
processes of editing and proofreading their work prior to
submission to their teachers.

When asked about her involvement in alternative
assessment, S4 associated self- and peer assessment with
editing her written work, and said, “we did an activity in the
class, I showed my activity to my pair, and she showed her
paper to me.” When prompted further, S4 said that her
involvement primarily extended to looking for grammatical
aspects within her peer’s paper. Similarly, S9 stated that he
does not show his written work to any of his classmates,
expressing a reluctance to engage in the review of their papers
because he “might miss it because [he doesn’t] know.”
Furthermore, indicating a potential sense of inadequacy in
grading others’ papers, S12 remarked, “I will write, but
grading...it is my teacher’s job,” alluding to a perceived low
level of assessment literacy.

On a distinct note, S7 conveyed that she and her classmates
actively participate in the review of each other’s written works.
However, their primary aim is to provide constructive
feedback to one another for mutual improvement. She said,
“my friends and I look at what we write, but we do not grade
what we write. At this stage, feedback is more effective than
grades.” Similarly, S8 engaged in a similar activity through an
in-class activity. However, he reported not grading each
other’s papers. In this sense, he said, “I made a few trials, but
not to evaluate the paper. Grades are not important for me. I
showed my paper to get opinions, to get feedback, and to write
better.” While these two students point to the attributes of
alternative assessment, their comments imply a lack of
instruction on the efficacy of self- and peer assessment
methodologies.

Discussion, Conclusion, and Suggestions

While the scale results yielded meaningful insights into
students” SWAL, it is crucial to consider each dimension in the
scale individually, as they each highlight distinct features that
require attention. It can be argued that students indicated a low
level of written assessment knowledge, indicated by their
responses in the first dimension. They reported being familiar
with the purposes of written assessment, but when it comes to

the specifics, such as the scoring criteria, their responses
indicated a lack of knowledge, indicating a lack of ability to
use what they know at the end of a written assessment. This
result can be related to the fact that they are not instructed on
the written assessment and the scoring criteria at the beginning
of their prep school education. It is, therefore, crucial to inform
students of the steps included in the evaluation of their written
tasks. As Watanabe (2011) suggested, knowledge about
language assessment can help students learn the language
more efficiently, which is evidenced by the student responses
in the scale.

Mean scores of the items in the second dimension were also
low. The responses revealed that engaging in the activities that
occur at the end of the written assessment, such as writing
more ungraded compositions, are not held highly by the
students. This might suggest that students might see
extracurricular activities and formative assessment as extra
and tedious. However, it is noteworthy to note that students are
advised to actively endeavour to use each assessment to
enhance their understanding for subsequent improvement
(Stiggins, 2007). Because of student responses in the third
dimension, there may be a misalignment between students’
beliefs and their actions. Six items in this dimension allowed
us to see that students are not acting on their beliefs, as the
mean scores from this dimension yielded the lowest in the
scale. Further, it is important to instruct students in the
processes included in written assessment and guide them to
engage in more effective written performance. However, it can
be conjectured that students’ beliefs and thoughts may not
manifest in their actions, as suggested by the answers in the
study. It is also important to acknowledge that previous studies
have suggested that even meticulously crafted feedback on an
assignment may carry limited significance for students unless
students engage in written assessment (O’Donovan et al.,
2004).

The final dimension also revealed significant insights into
students’ lack of awareness and capability in terms of
alternative assessment methods. The reason behind this
incompetence in terms of self- and peer assessment could be
because these two alternative methods are not included in the
school programme and its curriculum. Also, it should be
carried in mind that teachers were not a variable in the study,
and it cannot be known for certain if teachers had the
knowledge to instruct their students in terms of alternative
assessment. As a result, given the pivotal role that self- and
peer assessment play in the context of formative assessment, it
is unexpected to observe their limited and ineffective
implementation. Similarly, previous studies also showed that
use of self- and peer assessment is less prevalent (e.g., Pereira
etal., 2017).

In addressing RQ1, the quantitative data analysis revealed
affirmative outcomes concerning students’ perspective on
their written assessments, as evident in the responses within
the ‘belief’ dimension. Likewise, while the responses within
the ‘knowledge’ dimension indicated a heightened degree of
proficiency in assessment literacy, student responses in the
latter part of the scale revealed a stark contrast, wherein
student responses underscored a misalignment between their
professed beliefs and the practical application of these beliefs.
Consequently, it can be suggested that there exists a
correlation between their perspectives on assessment and their
approaches to learning (Struyven et al., 2005). Also, it can be
proposed that when responding to the questions in the
behaviour and the critique dimensions, participants appeared
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not to translate their knowledge and beliefs into actions
regarding written assessment. This also suggests a potential
misalignment between their cognitive understanding and
practical application in the context of assessing written work.

In terms of the first theme of the study, participants have
been found to prioritise impactful corrective feedback over
mere attainment of passing grades. This underscores the
pivotal role of Assessment for Learning (AfL) can play,
serving as a valuable tool for teachers to enhance student
success in their writing assessment (DeLuca & Klinger, 2010).
As aresult, it is imperative to adeptly convey this perspective
to the students, the most pivotal stakeholder group in
education, ensuring that they do not perceive formative
assessment as superfluous or nonessential work (Yorke, 2003).
It is, therefore, essential to bear in mind that the primary
objective of integrating formative assessment into students’
educational experiences is to facilitate the cultivation of a
disposition towards lifelong learning, guided by the language
teachers (Homayounzadeh & Razmjoo, 2021). It can also be
argued that the reason students do not regard receiving passing
grades as important could be related to the fact that the
curriculum at the target school gives careful attention to
formative assessment, with written tasks accounting for nearly
half of the second part of the overall grades.

Second, the responses provided by the students regarding
their awareness and comprehension of the scoring criteria used
for the evaluation and assessment of their written tasks present
a narrative distinct from what is proposed in the existing
literature. To elucidate, it is recommended that students
assume a leading role in their own learning, undertaking
responsibilities as deemed necessary (Hawe & Dixon, 2014)
because students should possess a clear understanding of the
direction of their academic development (Hattiec & Timperley,
2007). It is also suggested in the literature that teachers might
still be regarded as the sole owners of knowledge within a
classroom setting, but relying solely on teachers as the primary
source of instruction and feedback might no longer be
adequate or appropriate, as this poses the risk of fostering
dependence on others for information about individual
progress and academic achievement (Sadler, 2010). However,
in the current case, teachers are supposed to inform students
about the use of scoring criteria as indicated by the curriculum
of the prep school programme. Whether the instructors inform
the students about the scoring criteria at the beginning of the
term is open to interpretation, and the lack of knowledge on
students’ behalf might be related to teachers’ low level of
LAL.

A noteworthy subject that surfaced in students’ feedback
preferences is related to the use of error codes in the feedback
provided on written assessments. During the interviews, most
students conveyed instances where their teacher employed
error codes, while others recounted experiences wherein their
teachers meticulously explained their mistakes and areas
necessitating improvement in more detail. It is important to
note that it falls on the teachers’ shoulders to guide students
towards the use of error codes before they give corrective
feedback on their students’ written assignments. In the
literature, critiques of assessment design highlight the
excessive emphasis on content and task orientation, also
casting students in a more passive role as mere recipients of
feedback information (Carless, 2011; Tai et. al., 2018). As a
result, it can be posited that preference for verbal over written
feedback may be attributed to factors beyond their assessment
literacy capabilities. Overall, it can be suggested that the

reason students are favouring detailed verbal feedback might
be related to the possibility that they are not equipped with the
necessary tools to decode errors codes and put them into use
to strengthen their written skills, which might indicate low
SWAL levels.

Finally, students should be able to be their own assessors

and play a more active role in the assessment process,
especially in alternative assessment. It is proven that when
incorporated within the instructional framework, formative
assessment can play a particularly significant role in
facilitating student-centred teaching by providing instructors
insights into students’ acquired knowledge or skills and into
areas that require further attention (Shepard, 2000).
Overall, as a response to RQ2, the qualitative findings
corroborated the findings gathered from the quantitative
analysis, emphasising the consolidation of the mismatch
between students’ stated beliefs and presumed knowledge and
their general assessment practices. A particularly noteworthy
discovery from the qualitative analysis was the absence of
alternative assessment practices, a phenomenon that resonates
with the existing literature. Previous research studies into the
alternative assessment also highlight that students are not
engaged in self- and peer assessment (e.g., Pereira et. al.,
2017). Moreover, there are other research studies which aimed
to increase the assessment literacy levels of students using self-
and peer assessment (e.g., Chen et. al., 2023). The research by
Francis (2008) revealed a mismatch between students’ self-
assessment and the grading criteria. Similarly, self-regulated
learning also adds to the performance of students because it is
evidenced that self-regulated learning, as part of self-
assessment, can increase the assessment literacy levels of
students (Panadero et al., 2016). In conclusion, the challenges
identified in students’ engagement with self- and peer
assessment highlight the need for effective strategies to
increase their assessment literacy levels. As evidenced by the
emergent themes in this study, ongoing efforts, such as those
centred on fostering self-regulated learning, offer promising
avenues to elevate students’ successes in writing assessment
literacy.

Implications, Limitations, and Future Directions

It is important to acknowledge that “students who have well-
developed assessment capabilities” (Absolum et al., 2009, p.
5) have more at their disposal to be successful learners. The
results of the study indicated that students who are aware of
what is being asked of them have more positive attitudes and
perceptions towards writing assessment. Previous research in
the field have also shown comparable results (O’Donovan et
al.,, 2001; O’Donovan et al., 2008). Consequently, social
learning mechanisms, including peer review and the
incorporation of pedagogical training for students, aim to
enhance their familiarity with assessment procedures.

That is why students should be included in the assessment
process (Deeley & Bovill, 2017) and must be active
participants in their own learning (Rust et al., 2003). To
achieve this, instruction on assessment can be implemented in
their undergraduate courses (Volante & Fazio, 2007).

Second, it is important to remember that teachers will still
play a prominent role in improving their students SWAL
because they are responsible for implementing effective
approaches to provide assessment information, guiding
students in achieving their educational objectives. As a result,
it can be argued that it is also important to foster LAL levels
of teachers if we want a successful teacher-student
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collaboration. It is crucial to acknowledge that the process of
learning emerges through dynamic interactions between
educators and learners (Gipps, 1999), necessitating teachers to
stimulate learning, provide feedback, and involve students
actively in the assessment process (Ataie-Tabar et al., 2019).
It is evident from the study findings that teachers are
responsible for guiding students towards test awareness as
seen in the case of error codes, which can be improved through
improvements in teaching education programmes (Lee & Mao,
2024). For this purpose, workshops, training sessions,
undergraduate lessons, and even graduate lessons that focus on
LAL could be developed in the future for pre-service teachers.
This also calls for teachers to be actively engaged in not only
teaching and assessing writing but also giving efficient and
useful feedback, which asks teachers to be equipped with
feedback literacy (Yu & Lee, 2024). It must also be
acknowledged that previous studies have evidenced that
literacy levels of the writing instructors have an important
effect on students’ writing abilities (e.g., Mellati & Khademi,
2018).

On the other side, the exclusive focus on preparatory
programme students during their initial years at the university
might limit the generalisability of the findings to a broader
student population. Expanding the scope of future research
into various academic levels and institutions would provide a
more comprehensive understanding of SWAL across varied
contexts. Additionally, different institution with unique
assessment practices, scoring criteria, or even teaching
methodologies can play a significant role on students’
assessments. Moreover, the semi-structured interviews, while
providing valuable insights, may be limited by the small
sample size of participants (r#=12). Thematic analysis
enhanced the elucidation and exemplification of the scale-
derived data. However, future research studies can expand the
participant pool to acquire a more extensive of the qualitative
data. Incorporating a larger and more diverse participant
cohort can enrich the depth and breadth of insights, which can
enrich the robustness and generalisability of research findings.
In addition, the current study refrained from considering
students’ writing grades, thus rendering it intricate to establish
more conclusive correlation between students’ written
assessment grades and their attitudes, beliefs, and perspectives
on the assessment process. To address this limitation, future
studies may integrate written grades as a variable and adopt a
triangulation approach, using diverse data collection tools as
well, such as in-class observation and reflective journals.
Therefore, it is advisable to conduct research within the
context of written assignments (Brown et al., 2016; Flores et
al., 2019; Peterson et al., 2015) as this approach plays a pivotal
role in augmenting students’ awareness of the assessment
process. Delving into the dynamics involved in the evaluation
of written assignments, future studies can gather valuable
insights into students’ comprehension, engagement, and
perceptions of assessment, fostering a more comprehensive
understanding of their writing assessment literacy.
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Appendix
Scale of Student Writing Assessment Literacy
DEMOGRAFIK BILGILER
1. Cinsiyetiniz:
() Kadn () Erkek () Diger/Soylemek istemiyorum
2. Yasimz:
()17-18 () 19-20 ()21-22 ()23+
3. Boliimiiniiz:
4. Hazirliktaki dil seviyeniz:
()D @e ()B (A () A+
5. Hazirlikta kag donemdir egitim goriiyorsunuz?
()1 ()2 ()3 ()4

Ogrenci Yazma Degerlendirmesi Okuryazarlik Olgegi

Olgekte, yazma becerilerinize ve yazma ddevlerine yénelik sorular bulunmaktadir. Sorulara asagidakilere gore puan verilmesi
gerekmektedir. Sorular, tutumlarmizi ve goriislerinizi almak iizere hazirlanmistir. Her ifade i¢in dogru veya yanlis cevap yoktur,
bu nedenle liitfen cevaplarimizi diiriistge veriniz.

1- Hi¢ katilmiyorum

2- Katilmiyorum

3- Ne katiliyorum ne katilmiyorum
4- Katilhyorum

5- Kesinlikle katiliyorum

~

—

-’

g Q g@

£ Tl es < o
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= B 35| E =

E =) S = = N

= = = 2 i = 3

s | E|SEl =2 |55
= 2 = = ==
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BILGI

1 | Yazma dersinin degerlendirme ve not verme yontemlerini anlarim (yazma
Odevleri, ara siav).

2 | Yazma derslerinde verilen 6devlerin amaglarini bilirim (yeterlik, basari, teshis).

3 | Yazili ¢alismalarimin hangi kritere gore degerlendirilecegini ve
notlandirilacagini biliyorum.

4 | Yazma becerisi yeterliginin farkli yaklagimlarla ve yontemlerle
degerlendirilebilecegini anliyorum (farkli kriterler, okullar, sartlar vb.).

5 | Yazma 6devlerimi nasil degerlendirecegimi ve notlandiracagimi biliyorum.

6 | Yazma ddevlerimin (6devler ve ara sinav) degerlendirilmesinin ve
notlandirilmasinin neden olabilecegi yan etkileri bilirim (6devlerde yiiksek alip
ara sinava ¢ok calismamak vb.).

INANIS

7 | Yazma ddevlerimin degerlendirilmesi ve notlandirilmasi, bana yazma becerimi
gelistirmek icin yazil1 diizeltici doniit saglar.

8 | Yazma becerilerimi gelistirmek i¢in 6gretmenlerin verdigi yazili diizeltici
doniitleri dikkate almak dnemlidir.

9 | Ogretmenim, yazili 6devimi degerlendirdiginde ve notlandirdiginda mutlu
olurum.

10 | Yazma 6devlerimin degerlendirilmesi ve notlandirilmasi, beni yazmaya daha
fazla tesvik eder.

11 | Yazma 6devlerimin degerlendirilmesi ve notlandirilmasi, benim yazma
becerilerindeki giiclii ve zayif yonlerimi ortaya koyar.

12 | Yazma becerilerinin degerlendirilmesi ve notlandirilmasi, beni yazma dersinin
hedefine ulastirir (6rn; paragraf yazma, essay yazma).
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DAVRANIS
13 | Kendi yazili caligmalarimi degerlendirmek i¢in degerlendirme kriteri
kullanirim.
14 | Yazili 6devlerimi degerlendirmek ve notlandirmak i¢in bilgisayar teknolojisini
kullanirim (Grammarly, OpenAl vb.)
15 | Yazma becerilerinde ne kadar iyi oldugumu anlamak igin yazma 6devlerimi
incelerim.
16 | Eksiklerimi belirlemek ve dili 6grenmem igin neyi bilmem gerektigini anlamak
icin yazma ddevlerimi incelerim.
17 | Ogretmenimin verdigi yazili diizeltici doniitleri etkin bir sekilde kullanirim.
18 | Ogretmenimin verdigi notlar ve déniitler dogrultusunda yazma becerimi
gelistirmek i¢in ¢aba harcarim.
ELESTIRi
19 | Smufigi yazma 6devlerinin verimliligini elestirel bir sekilde sorgularim.
20 | Ogretmenimin verdigi yazil diizeltici déniitleri incelerim ve kullanip
kullanmayacagima karar veririm.
21 | Yazma 6devlerimin degerlendirilmesi ve notlandirilmast ile ilgili
Ogretmenlerimle iletisim kurma sorumlulugumun oldugunun farkindayim.
22 | Hangi doniit seklinin bana daha uygun oldugunu 6gretmenimle konusurum
(6rnegin, sozli veya yazilr).
23 | Yazma becerilerimi ve notlarimi nasil gelistirebilecegim ile ilgili arkadaslarimla
iletigim kurarim.
24 | Yazma becerilerimi ve notlarimi nasil gelistirebilecegim ile ilgili
O0gretmenlerimle iletisim kurarim.
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Abstract: Master’s degree study is a career step at which individuals make efforts to specialize in a field and which
allows them to make self-development. The biggest component that is important for a search and increases its scientific
quality is the method used. The aim of this study is to examine the views of mathematics teaching master’s degree students
on the use of qualitative research methods. The current study employs the design of a case study, which has a qualitative
research design. The study group was composed of 12 master’s degree students of education at mathematics teaching
department who were writing their theses at a university in the Mediterranean region of Turkey. The research data were
collected through personal interview forms and focal group interview forms. The data were subjected to content analysis
and descriptive analysis. The current study concludes that the articles and theses written in the qualitative study method
are more difficult than the ones written in the quantitative study method, but that master’s degree students think they can
cope with the work due to their personal competence. Another finding obtained was that participants tended to fill the
gaps in the conceptual framework of other studies, to use the existing framework, and they had personal competence.

Keywords: Higher education, qualitative research, teaching mathematics, master's degree student

Oz: Lisansiistii egitim, bireylerin bir alanda uzmanlasmak igin ¢aba sarf ettikleri ve kendilerini gelistirmelerine olanak
saglayan bir kariyer basamagidir. Bir arastirma ig¢in onemli olan ve bilimsel niteligini artiran en bilyiik bilesen ise
kullanilan yontemdir. Bu ¢alismanin amaci, matematik Ogretmenligi yiiksek lisans Ogrencilerinin nitel arastirma
yontemlerinin kullanimina iligkin goriislerini incelemektir. Bu ¢alismada nitel arastirma desenlerinden durum g¢alismasi
deseni kullanilmistir. Caligma grubunu, Tirkiye'nin Akdeniz bolgesindeki bir tiniversitede tezlerini yazmakta olan 12
ilkdgretim matematik 6gretmenligi yiiksek lisans dgrencisi olusturmaktadir. Arastirma verileri kisisel goriisme formlari
ve odak grup goriigme formlar araciligiyla toplanmistir. Veriler icerik analizi ve betimsel analize tabi tutulmustur. Bu
calisma, nitel caligma yontemiyle yazilan makale ve tezlerin nicel ¢aligma yontemiyle yazilanlara gore daha zor oldugu,
ancak lisansiistii 6grencilerin kisisel yeterlilikleri nedeniyle isin listesinden gelebileceklerini diisiindiikleri sonucuna
varmistir. Burada elde edilen bir diger bulgu ise katilimcilar kavramsal ¢ergevedeki bosluklar: doldurma egilimindedir.

Anahtar Kelimeler: Yiiksekogrenim, nitel aragtirma, matematik 6grenimi, yiiksekogrenim 6grencisi

Arik Karamik, G. & Bag, G. (2024). Analyse the views of the master’s degree students at the mathematics teaching department on the use of

qualitative research methods. Erzincan University Journal of Education Faculty, 26(2), 305-313. https://doi.org/10.17556/erziefd. 1370043

Introduction

Master’s degree study is a career step at which individuals
make efforts to specialise in a field and which allows them to
make self-development. The board of higher education [YOK,
1981] defines it in Law 2547 as education and instruction
based on undergraduate education and as higher education,
which aims to exhibit the results of research. There are various
factors which enable individuals to make self-development in
this process. One of them is to pursue the relevant publications
in the country and abroad. What is expected of individuals in
pursuing the relevant literature is to have comprehensible
knowledge of the area and to make scientific publications so
as to fill the gap or the deficiency that they notice in the area
and thus to write a thesis.

What makes a study scientific is the method used (Erkus,
2009). 228 theses, 57 of which were doctoral dissertations and
171 of which were master’s theses, were produced in Tiirkiye
in the period between 2003 and 2022 (Board of Higher
Education Centre of Theses). A close look at them made it
clear that they were produced by using various methods. Erkus
(2009) contends that the findings obtained in a study will not
express anything, even if it has an innovative research
problem, unless the method used is strong enough.

The methods used in studies performed in education can be
said to be quantitative, qualitative, and mixed. They are based

on different paradigms, and each method has properties
specific to itself. Researchers (Cresswell & Poth, 2016; Hatch,
2002; LeCompte & Schensul, 1999; Marshall & Rossman,
2010). Cresswell (2016) lists the properties as obtaining the
data in the natural environment of a study, confidence in
researchers, using multiple methods, complex reasoning,
participant  subjectivity,  context-participant  relations,
changeability of the pre-determined design, reflective and
interpretative nature, and being holistic and complicated.

The broadest definition of qualitative study on the basis of
the above-mentioned properties was offered by Denzin &
Lincon (2018) as researchers’ effort to make sense of andto
interpret the things in their natural environment in terms of
meanings humans attach to events.

Qualitative studies contain certain stages despite the fact
that they are claimed to be “flexible” (Cresswell, 2016). These
stages are shown in Figure 1. Beside Figure 1, Yildirim and
Simsek (2016) also stress that the processes move in cycles.
The movement in cycles is associated with the flexibility of
such studies, and it differs according to the interaction between
the research problem and the stages and according to the
situations encountered in the process.The cycle is also related
to the reliability, persuasiveness, and validity of the study. As
evident from Figure 1, there is a cyclical process, and each
stage is associated with the other.
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Noticing the
| problem

Reporting the data

Interpreting the data

Classifying and analysing the data

—_—

Determining the details by
analysing the problem

Choosing the approach for
solving the problem

‘ Designing the study

—

Data collection
procedures

Figure 1. The stages of qualitative studies (Creswell, J. W. (2002). Educational research: Planning, conducting, and evaluating
quantitative. Prentice Hall Upper Saddle River, NJ.)

According to Figure 1, the stages of the process include
noticing the problem, analyzing it, choosing the approach for
a solution, designing, collecting the data, classifying,
analyzing, interpreting, and reporting the data.

In addition to that, Patton (2002) also emphasises that there
are no formulas for performing qualitative studies in an
accurate and appropriate way and draws attention to the fact
that there is not one test for ensuring that a study is reliable and
valid.

It is pointed out in the literature that the errors have
increased in studies in parallel to theincrease in the number of
qualitative studies (Yildirnm & Simsek, 2016) and that the
master’s degree theses prepared in science education in
qualitative research methods have lacks in terms of methods
(Giirdal et al., 2010). Since there are studies on science
education, but no studies on mathematics education in the
same department (Department of Mathematics and Science
Education), the study was conducted with master’s degree
students in mathematics education. In addition, it is thought
that the study will contribute to the literature by determining
the thoughts of the students who conduct qualitative studies in
the field of mathematics education and comparing them with
those of other disciplines.

Thus, the current study aims to analyse the views of the
master’s degree students at the mathematics teaching
department on wusing qualitative research methods.
Accordingly, the research problems formulated are as follows:
1. What are the views held by mathematics teaching
department master’s degree students inrelation to
determining the research problem in qualitative
studies?
2.  What are the views held by mathematics teaching

department master’s degree students inrelation to
forming the conceptual framework in qualitative
studies?

3. What are the views held by mathematics teaching
department master’s degree students inrelation to
determining the design in qualitative studies?

4. What are the views held by mathematics teaching
department master’s degree students inrelation to
reporting the data of qualitative studies?

Method
The Research Design

The current study employs a case study approach - one of the
qualitative research designs. It uses a single-case holistic
design so as to analyse cases such as an individual, an
institution, or a school in detail (Giiler etal.,2015). The case here
was describedas taking the qualitative research methods course
in mathematics teaching during master’s degree education and
being at the stage of writing thesis.

Participants

The participants were chosen through criterion sampling, and
the criterion set for the study was the same as the case in the
study. The two criteria for the selection of the participants were
determined as having taken the qualitative research methods
course and having conducted a qualitative study. The study
group was composed of 12 master’s degree students of
education mathematics teaching who were writing their thesis
in a university in the Mediterranean region of Tirkiye. The
participants- whose demographic properties are shown in
Table 1- were coded as T1, T2... T12.
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Table 1. Demographic features of the participants

Participants Gender  Place of work The stage of Whether or Whether or not Whether or not
Education not theyhave theirqualitative
they have conducteda study hasbeen
taken the qualitative published
course study

T1 K MoNE Thesis writing V4 V4

T2 K MoNE Thesis writing V4 V4 N4

T3 K Unemployed Taking courses v v

T4 K A private Thesis writing V4 V4
institution

T5 K MoNE Thesis writing V4 V4

T6 K MoNE Thesis writing V4 V4

T7 K A private Thesis writing V4 V4 N4
institution

T8 E MoNE Taking courses v v

T9 E A private Thesis writing V4 V4
institution

T10 E Unemployed Thesis writing v v NG

T11 E MoNE Taking courses V4 V4

T12 E MoNE Thesis writing V4 V4

MoNE: Ministry of National Education

According to Table 1, the participants consisted of seven
female and five male students, and four of the female students
and three of the male students worked as mathematics teachers
in the middle schools of MoNE. They mostly said that they
were at the stage of thesis writing in master’s degree education,
that they had taken a course in qualitative research during the
master’s degree education, that they had conducted a
qualitative study and that three of the qualitative studies had
been published.

Data Collection Tools and Processes

The research data were collected through personal interview
forms (PIF) and focal groupinterview forms (FGIF). Four semi-
structured questions prepared by the researchers were sentto
four mathematics educators and two experts in methodology
for the validity test of the PIF. The experts stated that one of
the questions was not adequate and an addition should be made,
and thus,the question was arranged in the light of expert
opinion. The remaining three questions, on the other hand,
were found appropriate, and the rate of agreement between the
experts was calculated at 92% by calculating the mean for
agreement scores. The final version of the open-ended
questions is as follows:

1. What kind of approach do you follow when
determining the research problem and the design of
your qualitative studies? Why? Explain.

2. What kind of approach do you follow in creating the
conceptual framework of your qualitative studies?
Why? Explain.

3. How do you go about reporting the qualitative studies
you have conducted? Why? Explain.

The FGIF, however, contained six open-ended questions.
Expert opinion was consultedsynchronically with PIF for the
validity test of FGIF. Two questions were added to the existing
six questions in accordance with expert opinion. The rate of
agreement between the experts was found to be 88%. The PIF
was used in individual interviews with the participants. The
participants were asked to answer each question and the
interviews lasted approximately 65-80 minutes. After
analyzing the participants’ answers, focal group interviews

were held with six master’s degree students who had diverse
opinions. The FGIF was used in the focal group interviews.
FGIF questions included probing questions aimed at
"elaborating what the participants meant" in their answers to
the individual interviews.

Eternal experts (two mathematics educators and an expert
of methodology) weresummoned to the focal group interviews,
and thus it was assumed that they would contribute tothe
research process and to the post-research process objectively
and with no prejudice as observers. The researchers took part
in the study as participant observers in order to understand the
answers given by the participants in the individual focus group
interviews in depth.

Data Analysis

The data were subjected to content analysis and descriptive
analysis. Similar concepts and themes (Yildirrm & Simsek,
2016) were put together in content analysis. The stages of
qualitative research, which were determined by researchers
beforehand, were considered themes, and coding was done
accordingly for content analysis. The statements made by the
participants in relation to the research problem were directly
quoted through descriptive analysis.

The interviews with the participants were transcribed, and
the themes and codes were distinguished in accordance with
the purpose of the study through content analysis by using the
transcriptions by the researchers and by the experts
independently of each other. The themes were configured
based on the stages of the qualitative research process, and the
sub-themes were configured according to the participants’
responses to the PIF and FGIF.

The researchers and the three experts who analysed the
codes and themes discussed theconsistency between the codes
and themes and thus reached agreement. The similarity which
Miles and Huberman (1994) call internal consistency and which
they conceptualise as interrater agreement is calculated by
using the A= C+ (C+ d) x100 formula, in which A is reliability
coefficient, C is the number of topics or terms in which
agreement is reached and 9: the number of topics or terms in
which there is no agreement. Agreement between the 5 coders
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was found to be 89% according to the coding check, which
yielded internal consistency. The final shape was given to the
codes and themes following the necessary regulations.

The participants were frequently made to confirm their
statements during the focal groupinterviews so as to increase
persuasiveness due to the fact that researchers’ perspectives
had impacts on the persuasiveness of qualitative studies, and
therefore one way of securing persuasiveness was to choose
and use objective methods (Baltaci, 2017). Besides, the
participants’ statements were also cited directly in the findings
section; and the transferability of the study was increased in
this way.

Findings

Determining The Research Problem in Qualitative
Studies

The views of the master’s degree students in the mathematics
teaching department on determining the research problem in
qualitative studies are shown in Table 2.

According to Table 2, participants’ thoughts on
determining the research problem were divided into such
themes as the problems noticed, the problems encountered in
practice, the problems reached through past experiences, the
problems reached through a literature review, determining the
sub-problems, and personal competence. All the participants
said that they set out from the fact that there were problems
stemming from the system in teaching mathematics and that it

was influential in determining the subject of study. Thus, T2
said,

“First, I worked in a private school, and then I began to

work in a state school; but thereis a system which makes

things difficult both in private schools and in state schools.

For example, whenever I want to hand out tests to students,

the school manager says the printer is out of order. But |

notice that it works. We ask families for help in favor of
their children, but they keep away. I mean, there is a system
which hinders the things you want to do. And I want to be

a part of the solution to the system. I do not know how much

space it holds or how much I can do, but I believe that [

can do something.”

Personal competence involves positive and negative
competence. While participants’ curiosity, competence in the
method they use, and their belief that they can be a part of the
solution are positive competence and the idea that they
cannot conduct long-term studies is negative competence.
Such competence is thought to be influential in master’s
degree students’ determination of problems. T4, for instance,
stated their competence with the following statement:

“I took a lot of courses in creative drama during my

undergraduate education, and I liked them very much. 1

made self-development in this respect, and 1 taught

courses. 1 felt that I would be successful if [ used drama as

a method. So, I wanted to use drama in my study. So, what

I would study and how I would study it became apparent.”

Table 2. Mathematics teaching department master degree students’ views on determiningthe research problem in qualitative

studies

Themes

Sub-themes f

The problemsnoticed

The availability of problems encountered by teachers in the immediate surrounding 10
in teaching mathematics

The availability of problems about the system encountered tyindividuals in the 4
immediate surrounding
Family members who encountered problems in teaching 5
mathematics
The problems encountered in The availability of problems encountered in teaching practice 11
practice Having problems in teaching private mathematics courses
Having problems in the classroom while teaching 10
mathematics
Having problems stemming from the system while teaching 12
mathematics
The problems reached through Having problems in teaching mathematics while they were 7
past experiences students
Noticing that mathematics teachers have problems while 4

they are students

The problems reached through
literature review

Thinking that the topic was not studied because the subject 6
was not encountered in literature review

Studies available in international literature but not available 3
in national literature
Determining the sub-problems Thinking that problems are encountered in distinguishing 9
between sub-problems and research questions
Noticing that the problem was not divided into sub-problems 5
Thinking that different measurement instruments should be 5
used for sub-problems
Personal competence Failure to conduct long-term studies 4
Having too much curiosity 10
Belief that they can be a part of the solution 9
Having competence in the method to be used in a study. 3
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Table 3. Mathematics teaching department master’s degree students’ views on forming the conceptual framework

Themes Sub-themes f

Making use of the previous Forming by using the recommendations made in the studies analysed 8

studies Forming by using the conclusion and discussion sections of the studies analysed 4

Forming by predicting the theories in a different way. 2

Spotting the gaps in other studies Methodological gaps in other studies 7

Application gaps in other studies 8

Using a certain framework Using the existing framework 8

(distinguishing categories and Availability of the phenomena which are 2
themes thought to be completed in the process

Personal competence Being dependent on the ability to understand foreign literature 2

Ability to read a great number of studies 4

depending on the daily work routine

In addition to that, the participants also stated that the
problems they encountered in schools of practice teaching
where they had practice teaching during their undergraduate
education were influential in determining the problem in their
qualitative study. Thus, a participant, T3 said,

“There was a student in the classroom who I will never

forget. He could not learn the multiplication table despite

being a 7" grader. The teacher asked me to care for him. It
was evidentthat he had learning difficulties in mathematics
although, there was no diagnosis. 1 prepared lots of
activities for him and we worked together. I said to myself,

‘why they cannot learn? There should be a way.’ 1

wondered and then I came across the concept of dyscalculia

and [ wonderedwhat it was.”

Apart from that, participant T9 stated:

“Students were always late for classes. The teacher was not

angry with them, and others’attention was distracted. 1

talked to the teacher. He/she said that he/she had 40-years

of experience and that he did not want to argue with others.

1 felt sorry for children, and I thought about what I could

do for them. Perhaps it caused me to find the causes of their

distracted attention. But I studied a more specific subject
later.”

Another remarkable situation was that the experiences of
participants’ family members were influential in determining
the problems in the studies. A participant, T3, described it as
the following:

“My brother was in middle school, but he always came home
saying that mathematicswas difficult. I asked him what was
difficult about mathematics, and I recommended helping him,
but he never accepted my offer so that his failure would not be
known. Everything continuedin the same way for a few months.
I said I had not understood mathematics at his age and
suggested studying together. I realised that he had not
understood the topics for three months. He did not know
anything about positive or negative numbers. He had not done
any homework. He would take an important exam the
following year without any knowledge. I thought mathematics
might be difficult for students. I was good at math, and why were
those who failed math were bad at it.”

Forming The Conceptual Framework in Qualitative
Studies

Table 3 shows the participants’ views on forming the
conceptual framework in qualitative studies.

The participants thought that the conceptual framework in
qualitative studies was formed by making use of the previous

studies, by spotting the gaps in other studies, by using a certain
framework, and through personal competence.

They said in the theme of making use of the previous
studies that the conceptual framework was formed with the
help of recommendations made in the studies they had read, by
using the conclusion and discussion sections of the studies and
through different predictionsof the theories. T7, for instance,
said,

“The lecturer told us to make a summary of the studies we
read in a Word document by giving the necessary
information about them when [ started my master’s
degree education. I later noticed that each study I read
led me to read another study. I think now that the
conceptual framework I formed was formed on the basis of
such work.

Additionally, the participants thought that spotting the
methodological and practical gaps in other studies, using the
existing framework, determining the phenomena that could be
completed in the process and personal competence were also
influential in forming theconceptual framework. Thus, T7
said,

“There was a framework which belonged to Ball in

teaching mathematics, and [ wanted to analyse

mathematics teachers according to this framework, which
was widely accepted.

Determining The Research Design in Qualitative Studies

Table 4 shows the participants’ views on determining the
research design in qualitative studies.

As it is clear from Table 4, the views are divided into such
themes as choosing a design, determining the sample suitable
to the design and the problem, developing and using data
collection tools, deciding on data collection methods,
analysing the data, and personal competence. In the theme of
choosing a design, 11 participants stated that it was comforting
forthem to know that the design could change due to the fact
that qualitative studies were flexible.T5, for instance, said,

“I was indecisive about doing the study qualitatively. In

fact, I am more inclined toward quantitative studies. But it

was good for me to know in the qualitative studies course
that such studies were flexible. A qualitative study was
something that I did not know about- like a sea thatl did not

know. But I was to dive into it and reach the coast. 1

wouldn’t be drowned in that sea. Choosing a design is

important. I should determine it according to the problem.

1 continued with the first design that I had determined. But

the idea of flexibility is good!”
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Table 4. Mathematics teaching department master’s degree students’ views on determining the research design in qualitative

studies

Themes

Sub-themes

Choosing a design

That the choice of a design can change in the process 11

because qualitative study is flexible

That the choice of a design is restricted in teaching mathematics 6
That building a theory is a difficult process 4
That the designs used in teaching mathematics are fixed 7
Determining the sample according That the sample size is not clear in the literature 10
to the design and the problem That the participants are not eager 11
That the participant cannot profit from the process 3
That receiving the ethical permissions to reach the sample 8
group takes a long time
Developing data collection tools That the number of experts to consult in developing the 10
suitable for the design and to the data collection tools is small
problem and using them That feedback for expert opinion is given in a long time 5
Failure to distinguish between the necessary data due to the 9
abundance of data collection tools
Considering the data collection tools deficient and re-developing them 4
Deciding on data collection methods Failure to use the data collection tools (interviews, 4
according to the design and the observations, etc.) functionally while collecting the data
problem Failure to collect data from older people while using the 2
data collection tools in individual interviews
That the recording process is difficult in data collection 9
Analysing the data according to the Having difficulty in deciding what data to include and 11
design and the problem what data to exclude in data analysis
Limiting the types of analysis to two I 8
That coding takes too much time 4
Considering experts’ demands for coding as negative 5
Personal competence Considering the responses adequate in interviews and not 3
insisting on more
Being able to get responses without leading 7
Failure to devote more time 2

Another sub-theme with high frequency stated by the
students in the theme of determining the sample according to
the design was that the participants were not eager. Another
point stated was the fact that the sample size was not clear in
the literature. Thus, the participant coded as T7 made the
statement:

“According to some resources we had read in the
qualitative studies course, six to eight people were
necessary for action research. I noticed while starting the
study and while talking to my colleagues that I would need
at least 10 participants if I formed the sample according to
yearsof experience and gender. The number is not stated in
some resources. I started with 10 participants and have two
of them left in week two. I thought eight people would not
be adequate, and I lengthened the process. Two more
people came to the point of leaving. I am also a teacher,
but I found it difficult to decide on the number.

In the theme of developing data collection tools according
to the design and the problemand using them, the participants
pointed to the small number of experts to consult in developing
and using the data collection tools and their failure in
distinguishing between the necessary data due to the
abundance of data collection tools. Besides, they also said that
feedback for expert opinion was given in a long time and that
they tried to develop data collection tools againbecause they
found them deficient. In this respect, T8 said,

“I need to look at agreement between experts. Two experts

sent the results, but the thirdone answered my e-mail two

months later. It was strange to me that it took such a long

time.”

On the other hand, T1 said,

“I had interviews, made observations, and held focal

group observations, but I had difficulty in using the data 1

had collected with these tools. I could notice the need for

checking which data would be useful to me only after
transcription. It is necessary to keep awayfrom the study for

a while after transcription. The advisor told me that 1

should put the data aside for a while so I could look at them

from a different perspective. And I did so. I understood that

1 could not see some of the things while I was working.”

The participants mentioned the difficulty of recording the
data in the theme of decidingdata collection methods according
to the design and the problem. They said that such problems
were not encountered too often when the participants were
teachers and family members. T2, for instance, made the
statement:

“I needed to record a modeling activity in the classroom

with the video camera. The questions would be shaped

later, accordingly. Although I had permission for video

recordingand the participant was informed of it, they did

not permit the video recording. I had to take lotsof photos

in order not to miss any points.”

Most of the participants mentioned difficulty in deciding
what data to include and whatdata to exclude in data analysis,
with the theme of analysing the data according to the design
and the problem. Other views stated in the theme were about
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limiting the types of analysis to two, about coding, which took
too much time, and about considering experts’ demands for
coding asnegative. To exemplify, T2 stated the opinion:

“I worked with six prospective teachers, but I felt as if I

was listening to the same things from four people. It

seemed like four was enough. I thought about whether or
not to include the data in analysis, but then I did. Then
coded according to the unit of analysis. The third person
would need to listen to thousands of minutes of recording.

It was very difficult for me tofind an expert who would help

me in coding.”

The master’s degree students said that they did not insist
on more detail and considered the answers adequate in the
interviews on the theme of personal competence. In addition to
that,they also stated that they could receive answers without
leading and that they had problems with data analysis due to a
failure to devote more time. T8, for example, made the
following statementin this respect:

“The teacher I interviewed was older than me. The answers
1 received were not more than a few sentences despite all
my effort. So, I considered the answers adequate. But the
answers were not useful for me.”

Another participant, T7, said,

“The lecturer asked us to hold interviews while doing our
assignment in the qualitative studies course. I interviewed
my students. Then, I noticed while listening to the voice
recordingsthat I had led them by saying ‘Do you?’ Is that
right?’ ‘Do you mean...?" but I did not do it in my thesis. I
did not lead the participants. I only asked them to clarify
what they said. It was a great success for me.”

Reporting The Data in Qualitative Studies

The views stated by the master’s degree students are shown in
Table 5.

Accordingly, the students’ views on reporting were divided
into such themes as reporting the problem, reporting the
method, reporting the conclusion and discussion, reportingthe
recommendations, and the physical properties of reporting. The
problem and the introductionsections were considered together
because of the availability of joint studies. The participants

thought in the theme that the purpose was confused with the
problem and with the significance, that describing the problem
was difficult while performing a qualitative study about
teaching mathematics, and that limitations were not
mentioned. For example, T8 stated their view as:
“We include it in theses, but I haven'’t seen it in articles. 1
hesitated whether to include it or notin my study. To what
extent should the limitations be described? I believe that
everything is already clear. But I sometimes think about
what to write if I need to write.”
T10, on the other hand, said,
“I think that the purpose is confused with the significance.
In my opinion, limitations are determined by the
significance of the study, but we do not mention them. The
extent of limitation confused me.”

Conclusion and Discussion

The current study concludes that the articles and theses written
in the qualitative study method are more difficult than the ones
written in the quantitative study method, but that master’s
degree students think they can cope with the work due to their
personal competence. The study analysed master’s degree
students’ perceptions of methodology used in qualitative
studies (Saban, 2007) and concluded that the students were
eager to perform such studies, that they perceived qualitative
studies as humanistic and sincere, that they had self-confidence
to performsuch studies, that the method was appropriate for
subjects of research, and that those studies gave the
opportunity to do deeper research. Therefore, the conclusions
reached were in parallelto the ones reached in this current
study. The distinction between the two was that the
mathematics department master’s degree students had the
opportunity to experience doing qualitative studies in the
current study. And the fact that graduate students are able to
structure interviews in a qualitative study depending on their
personal competencies can be explained by the fact that
qualitative research is sensitive to the natural environment and
that the researchers personally interview and interact with the
participants they meticulously select (Seggie & Bayyurt,
2017).

Table 5. Mathematics teaching department master’s degree students’ views on reporting the qualitative research data

Themes

Sub-themes

Reporting the problem(Introduction)

Confusing the purpose with the problem
Confusing the purpose with the significance
Difficulty in describing the problem of teaching mathematics while

TN

performing aqualitative study

Not writing down the limitations in a qualitative study

[\

Reporting the method

Describing the participants’ demographic features which are not used in the 3

study

Describing the participants and the atmosphere in articles (due to the number 5

Thinking that it is the same as other studies

of pages)

Reporting the findings

Indecisiveness about which statements made by participants are to be included
Failure to state the pattern available in the qualitative study
Considering the findings as if they were statements listed one after another
Not describing the findings independently of comments

Reporting the conclusion and
discussion

Associating the results with disciplines other than mathematics teaching
Not believing in supporting the results with other studies

AN B g O oW

Reporting the
recommendations

Including general recommendations for teaching mathematics
Recommendations are independent of results

—_
®©

The formal properties ofreporting

Reducing the number of pages 11

Problems stemming from the fact that each journal has a different format 5
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Another finding obtained here was that the participants
configured their problems according to different types of
problems. Thus, the participants who had taken a course in
qualitative studies and who contributed to qualitative studies
set out from the problems available in their environment while
determining the problems, and the problems were the
problems their friends had encountered, and the problems
related to the system. In addition to that, the participants’
desire to fill the gap in the literature, their curiosity and their
belief and self-confidence in performing such studies were
also influential in determining the research problem. The main
reason why graduate students have difficulty in expressing the
problem statement in a qualitative study can be explained by
the fact that qualitative research has a theoretical structure
(Cresswell, 2018) embedded in interpretive frameworks
(Yildinnm & Simsek, 2016), as well as post-positivist and
interpretivist understandings (Yildirim & Simsek, 2016).

This was a finding similar to the ones obtained in studies
on formulating the research problem (Biiyiikoztiirk et al., Ekiz,
2009; Neuman, 2006; Punch, 2013; Usta, 2012) which also
aimed to fill in the gaps in the literature. The point where this
study differs from others is its argument that detecting the
problems on the basis of experience and observations was
influential in determining the problem in qualitative studies.

It was also found here that; the participants could not
distinguish between research sub- problems and research
questions, they could not divide the problems into sub-
problems, they confused the problem with the purpose, and
they had problems in using different measurements. (Horzum
et al. (2016) showed that those students confused the research
problem with the purpose of the study, a finding similar to the
one obtained in the current study.

Another finding obtained here was related to forming the
conceptual framework, and accordingly, the participants
tended to fill the gaps in the conceptual framework of other
studies, and to use the existing framework, and they had
personal competence. Additionally, students’ lack of
proficiency in using a foreign language, reading skills, and
conducting their studies during their daily work also caused
them problems in forming the conceptual framework. The
relevant literature contains various concepts, associations
between concepts, and data (Miles & Huberman, 2002) and it
is in fact a construct built by researchers (Cepni, 2021). And
they couldbe said to be indicators of forming a conceptual
framework for the participants.

It was found that the participants noticed that the research
design could change in the process due to the flexibility of
qualitative studies but that the research design of studies in
teaching mathematics was limited and fixed. The finding was
in parallel to the ones which emphasised the flexibility of
qualitative studies (Ergutay, 2019; Karatag, 2015). No studies
that indicated the qualitative studies had limited and fixed
designs were found. The current study also found that the
participants had difficulty in determining the sample and that
there was no clear information on the sample size in relevant
literature. Another finding was that there were only a small
number of experts to consult in developing data collection
tools according to the problem and the design, and that expert
opinion was obtained over a long period of the time. It was also
found in this study that the participants could not use the time
functionally after interviews and observations, that they had
difficulty in recording the studies, that it was tiring to create
codes while analysing the data, and that the types of analysis
were limited to two. It also became apparent that some of the

participants could not go beyond the responses they had gotten
in interviews and that they were concerned about the
usefulness of the data they collected because they did not insist
on getting more detailed answers. A study (Ergutay, 2019) was
found to be parallel to this study in that it included personal
subjectivity and competence in the processand that it interacted
and communicated directly with the social reality it analysed.

The participants stated their thoughts on reporting the
qualitative study in terms of reporting the problem, reporting
the findings, reporting the conclusion and discussion, and
reporting the recommendations in terms of the formal
properties of reporting. Another finding obtained in the study
was that the participants collected data while reporting the
findings, that they were indecisive about what data to include,
that they considered findings asa list of statements written one
after another, and that they thought independently of
commentswhile reporting the findings. It was also found that the
recommendations were limited to general recommendations
about teaching mathematics, that the recommendations were
independent ofresults, and that the participants had difficulty in
reducing the number of pages. The participantsalso stated that
they had problems due to the different formats that journals
used and that they needed rearrange their study accordingly.

Within the scope of this study, the views of mathematics
teacher education graduate students on the use of qualitative
research methods were determined. These opinions include the
difficulties and conveniences experienced in this discipline,
and it is recommended that the opinions of the participants
who have a master's degree in different disciplines should also
be taken. It is also recommended that these views should be a
road map and that studies should be carried out to structure the
parts that emerge as problems with an action plan.
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0z: Bu arastirmada okuma gemberinin ilkokul dérdiincii siif 6grencilerinin okuma motivasyonlarina olan etkisi ele
alinmistir. Mevcut arastirmada nitel arastirma desenlerinden eylem arastirmasi kullanilmistir. Arastirma, 2019-2020
egitim 0gretim yilinda Sanlurfa ilindeki Eyyiibiye ilg¢esinin bir devlet ilkokulunda gergeklestirilmistir. Arastirmanin
calisma grubunu dordiincii smifa devam eden 5 Ogrenci olusturmaktadir. Arastirma siireci toplamda 12 haftada
tamamlanirken bu siire zarfinda 6grencilerle 6 okuma ¢emberi oturumu yapilmistir. Okuma ¢emberi oturumlarinin
tamami video kaydina alinmistir. Ayrica okuma ¢emberi oturumlarinda arastirmaci tarafindan gesitli gézlem notlar1 da
tutulmustur. Aragtirmanin nicel verileri Okuma Motivasyonu Olgegi’nden, nitel verileri yari yapilandirilmis
goriismelerden, video kayitlarindan ve arastirmacinin gézlem notlarindan olusturulmustur. Arastirma kapsaminda
yapilan yar1 yapilandirilmis goriismelerden elde edilen verilerin ¢éziimlenmesi ve sunulmasinda betimsel analiz
yonteminden faydalamlmistir. Nicel veri elde etmek amaciyla kullanilan Okuma Motivasyonu Olgegi’ne verilen
cevaplar, Wilcoxon Isaretli Siralar Testi araciligiyla analiz edilerek anlamlihik degeri p .043<.05 olarak bulunmustur.
Aragtirmaci notlart ve okuma ¢emberi oturumlarinin video kayitlarina bakildiginda ise yontemin, katilimeilarin okuma
motivasyonlarma olumlu etkileri oldugu tespit edilmistir. Hem goriigme formuna hem de aragtirmaci gézlem notlarina
bakildiginda katilimcilarin rolleri igsellestirdigi ve kendileri ile okuduklart kitaplar arasinda bir bag kurmaya
basladiklar goriilebilir. Ayrica katilimeilar, yontemini oldukga islevsel, eglenceli ve faydali bulduklarini ve bu sayede
okumaya olan ilgilerinin arttigini da dile getirmislerdir.

Anahtar Kelimeler: Okuma, okuma ¢emberi, okuma motivasyonu, eylem arastirmasi

Abstract: 1n this study, the effect of the reading circle method on the reading motivation of primary school fourth
grade students was discussed. Action research, one of the qualitative research designs, was used in the current study.
The study was conducted in a public primary school in Eyyiibiye district of Sanlrfa province in the 2019-2020
academic year. The study group of the research consists of five students attending the fourth grade. While the research
process was completed in 12 weeks in total, six reading circle sessions were held with the students during this period.
All the reading circle sessions were video recorded. In addition, various observation notes were kept by the researcher
during the reading circle sessions. The quantitative data of the study consisted of the Reading Motivation Scale and the
qualitative data consisted of semi-structured interviews, video recordings and the researcher's observation notes.
Descriptive analysis method was used to analyse and present the data obtained from semi-structured interviews
conducted within the scope of the research. The answers given to the Reading Motivation Scale, were analysed through
Wilcoxon Signed Rank Test and the significance value was found as p .043<.05. When the researcher's notes and the
video recordings of the reading circle sessions are analysed, it is noticeable that the method had positive effects on the
participants' reading motivation. Looking at both the interview form and the researcher's observation notes, it can be
seen that the participants internalized the roles and started to establish a connection between themselves and the books
they read. In addition, the participants also stated that they found the method very functional, fun and useful and that it
increased their interest in reading.

Keywords: Reading, reading circle, reading motivation, action research
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Giris

tutan ve dgrencilere okuma aliskanligi kazandirmaya yardim

Okuma eyleminin basarili bir sekilde gergeklestigini
soyleyebilmek igin gerekli olan 6n sartlardan biri bireyin
okudugunu anlamasidir (Cetinkaya vd., 2016; Ciftci ve
Temizyiirek, 2008; Yildiz ve Akyol, 2011). Okudugunu
anlama, okunacak metindeki bilgileri zihinsel siire¢lerden
gecirerek icerisindeki anlamlar1 aciga c¢ikarma isidir.
Okudugunu anlamay:1 gelistirebilmek igin bu siireclerin
incelenmesi 6nem arz etmektedir (Kenyon et al., 2018). S6z
konusu zihinsel siiregler icerisindeki 6nemli degiskenlerden
biri de okuma motivasyonudur.

Okuma motivasyonu, bireylerin okumaya yonelik
tutumlar1 ve hedefleri dogrultusunda meydana gelen okuma
dirtisiidir (Conradi et al., 2014). Okuma motivasyonu,
okuryazarlik becerilerinin merkezinde yer alan, okuma ve
okudugunu anlama becerisinin gelisiminde onemli bir yer

eden bir yapidir (Akyol, 2005; Baker & Wigfield, 1999;
Boulhrir, 2017; Logan et al.,, 2011; Marinak & Gambrell,
2016; Parault & Williams, 2010).

Okuma motivasyonu, bir¢ok faktérden ve boyuttan
olugmasimin yani sira, kendi igerisinde igsel digsal okuma
motivasyonu olarak iki grupta incelenebilir. i¢sel okuma
motivasyonu, 6grencilerin ilgi duyduklar1 ve zevk aldiklari
konularla ilgili okuma etkinliklerine katilmalari olarak
tanimlanabilir (Park, 2011; Ryan & Deci, 2000). i¢gsel okuma
motivasyonu yiiksek olan bireylerin, metinleri daha iyi
oziimsedikleri (Schiefele et al., 2012), okuma eylemine daha
¢ok vakit ayirdiklart (Becker et al., 2010), iist diizey soru
sorma becerilerinin gelismis oldugu (Hayenga, 2009) ve
metinlerin ana fikrini bulmada sorun yagamadiklar1 (Grolnick
& Ryan, 1987) bilinmektedir.
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Digsal okuma motivasyonu, Ogrencilerin bir dig uyaran
tarafindan harekete gecirilmesidir. Bu dis uyaran, ddiil, ceza,
akademik doyum veya begenilme istegi gibi g¢esitli
etkenlerden meydana gelebilir. Bu motivasyonda bireyler,
siirece degil, siire¢ sonunda alacaklart 6dill ve cezaya
odaklanirlar (Gagné & Deci, 2005; Moran et al., 2012).
Ogrencilerin digsal okuma motivasyonlarinin  gelismesi
olumsuz bir durum degildir. Ciinkii gergeklestirilen
aragtirmalar, digsal okuma motivasyonunun, O6grencilerin
okuma miktartyla, okudugunu anlama becerileriyle ve okuma
performanslariyla  pozitif — yonde  iligkili  oldugunu
gostermektedir (Becker et al., 2010; Chiu et al., 2015;
Dhanapala, 2006; Froiland & Oros, 2014).

Arastirmacilar, okuma motivasyonunun gelistirilmesi i¢in
kullanilabilecek yontemlerde olmasi gereken bazi 6zellikleri
ortaya koymuslardir. Bunlardan Slavin et al., (2008) akran is
birligine, Ivey (2014) sosyal etkilesime, Guthrie et al., (2007)
metni deneyimlemeye, Protacio (2012) siire¢ odakli olmasina,
Miller (2015) tartisma ortamina, Marinak ve Gambrell (2016)
okuma materyalini segcme Ozgiirliigiine ve Boulhrir (2017)
metin i¢in kullanilabilecek materyallere vurgu yapmistir.
Biitiin bu 6zellikle igerisinde barindiran ve Rutherford et al.,
(2009), Miller (2015) ve Brown (2002) tarafindan okuma
motivasyonlarint arttirmada ¢ok etkili olacagi kabul edilen
profesyonel yontem, okuma ¢emberidir.

Okuma ¢emberi iilkemizde son dénemlerde kullanilagelen
ve cesitli arasgtirmalara konu olan bir yontemdir. Okuma
cemberi, belirli bir sayida katilimcinin ayni metni okuduktan
sonra bir araya gelerek tartigtigi, metin iizerine incelemeler
yaptig1 dinamik bir siireg¢ veya gorev odakli bir yontem olarak
tanimlanabilir (Daniels, 1994; Daniels, 2002; Ketch, 2005;
Maraccini, 2011; Youngblood, 2014). Okuma ¢emberinde her
katilimemin {stlendigi, 4 ana ve 7 yan rol olmak fizere
toplamda 11 adet rol vardir. Her katilimci her bir kitap i¢in
farkli bir rol {istlenir ve kitab1 bu rollere gére okuyarak, diger
arkadaglariyla tartigir.

Okuma ¢emberi yonteminin, elestirel okumay1 gelistirme,
dinleme ve iist diizey diisiinme becerisi kazandirma, sosyal
etkilesim kurma, metindeki derin anlamlara ulasma,
sorumluluk duygusu gelistirme, farkli diisiincelere saygi
duyma, tahmin etme, metni ¢éziimleme yeni bakis agilari
kazandirma, tartigmalarda aktif rol alma ve akran is birligine
imkan tanima gibi akademik yasama sagladigi pek ¢ok faydasi
vardir (Almasi, 1995; Alverman & Young, 1996; Batchelor,
2012; Elhess & Egbert, 2015; Hsu, 2004; Kilbane & Milman,
2010; Kraiter, 2017; Lloyd, 2004; Medine, 2013; Moeller &
Moeller, 2007; Miller et al., 2007; Pambianchi, 2017; Skeen,
2014; Whittingham, 2014).

Cho ve Krashen (2001), Teksan (2019), Pitton (2005),
Veto (2006) ve Shannon (1995), 6grencilerin okuyacaklari
kitaplar1 kendilerinin seg¢mesine izin veren yoOntemlerin,
okuma motivasyonunu arttirabilecegini ve bu sayede okuma
eylemine olan bagliligin yasam boyu devam edebilecegini
ifade etmigtir. Okuma ¢emberi yonteminde, bireylerin kendi
istedigi kitab1 se¢ip okumasi ve tartigmalari bu kitap lizerinden
gerceklestirmesi desteklenmektedir (Burkett, 2013; Clarke &
Holwadel, 2007; Daniels, 1994; Pearson, 2010).

Hem ulusal hem de uluslararas: literatiir incelendiginde,
okuma g¢emberi yontemine (Aytan, 2018; Avci vd., 2010;
Daniels, 2002; Dogan vd., 2018; Cermik vd., 2019; Cetinkaya
ve Topgam, 2019; Long & Gove, 2003; Pei, 2018; Sar1 vd.,
2017; Su, 2009; Waugh & Bowering, 2005) ve okuma ile
okudugunu anlama becerilerinin okuma motivasyonuyla
iliskilerine (Becker & McElvany, 2010; Biancarosa & Snow,
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2004; Guthrie & Wigfeld, 2000; Parault & Williams, 2010;
Logan et al., 2011; Wang & Guthrie, 2004; Wigfield, 1997,
Wigfield et al.,, 2016) dair pek ¢ok arastirmaya rastlamak
miimkiindiir. Ancak bu arastirmalar igerisinde okuma
¢emberinin dezavantajli gruplar iizerindeki etkisine odaklanan
bir caligmaya rastlanilmamigtir. Mevcut aragtirma, okuma
¢emberinin diisiik sosyo-ekonomik diizeydeki dezavantajli
Ogrencilerle calisilmast  bakimindan literatiirdeki  diger
calismalardan ayrilmakta ve bu alanda literatiire katki
sunmaktadir.

Cocuklar, yas, ekonomik durum, cinsiyet vb. degiskenlere
bagli olmak kosuluyla dezavantajli gruplar igerisinde
sayllmaktadir (Disadvantage Groups, 2018). Caligmadaki
katilimcilar da diisiikk sosyo-ekonomik diizeydeki bir bolgede
yasadiklarindan ve bu bolgedeki bir ilkokula devam
ettiklerinden dolay1 bu gruba dahil olmaktadirlar. Bu gruplar
kendi egitim sorunlarini ¢ézemedikleri i¢in, avantajli gruplara
nazaran, Ogretmenlere ve egitim hizmetlerine daha fazla
ihtiyag¢ duymaktadirlar (Caglayan, 2021).

Uluslararast Ogrenci Degerlendirme Programi (PISA)
sonuglart ve yaklagik elli yildir yapilan arastirmalar,
ogrencilerin sosyoekonomik altyapilar1 ve akademik basarilari
arasinda yiiksek diizeyde bir iligskinin bulundugunu ifade
etmektedir (Aytas ve Kardag, 2014). Bunun yani sira
dezavantajli gruplarin da zengin bir egitim-6gretim siirecine
dahil olduklar1 takdirde akademik olarak geligebilecegi
bilinmektedir (Findik, 2012). Geleneksel yontemlere kiyasla,
okuma ¢emberi yOnteminin, Ogretmenlerin bu gruplarla
calisirken kullanilabilecekleri daha etkili bir yontem oldugu
disiiniilmiistiir. Bu ylizden okuma ¢emberi gibi iist diizey
okuma ve okudugunu anlama becerilerine hitdp eden bir
yontem seg¢ilmis ve bu bolgedeki etkililigi arastirilmigtir.
Mevcut arastirmada okuma g¢emberi yonteminin okuma
motivasyonu iizerinde etkili olmas1 durumunda, 6gretmenlerin
diistik sosyo-ekonomik diizey bdlgesinde dgrenim goren pek
¢ok dgrencinin okuma motivasyonlarmi gelistirebilmek ve bu
sayede okuma becerileri ile okuduklarim1 anlamalarini
giiclendirebilmek i¢cin okuma ¢emberi yontemini siniflarinda
kullanabilecekleri ifade edilecektir. Arastirmada okuma
¢cemberi yonteminin ilkokul 4. smif Ggrencilerinin okuma
motivasyonlarina olan etkisi incelenmistir.

Arastirma kapsaminda asagidaki iki sorunun cevabi aranmaya
calistlmistir:

1) Okuma ¢emberi yonteminin ilkokul 4. smif

ogrencilerinin okuma motivasyonlarma etkisi nedir?

2) ilkokul 4. smif 6grencilerinin okuma g¢emberi

yontemine iligkin goriisleri nasildir?

Yontem

Bu boliimde aragtirmanin modeline, ¢alisma grubuna, veri
toplama araclarma, verilerin toplanmasina ve verilerin
analizine iligkin basliklara yer verilmistir.

Arastirmanin Modeli

Bu arastirmada nitel arastirma desenlerinden, eylem
arastirmast kullanilmistir. Swann (2002) ile Yildirim ve
Simsek (2016) eylem arastirmasi kapsaminda yiiriitiilen
calismalarda, belirli bir plan ve sistematige bagl kalindigimn,
siirecin kayit altmma alindigim1 ve arastirmaciin g¢alisma
icerisinde aktif bir rol oynadigini ifade etmistir. Bu arastirma
modelinde, arastirmaci siirece aktif katilim sagladigindan,
kuram ile uygulama arasindaki biitiinliilk bozulmamaktadir
(Anagiin, 2008). Ayrica arastirmaci siire¢ igerisindeki
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gozlemlerini, tarafsiz olmasi kaydiyla, veri olarak kullanabilir
(Yildirim ve Simsek, 2016).

Aragtirmaci, yiiriitecegi eylem arastirmasina iliskin bir
plan hazirlamali ve siireci bu plana gore yiiriitmelidir (Beyhan,
2013). Bu arastirmanin eylem plani toplamda 12 haftay:
kapsayacak sekilde planlanmigtir. Arastirma kapsaminda
katilimcilarla 6 oturum gergeklestirilmistir.

Calisma Grubu

Aragtrmanin ¢alisma grubu, 2019-2020 egitim Ogretim
yilinda, Sanlmurfa ili Eyyiibiye il¢esindeki bir devlet okulunun
ilkokul 4. smifa devam eden 5 katilimcidan olugmaktadir.
Katilimeilarin 3’1 erkek, 2’si kiz 6grencidir. Arastirmanin
katilimcilar, ayn1 sinif igerisinde 6grenim goren 6grencilerden
sec¢ilmistir. Bu se¢im, katilimcilarin oturumlar siiresince rahat
olacagi, grup igerisinde is birligi ortami olusacagi ve her

Ogrenciyi aymi  derste ¢agirarak, oturumlara olan
motivasyonlarmin  artacagi  disliniildiiglinden  uygun
goriilmiistiir.

Katilimeilarin, okuduklar1 kitap iizerine diigiinmesi,

¢ikarim ve karsilagtirma yapmasi, analiz etmesi, yorumlamasi
ve bu sayede derin anlamlara ulagsmalari beklenmektedir. Ates
(2013) ile Demir ve Kan (2017) bu ozelliklere sahip
ogrencilerin elestirel birer okuyucu olduklarin1 ifade
etmektedir. Elestirel okuma becerisi ile Tiirkge ders puani
arasinda pozitif yonde bir iliskinin bulundugu bilindiginden
(Akar vd., 2016) arastirmaya katilmaya aday olacak
ogrenciler, Tiirk¢e dersinin ilk sinav puani géz 6niine alinarak
belirlenmistir. Arastirmanin  gergeklestirildigi sinifta 43
ogrenci vardir. Aragtirmaci, Tiirkge dersi sinav puani 85 ve
tizerindeki 9 6grenci ile bir araya gelmis ve bu 6grencilere
sire¢ hakkinda bilgi verilmistir. S6z konusu 9 O6grenci
aragtirmaya katilmaya gonillii olmus ancak okuma ¢emberi
yontemindeki rol kagitlarinin sinirli olmasindan dolayr bu
ogrencilerle sozlii miilakatlar ger¢eklestirilmis ve miilakatlar
neticesinde 5 6grenci arastirmaya dahil edilmistir.

Veri Toplama Araglarn

Bu arastirmanin nicel verileri, Guthrie ve Wigfield (1997)
tarafindan ortaya konulan ve Yildiz (2010)un Tiirkge’ye
uyarladigi  “Okuma Motivasyonu Olgegi” aracihigiyla
toplanmistir. Olgegin giivenilirligini belirleyebilmek amaciyla
Yildiz (2010) tarafindan Cronbach Alpha i¢ tutarlik katsayilart
ve test tekrar test ¢alismalart gerceklestirilmistir. Caligmalar
sonucunda, Cronbach Alpha degerinin 0,86, test tekrar test
caligmalar1 kullanilarak hesaplanan faktorler arasindaki
iligskinin orta ve yiiksek diizeyde oldugu saptanmuistir.

Arastirmanin nitel bulgulari ise video kayit altina alinan
oturumlar analiz edilerek olusturulmustur. Calismaya
zenginlik katmasi ve verilerin gilivenilirligin artmasi amaciyla
da yart yapilandirilmig goriismeler yapilarak katilimcilarin
goriisleri alinmstir.

Yar1 Yapilandirilmis Goriisme

Nitel bulgular1 toplamaya yardimci olan yar1 yapilandirilmis
gorisme formundaki taslak sorular, ilgili alanyazin
incelendikten sonra olusturulmustur. Bu sorular 3 alan
uzmanina gonderildikten sonra, uzmanlarin goriiglerin
dogrultusunda yeniden giincellenmistir. Ortaya ¢ikan son
taslak, kapsam gecerliliginin denetlenmesi adina, tekrar bir
uzman goriisiine sunulmustur. Bu islemlerden sonra yari
yapilandirilmig goriisme formunun 4 agik uglu sorusu,
arastirmada kullanilmak {izere hazir hale gelmistir.

Sorular olusturulunca, arastirmacinin ziimre 6gretmenlerine
sunulmus ve sorularin anlasilir olduguna dair geri bildirimler
almmistir.  Ogrencilerin, sorularm  anlasilirhgma  dair
diisiincelerini inceleyebilmek igin bir pilot ¢aligma yapilmasi
uygun goriilmiistiir. Pilot ¢alisma kapsaminda, ayni simif
diizeyinde ama farkli bir siniftan 5 6grenciyle 2 hafta siiren
okuma ¢emberi oturumlart gergeklestirilmigtir. Oturumlarin
ardindan, hazirlanan sorular 6grencilere ydnlendirilmistir.
Daha sonra sorularin agik ve anlasilir olup olmadigini
saptayabilmek icin, 6grencilerle bir goriisme yapilmigtir. Bu
goriigmelerde  Ogrencilerden  “sorunun  ne  sordugunu
anlayabiliyorum”, “sorular icerisinde bilmedigim bir kelime
yok” ve “ne cevap verecegimi biliyorum” gibi doniitler
alinmasiin ardindan, bu sorularin arastirmada kullanilacak
sorular oldugu kesinlesmistir.

Verilerin Toplanmasi
Hazirhk ve Uygulama Asamasi

Caligma i¢in gerekli olan veri toplama araglari, arastirmaci
tarafindan derlenmis ve hazir hale getirilmigtir. Arastirma
hakkinda gerekli olan bilgilendirme sunumu, okuldaki
Ogretmenlere ve idarecilere yapilmistir. Sunum, arastirmaci
tarafindan  hazirlanmigs  ve  Ogretmenler  odasinda
gerceklestirilmistir. Daha sonra bu sunum, katilimcilara da
gerceklestirilmis ve aragtirma hakkinda edinmeleri gereken 6n
bilgiye sahip olmalar1 saglanmistir. Ardindan, katilimcilarin
oturumlara baglamadan dnceki mevcut okuma motivasyonlari
belirlenmistir.

Aragtirma siiresince kullanilabilecek 15 kitap, aragtirmaci
tarafindan  belirlenmis ve  katilimcilarin  goriislerine
sunulmustur. Kitaplar belirlenirken dgrencilerin yas diizeyleri
ve ilgi alanlart gbéz Oniinde bulundurulmustur. Ayrica
kitaplardaki ciimlelerin, kelimelerin uzunlugu ve ifadelerin
anlagilirligini da dikkat edilmistir. Katilimeilar bu kitaplar
icerisinden, Arilar Ordusu, insan Ne ile Yasar, Kiiciik Prens,
Omer’in Cocuklugu, Yiirekdede ile Padisah ve Mesnevi’den
Secmeler isimli kitaplart se¢mislerdir. Arastirma kapsaminda
okunacak bu kitaplar, toplu olarak verilmemis, her bir
oturumun ardindan katilimcilara dagitilmistir. Toplamda 12
hafta siiren 6 oturumdan sonra, katilimcilarin giincel okuma
motivasyonlari belirlenmis ve arastirma sonlandirilmistir. Yari
yapilandirilmis goriismeler, son okuma ¢emberi oturumunun
ardindan gergeklestirilmistir.

Arastirmanin Eylem Plani

Bu ¢aligmada ilk olarak ilgili literatiir taranmig ve arastirmanin
problem cilimlesi Dbelirlenmistir.  Ardindan  arastirma
kapsaminda kullanilacak veri toplama araglarinin video ve ses
kayitlarindan, yart yapilandirilmis goriismelerden, okuma
motivasyonu 6lgeginden, aragtirmaci goézlem notlarindan ve
kisisel bilgi formundan olusmasi gerektigine karar verilmistir.
Aragtirmanin  uygulama  siirecine  baslamadan  Once
katilimcilardan kisisel bilgiler alinmisg, okuma motivasyonu
6lgeginin On testi uygulanmig ve ardindan okuma c¢emberi
oturumlarinin uygulamasina gecilmistir. Siireg
sonlandirilirken okuma motivasyonu dlgegi tekrar uygulanmis
ve okuma c¢emberi oturumlari kapsaminda detayli bilgi
alabilmek amaciyla yar1 yapilandirilmis  goriismeler
gergeklestirilmistir.  Elde edilen video kayitlari, okuma
motivasyonu 0Olgegi verileri ve yar1 yapilandirilmis
goriismelerdeki  ses  kayitlar1  incelenerek  bulgular
olusturulmustur. S6z konusu bulgular ve incelenen literatiir
yardimiyla, arastirmanin yazim siireci de tamamlanmustir.
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Arastirma Siirecinin Yiiriitiildiigii Ortam

Aragtirmanin yiiriitildiigii ortam, arastirmacinin gérev yaptigi,
Sanlwurfa ilinin Eyyiibiye ilgesine bagl bir devlet okuludur.
Okuldaki 6grenci mevcudu tam zamanl §gretim yapmaya
imkan vermedigi icin, okul yar1 zamanli olarak egitim
vermektedir. Bu yilizden ortaokul &grencileri sabah 07.00 —
12.40, ilkokul ogrencileri de o6glen 12.50-17.20 saatleri
arasinda Ogrenim gormektedir. Okulda 16 derslik, 1 adet
bilisim teknolojileri smifi, 1 adet kiitiiphane ve 1 adet fen
laboratuvari vardir. Ayrica okul biinyesinde 47 6gretmen ve
1175 &grenci yer almaktadir.

Calismanin  yiiriitiildiigli yerin, aragtirmacinin gorev
yaptig1 okul secilmesinin birka¢ nedeni vardir. Bu nedenler
arasinda; sO6z konusu katilimcilarla, velilerle ve smf
Ogretmenleriyle kaliteli bir iletisim kurulabilmesi ve
katilimcilarin  kendilerini rahat hissetmelerinin saglanmasi
gosterilebilir. Ayrica okul hafta sonu neredeyse tamamen bos
ve sessiz oldugu icin oturumlar cumartesi giinlerinde
gerceklestirilmistir. Bu sayede oturumlarin kalitesinin artacagi
da diistniilmiistiir. Katilimcilar her iki haftada bir kez
cumartesi giinii saat 14.00 — 15.10 arasinda okula davet
edilmigtir. Oturumlarin  hafta sonu gerceklestirilmesi,
katilimeilarin derslerinden de geri kalmamalarma yardimer
olmustur.

Oturumlarin gerceklestirilecegi ortam, arastirmact ve okul
idaresinin  goriisleri ile okul kosullar1 g6z Oniinde
bulundurularak se¢ilmistir. Bu baglamda katilimcilarin aligik
oldugu sinif ortamindan uzaklastirildiginda, kendilerini daha
rahat ifade edebilecekleri diislinlilmiis ve oturumlarin
kiitiphanede gergeklestirilmesi uygun goriilmistir. Bu
kiitiphanede 1 beyaz tahta, 5 adet kitaplik, 10 6grenciye
yetecek masa ve sira, 1 Ogretmen masa ve sandalyesi, 3
bilgisayar, 1 projeksiyon cihazi, 1 diinya modeli ve etrafa
yapistirtlmis ¢esitli afisler yer almaktadir.

Arastirmada Kullanilan Kitaplarin Secimi

Okuma ¢emberlerindeki her oturum i¢in, her bir katilimcinin
1 kitap okumasi gerekmektedir. Bu kitaplar segilirken,
katilimeilarin seviyeleri, ilgileri ve gelisim diizeyleri goz
ontinde bulundurulmalidir. Ayrica katilimcilarmn  kendi
okuyacaklar1 kitaplar1 segmeleri ve bu sayede siirece tesvik
edilmeleri saglanmalidir. Aragtirma i¢in secilecek kitaplarda 2
6lgiite dikkat edilmistir. Bu dlciitlerden ilki, kitaplarin ilkokul
6grencileri i¢in hazirlanmig Milli Egitim Bakanligi onayli 100
Temel Eser igerisinden secilmesidir. Yildiz ve Akyol (2011)
Milli Egitim Bakanlig1 tarafindan gelistirilen, &grencilerin
kitap okumaya ve bu sayede okuma aligkanligi kazandirmaya
tesvik eden 100 Temel Eser kampanyasinin, pek c¢ok
ogrencinin okudugu kitap sayisinda artisa yol agtigini ifade
etmektedir. Bu ifade ilk oOlgiiti olusturmus ve okunacak
kitaplar 100 Temel Eser i¢erisinden segilmistir.

Ikinci olciit, secilen kitaplarm katilimcilarm gelisim
diizeylerine hitap edip etmedigini belirlenmesi i¢in alan
uzmanlarmin belirttigi gortiglerdir. Bu 100 Temel Eser
icerisinden, arastirmaci tarafindan 50 tane kitap secilmistir.
Secilen kitaplar 2 alan uzmaninin goriislerine sunulmustur.
Alan uzmanlarindan ilki 33, ikincisi ise 27 tane kitabin
kullanilabilecegine dair goriis belirtmistir. Arastirmaci, iki
alan uzmaninin da ortak onay verdigi 15 tane kitab1 belirlemis
ve bu kitaplart satin almistir. Ardindan bu kitaplar
katilimcilarin gériislerine sunulmustur. Katilimcilarin 6 kitabi
se¢mesi ile de kitap se¢im siireci tamamlanmistir. Arastirma
kapsaminda Insan Ne ile Yasar, Kiigiik Prens, Arilar Ordusu,

Mesnevi’den Segmeler, Omer’in Cocuklugu ve Yiirekdede ile
Padisah kitaplar1 kullanilmistir. Kitaplar her iki haftada bir kez
katilimeilara dagitilmis ve oturumlardaki tartismalar bu
kitaplar iizerinden gergeklestirilmistir. Toplamda 12 hafta
boyunca 6 oturum gerceklestirilmis ve eylem planinda
herhangi bir gecikme yasanmamuistir.

Yan Yapilandirilmis Goriisme Formunun Uygulanmasi

Yar1 yapilandirilmis goriisme formu, son okuma g¢emberi
oturumu gergeklestirildikten sonra, aragtirmaci tarafindan
uygulanmistir. Yar1 yapilandirilmis goriismelere baslamadan
once katilimcilara formun amaci, niteligi ve siirecin nasil
isleyecegi anlatilmistir. Bu anlatim, uygulamadan 6nceki ders
saatinde, biitiin katilimcilara ayni anda yapilmistir.

Gortisgme formundaki agik uglu sorular arastirmact
tarafindan sozIii olarak sorulmus ve katilimeilarin ayni cevabi
vermelerinin Oniine gecebilmek ve kendi 6zgiin fikirlerini
sOyleyebilmelerine olanak saglamak amaciyla her bir
katilimeryla yalniz goriisiilmistiir. Goriigsmeler en fazla 25, en
az 15 dakika slirmiistiir ve katilimcilarin da izinleri alinarak
ses kayit cihazina kaydedilmistir. Kayitlar, goriismelerin
ardindan arastirmaci tarafindan dikte edilmistir. Diktelerde
bilimsel arastirma etigine baghi kalinmasi amaciyla,
katilmeilarin ~ isimleri  gizli tutulmustur. Bu yiizden
katilimcilara K1, K2, K3, K4 ve K5 takma isimleri verilmistir.
Arastirmanm bulgulart hazirlanirken bu  diktelerden de
faydalanilmigtir. Kvale (1996), verilerin  goriismeler
araciligtyla elde edildigi nitel veri arastirmalarinda
goriismelerin kayit altina alinmasinin ve dikte edilmesinin,
aragtirmanin giivenilirligini arttiracagini savunmaktadir.

Okuma Motivasyonu Ol¢egi’nin Uygulanmasi

Arastirmanin  nicel verileri, Yildiz (2010) tarafindan
Tiirkge’ye uyarlanmig olan Okuma Motivasyonu Olgegi

kullanilarak  olusturulmustur. Olgek, okuma g¢emberi
oturumlarindan dnce ve sonra olmak tizere 2 kez katilimcilarla
uygulanmustir.

Uygulama siireci i¢cin 1 ders saatinin yeterli olacagi
diisiiniilmiis ve sinif 6gretmeniyle hangi ders saatinin uygun
oldugu goriistiilmiistiir. Katilimcilarda 6lcege karsi isteksizlik
olusturmanin 6niine gec¢ilmesine dnem verilmistir. Bu yiizden
katilimcilarin resim, miizik veya beden egitimi gibi daha rahat
bir dersin yerine, matematik veya fen bilimleri gibi daha
zorlayici bir ders saatinde alinmalart uygun goriilmiistiir. Bu
dogrultuda katilimcmin sinif 6gretmeni gorisiilmis ve
matematik dersi i¢in Ogrenciler adina randevu alinmustir.
Belirlenen ders saatinin girisinde, katilimcilarm sinifina
gidilmis ve katiimcilar 6lgegin uygulanacagi yere davet
edilmistir.

Olgek hem arastirmactya hem de katilimcilara kolaylik
olusturmas1 amaciyla okul ortaminda uygulanmistir. Bu
dogrultuda okul idaresinden gerekli izinler alinmis ve
uygulama ortami i¢in en uygun yerin kiitiphane oldugu
kararlagtirilmistir.  Kiitiiphanenin  secilmesinin  nedenleri
arasinda, igerisinin sessiz olmasi, disaridan rahatsiz
edilememesi ve sadece arastirmaci ve katilimcilarin olmasina
imkan saglamasi gosterilebilir. Ayrica kiitiiphane igerisinde
masa ve siralar da Olgegin  uygulanma siirecinde
kullanilabilmistir. Bu kiitiiphane igerisinde 5 adet kitaplk, 1
beyaz tahta, 10 6grencilik masa ve sira, 1 6gretmen masa ve
sandalyesi, 1 diinya modeli, 1 projeksiyon cihazi, 3 bilgisayar
ve etrafa yapistirilmis cesitli afisler yer almaktadir.

Olgek biitiin katilimcilara ayni anda uygulanmustir.
Katilimeilarin =~ oturma  diizeni, birbirlerinin = kagidini
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gormelerini engelleyecek bicimde diizenlenmistir. Alinan bu
tedbire ek olarak katilimcilar, 6lgege verdikleri cevaplarin
sadece arastirmaci tarafindan goriilecegi, herhangi bir not
degerinin olmadigi ve dogru veya yanlis bir cevabin
bulunmadigina dair bilgilendirilmistir. Bu oturma diizeni ve
bilgilendirmeler, katilimcilarin 6zgiin cevaplarint ortaya
cikarabilmek ve oOlgegi bagimsiz olarak doldurmalarini
saglamaya yoneliktir. Her bir katilimciya, Oniinde olgegi
doldurabilecegi bir masa ve kalem, silgi ve acacak gibi
kirtasiye malzemeleri verilmistir.

Olgegin uygulanma siirecine gegilmeden once, igerigi,
amac1 ve siirecin nasil isleyecegi katilimcilara anlatilmigtir.
Sonra arastirmaci tarafindan, katilimcilara 6lgegin iizerindeki
yonerge okunmus ve tahtaya Ornek birka¢ isaretleme
yapilmistir. Bu sekilde, oOlgegin doldurulmasi siirecinde
katilimeilarin teknik bilgiye sahip olmalar1 amaglanmistir. Bu
calismalarin ardindan, 6lgegin her bir maddesi katilimcilara
yiiksek sesle okunmustur. Her okunan maddenin ardindan,
arastirmaci tarafindan gereken kontroller yapilmis ve her
katilimemin maddeyi cevaplandirdigi goriildiikten sonra bir
diger maddenin okunmasina geg¢ilmistir. Uygulamadan 6nceki
bilgilendirme 5 dakika, uygulama siireci de yaklasik olarak 30
dakika stirmiistir. Son okuma ¢emberini ardindan ayni
uygulama ortaminda ayni siire¢ tekrarlanmis ve nicel veri
bulgular1 tamamlanmusgtir.

Verilerin Analizi

Eylem arastirmasi olarak tasarlanan bu ¢alismanin bulgulari,
nicel ve nitel veriler yardimiyla olusturulmustur. Nitel
verilerin elde edilmesinde, okuma g¢emberi oturumlarinin
video kayit altina alindigi goriintiilerden, arastirmacinin
gozlem notlarindan ve yar1 yapilandirilmis goriisme
formundan faydalanilmistir. Kayit altina alinan oturumlarin
her biri, arastirmaci tarafindan dikte edilmistir. Bu diktelerden,
katilimcilarin kendilerine 6zel boliimler dosyalanarak, her
katilimcr i¢in bir veri seti olusturulmustur. Ayrica bu veri
setlerine arastirmacinin oturumlar siiresince tuttugu goézlem
notlar1 da eklenmistir. Bunlara ek olarak, arastirmanin
verilerine  zenginlik katmasi amaciyla, katilimcilarin
oturumlara, siirece ve kitaplara verdikleri tepkileri gorebilmek
icin yar1 yapilandirilmis goriismeler kullanilmigtir. Formdaki
bilgiler betimsel analize tabi tutularak diizenlenmis ve
bulgulara eklenmistir. Betimsel analizden gecen bulgular,
arastirmaci tarafindan derlenir, konu ve temalara gore ayrilir
ve kendi igerisinde bir neden-sonug iliskisinde incelenerek,
okuyucuya agik ve anlasilir bir bicimde sunulur (Yildirim ve
Simsek, 2016).

Arastrmanin nicel verileri Yildiz (2010) tarafindan
Tiirkge’ye uyarlanan Okuma Motivasyonu Olgegi araciligiyla
toplanmistir. Olgek, 14 tane digsal ve 7 tane i¢sel okuma
motivasyonu maddesini icermekte ve toplamda 21 maddeden
olusmaktadir. Olgekten elde edilen veriler, SPSS 24 paket
programindaki Wilcoxon Isaretli Siralar Testi kullanilarak,
yorumlanmaya acik hale getirilmigtir IBMCorp., 2016).

Etik Kurul Beyani

Arastirmanin &ncesinde Diizce Universitesi’nden arastirmanin
etik uygunluguna dair “Etik Kurul Onay1r” alinmistir (Belge
Tarihi, Toplantt No ve Karar Sayisi: 27.12.2019 tarihli 21
sayili toplantisindaki 2019/116 karar).

Bulgular

Bu boliimde arastirmanin nicel verilerinden elde edilen
bulgularin istatistiksel analizlerine, analizlerin yorumuna ve
nitel verilerin sunumuna yer verilmistir.

1. Probleme iliskin Bulgular ve Yorumlar

l.a Katihmeilarin i¢sel ve Digsal Okuma Motivasyonu
Puam

Tablo 1. Katilimeilarin Uygulama Oncesi ve Sonrasi i¢sel ve
Digsal Okuma Motivasyonu Puani
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K1 15 24 32 45
K2 18 26 33 42
K3 16 22 35 45
K4 19 19 28 40
K5 15 22 33 41
Tablo 1° de katilmcilarm 21 maddelik Okuma

Motivasyonu Olcegi'nde icsel okuma motivasyonunu
belirlemeye yonelik 7 maddeden aldiklar1 ve digsal okuma
motivasyonunu belirlemeye yonelik 14 maddeden aldiklart
puanlar goriilmektedir. Tablodaki uygulama Oncesi ve
sonrasindaki  igsel okuma  motivasyonu  puanlari
incelendiginde, K4 isimli katilimc1 diginda, tiim katilimcilarin
icsel okuma motivasyonu puaninda bir artis oldugu gdze
carpmaktadir. Tablodaki en biiyiik puan artis1, 9 puan ile K1
isimli katilimcida meydana gelmistir. Bu artis1 8 puan ile K2,
7 puan ile K5 ve 6 puan ile de K3 takip etmektedir. K4 ‘iin
uygulama 6ncesi ve sonrasinda, dlgekten aldigi igsel okuma
motivasyonu puani ise sabit kalmistir. Katilimeilarin dissal
okuma motivasyonu puanlarinda da uygulama &ncesi ve
sonrasi bir artis oldugu goriilmektedir. Bu artisin en fazla
goriildiigii K1°de 13 puan artis1 meydana gelmigtir. K1°den
sonra artis sirastyla 12 puan ile K4, 10 puan ile K3, 9 puan ile
K2 ve 8 puan ile K5 gelmektedir.

1.b Katihmcilarin  Wilcoxon isaretli Siralar Testi

Sonuglar:

Tablo 2. Katilimcilarin Okuma Motivasyonu Olgegi’ne iliskin
Wilcoxon Isaretli Siralar Testi Sonugclar

On-Test/Son-Test N Swra Swra z p
Ort. Top.
Negatif 0 0 0 -2,02 *.043
Anlama  Sira
Puanlar1  Pozitif 5 3,00 15,0
Sira
Esit - - -
*p>,05

Tablo 2’ de katilimcilarin uygulama Oncesi ve sonrasi
okuma motivasyonlarinin Wilcoxon Isaretli Siralar Testi
kullanilarak olusturulmusg verilerine yer verilmistir. Tablo
incelendiginde, Wilcoxon Isaretli Siralar Testi sonucunda
ortaya c¢ikan anlamlilik degerinin 0,43 oldugu goriilmektedir.
Bu sonug, p<,05 oldugu i¢in, katilimcilarin uygulama oncesi
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ve sonrasindaki okuma motivasyonlarinda bir fark oldugunu
gostermektedir.
2. Probleme Iliskin Bulgular ve Yorumlar

1. Katihmecl

K1 oturumlarda sirasiyla bag kurucu, okuma aydinlaticisi,
ressam, Ozetleyici, ressam ve sorgulayici rollerini istlenmistir.
Oturumlarda genellikle son konusmaci olmay1 tercih eden K1,
stirecin baginda rolleri anlamakta giiclik ¢ekerken ilerleyen
oturumlarda rollerini benimsemeye baglamistir. K1, kendisine
konusma siras1 gelince dnce roliiniin 6zelliklerini agiklayip
ardindan roliine yonelik paylasimlar yapmistir. ilk oturumda
kitap ile kendi hayat1 arasinda bag kurmayi tercih eden K1, bu
yolla kitab1 daha fazla sevdigini dile getirmistir. K1 resim
yapmay1 sevdiginden okuma aydinlatici roliinii de resimler
iizerinden anlatmistir. Ugiincli oturumda da ressam roliinii
almasi K1’in kitaba olan motivasyonunun artmasina yardimci
olmus olabilir. K1 bu durumu gériismelerde de ifade etmistir.
Ozetleyici roliinii iistlendigi zaman ise 6zetlemenin aslinda ne
kadar zor bir beceri oldugunu fark etmistir. K1, besinci ve
altinc1 oturumlarda ise kitaba tamamen bagli kalmaktansa
metin dis1 anlamlar kurmaya baglamistir. Sorgulama yaparken
dile getirdigi sorular ve metni yorumlayarak olusturmaya
calistigi gorseller K1’in metin dist anlam kurmaya
basladigmin gostergesi olmustur. Ust diizey bir anlam kurma
becerisini  gergeklestirmeye baslamasi  Kl1’in  okuma
motivasyonunun artti§ina bir delil olarak gosterilebilir.

2. Katihmal

K2 oturumlarda sirastyla sorgulayici, bag kurucu, 6zetleyici,
okuma aydinlatici, sorgulayici ve ressam rollerini kullanmustir.
K2 aldigi ilk rol olan sorgulayici roliinii olduk¢a begendigini
dile getirmistir. Rol kapsaminda 2’si kapali, 1’i agik uglu
olmak iizere toplamda 3 soru hazirlamustir. ikinci oturumda
bag kurucu roliinii agiklarken resim ¢izmede zorlandigindan
bahsetmis ve diger katilimcilarin da béyle bir sorunu oldugunu
gormiistiir. Ugiincii oturumda ilk defa iistlendigi dzetleyici
roliinii anlatirken, hikaye igerisindeki ¢arpict boliimleri
yakalayabildigi ve kitabin vermek istedigi mesajlar1 dogru
aktarabildigi gorililmiistiir. Dordlincii  oturumda okuma
aydinlatici rolii i¢in segtigi boliimii dile getirirken duygularina
hakim olamayarak sinirlendigi ve iiziildiigii, arastirmacinin
notlarina yansimistir. Bu durum K2’nin kitaptaki karakteri
icsellestirdigine ve bu sayede kitabi okurken daha iyi
odaklandigina bir delil olarak gosterilebilir. Besinci oturumda
tekrar sorgulayici roliinii alan K2’nin sordugu ii¢ sorunun da
acik uglu oldugu goriilmiistiir. Sordugu sorular sayesinde hem
kendisi metni daha iyi anlamig hem de diger katilimcilarin
metni daha derinlemesine diisinmesine yardimct olmustur.
Son olarak altinci oturumda K2, iistlendigi ressam rolil i¢in
kitaptaki bir boliimii ok ayrintili bir sekilde tasvir etmistir. Bu
detayli c¢izimi yapabilmesi ic¢in kitab1 severek okumasi
gerektigi ve bu durumun da okuma motivasyonunun arttigina
bir isaret oldugu sdylenebilir.

3. Katihmal

K3 oturumlarda sirayla okuma aydinlatici, sorgulayici, bag
kurucu, ressam, arastirmaci ve dzetleyici rollerini almustir. Ilk
oturumda K3, okudugu ilk kitabin Sanliurfa’dan s6z etmesinin
kendisini heyecanlandirdigini dile getirmistir. Bu durumun,
aldig1 okuma aydinlatict roliinde de bu hususa dikkat ¢ceken
K3’tn, okuma motivasyonuna pozitif olarak yansidigi
soylenebilir. ikinci oturumda sorgulayici roliinii alan K3’iin
sordugu sorulardan 2’si agik uglu, 1’1 kapali u¢ludur. K3’iin

sordugu sorular diger katilimcilarin oldukea ilgisini ¢ekmis ve
hepsi konusmaya istekli olup kendi diislincesini sdylemistir.
Ugiincii oturumda bag kurucu roliinde kendi yasamindan bir
kesite yer veren K3, kitaptan bir ana fikir ¢ikarmigtir. K3’iin
kitabin igerisinden bir ana fikir ¢ikarmasi, kitab1 detayli
okuyup iizerine diislindiigiinii gostermektedir. Bu durum
okuma motivasyonunun artmasma bir delil olarak
gosterilebilir. Dordiincii oturum igin ¢izdigi resimde kitaptaki
duygusal bir bolime deginen K3’iin, kitaptaki olaylar1 ve
karakterleri  benimsedigi  sdylenebilir. Bu  durum
arastirmacinin gézlem notlarina da yansimis ve K3’iin resmini
anlatirken duygu yiikli climleler kurdugu goriilmiistiir.
Karakterle 6zdeslesmesi K3’lin okumaya odaklandigini da
gosterir niteliktedir. Besinci oturumda arastirmact roliinii ilk
ve son kez alan K3, kitabin yazarini arastirarak sunmustur.
Diger katilimcilarin yazari tanimasi kitabi daha iyi
anlamalarma yardimer olmus olabilir. K3 altinct oturumda
ozetleyici roliinii almis ve oldukga detayli bir 6zet ¢ikarmustir.
Cikardig1 6zet, kitabin tamamini kapsadigindan, K3’{in kitab1

derinlemesine analiz ettigi ve bu sayede okuma
motivasyonunun arttig1 soylenebilir.

4. Katihma1

Oturumlarda sirastyla sozciik avcisi, ressam, okuma

aydinlatici, sorgulayici, bag kurucu ve okuma aydinlatici
rollerini tistlenen K4, ilk oturumda roliinii sunan ilk kisi olmak
istemistir. Sozciik avcisi rolii icin dort kelime secen K4, sectigi
kelimeleri diger katilimcilara da sormus ve her kelimenin
tanimini en az bir katilimci dogru bilmistir. Segtigi bazi
kelimelerin zorlugu gbz oniine alinirsa diger katilimcilarin da
okurken sozliige baktig1 ve bu sayede dogru cevabi verebildigi
sOylenebilir. Bu durum katilimcilarin metni okurken merak
ettiklerini ve bir inceleme siirecine girdiklerini gosterir
niteliktedir. K4’iin ikinci oturumda ressam rolii i¢in ¢izdigi
resmi oldukga rahat bir sekilde anlatmasi, metni zevk alarak
okumasindan da kaynaklanabilir. K4 {i¢lincii oturumda okuma
aydinlatict roliinii almig ve kitapta kendisini eglendiren
boliimleri segerek sunmustur. Kitabin kendisini eglendirmesi
ve bunu diger katilimcilara sunmasi, K4’{in kitaptan ve okuma
eyleminden aldif1 zevki gostermektedir. Ozellikle ikinci ve
ticiincli oturumlarda kitap sayesinde bu kadar eglenmesinin,
K4’in okuma motivasyonuna olumlu yonde etki ettigi
sOylenebilir. Dordiincii  oturumda {iistlendigi sorgulayici
roliinde sordugu sorular incelendiginde K4’iin kitaptaki
karakterle empati kurdugu ve onun gibi diisiinmeye ¢aligtigt
sOylenebilir. Bu durum da K4’iin, kitab1 severek okuduguna
bir igaret olabilir. Besinci oturumda K4 bag kurucu roliinii
iistlenmis ve kitap ile kendi yasami arasindaki bazi kesitleri
eslestirmistir. Altinct oturumda ise okuma aydinlatici roliinii
almis ve kitaptaki karakterin zor durumda kaldig1 boliimleri
secmigtir. Arastirmacinin gozlem notlarina bakildiginda
K4in sectigi  boliimleri anlatirken  heyecanlandigi
anlagilmaktadir. Buradan hareketle K4’iin kitabi i¢sellestirdigi
ve okuma motivasyonunun artmis olabilecegi yorumunu
yapmak miimkiindiir.

5. Katilimci

Sirasiyla ressam, sozciik avcisi, sorgulayici, bag kurucu,
okuma aydinlatict ve bag kurucu rollerini alan K35, ilk sectigi
ressam roliinde kitabin genis bir Gzetini ortaya ¢ikarmustir.
Belirli bir boliimii ¢izmeyip, kitap icerisindeki unsurlari
birbirinden bagimsiz bir sekilde resmetmis olmasi, zihninde
kitabin genel bir Ozetini ortaya ¢ikarmak istedigini
gosterebilir. K5 ikinci oturumda sozciik aveist roliinii
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istlenerek 4 tane kelime sec¢mistir. Sectigi kelimelerin
anlamlarini diger katilimeilara sormus ve katilimcilarin da bu
kelimeleri gozden gecirip ciimledeki anlama ulagmalarina
yardimer olmustur. Bu durum K5’in ve diger katilimcilarin
metindeki  derin  anlamlara ulasmasmma ve okuma
motivasyonlarinin artmasina yardime1 olmus olabilir. Ugiincii
oturumda sorgulayici roliinii Gistlenen K5, 2’si agik uglu ve 1’1
kapali uglu olmak iizere 3 soru hazirlamistir. Ozellikle,
sordugu bir soru, hayali bir diislinceyi igermesine ragmen,
diger katilimcilarin oldukga ilgisini ¢ekmis ve hepsi kendi
Ozgilin gorilisiinii belirtmistir. Dordiincii oturumda ele aldigi
bag kurucu roliinde kitaptaki karakter ile kendi yasami
arasinda toplamda 3 bag kurmustur. Kurdugu baglarin kendi
yasamina dayanmasi hem kitaba olan motivasyonunu arttirmis
hem de okurken kitab1 daha ¢ok benimsemesine yardimci
olmus olabilir. Besinci oturumda iistlendigi okuma aydinlatici
roliinde K5’ in aktardigi boélimler incelendiginde, segtigi
boliimlerdeki karakterlerin yaptiklarina odaklanmis ve bunlari
dogru veya yanlis buldugu goriilmistiir. Buradan hareketle
K5’in metni elestirel bir gozle okudugu séylenebilir. K5 altinci
oturumda tekrar bag kurucu roliinii almis ve bu sefer 5 tane
bag kurabilmistir. Bu durum KS5’in okuduklariyla hayati
arasinda iligki kurmakta daha az zorlandigimi gosterir
niteliktedir. Ayrica okuma g¢emberi oturumlarindan sonra
K5’in okuyacagi baska kitaplarla hayat1 arasinda daha fazla
baglant1 kurabilecegine ve bu sayede okuma eyleminden de
daha fazla keyif alabilecegine de bir igaret olabilir.

Sonug, Tartisma ve Oneriler

Okuma c¢emberi yonteminin ilkokul 4. simif &grencilerinin
okuma motivasyonlarina olan etkisinin incelendigi bu
aragtirmada, okuma ¢emberi yonteminin, katilimcilarin okuma
motivasyonlarina olumlu ve pozitif yonde etki ettigi sonucuna
ulagtlmigtir. Aragtirma kapsaminda 5 katilimer ile 6 okuma
¢emberi oturumu gerceklestirilmistir. Stire¢ 12 hafta siirmiis
ve katilimcilardan hem nitel hem de nicel veriler toplanmigtir.
Aragtirmanin nicel bulgularma bakildiginda, katilimcilarin
uygulama 6ncesi ve sonrasindaki okuma motivasyonlarinda,
anlamli farklilik goriilmektedir. Ayrica Okuma Motivasyonu
Olgegi yardimiyla, katilmecilarin igsel ve digsal okuma
motivasyonlar1 da belirlenmis ve her iki motivasyon
boyutundan aldiklar1 puanlarda artig oldugu saptanmigtir. Bu
artis, sadece K4 isimli katillmcimin i¢sel okuma
motivasyonunda goriilmemektedir.

Tablo 1’e bakildiginda, katilimcilarin okuma g¢emberi
oturumlarindan 6nceki ve sonraki okuma motivasyonlarinin
igsel ve digsal boyutlart goriilmektedir. Bu tablolar
incelendiginde, K1’in hem ig¢sel hem de dissal okuma
motivasyonundaki en yiiksek artisa sahip oldugu sdylenebilir.
Bu durum K1’in kendisini siirece daha iyi adapte ettigine ve
siiregten en ¢ok verim alanin kendisi olduguna bir isaret olarak
gosterilebilir. Ayrica K1’in hem kendi basarisini onemsedigini
hem de cevresel etmenlere bagli kaldigmi sdylemek de
miimkiindiir. K5 isimli kattlimcmin da her iki okuma
motivasyonunda artig saptanmistir. K5’in, K1’den farkli
olarak igsel okuma motivasyonunda daha fazla artis
gOriilmiistiir. Bu durumdan yola ¢ikilarak, basar1 hissini tatma,
eylemlerden zevk alma ve merak duygusunu yenme gibi i¢sel
faktorlerin K5 tizerinde daha fazla etkili oldugu séylenebilir.

K2 isimli
katilimcimin ise igsel okuma motivasyonunda ikinci, digsal
okuma  motivasyonunda  dordiincii  sirada  oldugu

goriilmektedir. K2 digsal okuma motivasyonunda sondan bir
onceki sirada yer almaktadir. Ancak her iki testteki puanlari

incelendiginde digsal okuma motivasyonundaki artigin, igsel
okuma motivasyonundan 1 puan fazla oldugu goriilmektedir.
Bu durum K2’nin &diil-ceza iliskisi, ilgi g¢ekme veya
begenilme istegi gibi digsal etmenlerden daha fazla
etkilendigini gosterebilir. Ayni1 sekilde K3’ilin de digsal okuma
motivasyonundan daha fazla puan aldig1 goriilmektedir.
Bunlara ek olarak K4 isimli katilimcinin sadece digsal okuma
motivasyonunda artig goriildiigii de goze carpmaktadir. Bu
katilimcilardaki artisin, digsal okuma motivasyonu boyutunda
daha fazla olmasi, aragtirmanin sonucunu olumsuz ydnde
etkilememektedir. Ciinkii alanyazina bakildiginda, digsal
okuma motivasyonunun okuma miktari1 pozitif ydnde
etkiledigini ortaya koyan arastirmalar da goriilmektedir
(Becker, McElvany & Kortenbruck, 2010; Chiu et al., 2015;
Fan et al., 2012; Froiland & Oros, 2014).

Aragtirmanin nitel bulgular1 incelendiginde, katilimcilarin
okuma ¢emberi yontemindeki rol kagitlarint doldurmakta
zorlandiklar1 goriilmektedir. Bu durum, ozellikle birinci ve
ikinci oturumlarda bag kurucu roliinde géze c¢arpmaktadir.
Ancak siire¢ igerisinde bu sorunun ortadan kalktigi,
katilimeilarin kurdugu baglardan anlasilmaktadir.
Katilimeilarin zorlandig1 bir diger temel rol sorgulayici
roliidiir. i1k oturumlarda sorgulayici roliinii alan katilimcilarm
sordugu sorulara bakildiginda, sorularin daha kapali uglu
oldugu goriilmiistiir. Sorgulayict roliiniin, katilimcilarin kitap
hakkinda konusmalarina olanak saglayan en énemli rol oldugu
diisiiniilmektedir. Bu yiizden bu rolii alan katilimcilarin agik
uglu sorular sormasi olduk¢a dnemlidir. flerleyen oturumlara
bakildiginda, katilimeilarin daha agik u¢lu ve metin hakkinda
konugmaya imkan veren sorular kullandigi goriilmiistiir.

Bir bagka temel rol olan ressam roliinii biitiin katilimcilar
rahatlikla sunabilmigtir. Ressam roliinii alan katilime, kitap
igerisindeki herhangi bir ani, olayi, karakteri veya diistinceyi
cizmelidir. Resmi ¢izebilmesi i¢in de kitab1 dikkatli okumali
ve anlamalidir. Dikkatli ve anlamaya dayali okuyan
okuyucularmn da kitabi daha fazla icsellestirebilecegi
sOylenebilir. Bu rolde katilimcilarin ¢izim yeteneginden ¢ok,
cizdiklerini anlatmalart 6n plana ¢ikmaktadir. Bu durumun,
katilimcilarin ¢izim yaparken rahat olmalarinin 6niinii agtig1
sOylenebilir. Cizilen resimlerin neredeyse tamaminda kitaba
baglh kalindigi goriilmiistiir. Ayrica katilimcilarm ¢izdigi
resmi agiklamada da bir sorun yagamadiklar1 gozlemlenmistir.
Ozellikle K5 isimli katilimcinin Artlar Ordusu isimli kitap igin
¢izdigi resim, kitabin genel bir 6zeti niteligindedir.

Katilimeilarin, son temel rol olan okuma aydinlatici
rolinde de  zorlanmadiklar1  arastirmaci  tarafindan
gozlemlenmistir. Okuma aydinlatict roliinii alan katilimci,
kitap icerisinde hosuna giden bir boliimii veya katilimeinin
gbzden kagirmis olabilecegini diigiindiigii bir kismi belirler ve
bunu oturumlar esnasinda sunar. Yani katilimci, kitap
icerisindeki c¢arpici, eglenceli veya diistindiiriicii boliimleri
yeniden hatirlatmakta ve kitabin vermek istedigi mesaji,
duyguyu veya diislinceyi agiga ¢ikarmaktadir. Katilimcilarin
bu rolii sunmada herhangi bir sorun yasamamalari, diger
katilimcilarin da kitaptan, okuma eyleminden ve siirecten zevk
almasina yardimct olmus, okuma motivasyonlarimin
gelismesine katkida bulunmus olabilir.

Aragtrma kapsaminda, Ozetleyici, sozclik avcist ve
arastirmact yan rolleri de kullanilmistir. Katilimcilarin
Ozetleyici roliinde kitabin genel bir 6zetini sunmasi, sdzciik
avcist roliinde kitaptaki bilinmeyen kelimelerin anlamlarini
cikarmasi ve arastirmact roliinde kitaba dair herhangi bir
konuyu arastirmalar1 gerekmektedir. Her ii¢ rol de metnin
aydinlatilmasina,  anlasilmasina,  yorumlanmasina  ve
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hatirlanmasma yardimci olmustur. Bu sayede bu rollerin
oturumlara zenginlik kattigi ve katilimcilarm okuma
motivasyonlarma olumlu yonde etki ettigini sdylemek
miimkiindiir. Clink{i katilimeilarin okuduklari kitab1 yeniden
gozden gecirmesi ve bilmedikleri kelimelerin anlamlarini
ogrenerek ciimleleri tekrar diisiinmesi sayesinde okuduklarini
daha iyi anladiklar1 sdylenebilir.

Okuma motivasyonunun, bireylerin gelecekteki akademik
basarilarm1 etkiledigi bilindiginden, ilkokul kademesinde
kazandirilmasi 6nemli goriilmektedir. Miller (2015), okudugu
kitap ile etkilesime giren O0grencilerin, kitap okumaya karst
daha fazla motive olabileceklerini 6ne siirmektedir. Okuma
cemberindeki roller, 6zellikle bag kurucu, 6grencilerin kitap
ile i¢ ice gegmesine ve kitabi detayli incelemelerine firsat
vermektedir. Powell et al., (2006), 6gretmenlerin yontem
kullanmadan  her Ogrenciyi esit seviyede motive
edemeyeceklerini  6ne siirmektedir. Bu arastirmada da
goriilldiigi  lizere okuma c¢emberi ydntemi okuma
motivasyonunu  arttiran ve Ogretmenlerin  rahatlikla
kullanabilecegi bir yontemdir.

Gergeklestirilen aragtirmalar, diisiik sosyo-ekonomik
diizeye sahip oOgrencilerin okuma ve yazma becerilerini
gelistirmelerinde, akranlarina gore daha fazla zorlandiklarini
ortaya koymaktadir (Beswick & Sloat, 2006; Tramonte &
Willms, 2010). Bu g¢alismanin da diisiik sosyo-ekonomik
diizeye sahip 6grencilerin yer aldig1 bir bolgede yiiriitiildiigi
ve ¢aligma sonucunda 6grencilerin okuma motivasyonlariin
olumlu ve pozitif yonde etkilendigi géz oniine alindiginda,
okuma ¢emberlerinin bu bdlgelerdeki Ogrenciler igin
kullanilabilecek kritik bir yontem oldugu soylenebilir. Dogan
vd., (2019), Aytan (2018), Cermik vd., (2019) ve Karatay’in
(2017) c¢aligmalarinda, okuma g¢emberi yontemi Ogretmen
adaylarmin begenisine sunulmustur. Calismalardaki 6gretmen
adaylari, okuma c¢emberinin is birligi kazandirma,
dayanismay1 arttirma, 6zgiin diigiinmeye yardimci olma ve
kelime  hazinesini  destekleme  gibi  faydalarindan
bahsetmislerdir. Bu arastirmalar, okuma ¢emberi yonteminin
sadece Ogrenciler tarafindan degil, Ogretmen adaylar1
tarafindan da olduk¢a islevsel ve faydali bulundugunu
gostermektedir.

Levy (2011) mevcut okuma programlarini yetersiz

buldugunu ve okuma c¢emberlerinin bu yetersizligi
doldurabilecek Onemli bir okuma yaklasimi oldugunu
savunmaktadir.  Okuma  ¢emberi  yontemi  ilkokul

kademesindeki dgrencilerin yani sira ortaokul kademesindeki
ogrenciler i¢in de kullanilabilecek bir yontemdir. Aver vd.,
(2013), Sar1 vd., (2017) ve Balantekin ve Pilav’in (2017),
aragtirmalarinda, okuma ¢emberinin ortaokul kademesindeki
ogrencilerin okudugunu anlama becerileri {izerindeki etkisi
incelenmistir. Sonug olarak deney ve kontrol gruplar1 arasinda
okudugunu anlama becerileri agisindan anlamli bir farklilik
bulunmustur. Abdelrasoul (2014), Brown (2002) ve Hamilton
(2013) da doktora tezleri kapsaminda ortaokul 6grencileriyle
okuma ¢emberi oturumlari gerceklestirmislerdir. Arastirmalari
sonucunda Ogrencilerin, ig birligi, dayanisma, yardimlasma
gibi sosyal becerilerinin arttig1 ve okuma becerilerinin gelistigi
bulgularina ulagmiglardir. S6z konusu arastirmalari, bu
¢alismanin bulgularmi da desteklemektedir.

Skeen (2014) farkli katilimcilarla okuma ¢emberi
yontemini hem yiiz yiize hem de ¢evrimigi ortamda uygulamis
ve hangi ortamm &grencileri daha iyi motive ettigini
aragtirmistir. Sonug olarak her iki ortamin da dgrencileri esit
sekilde motive ettigi sonucuna ulagmistir. Pei (2018) de
yabanci dil olarak Ingilizce 6grenen Cin’li 6grencilerle sanal
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okuma c¢emberi oturumlart diizenlemis ve katilimcilarin
bagimsiz Ingilizce okuma becerilerinde artis gozlemlemistir.
Youngblood (2014) ortadgretim 6grencilerini iki farkl gruba
bdlmiis ve bir grupla yiiz ylize diger grupla internet bloglar
araciligtyla okuma c¢emberi tartigmalarimi  yiiriitmiistiir.
Arastirma sonucunda her iki gruptaki katilimcilarin da
siirecten verim aldigini, is birlikli ¢alismaya dahil olduklarini
ve okunan metinlerdeki derin anlamlar1 yakalayabildiklerini
gormiistlir. Buna benzer olarak Whittingham (2013) ve Walker
(2010) bir grup 6grenciyle sanal okuma ¢emberi oturumlari
gerceklestirmis ve Ogrencilerin dil 6grenme, yasam boyu
O0grenme, iletisim kurma ve okumaya motive olma gibi ¢esitli
akademik  becerilerinde  gelisme  oldugu  sonucuna
ulagmiglardir. Bu arastirmalardan da goriildiigii iizere okuma
cemberi yontemi sadece yliz yiize ortamlarda degil, ayni
zamanda ¢evrimigi ortamlarda da rahatlikla kullanilabilecek
islevsel bir yontemdir. Mevcut arastirmanin bulgulart da bu
calismalar1 destekler niteliktedir.

Okuma ¢emberleri iizerine gergeklestirilen farkli
calismalarda, okuma c¢emberinin, metinleri derinlemesine
¢oziimlemeye imkén sunan ve bu metinleri anlama
becerilerine katki saglayan bir yontem oldugu belirtilmektedir.
(Almasi et al., 2001; Daniels, 2002). Jocius ve Shealy’nin
(2018) calismasinda, Ogrencilerin  metinleri daha iyi
anlayabilmelerine ve yorumlayabilmelerine yardimci olmak
amactyla farkli sinif ici etkinlikler uygulanmistir. Arastirma
kapsaminda kullanilan okuma ¢emberi yonteminin, diger
etkinlik ve yontemlerle kiyaslandiginda en etkili yontem
oldugu ifade edilmistir. Ayrica bu yontemin Ogrencilerin
sosyal becerilerini ve elestirel diisiinmelerini
zenginlestirebilecegi de dne siiriilmiistiir.

Bu arastirmanin katilimcilar1 4. simif 6grencilerinden
olusmaktadir. Daniels (2002) okuma ¢emberi yonteminin 3.
smiftan  itibaren kolaylikla uygulanabilecegini ifade
etmektedir. Bu ylizden biitlin brang ve sinif 6gretmenleri bu
yontemi kendi smiflarinda rahatlikla uygulayabilir. Okuma
¢emberi  siirecinde  okunacak  kitaplar  belirlenirken
ogrencilerin ilgileri, seviyeleri ve istekli goz Oniinde
bulundurulursa, oturumlarm daha verimli  gegecegi
sOylenebilir.  Smiflarinda  okuma ¢emberi  yOntemini
kullanacak  Ogretmenler, katilimcilarla  birlikte — siireg
planlamasi  yaptiklar1  takdirde oturumlarmm kalitesini
arttiracaklardir. Siire¢ devam ederken, yazili veya sozlIii sinav,
dogru-yanlis sorulari veya ¢oktan se¢meli testler gibi
gelencksel  dlgme  teknikleri  yerine  bigimlendirici
degerlendirme araglarinin secilmesi de 6grencilerden alinacak
geri doniitiin daha iglevsel olmasina katki saglayacaktir. Bu
calisma kapsaminda segilen kitaplar belirlenirken belirli bir
tema, konu veya ders goz Oniinde bulundurulmamistir.
Yontemi siniflarinda uygulayacak 6gretmenler, 6grencilerle
birlikte cesitli giin ve haftalar1 igeren, derslere deginen ve
kazandirilmak istenen bir davranig veya diistinceye yonelik
kitaplar1 segebilirler.

Bu arastirmada okuma ¢emberinin okuma motivasyonuna
olan etkisi incelenmistir. Arastirmacilar, okuma c¢emberi
yonteminin farkli degiskenler iizerindeki etkilerini inceleyen
calismalar gerceklestirebilirler. Aragtirmanin katilimcilari da
4. simf d6grencileriyle sinirlandirilmigtir. Farkli aragtirmalarda
farkli yas ve smif diizeyindeki katilimcilarin okuma
motivasyonlari incelenebilir. Okuma ¢emberi oturumlarinda
okunan kitaplarin hepsi hikdye edici metinler arasindan
secilmigtir. Aragtirmacilar bilgi verici metinleri de kullanarak
farkli aragtirmalar planlayabilirler. Mevcut arastirmada 6
okuma ¢emberi oturumu 12 hafta boyunca devam ettirilmistir.
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Bu arastirmaya alternatif olarak daha uzun siireli ¢alismalar
gerceklestirilerek katilimcilarin okuma motivasyonlar1 veya
bagka degiskenler incelenebilir.
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Okuma ¢emberi yonteminin ilkokul 4. sinif 6grencilerinin okuma motivasyonlarina etkisi

Extended Summary
Introduction

Reading motivation is a skill that is at the centre of literacy
skills, has an important place in the development of reading,
and reading comprehension skills, and helps students gain
reading habits (Akyol, 2005; Baker & Wigfield, 1999;
Boulhrir, 2017). Reading motivation, in addition to being
composed of many factors and dimensions, is divided into two
as intrinsic and extrinsic reading motivation. Intrinsic reading
motivation can be defined as students' participation in reading
activities related to topics they are interested in and enjoy
(Park, 2011). Extrinsic reading motivation is when students are
activated by an external stimulus.

Researchers have revealed some features that should be in
the methods that can be used to improve reading motivation.
Of these, Slavin et al., (2008) focused on peer collaboration,
Ivey (2014) on social interaction, Guthrie et al., (2007) on
experiencing the text, Protacio (2012) on being process-
oriented, Miller (2015) on discussion. Marinak and Gambrell
(2016) emphasized the freedom to choose the reading material
and Boulhrir (2017) emphasized the materials that can be used
for the text. The professional method, includes all these
features, is accepted by Rutherford et al., (2009), Miller
(2015), and Brown (2002) to be highly effective in increasing
reading motivation is the reading circle.

The reading circle has been used recently in our country
and has been the subject of various research. The reading circle
can be defined as a dynamic process or a task-oriented method
in which a certain number of participants come together after
reading the same text to discuss and analyze it (Daniels, 1994;
Daniels, 2002; Ketch, 2005; Maraccini, 2011; Youngblood,
2014). In the reading circle, there are 11 roles in total, four
main and seven side roles. Each participant assumes a different
role for each book and reads the book according to these roles
and discusses it with other friends.

When the theoretical background is examined, it is possible
to come across many studies on the reading circle method
(Aytan, 2018; Avci, Yiiksel and Akinci 2010; Daniels, 2002;
Dogan et al., 2018; Cermik et al.,, 2019; Cetinkaya and
Topgam, 2019; Long and Gove, 2003) and the relationship
between reading and reading comprehension skills and reading
motivation (Becker and McElvany, 2010; Biancarosa and
Snow, 2004; Guthrie and Wigfield, 2000;). In this study, the
effect of the reading circle method on the reading motivation
of 4™-grade primary school students will be examined. The
research differs from other studies in that it is conducted with
students from low socio-economic backgrounds.

This study intends to investigate the following two questions.

1) What is the effect of the reading circle method on the
reading motivation of primary school 4" grade students?

a. What is the effect of the reading circle method on the
intrinsic reading motivation of 4" grade primary school
students?

b. What is the effect of the reading circle method on the
extrinsic reading motivation of primary school 4" grade
students?

c. Is there a significant difference between the reading
circle method and the reading motivation of primary school 4%
grade students?

2) What are the views of primary school 4" grade students
about the reading circle method?

Methodology
Model

In this study, action research, one of the qualitative research
designs, was used. In this research model, since the researcher
actively participates in the process, the integrity between
theory and practice does not deteriorate (Anagiin, 2008).

Action Plan of the Research

In this study, first, the relevant literature was reviewed and the
problem statement of the research was determined. Then, it
was decided that the data collection tools to be used in the
research should consist of video and audio recordings, semi-
structured interviews, reading motivation scale, researcher
observation notes, and personal information form. Before
starting the implementation process, personal information was
obtained from the participants, a pre-test of the reading
motivation scale was applied, and after that, the reading circle
sessions were started. While the process was ending, the
reading motivation scale was reapplied, and semi-structured
interviews were conducted to obtain detailed information
about reading circle sessions. Findings were created by
examining the video recordings, reading motivation scale data,
and audio recordings of semi-structured interviews. With the
help of these findings and the literature reviewed, the writing
process of the research was completed.

Study group

The study group consists of five participants (3 males, 2
females) who attend the 4™ grade of a public school in the
Eyyiibiye district of Sanlmurfa in 2019-2020 academic year.
Participants were selected from students in the same class.
This choice was intentional as it was thought that the
participants would be comfortable during the sessions, a
collaborative atmosphere would be created within the group,
and their motivation for the sessions would increase by
inviting each student to the same lesson.

Personal Information Form

The participants were coded to protect their privacy. In this
context, it is possible to talk about five participants coded as
P1, P2, P3, P4, and P5. To get to know the participants better,
a 15-item personal information form including questions such
as gender, parents' education levels and occupation, number of
siblings, and the most loved and hated lessons was given.

Data Collection Tools

Quantitative data of this study were obtained by using the
"Reading Motivation Scale" introduced by Guthrie and
Wigfield (1997) and adapted into Turkish by Yildiz (2010).
The qualitative findings of the research were created by
analysing the video-recorded sessions. To enrich the study and
increase the reliability of the data, the participants’ opinions
were taken through a semi-structured interview form.

Validity and Reliability of the Semi-structured Interview
Form

The draft questions of the semi-structured interview form,
which helped to collect the qualitative findings, were created
after making a literature review. After these questions were
sent to 3 experts, they were updated again in line with the
experts’ opinions. The final draft was submitted to an expert's
opinion again to check the content validity. After these
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procedures, 4 open-ended questions of the semi-structured
interview form were ready to be used in the research.

Data Collection
Preparation and Implementation

The data collection tools were compiled and made ready by the
researcher. The necessary information presentation about the
research was made to the teachers and administrators at the
school. The presentation was prepared by the researcher and
was held in the teachers' room. Later, this presentation was
also made with the participants, and it was ensured that they
had the necessary preliminary information about the research.
Then, the current reading motivations of the participants
before starting the sessions were determined.

15 books that can be used during the research were
determined by the researcher and presented to the participants'
opinions. Participants chose the books named Arilar Ordusu,
Insan Ne ile Yasar, Kiiciik Prens, Omer’in Cocuklugu,
Yiirekdede ile Padisah, and Mesnevi’den Se¢meler. Not all
these books were given but were distributed to the participants
after each session. After six sessions lasting 12 weeks, the
participants' current reading motivations were determined and
the research was concluded. Semi-structured interviews were
conducted after the final reading circle session.

Application of Semi-Structured Interview Form

The semi-structured interview form was applied by the
researcher after the last reading circle session. Before starting
the semi-structured interviews, the participants were told about
the purpose and content of the form and how the process would
work. This explanation was given to all participants at the
same time during the lesson before the application. The open-
ended questions in the interview form were asked orally by the
researcher, and each participant was interviewed alone to
prevent the participants from giving the same answer and to
allow them to express their original ideas. The interviews
lasted for a maximum of 25 and at least 15 minutes and were
recorded on a voice recorder with the consent of the
participants.

Application of the Reading Motivation Scale

It was thought that one lesson hour would be sufficient for the
application and the class teacher was consulted about which
lesson hour was appropriate. It was crucial to prevent the
participants from feeling reluctant about the scale. Therefore,
it was appropriate to interview the participants during a more
challenging lesson such as mathematics or science instead of a
more comfortable one such as painting, music, or physical
education. In this respect, the class teacher of the participants
was interviewed, and an appointment was made on behalf of
the students for the mathematics lesson. At the beginning of
the determined lesson, the participants' class was visited, and
they were invited to the place where the scale would be
applied.

Before the application process of the scale was started, the
content, purpose, and the process were explained to the
participants. Then the researcher read the instructions about
the scale and made some sample markings on the board. In this
way, it is aimed that the participants have knowledge about
filling out the scale. After that, each item of the scale was read
aloud to the participants. After each item, the researcher made
the necessary checks and after seeing that each participant
answered the item, s’he moved on to reading another item. The

briefing before the application took five minutes and the
application process took approximately 30 minutes. After the
last reading circle, the same process was repeated in the same
application environment and the quantitative data findings
were completed.

The Environment of the Research

The environment in which the research was conducted is a
public school in the Eyyiibiye district of Sanliurfa where the
researcher works. The environment where the sessions will be
held was chosen considering the researcher's and the school
administration's opinions and the school's conditions. In this
context, it was thought that the participants would be able to
express themselves more easily when they left the classroom
environment they are used to, and it was deemed appropriate
to hold the sessions in the library. In this library, there are one
whiteboard, five bookshelves, tables, and desks sufficient for
ten students, one teacher's desk and chair, three computers, one
projector, one world globe, and various posters.

Selection of the Books

Two criteria were taken into consideration in the selection of
the books. The first of these criteria is to select the books
among 100 Essential Books approved by the Ministry of
National Education prepared for primary school students.
Yildiz and Akyol (2011) state that the 100 Essential Books
application, developed by the Ministry of National Education,
which encourages students to read books and thus gain the
habit of reading, led to an increase in the number of books read
by many students. This statement formed the first criterion,
and the books to be read were selected from among 100
Essential Books.

The second criterion is the experts’ opinions to determine
whether the selected books address the developmental levels
of the participants. Among these 100 Essential Books, 50
books were selected by the researcher. The selected books
were presented to two experts. The first expert stated that 33
books, and the second expert stated that 27 books could be
used. The researcher identified 15 books that were approved
jointly by the two experts and purchased these books.

Data Analysis

The videos of the reading circle sessions, the semi-structured
interview form, and the observation notes of the researcher
were used to obtain the qualitative data. Each of the recorded
sessions was dictated by the researcher. To enrich the data of
the research, a semi-structured interview form was used to see
the participants' reactions to the sessions, the process, and the
books. The information in the form was arranged by
descriptive analysis and added to the findings. The quantitative
data were collected through the Reading Motivation Scale,
which was adapted into Turkish by Yildiz (2010). The scale
includes 14 extrinsic and 7 intrinsic reading motivation items
and consists of 21 items in total. The data obtained from the
scale were made open to interpretation by using the Wilcoxon
Signed-Rank Test in the SPSS 24 package program
(IBMCorp., 2016).
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Findings
1. Findings and Comments Related to the Problem

1.a Participants' Intrinsic Reading Motivation Scores and
Averages

It is noteworthy that there was an increase in the intrinsic
reading motivation scores of the participants before and after
the implementation, except for the participant named P4. P1
coded participant has the highest increase in terms of score and
average which are 9 and 1.3 respectively. This is followed by
P2 with 8 points and 1.2, P5 with 7 points and 1, P3 with 6
points and 0.9.

1.b Participants' Extrinsic Reading Motivation Scores and
Averages

It was determined that there was an increase in the extrinsic
reading motivation scores and averages of all participants
before and after the implementation. P1 has the highest
increase in terms of score and average which are 13 points and
1 respectively. This is followed by P4 with 12 points and 0.8,
P3 with 10 points and 0.7, P2 with 9 points and 0.7 and P5 with
8 points and 0.6.

1.c Participants' Wilcoxon Signed-Rank Test Results

The data of the participants' reading motivations before and
after the implementation, which was created using the
Wilcoxon Signed-Rank Test, were included. When the Table
1-2 are examined, it is seen that the significance value obtained
as a result of the Wilcoxon Signed-Rank Test is 0.43. Since
this result was p .043<.05, it shows that there is a significant
difference in reading motivations of the participants before and
after the implementation.

2. Findings and Comments Related to the Problem
1% Participant

P1 roles are the connector, literary luminary, illustrator,
summarizer, illustrator, and questioner, respectively. PI
preferred to establish a connection between the book and
his/her own life in the first session and expressed that s/he
liked the book more in this way. Since P1 likes to paint, s/he
represented the literary luminary role through pictures. Taking
the role of the illustrator in the third session may have
increased P1’°s motivation for reading the book. P1’s role was
the summarizer in the fourth session and included sections
from his/her own life while summarizing the book. In the fifth
and sixth sessions, P1 started to construct non-textual
meanings instead of being completely dependent on the book.
The questions s/he expressed while making inquiries and the
visuals s/he tried to create by interpreting the text were the
indicators that P1 started to construct non-textual meanings.
The fact that P1 started to realize a high-level meaning-making
skill can be shown as evidence that his reading motivation
increased.

2" Participant

P2 roles are the questioner, connector, summarizer, literary
luminary, questioner, and illustrator, respectively. P2 selected
the striking chapters in the book as the summarizer, identified
him/herself with the character in the book as the literary
luminary, asked open-ended questions as the questioner, and
described a chapter in the book in detail as the illustrator. The
fact that s/he prepared his/her roles in the circle in a rich

framework can be interpreted as evidence that P2 read the
book by focusing and thus his/her motivation to read
increased. In addition, it can be said that thanks to these roles,
s/he adopted the characters in the book and made sections of
his/her own life from the books.

3rd Participant

P3 roles are the literary luminary, questioner, connector,
illustrator, researcher, and summarize, respectively. P3
expressed in the literary luminary role that s/he was excited
since the story in the book took place in Sanlwurfa. The
remarkable questions s/he asked as the questioner, the main
idea s/he produced for the book in the role of connector, using
emotional expressions while describing the picture s/he drew,
the description of the book’s author in the role of the
researcher, and finally summarizing the book in the role of
summarizer helped P3 to have a positive attitude towards
reading and to increase reading motivation. In particular, the
fact that s/he summarized the entire book may indicate that P3
has analysed the book in depth.

4" Participant

P4 coded participant’s roles are the vocabulary enricher,
illustrator, literary luminary, questioner, connector, and
literary luminary, respectively. P4 chose informative words in
the role of the vocabulary enricher, explained the picture s/he
drew fluently in the role of the illustrator, presented the roles
that s/he liked in the role of the literary luminary, established
a connection between the book and his/her own life in the role
of connector, and mentioned the parts of the book character in
the role of the literary luminary. The researcher stated that P4
was excited while telling the sections that s/he chose. From
this point of view, it is possible to say that P4 internalized the
book, and his/her motivation to read may have increased.

5t Participant

PS5 roles are the illuminator, vocabulary enricher, questioner,
connector, literary luminary, and connector, respectively. P4
presented a broad summary of the book in the role of the
illuminator. Choosing four words for the vocabulary enricher
role, P5 presented the meanings of these words to the other
participants by using them in a sentence. In the third session,
s/he asked three questions, two of which were open-ended and
one was close-ended, as the questioner. In the fourth session,
as the connector, s/he made three connections between the
character in the book and his/her own life. The fact that the
connections s/he established were based on his/her own life
may have both increased his/her motivation for the book and
helped him/her to adopt the book more while reading. When
the chapters conveyed by P5 in the literary luminary role in the
fifth session were examined, it was seen that s/he focused on
what the characters in the chapters s/he chose were doing and
criticized them as right or wrong. PS5, who made 5 connections
in the role of the connector in the last session, was the
participant who made the most connections in this role
throughout the sessions.

Result and Discussion

This study examined the effects of the reading circle method
on the reading motivation of 4™ grade primary school students.
It was concluded that the reading circle method had a positive
effect on the reading motivation of the participants.
Considering the quantitative findings of the study, there is a

328



A. B. Topgam ve F. C. Cetinkaya / Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(2)

significant difference in reading motivations of the
participants before and after the implementation. In addition,
with the help of the Reading Motivation Scale, the intrinsic
and extrinsic reading motivations of the participants were
determined, and it was determined that there was an increase
in the scores and averages they got from both motivation
dimensions. Only P4 coded participant’s intrinsic reading
motivation did not increase.

When the participants' intrinsic and extrinsic reading
motivations before and after the reading circle sessions are
examined, it is seen that P1 has the highest increase in both
intrinsic and extrinsic reading motivation. This situation can
be shown as a sign that P1 has adapted him/herself better to
the process and is the one who gets the most from the process.
There was an increase in both reading motivations of P5.
Unlike P1, PS5 had a greater increase in intrinsic reading
motivation. Based on this situation, it can be said that internal
factors such as the feeling of achievement, enjoying the
actions, and overcoming the sense of curiosity are more
effective on P5.

It is seen that the P2 ranks second in intrinsic reading
motivation and fourth in extrinsic reading motivation. P2 is in
the penultimate rank in extrinsic reading motivation. However,
when the scores in both tests are examined, it is seen that the
increase in extrinsic reading motivation is one point higher
than the intrinsic reading motivation. This may indicate that
P2 is more affected by external factors such as the reward-
punishment relationship, and the desire to attract attention or
to be liked. Likewise, it is seen that P3 gets more points in
extrinsic reading motivation. In addition to these, it is striking
that only the extrinsic reading motivation of P4 increased. The
fact that the increase in these participants is higher in extrinsic
reading motivation does not adversely affect the result of the
research. In the literature, there are also studies showing that
extrinsic reading motivation positively affects the amount of
reading (Becker, McElvany, & Kortenbruck, 2010; Chiu et al.,
2015; Fan et al., 2012; Froiland & Oros, 2014).

At the end of the process, semi-structured interview forms
applied with the participants were also examined and
compiled. Considering the participants’ opinions in these
interviews, it can be said that the reading circle method had a
positive effect on them. Some of the expressions are: “It was
very nice to be able to draw something from the books (P1)”,
“It was very fun to ask questions from the book and discuss
these questions with my friends (P2)”, “When my friend
summarized the book, I understood the book better (P3)”, “I
wish we had read more books. This way we could gather and
talk more (P1)”, “I didn't know there were such beautiful
books in the world. I loved reading this way (P2)”, “I was
excited to read books with such roles. I wish there were more
roles. It was a lot of fun (P4) " and “I think I will enjoy reading
more (K5)”.

Since reading motivation affects the academic success of
individuals, it is important to gain it during the primary school.
Miller (2015) suggests that students who interact with the book
they read may be more motivated to read. Roles in the reading
circle, especially the connector, allow students to interact with
the book and examine the book in detail. Powell et al., (2006)
argue that teachers cannot motivate every student equally
without using methods. As seen in this study, the reading circle
method increases reading motivation, and teachers can easily
use it.

Levy (2011) argues that current reading programs are
inadequate and that reading circles are important reading

approaches that can fill this deficiency. The reading circle
method can be used not only for primary school students but
also for secondary school students. In the research of
Balantekin and Pilav (2017), Sar1 et al., (2017), and Avci et al.,
(2013), the effect of the reading circle method on secondary
school students' reading comprehension skills was examined.
As a result, a significant difference was found between the
experimental and control groups in terms of reading
comprehension skills. Abdelrasoul (2014), Brown (2002), and
Hamilton (2013) also conducted reading circle sessions with
secondary school students as part of their doctoral
dissertations. As a result of their research, they found that
students' social skills such as collaboration, solidarity, and
cooperation increased, and their reading skills improved.
These studies also support the findings of this study.
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Abstract: The purpose of this study is to examine the effect of the Understanding by Design Model (UbD) on
students' problem-solving skills, collaboration skills, and overall academic achievement in the fourth-grade social
studies course. The research was conducted with mixed methods, and an enriched design was used in the study. The
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Descriptive statistics results were used to analyze qualitative data, and Mann-Whitney U, Welch t-test, ANOVA, and
Shapiro-Wilk test were used to analyze quantitative data. The findings obtained from the data of the study show that
UbD contributed to the development of problem-solving and collaborative working skills, increased academic
achievement, and increased students' motivation towards the learning process.

Keywords: Understanding by Design (UbD), problem-solving, collaboration, academic achievement

07z: Bu aragtirmanin amact ilkokul dordiincii sinif sosyal bilgiler dersinde Anlamaya Dayali Tasarim Modelinin (UbD)
ogrencilerin problem ¢ézme, is birligi becerisi ve akademik basarisina etkisini incelemektir. Arastirma karma yontemle
yiriitiilmiis ve arastirmada zenginlestirilmis desen kullanilmistir. Aragtirmanin katilimcilarini dordiineti siifa devam
eden 22’si deney, 19’u kontrol grubunda olmak iizere toplam 41 §grenci olusturmaktadir. Arastirmada nitel veri toplama
araglarindan “Problem Cézme Basamaklart Ogretmen Gozlem Formu”, “Is Birlikli Ogrenme Rubrigi”, “UbD
Uygulamas1 Ogretmen Goriisme Formu” kullanilmistir. Nicel veri toplama araci olarak “Problem Cozme Becerisi
Olgegi”, “Is Birlikli Caligma Olgegi”, “Sosyal Bilgiler Akademik Basar1 Testi” kullanilmistir. Nitel verilerin analizinde
betimsel istatistik sonuglarindan, nicel verilerin analizinde Mann-Whitney U, Welch t-testi, ANOVA ve Shapiro-Wilk
testinden faydalanilmistir. Arastirmanin verilerinden elde edilen bulgular, UbD’nin problem ¢6zme ve is birlikli ¢aligma
becerisinin gelisimine, akademik basarinin artmasina katki sagladigi ve ogrencilerin 6grenme siirecine karsi

motivasyonlarini arttirdigini géstermektedir.

Anahtar Kelimeler: Anlamaya dayali Tasarim (UbD), problem ¢6zme, isbirligi, akademik basar1
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Introduction

Social studies has been defined as a field of research that
makes interactive use of social and human sciences to develop
citizenship competencies (NCSS, 1994, as cited in Oztiirk,
2009, p.4). In addition to this, social studies also aims to
provide individuals with skills such as being productive in a
democratic society, putting the right decision-making
mechanisms into action, planning the future by looking at the
past, and citizenship awareness.

The Social Studies curriculum (2015) aims to raise
individuals who are active and creative, who develop positive
relationships, and who aim to improve their citizenship
competencies. While conducting studies to achieve this goal,
all sciences such as history, geography, anthropology,
archeology, economics, law, philosophy, political science,
psychology, and sociology have been utilized within the scope
of the social studies course. In social studies teaching, which
has been affecting an important part of human life since the
day it was taken into the teaching process, raising conscious
citizens who are beneficial to society has been one of the focal
points in the program.

Curricula have some general objectives. These objectives
are complementary and supportive of each other from pre-

school to high school completion and are specified in detail for
each level. A student who completes primary school is
expected to be a self-confident and self-disciplined individual
with high awareness, who has acquired verbal, numerical, and
social skills that they can actively use in daily life, and who
makes choices that affect their life for their benefit (Ministry
of National Education and the Board of Education and
Discipline, 2023).

The general and specific objectives of the Social Studies
programs include outcomes and topics, values, skills, and
competencies that are formed in a spiral manner at different
levels (Ministry of National Education, Board of Education
and Discipline, 2005; 2015; 2023). Especially in the Social
Studies program, which started to be used in 2005, values,
skills, and concepts were included in detail for the first time.
Starting this year, it is seen that thinking skills such as
decision-making, problem-solving, creative thinking, and
critical thinking are among the skills that students should
acquire.

Skill can be defined as being able to do anything of interest
and affinity. Bolat (2021) defined the concept of skill as the
ability to behave following the specified criteria by using the
individual's existing physical tendency or competencies
developed through the teaching process. Skill is also
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associated with people's being in harmony with society
throughout their lives, adapting easily to the world they live in,
and being successful in education and business life (Simsek et
al., 2022).

The ability to produce new ideas by analyzing information
and thoughts to reach a result and by identifying the
connections between situations is called thinking skills
(Ozdemir, 2021). Thinking skills include processes such as
critical, creative, innovative, and analytical thinking (Binkley
et al., 2012). According to the research report of the Board of
Education (2023), high-level thinking skills are classified as
innovative and creative thinking, problem-solving, decision-
making, reflective thinking, critical thinking, analytical
thinking, and metacognition.

John Dewey presents problem-solving as a life skill with
systematized stages. Dewey considers this skill as a 'reflection
on life' (Yenice, 2011, as cited in Bolat, 2021). Problem-
solving skills have been recognized as important for more than
60 years. It came to the fore especially in the 1980s (Muir et
al. cited in Bolat, 2021). Problem-solving can be defined as
consciously examining the problem, choosing the most
appropriate one among the ways to solve it, and being aware
of the differences in the whole process.

The skill of collaboration involves the processes of sharing
responsibility and division of labor by meeting at a common
point by the individuals involved in the study before starting
to work within the framework of a subject. This skill also
includes processes such as cooperation, sharing, acting
according to instructions and rules. In addition, cooperation
includes processes such as acting according to rules (Ozdemir,
2021, p. 29).

Many systems and models have been developed, and many
different applications have been made in the world to gain the
life skills and thinking skills in the explanations. All
experiments that have been tried throughout history, whether
successful or unsuccessful, have been produced and tried to
develop and contribute to the individual. One of these
approaches, the Understanding by Design (UbD), is a model
that aims to enable individuals to acquire knowledge and skills
permanently and transfer them to life.

UbD is an approach to learning that takes students'
readiness and learning characteristics into account, aims for
permanent understanding, and supports students to easily
transfer this understanding to life. According to Wiggins and
McTighe (2005), UbD is not a prescriptive program, but a way
of thinking in which goals are at the center. In this model,
information or ideas that are considered important are
expected to be more easily understood by the student and used
where necessary.

Through UbD, a framework is created by determining
learning and teaching priorities. Planning within the
boundaries of this framework should consist of students'
readiness, skills and predispositions, their developmental
status, the conditions of the teaching environment, their
responsibilities, and the assessment process. By identifying
goal-oriented methods and designing materials, a guiding map
of what the student needs to acquire should be created. The
ideal design process is aimed at creating a productive and
authentic learning process for the student, far beyond
providing the student with technical skills (Wiggins &
McTighe, 2005, p. 14).

Teachers, who are defined as designers in UbD, need to
clearly define their goals and the results they want to achieve
at the beginning of the design process. Then, comprehension
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objectives and related basic questions are created for these
knowledge and skill objectives. Then, process and outcome
evaluations are made with various teaching methods and
techniques and finally, the learning process is planned in
detail. This whole process consists of desired outcomes,
evidence, and instructional planning (Wiggins & McTighe,
2005).

Determining the desired outcomes is the first stage of
planning. It consists of three parts: attainment, comprehension,
and transfer. The big idea, basic questions, comprehension
statements, knowledge and skill acquisitions, and transfers are
determined in this section (Altun & Yurtseven, 2020, p. 38).
At this stage, the teacher should have determined the
appropriate time interval and should plan with appropriate
choices for this period (Wiggins & McTighe, 2005, p. 18). In
the stage of determining the desired results, the big idea, basic
questions, comprehension goals, knowledge and skill gains,
and transfer process, which are among the basic concepts of
UbD, take place. The big idea is the definition of the whole
process to be gained by the student regarding the theme or
topic.

At the end of the process, students are expected to construct
what they have learned and acquired in line with this idea. The
comprehension process is seen as a critical process in which
permanent understanding is the focus, and this process is
supported by basic questions. Knowledge is shaped within the
framework of skill objectives. The transfer process can be
defined as students' use of what they have learned in
environments outside of school or in new processes they
encounter by mobilizing their own will and decisions.

The stage of determining the evidence is divided into two,
namely, process assessment and summative assessment. In the
process assessment phase, traditional or alternative assessment
and evaluation tools are included in the implementation phase
of the plan, while in the summative assessment phase, there is
a performance task that the student must perform at the end of
the subject or unit. Performance tasks are tasks that are
included in every plan in this design model and that students
perform by using their knowledge and skills effectively.
Wiggins and McTighe (2005, p. 18) state that before planning
assessments and activities, teachers should know how to think
like an evaluator.

The third and final step, the preparation of the learning
plan, should be designed to ensure integrity with the previous
two steps. In addition, in this section, students should be in
contact with activities that will support the necessary
knowledge and skills (Altun & Yurtseven, 2020, p. 40). The
teacher can prepare the methods, techniques, and materials to
be used in this section in advance or reorganize them during or
at the end of the process.

UbD aims to increase student achievement and ensure
permanent and effective learning. In addition, this model
emphasizes the concept of permanent comprehension and the
transfer process and aims for a process in which students
actively participate and individual differences are taken into
account (Wiggins & McTighe, 2011). There are many studies
on the effects of UbD in the world, and it is seen that these
studies have positive effects on student participation,
achievement, attitude toward the learning process, and
motivation (Andrews, 2011; Bodur & Yurtseven, 2021;
Ozdemir & Yurtseven, 2023; Som et al., 2016).

In studies conducted to investigate the effect of UbD on
student achievement (Andrews, 2013; Geylan, 2023; Keskin
Cinkaya, 2022; Tshering, 2022; Uygug, 2022), it was
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concluded that student achievement was positively affected. In
these studies, in addition to student achievement, behavioral
development, attitude, and retention variables were examined.
In the studies examining the effect of UbD on students'
thinking skills (Chaisa & Chinokul, 2021) and its effect on
problem-solving skills (Durmaz, 2014), the results that UbD
contributed to students' thinking skills were shared. These
studies also investigated the effects of UbD on class
participation, attention and motivation, self-efficacy, and self-
regulation skills. In a study examining the effect of UbD on
collaborative work (Florian & Zimmerman, 2015), critical
thinking and effective communication skills were also
examined, and it was concluded that UbD had a positive effect
on skill development.

In this study, unlike other studies, the effects of UbD on
student achievement and students' problem-solving and
collaboration skills were examined together through
qualitative and quantitative data. It is thought that the study
will contribute to the field within the scope of the Social
Studies course and the UbD processes. In line with these
explanations, it was aimed to answer the following questions
to examine the effect of the Social Studies lesson plans
designed with UbD on fourth-grade students' problem-solving
and collaboration skills and academic achievement:

1. What is the effect of the Understanding by Design
Model (UbD) on students' problem-solving skills in
the 4th-grade social studies course?

2. What is the effect of the Understanding by Design
Model (UbD) on students' collaboration skills in the
4th-grade social studies course?

3. What is the effect of the Understanding by Design
Model (UbD) on students' academic achievement in
the 4th-grade social studies course?

4. According to the opinions of classroom teachers,
what is the effect of the Understanding by Design

Model (UbD) on students' problem-solving,
collaboration, and academic achievement.

Method

Research Model

This research was conducted with mixed methods. Mixed
methods are studies in which qualitative and quantitative
methods are used together (Bilyiikoztiirk et al., 2021).

In this study, in which the effect of UbD on students problem-
solving and collaboration skills and academic achievement
was examined, an enriched research design, the triangulation
method, one of the mixed method designs, was used. In the
enriched design, qualitative and quantitative data are collected
simultaneously, and the findings are examined to see if they
support each other (Creswell & Plano Clark, 2007, as cited in
Biiyiikoztiirk et al., 2021). This design can also be called a
convergent parallel design.

The quantitative part of the study was conducted with a post-
test control group experimental model. The experimental
model is the examination of the effect of different teaching
programs, methods, classroom practices, and lesson plans on
individuals or groups (Biiyiikoztirk et al., 2021). The
experimental model with the post-test control group is the one
in which the experimental and control groups are formed by
random assignment and only the post-test is applied. In these
studies, pretesting is seen as unnecessary or impossible
(Karasar, 2016).

The qualitative part of the research was conducted as a case
study. Case studies are used to see the details of an event, to
develop possible explanations for an event, and to evaluate an
event (Gall et al., 1996).

Work Group

This study, which examined the effect of the Social Studies
lesson plan prepared based on UbD on students' problem-
solving and collaboration skills and academic achievement,
was conducted in a private school in Etimesgut district of
Ankara province in the fall semester of the 2023-2024
academic year. Two fourth-grade classes were randomly
selected as experimental and control groups. The study was
conducted with a total of 41 students: 22 in the experimental
group and 19 in the control group. Simple random sampling
was used in the study. In this method, all units in the universe
have an equal and independent chance to be selected for the
sample. In simple random sampling, universe units are known
and listed. Units are selected until the sample size is reached
(Biiyiikoztiirk et al., 2021). The reason for choosing this study
group for the research was that the only grade level in the
curriculum that includes the Social Studies course is the fourth
grade. Another reason is that the study group meets the criteria
of easy accessibility and affordability. In convenience
sampling, the researcher determines the number that is
sufficient for the research among the existing elements as the
sample. For this reason, it is also defined as random sampling
(Singleton & Straits, 2005, as cited in Baltact, 2018).

Data Collection Tools
Qualitative Data Collection Tools

Problem-Solving Steps Teacher Observation Form: The
researchers sorted the problem-solving steps into 22 sub-steps
and created an observation form. The observation form was
presented to two expert classroom teachers and one instructor,
and their opinions were taken. In line with the opinions
expressed, some items were combined, some items were
removed, and some items were formally edited. The
observation form was finalized with 16 items. These items
include processes such as defining the problem, collecting and
synthesizing data, making use of previous knowledge,
investigating the source of the problem, determining possible
solutions, deciding on the appropriate one, determining the
cause-and-effect relationship, and making observations. This
form was filled in for each student by the branch classroom
teacher of the experimental group at the end of the five-week
implementation.

Collaborative Learning Rubric: The rubric, originally
named 'Collaborative Work Skills' and created by Sarah
Nilsson, was translated into Turkish by Onger (2019) as
'Collaborative Learning Rubric'. The rubric includes the
categories of 'working with others', 'quality of work', 'problem
solving', 'focusing on the task', 'being prepared, and
'monitoring group activity'. The cooperative learning rubric
was piloted in a 3rd grade class of 18 students at a private
school in Etimesgut district of Ankara, and the items did not
need to be revised. At the end of the five-week UbD
implementation, the experimental group branch classroom
teacher filled out this form for each student in the class.

UbD Practice Teacher Interview Form: First of all, the
researchers clearly defined the answers sought by the research
from the beginning to the end. Then, by analyzing the general
questions asked, a semi-structured interview form consisting
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of 25 functional questions was prepared. Since semi-structured
interviews are conducive to deepening the questions along
with fixed options, the questions were prepared in this context.
During the preparation of the questions, the criteria of
relevance, suitability for the participant, and ease of answering
were taken into consideration. The prepared question form was
presented to the expert opinion, and a few of the interview
questions were eliminated and turned into 15 questions. Then,
a sample application was made with three expert classroom
teachers, and some of the questions were eliminated again and
some were structured. Finally, the interview form was
finalized with 10 open-ended questions and used as the main
data collection tool. The questions in the interview form were
designed to elicit opinions on the reflection of the UbD
implementation on the teaching environment, its effect on
problem-solving and collaboration skills, its effect on the
academic process, and its effect on students' attitudes and
motivation. The interview questions were directed to four
teachers who taught in the experimental group after the UbD
implementation, and teachers' opinions about the process were
obtained. The interviews were conducted face-to-face and
individually in a private environment. The interviews of the
teachers who gave permission were audio recorded, while the
interviews of the teachers who did not give permission were
recorded by taking notes. The same interviewer acted as the
interviewer in all interviews and refrained from making
personal directives.

Quantitative Data Collection Tools

Problem Solving Skills Scale: In the study, the 'Problem
Solving Skills Scale' developed by Sezgin (2011) was used to
measure students' problem-solving skills. The scale was taken
from Sezgin's master's thesis. The scale consists of eight
sections and is unidimensional. It covers eight sub-skills of
problem-solving skills. The study group in the development
phase of the scale consisted of 264 fourth, fifth, sixth, seventh,
and eighth graders. In the preparation phase of the scale, 16
sub-steps of problem-solving skills were taken, and the items
were created after the item frequency, the items to be measured
were reduced to eight. The scale was made ready for
application by taking expert opinions. The application time of
the scale for fourth-grade students was determined as 30
minutes.

Collaborative Work Scale: In the study, the
'Collaborative Work Scale' developed by Durmus (2020) was
used to measure the collaborative work skills of fourth-grade
students. While preparing the scale, 52 items were prepared
and presented for expert opinion. After the expert opinion, a
draft of 43 items was prepared and data were collected from
479 students. As a result, a three-factor, 17-item scale was
obtained. The alpha coefficients of the factors in the scale are
known to be .83 for Collaborative Learning Skills, .64 for
Group Reflection, .61 for Positive Commitment, and .87 for
Cooperative Learning Scale. The administration time of the
scale for fourth-grade students was determined as 20 minutes.

Social Studies Academic Achievement Test: While
developing this achievement test, the following steps were
followed: determining the unit and related achievements,
preparing test items, getting expert opinion for content
validity, trial application, item difficulty, and discrimination
analysis, and creating the test. First of all, learning areas were
examined, and it was decided to conduct the application

concerning the 'Individual and Society' unit. Thirty questions
were prepared to cover five learning outcomes related to the
unit. While preparing the questions, the 4th grade Social
Studies textbook by the Ministry of National Education, and
auxiliary resources were utilized, but original questions were
also created. Test questions were analyzed according to
Bloom's taxonomy at the stage of selecting and creating
questions. The pre-test was applied to 107 fourth-grade
students. As a result of the application, the difficulty and
discrimination indices of the items were calculated. The items
whose item difficulty index related to each outcome were
outside the range of .3 - .8 and the items that were furthest
away from the value were removed from the test. The actual
achievement test was created with the remaining 20 items. The
test was administered to the experimental and control groups
as a pre-test at the beginning of the process and as a post-test
at the end of the process.

Permissions for the measurement tools used in the study
were obtained by contacting the researchers who developed
the original scales. In addition, permissions for all
measurement tools used in the study were obtained from the
Kirikkale University Social Sciences Research Ethics
Committee. Research permissions were obtained from AYSE.

Data Analysis
Qualitative Data Analysis

Both descriptive and content analyses were used to analyze the
qualitative data obtained from the research. Descriptive
analysis is the analysis of the documents used in the research
and the documents collected during interviews and
observations on the basis of subject and question (Ekiz, 2020).
Content analysis is a systematic, repeatable technique in which
results are summarized in smaller content categories by coding
based on certain rules (Biiyiikoztiirk et al., 2021). The data
analysis stages of the Miles and Huberman model were
followed in the study. In this model, there are processes of data
reduction, display, description and verification (Punch, 2020).
In the data reduction part of the study, the collected data were
organized, divided into sections and summarized. In this
process, preparations were made for the notetaking and data
coding steps. The data were sorted by bringing them together
and organizing them. Coding is the process of giving labels,
names or descriptions to groups of data. Notetaking can
involve many things: substantive, theoretical, methodological
and personal. These processes are not in a sequential order
(Punch, 2020).

In order to increase the reliability of the research, audio
recordings and notes of the interviews with the participants
were taken. For the internal validity of the study, the researcher
acted as a practitioner in the experimental and control groups.
For the external validity of the research, expert opinion was
taken at the stages of data analysis, coding, and interpretation.
Inter-expert coding agreement was calculated as %89. This
similarity, called internal consistency in this model, is
calculated with the formula A= C + (C + ©) x100. Consensus
is expected to be at least 80% (Miles & Huberman, 1994).

Quantitative Data Analysis

Mann-Whitney U, Welch t-test, ANOVA, and Shapiro-Wilk
tests were used in the SPSS statistical program for significance
tests of quantitative data.
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Table 1. Mann-Whitney U test results of problem-solving skill scores according to the teaching method applied

Group n Row Total Rank Mean U Z p d
Experiment 22 571.50 25.98
Control 19 289.50 15.24 99-30 2916 0.004 1.00

Table 2. Experimental group averages in the problem-solving steps teacher observation form

Problem Solving Steps
Statistics 1 2 3 4 5 6 8 9 10 11 12 13 14 15 16
N 2 22 22 22 22 22 22 22 22 22 22 22 22 22 22 22
X 95 86 68 68 90 40 63 77 68 5 86 27 63 72 81 40
Findings relationship, and making observations, was completed by the

This section presents the findings of the study conducted to
examine the effect of UbD on students' problem-solving,
collaboration skills, and academic achievement. The findings
were analyzed according to the four sub-problems of the
research, respectively.

Investigation of the Effect of Understanding by Design
Model (UbD) on Students' Problem-Solving Skills

Problem-Solving Skills Scale: To compare the mean total
problem-solving skill scores of the students in the
experimental group using the UbD method and the students in
the control group using the traditional method, the normality
of the distributions was first analyzed with the Shapiro-Wilk
test, and it was determined that the experimental group score
distributions were not normal (S-W geney(22) = 0.856, p = 0.004;
S-Wientrol19) = 0.953, p = 0.439 > 0.05). Accordingly, Mann-
Whitney U test, which is a nonparametric test, was used to
compare the averages. The results of the analysis are given in
Table 1.

According to the Mann-Whitney U results shown in Table
1, there was a statistically significant difference between the
mean problem-solving skill scores of the experimental and
control group students (U = 99.50, p<0.05, d = 1.00).
According to the rank averages, there was a significant
difference in favor of the experimental group students. The
effect size d = 1.00 has a value greater than 0.8, in other words,
the significant difference between the mean problem-solving
skill scores of the experimental and control group students is
quite high.

Problem-Solving Steps Teacher Observation Form:
The 16-item observation form, which was prepared to observe
processes such as defining the problem, data collection and
synthesis, utilizing previous knowledge, investigating the
source of the problem, identifying possible solutions, deciding
on the appropriate one, determining the cause-effect

experimental group classroom teacher. Table 2 shows the
results of the problem-solving steps observation form filled out
by the class teacher of the experimental group.

It is observed that the rate of realization of the problem-
solving steps by the 22 students in the class is generally quite
high. Among the sixteen problem-solving steps in the students'
observation form, 'defining the problem (.95)' ranked first,
‘utilizing previous knowledge (.90)' ranked second, and
‘applying the solution result (.86)' ranked third. According to
the teacher observation results, the rates of 'producing different
solutions (.40)', 'investigating the source of the problem (.40)',
and 'verifying the result (.27)" are at the bottom of the problem-
solving steps in which students were observed.

Investigation of the Effect of Understanding by Design
Model (UbD) on Students' Collaboration SKkills

Cooperative Work Scale: To test the significant difference
between the cooperative work skills of the experimental and
control group students, a normality test was performed to
determine how the data were distributed. It was determined
that the collaborative skill scores of both groups were normally
distributed (S—W[est(zz) =0.951, P= 0.337; S-Wcomml(lg) =0.966,
p = 0.693). In addition, the homogeneity of the variances of
the measurements was also examined by Levene's test and it
was determined that the condition of homogeneity of variances
was not met (F = 12.265; p = 0.001). In this context, Welch's
t-test, which is a parametric test, was applied (Table 3).
According to the results obtained, it was determined that there
was a statistically significant difference between the mean
cooperative learning skill scores of the students in the
experimental and control groups (t (396 = 5.073; p<0,05).
According to the cooperative learning scores of the groups, the
cooperative learning scores of the students in the experimental
group (X=3.46) were higher than the students in the control
group (X = 2.77). The effect size is large with Cohen's d =
1.67.

Table 3. Welch's t-test results of collaborative skill scores according to the applied teaching method.

Group n X Sd t p d
Experiment 22 3.46 0.24

Table 4. Cooperative learning rubric experimental group averages

Collaborative Work Categories

e . . . . Group
Statistics Working with  Quality of the  Quality of  Focus on the . .
Others work the work task Preparedness act.1v1t.y
monitoring
N 22 22 22 22 22 22
X 2.40 2.22 2.27 2.5 2.31 2.27
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Table 5. Descriptive statistics for the experimental and control group achievement test results

Experimental Group Control Group
Measurements N < 3S N < 3S
Pre-test 22 0.50 0.17 19 0.58 0.14
Final test 22 0.87 0.08 10 0.74 0.15
Table 6. Shapiro-Wilk test results for experimental and control group pre- and post-test score distributions
Measurements Experimental Group Control Group
S-W sd P S-W sd p
Pre-test 0.917 19 0.102 0.915 22 0.061
Final test 0.959 22 0.461 0.950 19 0.390
Table 7. ANOVA results of pretest and posttest scores of the experimental and control groups
. Sum of 5
Variance source squares sd Mean squares F P ()
Between subjects 1.178 40 0.038
Group 0.008 1 0.008 0.262 0.612 0.007
Error 1.170 39 0.030
Within subjects 1.935 41 1.619
Measurement 1.401 | 1.401 168.374 <0.001* 0.812
Group*Measurement 0.210 1 0.210 25.282 <0.001* 0.393
Error 0.324 39 0.008
Total 3.113 81
*p<0,05

Cooperative Learning Rubric

The collaborative work status of the experimental group is
presented in Table 4 according to the results of the
collaborative work rubric. Although the highest score that can
be obtained according to the collaborative work categories is
four, all scores were filled in individually by the group class
teacher according to the observation results for each student. It
is observed that the average scores of the 22 students in the
class are close to each other in each category. However, in the
collaborative work categories, it is seen that the highest mean
scores of the students are in the category of 'focusing on the
task (2.50)' and the lowest in the category of 'quality of work
(2.22)" out of four points.

Investigation of the Effect of Understanding by Design
Model (UbD) on Students' Academic Achievement

Descriptive statistics for the pre-test and post-test scores
obtained during the implementation process in the
experimental and control groups are given in Table 5.

When the pre-test and post-test averages applied during the
research are analyzed in Table 5, it is seen that the achievement
averages of both groups increased, and the increase in the
experimental group was higher. The group, instructional
strategy, or the interaction of group and instructional strategy
may have been effective in the increases in these mean scores.
In this context, in this study in which two different teaching
methods were used, a two-way analysis of variance for mixed
measures was conducted to determine whether there was a
significant difference between the students' achievement
scores before and after the application. To test the assumptions
of the test before the analysis, the normality of the distributions
of the measurements of the dependent variable, the equality of
the covariances of the groups, and the equality of the variances
of the measurements obtained from different groups were
tested, respectively. Since there were only two measurements,
the assumption of sphericity was not tested. The normality test
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results for the distributions of the scores in each pore are
presented in Table 6.

Table 6 shows that the experimental and control group pre-
and post-test score distributions are normal at a 0.05
confidence level. As a result of the Box'M Test for covariance
equality, which is another assumption, it was determined that
this assumption was met (Fa.1000723.031) = 3.128, p = 0.025 >
0.01). As a result of the Levene's Test conducted to determine
the equality of variances in the measurements of the different
groups, the condition of equality of variances was met in the
pre-test measurements but not in the post-tests (Pre-test: F(; 39
= 1.082, p = 0.305; Post-test: F(139) = 4.995, p = 0.031).
However, Stevens (1996, p. 249) stated that analysis of
variance is highly resistant to violations of this assumption
when sample sizes are close to each other (n1/n2 < 1.5).

The results of the two-way analysis of variance for mixed
measures to test whether there is a significant difference
between the achievement scores of the students before and
after the application of the teaching strategies are given in
Table 7.

As seen in Table 7, there was no significant difference
between the mean scores of the experimental and control
groups without test distinction (F(139) = 0.262; p = 0.612 >
0.05). When the effect of measurement was tested, in other
words, a significant difference was detected when the pre-test
and post-test mean scores were compared regardless of the
groups (F139) = 168.374; p < 0.01, n2 = 0.812). When the
common effect of measurement and group was taken into
account, it was determined that there was a significant
difference between the averages (F(1.39) = 25.282; p <0.01, 2
= 0.393). According to this situation, it was determined that
the change in pre-test and post-test score averages differed
with the method applied in the test and control groups. In other
words, the interaction of different teaching methods and
measurements was found to be significant. In the experimental
group, while the pre-test mean was X = 0.50, the post-test
mean was X = 0.87 and a higher increase was obtained
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compared to the control group. According to this, being in the
experimental group where UbD teaching was applied and
being in the control group where the traditional method was
applied had a different effect on student achievement. This
effect can be said to be a moderate effect (N2 = 0.393). As a
result, students showed a higher increase in achievement in the
environment where UbD-based teaching was applied.

Investigating the Effects of Understanding by Design
Model (UbD) on Students' Problem Solving,
Collaboration, and Academic Achievement from the Views
of Classroom Teachers

After the implementation, semi-structured interviews
consisting of 10 questions were conducted with 4 teachers in
the experimental group. Similar codes were thematized by
content analysis and descriptive analysis of the qualitative
data. The themes that emerged according to the findings of the
interviews with the four teachers in the experimental group
were 'Opinions about UbD', 'The effect of UbD on problem-
solving skills', 'The effect of UbD on collaborative work', 'The
effect of UbD on academic achievement', 'The effect of UbD
on students' attitudes towards the course', and 'The
contribution of UbD to the learning process'. While analyzing
the data, the support of the interview data for the research
hypotheses, the support of the literature, the support of similar
interviews, and the main theme of the interview were
examined.

T1, who taught as a classroom teacher in the experimental
group, expressed a positive opinion about the implementation
process of UbD and stated that it contributed especially to
interest and motivation in the lesson. He stated that he did not
have a direct observation about the effect of UbD on problem-
solving skills, but the effect of UbD on collaborative work can
be observed, especially in group work. She reported that the
effect of UbD on academic achievement and attitudes towards
the course was positive since students were active in the
learning process. T1, who stated that UbD contributed to the
learning process, stated that it would be very useful to carry
out the whole curriculum planning in this way, especially in
terms of reaching the target.

T2, who taught as a physical education and game lesson
teacher in the experimental group, expressed a positive opinion
about the implementation process of UbD because it increased
the motivation of the students. He stated that he had no idea
about the effect of UbD on problem-solving skills and
academic achievement. He stated that the positive effects of
UbD on collaborative work were seen, especially in team
games and acting in groups. In addition, she stated that
students' motivation towards the learning process increased
with UbD practices, and that the application was positively
effective.

T3, who conducts the English lessons of the class, stated
that there were positive reflections on the implementation
process of UbD and students' motivation towards the learning
process. She stated that there was a noticeable improvement in
the group work and problem-solving skills of the students, who
had previously experienced conflicts while working together.
In addition, she stated that it contributed positively to students'
attitudes towards the course, that students enjoyed the
activities and were more enthusiastic about expressing
themselves.

T4, who conducted the mind games and thinking skills
course in the experimental group, stated that the students
eagerly awaited the next lessons after the application. She also

stated that it positively affected students' problem-solving and
cooperative working skills. T4 stated that the fact that the
students were actively involved in the process directly in UbD
increased their motivation towards the lesson, and that the
students expressed this. It was suggested by T4 that it would
be more beneficial to continue the application not for a limited
period but to cover the whole process.

Discussion and Conclusion

In this study, four sub-problems were examined to examine the
effect of the Understanding by Design Model (UbD) on
students' problem-solving, collaboration skills, and academic
achievement in the fourth-grade social studies course. In this
section, the results of the research are discussed in the light of
the research findings.

In the study, it was concluded that the Understanding by
Design Model had a high impact on students' problem-solving
skills. The findings obtained from the opinions of the teachers
who participated as observers in the study show that the
students were in very good condition, especially in the sub-
dimensions of defining the problem, utilizing previous
knowledge, and reflecting on the skill. Similar to this result,
Durmaz's (2014) study on the problem-solving strategies of
gifted students concluded that UbD contributed to students'
problem-solving skills. In addition, Chaisa and Chinokul
(2021) reported in their research results that the lessons
conducted with a rotational design improved thinking skills. In
parallel with the observation result of the study, Gloria et al.
(2019) reported that UbD had a positive effect on students'
mental habits. It is thought that the positive effect of UbD on
problem-solving skills is related to the knowledge and skill
objectives set by the designer teacher at the beginning of the
process. The basic questions created for these objectives are
designed to encourage students to actively use their thinking
skills. UbD is accepted as a way of careful thinking beyond
being a program that sets rules (Wiggins & McTighe, 2005).
In connection with all these, it can be said that it also
contributes to the development of problem-solving skills.

In the study, it was concluded that the effect of the
Understanding by Design Model (UbD) on collaboration skills
was positive and significant. Based on the observations of the
group teacher, it is thought that the students were better in the
categories of focusing on the task and working with others.
Similar to the results of this study, Florian and Zimmerman
(2015) found that UbD had a positive effect on students'
collaboration and effective communication skills. The
methods and techniques used in UbD, such as Jigsaw, RAFT,
station studies, etc., in the process and result-oriented
evaluation stages (Diindar & Erdagi, 2023) are thought to have
a positive effect on the development of collaboration skills as
group work supports collaborative work. In addition, the
designs prepared by students in small groups during the UbD
process, in-group sharing, and working together towards the
same goal (Wiggins & McTighe, 2005) are among the factors
that contribute to this process.

In the study, the effect of the Understanding by Design
Model (UbD) on students' academic achievement was
examined, and it was concluded that the increase in
achievement was higher in the experimental group, where
UbD teaching was carried out, compared to the control group.
Like this result, Geylan (2023) conducted a study with 10th-
grade students to investigate the effects of UbD and concluded
that students' academic achievement increased. Andrews
(2013) reported that UbD had a positive effect on student
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achievement scores. There are many studies with similar
results in the literature (Keskin Cinkaya, 2022; Rubrica, 2018;
Tshering, 2022; Uygug, 2022; Yurtseven, 2016). The
comprehension step, which is one of the basic concepts of
UbD, is monitored through six basic indicators, and
corrections related to the process are made continuously
(Wiggins & McTighe, 2005). In addition, the eight basic
principles of UbD include the process of deepening and
developing what is learned through 'big ideas' (Tomlinson &
McTighe, 2007). All these approaches in the philosophy of
UbD are carried out by focusing on permanent understanding.
In this context, it is thought that plans prepared with UbD
contribute to student achievement.

In the study, the teachers whose opinions were taken to
determine the effect of the Understanding by Design Model
(UbD) on students' problem-solving, collaboration, and
academic achievement generally reported that the application
had a positive effect on problem-solving and collaboration
skills and increased students' academic achievement. In
addition, they stated that students' interest and motivation
toward lessons and their active participation increased as a
result of UbD practices. There are studies to support this result.
There are many research results similar to this study in the
categories of increasing student motivation after UbD
implementation (Boozer, 2014; Chaisa & Chinokul, 2021; Giil
et al., 2021; Ozdemir, 2021), developing positive attitudes
towards the course (Geylan, 2023), and active participation
(Som et al., 2016; Ulugnar, 2021).

Recommendations

According to the results obtained from this study, some
suggestions can be made. First of all, considering the positive
effects of UbD on students, the application can be made
widespread throughout the country by piloting it at various
levels and in different disciplines in certain regions. Teachers
can be supported to increase their knowledge and
competencies in this field by providing in-service training on
UbD. In this way, awareness of teaching methods and
techniques used in UbD, and traditional and alternative
assessment and evaluation tools can be increased. Educators
can be made aware of process- and outcome-oriented
measurement and its reflections on the teaching process.
Digital platforms that can be actively used within the scope of
this subject can be created to increase UbD practices and to
enable UbD practitioners to share and collaborate.

The study is limited to a five-week UbD study conducted
with a total of 41 fourth-grade students in a primary school.
The research data were collected from the students of the
applied branch and the teachers whose opinions were taken. In
this context, it is thought that the results of the study on student
achievement, problem-solving, and collaborative work will be
a guide for other researchers, and it is recommended that UbD
research be increased quantitatively.
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Introduction

The theoretical underpinnings of education have a pivotal role
in the lives of individuals. Within a given culture, a substantial
degree of education yields numerous beneficial effects on
social and economic challenges, including but not limited to
poverty, infant mortality, child marriage, child labor,
and primary school dropout rates (Cahill, 2019). Hence, the
three paramount subjects for nations revolve around the
assessment, surveillance, and enhancement of educational
achievement. In order to ascertain the global standing of a
country or group of countries, various international
assessments are employed to evaluate academic achievement
and establish rankings over time. These assessments include
the Trends in International Mathematics and Science Study
(TIMSS), the Progress in International Reading Literacy Study
(PIRLS), and the Programme for International Student
Assessment (PISA) (Kilig Depren & Depren, 2022).

PISA, administered by the Organisation for Economic Co-
operation and Development (OECD) since 2000, is a globally
recognized assessment that has widespread participation.
PISA evaluates students' proficiency in mathematics, science,
and reading, making it the most widely attended international

monitoring study in this domain (OECD, 2019). In conjunction
with cognitive assessments, surveys are administered at
several levels within the educational ecosystem, encompassing
students, teachers, and schools. These surveys serve to gather
comprehensive data regarding the education systems of the
countries involved in the study. PISA examines both the
literary proficiency of pupils and the educational performance
of nations. Detailed studies are conducted in each application,
focusing on students' success in the chosen core area as well
as numerous educational and economic variables (Suna et al.,
2020).

Attendance at an early childhood (EC) institution is one of
the educational variables mentioned. The PISA extensively
gathers data pertaining to the presence and duration of pre-
school education among the students partaking in the
examination. The significance of early childhood education
(ECE) in ensuring the future success of children has been
prominently underscored in many OECD studies, such as the
"Starting Strong" series (OECD, 2001, 2006, 2012, 2015b,
2017b). Additionally, there are several studies which present
the correlation between attending an EC institution and PISA
performance. To illustrate, according to a study conducted by
Pholphirul (2017), ECEC leads to the positive development of
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cognitive skills with respect to their long-term effects.
Importantly, the cognitive skills of reading, mathematics, and
science are tested through the Programme for International
Student Assessment (PISA) (Pholphirul, 2017; Xu &
Dronkers, 2016). Furthermore, if a student has attended ECEC,
they are likely to have higher scores in reading by an increase
of 5.2%, science by 5.4% higher, and mathematics by an
increase of 6.7%. Thus, these results show that ECEC can
significantly impact higher academic performance and
cognitive skills; particularly in mathematics (Pholphirul,
2017). On the other hand, Arduz (2017) investigated factors
associated with the poor performance of eight Latin American
countries on the PISA 2012 and found that children’s
attendance at ECEC is one of the key factors in their
prospective academic performance. Likewise, Manu et al.
(2021) longitudinally followed 1010 Finnish kindergarteners
to understand the relationship between reading comprehension
skills in the PISA and kindergarteners’ pre-reading skills. They
find that kindergartener pre-reading skills are prominent
predictors of reading comprehension in the ninth grade. In
light of these studies, it was clear that PISA scores are highly
associated with attending ECEC. Thus, ECEC attendance can
be predictive of students’ future academic achievement
(Herreras, 2017). Yet, according to results from the 2015
PISA, to enhance academic achievement scores, at least two
years of ECEC are needed (OECD, 2016b). Similarly, Aydin
et al. (2018) posited that children in countries with higher
achievement on the PISA 2015 attend ECEC programs for
three to four years. For this reason, it is suggested by
researchers that a long term and qualified ECEC is a primary
key to success on the PISA.

As is shown in the research-based evidence, ECEC is a
critical part of a society in achieving improvements in
economic growth and social well-being, and as a result,
policymakers should continue to focus on improving ECEC in
terms of its quality and quantity (Author et al., 2022).
Additionally, as is indicated in the studies referred to in the
current research, there is a positive correlation between
children attending a qualified ECEC at the appropriate stage of
development and their future academic success. At this
juncture, the question that arises is, "What type of early
childhood education promotes the future success and well-
being of students?" At this point, it is deemed essential to
analyse the early childhood education of countries with high
PISA scores and to identify the common or distinctive early
childhood education practices employed by these nations.
Policymakers in Tiirkiye and other developing nations with
comparable socioeconomic structures may find these practices
instructive. At that point, it might be essential to examine
Tiirkiye’s performance in reading, math, and science in the
2018 PISA assessment to conduct a significant comparison
with other countries. The mean scores in reading, mathematics,
and science for 79 countries on the PISA 2018 assessment
varied as follows: 340-555, 325-591, and 336-590,
respectively. Tiirkiye ranked 40th in reading, 42nd in math,
and 39th in science out of 79 participating nations, with
average scores of 466, 459, and 468, respectively. With the
exception of math, Tiirkiye’s reading and science scores are
below the OECD averages. China, Singapore, Estonia,
Canada, and Finland had the highest reading scores: 555, 549,
523, 520, and 520, respectively. Similarly, the mean math
scores for China, Singapore, Estonia, Canada, and Finland

were 591, 569, 531, 523, and 512, respectively. Lastly, China
scored 590, Singapore scored 551, Estonia scored 530, Finland
scored 522, and Canada scored 518 (MONE, 2019; OECED,
2019d; 2019¢). According to the statistics, Tiirkiye and other
nations that have achieved comparable results should reassess
and restructure their existing policies and practices pertaining
to education, particularly ECE, which is regarded as a critical
determinant in forecasting students' future academic
achievements. For this reason, the purpose of this study was to
investigate ECEC systems in the most successful countries
according to the PISA 2018 results, which include China,
Singapore, Estonia, Canada, and Finland. This study does not
suggest that ECEC is solely responsible for success in PISA.
The aforementioned countries were selected for the study to
provide insight into their ECEC system and policies in order
to find clues and implications for success. Depending on the
rationale that qualified ECEC results lead to increased
academic success in future life, the aim of this study was to
describe, analyse, and compare ECEC in the targeted high-
achieving countries in terms of its structural quality
components, which include organizational information such as
adult-child ratio, group size, government and policy level
regulations, teacher qualifications, and finance and funding
(Ishimine et al., 2010). Another motivation in this study was
that by referring to developmentally appropriate practices in
high-achieving countries, the aim was to present implications
in relation to ECEC for developing and lower-achieving
countries.

Method
Research Model

In the current study, the researchers utilized a juxtaposed
research methodology advocated by Bereday (1964) according
to a comparative research model. The comparative model of
analysis provides a valuable guideline for researchers due to
its systematization. According to Bereday’s model,
comparative analysis comprises four steps, including
description, interpretation, juxtaposition, and comparison.
Thus, with the help of juxtaposition, researchers have the
chance to investigate various educational systems as well as
contrast and allocate their principles and approaches in a
parallel way (Bereday, 1964). In the current study, predictions
were made using this model by examining descriptive research
data from five countries and making comparisons within the
sub-components.

Data Collection Procedure

The researchers in this comparative study utilized the
document review method, which is a qualitative research
approach. In the field of comparative education, the literature
is defined as either a primary, secondary, or auxiliary source
(Bereday, 1964). In this study, sources from the official reports
of governments and ministries, books, leaflets, and other such
materials were analysed for research review purposes. The
researchers also selected sources such as scientific articles,
official websites, and reports. For data collection, first,
databases and websites were searched using keywords. In
Table 1, information regarding the keyword searches along
with the databases, academic articles, and websites is
provided.
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Table 1. Keywords and databases

Keywords Educational systems
Organization of the ECEC
Teacher Qualifications
Funding and Fees
Database Academic
Websites

SCOPUS, Springer, Ebsco, OECDiLibrary, World Bank Data Catalog, Web of Science, DOAJ
European Commission, Ministry of Education, United Nations Development Programme

(UNDP), United Nations (UN), National Center on Education and the Economy (NCEE),
National Agency for Education (EDUFI), Government websites, Ministry of Social and Family
Development, Government Official Statistics, Child Care Resource and Research Unit, Early

Childhood Workforce

Initiative,
and Professionalization (SEEPRO)

ResearchGate, Systems of Early Education

The researchers identified a total of 7461 academic articles
and reports by using the keywords in the specific databases
mentioned in Table 1. Furthermore, a total of 35 websites were
selected following the keyword search and a quick pre-review
regarding their relation to the current subject of study. These
materials are marked with a ** in the end-text reference.
Additionally, the researchers utilized specific criteria to
narrow down the article and report search such as being a full-
text article, being from the social sciences or educational
sciences, as well as being an open-access and peer-reviewed
article. After applying these criteria, the researchers reviewed
articles and reports in the databases according to their titles and
removed any duplicates. Next, the remaining articles and
reports were reviewed by scanning their abstracts. The process
of quickly scanning the article and report abstracts was to
eliminate any that were irrelevant. Finally, a total of 17 journal
articles and reports were chosen from databases which met the
established criteria. As shown in Table 2, these studies
investigate professional development, the general educational
system, human development indicators, the world population,
quality, policies, cultural foundations, and the development of
ECEC. Out of 17 documents, ten studies examine China, five

Table 2. Articles and reports from selected databases*

studies examine Finland, and four studies examine other
countries as shown in Table 2.

Findings
Demographic Information for the Countries

China, Singapore, Estonia, Canada, and Finland all possess a
variety of discrete similarities and dissimilarities. The general
demographic information regarding the countries being
investigated is presented in Table 3. As can be seen in Table
3, while China is a heavily-populated country, the other
countries have a low population (United Nations [UN], 2019).
Only China and Finland are considered to have homogeneous
populations with regards to ethnicity. According to the United
Nations Development Programme (UNDP, 2020), except for
China, all four countries in this study are considered to be very
highly developed nations. Moreover, the amount of financial
allocation to education (The World Bank, 2021a) as well as
being considered highly or very highly-developed (UNDP,
2020) are the most remarkable and frequently occurring points
among all countries in this study.

Article Subject Investigated countries
1 Author et al., 2022  Professional development of teachers Finland, Estonia, Singapore, China
2 Hu & Szente, 2009  Quality of ECEC China
3 Li& Wang, 2017  Development of ECEC China
4 Liu & Pan, 2013 Policy on ECEC China
5 Manning et al, Teacher qualification in ECEC (meta-analysis) No specific country
2019
6 OECD, 2015a Educational context, policies, and reforms Canada
7  OECD, 2016a Overview of the school system and reforms China
8 OECD, 2019a Educational structure, performance and finances Canada
9 OECD, 2019 Educational structure, performance and finances Finland
10 OECD, 2021b Educational inequalities and outcomes China
11 Qi & Melhuish, Development of ECEC China
2017
12 Salminen, 2017 ECEC system Finland
13 Santiago et al, School resources (funding, organization and teaching Estonia

2016
14 UNDP, 2020

profession)
Human development indicators

15 UN, 2019 World population

16 Zhang, 2016
17 Zhu, 2009

ECEC system

Cultural foundations and policies of the ECEC

Finland, Estonia, Singapore, China and
Canada

Finland, Estonia, Singapore, China and
Canada

Singapore

China

*Articles and reports are marked with a * in the end-text reference.
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Table 3. General demographic information of the countries

Countries Location Population Ethnicity Human Development Government Expenditure on

(UN, 2019) Index (UNDP, 2020) Education (% of GDP) (The
World Bank, 2021a)

China Eastern Asia 1.439 billion Homogeneous highly developed 3.5(2019)

Singapore South-eastern Asia 5.850 million =~ Heterogeneous very highly developed 2.9 (2013)

Estonia Northern Europe 1.327 million  Heterogeneous very highly developed 5(2017)

Canada Northern America 37.742 million  Heterogeneous very highly developed 5.3 (2011)

Finland Northern Europe 5.541 million Homogeneous very highly developed 6.4 (2017)

Table 4. Educational systems of countries

Countries Compulsory ECEC Years of Compulsory Education
China No 9 years

Singapore No 6 years

Estonia No 9 years

Canada Changes by province 10 years (Changes by province)
Finland No* 10 years

*reflects the specific situation in Finland.

General Outlook of the Education Systems of the
Countries

The information in Table 4 represents a summary of
information related to the educational systems of the countries
studied. As can be seen in Table 4, ECEC is not compulsory in
most of these countries. However, the governments of China,
Singapore, and Estonia have utilized various strategies to
enhance ECEC, such as advocating for individuals to consider
private kindergartens, expanding funding for ECEC (OECD,
2016a), developing resources for curriculum, enhancing
teacher training qualifications and standards (Ministry of
Education [MOE], 2021a; Tan et al., 2016), as well as
providing various chances for pre-primary education such as
day nurseries, nursery schools or special nursery schools
(Santiago et al., 2016; Teichmann et al., 2014). As Canada has
a decentralized educational system, some differences can be
seen between each province. Furthermore, while in some
Canadian provinces, ECEC is compulsory, in others it is not
(OECD, 2015a). Also, different from the other countries
researched, in Finland, compulsory education comprises one
year of pre-primary education as well as nine years of basic
education (Finnish National Agency for Education [EDUFI],
2018).

Organization of the ECEC

The organization of ECEC and related information for Canada,
China, Singapore, Estonia, and Finland are presented in Table
5. As is indicated in Table 5, each country provides various
institutions for delivering ECEC. To illustrate, kindergarten
and childcare centres/programs are some commonly used
names for these institutions, whereas nursery school, pre-
school, pre-primary school, and daycare centres are rarely used
as names for these institutions. In the following section,
detailed information related to these institutions within Canada
and Finland is provided.

According to the Childcare Resources and Research Unit
(2021), in Canada, ECEC services have a variety of
differences. For example, kindergarten services are provided
for all five-year-old children in every Canadian province and
territory. On the other hand, kindergarten services for three-
and four-year-old children are available in Ontario and
Saskatchewan (Friendly et al., 2018a). While in the provinces
of Nova Scotia and Quebec, they also provide kindergarten
programs for four-year-olds (Friendly et al., 2018b). Along
with kindergartens, childcare programs are provided in various
ways, such as childcare centres, nurseries, and regulated
family (home) care.

As in Canada, ECEC services in China are provided
through various institutions. For example, kindergartens are
provided for young children between the ages of three and six
(Hu & Szente, 2009), whereas preschool is provided for
children between the ages of five and six. Additionally,
nurseries are provided for children from birth up to the age of
three (Zhu, 2009). Qi and Melhuish (2017) state that apart
from the previously mentioned services of nursery, preschool,
and kindergarten, there is also a relatively new childcare
service to provide early learning and development for children
from birth up to three years of age.

As for Singapore, two types of ECEC services are available
for young children. The first is childcare centres which are for
children ranging from two months to six-years-old, and type
two is kindergartens that serve children ranging from two years
old to six years old (Neuman, 2019). In the second type of
service, children are grouped by age and trained together. For
this reason, each age group is categorized by a group name,
such as pre-nursery classes, nursery one and two, and
kindergarten one and two. To illustrate, children younger than
three-years-old attend pre-nursery classes as part of their
preschool education, while three-year-olds attend nursery one,
four-year-olds attend nursery two, five-year-olds attend
kindergarten one and six-year-olds attend kindergarten two
(Zhang, 2016).

In Estonia, the government provides three types of ECEC
services for children from birth to the age of three years old,
kindergarten/pre-primary school for children up to seven years
old, and preschool/pre-primary school for children with
special needs up to seven years old (Ministry of Education and
Research [MoER], 2015). The MoER (2015) states that
kindergarten groups can be based on the age of children, such
as younger (three to five years old), medium (five to six years
old), and older (six to seven years old). While mixed age
groups are also an alternative option for preschools, forming
groups with both special needs children and those showing
healthy development is also a common practice in many
preschools.

Salminen (2017) reports that ECEC in Finland is provided
through two types of services, including daycare centres and
home-based care. Home-based care is preferred for younger
children as the first step to ECEC and to act as a transition to
daycare centres. In daycare centres, groups are initially formed
according to the children’s ages; however, more flexible and
mixed-age groups may be preferred depending on the needs of
the daycare centre. In addition to daycare centres, pre-primary
education can be provided in a primary school in separate or
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mixed classes with first- or second-grade peers (Official
Statistics Finland, 2019). Also, daycare and home-based
services, clubs, ECEC activities orchestrated by
municipalities, as well as church and non-governmental
institutions, provide various part-time services for promoting
child development (European Commission/EACEA/Eurydice,
2022b). Importantly, apart from China, all the countries
investigated have both full-day and half-day services
(European Commission/EACEA/Eurydice, 2022b; Friendly et
al., 2018a; MoER, 2015; Qi & Melhuish, 2017; Salminen,
2017).

As for compulsory education, in China, Singapore, and
Estonia, pre-primary education is not compulsory, whereas in
Finland, it has been compulsory since 2015 (European
Commission/EACEA/Eurydice, 2022a; MOE, 2021b;
National Center on Education and the Economy [NCEE],
2021; Salminen, 2017). However, compulsory education
legislation in Canada differs based on the individual territories
and provinces (Friendly et al., 2018a). In contrast to the
uncommon practice of compulsory education occurring among
the target countries, many parents prefer to enroll children in
ECEC services, and as a result, high enrolment rates in ECEC
can draw attention.

ECEC services are mostly provided by the government in
countries such as Canada, Estonia, and Finland, in contrast to
Singapore and China (MoER, 2022; Ministry of Social and
Family Development [MSF], 2021; OECD, 2019a, 2019b,
2021b; Singapore Department of Statistics [DOS], 2022).
Furthermore, private institutions tend to be more common in
China and Singapore, as can be seen in Table 5. In Estonia and
Finland, the government and municipalities are responsible for
providing ECEC to young children (European
Commission/EACEA/Eurydice, 2022a, 2022b). Also, in
Estonia, private and public ECEC services are available for
parents’ to freely choose, and municipalities within the country
are responsible for providing those services (MoER, 2022).
Thus, either private or publicly funded institutions within the
target countries provide the two options for children to attend
ECEC.

Importantly, the enrolment rates are nearly universal in
Estonia and Singapore, with 91.3% and 92%, respectively
(OECD, 2019c; National Institute of Education, 2023). On the
other hand, Finland with 88.2% and China with 85.2 % have
lower enrolment rates (Ministry of Education, People’s
Republic of China [MoE P.R.C.] & Xinhua, 2021; OECD,
2019¢). Moreover, the lowest enrolment rate in ECEC
institutions is in Canada with 60% (Statistics Canada, 2019).
The reason for the low enrolment rate in Finland is that parents
often prefer to enroll their older children in ECEC services
rather than the younger children (Salminen, 2017).
Furthermore, Finland also offers a rich variety of other forms
of ECEC, and as a result, childcare benefits such as childcare
leave and child home care allowance are available (European
Commission/EACEA/Eurydice, 2022c). The reasons for the
low ECEC enrollment rate in Canada are similar. For example,
other available options, such as care by relatives or non-
relatives and before-and-after school programs, might be the
cause of low enrolment (Statistics Canada, 2019). On the other
hand, locating information regarding China is difficult to find
and the enrolment rate for three-year-old children and pre-
primary school students according to the Chinese Ministry of
Education, does not include any age-specific descriptions.
Most recent information regarding enrolment in ECEC
services provided by the Chinese Ministry of Education is
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listed under the heading of media highlights, and no further
explanation of low enrolment is mentioned (MoE P.R.C. &
Xinhua, 2021).

The teacher-child ratio was determined beforehand for all
five target countries, however, in Canada, depending on the
specific province or territory, the ratio requirements change
(Friendly et al., 2018a). For example, in classes for young
children older than three-years-old, the teacher-child ratio in
Finland is 1:7, while in Estonia it is 1:10 (European
Commission/EACEA/Eurydice, 2022d; Salminen, 2017).
Singapore has a 1:15 teacher-child ratio in classes for three- to
four-year-old children, and 1:25 for four- to seven-year-old
children (Zhang, 2016). Also, it is reported that in rural China,
class size is rather larger than requirements, and it is officially
stated that the approximate number is 1:16 (MoE P.R.C., 2020;
Qi & Melhuish, 2017). According to Qi and Melhuish (2017),
the reason for larger class sizes is the lack of kindergarten
opportunities and teaching staff. Furthermore, in most cases,
preschools in urban areas are often more crowded due to the
higher population density. Also, ECEC services provided in
China and Finland cover children from birth to six years old,
however, as shown in Table 5, each country’s coverage of
ECEC by age differs. In addition to the teacher-child ratio,
group size requirements are specified by the government and
Ministry of Education in China, Finland, and Estonia
(European Commission/EACEA/Eurydice, 2022c; Qi &
Melhuish, 2017; Santiago et al., 2016). For example, in
Estonia, group size in créche is up to 14, in pre-primary up to
20, and in mixed groups up to 18 children (Santiago et al.,
2016). However, group size information regarding Singapore
was not available. While the requirements in Canada are again
dependent on region (Friendly et al., 2018a), as can be seen in
Table 5, with respect to group size, it can be said that group
size and the related regulations are different for each country.
Finally, as an investment for younger generations, the amount
of GDP that is slated for ECEC in both Finland and Estonia, is
above the OECD average of 0.7%. According to the OECD,
this statistical data provides total public expenditure for ECEC
as a percentage of GDP (OECD, 2019c). While Canada fails
to reach the OECD average, on the bright side, a new national
budget released in April 2021 was promising in terms of
improving early child care and education (Child Care
Resource and Research Unit, 2021; OECD, 2019c). China and
Singapore did not provide a percentage of GDP spent towards
ECEC, but it is indicated that a higher allocation has been
made to ECEC compared to previous years (MoE P.R.C.,
2021; MSF, 2019). Since both Singapore and China provided
information related to monetary funds allocated to education,
ECEC and GDP percentage accounted for general education
systems. Several calculations revealed that the GDP
percentage of ECEC accounted for 0.30 and 0.33, respectively
(DOS, 2023; MOE P.R.C, 2023a, 2023b; MSF, 2022).

Teacher Qualifications

Teacher qualifications are a significant element of ECEC
(Manning et al., 2019). Among the five countries investigated,
both Canada and China have teacher qualification
requirements which are less optimal than the other countries
studied. In both Canada and China, teacher certification is
required, but no degree in an early childhood education
specialization is required (Friendly et al., 2018a; Friendly et
al., 2021; Qi & Melhuish, 2017). For example, in Canada, only
Edwards Island, Ontario, and Quebec require specialization in
early childhood education for kindergarten teachers. Whereas
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in Singapore and Estonia, teachers are required to possess a
bachelor’s degree in education, and in Finnish daycare centres,
one out of every three teachers must have a bachelor’s degree
in education or social sciences (Neuman, 2019; Salminen,
2017; Veisson, 2017).

When talking about teacher qualifications, it is not enough
to focus only on graduation requirements. Another issue that
determines teacher qualification and must be emphasized is in-
service teacher education (Author, 2022). In five of these
countries, it is emphasized that teachers should develop
themselves as they continue in the profession after graduation.
Three methods are generally used for this development: a
mentoring system, in-service training, and higher education.
The mentoring system used in China and Finland involves
pairing novice teachers with a more experienced teacher and
receiving help with teaching methods, materials, lesson plans,
assessment, etc. In the mentoring system, the experienced
teacher visits the novice teacher’s classroom from time to time,
observes the lesson, and provides feedback after the lesson.

In this way, the professional development of the novice
teacher is supported by providing one-to-one support. In
addition to the mentoring system, in-service training is used in
the aforementioned five countries to improve teachers’
qualifications. Teachers are encouraged to attend seminars and
courses organized by municipalities or universities on various
topics. Finally, countries like Singapore and Finland use
higher education to improve teachers’ qualifications. Teachers
are motivated to pursue graduate education, and their salaries
are not docked when they take time off for higher education.
In this way, all teachers, whether experienced or
inexperienced, are encouraged to update their knowledge and
improve themselves (Author, 2022).

Funding and Fees

Funding for ECEC services and childcare benefits for families
is an integral part of all countries childcare policies. Thus, as
displayed in Table 6, the ECEC regulations and policies of
Canada, China, Singapore, Estonia, and Finland show both
similarities and differences.

In Canada, kindergarten programs for all five-year-old
children are free (Friendly et al., 2018a). Similarly, in Finland,
compulsory education is free, therefore, pre-primary education
is free (European Commission/EACEA/Eurydice, 2022b).
Funding for compulsory education in Finland is provided by
both local authorities and the national government (EDUFI,
2020). Furthermore, 75 percent of ECEC funding in Finland is
provided by local authorities, while the local authorities also
receive ECEC designated funding from the national
government (EDUFI, 2018). As a result, funding provided by
the national government is determined according to the
number of children who attend compulsory education within a
specified area, and factors such as population density,
parent(s) educational background, and the density of foreign
languages spoken, all play a role in the amount of ECEC
funding allocated (EDUFI, 2020). However, both in Canada
and Finland, funding for ECEC programs for children younger
than five years old is primarily the responsibility of parents
(EDUFI, 2020; Friendly et al., 2018a). For example, in
Finland, parents whose children attend programs other than
pre-primary school, pay fees ranging from 0 to 289 euros for a
full-day program (European Commission/EACEA/Eurydice,
2022b). These fees can differ based on the financial status of
families (EDUFI, 2018). In regard to China, information about
the fees for ECEC was very limited. According to the MoE

P.R.C. (2019, 2020), the government controls the tuition fees
for ECEC programs, which range from approximately 600 to
800 yuan per year.

Estonia and Singapore have different policies regarding
ECEC fees in relation to both Finland and Canada. For
example, children from disadvantaged backgrounds are
supported by the government in both Singapore and Estonia
(MoER, 2022; Neuman, 2019). While in Singapore, the
government provides funding to non-profit organizations, and
in turn these organizations provide aid for ECEC fees to
approximately 45,000 eligible families (Neuman, 2019). In
Estonia, municipalities financially support private and public
ECEC services at an amount decided upon by the municipality
(MoER, 2015). Thus, fees may vary according to a child’s age,
the financial background of the family, the centre’s
expenditures, and other considerations, but generally range
from 0 to 58 euros with an average of 26.10 euros (MoER,
2022).

In a totally different example, China’s funding to promote
public ECEC services declined in comparison to previous
years, and instead, private ECEC programs were encouraged
(Li & Wang, 2017). Importantly, the private ECEC institutions
are not supported through national funding (Hu & Szente,
2009), therefore, in these cases, the families are the primary
source of funding for these ECEC institutions (Liu & Pan,
2013).

Discussion

In the current study, it was found that successful results on the
PISA may be an indicator of effective and qualified ECEC
programs; therefore, information regarding ECEC in China,
Singapore, Estonia, Canada, and Finland was provided. There
are a variety of reasons behind the success of these countries
regarding their PISA results and investment in ECEC.

In the literature, it was revealed that higher percentages of
GDP were spent on education within the target/high achieving
countries (The State Council of the People’s Republic of
China, 2019; Statistics Canada, 2017; The World Bank,
2021a). Shafiq (2010) also argues that the economy is closely
associated with education in both positive and negative ways.
It is argued that economic difficulties are associated with a
lower ratio of adults in the labor force as well as less qualified
schooling and, in turn, lower enrollment rates. Whereas the
countries previously mentioned, exhibited an opposite pattern.
This means that the countries mentioned are highly or very
highly developed and therefore likely have more resources to
put towards qualified education (UNDP, 2020). Another
striking issue might be that the higher GDP per capita allocated
towards education within these select countries results from a
lower fertility rate. The World Bank (2020) also provides
fertility rate data which supports this argument, for example,
the global fertility rate is 2.41%, while the fertility rate in
China is 1.69%, 1.14% in Singapore, 1.67% in Estonia, 1.49%
in Canada, and 1.41% in Finland. As was previously
suggested, fertility rates in the targeted countries are lower
than the global rate, which in turn might lead to an allocation
of more resources per child. Moreover, governmental
childcare support may be related to strategies for overcoming
low fertility rates. For example, Kim et al. (2017) emphasize
that although the outcome is yet to be explored, governments
might prefer childcare support as a way of managing low
fertility rates within their country.

344



Table 5. Organization of ECEC and related information

Finding clues and implications for success on the PISA: An Overview of Chinese, Singaporean, Estonian, Canadian, ...

Canada China Singapore Estonia Finland
Services Kindergarten, Kindergarten, Kindergarten, childcare Creche, Daycare center,
Childcare programs preschool,  nursery, centers Pre-primary/kindergarten, Pre- home-based care
(Center, nursery school, regulated family early learning & primary school for children with
(home) care) development centers special needs
Length Full day (May change) Full day Half day (may change)  Full day (may change) Half day (may
change)
Compulsory Not compulsory (Depending on provinces)  Not compulsory Not compulsory Not compulsory Not compulsory”
schooling

Distribution of public
& private

Enrolment rate

Ratio

Coverage of age

Group size

GDP on ECE

7% private, 93% public

60

Ranges by province or territory
Ontario

0-3 years = 1:3 to 1:8

above 3 years = 1:8 to 1:13

0-5 years

Ranges by province or territory
Ontario

<18 months = 10

18-30 months = 15

30 months-6 years (preschool) = 24
44-68 months (kindergarten) = 26
0.28%

57%
public

private, 43%

85.2

15.9

0-6 years

20-35 child (with 2
teachers and 1 care
worker)

0.33% **

1.6% public**

92
0-3 years = 1:8 to 1:12,

above 3 years = 1:15 to
1:25

2 months-6 years

Not specified

0.30% **

97.1% public, 2.9% private

91.3

0-3 years = 1:7, above 3 years = 1:10

1.5-7 years

Créche - up to 14 children,
Pre-primary - up to 20 children,
Mixed groups - up to 18 children

0.86%

86%
private

public, 14%

88.2

0-3 years = 1:4,

above 3 =1:7

0-6 years

Up to 20 children
with extra trained
person

1.13%

*In Finland, compulsory schooling includes one-year of pre-primary education for six-year-olds

**No data could be found, so the necessary calculations were completed through data from references.
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Table 6. Funding and fees of ECEC by country

Canada China Singapore Estonia Finland
Fee Free (pre-primary)  Not specified $400-2000 No more than 20% of Free (pre-primary
Paid education (for Government minimum wage — 0-289 € (for children
children  younger controlled approximately 0-58 € younger than five-
than five years old)  tuition fee-app. years-old)
600-800  yuan
per year
Funding Parents (for Parents State-funded State-funded (children Local authorities &
children  younger (children from from disadvantaged federal government
than five years old) disadvantaged backgrounds) (pre-primary)
backgrounds) Parents (for children
younger than five
years old)

Another issue is that quality indicators such as teacher-child
ratio, educational level of teachers, and group size are essential
to ECEC when it comes to the comparison of educational
systems (OECD, 2006). The reason for this occurring has been
demonstrated in earlier research: better and longer-lasting
outcomes are associated with attending high quality ECEC
programs (Early et al., 2007). Therefore, higher outcomes on the
PISA might be related to not only the presence of ECEC in high
achieving countries but also due to having qualified ECEC
within these countries. Importantly, Pianta et al. (2009),
emphasize that the teacher-child ratio is closely related to high
quality learning opportunities. Similarly, lower child-adult ratios
across various types of ECEC institutions are supportive of the
child-adult learning relationship due to the low ratios allowing
the adult educators and caregivers to focus more attention on the
needs of each child as well as decrease the amount of time spent
in classroom management (OECD, 2021a). The OECD average
child-adult ratio across countries is 10 children for every teacher
working in ECEC institutions, yet this ratio ranges from 31 in
the United Kingdom to three in Denmark, Iceland, and New
Zealand (2021a). As for the target countries in this study, it was
suggested in the findings that the teacher-child ratio was around
or slightly higher than the OECD average and, as a result, could
be a primary reason explaining the quality of ECEC services as
well as the indirect reason for their success in PISA.

As was mentioned previously, another significant finding
was that China, Singapore, Estonia, Canada, and Finland
resemble one another in terms of either having high enrolment
rates in ECEC or by providing rich opportunities for childcare.
This finding can be justified for several reasons. For example,
first, this could be related to a cultural understanding of the role
of women within the workplace (OECD, 2021a). According to
this point of view, target countries tend to pay more attention to
women in the labor force (The World Bank, 2021b), and as a
result, they provide a greater variety of ECEC services (i.e.,
home-based care, kindergarten, créche, clubs, etc.) which serve
children from birth to the age of six years old. In this way,
children can benefit from ECEC over the long term. As indicated
in OECD (2016b), at least two years of ECEC is necessary to
enhance PISA academic achievement scores. This argument is
backed up by Aydin, Selvitopu and Kaya (2018), who assert that
children in high achieving countries for the PISA 2015 attend
ECEC programs for approximately three to four years. Another
argument to explain the high enrolment rates, can be the fees and

funds related to ECEC services. Again, as indicated in the study
findings, when ECEC opportunities were provided by
governments, it was shown that those countries generally
provided state funded education or free government schools. In
many cases, the governments predetermine the cost of education.
For example, the OECD (2021a) suggests that public financial
support is critically important for the development and quality of
ECEC services due to the fact that funding allows for the training
of ECEC staff as well as providing qualified materials and
equipment. From this point of view, it can be argued that high-
achieving countries enable ECEC programs to train their staff as
well as obtain better materials for supporting children’s
development. Thus, qualified ECEC, which is seen as a key
feature for future academic success, is provided for all children
within these countries. Additionally, one prominent implication
for the higher-achieving countries is that in countries such as
Finland, the cost of ECEC is predetermined based on parental
income. Thus, due to the range of predetermined costs, which is
dependent on the parents’ income level, the parents may or may
not be required to pay for ECEC services. Importantly, this
implies that the parents of disadvantaged and/or immigrant
children may benefit from ECEC services. This is extremely
essential for providing equity in education among all social
groups as well as providing opportunities for children and
parents from diverse backgrounds and reaching higher
educational outcomes in general (Makarova, 2016). On the other
hand, the OECD (2017b) claims that if ECEC services are not
utilized due to a lack of financial support, especially among
children from disadvantaged backgrounds, their participation in
ECEC will be greatly affected by their parents’ lower financial
status. The claims that ECEC has a possible effect on decreasing
inequalities within the field of education can be substantiated
(Ehrlich et al., 2013). From this point of view, the fee and
funding practices of the five targeted countries may be associated
with the high enrolment rates in ECEC as well as indirectly with
increased educational outcomes.

Another reason behind the success of ECEC and PISA
results may be related to teacher qualifications. For example,
although teacher qualifications in Canada and China are lower
than others, the United Nations Educational, Scientific, and
Cultural Organization (UNESCO, 2014) emphasizes that
teachers should have at least a secondary education for teaching
in ECEC. Thus, as is stated in the literature, China and Canada
do require more expertise than is stated as the minimum
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qualification by UNESCO. Yet, this case might be related to the
high population ratio of these two countries. As indicated in the
findings of the current study, Canada and China have 37.7
million and 1.4 billion people, respectively (UN, 2019). As a
result, these countries may need to employ a greater number of
ECEC staff, which may lead them to accept less qualified
workers in the ECEC setting. On the other hand, this situation
has implications for the global community, particularly for the
countries that are low achievers in PISA. First, countries may be
high achievers in PISA even if they have a high population.
Second, countries should make policies considering their own
local conditions. As for the practices of other high-achieving
countries regarding teacher qualification, according to the
findings of this study, there were slightly different practices; for
example, at least a BA or certification in teaching is a must to be
employed in ECEC. Thus, this could be related to their success
in PISA and the relationship between professional development
and PISA performance, which are evident in many other studies
and reports (OECD, 2017a; Author et al., 2022).

Considering all the things highlighted, it is important to
mention that China in many cases provided an exception
regarding the PISA results, more specifically the results from
Shanghai. This controversy relates particularly to the
representativeness and credibility of data collected from China
(Xu & Dronkers, 2016); therefore, it is prudent to evaluate the
data from China with caution.

Conclusion and Implications

In light of the findings in this study, suggestions for Tiirkiye and
other developing and low achieving countries regarding PISA
are presented in the following section. What is prevalent across
these countries is that, although ECE is not compulsory, most of
the countries have a high enrolment rate. Two major factors are
believed to be closely related to this situation. The first is the
widespread understanding of the significance of ECE. Therefore,
policies should be formulated to increase awareness of ECE in
developing societies, and the significance of this education
should be emphasized on every platform. Consequently, it is
anticipated that the demand for formal ECE will increase. At this
point, there is a need to analyze the situation in Tirkiye. Despite
the fact that early childhood education is not mandatory in
Tiirkiye, the most recent MoNE statistics (2022-2023) indicate
that the net enrolment rate for children between the ages of three
and five is 51.38%, while it is 84.95% for children aged five.
While the enrolment rate for five-year-old preschoolers is
satisfactory, efforts should be made to enhance and expand
enrolment for younger children. Long-term early childhood
education is significantly more beneficial for future academic
achievement than the short one. As for other developing
countries, the OECD (2020) asserted that approximately 20% of
students who participated in the PISA 2018 test in OECD
countries indicated that they had not been enrolled in pre-
primary education. Over fifty percent of the pupils in fourteen
economies and countries had not attended pre-primary education
or attended pre-primary education for less than one year.
Similarly, Tiirkiye, Bosnia and Herzegovina, Baku (Azerbaijan),
Colombia, Kosovo, Saudi Arabia, and Serbia, all had pre-
primary education deprivation rates ranging from 65 to 75
percent (OECD, 2020).

In addition to institutional preschool education, the
availability of alternative ECEC services such as home care and
play centres in these countries may reduce the burden of
institutional preschool education and enable more children to
receive ECEC. Consequently, countries with large populations,
such as Tiirkiye, are able to provide ECE services that can serve
as an alternative to institutional early childhood education by
taking into account local requirements and economic resources.
Thus, the number of children with access to ECE can be
expanded, and existing economic resources can be effectively
utilized. As a result, more children may benefit from ECEC over
the long term as parents have more options for choosing the
appropriate ECEC opportunity for their children as well as which
best suits the parents’ working schedule (i.e., half-day, full-day,
club, home-based, daycare, etc.). In Tiirkiye, home-based early
childhood education is not available. Early childhood education
(ECE) is primarily provided through institutions under the
responsibility of the Ministry of National Education (MONE)
and the Ministry of Family, Labor, and Social Services. These
two Ministries oversee a range of educational options, including
nursery classes, practice classes, nursery schools or
kindergartens, daycare centers, and infant schools (MONE,
2022; Avcr et al., 2023). Despite the variability observed in
institution-based early education, an alternative approach is
required, such as home-based ECE, to address the cultural
practice of entrusting children under the age of three to
childminders or grandparents who lack official childcare
education. Home-based education, facilitated by certified
childminders, could potentially serve as a viable substitute for
these age groups and older children. This may potentially reduce
the financial pressure that institution-based education places on
the whole country. Furthermore, if institutions serve children
from birth to the six years old it might encourage parents to
prefer institutionally based ECE.

Lastly, it is necessary to eliminate inequalities due to social
injustice as a way of improving the enrolment rate of ECEC. For
example, in the high achieving countries in this study, fees for
ECEC can be determined based on parental income, and as in the
case of Singapore, the government provides funding to non-
profit organizations, and in turn, these organizations provide
ECEC aid to eligible families. In these cases, minorities, such as
immigrants or children from disadvantaged backgrounds, should
be greatly encouraged to attend ECEC. Given that Tirkiye and
many other societies are becoming more heterogeneous, it is
believed that such policies are necessary to secure educational
equality. In Tiirkiye, ECE is offered free of charge at state-
operated early childhood education facilities, primarily
supported by the Ministry of National Education. Parents are
required to pay a minimal charge known as a supplemental
payment (“katki payi1” in Turkish) to support children's
requirements, self-care, and educational program expenditures.
The Contribution Charge Determination Commission
establishes the contribution charge annually in April. The
additional fee is based on socio-economic factors and is waived
for parents from disadvantaged backgrounds (MONE, 2014).
Free ECE, however, covers six hours per day. Parents are
required to pay an additional fee for extended ECE (European
Commission / EACEA / Eurydice, 2023). According to the
OECD (2020), in 68 out of 78 nations and economies with
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comparable data, pupils who did not attend pre-primary
education were more likely to be socio-economically

disadvantaged and enrolled in schools with greater
disadvantages by the age of 15.
Importantly, to achieve the regulations previously

mentioned, as in countries who are high-achieving on the PISA,
it is essential to raise the total amount of expenditures on
education, and in particular on ECEC. Thus, these expenditures
should be used to improve the quality of ECEC, such as the level
of teacher-child ratio, class size, and teacher qualifications. As a
result, by following these suggestions, not only the quantity but
also the quality of ECEC may increase within countries which
are low-achieving on the PISA. Yet, in comparison to the OECD
average of USD 12,647, Tiirkiye annually allocates USD 5,352
per full-time equivalent pupil across all levels of education
(adjusted for purchasing power and including expenditure on
research and development). The expenditure per pupil amounts
to 19% of the per capita GDP, a figure that falls short of the
OECD average of 27% (OECD, 2023). Thus, the group must
consist of a minimum of 10 children and a maximum of 20
children (MONE, 2014). On average, in OECD nations, there are
15 children per teacher in pre-primary education, with significant
differences between countries (OECD, 2021a). ECE teachers
with BAs from the education faculty work for MONE-affiliated
institutions (MONE, 2014). Creche and daycare teachers are
expected to be preschool education teachers, child development
and education graduates, or graduates of vocational high schools
for girls' child development and education departments (Ministry
of Family, Labor, and Social Services, 2016). According to the
regulations, while it is favorable for MONE-affiliated
kindergartens to have qualified teachers, private institutions are
more permissible in hiring teachers with lower qualifications.
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