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Abstract: This study investigates the perceptions and experiences of ninth-grade students concering the hidden
curriculum at a science high school in Ankara, focusing on how cultural capital influences its manifestation. A qualitative
case study was employed, utilizing semi-structured interviews and observations. Throughout a 20-week period, 34
interviews were conducted with 17 purposively selected participants, one at the beginning and one at the end of the study,
complemented by 10 days of observation over biweekly school visits. The collected data underwent content analysis,
involving thorough reading, coding, and theme identification. The findings highlight that the cultural capital of students
shaped their experiences and perceptions of the hidden curriculum, influencing their access to and use of social and
material resources at school. Notably, students viewed their school primarily as a preparatory ground for exams rather
than an institution aligned with the broader educational goals for science high schools. Additionally, the study observed
differences in the experiences of boarder and extern students. The findings suggest that educators need to develop
inclusive strategies that recognize and integrate students' varying cultural capital to foster a more emancipatory
educational environment. Additionally, the study highlights the need for boarding schools to establish a participatory
culture for extern students.

Keywords: Hidden curriculum, habitus, cultural capital, science high school, stratification

Oz: Bu caligma, Ankara'da bir fen lisesindeki dokuzuncu siif 6grencilerinin Ortiilk programa iliskin algilarini ve
yasantilarmz, kiiltiirel sermayenin bunun sekillenmesindeki etkisini g6z 6niinde bulundurarak incelemektedir. Caligmada
nitel bir durum ¢alismasi kullanilms, yar1 yapilandirilmis goriismeler ve gozlemlerden yararlanilmistir. Yirmi haftalik
bir siire zarfinda, amagli 6rneklemeyle se¢ilmis 17 katilimcinin her biri ile ¢aligmanin baginda ve sonunda olmak tizere
toplam 34 goriisme; her iki haftada bir gerceklestirilen okul ziyaretleriyle 10 giinlik gézlem yapilmistir. Toplanan
verilerde icerik analizi yapilmis, veriler titizlikle okunmus, kodlanmis ve temalar belirlenmistir. Bulgular, 6grencilerin
kiiltiirel sermayelerinin, okuldaki sosyal ve materyal kaynaklara erisimlerini ve kullanimlarini sekillendirdigini ve ortiik
programa dair alg1 ve yasantilarmi etkiledigini ortaya ¢ikarmistir. Ogrencilerin, okullarim1 oncelikli olarak fen liselerine
dair daha genis hedeflerle 6zdeslesen bir kurum olarak degil de smavlara iyi hazirlik yapan bir yer olarak ele aldiklar1 da
gozlemlenmistir. Ayrica, yatili ve giindiizlii 6grencilerin yasantilar1 arasinda da farkliliklar gézlemlenmistir. Bulgular
egitimcilerin, 6grencilerin farkl kiiltiirel sermayelerini géz 6niinde bulundurabilecek ve dahil edecek daha kapsayici ve
Ozgiirlestirici bir egitim ortam1 gelistirmelerinin geregini ortaya koymaktadir. Ayrica, ¢alismada yatili okullarin giindiizli
ogrenciler i¢in daha katilimer bir kiiltiir olugturmasinin geregi vurgulanmaktadir.

Anahtar Kelimeler: Ortiik program, habitus, kiiltiirel sermaye, fen lisesi, tabakalasma

Aktas, H. H. & Engin, C. (2024). The influence of cultural capital on students' perceptions and experiences of hidden curriculum. Erzincan University
Journal of Education Faculty 26(3), 352-367. https://doi.org/10.17556/erziefd.1488249

Introduction

that connect people to social hierarchies, also serving as a form

Analyzing social actions requires an in-depth understanding of
their underlying structures to reveal the unchallenged norms
perceived as natural. Education plays a pivotal role in societal
advancement by facilitating the acquisition and dissemination
of culture. It enhances human conditions by improving
knowledge, health, living standards, social fairness, and
productivity, thereby serving as a fundamental instrument for
social progress (Spiel et al., 2018). In Turkey, debates on
educational reforms—from infrastructure and curriculum
changes to administrative reorganization—are vital. Yet,
understanding their real impact on schools demands more than
generating and reviewing documents; it requires considering
how these changes manifest in different contexts and how they
are interpreted and experienced by students.

Culture equips individuals with a variety of resources, from
symbolic tools to material items, enabling them to coexist with
others (Smith, 2020). Whether born with linguistic patterns or
not, one needs to navigate existing social relationships to
understand cultural cues and find their place within society.
Human cognition is shaped by culture and individual
experience, alongside species-specific capacities influenced
by social learning and cultural transmission (Barrett, 2020).
Culture encompasses beliefs, customs, language, and values

of domination (Swartz, 2013). It provides a framework for
ordering reality, linking one's knowledge base and universe of
interrelated things.

Pierre Bourdieu's sociological theory mediates between
social structure and individual action through the lens of
culture (Swartz, 2013). Central to this framework is the
concept of habitus, a set of dispositions shaped by one's social
environment, enabling individuals to interact dynamically
with their surroundings (Unal, 2004). Habitus influences
perceptions, tastes, and practices by drawing on past
experiences and cognitive structures. It not only reflects
existing structures but also generates new ways of thinking and
acting, thus explaining social actions as strategies shaped by
the types of the capital one has accumulated (Swartz, 2013).
Bourdieu also introduces the notion of field, defined by
himself and Wacquant (1992) as a network of relationships
among various positions, where individuals employ strategies
to access resources. This theory views social action as both
historical and relational. Another key concept from Bourdieu
is “capital”, which he argues is not only monetary but includes
accumulated knowledge, skills, and social connections.

According to Bourdieu and Passeron (1990), the
educational system establishes the institutional bases for
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generating desired habitus, reproducing cultural norms and
relations. Schools convey dominant class culture to dominated
classes, implementing symbolic violence, which legitimizes
and perpetuates power structures by masking the influence of
family and social background (Ozséz, 2014). Bourdieu (1989)
asserts that the social world functions as a symbolic system,
with groups competing to legitimize their worldview.
Symbolic violence imposes dominant symbols and meanings,
transforming power into charisma (Jenkins, 1992; Tiirk, 2014).

The written curriculum, while appearing to dictate
educational content, often becomes a mere set of guidelines
that students must navigate. This process is heavily influenced
by the students' habitus and cultural capital, which shape how
they internalize and enact these guidelines. Pedagogic action,
as Bourdieu and Passeron (1990) describe, involves cultural
impositions that can be experienced as symbolic violence,
varying significantly depending on whether students' habitus
aligns with or diverges from the expected norms.

Hidden curriculum is not an isolated phenomenon but
interacts dynamically with its participants, particularly
affecting students who in turn influence it with their
engagement (Lamont & Lareau, 1988). The influence of
students’ cultural capital is significant in this context,
indicating that the hidden curriculum serves as a critical site
where the interplay of cultural capital can profoundly impact
educational outcomes (Juki¢, 2019). To fully comprehend
these dynamics, it is essential to view the hidden curriculum
as adynamic, reflexive structure that both shapes and is shaped
by the relationships within the educational setting. Such an
understanding allows for a deeper exploration of underlying,
often overlooked educational practices and the real conditions
affecting students.

In contemporary educational discourse, much emphasis is
placed on the explicit curricula, the overtly taught knowledge
and skills within schools. However, the influence of the hidden
curriculum, which includes the implicit cultural norms, values,
and expectations conveyed through everyday practices and
interactions within the educational setting, remains under-
examined. Hidden curriculum not only shapes students'
cognitive and social development but also plays a crucial role
in the reproduction of social inequalities. Despite its
significance, the mechanisms through which the hidden
curriculum interacts with students’ cultural capital to
perpetuate or challenge existing social hierarchies are not well
investigated. This study aims to uncover how the hidden
curriculum, as mediated by students' cultural capital,
contributes to the perpetuation of social inequalities within the
educational environments. By focusing on the implicit lessons
that students learn about power, privilege, and social structure,
this study seeks to offer insights into the subtle ways education
contributes to social reproduction. This is critical for
developing educational strategies that promote equity and
inclusiveness rather than unconsciously reinforcing existing
societal disparities.

Cultural Capital

Individuals bring diverse characteristics and opportunities to
the school setting. Bourdieu defines four types of capital:
cultural, social, economic, and symbolic. Social capital
involves existing or potential opportunities from social
connections; economic capital includes monetary resources;
and symbolic capital is the power from recognition (Bourdieu,
1986, 1989). These capitals determine the resources available
to individuals and influence their social experiences. Cultural

capital, the aggregation of historically experienced resources,
impacts agents' experiences, highlighting the importance of
varied capitals in understanding social dynamics.

Bourdieu and Passeron (1990) argue that all pedagogic
actions are symbolic violence, imposing an arbitrary culture on
those without it. Understanding this requires examining
cultural capital. Lamont and Small (2008) describe culture as
symbolic boundaries, separating worthy from unworthy based
on moral and economic systems. This view suggests that
culture symbolizes and materializes values, influencing
individuals' decisions and generating structures related to their
choices (Ball et al., 2002). Thus, education can reproduce
existing societal conditions through cultural capital and
symbolic boundaries.

Culture creates classification systems linked to symbolic
power, and schools impose these dominant systems,
facilitating the production, transfer, and accumulation of
cultural capital (Swartz, 2013). This accumulation varies
among groups, leading to societal stratification. Bourdieu
explains this using habitus and cultural capital, with habitus
representing the unconscious mindset about success and
societal function shared within social classes (Swartz, 2013).
Bourdieu (1984) asserts that "taste classifies, and it classifies
the classifier," highlighting habitus’ dynamic nature (p. 16).
Habitus shapes educational preferences and experiences,
revealing the underlying causes of social stratifications and
their impact on individual choices and perceptions.

Bourdieu posits that cultural capital, which includes verbal
abilities, general knowledge, and schooling information,
influences success among students. Cultural capital, acquired
through time, energy, and money, can lead to high-status
occupations and salaries (Lamont et al., 2014; Swartz, 2013).
Children inherit their parents' cultural capital, making cultural
behaviors socially determined rather than individually admired
(Bourdieu et al., 1991; Bourdieu, 2014).

Bourdieu (1986) identifies three forms of cultural capital.
The embodied state is the cultural capital accumulated over
time through self-development, beginning before schooling.
The objectified state refers to cultural capital materialized in
objects and media, shaping individuals' perceptions of reality.
The institutionalized  state  encompasses academic
qualifications, which Bourdieu argues legitimize the privileges
of advantaged groups, creating the illusion of meritocracy
without acknowledging underlying social advantages.

Hidden Curriculum

Hidden curriculum refers to the unwritten, unofficial curricular
content and describes how students learn to navigate school
life through daily interactions (Hemmings, 2000; Pratt, 2019).
It is conceptualized as the essential rules, regulations, and
routines necessary for functioning within the school system
(Jackson, 1966). Jackson suggested that education requires
socialization to learn to meet practical and social school
requirements. Unlike the official curriculum with clear
objectives (Demirel, 2005), the hidden curriculum includes
various nonacademic learnings and social rules (Bandini et al.,
2016; Cobanoglu & Engin Demir, 2014; Lynch, 1989). It
encompasses the environment's physical and social aspects
(McLaren, 2003), teachers' moral messages (Shirk, 1976), and
students' perceptions of the school.

Gordon (1982) categorizes hidden curriculum into three
divisions: “outcomes”, “environment”, and “latent influence”
(pp. 188-189). Outcomes include “academic learnings” related
to the official curriculum and “nonacademic learnings” like
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attitudes and social skills tied to the hidden curriculum. The
environment encompasses the "cognitive environment™ linked
to formal structures and the "physical and social
environments" tied to hidden curriculum. Latent influence
involves "conscious, deliberate influence" from the manifest
curriculum and "unconscious, unplanned influence" from the
hidden curriculum. Gordon emphasizes that the hidden
curriculum covers not only the subjects but also the methods,
environment, relationships, and learning context.

Portelli  (1993) offers four definitions of hidden
curriculum: (a) unofficial expectations or implicit messages;
(b) unintended learning outcomes or messages; (c) implicit
messages from the structure of schooling; and (d) created by
students (p. 345). Unlike Gordon (1982), Portelli's (d)
emphasizes student agency. Snyder (1971) suggests that
students create hidden curriculum through strategies to
navigate complexities. However, Rose (1990) argues that
psychological norms in democratic societies push individuals
to conform, implying students may develop self-discipline
practices, feeling unintended difficulties from the tasks set for
them. School is an institution where power distribution
influences participant practices, and the hidden curriculum
reveals these effects. It provides opportunities or barriers that
affect how individuals construct their identity and exercise
power in specific spaces (Wilson & Cervero, 2003).

Skelton (1997) notes that the functionalist perspective sees
school to instill necessary norms, values, and skills to sustain
societal order. Hidden curriculum is viewed as an opportunity
to enhance such learning experiences. Whether unintentional
or deliberate, it plays a crucial role in conveying useful
messages to students. Examples include using hidden
curriculum to teach sustainability (Cotton et al., 2013; Winter
& Cotton, 2012), support activities (Cubukgu, 2012), and
promote democratic attitudes (Kiss et al., 2013). Veznedaroglu
(2007) summarizes the hidden curriculum in the functionalist
approach as a tool to transfer societal values, produce shared
norms, direct students to respect authority, enable surveillance,
and eliminate rejected values and ideologies. It serves society's
explicit or implicit requirements, fostering a unified,
homogeneous society (pp. 14-15).

From a critical perspective, the hidden curriculum
reinforces existing social structures and legitimizes them
(Giroux, 1979). It directs working-class students towards labor
roles (Anyon, 1980; Apple, 1980; Willis, 1981). Studies reveal
mechanical learning in working-class schools (Anyon, 1980)
and preparation for labor roles (Willis, 1981). Hidden
curriculum also reproduces underachievement codes among
indigenous people (Kidman et al., 2013), norms against
marginalized groups (De Lissovoy, 2012), and racial biases in
textbooks (Donovan, 2014). Apple (1980) and Giroux (1983)
highlight student resistance to the hidden curriculum,
influencing their attitudes. While schools are considered
providing social mobility, this perspective views it as an
illusion, ignoring working-class students' experiences and
expectations.

Method

The purpose of the study is to explore how students' cultural
capital influences their educational experiences, particularly
through the hidden curriculum they perceive and experience.
In line with this objective, the research questions this study
seeks to answer are:
1. How does cultural capital manifest among the
participants?

2. What specific characteristics and patterns emerge in

the school experiences of the participants?

3. How do the participants interpret their school life

within the context of the hidden curriculum?

For the study, a qualitative research method is employed,
as it allows for a comprehensive understanding and
interpretation of the unified experiences of individuals
involved in a particular process (Maxwell, 2013). The study is
designed as a case study, as it offers a thorough insight into
complex phenomena and enables the examination of
experiences and contexts from real life (Channaveer &
Baikady, 2022). Key steps in conducting case studies, as
outlined by Stake (2023), include bounding the case, selecting
research themes, seeking data patterns, triangulating
observations, exploring alternative interpretations, and
developing general assertions.

Setting of the Study

The study aims to understand how cultural capital influences
students' perceptions and experiences of hidden curriculum
elements. Consequently, the study requires a school setting
with students from diverse backgrounds and various levels of
cultural capital. Educational research often considers factors
like academic achievement or intelligence, which impact
participant behavior. To examine how cultural capital
influences students' school experiences through their
perceptions and experiences of the hidden curriculum,
participants were expected to have similar levels of academic
achievement. Science high schools, established to prepare
highly intelligent and talented students for higher education in
math and science (MoNE, 1999), admit students based on
exam results, ensuring a homogenous group in terms of
intelligence and achievement. These schools also attract
students from different regions and backgrounds more than
other schools, and typically offer superior infrastructure and
resources. Thus, a science high school in Ankara, Turkey, was
selected for this study. This top school enrolls students with
the highest exam scores, showing minimal variation in
academic performance. To maintain confidentiality, the
school's name is not disclosed. The chosen science high school
is part of an effort to develop new curricula to align with
technological advancements, particularly post-World War 1.
According to Article 6 of the regulation regarding science high
schools, these schools aim to prepare talented students for
higher education in math and science, train future scientists,
equip students with research skills, and keep them updated on
scientific and technological advancements (MoNE, 1999).
They also aim to develop individuals capable of using new
technologies and creating projects, and help students achieve
foreign language proficiency for scientific research and
technological developments.

School Campus and Facilities

The school where data were collected is designed to fulfill its
stated goals, resembling a small university with a large
campus. Located in a quiet area near the city center, it features
a small forest with animals and is surrounded by a peaceful
residential neighborhood. The campus is enclosed by a garden,
with a security booth at the entrance. The school buildings,
designed by the same architect of a prominent Turkish
university, include administrative offices, laboratories,
classrooms, a library, and staff facilities. The main building is
divided into six connected sections, with three entrances.
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Entering the school, visitors see announcements
highlighting student achievements, conferences, and activities.
Names of top graduates and various awards are displayed. The
central corridor is well-lit with large windows and serves as a
social area with plants, seating, and a giant chess set.
Billboards showcase student research, activities, and cultural
events. The corridor leads to a library with computers,
magazines, books, and meeting areas. Another corridor
connects to classrooms and laboratories, featuring scientific
information, historical figures, and a table tennis area. The
science laboratories, though somewhat old, are well-equipped,
including a student-made 3D printer.

Additionally, there are two dormitory buildings for male
and female students, a gym with various sports equipment, and
an outdoor basketball court. The school’s cultural center hosts
conferences on diverse topics. The campus also includes a
cafeteria, a music room with instruments, a canteen, and a
social facility for alumni and parent-teacher associations. Staff
lodgings are located near the gym. Overall, the campus is well-
maintained and clean.

School Operations and Student Life

The school employs teachers selected by the Ministry of
National Education (MoNE), who are experts in their fields
and experienced in science olympiads and project preparation.
During observations, some teachers expressed that the school
aims not only to prepare students for exams but also to equip
them with skills for conducting scientific research. Therefore,
in addition to the written curriculum, various activities and
materials are used.

The school's corporate image is emphasized; the
administration prepares informative posters for families and
openly displays the school's and students' achievements. The
school fosters a comfortable atmosphere with minimal strict
rules, relying on the students' awareness and success.
Generally, communication between students and teachers is
open and easy. However, some teachers and security personnel
expressed their idea that the students were given too much
freedom during observations.

The school provides opportunities for students to showcase
their work, such as science projects supervised by teachers and
presented in contests like those organized by TUBITAK.
Successful projects are rewarded by the alumni foundation.
The school participates in national and international science
Olympiads, with chosen students trained by teachers and

previous winners. The cultural center hosts seminars on
various topics, such as popular experiments, new technologies,
healthy nutrition, and sustainability. Design projects are
organized to encourage skills like problem-solving, teamwork,
and technical abilities as teachers expressed.

The school has a dormitory for 200 boys and a dormitory
for 200 girls. The dormitory rooms accommodate four people.
Dormitory life impacts students, fostering new friendships and
shared experiences. Student clubs, including science,
astronomy, theater, photography, folk dancing, music, and
chess clubs, are active. For example, the music club organizes
end-of-semester concerts, and the astronomy club arranges
telescope workshops. Students also attend sports competitions
and theater plays together. Lastly, the alumni foundation
actively improves school conditions, renews physical
infrastructure, provides seminars, supports Olympiad studies,
and serves as a consultative committee for scientific matters.

Participants

A purposive sampling method is used, selecting participants
who best exemplify the study's focus. Purposive sampling, as
described by Yin (2011), targets the most relevant and useful
data. Cresswell (2017) and Patton (2002) highlight its role in
providing in-depth understanding. The maximum variation
strategy, as Cresswell (2017) suggests, involves selecting
participants based on predetermined criteria, here, their
cultural capital. A 9"-grade class, comprising students from
diverse backgrounds, was chosen because they are new to the
school and likely rely on previous experiences to navigate the
new environment, showcasing cultural capital in action.
Meetings with school administration and teachers were
conducted to select the most representative sample and ensure
the data's relevance to the aspects being investigated, as
recommended by Berg (2001). Analyzing documents for four
9™-grade classes, one class of 32 students was chosen due to
its diverse student body. Consent forms were distributed, and
students provided information on indicators of their cultural
capital, family background, and exam results via demographic
forms. After analyzing the forms, 15 students were initially
selected. Observations over two days brought out two
additional students (P16 and P17) whose characteristics
differed from others. Thus, the study includes 17
participants—10 male and 7 female 9™-grade students.

Table 1. Participants and their parents’ educational background and occupations

Father’s Mother’s
P Sex Education Occupation Education Occupation
P1 Female University Veterinary Secondary School Housewife
P2 Male University Ex-National Intelligence Organization staff University Translator and interpreter
P3 Female University Army officer University Nurse
P4 Male University Lawyer High School Housewife
P5 Male High School Security guard High School Housewife
P6 Male Master’s degree Health officer Two-year degree Nurse
P7 Female High School Tradesman High School Housewife
P8 Male Master’s degree Public prosecutor University Civil servant
P9 Male University Doctor University Teacher
P10 Female Master’s degree Manager Master’s degree Civil servant
P11 Male University Civil servant University Civil servant
P12  Male University Sergeant major University Nurse
P13  Female University Gendarmerie Primary School Housewife
P14 Male Two-year degree Health officer High School Housewife
P15 Male University Teacher High School Housewife
P16 Female University Sergeant University Housewife
P17 Female University Trade University Technician
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Table 2. Participants’ academic performance, type of graduate school, living arrangements, and participated activities

Participant Exam Result School Type Accommodation Activities

P1 498 Private Boarder Volleyball, contests

P2 499 Private Extern Badminton

P3 498 Private Extern None

P4 500 Private Extern None

P5 497 Private Boarder English courses

P6 498 Private Boarder Chess contests

P7 497 Public Boarder Taekwondo

P8 499 Private Boarder Guitar, math contests
P9 498 Private Extern None

P10 497 Private Boarder Guitar, volleyball, chess
P11 498 Private Extern None

P12 497 Private Extern Basketball, chess

P13 498 Public Boarder Taekwondo

P14 497 Public Extern Product contest, volleyball
P15 498 Public Boarder None

P16 498 Private Extern None

P17 498 Private Extern Singing

Table 3. Owned cultural items, activities, and awards

Participant Books Daily Reading Free Time with Family Awards and Certificates
P1 200 1 hour Cinema Volleyball, knowledge, composition
P2 250 None Watching TV LEGO Robotic medal
P3 400 1 hour Cinema, theatre, walk Cambridge English
P4 500+ 45 minutes Watching TV None
P5 50 1 hour Having conversations English
P6 150 30 minutes Having conversations Chess
P7 120+ For hours Watching TV None
P8 300 Rarely Conversations, eating Math
P9 Does not know None Walk, chat, games None
P10 Does not know Rarely Planning travels None
P11 200 20 minutes Having conversations None
P12 200 30 minutes No specific activity Painting
P13 Does not know 30 minutes Shopping None
P14 60 30 minutes Picnics Product contest, volleyball
P15 100 30 minutes Reading, movies None
P16 40 30 minutes Picnic, eating, TV None
P17 100 1 hour Shopping, eating None
Table 4. Cultural engagement
Participant Cinema Theatre Owned Artistic Goods Avrtistic Engagement
P1 Twice a month Twice a month None Literature, theatre
P2 Twice a month Six times a year Guitar Pencil drawings
P3 Twice a month Twice a month None None
P4 Once a month None Paintings, guitar Music, theatre
P5 Four times a year None Paintings None
P6 Once a month Rarely None Art painting
P7 Rarely None Violin Violin, drawing
P8 Twice a month Rarely Reed flute Reed flute
P9 Twice a year None None None
P10 Twice a year None Guitar Music, theatre
P11 Twice a year Rarely None None
P12 Twice a year Twice a year None None
P13 Once a month Twice a year Violin and guitar Music
P14 Twice a month Once a year Paintings None
P15 None Rarely Baglama Music
P16 Twice a month Rarely Paintings Drawing
P17 Rarely None Violin, baglama Music

Table 1 provides

translators.

Table 2 provides an overview of the academic
living

performance, school

typex

information about
backgrounds of the participants. Most fathers and mothers are
university graduates. Fathers work in professions such as
military officers, doctors, teachers, and civil servants. Mothers
work as housewives, civil servants, nurses, teachers, and

arrangements,

the familial

and

extracurricular activities of the participants. Participants
mostly graduated from private schools, with exam results
ranging from 497 to 500. Accommodation types include
boarders and externs. Participants were involved in a variety
of activities such as volleyball, badminton, English courses,

chess contests, taekwondo, guitar, and singing.
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participants ranges from 40 to over 500. Daily reading habits
vary, with some participants reading for up to an hour, while
others do not read daily. Free time with family is spent in
various ways such as watching TV, having conversations, or
engaging in outdoor activities. Awards and certificates earned
include recognition in volleyball, English, chess, math, and
LEGO robotics, reflecting the interests and achievements
among the participants.

Table 4 illustrates the cultural engagement of participants,
including their frequency of attending cinema and theatre, as
well as their involvement in artistic activities. Participants
attend cinema ranging from rarely to twice a month, and
theatre from none to twice a month. Artistic goods owned
include items such as guitars, violins, paintings, and reed
flutes. Artistic engagement spans various activities like
literature, theatre, music, drawing, and painting.

Data Collection Tools

As Cresswell (2017) highlights, observation, interviews, and
documents are key instruments in qualitative research. For this
study, data were collected through interviews and observations
from October 2015 to March 2016. Data collection focused on
the students' first semester at the school, a critical period for
observing their adaptation strategies. Initial interviews with 17
students in October captured their prior experiences and
cultural capital characteristics, followed by 20 weeks of
classroom observations, one whole day in two weeks.
Observations were conducted using a schedule developed by
the researchers and reviewed by a professor experienced in
qualitative research together with an interview schedule. It
captured student interactions, role mechanisms, cultural
capital indicators, knowledge from lessons, and engagement.
Detailed notes described the setting, activities, and non-verbal
communication, aligning with the observation's purpose. A
stream of behavior method documented all events throughout
the school day. Descriptive notes formed the data's core, with
relevant researcher reflections recorded separately as
necessary. In March, follow-up interviews with the same
students provided insights into their experiences. To develop
the semi-structured interview forms, relevant literature was
reviewed. The forms included understandable, focused, open-
ended questions and sub-questions to ensure comprehensive
data collection such as “Can you provide examples of
situations where your experiences outside of school have
helped you in school?” or “What were your priorities when
making friends during your time here at this school?” To avoid
missing valuable data, sub-questions were included.
Observations were utilized in preparing the second set of
interview questions. Expert opinions were received by meeting
professors from the fields of sociology and educational
sciences. Four experts’ views were received to finalize the
forms.

Data Collection Procedure

With approvals from the Ethics Committee and MoNE, the
science high school with a diverse student body and minimal
differences in exam results was visited. After meeting with the
principal and obtaining permission, the administration and
teachers were consulted to select a suitable class, balancing
boarder and extern students from various cities. Introduced to
the class, a demographic form was distributed to gather
information on students' backgrounds, cultural capital, and
family information. Based on this, 15 students were selected.
In October, interviews began, meeting extern students during

lunch and free classes and boarders after school. Lessons were
observed, identifying two additional students with notable
participation, bringing the total to 17 participants. After
completing initial interviews, the school was visited biweekly
for 10 times for 20 weeks to observe the participants in the
classroom and school environment. To see how students
experienced the school life in a new setting, observations were
extended as long as possible. In March, follow-up interviews
with the same 17 students were conducted to understand their
experiences. Each interview with students lasted an average of
20 minutes for the first interviews and 30 minutes for the
second interviews. In some cases, interviews with extern
students were interrupted due to events they needed to attend
and were completed later. Apart from this, there were no
challenges encountered during the interviews.

Data Analysis

Content analysis was used for the interviews to provide insight
into the participants' characteristics at the beginning of the
semester when they were new to the environment. Final
interviews were also analyzed using content analysis to
understand the participants' experiences and thoughts.
Observation and field notes were examined to gain a broader
understanding of how participants' thoughts were reflected in
their practices. Data were organized, texts were read
thoroughly, notes were taken, and themes were developed
(Cresswell, 2017). Considering Miles and Huberman's (1994)
suggestions, broad coding was applied to assign codes to data
from observations and interviews, while memoing involved
making notes or markings as necessary. Pattern coding was
used to classify data and identify similarities and differences
in expressions, patterns, themes, and relationships. Distilling
and ordering helped separate and organize these patterns.
Testing summary  statements involved  expanding
generalizations that covered consistent data points, and finally,
developing propositions involved formulating these
generalizations into structured findings. MAXQDA was used
as the CASDAQ to organize data, take notes, and develop
themes.

Trustworthiness

Strategies such as prolonged engagement, triangulation, and
peer debriefing are suggested to ensure trustworthiness in
qualitative research (Ahmed, 2024). Prolonged engagement
involved spending twenty weeks intermittently with students
in their classes, fostering relationships and familiarity. This
approach allowed students to feel at ease sharing their feelings
during interviews and behaving naturally during classroom
observations. Triangulation was achieved by gathering data
through both interviews and observations to address potential
issues such as students expressing themselves in a desired
manner or observer bias affecting observations. Peer
debriefing was implemented throughout the study, from
developing forms to analyzing data, by holding meetings with
experts related to the hidden curriculum and cultural capital.
This aimed to ensure transparency and develop a well-rounded
perspective informed by various considerations. By employing
these strategies, the study aimed to reach findings that
accurately reflect the phenomena studied.

Limitations

The study was conducted as a case study with a limited number
of 9™-grade students from a science high school in Ankara,
Turkey, which may limit the transferability of the findings.
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Efforts were made to enhance transferability by providing a
detailed description of the context and participants. This
allows for the possibility of considering the findings in similar
settings after evaluating the context and participants.

The lack of studies on cultural capital in Turkey presented
a challenge in framing and operationalizing the concept. To
address this, other researchers were consulted, and Bourdieu’s
forms of cultural capital were aimed to be adapted to the
Turkish context. Participants’ explanations of their tastes,
dispositions, and experiences were considered to understand
their cultural capital. This approach aimed to capture the
essence of Bourdieu’s concept while considering contextual
differences, leading to indicators and emphases that might
differ from those in the French context.

Findings

In this section, the findings will be presented in a structured
manner to address the research questions mentioned in
sequence.

The Manifestation of Cultural
Participants

Capital Among the

The primary data source for examining the manifestation of
the participants’ cultural capital consisted of interviews
conducted with the participants at the beginning and end of the
term. The emerging themes included: tastes shaped by prior
experiences, interests, dispositions and impressions formed by
previous school experiences.

Tastes and Interests

Tastes shaped by prior experiences and interests were
addressed in interviews conducted both at the beginning and
the end of the term. The possible influences of these aspects
on school experiences, as well as the potential impacts of
school experiences on these tastes and interests, were
examined. The insights from participants revealed both the
advantages and lack of influence of these factors on their
school experiences. Some participants noted that their interests
and family support positively impacted their school life. For
instance, students with interests in astronomy, science,
reading, and discussions at home felt these helped them engage
better in school activities and discussions, contributing to their
self-esteem and comfort in new social environments.
Examples include P1, who joined an astronomy club at school
by her prior knowledge; P2, who benefited from watching
documentaries and exploring topics with their parents; and P7,
P8, and P10, who gained critical thinking skills from family
discussions.
“I am really interested in astronomy, and my family
supports this passion. When | found out there was an
astronomy club here, I was thrilled. Whenever there is a
discussion about astronomy, | can easily join in because |
am knowledgeable to a certain extent. | also enjoy reading,
which has improved my writing skills; all my teachers
commend me for this. | have confidence in my abilities in
literature, both reading and writing. Additionally, | follow
critiques for theatre, cinema, and concerts, which makes
people listen to me when | share my thoughts. These
aspects help me.” (P1)
“I have been interested in science since I was a child. 1
watch a lot of documentaries on various subjects, including
history, although I do not remember much from those, just
general knowledge. However, documentaries on

astronomy, physics, and math are more memorable and
beneficial for me.” (P2)
“I come from a big family with four sisters. My mother
loves reading and would often read aloud to us. Instead of
wasting time at home, we talked about books or watched
movies together and discussed them. | believe these
activities improved my interpretation and critical thinking
skills.” (P7)

“My father is a public prosecutor, and my elder sister

studies law. They often discuss various issues at home,

which has been beneficial for me. | learn about my social
environment, understand why certain laws are made, and
how they relate to me, which makes me feel confident. |

know what to do when I face problems.” (P§8)

“My parents are avid readers, and we frequently discussed

books, which helped me a lot in school.” (P10)

On the other hand, some participants felt their tastes and
prior experiences had no significant influence on their school
success. They attributed their achievements to their interest in
school activities and hard work. For example, P4 believed that
only hard work mattered, while P11, and P17 did not see any
significant influence from their family background or
experiences.

“I had no difficulties at school, but it is because of my

interest in courses. There is no case | can say | could be

comfortable without working on courses.” (P4)

“I cannot say I had such advantages. My family is not such

a family, for example it is not a family interested in science

or something like that... I cannot say there are such

effects.” (P11)

“For example, I am not a person who likes reading much,

that is why I think I am not good at language and literature.

I don’t think my life at home and school are so interrelated.

If I am successful at school, that is only because of my

paying attention to the lectures, there are no other factors

affecting it.” (P17)

In the initial interviews, these aspects provided insights
into the participants’ cultural capital. The second interviews
revealed no significant changes in the indicators of students'
cultural capital. By the end of the term, participants had
experienced new social and cultural opportunities at their new
school. In this context, the participants engaged in various
activities, both within and outside the school.

When students were asked about the activities that they
participated in throughout the term in the second interviews,
the findings showed that P1 participated in the school's
volleyball team, science Olympiads, and watched theatre
plays. She also wrote stories as a hobby. P2 attended school
conferences, went to the theatre and cinema with his mother,
took archery courses, and learned to play the guitar. PS5 was
also in the volleyball team and participated in theatre visits but
was not interested in the arts. P7 joined the volleyball team,
started learning the violin, and developed her drawing skills.
P8 took part in computer and physics Olympiads, school visits,
and guitar courses. P11 participated in football tournaments,
worked on Olympiads, and was a member of the chess club but
did not engage in the arts. P12 was involved in an Erasmus
Project, Olympiads, scientific activities, volleyball
tournaments, and theatre visits. P14 attended school
conferences, and P15 participated in school experiments.

Other participants, like P3, P6, P10, P13, and P15 spent
time with friends playing games or going outside the campus.
Boarder students mainly spent time on campus, developing
strategies to utilize school facilities, while extern students like
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P9 and P17 spent time at home or felt there were no activities
organized at school. Overall, the interviews revealed varied
engagement in activities and reading habits, reflecting
differences in participants’ tastes, interests, and cultural
capital. Some actively participated in school and external
activities, while others focused more on their coursework.

Dispositions

The concept of capital often suggests tangible assets, but
cultural capital includes embodied states such as attitudes or
dispositions. Initial interviews provided insights into
participants’ cultural capital, revealing varied dispositions.
Some participants exhibited high self-esteem and comfort in
social and school settings. For example, P1, P8 and P14
expressed confidence and ease in participating in activities.

“I enjoy talking and always like to finish what I start.

Leadership is a strong aspect of my personality. People

value my advice, and empathy is important to me.” (P1)

“l am a direct person and don’t hesitate to share my

thoughts. Whether at school or with my family, | express

my ideas easily. | want a large circle of friends and enjoy
communicating with everyone.” (P8)

“I have been class president seven times, and I am the class

president here again. | like being a leader and have

confidence in myself. I am straightforward and address
problems directly.” (P14)

Conversely, other participants, like P5, P6, P9, P10, P13,
and P15, shared difficulties due to shyness, stress, or lack of
self-confidence, which hindered their participation in social
environments.

“People often tell me that I come across as distant. [ have

always tried to overcome this, but it seems I haven't been

successful. I think it’s because I am shy and do not feel
comfortable around people.” (P5)

“In terms of communication, I think I am a quiet person. [

feel stressed about the possibility of failure, which puts

pressure on me.” (P6)

“I am a bit shy and might have trouble expressing myself

in front of others.” (P9)

“I tend to feel guilty easily. I worry that others might

accuse me of being at fault, and | cannot explain my side.

My mother has always taken care of most things for me,

which might be why I lack self-confidence. | usually go

along with others and do not express different ideas.”

(P10)

“I get stressed easily and know I have self-confidence

issues. Even when | achieve something, I still cannot trust

myself.” (P13)

“I am a shy person. For example, I could not directly

communicate with others. From 1st to 5th grade, | was

quite passive, which is why I don 't like taking responsibility
and have not participated in many activities until now.”

(P15)

In the initial interviews, participants demonstrated a range
of attitudes that influenced their experiences and relationships.
Participants like P1, P2, P4, P7, P8, P14, P16, and P17
exhibited high self-esteem and comfort in social interactions.
Others, such as P5, P6, P9, P10, P13, and P15, described
difficulties due to shyness or lack of self-confidence.
Participants like P3, P11, and P12 showed adaptability without
feeling particularly out of place.

In the final interviews, similar questions were asked to
understand how their dispositions affected their experiences.
P1 maintained that her ability to express ideas and empathize

with others helped her form relationships. P2 highlighted his
strong character and helpful nature in overcoming problems
and supporting friends. P3 mentioned her ability to understand
context and react appropriately, which helped her adapt. P4
emphasized the importance of being direct and serious, which
gained him respect.

P5 continued to struggle with shyness, especially in
interactions with female peers, while P6 described his
tendency to avoid unnecessary stress and speak only when
necessary. P7 persisted in her curiosity and determination,
which benefited her learning experience. P8 remained
straightforward and expressive, breaking some school
customs. P9 faced challenges due to his accent but tried to
integrate socially.

P10, who initially had trouble expressing herself, showed
some improvement but still lacked full self-confidence. P11
preferred to remain silent and conduct his own research rather
than ask questions. P12 highlighted his calm demeanor and
love for learning, which helped him socially and academically.
P13 struggled with stress despite her achievements. P14
enjoyed being social and making others happy, while P15
found it difficult to engage socially and express himself.

P16, accustomed to changing schools, found it easy to talk
about her ideas and problems but felt unreciprocated care from
others. P17, dissatisfied with the school’s social environment,
described herself as outspoken and sometimes aggressive,
valuing the ability to communicate effectively.

Previous School Experiences

Participants’ prior school experiences provide insights into the
values they attach to school, revealing aspects of their cultural
capital. Positive experiences often involved academic
achievements. For example, P1 was happy with the highest
grades, P4 with receiving multiple plaques, and P8 with top
scores and math Olympiad medals. These experiences
highlight a culture of success and appreciation for academic
accomplishments.

However, some students also valued non-academic
experiences. P2 cherished joining the badminton team after a
basketball injury, P7 appreciated teachers who understood her
hyperactivity, and P11 enjoyed winning a football tournament.
P3, P10, and P16 valued social and environmental aspects of
their schools.

Negative experiences varied. P1 experienced bullying but
resolved it legally, P2 had to quit basketball due to an injury,
and P3 was affected by formal school relationships. Many
participants, like P6 and P7, faced issues with school
administration or teacher misunderstandings. P9, P12, and P17
had problems with teachers’ instruction techniques and rude
behavior, while P10 faced ideological conflicts in a religious
school environment. Several students, including P8, P13, and
P15, found it challenging to adapt to new environments due to
school changes. P16 was frustrated by the lower academic
levels of her peers.

Observations on Student Behavior Profile

To address the second research question, “What specific
characteristics and patterns emerge in the school experiences
of the participants?”, the behavior profiles of the participants
were examined through observations. Those with interest and
attitudes valued in the school environment, such as being
proactive and social, took on more active roles and participated
more in classroom interactions. Conversely, students without
these traits preferred more passive roles, focusing on academic
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matters and participating only when necessary. Some students
ignored certain routines, like speaking without permission or
moving around during class, while others adhered to
nonexistent rules, such as staying in class during free periods.

P1 demonstrated a proactive and engaged attitude in the
classroom, actively participating and taking initiative in
various tasks. She assisted teachers, i.e. by starting the smart
board, distributing exam papers, and fetching absent students.
P1 also actively contributed to classroom discussions, often
responding to questions without hesitation and comfortably
sharing her ideas with both teachers and classmates. Her
willingness to engage and take responsibility was recognized
and valued by her teachers.

P2 was generally a quiet student who observed classroom
interactions attentively and spoke thoughtfully when he chose
to engage. He participated actively in English class, benefiting
from his fluency due to his mother's profession as a translator.
P2 displayed knowledge across subjects, including
sophisticated discussions on Nietzsche, and used the smart
board confidently. Although reserved, he was prepared to
contribute meaningfully, viewing the classroom as a space to
fulfill necessary tasks effectively.

P3 was an engaged student who actively followed lectures
and took notes. She typically spoke in class when answering
questions and conversed with P7 about lecture-related topics.
P3 communicated confidently with teachers, focusing
discussions strictly on the subject. Known for her loud
intonation, she freely socialized during class, primarily
discussing academic topics, demonstrating a focus on
understanding the material thoroughly.

P4 maintained a personal distance from teachers and peers
but was comfortable discussing course-related issues. He
actively participated in academic groups, including the school
council, and was involved in class activities, often bringing
resources like documentaries related to the curriculum. P4
frequently used the smart board and interacted with teachers
during and after class to address his queries. Although he opted
out of physical education activities to study, he expressed a
strong affinity for school, preferring to spend quality time
there even post-exams.

P5, typically reserved and quiet, spent most of his time
seated during classes and breaks, often engaged with his
mobile phone or sitting silently. He participated minimally,
usually sharing answers quietly with close peers like P16, and
spoke aloud only when directly questioned by teachers,
providing brief and clear responses. P5, along with P15, were
the only ones who stood when teachers entered the room.
When classes were unexpectedly canceled, he chose to stay in
the classroom, reading a book and then waiting for the break
time bell.

P6 was a notably attentive student who silently observed
classroom interactions and frequently nodded in agreement
during lectures. He was particularly engaged in biology, a
subject he was passionate about and where the teacher
affectionately referred to him as "my son who likes
biochemistry." Although curious, P6 rarely participated
actively and mostly communicated with his peer, P5,
discussing questions related to their coursework. Like P5, he
chose to remain in the classroom during canceled sessions,
quietly waiting for the bell.

P7, known humorously as "the last time bender" by her
math teacher due to her frequent questions, actively engaged
in classroom activities and openly expressed her thoughts. She
often commented on the pace of lectures, took notes diligently,

and socialized comfortably with peers like P3, P9, and P11.
Unlike others, P7 felt at ease asking questions without raising
her hand and used her free time for studying, drawing, playing
games, or listening to music.

P8 frequently rested his head on his desk during class,
either napping or playing games on his tablet, yet actively
socialized with friends during breaks. In class, he
unhesitatingly responded to questions even when seemingly
disengaged, often earning praise such as "well done" from
teachers. Unlike his peers, P8 often sat cross-legged and
interacted directly with teachers, including querying a lower-
than-expected exam grade, displaying a casual demeanor that
eschewed conventional classroom norms.

Initially sociable, P9 became more reserved over time,
often studying alone. He showed active participation in math
but appeared disinterested in other subjects, frequently
questioning how activities would affect his grades. His
interactions mainly focused on academic performance, and he
exhibited signs of low self-confidence, especially when
hesitant to present group work despite its success.

P10 was notably proactive in her class participation, often
answering questions and commenting without waiting for
teacher permission, contrasting with the more reserved
behavior of her peers. Initially solitary, she became more
socially engaged over time, developing polite interactions with
classmates, such as asking permission to use an empty chair.
Like P7, P10 actively intervened in lectures to clarify her
understanding, demonstrating a strong focus on the course
content and a confident approach to classroom interactions.

P11, while academically successful, was generally passive
during classes, only participating when directly questioned by
teachers. His responses were quiet and somewhat introverted,
often standing when speaking despite no such requirement.
However, he engaged actively with peers like P2, P7, P8, and
P9, discussing course-related topics and collaborating on
problem-solving. P11 was notably more active in religious
culture and moral knowledge classes, leveraging his
knowledge of religion and Persian language to contribute
effectively, demonstrating an ability to seek assistance from
friends or teachers when needed.

P12 was an attentive student who consistently focused on
the teacher's lectures, often taking notes and solving problems
during class. Positioned at the front, he engaged minimally,
speaking only when raising his hand for permission to
contribute. While he occasionally collaborated with a peer to
solve problems, P12 primarily observed and listened. Despite
his interest and participation, he sometimes struggled to
articulate his thoughts, as seen when he could not complete a
statement, which another student then expressed,
acknowledging “I meant the same thing, but I could not
explain it.”.

P13 was an attentive student who engaged deeply with
lectures and took meticulous notes, but her participation
extended beyond academics. She actively socialized with
classmates during and between classes, discussing not only
course-related topics but also engaging in daily conversations
and humor. P13 also showed empathy, comforting friends in
distress. She interacted confidently with teachers, once
challenging a teacher's decision not to review a missed topic
due to a school-organized event, showing advocacy for herself
and her peers. Additionally, in literature classes, she
contributed her self-acquired knowledge, earning praise from
her teacher.
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As class president, P14 displayed an active and influential
role within the classroom. He facilitated administrative tasks
like counting students for attendance and setting up the smart
board, often interacting closely and confidently with both
teachers and peers. He maintained a casual rapport with
teachers, humorously commenting on courses, and actively
engaged with all classmates, though he seldom participated
deeply in academic activities. Instead, P14 often moved
around the room, initiating various discussions. During
canceled classes, he suggested leisure activities, balancing his
academic responsibilities with enjoying his school experience.

P15 was described as “like mafia” by P17 not for being
intimidating but due to his silent, observant nature. He mostly
kept to himself, sitting quietly, either studying or observing
during classes and breaks. He followed lessons attentively but
spoke only when called upon, standing out by always standing
when teachers entered, a gesture of respect not commonly
shared by his peers. P15 struggled at times to verbally express
his thoughts, often using gestures to compensate. He stayed in
school even after exams, valuing the environment.

P16 was notably the most energetic student in her class,
frequently seen walking around during class and talking to
friends, displaying difficulty in maintaining focus on lectures.
She openly communicated with teachers, at times expressing
her concerns about the pace of coursework. Despite active
participation, P16 often voiced dissatisfaction with her
academic performance, labeling herself as one of the least
successful students. She struggled with the pressure of
constant studying, lamenting the lack of enjoyment in the
present due to future-focused education. Her interest in
painting was overshadowed by her academic commitments,
leading to feelings of guilt when not studying.

P17 was the most outspoken student in her class, actively
engaging and frequently asking questions without waiting for
permission, often engaging directly with teachers. She was
acutely aware of classroom dynamics, occasionally using
humor to challenge them, such as questioning a teacher's use
of laboratory equipment or responding sarcastically to a
teacher’s query about attentiveness. P17 was highly social,
easily conversing with peers, though sometimes her frankness
led to confrontations. She voiced concerns about the intense
study culture, feeling it encroached on leisure time. Despite
this, she respected school rules, exemplified by her request to
leave the classroom at a break bell during an ongoing lesson.

Participants’ Interpretation of School Life Within the
Context of The Hidden Curriculum

Besides the aspects presented, the study also aimed to
investigate the hidden curriculum as perceived and
experienced by the participants in the school where the data
were collected. The school provided various opportunities for
students, sometimes highlighting them clearly and other times
not. To understand how students recognized or overlooked
these opportunities, both functionalist and Neo-Marxist
perspectives were considered during data collection and
analysis. Additionally, students brought pre-existing thoughts
related to their cultural capital that influenced their
interpretation of hidden curriculum. In this context, when
examining the participants’ interpretations of the hidden
curriculum to answer the third research question, five themes
emerged. These include the use of equipment and resources
and physical spaces at the school, the perceived image of the
school, participation processes, and relationships with
teachers.

Use of Equipment and Resources

The use of equipment and resources at the school was explored
to understand how students’ cultural capital influenced their
engagement with these resources. The school provided
numerous physical resources, but there was no direct guidance
on their use. This led to a disparity where students who
actively used these resources benefited, while others did not.

Participants like P1, P2, P4, P8, P11, and P14 used the
smart board effectively. P1, the only female participant who
used it, was interested in technology and took initiative. P2
noted that social factors influenced the use of such facilities,
with some students feeling shy. P4 mentioned having no fear
of breaking the equipment, which made him comfortable using
it.

“Some of our friends feel shy and prefer to stay in the

background when we gather around the smart board. But

we try to use the facilities to quickly find answers to our
questions before we forget them.” (P2)

“I am not worried about breaking the smart board because

it can always be reset. This makes me comfortable using it,

and teachers often ask me to set it up for them.” (P4)

In contrast, participants like P7, P9, and P12 saw no value
in using the smart board, citing reasons like frequent
breakdowns or lack of interest.

“I think the smart board is unnecessary. It always breaks

down, and I do not see any purpose in using it.” (P7)

The use of other equipment varied as well. P5, P6, and P8
used sports materials frequently due to their interest in sports.
P7, P8, and P13 used musical instruments in the music room
to develop their skills. However, participants mentioned that
laboratory equipment should be used only under teacher
supervision, limiting their use, while P1 expressed they were
somewhat available for student use.

“I think we are limited in using the laboratories. We can

only go there during biology class and at the teacher’s

initiative. There are laboratories available, but no one uses
them.” (P10)

“Some teachers take us to the labs, which students can use

to a certain extent. While we cannot perform experiments

on our own, we can still utilize the equipment. Students
preparing for olympiads typically use the labs.” (P1)

Use of Physical Spaces at The School

The study investigated how participants used the numerous
physical spaces available at their school. The class,
characterized as hardworking, saw some students choosing to
stay in the classroom during breaks to study. Reasons varied:
P2 felt comfortable in his classroom spot, P4 did not want to
risk being marked absent, and P6 had no alternative activities.
P9 realized he rarely left the classroom, while P10 and P13 felt
compelled to study due to the class’s academic atmosphere.
P11 was unsure why he stayed, and P15 found breaks too short
to be productive.
“Ultimately, it is still a class. That’s why I do not leave the
classroom. The teacher might come in and take attendance.
Some friends leave in such cases, but I stay.” (P4)
“I would prefer to go outside if I had something to do, but
since I do not, I stay in the classroom during breaks.” (P6)
“I have realized that I have not left the classroom at all. 1
do not really go outside. | noticed this when you asked.
Sometimes | go to the dormitory after school, but I mostly
stay in the classroom. I have only just realized it now.”

(P9)
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In contrast, P8, P14, and P16 used breaks to relax or
socialize. P8 frequently left the classroom to visit others, P14
took regular breaks, and P16 stepped out to cool off and chat
with friends.

“I think I am the student who leaves the classroom the

most. There is a very serious study atmosphere, and people

study even during breaks. | do not support this. | leave the
classroom, visit other classes, and talk to people.” (P8)

“Sometimes it gets so hot in the classroom. Even if no one

joins me, I still leave the class. When there is no teacher, |

go out, meet friends, and chat with them.” (P16)

During classes, participants had different attitudes towards
moving around. P3, P7, P14, and P16 felt comfortable doing
so, with P16 needing to move due to her energetic nature.
Others, like P4, P12, and P15, preferred to stay seated, with P4
believing it was disruptive to the teacher.

“I am a very energetic person. Even when I sit, I at least

shake my foot. Sitting still is difficult for me, and 1 do not

see any problem with moving around during class.” (P16)

“In my view, it is not a good idea. If [ were the teacher and

someone moved around the classroom to talk to a friend or

for any other reason, it would be distracting. |1 would
expect everyone to sit and listen.” (P4)

The library was regularly used only by P12 for its
quietness. The gym was popular among participants,
particularly P1, P2, P8, P11, P12, and P14. P4 used the social
facility for conferences. P3 and P17 often stayed by a warm
radiator in the corridor, with P17 feeling uncomfortable due to
senior students dominating many spaces.

The Perceived Image of The School

Participants’ perceptions of the school encompassed six main
topics: scientific events, socialization, discipline, physical
conditions, quality education, and school customs.

Most participants were satisfied with the school’s
conditions. P1 effectively used the school’s facilities and was
happy there. P2, P4, P12, and P15 appreciated the scientific
opportunities provided, like conferences by researchers. P7
and others praised the social environment for its tolerance and
respect, though P17 felt it was a waste of time compared to
outside activities.

“Fortunately, the school administration brings in

researchers from various universities to give us

conferences. These are beneficial for us since we want to
pursue careers in these fields in the future.” (P2)

“Everyone here has a certain level of tolerance. People

listen to each other’s ideas, even if they do not agree. They

are patient and willing to listen.” (P7)

“I am really bored here. I feel like I am wasting my time.

There are so many things to do and people to meet outside

of school. I could be exploring new places and meeting new

people, but instead, I am just sitting here, wasting time.”’

(P17)

Participants had mixed opinions about the physical
conditions. P5 appreciated the green campus and quiet
environment, while others, like P6 and P8, criticized the
dormitories and isolation from the city. P10 highlighted issues
with the school’s infrastructure and resource allocation.

“I have no complaints about the physical conditions of my

school. Sure, it is a bit old, but | do not mind. It has a green

campus and its own forest. | like that we can walk around
and escape the city’s noise.” (P5)

“Firstly, our classroom should not be in the basement. I do

not think the school’s physical conditions are adequate. 1

believe the administration is not fully utilizing its financial

resources. There are photocopy machines here, but

teachers ask extern students to make copies. Is there no
toner available?” (P10)

Discipline was another area of interest. Participants like
P11 noted the lack of strict rules compared to previous schools,
which he saw as a positive aspect. The security staff, however,
viewed this as a cause of discipline problems.

“Compared to my old school, where there were many rules

and teachers closely monitored us, this place is much more

relaxed.” (P11)

Quality education was generally praised by participants
such as P4, P5, and P9, who felt the school provided excellent
teaching. In contrast, P10 and P13 had concerns about
insufficient use of facilities and a curriculum that was too
technical and lacked practical elements.

“It is like we are the top students in Turkey, and they are

the best teachers.” (P5)

“When I met the teachers and saw their teaching methods,

1 thought to myself, ‘[ am in the right place.’” (P9)

School customs, developed over decades, were another
aspect of the hidden curriculum. While P13 enjoyed these
traditions, P8 and P17 felt they sometimes limited their access
to facilities in advantage of senior students.

“There is a strong culture here that has been developed

over time. I enjoy being part of it and living it.” (P13)

Participation Processes

Some participants, like P1, P2, and P14, were highly active and
engaged in various activities. P1 expressed her desire to
participate and share her thoughts actively. P2 focused on
positive experiences and stayed active in events that promoted
personal development. P17 participated only when events
directly affected her, feeling otherwise overlooked by the
teachers.

“I try to participate in as many activities as possible and

express my thoughts openly. If I believe in something, I

stand by it. I strive not to be passive.” (P1)

“I do not like constantly talking about problems. When

friends complain, I usually do not join in. However, if there

are opportunities for growth, | try to be active and engage
with others to hear their perspectives.” (P2)

“The school mainly belongs to the extern students since

they live here. I do not really care... I feel that teachers

often do not even know our names. But when there is an
issue that affects me, I make sure to voice my reaction.”

(P17)

Participants like P3, P10, and P16 initiated social activities
and encouraged others to join. P3 described herself as the one
who often suggested and organized activities. Conversely, P4,
P7, and P9 prioritized academic pursuits, with P4 stating that
he was most active in course-related activities.

“My participation is mostly related to academic subjects. I

ask questions, discuss topics, and share my research. It is

mainly about those things.” (P4)

P8 and P14 were more concerned with addressing issues
within the school, often engaging with the administration to
improve school conditions. P8 was content with his grades and
more interested in projects that could enhance the school
environment.

“I am average in all my courses and content with my

grades. | do not focus too much on them. | believe I am

doing well enough. | am more interested in projects that
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improve the school, and | often share my ideas, which my

friends usually support.” (P8)

The last group included participants like P5, P6, P11, P12,
P13, and P15, who were reluctant to participate in social
processes and focused primarily on passing their courses. P11,
for example, participated in activities only when a teacher was
involved, showing little interest in peer-led discussions.

“Discussions do not really interest me, so [ tend to avoid

them. If there is a teacher present, | might participate, but

I generally do not engage in discussions among friends.

They do not concern me much.” (P11)

Relationships with Teachers

Participants developed varied relationships with their teachers,
influenced by their perceptions of teachers’ roles. Some saw
teachers primarily as authority figures who delivered lectures,
while others sought more personal connections or felt
comfortable providing feedback.

Participants like P6, P8, P9, P11, P12, P16, and P17
maintained distant relationships, viewing teachers mainly as
authority figures responsible for instruction. P11 respected
teachers for their role in grading, and P17 felt it was sufficient
for teachers to teach well without needing a personal
connection. P12 simply wanted teachers to be polite without
seeking friendship. P16 desired closer relationships but felt the
current teachers were less friendly than her previous ones.

“In the end, they are superior to me, and they determine

the grades. Naturally, I have respect for them.” (P11)

“I do not mind having good relationships with teachers.

For me, it is enough that they teach well. It does not matter

if we are close or not.” (P17)

“As long as they are not rude, I think there is no need to be

friends. Being polite is enough.” (P12)

Participants like P5, P14, and P15 respected teachers for
their success and contributions to the school. P5 believed the
school had the best teachers, and P15 felt that understanding
and respecting teachers enhanced his appreciation of the
school.

“This is the best school in Turkey, and they have the best

teachers. | am aware of that, and | keep it in mind in my

relationships with them.” (P5)

“Teachers are what make this school. The better 1

understand and acknowledge them, the more | appreciate

the school.” (P15)

Participants such as P2, P3, P4, and P13 described their
relationships with teachers as neutral but positive. They felt
respected and supported by their teachers and believed that
these good relationships were mutual. P3, for instance,
believed that teachers liked and understood him, fostering a
positive rapport.

“As teachers, they deserve respect. But I think we have

developed good relationships. | believe they like me, and |

like them. Or at least, | think they do. They act with an
understanding and their behavior towards me is positive.”

(P3)

P7 and P10 viewed their relationships with teachers as
friendships. P10 felt close to most of his teachers,
acknowledging that while not all were equally friendly, the
majority were approachable.

“In general, I think the main type of relationship with

teachers is friendship. Of course, there are a few who are

not as close, but that is normal. Overall, | feel close to
them.” (P10)

P1 felt comfortable enough to criticize teachers, when
necessary, especially in math classes. She recounted instances
where she corrected teachers’ mistakes, leading to arguments
but ultimately improving understanding. Despite potential
conflicts, P1 insisted on voicing her beliefs, shaping her
relationships with teachers.

“Especially in math classes, teachers sometimes make
mistakes. It is normal, anyone can make errors. When | try
to correct them, they do not always believe me. We
sometimes argue about it, and it stresses me out. | do not
want to be disrespectful, but when they realize the mistake,
they correct it.” (P1)

Discussion

Itis discussed that cultural capital impacts school experiences,
a finding consistent with this study (Lamont & Lareau, 1988;
Tan et al., 2019). Students with tastes and interests aligned
with school activities adapted more easily and felt comfortable
in the new environment. These students demonstrated
communication skills, critical thinking, and effective language
use, which helped them meet school expectations. This
observation aligns with the idea of that students need to learn
certain aspects of school life to navigate it successfully
(Dueggeli et al., 2021; Jackson, 1966).

Conversely, students lacking these tastes and interests
viewed school primarily as a place to complete tasks and move
on. Participants in the study fell into three categories: those
who benefited from their tastes and experiences, those who
developed strategies to meet expectations despite lacking
initial advantages, and those who struggled due to a mismatch
between their cultural capital and the school’s culture. This
categorization supports DiMaggio’s (1982) assertion that
cultural capital can confer advantages in educational settings
and Lamont et al.’s (2014) findings on the role of cultural
capital in schooling.

Bourdieu (1984) suggests a relation between social
positions and dispositions, implying that dispositions can
explain how individuals are positioned within a social setting
and how their experiences vary. Participants with social
dispositions (i.e. talkative, self-confident) developed better
relationships and enjoyed school opportunities. These students
exhibited linguistic competence aligning with Bernstein’s
(2000) idea of the correspondence between language use and
social environment dynamics. In contrast, students who
described themselves as distant, silent, or shy, or who
experienced fear and stress, faced limitations due to their
cultural capital, reflecting Lamont and Small’s (2008) concept
of symbolic boundaries.

The study revealed that students often connected school
experiences with success, particularly academic achievements.
Most participants recalled rewards and good exam results as
their positive memories, indicating an emphasis on success in
their social environments. This observation aligns with Cerit’s
(2006) discussion on the potential dangers of centering
educational experiences solely on academic achievements
which might limit broader knowledge acquisition.

Observations and final interviews showed that most
participants maintained their initial attitudes throughout the
study. Only four participants changed their perceptions. One
participant felt embarrassed about his accent, highlighting
Bernstein’s (2000) and Bourdieu’s (1984) discussions on the
impact of language use on social inclusion. Two extern
students found the school lacking in social interactions, and
one participant developed better self-expression skills,
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demonstrating the influence of school opportunities on
personal development.

To explore the hidden curriculum in the school where data
was collected, the setting was described in the method part.
The school, aligned with the missions for science high schools,
aimed to enhance learning opportunities through its physical
and social environment, reflecting a functionalist approach.
This approach aims to help students acquire specific norms,
values, and skills (Cotton et al., 2013; Cubukgu, 2012; Kiss et
al., 2013; Skelton, 1997; Winter & Cotton, 2012), encouraging
research abilities and scientific development (MoNE, 1999).
However, the hidden curriculum includes ‘“unofficial
expectations,” “unintended learning outcomes,” or “implicit
messages,” and is also “created by the students” (Portelli,
1993). The study found that students’ creation and learning
from nonacademic experiences varied according to their
cultural capital (Yiksel, 2002).

Students’ perceptions of the hidden curriculum were
grouped into five themes: equipment and resources, use of
physical spaces, image of the school, participation processes,
and relationships with teachers. Differences in interacting with
school equipment were observed; some students used the
equipment comfortably and confidently, while others avoided
it due to fear of breaking it or seeing it as unnecessary.
Familiarity with such materials and how to use them
influenced these behaviors, with students’ tastes and
dispositions supporting effective use of opportunities (Arun,
2014).

In terms of physical space, some students preferred staying
in the classroom, influenced by the intense studying
environment. Some students left the classroom to socialize,
while others stayed due to a lack of alternative activities. These
behaviors reflected how students perceived their social
surroundings and created implicit rules (Lamont & Small,
2008; Lynch, 1989). The varied use of space indicated that
students with tastes and perceptions aligned with the school
environment explored more than those who viewed school as
merely a place to complete tasks.

The perceived image of the school also provided insights
into the hidden curriculum. While the school’s mission aimed
to prepare students for scientific careers, most participants
viewed the institution primarily as a place to study and prepare
for exams, rather than as an institution aimed at nurturing
scientists, which is the intended purpose of science high
schools (MoNE, 1999). Students emphasized academic goals
and social aspects in their descriptions of the school,
suggesting that the primary focus for most students is on exam
preparation rather than on fostering scientific research and
development. This reflects a discrepancy between the schools’
objectives and the students’ perceptions.

The findings also indicated a difference in the experiences
of boarder students compared to extern students. Extern
students generally felt disconnected from the school
environment. They often described the school as a place where
they were required to study to achieve success. This sense of
alienation suggests that extern students might feel like
outsiders within the school setting, creating a hidden
curriculum that negatively impacts their experience.

In contrast, boarder students often had more positive
perceptions of the school. They viewed it as a supportive
environment that reminded them of home, where they received
care and could build meaningful relationships. Only one
boarder student expressed a negative view, which indicates a

broader acceptance and comfort within the school
environment among boarder students.

Regarding participation, despite similar environments and
interactions, students showed varying levels of involvement.
Most engaged in course-related activities, but some took active
roles in decision-making and problem-solving, reflecting
strategies to cope with complications and create a comforting
hidden curriculum (Snyder, 1971; Rose, 1990).

Relationships with teachers also varied, with students
perceiving teachers as authorities, experts, friends, or simply
as professionals doing their job. These perceptions influenced
how students interacted with teachers and positioned
themselves within the school. Students who saw teachers as
authorities tended to follow instructions, while those viewing
teachers as experts sought to benefit from their knowledge.
Friendlier relationships allowed students to communicate
openly, while viewing teachers as professionals led to neutral,
task-focused interactions. One participant noted that teachers
could make mistakes, which allowed her to discuss errors
comfortably.

In conclusion, the study found that students’ cultural
capital and perceptions of the hidden curriculum changed their
practices and experiences in school. These perceptions shaped
how they interacted with the school’s social and material
opportunities, highlighting the impact of cultural capital on
their school experiences.

Implications

The findings of the study highlight several implications related
to cultural capital, hidden curriculum, boarding schools, and
science high schools. First, cultural capital plays a significant
role in students’ experiences. The study reveals that students
whose habitus and cultural capital do not align with the
school’s social environment may feel exclusion, leading to
inertia. This issue was emphasized by Bourdieu and Passeron
(1990), who discussed the difference between implicit and
explicit pedagogy, noting that the legitimate way to develop
habitus and cultural capital is through familiarity with the
context rather than strategic inculcation. Yang (2014) adds that
explicit pedagogy is also crucial, as students need to develop a
habitus that addresses expected norms. Educators, particularly
teachers, need to create inclusive strategies to accommodate
these students, balancing reason and context without ignoring
students’ realities.

Secondly, the hidden curriculum affects how students
engage with school resources and relationships. Equal
opportunities in social and material aspects do not guarantee
equal access. The study found that students used equipment,
physical spaces, and developed relationships with teachers
differently, with some being active participants and others
showing inertia. To foster active participation, educators need
to encourage students to engage with school dynamics beyond
academic goals, promoting active involvement over passive
reception.

Thirdly, the study reveals differences between boarder and
extern students’ experiences. Boarder students may feel a
sense of belonging, while extern students may feel isolated,
leading them to avoid using facilities and participating in
activities. This supports the argument that boarding schools
need to develop an inclusive culture for extern students.
Informing families about school activities and increasing the
number of such events can encourage extern students to
participate more meaningfully.
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Fourthly, science high schools are not mainly perceived as
institutions for developing scientific research abilities among
the participants, despite this being their intended purpose
(MoNE, 1999). Instead, the students have described the school
as having excellent academic opportunities and good teachers
for exam preparation. This might be attributed to the students
having recently completed the high school entrance exam.
Considering that the participants are 9th-grade students, it is
possible that their approaches may change over time as they
become more immersed in the school culture. At this point,
studies examining the perceptions of science high school
students about these types of schools could contribute to the
literature.

As the reader might have noticed, the data in this study
dates to 2016. It is discussed that neo-conservative policies in
Turkey have led to the emergence of a dual education system
in the educational practices, one with a religious orientation
and the other secular (Giiven, 2019). Considering the founding
purposes of science high schools (MoNE, 1999), these schools
can be seen as significant institutions in a country where
studies indicate that the nature of science is not adequately
understood in formal education (Ak¢ay & Tiirkmen, 2023;
Kaya & Erduran, 2016). When examining studies on these
institutions in Turkey conducted after the data collection
process for this study, it is seen that these schools are
associated with high expectations, being successful schools,
admitting students through exams, emphasizing student
success, and valuing students' opinions (Giirer, 2022).
Furthermore, there are studies indicating that these schools
also provide social capital for their teachers in addition to their
students (Polatcan, 2017). However, it is seen that aspects such
as the hidden curriculum, school culture, and operational
processes of these schools have not been sufficiently studied.
After the completion of data collection for this study, Salci's
(2021) study stands out as a work that addresses these
dimensions, but it focuses on project Anatolian Imam Hatip
high schools with science programs. Additionally, Koyuncu
and Ugar's (2024) study similarly conducted an investigation
into the hidden curriculum at Anatolian Imam Hatip high
schools.

Considering the meta-synthesis conducted by Oztiirk and
Tagpinar (2021), it highlights that hidden curriculum relates to
how teachers establish relationships with their students, what
is reproduced in students' experiences, the impact of these
choices on instilling various values, attitudes, and skills, how
these choices shape students' behaviors, how class and school
management are conducted, and how this creates a particular
school culture related to the school's physical, content,
regulatory, and implementation aspects. In this context, as the
study shows, addressing the hidden curriculum in science high
schools by considering the cultural capital of the students
entering these environments can contribute to changing the
students' experiences in ways that align more closely with the
institution's objectives and provide a more equitable approach.

As a final point, as discussed in the limitations part, there
are insufficient studies in Turkey to provide a comprehensive
perspective on what constitutes the content of cultural capital.
Therefore, more studies are needed that consider the
demographics of households, parents, and children, along with
the historical and sociological aspects of the term in the
Turkish context. This highlights the importance of
understanding the unique dynamics in Turkey and developing
tools to investigate related issues effectively.
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Makale Bilgileri Oz: Teknolojinin gelisimiyle birlikte dijitale evrilen 6grenme-6gretme siiregleri ve egitim ydntem ve tekniklerinde
. g . kullamlan ve siklikla talep edilen egitim teknolojilerindeki yenilikler egitim diinyasinda genis yer bulmaktadir.
Gelis Tarihi (R d Dat
elis Tarihi (Received Date) Teknolojinin igine dogmus olan ve 6nceki kusaklardan ciddi boyutlarda farklilik gosteren yeni nesil alfa kusagi 6grenciler
08.02.2024 ve egitimleri giiniimiiz egitim diinyasin1 en ¢ok ilgilendiren konular arasindadir. Bu sebeple bu arastirmada

o ogretmenlerin; alfa kusagi, dijital 6grenciler, egitim teknolojileri ve &grenmenin gelecegi hakkindaki gorisleri

Kabul Tarihi (Accepted Date) incelenmistir. Fenomenoloji yaklasimiyla yuriitilen bu calismada kartopu ornekleme yontemi kullanilmistir. On
27.08.2024 Ogretmenle arastirmacilar tarafindan gelistirilen yari-yapilandirilmis gériisme formu kullanilarak derinlemesine
goriismeler yapilmis, elde edilen veriler Maxqda20 programi kullanilarak igerik analizi yontemiyle analiz edilmistir.

Yapilan analiz neticesinde “alfa kusag1”, “6gretmenlerin teknoloji algis1”, “gelecegin 6grenmesi” temalari elde edilmistir.

Bu temalara ait kategori ve kodlar incelendiginde; 6gretmenlerin 6grencileri 6zgiir, sorgulayici, 6zgiivenli, dijital okur-

yazar olmak gibi olumlu 6zelliklerin yani sira, dikkatsiz, haz odakli ve disipline direngli olarak tanmimladigi ortaya

*Sorumlu Yazar

Serpil Deniz cikmustir. Ogretmenler alfa kusag1 dgrencilerin birincil ihtiyaglarinin iyi bir aile iletisimi, sosyallik, ilgi ve dengeli yasam
oldugunu vurgulamislardir. Katilimcilar teknolojiyi bilgiye kolay erisim, etkili ve kalict 6grenme, zengin igerik gibi
denizserpil02@gmail.com ozelliklerinden dolayr faydali bulurken, dikkat eksikligi ve bagimlilik gibi sakincalart oldugunu ifade etmistir.

Ogretmenlerin egitimin gelecegi hakkinda beklentilerinin ise kontrollii bir dijitallesmeyle birlikte, dogal ortamlarin da
ise kosuldugu, giincel ve kalic1 6gretim programlarina sahip, esnek bir egitim ortami oldugu ortaya ¢ikmustir.

Anahtar Kelimeler: Alfa kusagi, 6gretmenler, dijital 6grenci, egitim teknolojileri, 6grenmenin gelecegi, fenomenoloji

Abstract: Innovations in educational technologies, which are used and frequently demanded in learning-teaching
processes and academic methods and techniques that have evolved into digital with the development of technology, find
a wide place in the world of education. In addition, the new generation, alpha generation students and their education
who are born to technology, differ significantly from previous generations, also comes to the fore. Since educational
technologies are used to provide an effective learning-teaching process, this research examined teachers' perspectives on
the general characteristics and primary needs of alpha-generation students, the qualifications that teachers should possess
to address students' needs, the advantages and disadvantages of the technology used, future learning, and teachers'
expectations for the future. In this study, conducted with a phenomenology approach, in-depth interviews were conducted
with ten teachers determined by snowball sampling method, using a semi-structured interview form developed by the
researchers, and the data obtained were analyzed by content analysis method using Maxqda20 software. As a result of
the analysis, the themes of “alpha generation”, “teachers’ perception of technology” and “future learning” were obtained.
When the categories and codes of these themes were analyzed, teachers defined students as inattentive, pleasure-oriented,
and resistant to discipline in addition to positive characteristics such as being free, inquisitive, self-confident, and digitally
literate. Teachers emphasized that the primary needs of alpha generation students are reading, good family
communication, sociability, interest, and a balanced life. While the participants found the technology useful due to its
features such as easy access to information, effective and permanent learning, and rich content, they stated that it has
drawbacks such as attention deficit, addiction, and health problems. It has been revealed that teachers’ expectations about
the future of education are a flexible educational environment with controlled digitalization, natural environments,
interdisciplinary learning, low-class sizes, and up-to-date and permanent teaching programs.

Keywords: Alpha generation, teachers, digital student, education technologies, the future of learning, phenomenology
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Giris kusagindan sonraki kusagm ismi ile ilgili bir anket
diizenlenmis ve se¢enekler arasindan Yunan alfabesinin de ilk
harfi olan “ALFA” ismi en ¢ok tercih edilen isim olmustur.
Her ne kadar isimler net bir sekilde degisse de kusaklar
arasinda dogal olarak ¢ok keskin ayrimlar bulunmamaktadir.
Nitekim pozitivist paradigma temelinde sosyoloji biliminin
kurucusu olan Auguste Comte (1798-1857) kusak
degisimlerinin tarihsel siire¢ i¢indeki hareketler oldugunu
belirtmis ve toplumsal ilerlemenin ancak bir kusagn
devamindaki sonraki kusaga aktaracag: bilgi ve deneyimle
saglanabilecegini savunmustur (Ciigen, 2012). Dolayisiyla
alfa kusagi, Z kusagindan tamamen bagimsiz degildir ve
toplumsal olarak Z kusagindan izler tasidig1 gibi Z kusaginin
teknoloji okuryazarligini, teknoloji kullanma becerilerini alan

21. yiizy1l diinyasinda toplumsal, kiiltiirel, sosyal, ekonomik
ve Ozellikle teknolojik ve dijital alanlarda takibi zor, hizli ve
karmagik  gelismeler  yasanmaktadir.  Teknoloji  ve
makinelesmenin ekseninde ortaya ¢ikan degisimler ve
gelismelerin bireylerin yasamlar1 {izerindeki etkisi Onceki
donemlere gore artmakta ve biitiinsel bir doniisiim kendini
gostermektedir. Bu siireglerin dogal ¢iktis1 olarak yeni nesil
internet, yeni nesil bilgisayarlar ve yeni nesil bireyler ¢cagin
esas aktorleri olarak nitelendirilir. Yeni nesil bireyler 2013 yili
ve sonrasinda ve tamami yirmi birinci ylizyilda dogan ilk
kusak olma 6zelligi tastyan alfa kusagidir. Avustralya’da 2015
yilinda demografi uzmant Mark McCrindle tarafindan Z

* Bu caligma International EduCongress2023/ 20-23 Eyliil 2023 tarihinde Ankara Universitesi’nde sozlii bildiri olarak sunulmustur.
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ve ondan daha ileri seviyeye tasiyan bir kusak olma
ozelligindedir. Yapilan arastirmalar ve konu uzmanlarinin
ifadeleriyle Alfa kusaginin Onceki kusaklara goére sinir
tanimayan, diislincelerini ifade etmekten ¢ekinmeyen,
geleneksel giic, otorite ve hiyerarsi yapilarmi tanimayan
bireyler oldugu vurgulanmaktadir (Barkowitz, 2016; Furia,
2015; Jha, 2020; McCrindle & Fell, 2020; Ramadlani &
Wibisono, 2017). Yeni bir baslangicin semboli olarak
betimlenen bu nesil (Yal¢in Kayik¢r & Bozkurt, 2018; Nagy
& Kolesey, 2017) direkt olarak dijital diinyada ve internet
doneminde diinyaya gelmistir. Ayrica teknolojik iletisim
cagmin ilk dijital diinya neslidirler (Ismailoglu & Yilmaz,
2019). McCaskey, alfa neslini “simdiye kadarki en resmi
egitimli nesil, gelisimi en ¢ok teknoloji ile saglanan nesil ve
bugiine kadarki diinyanin en zengin nesli” olarak
betimlemektedir (Williams, 2015).

Giliniimiiz anlayisindan farkli olarak yetismesi beklenen
alfa kusagi, ders caligma ortaminin rahat olmasini, yeni
robotlar yapmayi, yapay zekayi, yiksek hizda 6grenmeyi,
rastgele web baglantilar1 yapmay1 ve internetten bilgiye hizli
bir sekilde erismeyi tercih etmektedir. Giinlik hayatlarinin her
asamasinda dijital diinyanin var olusu en hissedilir 6zellikleri
olarak kendini gostermektedir. Kurallara uymak, simirlar
dahilinde harekete mecbur edilmek alfa kusagi i¢in son derece
stkict bulunmaktadir.  Oyun oynarken, ders c¢aligirken,
ogrenirken evde, okulda, bulunduklart her mekanda kurallarin
disina ¢ikmak, verilenin Gtesini talep etmek, dijital diinyaya
erisi beceriyle biitiin meraklarini aninda gidermeye alismis bu
nesil kendilerine sunulanin ¢ok daha fazlasimi talep etme
egilimi gostermektedirler. Alfa kusagi hakkinda incelemelerde
bulunan arastirmacilar geleneksel egitim anlayislarinin bu yeni
neslin entelektiiel, sosyal ve psikolojik yoniinii yeterince
destekleyemeyecegini diisiinmektedirler (Bennett vd., 2008;
Oblinger & Oblinger, 2005). Toplumun en 6nemli ve en temel
yapt tasi olan egitim ve egitimi veren kurumlarm giliniin
sartlarina gore egitim programlarint giincellemeleri ve dijital
devrime uyum saglamalar1 egitimin gelecegi igin gerekli
goriilmektedir. Tapscott (2009), 6zellikle teknolojik bilgiden
yoksun Ogretmenlerin alfa kusagi ile ciddi sorunlar
yasayacagmi disiinmektedir. Degisimin degismez bir kural
oldugu ve sadece gegmise veya bugiine bakanlarin gelecegi
kagiracagi asikardir. Bu nedenle alfa kusaginin bireysel ve
toplumsal degerlerden uzaklasmamasi amaciyla egitim
kurumlarinin bazi tedbirler almasi gerekir (Kog¢ Akran, 2018).
Bu tedbirler alimirken yapilacak yenilik ve degisimlerin,
stirecin tam olarak igerisindeki 6gretmenlerin, ebeveynlerin ve
ogrencilerin fikirlerine bagvurularak yapilmast Snemlidir.
Ciinkii onlar, yapilmasi planlanan degisikliklerin uygulayicisi
ve muhatabidirlar. Bu kisilere 0Oncelikle yeniliklerin
benimsetilmesi ve beceri gerektiren davranislarin onceden
kazandirilmast gerekir. Dolayisiyla dijital ¢agin gereklerine
uygun olarak egitimcilerin teknolojiyi yogun bir sekilde
kullanabilmesi, en asgari bilgisayar1 bilen ve kullanabilen
bireyler olmasi zorunludur. Giiniimiiz diinyasinda yapay
zekanin ve sanal gercekliklerin 6ne ¢iktig1 teknoloji ¢aginda,
Tirkiye’de  de  egitimde  dijitallesmenin  artirilmasi
beklenmektedir. Cagimizin dijital Ogrencileri olan alfa
kusagmin ihtiyaglarina cevap verecek sekilde dijital egitim
materyalleri, icerikleri ve ortamlarinin olusturulmasi
gerekmektedir.

Geleneksel egitim anlayismin  giiniimiiz  teknolojik
imkanlarindan maksimum seviyede faydalanilacak sekilde
glinlimiiz dijital devrine uyarlanmas1 ve alfa kusagina yeterli
seviyede tatmin edici ve dikkat cekici gelmeyen igeriklerin

giincellenmesi ve teknolojiyle biitlinlestirilmesi
gerekmektedir. Khan’a (2016) gore, dijital degisimlerle
beraber geleneksel yontemler degisen gereksinimlerimiz igin
artik uygun degil ve 6ziinde ‘pasiflik’ barmdirmakta, nitekim
dijitalligin 6n planda oldugu giiniimiizde bilginin ‘aktif* olarak
Ogrenilmesi biiyiikk Oonem tasimaktadir. Dijital ¢ag olarak
isimlendirilen bu dénemde bireyler, teknoloji destekli egitim
almak zorundadir. Aksi takdirde verilen egitimler bu kusaga
hitap edemeyecektir. Tiim bu bilesenler yeni teknolojilerin
Ogrenci, Ogretmen ve Ogrenme ortamlarini etkiledigi
goriilmektedir. Caligkan’a (2015) gore, egitim mekanlart,
materyalleri ve metotlar1 teknolojik agidan dontistiirmekte,
hem diinyada hem de Tiirkiye’de ¢esitli uygulamalarla
teknolojik egitim ortamlar1 tasarlanmaktadir. Elbette ki egitim
ortamlarinin, materyallerinin teknolojiye gore diizenlenmesi
yeterli degildir. Egitimin bag aktdrlerinden O6gretmenlerin
oncelikle teknoloji okuryazari olmasi, onu kullanma bilgi ve
becerisine, daha sonra teknolojiyi derslere nasil entegre
edebilecegi bilgisine sahip olmasi gerekmektedir. Ayrica
Ogretmenlerin teknolojiyi kullanarak 6grenme ortamlarimi
daha iglevsel ve motive edici hale getirmeleri beklenmektedir.
Bozkurt (2020) etkili, verimli ve giidiileyici bir dgrenme
Ogretme siirecinin tasarlanmasinin sadece teknolojik aletler ve
yaklagimlarla iligkili degil, siirecin paydasi olan 6gretmen,
Ogrenci ve ailelerin de dijital yetkinlik, beceri ve dijital
okuryazarliklariyla ilgili oldugunu ifade etmistir. Egitim
sisteminin teknolojiyi Kkullanabilen bireyler yetistirmesi
beklenmektedir. Sistem de ayni islevi ogretmenlerden
beklemektedir. Bu beklenti sadece teknoloji kullanimini
Ogretmeyi degil onlar1 ayn1 zamanda 6gretim etkinliklerinde
kullanmay1 da kapsamaktadir (Ciire & Ozdener, 2008). Buna
gore egitimcilerin dijital ¢agin ¢alisma anlayisina onciiliik
eden, dijital vatandasin sorumluluklarini bilen, okul iginde
veya diginda mesleki gelisim ve liderlik faaliyetlerine katilan,
yirmi birinci yiizy1l becerilerini sergileyen bireyler olmasi
beklenmektedir (Simsek ve Yazar, 2016).

Arastirmanin Onemi ve Amaci

Dijjital ~ diinya,  egitimcilerin  teknolojiyi ~ &gretim
uygulamalarina entegre etmesi ig¢in yeni yollar bulmasini
gerektirmektedir ~ (Berguerand, 2021). Bu  sebeple
arastirmacilar, alfa kusagina uygun 6grenme igeriklerinin ve
ortamlarmin diizenlenmesi gerektigini vurgulamaktadirlar
(Ramadlani & Wibisono, 2017). Bunun igin ise aile, okul,
6gretmen ve alan uzmanlart gibi egitimin paydaglariin ortak
hareket etmesi 6nemlidir (Kog Akran, 2018). Egitimin mimar1
ve esas miihendisi olarak derin 6neme sahip &gretmenlerin
belirtilen paydaslar arasindaki rolii, digerlerine gore daha
fazladir. Literatiirde alfa kusag iizerine yapilan arastirmalarda
Ogretmenlerin yeni nesil hakkinda yeterli bilgiye sahip
olmadigini belirten aragtirmalara rastlanmistir (Jha, 2020;
Reis, 2018). Dolayisiyla alan yazinda alfa kusaginin 6grenme
ihtiyaclari1 ve egitimde dijital doniistimlerini destekleyici
calismalara ihtiya¢ oldugu goriilmektedir. Bu ihtiyag
cercevesinde, Ogretmenlerin alfa kusaginin ihtiyaglarimi
anlama ve bu ihtiyaglara cevap verme yeterliligini destekleme
ihtiyaci ortaya ¢ikmistir. Her giin biraz daha karmagik ve ¢ok
boyutlu bir hale gelen teknoloji devriminin egitime getirdigi
yenilikleri, stnirliliklar1 ve sakincalariyla birlikte ele alip etkili
bir 6grenme-06gretme siireci yiiriitmede egitim teknolojilerinin
sahadaki islevsel uygulamalar1 ve sonuglartyla ilgili 6gretmen
deneyimleri hakkinda bilimsel veriler sunmak gerekli
goriilmiistiir. Bu nedenle bu ¢aligma 6gretmenlerin goziinden,
alfa kusag dijital 6grencilerin egitim ve 6gretiminde yaganan
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gelisimleri, kullanilan egitim teknolojilerinin evirildigi son
durumu ele almaktadir. Ogrenmenin gelecegi hakkinda
Ogretmenlerin  degerlendirmelerini,  Ongoriilerini  ve
endiselerini betimlemeyi amaclayan ve katilimcilarin
deneyimlerinin 06ziinii kesfetmek, “neyi”, “nasil” tecriibe
ettikleriyle ilgili biitiinciil bir betimleme yapmak amaciyla
asagidaki alt problemlere cevaplar aranmistir:

Ogretmenlerin;
i. Alfa kusag1 6grencilerin genel 6zellikleri ve birincil
ihtiyaglari,
ii. Ogrenci ihtiyaclarma cevap verebilmesi igin

ogretmenlerin sahip olmasi1 gereken nitelikler,

iii.  Etkili bir 6grenme-6gretme siireci sunmak igin
kullanilan egitim teknolojileri,

iv. Kullanilan teknolojinin sakincalar1 ve faydalari,

V. Gelecegin Ogrenmesi ve gelecekten beklentileri
hakkindaki goriisleri nelerdir?

Yontem

Egitimin aktif ve en etkili paydasi olan 6gretmenlerin yeni
nesil Ogrencilerin ihtiyaglarina yonelik sahada kullanilan
egitim teknolojileri ve gelecegin 6grenmesine dair biligsel ve
duyussal cevaplarmin degerlendirilecegi bu ¢alismada nitel
aragtirma yontemlerinden geleneksel-betimleyici-tanimlayict
fenomenoloji deseni (Husserl modeli) kullanilmistir ve bu
desende transandantal fenomenoloji temel alinmigtir. Edmund
Husserl’in (1859-1938) modelinin odak noktas1 ve bizim de bu
calismada bu modeli se¢gmemizin Onemli sebebi olan
deneyimleri ortaya ¢ikarmak ve tanimlamak, varliklar,
nesneleri veya  goriingiileri  (fenomenleri) anlamaya
odaklanmaktir. Tiire'ye (2023) gore Husserl, fenomenoloji
kavramini bir diigiince yaklasimi olarak gérmenin yani sira,
gergeklige biling yoluyla ulasilan bilimsel bir ¢aba olarak
gormektedir. Bunu yaparken de bireysel deneyimleri
parantezleme yoluyla anlamaya odaklanir. Moustakas (1994),
parantezlemeyi arastirmacinin onyargilari, bilgi veya gilinliik
inanglarii kasitli olarak kaldirmasi olarak ifade etmektedir.

Katihmcilar

Katilimeilar belirlenirken nitel aragtirma paradigmasina uygun
olarak amagli 6rnekleme yontemlerinden kartopu drnekleme
yontemi kullanilmistir. Kartopu 6rnekleme ulasilmasi kolay
olmayan, Ornekleme girmeye uygun olan kisilerin
saptanamadigr durumlarda kullanigh bir tekniktir (Patton,
2005). Fenomenolojik aragtirmalarda katilimcilar
belirlenirken arastirilan fenomeni tecriibe etmis, s6z konusu
fenomen ile alakali deneyimleri olan Ogelere ihtiyag
duyulmaktadir (Creswell, 2013; Rubin & Babbie, 2016). Bu
arastirmada kartopu Ornekleme yonteminin kullanilmasinin
sebebi, arastirma sonucunda zengin veri elde edebilmek
amaciyla egitim teknolojilerini sinifinda aktif kullanan, alfa
kusag1 oOgrencilere sahip, dijital okuryazar ve iiretken bir

Ogretmen anahtar kisi olarak secilmis, bu kisinin
yonlendirmesiyle ayni Olciitlere uygun diger katilimcilara
ulastlmistir. Arastirmacilar icin belirlenen olgiitlere uygun
katilimc1 bulmak kolay gibi goriinse de iiretken, yenilikei,
dijital okuryazar ve c¢aligmaya katilamaya goniilli
O0gretmenlere ulasmak kolay olmamigtir. Bu sorun da
arastirmacilar i¢in yeni bir bulgu olarak bulgular kisminda
belirtilmistir.
Nitel caligmalarda oncelikli amag biiyiikk grup genellemeleri
yapmaktan ziyade arastirmanin amaglarimi kargilayabilecek,
detayli ve derin veri elde edilecek 6rneklemin belirlenmesi
oldugundan (Coyne, 1997), bu arastirmada on &gretmenle
gorligmeler yapilmistir. Goriismeye katilan 6gretmenlerin
demografik ve mesleki bilgileri Tablo 1’ de gdsterilmistir.
Tablo 1’de de goriildiigii gibi katilimcilarin en az 9 yillik
bir mesleki kideme sahiptir. 9 ve 25 yil arasinda kideme sahip
Ogretmenlerin alfa kusag1 ve bir dnceki kusak olan Z kusagi
arasindaki farklar1 gézlemlemis olmalar1 agisindan 6nemlidir.
Katilimeilarin deneyimli 6gretmenlerden segilmesi alfa kusagi
ve Oncesindeki (Z kusagi) kusagi taniyan, ikisi arasindaki
benzerlik ve farkliliklari tecriibe etmis 6gretmenler olmasi
aragtirmanin bulgularina gegerlik ve giivenilir kazandirmistir.
Yine Tablo 1’de goriildiigii gibi kadin ve erkek esit sayida
olmak tizere toplam on 6gretmenden olusmaktadir. Kadin
Ogretmenlerin biri bagdégretmen, iici uzman Sgretmen, bir
tanesi de Ogretmen itinvanhdir. Erkek ogretmenlerin ise
tamami uzman Ogretmenlerden olusmaktadir. Katilimeilar
Gaziantep ili merkez Sahinbey ve Sehitkamil il¢elerinde gorev
yapmaktadirlar. Ogretmenlerin ~ ¢ogunlugu  ilkokul
kademesinde, geriye kalanlar ise ortaokul kademesinde gorev
yapmaktadir. Katilimeilarin  hepsinin = siniflarinda en az
etkilesimli tahta ve internet erisimi bulunmaktadir. Ayrica
kartopu Ornekleme yontemine uygun olarak hepsi alfa
kusagini okutan, derslerinde dijital kaynaklardan yararlanan,
yenilik¢i ve aragtirmaya katilmaya goniillii kisilerdir.

Arastirmacilar

Aragtirmacilardan biri Egitim Programlar1 ve Ogretim
alaninda doktora yapmaktadir. Egitimde teknoloji kullanimi
konusunda  ¢aligmaktadir.  Diger  arastirmaci  Sinif
Ogretmenligi  alaninda  doktorasmm1  siirdiirmektedir.
Aragtirmacilar Milli Egitim Bakanligi biinyesinde aktif bir
sekilde uzman Ogretmen olarak c¢alismaktadirlar. Uzun
yillardir G6gretmenlik yapan arastirmacilar 6grencilerdeki
kusaktan  kusaga yasanan  degisimleri ve  egitim
teknolojilerindeki gelisimi bizzat tecriibe etmis egitimcilerdir.
Her iki arastirmaci da nitel arastirma yontemleri {izerine ve
Ogretmenlerle ¢aligma deneyimine sahiplerdir. Bu c¢aligmada
arastirmacilar kendi deneyimlerini parantez igine alarak,
arastirilan olguya degil tamamen katilimcilarin olguyla ilgili
yasantilarina odaklanmiglardir. Arastirmacilar arastirmanin
her asamasinda ayn1 tutumla hareket etmislerdir.

Tablo 1.Katilimer 6gretmenlerin demografik ve mesleki bilgileri

Katilimei kodlari Unvan Yas Cinsiyet Kidem Kademe
01 Uzman Ogretmen 38 Kadin 17 Ilkokul
02 Uzman Ogretmen 38 Kadin 17 Ortaokul
03 Uzman Ogretmen 44 Erkek 18 {lkokul
04 Uzman Ogretmen 45 Erkek 20 {lkokul
05 Uzman Ogretmen 34 Erkek 12 {lkokul
06 Uzman Ogretmen 47 Erkek 21 Tlkokul
07 Uzman Ogretmen 39 Kadin 17 Ilkokul
08 Ogretmen 31 Kadin 9 Ilkokul
09 Basogretmen 46 Kadin 25 Ilkokul
010 Uzman Ogretmen 37 Erkek 14 Ortaokul
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Veri Toplama Araci

Yari-yapilandirilmig gériigme formlari nitel aragtirmalarda en
sik kullanilan tekniktir (Patten & Newhart, 2018) ve goriisme
esnasinda katilimcmin  deneyimlerini  biitiinlik  icinde
paylasmasina imkan verir (Tomaszewski, Zarestky &
Gonzales, 2020). Aragtirmada veri toplama araci olarak
aragtirmacilar tarafindan olusturulmus “Kisisel bilgi formu” ve
“Yari-yapilandirilmis goriisme formu” kullanilmistir. Sorular
hazirlanmadan once ilgili literatiir taranmig, c¢aligmanin
felsefesine  uygun  sorular arastirmacilar  tarafindan
olusturulmustur. Ogretmenlerin Alfa kusagi 6grencilerle ve
egitim  teknolojileriyle  ilgili  deneyimlerini  ortaya
cikarabilecek sorular hazirlanmistir. Ogretmenlerin okul
icinde ve derslerde Ogrencileriyle iliskileri, Ogretmen
nitelikleri, avantajlari ve sakincalariyla kullanilan egitim
teknolojileri ve egitimin gelecegi hakkinda beklentilerine
odaklanilmistir. Olusturulan taslak goriisme formu iki alan
uzmaniin goriisii alindiktan sonra son seklini almugtir. iki
Ogretmenle yapilan pilot goriismeden sonra iki soru benzer
oldugu i¢in elenmis ve goriisme sorulart son halini almistir.
Ihtiyag duyulan yerlerde sonda sorular da kullanilarak
katilimeilarin ~ deneyimlerinin ~ 6ziinii  ortaya ¢ikarmak
hedeflenmistir.

Verilerin Analizi ve Coziimlenmesi

Husserl, aragtirma sorusunun olusturulmasindan bulgularin
analizine ve sentezlenmesine kadar caligmanin her yoniinii
etkilemektedir. Tanimlayici/betimleyici (Husserl)
fenomenolojide oldugu gibi bu ¢alismada da aragtirmacilar,
arastirilan fenomeni kendi yorumlamalari ile degil, yalnizca
katilimeilarin agiklamalariyla ele almaktadir. Kendi kisisel
goriis, anlayis ve Onyargilarini paranteze alarak bir kenara
birakmaktadir (Groenewald, 2004; Moustakas, 1994).
Caligmada elde edilen veriler Maxqda20 programi kullanilarak
betimsel analiz yontemiyle analiz edilmistir. Betimsel analiz,
cesitli veri toplama teknikleriyle olusturulan verilerin 6nceden
belirlenmis temalara gore 6zetlenmesini ve yorumlanmasini
igeren bir nitel veri analizi tiiriidiir (Yildirim & Simsek, 2008).
Bu fenomenolojik veri analizinin ilk asamasinda veriler
hazirlanir ve Strauss ve Corbin’in (1990) “genel bir gerceve
icerisinde yapilan kodlama” tiiriinde kodlamalar yapilir. Bu tiir
kodlamada, verileri analiz etmeden 6nce genel bir kavramsal
yapt olusturulabilir. Bu yapiya gore de kodlamalar yapilir.
Aragtrmanin  ¢éziimlemesi iki kodlama doéngiisiinden
olugsmaktadir. Bunlar Saldafia’nin (2013) smiflandirmasina
gbre sirasiyla biitiinciil ve eksensel kodlamadir. Ilk déngii
kodlamada kesfedici yontemlerden biitiinciil kodlama
kullanilmistir. Gorligme sorulart iizerinden her bir biiyiik veri
birimine kodlamalar gerceklestirilmistir. Ikinci déngii
kodlama siirecinde ise eksensel kodlama gergeklestirilmistir.
Birinci dongii kodlama sorucunda olusan biyiik veri
gruplarmm i¢inde yer alan kodlar ile eksensel kodlama
yapilmigtir.  Yapilan analizler neticesinde elde edilen
kodlardan eksensel kodlama ile kategorilere ulagilmigtir. Bu
kodlama tiirlerinin segilmesinde betimsel analiz yapilmasi
etkili olmustur. Aragtirmacilar ¢calismanin analizini ayr1 ayri
yapmiglar ve farkli alan uzmanin da goriislerini alarak ortak
sonuglara ulasmiglardir. Kodlayicilar arasindaki goriis birligi
Miles & Huberman (1994) formiiliine gore %92 ile %95
araliginda belirlenmistir. Bu analizler neticesinde 3 tema ve bu
temalarla iliskili sekiz kategori ve bu kategorilere bagh ¢ok
sayida kod elde edilmistir. Ayrica katilimer goriislerinden
dogrudan almtilar yapilmis ve hangi almtinin hangi

katilimciya ait oldugu agikca belirtilmistir. Bunun igin
ogretmenlere O1, 02,....010 ile baslayan kodlar verilmistir.
Elde edilen veriler gorsellestirilmis ve bulgular boliimiinde yer
almistir.

Aktarilabilirlik,
Edilebilirlik ve Etik

inandincibk,  Tutarlihk,  Teyit

Bu arastirmanin gegerlik ve giivenirligini arttirmak amaciyla
verilerin kodlanmasindan raporlanmasina kadar her adim
detayli bir sekilde betimlenmis ve bulgular kisminda dogrudan
katilimcilarin goriiglerine yer verilmistir (Merriam, 2013).
Dogrudan alintilar ile aragtirmacilarin 6n yargilarindan uzak
kalarak aragtirmayr yaptiklar1 ve bu sekildecaligmanin
onaylanabilirligi  saglanmaya calisildigi  gosterilmistir.
Arastirmanin i¢ gecerliginin saglanabilmesi i¢in ¢aligmanin
inandirici, dis gecerligin saglanabilmesi i¢in ise ¢alismanin
aktarilabilir  olmast  amactyla  birtakim  calismalar
gerceklestirilmistir. Bir arastirmada aktarilabilirlik, bulgularin
aralarindaki temel baz1 benzerlikler nedeniyle bagka
baglamlarda ve katilimcilarla diger durumlara ne Olglide
uygulanabilecegi ve genellestirilebilecegi ile ilgilidir (Lincoln
& Guba, 1985; Merriam, 2009; Miles vd., 2014). Miilakatlara
baslamadan 6nce arastirmaci ve katilimer arasinda empatik ve
giivene dayali iligki tesisi i¢in tanigma ve sohbetlere yer
verilerek samimi bir atmosfer yaratilmaya calisilmigtir. Bu
atmosfer ortaminda katilimcilarin aragtirma sorularina daha
rahat cevap vermelerine imkan saglanarak i¢ gegerlik kanitlari
elde edilmistir. Arastirmada veriler analiz edilirken de veriler
toplanmadan dnce ayrmtili olarak tanimlanmis olan kuramsal
cerceveye bagli kalinmistir. Bu durum da i¢ giivenirlige yani
inandiriciliga katki saglamaktadir (Baltaci, 2017; Baxter ve
Jack, 2008; Creswell, 2002; Silverman, 2016).

Arastirmada nitel verilerin analizinde kullanilan betimsel
analizin giivenirligi kodlama, kategori ve temalara ve bunlar
arasindaki iligkilerin dogru ifade edilmesine baglidir. Creswell
(2013), ayrmtili betimlemenin yaninda, kavram, kod ve
temalara ulasarak sonuglarin giivenirligi artirtlabilecegini
ifade etmektedir. Bu aragtirmada giivenirligi saglamak admna
kodlama islemi tamamlandiktan sonra katilimer teyidi alinmis
ve aragtirmacilarin goriisleri alinmigtir (Yildirim & Simsek,
2008). Elde edilen veriler iki arastirmaci tarafindan kodlanarak
farkli bir alan uzmani tarafindan kontrol edilmistir. Bulgular
gesitli gorsellerle sunularak ¢aligmanin  giivenilirligini
artirmak  amaglanmigtir.  Caligmanimn  aktarilabilirligini
saglamak i¢in amagli 6rnekleme ile secilen arastirma grubu
ayrmtili olarak ¢alisma grubu bagligi altinda agiklanmistir.

Aragtirma etigini saglamak icin katilimecilarla yapilan
goriigmelerde, katilimcilara zarar vermeme, 6zel hayatlarina,
ozerkliklerine saygi duyma ve mahremiyetlerini koruma
hususlarina  bilhassa dikkat edilmistir. ~Arastirmacilar
tarafindan katilimeilarin  gizliligi kod adlari kullanilarak
saglanmig, arastirma Oncesi etik kurul ve kurumsal izinler
almmugtir. Aragtirma; goriisme Oncesi katilimcilardan imzali
onam formu alinarak, aragtirmaya goniillii katilan
ogretmenlerle gerceklestirilmistir.

Bulgular

Aragtirmanin bu béliimiinde alt problemlere cevap verebilmek
amactyla elde edilen verilerin uygun istatistiksel yontemle
analizi sonucunda ortaya ¢ikan bulgulara yer verilmistir. Alt
problemlere iliskin “Alfa Kusagi, Ogretmenlerin Teknoloji
Algist ve Gelecegin Ogrenmesi” baslikli ii¢ tema ve bu
temalara bagli sekiz kategori ile bu kategorilerle iliskili ¢ok
sayida kod elde edilmistir. Elde edilen tema, kategori ve kodlar
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gorseller araciligiyla asagida sunulmustur. Buna gore
aragtirmanin alt problemlerine iliskin bulgular asagida ayri
bagliklar halinde sunulmustur.

Alfa Kusag Temasi Altinda Elde Edilen Bulgular

Alfa Kusag Ogrencilerinin Genel Ozellikleri ve Birincil
Ihtiyaclar1 Uzerine Goriisler

Aragtirmanin birinci alt probleminde, katilime1 6gretmenlerin
alfa kusagini nasil betimledikleri ve bu kusagin birincil
ihtiyaclart tespit edilmeye calisilmistir. Bu baglamda Sekil
1’de goriilecegi gibi alfa kusaginin olumlu ve olumsuz
nitelenebilecek pek ¢ok belirgin 6zelligi ortaya ¢ikmustir.
Olumlu olarak nitelendirilebilecek 6zellikler arasinda; 6zgiir
bir ruha sahip olmalari, rekabet¢i, 6zgiivenli, dijital okuryazar
ve teknoloji hakimiyeti yiiksek bireyler oldugu belirtilmistir.
Katilimecilardan alinan goriislerle alfa kusagi Ogrencilerin
ozelliklerine 6rnek ifadeler asagida sunulmustur:

O1 “Bilisim, teknoloji ve algilama ézellikleri bakimindan

onceki kugaklara gére daha iyiler. Onlarla ders islemek

gercekten ¢ok keyifli.”

010 “dym anda birkag isi yapabiliyorlar dolayisiyla

hayatin olagan akisinin hizina ayak uydurmakta giicliik

cekiyorlar. Ciinkii onlar ¢cok daha ileriye daha hizli gitmek
istiyorlar. Olagan akis onlarin gerisinde kalryor.”

04 “Dijital okuryazar olan bu nesil, elde ettigi verileri

teknoloji ile yorumlayabiliyor, analiz ve sentez gibi iist

diizey beceriler gosterebiliyor.”

03 “Alfa kusagi ¢ok rahat, daha ézgiir ve ozgiivenli bir

nesil.” ve

06 “Ozgiir ruhlu, haz odaklilar. Iletisime aciklar ve ne

istediklerini biliyorlar.”

Bu gibi olumlu o6zelliklerin yani sira olumsuz olarak
nitelenebilecek bazi Ozellikler de ifade edilmistir. Bu
Ozelliklerden bazilart ise, dikkat dagmikligi, agilamada
zayiflik, tahammiilsiizliik, ¢alismaya ve disipline karsi olma,
benmerkezcilik, teknoloji bagimliligi ve asosyallik 6rnek
olarak verilebilir. Bu dogrultuda kimi 6gretmenlerin goriisleri
ise su sekildedir;

02 “Cocuklara bir sey soyledigin zaman ayrintili bir
sekilde anlatmak gerekiyor ¢iinkii soyleneni algilamak i¢in
once bir duruyorlar, bakyyorlar yani algilamada giicliik
cekiyorlar.” O7 “En genel ozellikleri ¢ok agiri sabirsiz
olmalar. Her seyi ¢ok hizli tiiketiyorlar. Bunun iginde
sevgi, duygular, mutsuzluk, mutluluk gibi duygular da
dahil. Higbir sey icin fazla ¢aba gdstermeyi sevmiyorlar
her sey onlerine hazir konsun istiyorlar.”

08 “Genel olarak internet, telefon, tablet bagimlihig

diyebiliriz. Hatta bunlart ellerinden aldiginiz zaman

saldirgan tavirlar sergiliyor. Gegenlerde bir yerde
okumustum siirekli ekrana maruz kalan cocuklarda
epilepsi hastaliginin arttig1 séyleniyordu.”

09 “Bence alfa kusag: dive adlandirdigimiz kusak ben

merkezli bir hayat siiriiyor ve bu ben merkezli hayatin

icerisinde kaybetmek, yenilmek kesinlikle yoktur. Daha
dogrusu buna tahammiilleri yoktur.”

Katilimcilar tarafindan alfa kusagi 6grencilerin 6zellikle
teknolojiye duyarli, teknolojik becerileri yiiksek ve anlama
kapasiteleri yiiksek bireyler olduklar1 ve sahip olduklar1 6z
giivenle birlikte iletisim kurma kapasitelerinin yiiksek oldugu
vurgulanmaktadir. Diger yandan katilimeilar 6grencilerin
belirgin olumsuz 6zelliklerinin sabirsizlik, tiiketim odakli
durus, teknolojik aletlere asir1 diskiinlik ve ekran

bagimliliklarindan dogan sorunlarla birlikte ben merkezli bir
hayat siirdiirmek oldugunu belirtmislerdir.

Sekil 1°de de goriildiigii gibi alfa kusagmin birincil
ihtiyaclart arasinda; smif ve okul dist etkinlikler, yaparak
yasayarak Ogrenme etkinlikleri, kontrol, oyun, sevgi, ilgi,
sosyallesme, paylagim ve hosgoriiye ihtiyaglari oldugu tespit
edilmistir. Buna gore katilimc1 6gretmenlerden alinan 6rnek
ifadeler asagida verilmistir:

O1 “dshinda oncelikli olarak dijital anlamda kontrol

olmasi lazim. Ebeveynler ¢cocuklarinin ne ile ugrastigini ne

ile ilgilendigini, amacinin ne oldugunu bilmeleri gerekir.”

02 “Oncelikle ¢cocuklarin sosyallesmek ve iletisim kurma

becerilerini gelistirmek igin geleneksel ve yiiz yiize

etkilesimli oyunlara ihtiyaglari var.”

09 “Yani oncelikle aileleriyle daha ¢ok zaman gegirmeye

ihtivaglari var. Ozellikle aile, akraba iliskileri, yakin ¢evre

iliskileri, onlarin icerisinde bulunmak, onlarla beraber
biiyiimek biiyiiklerden, yetiskinlerden bir seyler 6grenmek
oldugunu diistiniiyorum.”

05 “Kitap okuma ve anlama konusunda biiyiik eksiklik

oldugunu bu yiizden de okumanin en énemli ihtiyaglardan

oldugunu diistiniiyorum.”

Katilimeilar 6grencilerinin iginde bulunduklar1 dijital
ortamlarda giivenli zaman gegirmeleri i¢in ebeveyn kontroliine
ihtiya¢ duyduklarmi, teknolojik becerilerinin yiiksek oldugu
fakat gergek hayatta sosyallesme ve kitap okuma konusunda
sikintillar yagadiklarini belirtmislerdir. Yasanan sikintilarin
okul disinda aileleri ve yakin ¢evreleri ile okul icinde ise
O0gretmen ve akranlariyla zaman gegirmekle ¢oziilebilecegi
vurgulanmustir.

(:?grenci intiyaclarma  Cevap  Verebilmesi icin
Ogretmenlerin Sahip Olmas1  Gereken Nitelikler
Hakkindaki Goriisler

Sekil 1’de de goriildiigii gibi alfa kusagi 6grencilerine hitap
edebilecek, bu o6grencilerin ihtiyaglarina cevap verebilecek
ogretmen Ozelliklerinin basinda; teknolojiyi etkin kullanan,
cagn sartlarina gore mesleki ve kisisel olarak kendini siirekli
geligtiren, alfa kusaginin ozelliklerinin ve ihtiyaglarinin
farkinda ve sabirli olma niteliklerine sahip olmasi gerektigi
ifade edilmistir. Bu goriisleri destekleyen katilimer ifadelerine
ornekler sunlardir:
O1 “Osretmenler éncelikle cocuk psikolojisini muhakkak
¢ok iyi bilmelidir. Ayrica genel olarak bir 6gretmen kendi
alam ile alakali bilgi donamimina sahip olmaldir.
Gelisime agik olmali yeni gelismeleri takip etmelidir.”
08 “Eger yeterli degilsek teknoloji ile ilgili egitimler
almaliyiz. Teknolojiyi dogru kullanmamiz ve ogrencileri
doru yonlendirmemiz gerekiyor.”
09 “Oncelikle onlarin cagimin bizim ¢agimizda ¢ok farkli
oldugunu bilmek gerekiyor. Hani biz ¢ocukken soyleydi
lafini bir kenara birakmaliyiz. Onlar bu teknolojinin igine
dogdu ve dikkat ederseniz onlar teknolojiyi bizim gibi
degil, ¢cok hizli dgreniyorlar. Bizler onlarm gerisinde
kalmamaliyiz. Biz o teknolojiyi takip etmek zorundayiz ama
sadece teknolojiyi takip etmek degil, tabii ki kitap okumak
cocuklart ona tesvik etmek ve onlart yonlendirmek de ¢ok
onemli.”
05 “Bence en basta empati ézelligi olmalidir. Empati
kurmak, aynmi dili konusmak nasil yetigkinler arasinda
¢iftler arasinda onemliyse bence dgrenci Ogretmen
iliskisinde de ¢cok onemli.”
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Sekil 1. Alfa kusagi 6grencilerin genel dzellikleri, birincil ihtiyaglari ve bu 6grencilere hitap edebilecek 6gretmen nitelikleri

06 “Resmin biitiiniinii gorebilen sadece yereli degil
smirlarin disina bakabilen, farkli perspektifleri ogrenmeye
agik olmasi gerekiyor.”

O7 “Oncelikle bu nesli ¢ok iyi tammast lazim yani Alfa
kusagr ne ister, ihtiyaglari nelerdir, neyden hoslanmaz
bunlari ¢ok iyi bilmesi gerekiyor.”

Katilimeilar dgrencilerini anlamak ve ihtiyaglarina cevap

verebilmek i¢in  alan  bilgilerinindisinda  teknoloji
okuryazarliklarmin da yeterli olmasi, 6grencilerin gerisinde
kalmamak i¢in giincel gelismelerin takip edilmesi,

ogrencilerle saglikli iletisim kurabilmek ve yonlendirebilmek
i¢in bu kusagin 6zelliklerini tantyabilmesinin 6nemli oldugunu
vurgulamiglardir.

Ogretmenlerin Teknoloji Algist Temas1 Altinda Elde
Edilen Bulgular

Etkili Bir Ogrenme-Ogretme Siireci Sunmak icin
Kullanilan Egitim Teknolojileri Uzerine Goriisler

Sekil 2°de de goriildiigi gibi katilimcilarin etkili bir 6grenme-
Ogretme  siireci sunmak i¢in  kullandiklar1  egitim
teknolojilerinin baginda etkilesimli tahtalar, bilgisayarlar,
internet, web 2.0 araglari, Morpa Kampiis, e-Kitap, e-dergi,
EBA-OBA gibi araglar ve icerikler gelmektedir. Katilimcilarla
yapilan gorlismelerden egitim teknolojileri hakkinda elde
edilen veriler asagida 6rneklendirilmistir:

O1 “Ben etkilesimli tahtay: ¢ok sik kullantyorum. Burada

cocuklarin  bilgisini arttrmamin  yaminda ilgisini ve

yetenegini arttiracak uygulamalar var. Ayrica konu tekrar
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agisindan elektroy denilen bir sistem kullaniyorum. Ders
icerigine gore hazirlanmus etkinliklerin oldugu elektronik
bir sistem. Her ogrenciye tamimlanmis ozel kumandalar
araciligiyla tahtaya yansiyan soruya aninda cevap
veriyorlar ve sonuglar ekrandan aminda yansiyor.
Sonuglara gore 6grencinin bagarisindaki yiikselisi veya
diigtisleri raporlar size sunuyor.”

02 “Morpa Kampiis'te cocuklarin ilgisini ceken giizel
aktiviteler mevcut ve ben de siklikla kullaniyorum ancak bu
tiir sitelerin iicretli olmasi bizi sumirlanduriyor. Yoksa icerik
olarak da ¢ok zenginler ve dgrencilerin de ilgisini ¢ok
¢ekiyorlar. EBA da siklikla kullandigim bir site. Orada da
giizel icerikler var. Ayrica web 2.0 araglarindan picsart,
educandy, flippity, wordwall gibi uygulamalar da
kullanyyorum.”

O8 “Teknolojinin gelismis olmast insan giiciine olan
ihtiyact azaltiyor. Bu durum yerine gére giizel bir sey ama
kotii amagla kullamilirsa ¢ok tehlikeli olabiliyor. Ben en
cok internet ve etkilesimli tahtadan faydalaniyorum.”
010 “Teknoloji ve dijital diinya oylesine gelisti ki artik
yapay zekda uygulamalarini da egitimin icinde gormemiz
miimkiin ancak biz 6gretmenler web 5.0 ara¢larmi birakin
hala web 2.0 araglarin bile kullanamiyoruz ne oldugunu
bile bilmiyoruz. Ben sinifimda imkdn olduk¢a arttirilmis
gerceklikten  faydalanmaya  ¢alisiyorum. Web 2.0
araglarindan canva, educandy, e-book gibi uygulamalar
kullanmaya ozen gosteriyorum. Elektroy egitim aracint da
konunun ézelligine gore siklikla kullaniyorum.”
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Sekil 2. Katilime1 6gretmenlerin goriislerine gore 6gretmenlerin teknoloji algilar

09 “Yaparak yasayarak dgrenmenin ¢ocuklarin hepsinde
gercek bir dgrenmeyi sagladigina inaniyorum. Ancak
teknoloji ¢agindayiz ve buna ayak uydurmamiz gerekiyor.
Bu nedenle akilli  tahtayi, interneti de siklikla
kullaniyyorum. Ancak belirli bir siire sonra akilli tahtadan
cocuklar: uzaklagtirma ihtiyact hissediyorum. Ciinkii bir
rutine doniiyor ve aslinda bir dalginlik yasaniyor. O sirada
size ¢ok dikkatleri ¢ekilmiyor. Hani eskiden diyecegim ama
eskiden dgretmen sinifta tekken akilli tahta ekran,
bilgisayar yokken cocuklarin ogrenmesi daha iyiydi.
Ciinkii tek odak nokta ogretmendi ama ekran odak
noktasim degistiriyor. Ekranda goérdiigii bir sey ¢ocugu
baska bir yere alip gétiirebiliyor. Onlar olabildigince kisa
tutmaya ¢alistyorum”

03 “Alfa kusagimin egitiminde teknolojinin asla eksik
olamayacagim diigiiniiyorum. Ogrenciler dijital diinyanin
direkt icindeler ve bunu i¢sellestirmis durumdalar. Bizler
bu hizin gerisinde kalmamalynz.”

04 “Icerik hazirlamak icin canva, capcut, picsart gibi
icerik diizenleme aplikasyonlarmm kullanyyorum. Bunlar
tercih etme sebebim kolay ve kullamiglh olmalart ve
ogrencilerin daha fazla ilgilerini c¢ekebilen igerikler
tireterek  onlarda  dersle ilgili  bir farkindalik
olusturabilmek.”

O5 “Biz dijital ve egitim platformu olan Morpa Kampiis’
ten memnunuz. Akademik olarak her diizeyden farkl zeka
tiirlerine yonelik calismalart oldugu igin her ¢cocuga hitap
ediyor. Onun disinda simiflarimizda  ¢ocuklarimizin
arastirmalary igin vazgegilmez bir kaynak olan Google’
dan yararlaniyoruz.”

07 “Simiflarimizda cesitli web araglarinin yam sira farkh
olarak QR kodlu dijital etkinlikler hazirlryor ve derse
eglence katmaya ¢alisiyoruz. Bunun yani swra kahoot gibi
web ara¢larindan da faydalaniyoruz.”

Katilimcilarin teknoloji algilart incelendiginde sinif i¢inde
o6grenme-ogretme siireglerinde gesitli teknolojilerden verimli
bir sekilde faydalandiklar1 goriilmektedir. Cevrimici sosyal
egitim platformlarimi siklikla kullanan katilimcilarin akilli
tahta basta olmak iizere, internet kullanimlarmin yiiksek
oldugu, web 2 araglarinin aktif bir sekilde derse dahil edildigi,
bireysel Ogrenme siireglerini bu sekilde takip edebilme
imkanimin 6gretmenler i¢in dnemli oldugunu goriilmektedir.
Kullanilan araglarin ders igerigi hazirlama asamasinda,
Ogretim siireglerinde derse dikkat ¢ekmek, farkli bireysel
ihtiyaglara hitap edebilmek ve 6gretim sonrasi degerlendirme
asamalarinda kullanildig1 ortaya ¢ikmistr.

Kullanilan Teknolojilerin Sakincalar1 ve
Uzerine Goriisler

Faydalan

Sekil 2’de goriildiigii gibi 6gretmenlerin teknolojinin énemli
faydalarinin yaninda kimi zararlari oldugunu da diisiindiikleri
sOylenebilir. Yapilan goriismelerde bilgiye erisim kolayligi,
ayni anda birkag isi yapabilme, etkili ve kalic1 6grenme, zengin
icerik, zamandan tasarruf, somutlastirma gibi faydalarin 6ne
¢iktig1 katilimei goriismelerine ornekler asagida verilmistir:
09 “Daha énce de soyledigim gibi ben daha ¢ok yaparak
yasayarak 6grenmeyi énemsiyorum ancak alfa kusaginin
dikkatini ve ilgisini teknoloji sayesinde ¢ekebiliyoruz.
Diger tiirlii hemen sikilyyorlar.”
O1 “Egitimde teknoloji kullaniminin ¢ok énemli faydalar:
oldugunu diisiiniiyorum. Birincisi zengin, sonsuz icerikler
isimizi kolaylastirtyor. Ogrencilerin ilgisini ¢ekiyor, kalict
ogrenmeyi saglyor. Benim i¢in en onemli faydalarindan
biri de giinliik ders sonunda kolay ve hizli degerlendirme
yapmami sagliyor.”
02 “Konularla ilgili bir¢ok ¢alismayr énceden kendim
hazirliyorum. Bu  sebeple ister istemez kendimi
gelistirmem,  ¢aga  ayak  uydurmam  gerekiyor.
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Ogrencilerim farkli icerikleri gordiikce hem egleniyorlar

hem dersle ilgili bir pekistirme oluyor.”

04 “Derslerimde teknolojiyi tercih etme sebebim kolay ve

kullanisli olmalar: ve ogrencilerin daha fazla ilgilerini

cekebilen icerikler iireterek onlarda dersle ilgili bir
farkindalik olusturabilmek, etkili bir dgrenme dgretme
stireci gerceklestirmek.”

O5 “Farkli zeka tiirlerine yonelik calismalarin olmast, her

ogrenci igin uygun icerikler olmast sebebiyle siklikla

kullanyyorum.”

08 “Ogrencilere soyut gelen konulari teknoloji sayesinde

cesitli gorseller ve videolarla somutlastirabiliyoruz.

Béylece bir¢ok duyu organina hitap ettigi icin ¢ocugun

zihninde kaliciligr daha fazla oluyor.”

Teknolojinin faydalar1 konusunda katilimcilarin goriisleri
incelendiginde, dikkat, ilgi, kolaylik, etkililik kodlarinin 6n
plana ¢iktig1 goriilmektedir. Ogretim siireclerinde kullanilan
teknolojik araglarin daha kolay yiiriitiilmesini sagladigi,
zengin igerik, etkili bir pekistireg ve kalict 6grenmeye fayda
sagladigi belirtilmistir.

Sekil 2’yi inceledigimizde yukarida bahsettigimiz
teknoloji kullaniminin faydalarinin yani sira bazi zararlarinin
da oldugu gorilmektedir. Bunlardan bazilari; teknoloji
bagimliligl, kotiiye kullanma, dikkat eksikligi, duygusal
yoksunluk, kimi saglik sorunlari (gérme bozukluklari,
epilepsi), fiziksel becerilerin azalmast  seklindedir.
Katilimeilarla yapilan goriismelerden teknoloj kullaniminin
sakincalar1 hakkinda gozlem ve diisiinceleriyle ilgili goriisleri
su sekildedir:

07 “Teknoloji kullamimi kontrol edilemediginde ¢ok

korkung sonuglara sebep olabiliyor. Ciinkii orada basina

ne gelecegini bilmiyoruz, her seyi kontrol edemiyoruz.”

04 “Egitimde teknolojiyi biiyiik oranda desteklemekle
birlikte insan fiziksel becerilerinin giderek azalmast,
insanlarin teknoloji olanaklarinin ayni seviyede olmamasi,
teknolojik esitsizligin olugmasi, dijital bagimliligin giinden
giine artmasi ve veri gizliligi konusunda yasanan sorunlar
beni ¢ok diisiindiiriiyor.”

O3  “Ebeveynlerin interneti kullandirmada bilingsiz

olmasi, kontrolii saglayamamalari, bos vermeleri ya da

¢ocugun odev yaptigini zannetmeleri gibi ¢ok sorunla
karsilagiyoruz.”

O1 “Zihinsel ve bedensel olarak ekrana bagimlilik ciddi
stkintilara sebep olmakta. Son dénemlerde gozliik kullanan
ogrenci sayist stirekli artiyor. Benim kendi ¢ocuklarimin
ikisi de su anda gézliik kullaniyor. Teknoloji bagimlilig
yiiziinden kalabalikta yalniz, sohbet etmeyi sevmeyen,
gezmek istemeyen bir nesil olusuyor. Disari ¢ik gez,
arkadaglarinla  vakit  gecir dedigimizde her yer
parmagimin ucunda ben gezmek istedigim her yeri
buradan gériiyorum ya da buradan arkadaslarimla
gortisebiliyorum diyor. Yani dijital anlamda arkadasliktan
bahsediyor onlarla yazisarak iletisim kuruyorlar.”

02 “Cogu bireysel etkinliklere yonelik oldugu igin

ogrenciler arasindaki iletigimi azaltiyor ig birligi yapmayt

engelliyor”

08 “Gecenlerde katildigim bir seminerde ekrana fazla

maruz kalan ¢ocuklarda epilepsi hastaliginin arttigindan

soz ediliyordu. Eger bu durum dogruysa ¢ok korkung!”

010 “Cocuklarin robotlasmasina, insani duygularinin

zayiflamasina sebep oluyor. Robot gibi davraniyorlar,

robot gibi hareket ediyorlar. Fiziksel zararlara kadar
gotiirtiyor. Algilamada zayiflik oluyor, kendilerini ifade

edemiyorlar. Giinliik ortalama kullandiklar: kelime sayist

cok diistik.”

Teknolojinin sakincalar1 konusunda katilimeilar 6zellikle
kullanim asamasinda karsilagilan kontrolsliz kullanim, etik
ihlaller ve giivenlik sorunlarindan bahsetmiglerdir. Bunlarin
yanisira bilingsiz kullanimin 6grencilerde yarattig fiziksel ve
duygusal sorunlarin altin1 ¢izmislerdir. Ogrencilerin sosyal
hayata uyum sikintillart yasadigimi ve ekran bagimliliginin
arttigini belirtmislerdir.

Gelecegin Ogrenmesi Temasi Altinda Elde Edilen Bulgular

Gelecegin  Ogrenmesi ve Katihmer Ogretmenlerin

Gelecekten Beklentileri Uzerine Goriisler

Aragtirmanimn son alt sorusunda katilimecr Ogretmenlere
gelecegin  Ogrenmesini  nasil  gordiiklerini ve aslinda
kendilerinin gelecekten ne bekledikleri sorulmus ve yapilan
analiz neticesinde Sekil 3’ teki Gelecegin Ogrenmesi temasi,
kategoriler ve kodlar elde edilmistir.

Sekil 3°te de belirtildigi gibi katilimcilardan alinan
goriislere  gore “Gelecegin Ogrenmesi” temasi altinda
“Egitimin Gelecegi ve Ogretmen Beklentileri” kategorileri
elde edilmistir. Oncelikle “Egitimin Gelecegi” kategorisini
incelendiginde; ogretmenler gelecekte tamamen dijitallesen
O0grenme ve Ogretmenin gerceklesecegini, bu dogrultuda
O0gretmenin etkisinin azalacagini, yapay zekénin direkt
egitimin icinde olacagini, bireysel ve sanattan, estetikten
yoksunluk olacagini ve yirmi birinci yiizyil becerilerinden
aragtiran, sorgulayan nesiller olacagini diisiinmektedirler.
Katilimeilarin -~ ‘Egitimin =~ Gelecegi’ kategorisi  altinda
dijitallesecek egitim ve bireysel 6grenim hakkindaki ifadeleri
asagida verilmistir:

O1 “Benim gelecekle ilgili éngériim biraz hayali olacak
ama égretmen ve sinif ortaminin neredeyse tamamen yok
olacagi, bilgiyi direkt beyne yiikleyen  sistemler
gelistirilecegini diistiniiyorum.”
02 “Kalem kdgidin olmadigi tamamen dijitallesen bir
o6grenme ortami olacagint diisiiniiyorum.”
04 “Gelecegin dgrenmesi, sadece bilgiyi depolama ve
tekrar etme siireci degil, ayni zamanda elestirel diisiinme,
is birligi yapma, arastirma, sorgulama ve yasam boyu
ogrenme gibi 21. yy becerilerini gelistirme stireci olacak.
Bu degisimler, bireylerin daha iyi hazirlanmis, esnek ve
bilgili bir sekilde gelecekteki zorluklaria basa ¢ikmalarina
yardimct olacaktir.”
O7 “Bence her biri kendi Ogrenmesinden sorumlu
bireylerin yetisecegi yani bireysellestirilmis egitim 6gretim
olacagin diigtiniiyorum.”
09 “Gelecekte insanlarin artik 6grenmeyi bireysel olarak
gerceklestirecegine, yapay zekd sayesinde kendilerini
gelistireceklerine inaniyorum. Yapay zekd benim de
dikkatimi ¢ok c¢ekiyor. Arada sirada bununla ilgili
belgeseller izliyorum, takip ediyorum. Yapay zekanin
diinyayt ele gecirecegi filan soylentiler var ve diisiince beni
¢ok korkutuyor ama verimli kullanmayr ¢ocuklarimiza
ogretebilirsek ashinda korkacak bir sey yok. Ciinkii
teknolojiyi  geriye alamayiz. Dijitallesmenin  olumlu
yanlarini kullanabilivsek  faydamiza olacagini
diistintiyorum.”

010 “Sanattan estetikten yoksun sadece ihtiyaca cevap

veren, dijitallestirilmis ve asiriya kagilmis, abartilmis bir

gelecek bekliyor bizleri.”
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Sekil 3: Katilime1 6gretmenlerin goriislerine gore gelecegin 6grenmesi

“Gelecegin Ogrenmesi” temasinda elde edilen “Ogretmen
Beklentileri” kategorisi incelendiginde; islevsel ve genis okul
bahgeleri, kontrollii dijitallesme, giincel ve kalict egitim
programlari, egitime dogal ortamlarin dahil edilmesi ve
islevsel spor alanlar1 gibi kodlar elde edilmistir. Katilimci
Ogretmenlerle yapilan goriismelerden elde edilen gelecek
beklentilerine drnekler asagida verilmistir:

O1 “Ben robotlastiriimus, zil ¢alinca simifa gir zil ¢alinca
disart ¢ik bir sistem olmasini istemiyorum. Dersin tam can
alict noktasinda zil ¢alabiliyor. Bu diizeni kendi sinifima
gore belirlemek isterim. Ayrica bana gére her yer ogrenme
ortamu olabilir. Illaki dort duvara gerek yoktur. Ayrica
hayal edebilecegim tiim materyallerin aninda elimin
altinda olmasmi, laboratuvar gibi bir ortamda
ogrencilerimle her dakikasini verimli gegirebilecegim bir
ogrenme ortami hayal ediyorum.”
02 “Hem dijital ortam hem de cocuklarin dogayla da i¢
ice olabilecegi, yaraticiliklarini  gelistirebilecekleri,
kendilerinin iiretim yapabilecegi, yeterli oyun alanlari,
sportif ve sanatla ugrasabilecekleri ortamlar olmasini
isterdim.”
04 “Bu soruya en iyi cevabi sanmirim Richard Riley' in bir
sozii ile verebilirim; “Su anda ogrencileri icat edilmemig
teknolojileri  kullanarak heniiz sorun oldugunu bile
bilmedigimiz sorunlari ¢ozmek igin heniiz var olmayan
islere hazirlyyoruz.” Zira karsimizda gelisim stireci
kestirilemeyen bir teknoloji var ve karsimizda bana
sordugunuz sorulara cevap verirken bile tezatliklar
yasadigim bir kusak var. Bunun igin de ne teknolojiyi ne de
dogal yasam becerilerini yok sayabiliriz. Buna gore de
ogrenme ortamlart tasarlanmalidir.”

06 “Ashnda bir gecis doénemindeyiz teknolojiden

her iki goriisiin de harmanlandigi égrenme ortamlarinin
olmasni tercih ederdim.”

08 “Cocuklar akademik bilgiyi teknolojinin zengin bilgi
kaynagi sayesinde swf ortaminda ya da internet
vasitastyla  her yerde ogrenebilir. Ama  duygusal
yoksunluklart baska bir yerde tamamlayamiyor. Bu
sebeple paylasimci, daha fazla sevgi dolu bir ortama,
duygusal seylerin yiiklendigi bir sinif ortami olsun
isterdim.”

09 “Oncelikle ¢ok kalabalik olmayan siniflar isterdim.
Yani 15 kisiyi gegmeyecek siniflarda ¢ocuklarla beraber
diistindiiklerimizi, ~ fikirlerimizi, hayallerimizi ortaya
koyabilecegimiz, islevsel materyallerin her an elimizde
olabilecegi, etkinlikler  yapabilecegimiz, neleri
istedigimizi, neyi istedigimizi bilecegimiz bir ortam
olustururdum.”

010  “Insan teknolojinin iistiindedir. ~ Nihayetinde
teknolojiyi yaratan insandwr. Bu sebeple teknoloji bizi esir
almamali tam tersine biz onu yonetmeliyiz, biz onu esir
almaliyiz. Yani c¢ocuklarin otokontrol mekanizmalarini
gelistirmemiz gerekiyor.”

O3 “Cagin gereklerine uygun, kalict ancak giincelligi de
olan 6gretim programlarimin yapilmasin isterim. 1. Sinifta
okutmaya basladigimiz ogrenciler neredeyse 4. Sinmifta
farkll bir sistemle mezun oluyor. Koklii ve oturmus bir
egitim sistemi olmasi gerekir.”

Rutin okul diizeninden uzak islevsel bir okul tasavvur eden

katilimc1 goriisleri Ozetlenecek olursa oncelikle materyal
olarak donanimli ve zaman diizenlemelerinin Ogretmen
tarafindan yapilabilecegi, sanatsal ve sportif aktiviteler i¢in
mekan sorunlarin yasanmayacagi, fiziksel smirlamalarin
ortadan kaldirildig: bir okul arzu edildigi goriilmektedir. Sik

kacamayacagimiz kesin. Onu reddetmek miimkiin degil bu ~ sik teknoloji vurgusu yapan katilimeilar kontrollii bir
bosa bir ugras olur ama surasi kesin ki bu konuda  dijitallesme siirecini desteklediklerini ama dogal, sosyal ve
rehberlige ihtiyacimiz var. Ayrica dogaya doniis akimlari  duygusal gelisimlerin de dikkate alinarak giincel ve kalici
da var mesela orman okullari, duvarsiz okullar gibi. Ben  programlar yapilmasi gerektigini dile getirmislerdir.
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Tartisma ve Sonug¢

Aragtirma verilerinin analizi sonucu elde edilen bulgulara
gore, Ogretmenlerin alfa kusagt Ogrencilerini 0Ozgir,
sorgulayici, 6zgilivenli, rahat, bireysel 6grenmeye acik, dijital
okur-yazar ve teknolojiye hakim olmak gibi olumlu
ozelliklerle tanimlarken; yine ayn1 kusak 6grencileri dikkatsiz,
hirgin, sabirsiz, yetersiz ifade giiciine sahip, ben merkezli, haz
odakli, ¢aligmaya ve disipline direngli ve asosyal olarak
tanimladig1 ortaya ¢ikmigstir. Daha 6nce yapilan ¢aligmalarda
da belirtildigi gibi Alfa kusaginin bireysel Ozgiirliigiine
diiskiin, diisiincelerini ifade etmekten ¢ekinmeyen bireyler
oldugu (Jha, 2020; McCrindle & Fell, 2020; Ramadlani &
Wibisono, 2017), geleneksel gii¢, otorite ve hiyerarsi
yapilarina karsi, yaratici, dinamik bireyler olduklari
(Barkowitz, 2016; Demirel, 2021; Furia, 2015) bu ¢alismada
da elde edilmistir. Bu durumda 6gretmenlerin ifade ettigi bahsi
gecen bu Ozellikler dikkate alindiginda Alfa kusag
ogrencilerinin daha Onceki kusaklara nispeten daha sosyal
olmasa bile teknolojik becerileri ve dijital okuryazarliklar
daha yiiksek, sorgulayici bireyler oldugu sonucuna
ulasilmistir. Benzer sekilde Giizel (2023) alfa kusaginin
onceki kusaklara gore daha girisken, yeteneklerine daha ¢ok
giivenen, 6zgiiveni yiiksek kisiler oldugunu vurgulamistir. Bu
durum Williams (2015) tarafindan da ifade edildigi gibi
simdiye kadar en c¢ok teknoloji destekli biiyiiyen nesil olma
oOzelliklerinin dogal bir getirisi olarak goriilebilir. Ayni
zamanda Ogretmenler alfa kusagt oOgrencilerin birincil
ihtiyaclarmin nitelikli okuma becerisi, iyi bir aile iletigimi,
sosyallik, oyun, ilgi ve sevgi, kontrol, dengeli yasam ve
anlayisl 6gretmen oldugunu vurgulamislardir.

Teknoloji ve dijitallesmenin zirvede oldugu bu dénemde
ogrencilerin Oncelikli ihtiyacinin Ogretmenler tarafindan
duygusal ihtiyaglar ve ebeveyn kontrolii  olarak
nitelendirilmesi, ogrencilerin  teknoloji  becerilerini
gelistirdikleri ancak ayni derecede sosyal ve duygusal agidan
yeterli olmadiklari, teknoloji ¢aginin bu dgrencilerin sevgi ve
ilgi ihtiyacini tam olarak karsilayamadigi ve ogrencilerin
gerek aile gerek akranlarinin duygusal destegine olan
ihtiyacin1 6n plana ¢ikmustir. Ozellikle Alfa kusagmin biiyiik
bir okuma sorunu yasadigi, 6grencilerin ders i¢inde okuma
sorunlar1  yasadiklar1 gibi ders disinda da okuma
aligkanliklarinin biiyiik Olglide azaldigi ve zoraki okuma
6devlendirmelerinin de etkili ve beklenen sonucu vermedigi
dikkat ¢cekmistir. Bu durum 6grencilerin yasadiklart iletigim
sorunlari, sosyal becerilerde eksiklikler ve Ogretmenler
tarafindan gozlenen empati yoksunlugunu
aciklayabilmektedir. Bu konuda Ko¢ Akran (2018) egitim
kurumlarmin 6grencilerin bireysel ve toplumsal degerler
acisindan  yetistirilmesini  destekleyici tedbirler almasi
gerektigini belirtmistir ve benzer sekilde bu ¢alismada da yeni
kusagin aktif oldugu dijital diinyanin onlar1 ger¢ek diinyanin
sosyal becerilerinden uzaklastirabilecegi, dgrencilerin hayal
gilici ve iletisim becerilerinde eksiklikler gorildiigii ve
desteklenmesi gerektigi ortaya ¢cikmistir. Sayan (2016) yaptigi
caligmada g¢ocuklarin motor becerilerinin kisitlandig1 sosyal
iletisim ve dogal ortamdaki zamaninin azalacagi ve daha pek
cok farkli becerilerin eksik kalacagina iligkin endigelerini dile
getirmistir.

Alfa kusag1 6gretmenlerinin 6grenci ihtiyaglarina cevap
verebilmesi i¢in; mesleki ve kisisel olarak gelisime agik, kusak
farkindaligima sahip, iletisim becerileri yiiksek ve teknoloji
okuryazari olmak gibi temel Ozelliklere sahip olmasi
beklenmektedir. Giiltekin’in (2020) de belirttigi gibi

Ogretmenler, toplumsal degismelere paralel olacak sekilde
kendilerini, mesleki yeterliliklerini kisisel ve mesleki
niteliklerle donatmali ve siirekli bir sekilde kendilerini
gelistirmelidirler. Ogretmenler yeniliklere acik olmali ve
yenilik¢i bir anlayis benimsemelidir. Ogretim yontem ve
teknikleri ile arag-gere¢ listesini genisletmeli, daha Once
denemedigi, -sosyal medya ile 6gretmek veya ders kitaplarini
web kaynaklariyla degistirmek gibi- yeni ydntemleri
denemeye agik olmalidir (Jan, 2017; Gouros, 2016; Palmer,
2015). Yimaz ve Toker (2022), Ogretmenlerin dijital
yetkinliklerinde pandemi siirecindeki acil uzaktan egitim
faaliyetlerinin bir kazanimi olarak bir gelisim meydana
geldigini belirtmistir. Fakat yine de 6grencilerin teknoloji
kullanmadaki dogal yeteneklerine ve ihtiyag duyduklar
destege cevap verebilmek adma oOgretmenlerin de cagin
teknolojisini yakalayabilmek i¢in kendilerini gelistirmesi
gerekmektedir. Ozpmar’m (2020) gerceklestirdigi arastirmaya
gore, teknolojik araglarin 6gretmenleri mesleki alanda olumlu
yonde gelistirdigi; ogrencileri ise Ogrenme ve beceriler,
duyusgsal ozellikler boyutunda olumlu yonde destekledigi
tespit edilmistir. Ogretmenlerin etkili bir dgrenme-6gretme
stireci igin siniflarinda ¢esitli dijital platformlar, Web 2.0
araglari, etkilesimli tahta, QR kodlu etkinlikler, elektroy,
dijital kitap ve ii¢ boyutlu etkinlikler kullanmay tercih ettikleri
ortaya ¢ikmistir. Yapilan calismalarda her ne kadar egitim
ogretim siireclerinde teknoloji destekli teknikler ve stratejiler
kullanilmaya c¢aligilsa da aslinda ilk rol model olacak kisinin
teknoloji kullanma becerisi yiiksek Ogretmenler olmasi
gerektigi belirtilmistir (Aksogan & Ozek, 2020).

Ogretmenlerin mevcut teknoloji algis1 degerlendirildiginde
ogretmenler teknolojiyi; bilgiye kolay erisim, etkili ve kalici
O6grenme, zengin igerik gibi getirilerinden dolay1r faydali
bulurken, ayni zamanda dikkat eksikligi, bagimlilik, saglk
sorunlari, duygusal yetersizlik, asosyallik gibi sakincalar
oldugu ortaya ¢ikmistir. Katilimceilar gelecegin 6grenmesinin
biyliik olciide dijital Ogrenme ve Ogretme siireglerine
kayacagmi, egitimin biraz daha estetik ve sanattan
uzaklasacagin ve dzellikle egitimde yapay zeka kullaniminin
artacagin1 vurgulamiglardir. Teknolojide yasanan gelismeler
egitim ve Orgiit yapisinda istikrarli degisiklikler yaratmustir,
cagimizin hizli gelismelerinin ise egitimde alisilagelen
degisimlerden &te, daha hizli bir donilisiime sebep olacagi
agikardir. Gelecegin okullar1 ve egitim programlari da fiziksel
boyuttan ¢ikip dijital alanda kendini gosterecektir (Arslan, vd.,
2019). Aksi takdirde Bonasio (2016), okullarin uzaktan
egitim, sanal gerceklik, hologram, web tasarimi gibi
gelismeler ile rakip hale gelecegini ve gegmisteki roliinii
yitirecegini ifade etmistir. Bu g¢alismada da &gretmenlerin
egitimde etkisinin azalacagi, dijitallesen 6grenme ve dgretme
stireglerinin yasanacagi belirtilmistir. Ancak Ogretmenlerin
toplumsal yasamdaki 6neminin ve roliiniin hi¢ azalmadigini;
hatta artarak devam ettigini (Bourn, 2015; Giiltekin, 2020)
ortaya koyan ¢aligmalar da mevcuttur. Ogretmenlerin egitimin
gelecegi hakkinda beklentilerinin kontrollii bir dijitallesmeyle
birlikte, dogal ortamlarin da ise kosuldugu, islevsel mekanlara
sahip, ebeveyn egitiminin de verildigi, disiplinler arasi
O6grenmenin saglandigl, smif mevcutlarmin diigiik oldugu,
giincel ve kalic1 egitim programlarina sahip, esnek bir egitim
ortami1 oldugu ortaya ¢ikmustir.

Oneriler
e Icinde bulundugumuz yiizyihn, g¢ocuklarimizi
tamamen sanal ve dijital bireylere doniistiirmesini
engellemek i¢in, tarihimizi, kiltirimiizi,
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oyunlarimizi, hikdyelerimizi, kahramanliklarimizi,

bayramlarimizi, destanlarimizi, degerlerimizi
anlatarak ve yasatarak degerlerimizi 6n plana
cikarmak gereklidir.

e Teknoloji destekli, dijital platformlarin smif iginde
etkin kullanimiyla birlikte egitim programlarinda,
okul dig1 6grenme ortamlarina da yer ayrilmalidir.

e Arastrmada elde edilen bulgular teknoloji
kullanimmin hem &grenciler hem de 6gretmenler
tarafindan tercih edildigini ortaya g¢ikarmistir bu
nedenle dijital egitim sitelerine {liye olmak ve
kullanmak o6grenciler ve ogretmenler i¢in diisiik,
kargilanabilir fiyatlarda karsilanabilir fiyatlarda,
miimkiinse {icretsiz olmalidir.

e Daha genellenebilir arastirma sonuglar1 i¢in benzer
konularda nicel tarama desenlerinde c¢aligmalar
yapilabilir.

e Alfa kusag1 hakkinda daha etkili bilgi sahibi olmak
icin kusagin tercihleri, beceri seviyeleri, egitimden
beklentileri ile ilgili tanitict aragtirmalar yapilabilir.

e  Ogretmenlere yonelik alfa kusagini tanitici, 5grenme
tercihleri, calisma aligkanliklar1 ve birincil ihtiyaglart
hakkinda  bilgilendirici egitim seminerleri
diizenlenmelidir.
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Ogretmenlerin goziinden; alfa kusagi, dijital grenciler, egitim teknolojileri ve 6grenmenin gelecegi

Extended Summary
Introduction

In the 21% century world, rapid and complex developments in
social, cultural, economic, technological and digital fields are
difficult to follow. The impact of all these developments,
which develop on the axis of technology and mechanization,
on the lives of individuals is increasing compared to previous
periods and a holistic transformation manifests itself. As a
natural outcome of these processes, the new generation of the
internet, new-generation computers, and new-generation
individuals stand out as the main actors of the age. The new
generation of individuals is the alpha generation, the first
generation born in 2013 and after in the twenty-first century.
In Australia in 2015, a survey was organized by demography
expert Mark McCrindle about the name of the generation after
Generation Z, and the name “ALPHA”, which is also the first
letter of the Greek alphabet, was the most preferred name
among the options. This generation, which is described as a
symbol of a new beginning (Yal¢in Kayik¢1 & Bozkurt, 2018;
Nagy & Kolcsey, 2017), was born directly in the digital world
and the internet era. They are also the first digital world
generation of the technological communication era
(Ismailoglu & Yilmaz, 2019). McCaskey describes the alpha
generation as “the most formally educated generation ever, the
most technologically advanced generation ever, and the richest
generation ever” (Williams, 2015). The needs of the alpha
generation, which is distinctly different from other
generations, also differ from the known ones in their social and
educational lives. The alpha generation, which is expected to
grow up different from today's understanding, prefers a
comfortable study environment, building new robots, artificial
intelligence, high-speed learning, random web connections,
and fast access to information from the internet.

According to Khan (2016), with digital changes, traditional
methods are no longer suitable for our changing needs and are
inherently “passive”. It is emphasized that learning content and
environments suitable for the Alpha generation should be
organized (Ramadlani & M. Wibisono, 2017). In order to this,
the stakeholders of education such as family, school, teacher,
and field experts must act jointly (Kog Akran, 2018). The role
of teachers, who have a deep importance as the architect and
the main engineer of education, is more important among the
stakeholders than others. Previous studies on the alpha
generation in the literature indicate that teachers do not have
sufficient knowledge about the new generation (Jha, 2020;
Reis, 2018). Therefore, there is a need for studies that
examines the learning needs of the alpha generation and their
digital transformation in education. Within the framework of
this need, it was deemed necessary to support teachers’
competence in understanding and responding to the needs of
the alpha generation, to present scientific data on teachers’
experiences about the functional applications and results of
educational technologies in the field in conducting an effective
learning-teaching process by addressing the innovations
brought to education by the technology revolution, which is
becoming more complex and multidimensional every day,
together with its limitations and drawbacks. Therefore, from
the perspective of the teachers, it is attempted to describe the
developments in the education and training of digital learners
belonging to the alpha generation, the latest situation in which
the educational technologies used have evolved, and the
teachers’ evaluations, predictions and concerns about the
future of learning.

Method

The cognitive and affective responses of educators—the most
engaged and productive stakeholders in education—to the
requirements of students in the new generation with respect to
the educational technologies employed in the field and future
learning will be assessed in this study. The phenomenology
design, one of the qualitative research methods, was used since
an examination of teachers’ experiences will be made. The aim
was to provide a holistic description of “what” and “how” the
participants experienced to discover the essence of their
experiences (Moustakas, 1994). While determining the study
group of the research, the snowball sampling method was used
in accordance with the qualitative research paradigm.
“Personal information form” and “Semi-structured interview
form” created by the researchers were used to collect data in
the study.

The data obtained in the study were analyzed by
descriptive analysis method using Maxqda20 software. The
analysis divided the findings into themes, categories, and
codes. In addition, direct quotations were made from the
participants’ views and clearly stated which quotation
belonged to which participant. The obtained data were coded
by the researchers and checked by different field experts.

Findings, Discussion, and Results

The results of applying the proper statistical procedure to the
data acquired in order to address the sub-problems are
presented in this section. Regarding the sub-problems, three
themes titled “Alpha Generation, Teachers’ Perception of
Technology and Future Learning”, eight categories related to
these themes, and many codes related to these categories were
obtained.

The  categories  of  “Teacher  qualifications”,
“Characteristics” and “Primary needs” of the alpha generation
according to the participant teachers were obtained under the
theme of “Alpha Generation”. Many distinctive
characteristics of the alpha generation that can be
characterized positively and negatively have emerged. Among
the characteristics that can be described as positive; codes such
as “having a free spirit, competitive, self-confident, digitally
literate and high technology mastery” were obtained. In
addition to such positive characteristics, some characteristics
that can be described as negative such as “distraction,
weakness in crying, intolerance, being against work and
discipline, self-centredness, technology addiction and
asociality” are among the codes obtained. In this regard, Kog
Akran (2018) stated that educational institutions should take
measures to support the upbringing of students in terms of
individual and social values, and similarly, in this study, it was
revealed that the digital world in which the new generation is
active can distract them from the social skills of the real world,
students’ imagination and communication skills are lacking
and should be supported. Under the category of teacher
characteristics that can address alpha generation students and
meet the needs of these students, it was stated that teachers
should have some qualities such as “using technology
effectively, continuously improving themselves professionally
and personally according to the conditions of the age, being
aware of the characteristics and needs of the alpha generation
and being patient”.

Under the theme of “Teachers’ Perception of Technology”,
the categories of “Educational Technologies Used”,
“Drawbacks” and “Benefits” of these technologies were
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formed. When the educational technologies used are analyzed,
codes such as “various digital platforms, Web 2.0 tools,
interactive board, Morpa Campus, EBA, QR code activities,
elektroy, digital book” are revealed. Teachers mentioned
codes such as “ease of access to information, ability to do
several tasks at the same time, effective and permanent
learning, rich content, timesaving, concretization” as the
benefits of technology. As for the drawbacks of technology,
they express the harms such as “technology addiction, abuse,
attention deficit, emotional deprivation, some health problems
(visual impairments, epilepsy), decrease in physical skills”.

From the findings obtained, the categories of “Future of
Education and Participants’ expectations from the future”
were obtained depending on the last theme “Future Learning”.
When the future of education category is examined; teachers
think that in the future “completely digitalized learning and
teaching will take place”, “the effect of the teacher will
decrease”, “artificial intelligence will be directly in
education”, “there will be a lack of individual, art, and
aesthetics”, and there will be “researching” and “questioning
generations” from the twenty-first-century skills. The schools
and education programs of the future will also leave the
physical dimension and manifest themselves in the digital field
(Arslan, et al., 2019). In addition, Bonasio (2016) stated that
schools will become competitors with developments such as
distance education, virtual reality, holograms, and web design
and will lose their role in the past.
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07z: Fen okuryazarligi, 6grencilerin fen bilimlerinde problemi anlama, yorumlama ve ¢6zme becerilerini igeren
kapsamli bir diistinme becerileri siirecidir. Bu baglamda, fen bilimleri ders kitaplarinmn, dgrencilerin bu becerileri
gelistirmelerine katkida bulunup bulunmadigmi degerlendirmek 6nemlidir. Uluslararasi Ogrenci Degerlendirme
Programi (PISA), 6grencilerin fen okuryazarligi, matematik ve okuma becerilerini 6lgen uluslararasi bir sinavdir. Bu
arastirma, PISA fen okuryazarlig: yeterlik diizeylerine odaklanarak, belirlenen bu diizeylere gore fen bilimleri ders
kitaplarindaki fiziksel olaylar 6grenme alanindaki iinitelerde yer alan etkinliklerin incelenmesini amaglamaktadir.
Arastirmada, Milli Egitim Bakanligi (MEB) tarafindan onaylanan iiglincii siniftan sekizinci smifa kadar olan fen
bilimleri ders kitaplarindan dokiiman analizi yontemiyle toplanan veriler, betimsel analiz kullanilarak incelenmistir.
Arastirmanin bulgulari, incelenen ders kitaplarinin PISA fen okuryazarhiginin farkli diizeylerine uygun olarak
tasarlanmis etkinliklere sahip oldugunu gostermektedir. Ancak tiim sinif seviyelerinde yer alan etkinliklerin agirlikl
olarak alt diizey yeterlik alanlarinda oldugu belirlenmistir. Bu yiizden, baz1 kitaplarin daha fazla derinlik ve 6grenci
etkilesimi saglamak adina giincellenmeye ihtiyag¢ duyabilecegi ortaya ¢ikmistir. Bu arastirma, fen bilimleri ders
kitaplarinin PISA fen okuryazarligi diizeylerine gore etkinliklerini degerlendirmenin, Ogrenci becerilerini
gelistirmeye yonelik stratejilerin belirlenmesine yardimer olabilecegini gdstermektedir. Ogretmenlere; fen ders
kitaplarini secerken ve kullanirken bu diizeylere dikkat etmeleri, fen okuryazarligi becerilerini artirmak i¢in daha
etkili bir yaklagim benimsemeleri konusunda rehberlik edebilecek 6nemli bulgular sunmaktadir.

Anahtar Kelimeler: Ders kitabi, etkinlik, fen okuryazarligi, PISA

Abstract: Science literacy is a comprehensive process of thinking skills that includes students' ability to
understand, interpret, and solve problems in science. In this context, it is important to evaluate whether science
textbooks contribute to students' development of these skills. The Program for International Student Assessment
(PISA) is an international test that measures students' science literacy, mathematics, and reading skills. This research
aims to focus on PISA science literacy proficiency levels and examine the activities in science textbooks according
to these determined levels. In the research, data collected from science textbooks from 3rd to 8th grades approved
by the Ministry of National Education (MEB) through document analysis were analyzed using descriptive analysis.
The findings of the research show that the textbooks examined have activities designed to suit different levels of
PISA science literacy. However, it was determined that the activities at all grade levels were predominantly in lower-
level proficiency areas. Therefore, it turns out that some books may need updating to provide more depth and student
interaction. This research shows that evaluating the effectiveness of science textbooks according to PISA science
literacy levels can help identify strategies to improve student skills. To teachers; It provides important findings that
can guide students to pay attention to these levels when choosing and using science textbooks and to adopt a more
effective approach to increase science literacy skills.

Keywords: Textbook, activity, science literacy, PISA
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Giris

Elestirel diislinme, problem ¢dzme, iletisim, is birligi ve

Bilim ve teknolojideki yeni gelismeler ve gilincellemeler
1s181nda, ¢agdas bir topluma ulagsmada fen egitiminin 6nemi
oldukca yiiksektir. Fen bilimleri, bilimsel ydntemleri
kullanarak sistematik bir sekilde bilgi lireten ve doganin temel
yasalarmi anlamaya calisan bir disiplindir (Cepni, Ayas,
Johnson ve Turgut, 1997; Kaptan ve Korkmaz, 1999). Fen
bilimleri okuryazarlig: ise bireylerin; fen bilimleri konularini
anlama, yorumlama, etkilesimde bulunma ve elestirel bir bakis
acistyla degerlendirme yeteneklerini ifade eder (Dindar ve
Yangm, 2007; Fives vd., 2014; MEB, 2018; Tsabari ve
Yarden, 2005; Ulug, 2019). Bir baska deyisle fen bilimleri
okuyazarligi; bilimsel terimleri anlama, deney sonuglarmi
yorumlama, grafikler, tablolar ve semalar gibi gorsel dgeleri
anlama kabiliyetini ve giincel bilimsel gelismeleri takip etme
yetenegini igerir (Millar, 2006). Bu sayede bireyler, fen
bilimleri konularindaki metinleri etkili bir sekilde analiz
edebilir ve bilimsel diisiinceyi daha derinlemesine
anlayabilirler.

teknoloji okuryazarligi gibi 21. yiizyil becerileri, fen bilimleri
okuryazarhigiyla siki bir sekilde baglantilidir (Turan Bektas,
2020; UNESCO, 2016; URLI1). Bu beceriler 6grencilerin
sadece fen bilimleri alaninda degil, ayn1 zamanda giinliik
yasamlarinda da bagarili olmalarin1 saglayan ¢ok yonli
becerilerdir (Kalemkus, 2021; Trilling ve Fadel, 2009).
Ornegin fen bilimleri, 6grencilere elestirel diisiince ve problem
¢ozme becerilerini gelistirme firsati sunar. Deney tasarlama,
veri analizi ve sonuglart yorumlama siiregleri, 6grencilere
yontemli bir sekilde diisiinme yetenegi kazandirir. Bu nedenle
fen bilimleri okuryazarligi, bireyleri hem bilimsel diinya
goriisiine sahip olmaya tesvik eder, hem de 21. yiizyilin
dinamik ve karmasik diinyasma etkili bir sekilde uyum
saglamalarini destekler.

Beceriler ¢aginda, geleneksel 6lgme degerlendirme
yontemlerinin 6tesine gegen alternatif tekniklerin yiikselisi ile
birlikte, uluslararasi testler c¢agm taleplerine uygunlugu
degerlendirmek amaciyla gelistirilmistir. Bu testler genellikle
uluslararast kalkinma ve yardim kuruluslar tarafindan
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desteklenir ve devlet fonlartyla hayata gegirilir (MEB, 2017).
Matematik ve fen alanlarinda ozellikle, &grencilerin
edindikleri bilgiyi sadece sinavlarda degil, ayni zamanda
giinliik hayatta nasil uyguladiklarini 6lgme hedefini tasir. Bu
degerlendirmeler, 6grencilerin sadece akademik basarilarini
degil, ayn1 zamanda pratik becerilerin gergek diinyada
kullanimimi anlamak i¢in de 6nemli bir aragtir. Uluslararasi
Ogrenci Degerlendirme Programi  (PISA) bu dlgme
degerlendirme sinavlar1 arasinda en popiiler uluslararasi
degerlendirmelerden biridir. PISA, ogrencilerin bilgi ve
becerilerini degerlendirmenin yan1 sira, 6grencilerin bu bilgi
ve becerileri giinlilk yasamlarinda ne kadar etkili bir sekilde
kullanabildiklerini anlamak amaciyla tasarlanmistir (PISA,
2009; 2012; 2015). Bu smav; 6grencilerin matematik, fen
bilimleri ve okuma anlama alanlarinda ne kadar basarili
olduklarin1 Glger. Ancak PISA, sadece akademik bilgiye
odaklanmaz; ayni1 zamanda Ogrencilerin elestirel diisiinme,
problem ¢6zme ve iletisim gibi becerilerini de degerlendirir.
PISA, her {i¢ yilda bir diizenlenir ve katilan iilkelerin egitim
sistemlerini karsilastirmak, iyilestirme firsatlarint belirlemek
ve egitim politikalarmi gelistirmek amaciyla genis bir veri
taban1 saglar (MEB, 2018). PISA'nin benzersizligi, sadece
ogrencilerin smav sonuglarimi degil, ayn1 zamanda 6grenci,
ogretmen ve okul profillerini de incelemesidir. Bu sayede,
iilkeler arasinda egitim sistemlerinin etkili olup olmadigina
dair derinlemesine bir anlayig gelistirilmesine katki saglar.
PISA, diinya genelinde egitimde kalite ve esitlik konularinda
kiiresel bir tartisma platformu olmaktadir (Kanes vd., 2014).
PISA'nin bilimsel degerlendirmeleri sadece 6gretim programi
ve bu programlardaki kazanimlarin ne kadar iyi 6grenildigiyle
ilgili degil, ayn1 zamanda bilgi ve becerilerin gergek hayata
uygulanmasiyla da ilgilidir. Bu baglamda degerlendirme alani
“fen okuryazarlig1” olarak ifade edilmektedir (MEB, 2017).

Alanyazin incelendiginde, fen okuryazarlig1 {izerine
yapilan arastirmalarin  farkli odak noktalar1 oldugu
goriilmektedir. Ornegin, 6grencilerin PISA basarilari iizerinde
etkili olan faktorlerin arastirildigi (Anil, 2009; Bybee ve
McCrae, 2011; Erbas, 2005; Karabay vd., 2015; Karasu, 2019;
Yilmaz, 2020) ve 6gretim programlarinin degerlendirilmesine
yonelik arastirmalarin yapildigi (Alegre ve Ferrer, 2010; Celen
vd., 2011; Iseri, 2019) calismalar bulunmaktadir. Bunun
yaninda; PISA kapsaminda ders kitaplarini inceleyerek, ders
kitaplarindaki  sorular ile PISA sorularinin yeterlik
diizeylerinin incelenmesine ve karsilastirilmasina odaklanan
calismalar da bulunmaktadir (Benzer, 2019; Geng, 2020;
Koémiircli ve Yenilmez Tiirkoglu, 2022; Saban, 2019; Tiirk,
2018).

Geng (2020) ¢alismasinda; fen bilimleri sekizinci sinif ders
kitabindaki her boliim ve iinitenin sonunda yer alan dlgme ve
degerlendirme c¢aligmalarini, PISA bilimsel okuryazarlik
yeterlilik diizeyleri kullanarak incelemistir. Ders kitabinda
birinci, ikinci, tiglincii ve dordiincii diizeylerde Olgme ve
degerlendirme c¢aligmalar1 yer almasma ragmen besinci ve
altinct yeterlik diizeylerinde neredeyse hi¢ calismaya yer
verilmedigini ayrica iinitelere gore 6lgme ve degerlendirme
calismalarinin yeterlik diizeylerinde farkliliklar oldugunu
tespit etmistir. Sonug olarak, PISA fen okuryazarligi yeterlik
Olgeginde iist diizey becerilerin olusturulmasi igin ders
kitaplarinin igerik ve etkinliklerinin incelenerek caligmanin
bulgulart dogrultusunda yeniden diizenlenmesini
onermektedir.

PISA fen yeterlik diizeyleri agisindan ders kitaplarinin
incelendigi bagka bir ¢aligmada Komiirciioglu ve Yenilmez
Tiirkoglu (2022); bes, alti, yedi ve sekizinci smf ders
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kitaplarindaki sorularin yeterlik diizeylerini, sinif seviyelerine
ve O0grenme alanlarina gore degerlendirmislerdir. Diinya ve
Evren Ogrenme alaninda {iist diizey performans gosteren
sorularin, diger 6grenme alanlarina gore daha fazla oldugunu
tespit etmislerdir. Ayrica “fiziksel olaylar” 6grenme
alanindaki  sorularin  genel olarak ikinci diizeyde
yogunlastigini ve aynt zamanda bu 6grenme alaninin en ¢ok
kazanim ve soruya sahip olan alan oldugunu belirlemislerdir.
Calisma bulgular1 dogrultusunda, fen okuryazarligini ve PISA
performansini artirmak i¢in, ders kitaplarina yeterli sayida iist
diizey sorularin eklenmesi ve ders kitaplarinin giincellenmesi
gerektigini 6nermislerdir.

Yurt disginda yapilan c¢alismalara  bakildiginda;
Anagnostopoulou, Hatzinikita ve Christidou (2012)
Yunanistan'da yedinci ve dokuzuncu smif 6grencileri igin
biyoloji ders kitaplarinda ve PISA bilim testi sorularinda yer
alan biyolojik sistemlere iliskin gorsel materyalleri
karsilagtirmislardir. Bunun igin PISA test birimlerinden 26 ve
biyoloji ders kitaplarindaki 129 gorsel resim drnegi {izerinde,
calismalarini gergeklestirmislerdir. Caligma sonuglarina gore;
PISA test dgelerinde yer alan gorsel resimlerin ¢ogunlugunun
grafikler, dogal ¢izimler ve fotograflardan olustugunu, buna
karsilik ders kitaplarinda bilimsel bilgi iletmek i¢in genellikle
gorsel resimler kullanilmadigini tespit etmislerdir. Ayrica;
PISA’da yer alan gorsel boliimler araciligiyla 6nemli bilimsel
mesajlar iletilirken, ders kitaplarindaki biyoloji 6gelerinde yer
alan gorsel boliimlerin sadece dekoratif bir rolii oldugunu
belirlemislerdir.

Murdaningsih  ve  Murtiyasa  (2016)  tarafindan
gergeklestirilen baska bir calismada; Endonezya'min yeni
miifredati ¢ergevesinde sekizinci smif matematik ders
kitabindaki matematik problemlerinin, PISA ¢ergevelerine
dayanarak analiz ederek, kitabin igeriginin PISA bilesenlerine
uygun oldugu sonucuna varmislardir. Ayrica, Ogrenci
kitabinin her iki yarisinda da matematik kavramlarinda akil
ylriitme siirecini iceren problemlerin digerlerine gore daha
baskin oldugunu ortaya koymuslardir. Yeni miifredata yonelik
Ogrenci matematik kitaplarinin, genel olarak Endonezya'daki
egitim kalitesini gelistirmek ve 6zellikle Endonezya'nin egitim
basarisini artirmak amactyla uygun oldugunu belirtmislerdir.

Benzer sekilde, fen bilimleri ders kitaplar1 da 6grencilere
fen bilimleriyle ilgili temel kavramlari, deneyimleri ve
becerileri Ogretmeyi amacglar. Bu kitaplarda yer alan
etkinlikler, 6grencilerin fen bilimlerine olan ilgilerini artirmak,
kavramlar pekistirmek ve fenle ilgili becerilerini gelistirmek
icin tasarlanmistir (Dolu, 2023; Dolu, 2022; Fan ve Kacley,
2000; Halis, 2002; Kilig vd., 2001; Kul vd., 2018; Turgut,
1996). Matematik ders kitaplarinda oldugu gibi, fen bilimleri
ders kitaplarinin da egitim kalitesini artirma ve &grencilerin
analitik diistinme becerilerini gelistirme hedefi vardir.
Etkinlikler; genellikle gozlem, deney, problem ¢ozme ve
elestirel diisiinme gibi becerilerle 6grencilere aktif katilim
imkan1 sunar. Ayrica, fen kitaplar1 genellikle 6grencilere
bilimsel yontemi anlama ve uygulama, veri analizi yapma,
hipotezler ~olusturma gibi temel bilimsel beceriler
kazandirmay1 hedefler (MEB, 2018).

Fen bilimleri ders kitaplarinin 6grencilere temel bilimsel
becerileri kazandirma ve fen bilimlerine olan ilgilerini artirma
amaciyla tasarlandigi g6z Onilinde bulundurularak, bu
arastirmada, MEB’in onayladig: {igiincii, dordiincii, besinci,
altinci, yedinci ve sekizinci siniflar ig¢in fen bilimleri ders
kitaplarindaki “fiziksel olaylar” 6grenme alanina ait tinitelerde
yer alan etkinliklerin, PISA fen okuryazarligt yeterlik
diizeylerine gore degerlendirilmesi amaglanmistir. “Fiziksel
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olaylar” 6grenme alani, fen bilimleri i¢inde 6grencilerin temel
kavramlari anlamalarini, fen bilimleri ile ilgili temel becerileri
gelistirmelerini  ve  giinlik  yasamlarindaki  olgular
anlamalarim1 saglayan bir alandir (Esme, 2021; Yilmaz,
Siinkiir ve Ilhan, 2012). Ornegin, bir Ogrenci, "isinin
yayilmas1" konusunu 6grenirken, 1sinin nasil iletildigini ve
bunun giinliik yasamda nasil gézlemlenebilecegini kavrar (Er
Nas ve Cepni, 2016; . Bu, 6grencilere sadece teorik bilgiyi
degil, ayn1 zamanda bu bilgiyi giinliik hayatta uygulama
becerisini de kazandirir. Bir diger ornek ise, "elektrik
devreleri" konusudur. Ogrenciler, elektrik ~devrelerini
Ogrenirken bir devreyi nasil kuracaklarmi ve devrenin nasil
calistigin1 anlayarak, evde basit elektrik tamiratlarin1 yapma
veya elektrikli cihazlarin ¢alisma prensiplerini anlama gibi
glinlik hayatta kullanabilecekleri beceriler gelistirirler
(Tasmis ve Dogru, 2024). Bu nedenle, bu 6grenme alanindaki
etkinliklere = odaklanarak  Ogrencilerin ~ fen  bilimleri
okuryazarlig1 diizeyini degerlendirmek amaglanmistir. Ayni
zamanda bu durum, 6grencilerin fen bilimleri okuryazarligina
dair daha derinlemesine bilgiler elde edilmesini ve bu konuda
Ogretmenlere ve egitim politikast yapicilara daha spesifik
Oneriler sunmalarint saglamak i¢in bir strateji olarak
kullanilmistir. Bu amag¢ dogrultusunda bu ¢aligmada, iigilincii
siniftan sekizinci smifa fen bilimleri dersinde ele alinan
“fiziksel olaylar” Ogrenme alanma ait {initelerde yer alan
etkinliklerin yeterlik diizeylerinin degigimi incelenecektir. Fen
bilimleri ders kitabinda yer alan “fiziksel olaylar” 6grenme
alanima ait etkinlikler sinif seviyelerine gore nasil bir degisim
gostermektedir?”’ sorusu yanitlanmaya ¢alisilacaktir.
Arastirma sonuglarinmn, fen bilimleri ders kitaplarinin
gelistirilmesine  6nemli ~ bir  katki  saglayabilecegi
ongoriilmektedir. Ilgili alan yazinda, fen bilimleri ders
kitaplarinda yer alan etkinliklerin PISA fen okuryazarligi
baglaminda degerlendirildigi bir ¢aligmaya rastlanilmamustir.
Arastirmadan elde edilecek bulgularin; program gelistirme
caligmalarina yeni bir perspektif sunarak ilerlemelerin
etkisiyle, kitaplardaki etkinliklerin gelisip degisebilecegine
151k tutacag diisiiniilmektedir. Degisen ve gelisen etkinlik
cesitliligi ile 6gretmenler, 6grenciler ve akademisyenler igin
degerli bir kaynak olabilecegi Ongoriilmektedir. Ayrica bu
aragtirma, yeni Kkitaplar/yaymlar olusturulurken etkililik
diizeylerine iligkin degerlendirmelerin yapilmasi gerektigini
acikca ortaya koymaktadir. Bu cercevede tiim etkinlik
diizeylerine esit bir dagilmin saglanmasi, ders kitabi
hazirlama siirecinde yazarlarin ileri diizey becerileri igeren
yeni etkinlikleri eklemesi ve tiim bu eylemlerin Tiirkiye'de fen

Tablo 1. Arastirma kapsaminda incelenen kitaplar

okuryazarligmin seviyesinde gelismeye katki
beklenmektedir.

saglamasi

Yontem

Bu aragtirma, dokiiman incelemesi yontemi kullanilarak
gerceklestirilen nitel bir caligmadir. Dokiiman incelemesi,
belirli bir konu veya soru gercevesinde yazili veya basilt
belgelerin detayli bir sekilde degerlendirilmesini igerir
(Bowen, 2009). Dokiiman inceleme yontemini bazi
arastirmacilar veri toplama yoOntemi olarak kabul etse de
(Creswell, 2007), dokiimanlar arastirmaci tarafindan
degerlendirilerek yorumlandigindan, nitel bir arastirma
yontemi olarak diigiiniilebilir (Dolu, 2023). Bu yontem,
genellikle alan yazin taramalari, arastirmalar veya bilgi
toplama siireglerinde kullanilir (Ozkan, 2021). ik adim,
inceleme yapilacak konuyu belirlemek ve ardindan uygun
kaynaklar1 segmektir (Ozkan, 2021). Segilen kaynaklar,
genellikle kitaplar, makaleler, raporlar ve dergiler gibi yazili
belgelerdir (Cardno, Rosales-Anderson ve McDonald, 2017).
Alan yazin taramasi sirasinda, daha oOnceki c¢aligmalar,
goriisler ve bulgular iizerinde bir analiz yapilir (Kara, Giil
Erséz ve Oyur, 2023). Toplanan veriler belirli kategorilere
veya temalara gore diizenlenir, ardindan analiz ve yorumlama
sireci baglar. Sonuglar ¢ikarildiktan sonra, dokiiman
incelemesi genellikle bir rapor veya yazi formatinda sunularak
mevcut bilgilerin 6zetlenmesini ve degerlendirilmesini saglar
(Bowen, 2009; Corbin ve Strauss, 2008; Labuschagne, 2003).

Veri Toplama Araclari

Arastirma kapsaminda, Talim Terbiye Kurulu Baskanliginca
(TTKB) onaylanan ve Milli Egitim Bakanhgi (MEB)
tarafindan izin verilen iiglincli smiftan sekizinci smifa kadar
olan fen bilimleri ders kitaplari, PISA tarafindan yayinlanan
fen okuryazarligi yeterlik Olg¢egi kullanilarak, dokiiman
incelemesi yontemiyle detayli bir sekilde analiz edilmistir. Bu
analizde, kitaplarda “fiziksel olaylar” &grenme alanina ait
iinitelerde yer alan etkinlikler incelenmistir. Arastirma
kapsaminda incelenen ders kitaplarina ait bilgiler Tablo 1°de
verilmistir. Arastirmada kullanilan tiim ders kitaplari, MEB'in
onayladig1 ve egitim-6gretim yili i¢in gegerli olan en giincel
baskilar  oldugundan, bulgularimizin  gecerliligi  ve
genellenebilirligi  korunmustur. Bu durum g6z Oniinde
bulundurularak, ¢aligmamizda en son baski kitaplar tercih
edilmistir ve bu se¢imin, bulgularimizin giivenilirligini
arttiracag1 diistiniilmektedir.

Kitap ad1 Yazar/Yazarlar Talim Terbiye Kurulu tarih ve karar sayisi Yayinevi
Ilkokul 3. Sif Fen Bilimleri Ders Kitabi Koncay Demiray 18.04.2019 giin ve 8 sayili karar ile kabul MEB yaymlar
Ozkan Koker edilmistir
Tlkokul 4. Simif Fen Bilimleri Ders Kitabi Dr. Fadime Mengi Us 28.11.2022 giin ve 95 sayilh karar ile kabul ~MEB yayinlarn
Esma Ozlem Unlii edilmistir
Tuba Algan
Sebnem Nimet Kosemen
Ilknur Mazman
Ortaokul ve Imam Hatip Ortaokulu 5. Smif  Giirsel Kalik 04.01.2023 giin ve 02 sayilh karar ile kabul ~MEB yaymlari
Fen Bilimleri Ders Kitab1 Hatice Ayhan edilmistir
Zehra Goren
Ortaokul ve Imam Hatip Ortaokulu 6. Smif  Ali Aydin 28.11.2022 giin ve 95 sayilh karar ile kabul ~MEB yaymlari
Fen Bilimleri Ders Kitab1 Aysun Aslan edilmistir
Biilent Aydinbelge
Ortaokul ve Imam Hatip Ortaokulu 7. Smif  Erkan Akdemir 18.04.2019 giin ve 8 sayill karar ile kabul MEB yaymlari
Fen Bilimleri Ders Kitab1 Dilek Cetin Atasoy edilmistir
Ortaokul ve fmam Hatip Ortaokulu 8. Smif  Sinem Yamk 04.01.2023 giin ve 02 sayili karar ile kabul ATA yayinlar
Fen Bilimleri Ders Kitabi edilmistir
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Tablo 2. Fen okuryazarli: yeterlik diizeyleri (MEB, 2023)

Diizey

Yeterlik diizeyinde bulunan 6grenci davramslari

Bu diizeydeki 6grenciler; yeni bilimsel olgular, olaylar ve siirecler i¢in hipotezler sunmak veya tahminler yapmak igin igerik, siire¢ ve epistemik bilgilerini
kullanabilirler. Fizik, canli, uzay ve yer bilimlerindeki fikir ve kavramlari anlayabilirler. Yorum yaparken ilgili ve ilgisiz bilgileri ayirt edebilir ve okul
programlari kendilerine sunulanlar diginda da bilgi tiretebilir. Bilimsel kanita ve yasaya dayanan bilgilerle goriislere dayanan bilgileri ayirt edebilir. Karmagik
deney diizeneklerini, alan ¢aligmalarini ve simiilasyonlar1 degerlendirebilir ve se¢imlerinin gerekgelerini agiklayabilir.

Bu diizeydeki 6grenciler; soyut bilimsel kavramlar1 nedensellik baglantilari igeren karmasik olgulari, olaylart ve siireleri agiklamak igin kullanabilirler.
Alternatif deneysel tasarimlarini degerlendirmek ve kararlarin1 dogrulamak igin epistemik bilgilerini kullanabilirler. Tahminler yapmak veya yorumlamak
icin kuramsal bilgilerini ige kosabilirler. Sorular1 bilimsel olarak aragtirmanin yollarini degerlendirebilirler. Veri kaynaklarinda veya veriye dayali sonuglarin
yorumlanmasindaki sinirhiliklari ve belirsizlikleri saptarlar.

Bu diizeydeki 6grenciler; gorece karmagsik olan durumlari agiklamak igin kendilerine sunulan veya hatirladiklar: diger karmasik durumlari kullanabilirler.
Sinirlart belirli olmak kaydiyla, iki veya daha fazla bagimsiz degiskeni iceren deneyleri uygulayabilirler. Epistemik ve yontem bilgilerini kullanarak bir
deney tasariminin uygunlugunu degerlendirebilirler. Kismen karmagik olan bir veri setini ya da pek agina olmadigi konudaki veri setini yorumlayabilirler.
Veriyi kullanarak uygun sonuglar olusturabilir ve yaptiklari segimleri gerekgelendirebilirler.

Bu diizeydeki 6grenciler; Kismen karigik konu alanlarinda olgulari tanimlayabilir ve agiklayabilirler. Asina olmadiklari durumlarda kendilerine sunulan
ipucu ve destekler ile agiklama yapabilirler. Sinirlar1 belli olmak sartiyla, basit deneyleri uygulamak i¢in epistemik ve yontem bilgilerini kullanabilirler.
Sorunlar arasinda hangilerinin bilimsel hangilerinin bilimsel olmadigini belirleyebilirler. Bilimsel sonuglar1 destekleyen bulgulari ayirt edebilirler.

Bu diizeydeki Ogrenciler; giinlik konulardaki bilgilerini ve temel diizeydeki yontem bilgilerini kullanarak bilimsel agiklama yapabilir, veriyi
yorumlayabilirler. Sahip olduklari bilgileri, basit bir deney tasariminda incelenen soruyu belirlemek i¢in kullanabilirler. Temel diizeydeki bilimsel bilgileri
basit bir veri setinden gegerli bir sonug ¢ikarmak i¢in kullanabilirler. Sahip olduklari epistemik bilgiler ile bilimsel olarak incelenebilecek sorulart ayirt
edebilirler.

Bu diizeydeki 6grenciler; giinliik konulardaki bilgilerini ve temel diizeydeki bilgilerini bilimsel olgulari a¢iklamak i¢in kullanabilirler. Desteklenmeleri
durumunda ikiden fazla degiskeni olmayan yapilandirilmis bilimsel incelemeleri gerceklestirebilirler. Basit nedensel iligkileri saptayabilir ve diisiik seviyede
biligsel iglem gerektiren gorsel verileri yorumlayabilirler. Asina olduklar kisisel, yerel ve kiiresel konularla ilgili en iyi bilimsel agiklamay1 verilenler
arasindan segebilirler.

Bu diizeydeki grenciler; basit bir olgunun 6zelliklerini ayirt etmek i¢in temel diizeydeki bilgilerini ve giinliik bilgilerini kullanabilirler. Verideki basit

1b oOriintiileri tanimlayabilir, basit bilimsel terimleri ayirt edebilir ve bilimsel bir siireci izlemek i¢in agik olan yonergeleri takip edebilirler.

Veri Analizi

Aragtirmada dokiiman analizi ile toplanan verilerin
¢oziimlenmesinde tiimdengelimsel igerik analizi
kullanilmistir. Timdengelimsel yaklagim, daha &nceki bir
teoriye veya modele dayanir ve genelden 6zele dogru hareket
eder (Elo ve Kyngis, 2008). Bu yaklagimda, g¢alismanin
amacina bagli olarak yapilandirilmis bir analiz matrisi veya
analiz siirecinden Once belirlenmis olan kategoriler
kullanilmaktadir (Elo ve Kyngis, 2008; Sandelowski; 1995).
Timdengelimsel icerik analizinin temel amaci, mevcut bir
teoriyi farkli bir durumda test etmek veya kategorileri farkli
zaman dilimlerinde karsilastirmaktir. Bu yontem, arastirmanin
saglam temellere dayanmasmi ve elde edilen verilerin
giivenilir bir sekilde yorumlanmasini saglar (Hsieh ve
Shannon, 2005).

Bir kisinin fen okuryazarligi diizeyini belirlemek, onun
Ozelliklerini ve beceri alanlarmi bilmekten daha fazlasini
gerektirir. Bu nedenle, 6grencilerin belirli bir diizeyde fen
okuryazarlig1 kazanmalar1 gerekliligi dikkate alinarak PISA
sorularina yonelik "fen okuryazarligi yeterlilik diizeyleri"
olarak bilinen standartlar olusturulmustur (MEB, 2018). Bu
seviyeler araciligiyla dgrencilerin basarilari ve eksiklikleri
ortaya cikarilarak tanimlanmistir. Toplamda alti seviyeyi
kapsayan bu diizeyler dikkate alindiginda, birinci seviyedeki
yeterlilikler (1a ve 1b diizeyleri) “Alt Performans”, ikinci,
iiclincii ve dordiincii seviyedeki yeterlilikler “Asgari
Performans”, besinci ve altinci seviyedeki yeterlilikler ise “Ust
Diizey Performans” olarak simiflandirilmaktadir (MEB, 2018).
PISA tarafindan tanimlanan fen okuryazarligt yeterlik
diizeyleri ve yeterlik diizeylerine gore 6grenci davranislari
Tablo 2'de gosterilmektedir.

PISA tarafindan belirlenen fen okuryazarhigi yeterlik
diizeyleri, Ogrencilerin  bilimsel  bilgiyi  anlamalari,
kullanmalar1 ve elestirel bir sekilde degerlendirebilmeleri i¢in
gerekli olan becerileri tanimlamak amaciyla olusturulmustur.
Bu diizeyler, ogrencilerin fen bilgisi konusunda hangi
asamalarda olduklarini belirlemek ve gelisimlerini izlemek
i¢in kullanilir.

Alt performans diizeyleri olan la ve 1b diizeylerinde,
ogrenciler temel fen bilgilerini tanmimlama ve hatirlama
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yetenegine sahiptirler. Bu diizeydeki dgrenciler genellikle fen
bilimleri ile ilgili basit problemleri ¢ozebilirler ve temel
bilimsel kavramlar anlayabilirler. Ancak, bu diizeylerde iist
diizey diisinme becerileri heniiz tam olarak gelismemistir.
Asgari performans diizeyleri olan ikinci, iigiincii ve dordiincii
seviyeler, Ogrencilerin daha karmasik fen bilgilerini
anlamalart ve uygulamalari gereken seviyelerdir. Bu
diizeylerde ogrenciler, bilimsel bilgiyi giinliik hayatta
kullanma ve basit bilimsel problemleri ¢ézme yetenegine
sahiptirler. Bu diizeylerdeki &grenciler, bilimsel bilgiyi
yorumlama ve temel analiz yapma  becerilerini
gelistirmislerdir. Ust diizey performans diizeyleri olan besinci
ve altinci seviyeler ise, Ogrencilerin ist diizey diisiinme
becerilerini  gostermeleri  gereken  seviyelerdir.  Bu
diizeylerdeki 6grenciler, bilimsel bilgiyi elestirel bir sekilde
degerlendirebilir, karmagik bilimsel problemleri ¢ozebilir ve
bilimsel bilgiyi yeni durumlara uygulayabilirler. Besinci ve
altinc1 diizeydeki Ogrenciler, bilimsel arastirmalari analiz
edebilir, hipotezler olusturabilir ve bu hipotezleri test
edebilirler. Ayrica, bu diizeydeki 6grenciler, bilimsel bilgiyi
yaratici bir sekilde kullanarak yeni ¢dziimler iiretebilirler.
Aragtirmada incelenen kitaplardan “fiziksel olaylar”
O0grenme alanina ait {nitelerde yer alan etkinlikler PISA
tarafindan belirtilen “fen okuryazarlik yeterlik diizeylerine”
gore incelenmis ve etkinlikler bu yeterlik alanlarina gore
puanlanarak kategorize edilmistir. Arastirmada "fiziksel
olaylar" 6grenme alanina odaklanilmasinin iki temel nedeni
vardir: Ilk olarak, "canlilar ve yasam", "fiziksel olaylar" ve
"madde ve degisim" Ogrenme alanlart arasinda en ¢ok
etkinligin yer aldig1 alan "fiziksel olaylar"dir, bu da daha genis
ve kapsamli bir veri seti sunmaktadir. ikinci olarak, "fiziksel

olaylar" Ogrenme alani, Ogrencilerin temel kavramlari
anlamalarmi, fen bilimleriyle ilgili temel becerileri
gelistirmelerini  ve  gilinlik  yasamlarindaki  olgular1

kavramalarini saglayan kritik bir alan oldugu i¢in, 6grencilerin
fen bilimleri okuryazarlik diizeylerini degerlendirmek adina
bu alana odaklanilmistir. Tablo 3'de arastirmada incelenen
etkinlik sayilarinin her sinif diizeyinde iinitelere gore dagilimi
gosterilmektedir.
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Tablo 3. Sinif seviyesi ve iinitelere gore etkinlik sayilari

Simif Konu Alani Unite

Etkinlik Sayis1

Kuvveti Tantyalim
3 Fiziksel Olaylar
Elektrikli Araglar
Toplam
Kuvvetin Etkileri
4 Fiziksel Olaylar

Toplam

Kuvvetin Olgiilmesi ve Siirtinme

5 Fiziksel Olaylar Is1igin Yayilmasi

Elektrik Devre Elemanlari

Toplam

Kuvvet ve Hareket
Ses ve Ozellikleri
Elektrigin Iletimi
Toplam

Kuvvet ve Enerji

6 Fiziksel Olaylar

7 Fiziksel Olaylar
Elektrik Devreleri
Toplam
Basing

8 Fiziksel Olaylar Basit Makineler

Elektrik Yikleri ve Elektrik Enerjisi

Toplam

Cevremizdeki Isik ve Sesler

Aydinlatma ve Ses Teknolojileri
Basit Elektrik Devreleri

Is1gin Madde ile Etkilesimi

L NI NI el S-S el IO I N N N N N 2 R NIV-TECN

Tablo 3 incelendiginde, “fiziksel olaylar” 6grenme alanina
ait tiim smuf seviyelerinde toplam 79 adet etkinligin arastirma
kapsaminda PISA’da yer alan fen okuryazarligi yeterlik
diizeylerine gore incelendigi goriilmektedir. Analiz siirecinde
her bir etkinlik, fen okuryazarlig1 yeterlik diizeylerindeki alt1
seviyeyi kapsayan davranislar dikkate alinarak hangi yeterlik
seviyesinde oldugu belirlenmistir. Sekil 1°de yedinci sinif
seviyesinde oOrnek bir etkinlik verilmistir. Etkinliklerin
diizeyleri  belirlenirken,  Ogrencilerin  bu  etkinligi
gerceklestirirken Tablo 2’de yer alan hangi becerileri

kullandiklar1 g6z Oniine alinarak PISA degerlendirme
kriterlerine gore yeterlik diizeyi belitlenmistir. Ornegin “Basit
deneyleri uygulamak i¢in epistemik ve ydntem bilgilerini
kullanabilirler”, “Sorunlar arasinda hangilerinin bilimsel
hangilerinin bilimsel olmadigin1 belirleyebilirler.” gibi.
Etkinliklerin yeterlilik diizeylerinin degerlendirilmesinin
ardindan, PISA fen okuryazarlik yeterlik diizeylerinin tim
smif diizeyleri ve {niteler arasindaki frekans ve yiizde
dagilimlarini tablolastirilarak verilmistir.

ETKiNLIK-1

Malzemeler:

* Atik karton rulolar
* Paket lastigi

* Kagit parcalan

lemektir.

Etkinligin Yapiligi

cahsiniz.

kagidin hareketini gdzlemleyiniz.

Esneklik Potansiyel Enerjisini Gézlemleyelim

* Bu etkinlikte amag, esneklik potansiyel enerjisinin nelere bagh oldugunu gézlem-

« Masanin lizerine karton rulolarla esit ylikseklikte 2 adet kule olusturunuz.
» Gerdiginiz paket lastigi ile kagit parcalarini esit uzakliktan firlatarak kuleleri yikmaya

« Kuleyi ilk yikan grup yarismanin galibi olacaktir.
« Gruplann kullandidi lastikler esit 6zellikte olmalidir.
= Yarigma sirasinda paket lastiginin germe miktarini ve kagidin blyikliglini degistirerek

Not: Sinif mevcudunuza gore bireysel ya da gruplar hdlinde yanisabilirsiniz. Etkinlikte
karton ya da plastik bardak da kullanabilirsiniz.

» Kagit parcalarini firlatmak icin paket lastiginin hangi 6zelliginden yararlandiniz?
@ Kagit parcalarini paket lastigi ile hangi durumlarda daha hizli firlattiniz?

@ Paket lastiginin germe miktarini ve kagidin biyikligini degistirdiginizde firlat-
tiginiz kagidin ve karton rulolarin hareketinde gézlemlediginiz degisiklikler nelerdir?

Karton rulolar Paket lastigi

Sekil 1. Yedinci sinif ders kitabinda yer alan 6rnek etkinlik (Atasoy ve Akdemir, 2019)
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Gecerlik ve Giivenirlik

Gegerlik, aragtirmanmn tasarimi, Ol¢iimler ve kullanilan
metodoloji ile ilgili olarak dogru ve anlamli sonuglar elde etme
yetenegini ifade eder (Babbie, 2021). Arastirmanin gegerli
olmasi, elde edilen bulgularin gercek durumu ne derece
yansittigmin bir gostergesidir (Yildirnrm ve Simsek, 2016).
Ayn1 zamanda arastirilan durum ya da olgunun olabildigince
tarafsiz bir sekilde gozlenmesi ve elde edilen bulgularin ek
yontemlerle (farkli katilimcilar, meslektaslar, uzmanlar vb.)
teyit edilmesidir (Sencan, 2005). Bu arastirmada i¢ gegerliligi
arttirmak i¢in uzman incelemesinden yararlanilmistir. Fen
bilgisi egitimi alaninda iki uzman, aragtirmacilar tarafindan
belirlenen etkinlik diizeylerini incelemislerdir. Ote yandan,
aragtirmanin siirecinin ve kullanilan verilerin ag¢ikligi,
aragtirmanin giivenirligini etkiler. Glivenilir bir arastirma,
farkli aragtirmacilar  tarafindan ayni kosullarda
tekrarlandiginda benzer sonuglar elde edilebilir (Yildirim ve
Simsek, 2016). Bu nedenle, arastirmanin her asamasinda ve
veri toplama siirecinde titizlikle ¢alisarak, baskalarinin ayni
sartlarda benzer sonuglara ulasmasina olanak taninmalidir. Bu
sekilde, arastirmanin gegerli ve giivenilir oldugundan emin
olunabilir. Bunun ig¢in, li¢ aragtirmact birbirlerinden ayri
olarak ders kitaplarindaki etkinlikleri puanlamigslardir.
Puanlama yapilirken, OECD tarafindan yaymlanan, PISA
diizeylerine gore drnek sorular incelenmis ve PISA’da yer alan
fen okuryazarlig yeterlik diizeyleri dikkate alinmistir (Tablo
2). Bulgular, frekans ve yiizde olarak hesaplanmig ve tablolar
ve Ornek etkinliklerle desteklenmigstir. Puanlama siirecinde,
sorulara atanan diizeyler arasinda bir karsilastirma yapilmis ve
tutarhilik yiizdeleri incelenmistir. Kitaplardaki toplam 79
etkinlik arastirmacilar tarafindan ayri ayri incelendiginde 66
etkinligin ayn1 fen okuryazarligi yeterlik diizeyinde
belirlendigi goriismiistiir. Bu sekilde yapilan veri analizinin
giivenirligi: [Goriis birligi / (Goriis birligi + Goriis ayriligr) x
100] formiiliinden hesaplanmustir (Miles ve Huberman, 1994).
Aragtirmacilar arasindaki tutarlilik .83 olarak bulunmustur.
Landis ve Koch’un (1977) siniflamalarina gore bu katsay1
degeri hemen hemen miikemmel bir uyusmanin oldugunu
gostermektedir.  Arastirmacilar  goriis  birli§i  olmayan
etkinlikler icin bir araya gelmisler ve birbirlerine ¢ok yakin
diizeyleri (bir alt ya da bir iist diizey) belirledikleri
goriilmiistiir. Ornegin 4. Sinif “Arabam Trafikte” etkinligi i¢in
iki aragtirmaci fen okuryazarlig: yeterlik diizeyini iki olarak
belirtirken bir yazar ii¢ olarak belirtmistir. Yapilan goriismeler
sonucunda PISA diizeyleri yeniden gozden gegirilerek, goriis
birligine varilmis ve sonunda ortak bir karara ulagilmistir.

Bulgular

Arastirmanin bu boliimiinde, PISA fen okuryazarlig yeterlik
diizeylerine gore incelenen iig¢iincii siniftan sekizinci sinifa fen
bilimleri ders kitaplarinda yer alan etkinliklere ait bulgulara
yer verilmistir. Bulgular, frekans degerleri ve yiizdeler olarak
tablolarda verilmis ve farkli fen okuryazarlig1 yeterlilik
diizeylerine gore etkinlik 6rnekleri sunulmustur.

Ugiincii Siif Fen Bilimleri Ders Kitabina Ait Bulgular

Ucgiincii sinif fen bilimleri ders kitabinda, sirasiyla “fiziksel
olaylar” 6grenme alaninda Kuvveti Taniyalim, Cevremizdeki
Isik ve Sesler, Elektrikli Araclar olmak lizere ii¢ linite ve bu
tinitelerde toplam 19 etkinlik bulunmaktadir. Ugiincii smif
“fiziksel olaylar” Ogrenme alanina ait iinitelerde yer alan
etkinliklerin PISA fen okuryazarlig yeterlik diizeyleri Tablo
4’te gosterilmektedir.

Tablo 4’te goriildiigii gibi, 19 etkinligin yer aldig1 tliglincii
sinif fen bilimleri ders kitabinda etkinliklerin %36,84 {iniin 1b
diizeyinde, %21,05’inin la diizeyinde ve %42,11’inin 2
diizeyinde oldugu belirlenmistir. Ugiincii sinif seviyesindeki
ders kitabinda “fiziksel olaylar” 6grenme alanina ait ii¢ilincii,
dordiincii, besinci ve altinct diizeylerde herhangi bir etkinlige
rastlanmamigtir. Bu smif seviyesinde yer alan etkinliklerin
sekiz tanesinin ikinci diizeyde, yedi tanesinin ise 1b diizeyinde
oldugu goriilmektedir. Kitapta yer alan 1b diizeyine ait etkinlik
ornegi Sekil 2°de verilmistir. Bu seviyedeki dgrenciler, temel
bilgilerini ve giinliik bilgilerini kullanarak basit bir olgunun
Ozelliklerini ayirt edebilirler. Verideki basit Oriintiileri
tanimlayabilir, basit bilimsel terimleri ayirt edebilir ve acik
yonergeleri takip ederek bilimsel bir siireci izleyebilirler.

Bu etkinlikte, Ogrencilerden basit bir karsilagtirma
yapmalar1 beklenmektedir. Ornegin, 151k kaynagini taniyarak
bu nesneleri 151k kaynagi olmayan diger nesnelerden ayirt
edebilmeleri gerekmektedir. Bu se¢imleri yaparken, giinliik
yasamda edindikleri bilgileri yorumlayabildikleri ve temel
diizeydeki gorselleri basit biligsel becerilerle ¢ozebildikleri

diistiniilmektedir. Bu nedenle, &grencilerden beklenen
davraniglar temel diizeyde oldugundan, etkinlik 1b
diizeyindedir.

Dérdiincii Sinif Fen Bilimleri Ders Kitabina Ait Bulgular

Dérdiincii sinif fen bilimleri ders kitabinda, sirastyla “fiziksel
olaylar” 6grenme alaninda Kuvvetin Etkileri, Aydinlatma ve
Ses Teknolojileri, Basit Elektrik Devreleri olmak lizere ii¢
iinite ve bu initelerde toplam 12 etkinlik bulunmaktadir.
Dérdiincii  simif “fiziksel olaylar” O6grenme alanina ait
iinitelerde yer alan etkinliklerin PISA fen okuryazarlig:
yeterlik diizeyleri Tablo 5’te gosterilmektedir.

Tablo 4. Uciincii sinif ders kitabinda yer alan etkinliklerin fen okuryazarlig1 yeterlik diizeyleri

Yeterlik Diizeyi Kuvveti Cevremizdeki Isik ve Sesler Elektrikli Araclar Toplam %
Tanmtalim
1b 3 2 2 7 36,84
la 2 2 - 4 21,05
2 1 5 2 8 42,11
345veb - - - - -
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— Birlikte Yapalim 5.2.

} Isik Kaynaklarimizi Bulalim |

Gerekli Malzemeler
v Ders kitabi
v Kalem

Nasil Yapalim?

e Gorselde buldugumuz isik kaynaklarini asagidaki tabloya yazalim.

ISIK KAYNAKLARI

e Tabloya yazdigimiz isik kaynaklarini arkadaslarimizla paylasalim ve en fazla isik
kaynagini kimin buldugunu belirleyelim.

Sekil 2. Uciincii smif ders kitabinda yer alan PISA fen okuryazarhig1 1b diizeyine ait etkinlik 6rnegi
(Demiray ve Koker, 2019, s.144)

Tablo 5. Dordiincii sinif ders kitabinda yer alan etkinliklerin fen okuryazarlig: yeterlik diizeyleri

Yeterlik Diizeyi Kuvvetin Aydinlatma ve Ses Basit Elektrik Toplam %
Etkileri Teknolojileri Devreleri

1b - 1 - 1 8,33
la - 1 - 1 8,33
2 3 1 - 4 33,34
3 1 - - 1 8,33
4 1 1 1 3 25,00
5 2 - 2 16,67
6 - - - -

Tablo 5 incelendiginde, 12 etkinligin yer aldig1 dérdiincii
sinif fen bilimleri ders kitabinda altinci diizey hari¢ diger tim
diizey alanlarina ait etkinliklerin yer aldigi belirlenmistir.
Dordiincii sinif seviyesindeki ders kitabinda “fiziksel olaylar”
Ogrenme alanina ait %33,34 oraniyla en ¢ok ikinci diizeyde
etkinliklerin oldugu gdriinmektedir. Bu sinif seviyesinde yer
alan Basit Elektrik Devreleri initesine ait sadece bir etkinligin
bulunmasi dikkat ¢ekici olmakla birlikte, bu etkinligin fen
okur yazarlik yeterliliginin dordiincii diizeyde oldugu tespit
edilmistir. Diger 6nemli konu dordiincii sinif fen bilimleri ders
kitabinda besinci diizeye ait iki adet etkinligin yer almasidir.
Bu etkinlikler Aydinlatma ve Ses Teknolojileri iinitesine aittir.
Sekil 3’te besinci diizeyde yer alan etkinlik 6rnegi verilmistir.
Bu etkinlikte, 6grencilere uygulama yaptirarak ders kitabi
bilgilerinin digina ¢ikilmasina imkén saglanmis ve 6grenciden
bir miithendis gibi davranmasi istenerek duruma uygun olarak
6grencinin bir yol haritas1 ¢izmesi beklenmektedir.

Sekil 3’teki etkinlikte goriildiigii iizere, bu diizeye ait bir
etkinlik, 6grencilerin soyut bilimsel kavramlar: anlamalarini
ve diigiinmelerini saglamay1 amaglamaktadir. Aydinlatma
araglari, dordiincii sinif 6grencilerinin giinliik hayatta bilimsel
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bilgileri nasil kullanabileceklerini 6grenmelerine yardimci
olan 6nemli bir konudur. Bu etkinlikte, 6grencilerin bildikleri
bir kavrami sorgulamalari, tahminler yapmalar1 ve teorik
bilgilerini kullanmalar1 gerekiyor. Bu nedenle, dgrenciler,
soyut diisiince yapilar1 ve nedensellik baglantilar1 kullanarak
bu karmasik durumu anlamalidir. Bu etkinlik, 6grencilerden
daha derin diislince ve anlama becerilerini kullanmalarmi
bekledigi icin besinci diizeyde bir etkinlik olarak kabul
edilmistir.

Besinci Sinif Fen Bilimleri Ders Kitabina Ait Bulgular

Besinci sinif fen bilimleri ders kitabinda, sirasiyla “fiziksel
olaylar” 6grenme alaninda Kuvvetin Olgiilmesi ve Siirtiinme,
Isigin Yayimasi, Elektrik Devre Elemanlar: olmak tizere {i¢
iinite ve bu iinitelerde toplam 14 etkinlik bulunmaktadir.
Besinci sinif “fiziksel olaylar” 6grenme alanina ait iinitelerde
yer alan etkinliklerin PISA fen okuryazarlig1 yeterlik diizeyleri
Tablo 6°da gosterilmektedir.
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o&. UYGULAYALIM e

Gelecek icin Bir Aydinlatma Arac Tasarhiyorum

Aydinlatma araclari, gecmisten gunumuze teknolojinin gelismesi ve ihtiyaclarin farklilasma-

siyla cesitli degisimlere ugramistir. Gunimuzde daha verimli ve daha cevreci araclar tercih

edilmektedir. Sizden gelecekte kullanilabilecegini dusunduguntiz bir aydinlatma araci tasarla-

maniz istenmektedir. Tasarladiginiz araa verilen bos alana ciziniz. Aracimiza ait &zellikleri ve

kullanim amacini verilen noktali alana yaziniz. Aracinizi sinifta arkadaslariniza tanitiniz.

Amag: Gelecekte kullanilabilecek aydinlatma araclarna ysnelik tasarim yapmak.

Aydinlatma aracinizi bu alana ciziniz.

Aydinlatma araciniza ait dzellikleri ve kullanim amacimizi bu alana yaziniz.

Sekil 3. Dordiincii sinif ders kitabinda yer alan PISA fen okuryazarlig1 besinci diizeye ait etkinlik 6rnegi
(Mengi Us vd., 2023, 5.145)

Tablo 6. Besinci sinif ders kitabinda yer alan etkinliklerin fen okuryazarligi yeterlik diizeyleri

Yeterlik Diizeyi Kuvvetin Olgiilmesi ve Isigin Elektrik Devre Toplam %
Siirtiinme Yayilmasi Elemanlan

1b, 1a - - - - -
2 - 3 - 3 21,43
3 1 1 1 3 21,43
4 2 2 3 7 50,00
5 1 1 7,14
6 - - - - -

Tablo 6°da goriildiigi gibi, 14 etkinligin yer aldig1 besinci
sinif fen bilimleri ders kitabinda etkinliklerin yarisinin dort
diizeyinde, bu orani takiben %21,43 oranlartyla da ikinci ve
lclincli diizeyde {liger etkinliklerin oldugu belirlenmistir.
Besinci sinif ders kitabinda besinci diizey orani ile en yiiksek
diizeyde etkinlik Kuvvetin Olgiilmesi ve Siirtinme iinitesinde
yer almaktadir. Bu sinif seviyesinde yer alan etkinliklerin
¢ogunun dordiincii diizeyde oldugu goriilmektedir. Kitapta yer
alan dordiincii diizeye ait etkinlik 6rnegi Sekil 4’te verilmistir.
Bu seviyedeki oOgrenciler, karsilarina ¢ikan karmagik
durumlart anlamak i¢in kendi deneyimleri veya hatirladiklari
diger karmagik durumlart kullanabilirler. Belli smirlamalar
dahilinde, iki veya daha fazla bagimsiz degisken iceren
deneyleri uygulayabilirler.

Sekil 4’te yer alan 6grenme etkinligi 6rnegindeki gibi, bu
seviyedeki bir etkinlik, &grencileri karmasik bir durumu
¢ozme konusunda daha 6nce 6grendikleri bilgileri kullanmaya
yonlendirir. Etkinlik sonrasinda sorulari yanitlayabilmeleri

icin Ogrencilerin dinamometre ve siirtiinme kuvveti gibi
kavramlara hakim olmalari gereklidir. ikinci asamada,
Ogrencilerin ylizey ile siirtinme kuvveti arasindaki iliski
durumlarmi degerlendirmeleri ve bu karmasik durumu ¢6zmek
icin bilimsel bilgileri ve kanitlar1 kullanmalar1 beklenir. Bu

etkinlik, ogrencilerden beklenen davranislari
gerceklestirmeleri  acisindan  dordiincli  diizeyde  yer
almaktadir.

Altine1 Simif Fen Bilimleri Ders Kitabina Ait Bulgular

Altinc1 simif fen bilimleri ders kitabinda, sirasiyla “fiziksel
olaylar” Ogrenme alaninda Kuvvet ve Hareket, Ses ve
Ozellikleri, Elektrigin Iletimi olmak iizere ii¢ {inite ve bu
iinitelerde toplam 13 etkinlik bulunmaktadir. Altinci simf
“fiziksel olaylar” Ogrenme alanina ait iinitelerde yer alan
etkinliklerin PISA fen okuryazarlig yeterlik diizeyleri Tablo
7’de gosterilmektedir.
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zé .
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- Cam levha

- Zimpara kagich

- Dinamometre =y

- Tahta takoz
- Askihhagirhk takimu

N

Farkh ylGzeylerde stGrtinme kuvvetinin harekete etkisini gézlemlemek

- Sinifta Gger kisilik gruplar olusturunuz.

- Uzerine agirlik yerlestirilmis tahta takozu, cam levha tGizerinde dinamometre ile gekiniz.

« Takoz hareket ederken dinamometrenin gosterdigi dederi asadidaki tablonun ilgili alanina

vaziniz.

- Uzerine agirhik yerlestirilmis tahta takozu, zimpara kagidi Gzerinde dinamometre ile cekiniz.

- Takoz hareket ederken dinamometrenin gosterdigi degeri asagidaki tablonun ilgili alanina

yaziniz.

Dinamometrenin
gosterdigi deger (N)

Yiizey

Cam

Dinamometrenin
gosterdigi deger (N)

Ylizey

Zimpara kagich

1. Hangi durumda dinamometrede okunan deger daha buyuktar? Yaziniz.

3. Surtunme kuvveti, sirtinen ylzeylerin purtzlalagud ile nasil degismektedir? Soyleyiniz.

Sekil 4. Besinci smif ders kitabinda yer alan PISA fen okuryazarligi dordiincii diizeye ait etkinlik drnegi
(Kalik vd., 2023, 5.80)

Tablo 7. Altinci sinif ders kitabinda yer alan etkinliklerin fen okuryazarligi yeterlik diizeyleri

Yeterlik Diizeyi Kuvvet ve Hareket Ses ve Elektrigin Tletimi Toplam %
Ozellikleri

1b, 1a - - - - -
2 1 2 - 3 23,08
3 2 2 - 4 30,77
4 1 3 - 4 30,77
5 - - 2 2 15,38
6 - - - -

Tablo 7 incelendiginde, 13 etkinligin yer aldig1 altinci sinif
fen bilimleri ders kitabinda birinci diizeyler ve altinci diizey
hari¢ diger tiim diizey alanlarmna ait etkinliklere rastlandigi
goriilmektedir. Altinct sinif seviyesindeki ders kitabinda
“fiziksel olaylar” 6grenme alanina ait %30,77 oranlartyla en
¢ok ikinci ve tglincii diizeyde etkinliklerin oldugu
goriinmektedir. Bu smif seviyesinde yer alan Elektrigin Iletimi
tinitesine ait olan iki etkinlik de fen okur yazarlk yeterliliginin
besinci diizeyinde yer almaktadir. Ust diizey yeterlik
alanlarma ait etkinliklerin olmasi istendik durumlardan biri

olmakla birlikte bu iinite de baska diizeyde hicbir etkinligin
yer almamast dikkat c¢ekicidir. Sekil 5’de altinci siif ders
kitabinda yer alan Ses ve Ozellikleri iinitesine ait {i¢iincii
diizeyde bir etkinlik Ornegi verilmistir. Bu etkinlikte,
ogrenciler, kismen karmasik konulari tanimlama ve agiklama
becerisine sahip olarak, kendilerine sunulan ipuglart ve
desteklerle, asina olmadiklar1 durumlarda aciklamalar
yapabilirler ve ayirabilirler ve bulgular1 degerlendirirken,
bilimsel sonuglar1 destekleyen kanitlar1 ayirt edebilirler.
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NELER LAZIM?
Bir adet 10 cm ¢apinda, 20 cm uzunlugunda PVC plastik boru,
bir adet balon, kagit bardaklar, karton, makas, yapistirici, ahsap
tutucu, paket lastigi.

YAPALIM
OGRENELIM

SESIN

HAYDI BASLAYALIM

BIR ENERJI

OLDUGU-
NUN

I ISPATLANMASI

da bir delik agalim.

tiralim.
Bu etkinlik
ile sesin
 bir enerji

de dizelim.
cekip birakalim.

lim.

nedenini yaziniz.

« Kartonu daire seklinde keselim. Dairenin ortasina 3 cm gapin-

« Kartonu, PVC borunun agiz kismini kapatacak sekilde yapis-

« Ug kismini kestigimiz balonu gorseldeki gibi gergin bir sekilde
borunun ucuna gegirelim. Paket lastigi ile sabitleyelim.

« Hazirladigimiz ses topu diizeneginin kargisina 30 cm uzaklikta
karton bardaklari piramit seklin-

« Balonu ug¢ kismindan tutarak

« Karton bardaklari gozlemleye-

DUSUNUP DEGERLENDIRELIM
Karton bardaklarin konumlarinda bir degisiklik oldu mu? Olduysa

=

o

Gorsel 5.3.6

v

Sekil 5. Altinci sinif ders kitabinda yer alan PISA fen okuryazarligi tigiincii diizeye ait etkinlik rnegi
(Aydm vd., 2023, s.164)

Tablo 8. Yedinci sinif ders kitabinda yer alan etkinliklerin fen okuryazarlifi yeterlik diizeyleri

Yeterlik Diizeyi Kuvvet ve Enerji Isigin Madde ile Elektrik Devreleri Toplam %
Etkilesimi

1b, 1a - - - - -
2 1 5 - 6 46,15
3 2 - - 2 15,38
4 2 2 4 30,77
5 - 1 - 1 7,70
6 - - - - -

Verilen 6rnek etkinlikte, 6grencilere sesin enerji oldugunu
ispatlamalar1 ve bu konuda diisiinmeleri i¢in asina olmadiklari
bir durum sunulmaktadir. Ogrencilerden 6nce kendilerine
sunulan bilgileri degerlendirip ardindan kismen karmasik
goriinen bu durumu agiklamalari beklenmektedir. Asina
olmadiklart durumlarla ilgili bu davranislar1 sergilemeleri
istendiginden, etkinlik 6grencilerden ii¢lincii diizey becerileri
yerine getirmelerini saglamaktadir.

Yedinci Simif Fen Bilimleri Ders Kitabina Ait Bulgular

Yedinci sinif fen bilimleri ders kitabinda, sirasiyla “fiziksel
olaylar” 6grenme alaninda Kuvvet ve Enerji, Isigin Madde ile
Etkilesimi, Elektrik Devreleri olmak ilizere ii¢ iinite ve bu
iinitelerde toplam 13 etkinlik bulunmaktadir. Yedinci smif
“fiziksel olaylar” Ogrenme alanma ait {initelerde yer alan
etkinliklerin PISA fen okuryazarlig yeterlik diizeyleri Tablo
8’de gosterilmektedir.
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Tablo 8 incelendiginde, 13 etkinligin yer aldig1 yedinci
smif fen bilimleri ders kitabinda, “fiziksel olaylar” 6grenme
alanna ait %46,15 oraniyla en ¢ok ikinci diizeyde etkinliklerin
oldugu goriinmektedir. Bu diizeydeki etkinlikler ise bes adet
etkinlik sayisi ile Isigin Madde ile Etkilesimi tnitesinde yer
almaktadir. Bu oram1 %30,77 ile dordiincii diizey takip
etmektedir. Yedinci smif ders kitabinda dordiincii diizeyde
dort etkinlik bulunmaktadir. Bu sinif seviyesinde besinci
diizeyde Isigin Madde ile Etkilesimi iinitesinde sadece bir tane
etkinlik yer almaktadir. Kuvvet ve Enerji Uinitesinde ise iki adet
ticlincii diizey etkinlik oldugu tespit edilmistir. Sekil 6°da bu
smif seviyesinde en ¢ok bulunan diizey olan ikinci diizeyde bir
etkinlik o6rnegi verilmistir. Bu diizeydeki bir etkinlik igin
ogrenciler, giinliik konulardaki bilgilerini ve temel diizeydeki
yontem bilgilerini kullanarak bilimsel aciklamalar yapabilir ve
veriyi yorumlayabilirler. Aynm1 zamanda, sahip olduklari
bilgileri basit bir deney tasariminda incelenen bir soruyu
belirlemek i¢in kullanabilirler.
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Malzemeler:

* 2 adet termometre

* 2 adet beherglas (250 ml)
*500 ml su

cisimlerin sicakhgini karsilastirmaktir.

Etkinligin Yapilisi
1- Beherglaslara 200 ml su doldurunuz.

rak cizelgeye not aliniz.

simi” sitununa not aliniz.

g¥ | ETKINLiK-1
= | Isik Altindaki ve Gélgedeki Cisimler

-

* Bu etkinlikteki amag, giines 151gin1 dogrudan alan cisimler ile gélgede bulunan

2- Beherglaslardan birini gtines 151gin1 dogrudan alan bir yere, digerini ise gblge olan
bir yere birakiniz. Bu sirada termometreleri beherglaslarin igcine daldirarak her bir be-
herglastaki suyun ilk sicakhgini élcerek ¢izelgeye not aliniz.

3- On dakika bekledikten sonra termometrelerin gosterdigi sicaklik degerlerini okuya-

4- Olgtiiguiniiz ilk ve son sicaklik degerleri arasindaki farki hesaplayarak “Sicaklik Degi-

Gorsel 1

Sicakliklar (°C) Sicaklik Degisimi (°C)

ilk sicaklik | Son sicakhk

Gunes 151gin1 dogrudan alan yerdeki
beherglas

Golgedeki beherglas

@ Hangi ortamda bulunan beherglastaki suyun sicakligi daha cok artmigtir?

Sekil 6. Yedinci sinif ders kitabinda yer alan PISA fen okuryazarlig1 ikinci diizeye ait etkinlik 6rnegi
(Akdemir ve Cetin Atasoy, 2021, s.153)

Sekil 6'da verilen etkinlik orneginde, ogrenciler giinliik
yasamlarinda edindikleri temel bilgileri kullanarak sorudaki
talimatlar1 uygulayabilirler. Bu etkinlik, dgrencilerden basit
diizeydeki bilgilerinden yola ¢ikarak benzer sekilde basit
diizeyde bilimsel ¢gikarimlar yapmalarimi bekledigi igin ikinci
diizeyde siniflandirilmastir.

Sekizinci Simif Fen Bilimleri Ders Kitabina Ait Bulgular

Sekizinci smif fen bilimleri ders kitabinda, sirasiyla “fiziksel
olaylar” 6grenme alaninda Basing, Basit Makineler, Elektrik
Yiikleri ve Elektrik Enerjisi olmak iizere ii¢ {inite ve bu
iinitelerde toplam sekiz etkinlik bulunmaktadir. Sekizinci sinif
“fiziksel olaylar” Ogrenme alanina ait iinitelerde yer alan
etkinliklerin PISA fen okuryazarlig1 yeterlik diizeyleri Tablo
9’da gosterilmektedir.

Tablo 9. Sekizinci sinif ders kitabinda yer alan etkinliklerin fen okuryazarlii yeterlik diizeyleri

Yeterlik Diizeyi Basing Basit Makineler Elektrik Yiikleri ve Toplam %
Elektrik Enerjisi

1b, 1a - - - - -
2 - - 1 1 12,50
3 2 1 2 5 62,50
4 - - - - -
5 - 1 1 2 25,00
6 - - - -
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\ Etkinlik
ﬁ Zamani
Dokunma ile €lektriklenme
Intiyacin Olacak

Mavi ve kirmizi balon, kullanilmig kagit.

Haydi Baslayalim

n Daorder kisilik gruplar olusturalim. Grup arkadaglarimiz arasinda adil bir gérev dagihmi yapalim.

E Balonlarimizi gigirelim (Gérsel 1).
B Kullaniimig k&gidi kiigtk pargalara ayiralim.

n Kirmizi balona herhangi bir islem yapmadan kagit parcalarina yaklagtiralim ve gbézlemleyelim.

B Mavi balonu 10 saniye boyunca sagimiza sirtelim ve kirmizi balona dokundurarak 5 saniye bekle-

yelim.

ﬂ Kirmizi balonu k&gt parcalarina yaklastiralim ve gézlemleyelim (Gérsel 2).

Sonuclari Yorumlayalim

e Baslangigta kirmizi balonu kagit pargalarina yaklastirdigimizda kagit pargalarini gekti mi? Neden?

Sekil 7. Sekizinci sinif ders kitabinda yer alan PISA fen okuryazarlig: {igiincii diizeye ait etkinlik 6rnegi (Yanik, 2023, 5.230)

Tablo 9’de goriildiigii gibi, sekiz etkinligin yer aldigi
sekizinci smif fen bilimleri ders kitabinda etkinliklerin
yarisindan fazlasimnin (%62,50) ti¢iincii diizeyde oldugu dikkati
¢ekmektedir. Bu durum, o&grencilerden daha karmagsik
diisinme becerilerini  gerektiren etkinliklerin bu smuf
seviyesine yonelik oldugunu gostermektedir. Dikkat ¢eken
diger bir durum ise ders kitaplarinda en az etkinligin
bulundugu smif seviyesinin sekizinci smif olmasidir. Bu
durum, sekizinci smif seviyesindeki ders kitaplariin,
ogrencilere sunulan etkinlik sayisinin azligryla karakterize
oldugunu gostermektedir. Bu durumun nedenleri arasinda
miifredat yogunlugu, ders kitab1 tasarim tercihleri veya
Ogrenci seviyesine uygun icerik se¢imi gibi faktorler olabilir.
Kitapta yer alan ti¢iincii diizeye ait etkinlik drnegi Sekil 7°de
verilmistir. Bu seviyedeki 6grenciler, ilk kez karsilastiklar
durumlar hakkinda, kendilerine saglanan ipuglar1 ve
desteklerle agiklama yapabilme yetenegine sahiptirler. Belirli
sinirlamalar gergevesinde, basit deneyleri gergeklestirmek igin
epistemik ve metodolojik bilgilerini kullanabilirler.

Sekil 7’de verilen bu etkinlik, 6grencilere dokunma
yoluyla elektriklenmenin temel kavramlarini anlamalarini
hedefleyen bir fen okuryazarligi etkinligidir. Etkinlik,
ogrencilere balonu siirtme eylemiyle elektriklenmenin nasil
gerceklestigini gdzlemleme firsat: sunar. Ogrencilere, basit bir
deney yiiriitme becerisi kazandirilirken elde ettikleri sonuglari
yazili olarak ifade etmeleri beklenir. Bu siireg, 6grencilerin
enerji transferi kavramini anlamalarma ve fen okuryazarlig
becerilerini gelistirmelerine olanak tanir. Etkinlik, temel
diizeydeki bu becerileri kullanmalar1 agisindan {igiincii
diizeyde bir fen  okuryazarhgi  etkinligi  olarak
degerlendirilebilir.
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Ders Kitaplarindaki Etkinliklerin Yeterlik Diizeylerinin
Sinif Seviyesine Gore Degisimi

Aragtirmada kapsaminda incelenen etkinliklerin PISA fen
okuryazarlig1 yeterlik diizeylerinin farkli sinif seviyelerine
gore dagilimi Sekil 8’de gosterilmistir. Sekilde goriildiigii gibi,
tiim sinif seviyelerinde yer alan etkinliklerin agirlikli olarak alt
diizey yeterlik alanlarinda oldugu goriilmektedir. Genel egilim
incelendiginde, simif seviyeleri arasinda belirli bir diizenin
oldugu goriilmektedir. Ugilincii  smiftaki  etkinliklerin
¢ogunlugu (%57,89) fen okuryazarligi becerilerinde birinci
diizeyde bulunmaktadir. Ancak, daha st diizeylere gecis
dordiincii smifta baglamaktadir. Dordiincii sinifa gegildiginde,
etkinlikler arasinda fen okuryazarlig1 becerilerinde gesitlenme
goriilmektedir. Ozellikle ikinci diizeydeki etkinlik orani
belirgin bir sekilde artmistir (%33,34). Besinci smifta ise
etkinliklerin ¢ogunlugu Tigiinci diizeyde bulunmaktadir
(%50). Bu, 6grencilerin fen okuryazarlig1 becerilerinde daha
karmagik  diistinme  yeteneklerine  sahip  olduklarini
gostermektedir. Altinci, yedinci ve sekizinci siniflara
gecildikge, etkinlikler arasindaki dagilim daha dengesiz hale
gelmektedir. Ozellikle sekizinci smifta, etkinliklerin
¢ogunlugu (%62,5) tgiincli diizeyde bulunmaktadir, ancak
diger diizeylerdeki etkinlik oranlar1 da dikkate degerdir. Genel
olarak, smif seviyeleri arttik¢a etkinliklerin fen okuryazarligi
diizeylerindeki cesitlilik ve karmasiklik diizeyinde bir artig
oldugu goriilmektedir. Bu durum, 6grencilerin fen bilimlerine
olan hakimiyetlerinin zaman iginde gelistigini ve daha iist
diizey diistinme becerilerine sahip olduklarini gostermektedir.
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Sekil 8. Sinif seviyesine gore fen okuryazarlig1 yeterlik diizeyleri

Tartisma

Aragtirmada, MEB’e ait fen bilimleri ders kitaplarinda (3, 4, 5,
6, 7 ve 8. smiflar) “fiziksel olaylar” 6grenme alaninda yer alan
etkinlikler PISA tarafindan belirlenen fen okuryazarligi
yeterlik diizeylerine gore incelenmistir. Arastirmada elde
edilen bulgular neticesinde, tiim smif seviyelerindeki
etkinliklerin ¢ogunun ikinci diizeyde oldugu tespit edilmistir.
Bu durumda o6grencilerinin fen bilimleri ders kitaplarinda
cogunlukla alt yeterlik diizeylerine ait etkinliklerle
karsilastiklar1 sdylenebilmektedir. PISA 2022 verilerine gore
ise, Tirk oOgrencilerin %30’u ikinci yeterlik diizeyinde
bulunmaktadir (MEB, 2023). Arastirma kapsaminda incelenen
fen bilimleri ders kitaplarinda yer alan etkinliklerin de en ¢cok
ikinci diizeyde bulunmas1 PISA verileriyle uyum icerisindedir.
Savran’in (2004) ifadesine gore, PISA smavindaki sorularin
timi, bireylerin yaratict diislince, bilgiyi yorumlama,
degerlendirme, problem ¢dzme, analiz etme ve sonug ¢ikarma
gibi tiim diizeylerde yer alan diisiinme becerilerini kullanma
yeteneklerini  0lgmeyi amacglamaktadir. Ancak yapilan
calismada ders kitaplarinin hi¢birinde altinct diizey becerileri
iceren bir etkinlige rastlanmamistir. Ders kitaplarinda tiim
yeterlilik diizeylerini temsil eden yeterli sayida soruya yer
verilmemesi  bir  eksiklik olarak  degerlendirilebilir.
Karamustafaoglu, Salar ve Celep (2015) caligmalarinda, fen
bilimleri ders kitaplarindaki etkinlik ve ¢alismalarin yetersiz
oldugunu ve 6grenme siirecinin degerlendirilmesine iliskin
eksikliklerin bulundugunu belirtmislerdir. Buradan, ders
kitaplarinin, Ogrencilerin farkli yeterlik diizeylerine hitap
edecek sekilde yeterince kapsamli olmadigint ve bu
eksikliklerin, 6grencilerin fen okuryazarligr ve st diizey
diisinme becerilerinin  gelistirilmesinde yetersiz kaldigi
anlagilmaktadir. Tirk (2018) ise doktora tezinde, MEB
tarafindan Onerilen fizik ders kitaplarindaki &6lgme ve
degerlendirme etkinliklerinin PISA fen okuryazarlig: yeterlilik
diizeylerine gore incelemis ve kitaplardaki etkinliklerin
cogunlukla bir, iki, ti¢ ve dordiincii diizeylerde oldugunu rapor
etmigtir. Ayrica besinci ve altinci seviyeye karsilik gelen
etkinliklerin neredeyse hi¢c yer almadigini belirtmistir. Bu
sonuglardan, ders kitaplarinin st diizey diistinme becerilerini
gelistirmeye yonelik yeterli etkinlik sunmadig1 ve bu nedenle

Ogrencilerin daha yiiksek diizeydeki fen okuryazarligi
yeterliklerini kazanmada yetersiz kaldigini anlamaktayiz.
Iskenderoglu ve Baki (2011) sekizinci simf matematik ders
kitaplarin1  PISA  matematik  okuryazarligi  yeterlilik
diizeylerine gore incelemisler ve kitaplardaki etkinliklerin bir,
iki, ti¢ ve dordiincti diizeylerde oldugunu belirtmiglerdir. Tim
bu sonuclar hem PISA 2018 degerlendirme sonuglariyla
(OECD, 2019) hem de gerceklestirilen arastirma ile tutarlilik
gostermektedir.

Incelenen fen bilimleri ders kitaplarinda her bir sinif
seviyesinde “fiziksel olaylar” 6grenme alanina ait tiger iinite
bulunmaktadir ve bu iinitelerdeki etkinliklere bakildiginda
yeterlik  diizeylerine gore baz1 farkliliklar  oldugu
goriilmektedir. Fakat biitiin {initelerde yine en fazla ikinci
diizeydeki etkinliklerin fazla oldugu dikkati ¢ekmektedir.
Bunu bazi iinitelerde birinci diizeydeki etkinlikler ve bazi
iinitelerde de tigiincii diizeydeki etkinlikler izlemistir. Bunlarin
yani sira initelerin  bircogunda dordiincii  diizeydeki
etkinliklere ¢cok az yer verilirken hicbir tinitede altinci diizeyde
etkinlik bulunmamaktadir. Son zamanlarda, fen bilgisi 6gretim
programlar1 genellikle sarmal programlama yaklagimim
benimseyerek hazirlanmaktadir. Bu programlar, igiinci
siniftan sekizinci sinifa kadar kademeli bir ilerleme 6ngorerek,
her iiniteyi takip eden konularm bir st smifta daha
derinlemesine ele alinmasini igermektedir. Bu baglamda,
konularin karmasikligindaki bu kademeli artig, sorularin da
ayni sekilde diizey atlamasini beklememize neden olabilir.
Omegin, besinci sinif seviyesindeki 6grenciler, soyut islemler
donemine yeni girmis olabilirler, bu da sekizinci smif
diizeyindeki 6grencilere kiyasla iist diizey beceriler konusunda
daha az deneyime sahip olduklari anlamima gelebilir. Bu
durumda, sekizinci smif 6grencilerinin gelisim donemi goz
oniine alindiginda, PISA sinavinda altinci yeterlilik diizeyinde
soyut islemlerle ilgili mantik yiiriitme etkinliklerine yer
verilmesi beklenir. Ancak, elde edilen bulgular, {igiincii sinif
seviyesinden sekizinci smif seviyesine dogru bir fen yeterlik
diizeyinde belirgin bir artis ya da azalis olmadigini
gostermektedir. Kitaptaki farkli tinitelerde yeterlik diizeylerine
gore etkinlik oranlarmin farklilik gdstermesindeki en 6nemli
neden {initelerdeki konularin igerikleri ve verilis bigimleriyle
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ilgili olabilir. Ciinkii kitapta yer alan iiniteler kuvvet, 151k ve
ses ve elektrik gibi farkli 6grenme alanlari icermektedirler.

Ders kitaplar1 iizerine yapilan benzer caligmalarda, bu
aragtirmanin  sonuglarina  benzer bulgulara ulasildig:
belirlenmistir. Ornegin, Benzer'in (2019) Tiirkce ders
kitaplarini inceledigi ¢aligmada, sorularin genellikle 1b, 1a ve
ikinci diizeydeki Okuma Becerileri ile uyumlu oldugu tespit
edilmistir. Saban'in (2019) matematik ders kitaplart iizerine
yaptig1 bir arastirmada ise incelenen sorularin gogunlugunun
birinci ve ikinci diizeyde oldugu, ancak besinci ve altinct
diizeye ait sorularmn bulunmadig: belirtilmistir. Matematik
ders kitaplarina yonelik yapilan baska bir arastirma (Y1ildirim,
2019) da benzer bir sonuca isaret ederek dort, bes ve altinci
diizeydeki sorularm eksikligine vurgu yapmustir. Geng'in
(2020) sekizinci siif fen bilgisi ders kitabini inceledigi
calismada da boliim ve iinite sonu degerlendirme sorularinin
genellikle dordiincii diizeyde oldugu, ancak bes ve altinci
diizeydeki sorularin neredeyse hi¢ bulunmadigi ifade
edilmistir. Bu ¢esitli alanlarda gergeklestirilen incelemelerin
ortaklasa tutarli bulgulari, ders kitaplarindaki sorularin
elestirel  bir  gozle  degerlendirilmesinin  &nemini
vurgulamaktadir.

Sonug¢ ve Oneriler

Bu arastirmada, ii¢iincii siniftan sekizinci sinifa kadar olan fen
bilimleri ders kitaplarinda yer alan “fiziksel olaylar” 6grenme
alanindaki etkinlikler incelenmis ve degerlendirilmistir.
Aragtirmanin  bulgulari, fen bilimleri ders kitaplarindaki
mevcut etkinliklerin genellikle 6grencilerin belirli kaliplar
icinde diisiinmelerine ve sinirli yorumlar yapmalarina neden
oldugunu ortaya koymustur. PISA fen okuryazarligi yeterlik
diizeylerine gore yapilan degerlendirmede, etkinliklerin biiyiik
cogunlugunun diisik ve orta diizeyde (6zellikle ikinci
diizeyde) yogunlastig1 belirlenmistir. Bu da &grencilerin {ist
diizey diisinme ve analiz becerilerini gelistirecek
etkinliklerden yoksun oldugunu gostermektedir. Ozellikle,
kitaplarda besinci ve altinci diizeye yonelik etkinliklerin
neredeyse hi¢ yer almadigi tespit edilmistir. Bu durum,
ogrencilerin daha karmasik, elestirel ve yaratict diigiinme
becerilerini gelistirme firsatlarinin sinirli oldugunu ve bu
nedenle PISA fen okuryazarli§i yeterlik diizeylerinin iist
diizeylerine ulagmalarinin  zorlastigmi  gostermektedir.
Aragtirmanin sonuglari, mevcut ders kitaplarinin, 6grencilerin
fen okuryazarligi yeterlik diizeylerini tam olarak
kargilamadigim1 ve ozellikle iist diizey yeterliklere yonelik
eksikliklerin giderilmesi gerektigini vurgulamaktadir. Bu
durum, PISA'nin giincel hayat durumlarina odaklanma bakis
acistyla uyumsuzdur. Yeni ders kitaplarinda, 6grencilerin
hipotez gelistirme, analiz yapma, sentez yapma ve kendi
tasarim ve deneylerini olusturma yeteneklerini
geligtirebilmelerine firsat veren, PISA'nin fen okuryazarlik
kriterlerini karsilayacak ve kritik diisiinme becerilerini
arttiracak  etkinliklere daha fazla vurgu yapilmasi
onerilmektedir. Bu arastirmanin sonuglari, fen bilimleri ders
kitaplarinda st diizey becerilere odaklanan etkinliklerin
eksikligini 6n plana g¢ikartmaktadir. Etkinliklerin genellikle
diisiik diizeyde oldugu ve o6grencilere sinirli bir perspektif
sunarak ist diizey diisiinme becerilerini gelistirme firsati
vermedigi belirlenmistir. Bu durum, PISA smavlarinda
dgrenci basarisini olumsuz etkileyebilir. Ogrencilerin yalnizca
temel diizeyde etkinliklerle karsilagmasi, fen okuryazarligini
ve yasam becerilerini gelistirmeye yonelik 6gretim hedeflerine
ulagmada bir engel olabilir. Ust diizey sorularin sadece smnav
basarisin1  artirmakla kalmayacagini, ayni zamanda fen
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okuryazarligi, yaraticilik ve problem ¢dzme gibi 6nemli
becerilerin gelisimine de katki saglayacagini unutmamak
onemlidir. Bu nedenle, ders kitaplarinda Ogrencilere daha
zorlu ve cesitli etkinliklerle karsilasma firsatt sunulmasi,
ogrencilerin kritik diigiinme yeteneklerini giiglendirecek ve fen
bilimleriyle ilgili daha derin bir anlayis gelistirmelerine katki
saglayacaktir. Bu aragtirmada elde edilen bulgulardan yola
c¢ikilarak, asagidaki onerilerde bulunulabilir.

Ders kitaplarinin, giiniimiizde 6nemi giderek artan 21.

ylizy1l becerileri ile birlikte bilimsel okuryazarligin 6n plana
cikmasi neticesinde, ders kitaplarmin hazirlanmasi siirecinde
Ogrencilerin bu becerilerini 6n plana ¢ikaracak, problem
¢ozme ve elestirel diisiinme becerileri gibi iist diizey
becerilerini gelistirecek sekilde etkinlik ve sorulart igermesi
gerekliligi goz ardi edilmemelidir. Ders kitaplarinin kalitesini
yiikseltmek, saglanan egitimin kalitesini iyilestirecek ve bu da
egitim programlarindaki hedefleri daha kolay ulasilabilir
kilacaktir (Kolag, 2003; Koseoglu vd., 2003). Bu baglamda,
ders kitaplarinda ozellikle {ist diizey diisiince becerilerini
hedefleyen etkinliklere daha fazla vurgu yapilmasi
gerekmektedir ve etkinlik sayilart arttirilmalhdir. Bu
etkinlikler, Ogrencilerin hipotez gelistirme, analiz yapma,
sentez yapma ve kendi tasarim ve deneylerini olusturma
yeteneklerini desteklemelidir.
PISA'nin fen okuryazarlik kriterlerini karsilayacak sekilde
ders kitaplarindaki Olgme degerlendirme etkinlikleri, 21.
yiizy1l diisinme becerilerini ve kritik diisiinme becerilerini
arttiracak sekilde revize edilmelidir. Etkinlikler, dgrencilere
belirli kaliplarin disina ¢ikma ve olaylart ¢ok boyutlu bir
sekilde degerlendirme firsati sunacak sekilde tasarlanmalidir.
Ayrica, ders kitaplarindaki sorularin gesitliliginin artirilmasi
onemlidir. Bu, 6grencilerin farkli fen bilimleri konularinda
cesitli  zorluk seviyelerinde sorularla karsilagmalarini
saglayarak genis bir diislince yelpazesi gelistirmelerine
yardimect olacaktir.

“Fiziksel olaylar” 6grenme alanindaki etkinliklerde one
cikan zayifliklar diger Ogrenme alanlarma yonelik de
incelenebilir. Ayrica; Kimya, Biyoloji ve Cevre Bilimleri gibi
alanlarda oOgrencilerin ist diizey diisiinme becerilerini
gelistirebilmelerine yonelik etkinliklerin benzer bir analizden
gegirilerek revize edilmesi, ders kitaplarmin genel kalitesini
artirabilir. Ogretmen egitim programlari, bu analizlerin
sonuglarina dayali olarak giincellenmeli ve dgretmenlere bu
becerileri kazandirma konusunda destek saglanmalidir. Ek
olarak, egitim materyallerinin diizenli olarak gbzden gegirilip

giincellenmesi, Ogrencilerin  fen bilimleri alanindaki
basarilarin1  siirdiirtilebilir  kilmak i¢in 6nemli oldugu
diigtiniilmektedir.
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Extended Summary
Introduction

Science literacy refers to the process through which
individuals understand natural events, read texts related to the
sciences effectively, and develop scientific thinking skills.
This set of skills constitutes an important component of 21st-
century skills (Turan Bektas, 2020; UNESCO, 2016). In the
age of skills, with the rise of alternative techniques that go
beyond traditional measurement and assessment methods,
international tests have been developed to assess their
relevance to the demands of the era. These tests are often
supported by international development and aid organizations
and implemented with government funds. Particularly in the
fields of mathematics and science, the aim is to measure not
only how students apply the knowledge they acquire in exams
but also how they apply it in their daily lives. These
assessments provide an important tool for understanding not
only students' academic achievements but also their practical
skills and the use of these skills in real-world contexts. The
Programme for International Student Assessment (PISA) is
one of the most popular international assessments among these
measurement and evaluation exams. PISA's scientific
assessments are not only about the curriculum and how well
the achievements in these programs are learned but also about
the application of knowledge and skills in real life. In this
context, the assessment field is referred to as "science literacy"
(MEB, 2017).

Science textbooks generally aim to teach students
fundamental concepts, experiences, and skills related to the
sciences. The activities included in the textbooks are designed
to increase students' interest in science, reinforce concepts, and
develop their skills related to science. These activities typically
provide students with opportunities for active participation in
skills such as observation, experimentation, problem-solving,
and critical thinking. Additionally, science textbooks often
aim to impart essential scientific skills to students, such as
understanding and applying the scientific method, conducting
data analysis, and forming hypotheses (MEB, 2018). Based on
these ideas, this research aims to evaluate the activities in the
units related to the Physical Events learning domain in science
textbooks approved by the Ministry of National Education for
grades three, four, five, six, seven, and eight in schools
according to the PISA science literacy proficiency levels. In
line with this goal, the study will examine the changes in
proficiency levels of activities in units related to the Physical
Events learning domain taught in science classes from the third
grade to the eighth grade. The question "How do the activities
related to the Physical Events learning domain in science
textbooks change according to grade levels?" will be attempted
to be answered. It is thought that the findings obtained from
the research will shed light on the potential development and
changes in the activities in textbooks, offering a new
perspective for advancements in program development efforts.
With the evolving diversity of activities, it can be a valuable
resource for teachers, students, and academics. Additionally,
this research clearly emphasizes the need for assessments of
effectiveness when creating new publications. In this context,
ensuring an equal distribution of activities across all
proficiency levels, adding new activities that involve advanced
skills in the process of textbook preparation, and expecting all
these actions to contribute to the development of science
literacy in Turkey are anticipated outcomes of this study.

Method

This research involves a qualitative study conducted through
the document analysis method. Within the scope of the
research, science textbooks for all grades from third to eighth,
approved by the Board of Education and Discipline and
designated for use in schools by the Ministry of National
Education, were thoroughly analyzed using the document
analysis method, employing the science literacy proficiency
scale published by PISA. Descriptive analysis was used to
interpret the data collected through document analysis in the
research. The activities in the units related to the Physical
Events learning domain from the examined textbooks were
assessed according to the science literacy proficiency levels
specified by PISA. The activities were then scored and
categorized based on these proficiency domains.

Results

When examining the distribution of activities in the scope of
the research according to the PISA science literacy proficiency
levels across different grade levels (Figure 7), it is observed
that activities across all grade levels are predominantly
concentrated in the lower proficiency domains. Upon
analyzing the general trend, a certain pattern is evident among
grade levels. In the third grade, the majority of activities
(57.89%) are at proficiency level one in science literacy skills.
However, the transition to higher levels begins in the fourth
grade. By the fourth grade, there is diversification among
activities in terms of science literacy skills. Particularly, the
percentage of activities at level two has significantly increased
(33.34%). In the fifth grade, the majority of activities are at
level three (50%), indicating that students possess more
complex thinking skills in science literacy. As we progress to
the sixth, seventh, and eighth grades, the distribution of
activities becomes more uneven. Especially in the eighth
grade, the majority of activities (62.5%) are at level two but
the percentages of activities at other levels are also
noteworthy. Overall, as grade levels increase, there is an
observed increase in the diversity and complexity of activities
in terms of science literacy levels. This suggests that students’
mastery of science develops over time, and they acquire
higher-order thinking skills.

Discussion and Conclusion

In the examined science textbooks, there are three units for
each grade level in the Physical Events learning domain, and
when looking at the activities in these units, some differences
are observed based on proficiency levels. However, it is
noteworthy that in all units, there is a predominance of
activities at level two. This is followed by level one questions
in some units and level three questions in others. In addition,
while very few level four questions are included in most units,
there are no activities at level six in any unit. Recently, science
education programs are generally prepared by adopting a spiral
curriculum approach. These programs involve a gradual
progression from the third grade to the eighth grade,
anticipating a deeper exploration of topics following each unit.
In this context, the gradual increase in the complexity of topics
may lead us to expect a similar progression in the levels of
questions. For example, fifth-grade students may be entering
the period of abstract operations, which could mean they have
less experience with higher-order skills compared to eighth-
grade students. In this case, considering the developmental
stage of eighth-grade students, we would expect the PISA
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exam to include activities related to logical reasoning at
proficiency level six in abstract operations. However, the
findings indicate that there is no significant increase or
decrease in science proficiency levels from the third grade to
the eighth grade. The primary reason for the variation in
question rates based on proficiency levels in different units
may be related to the content and presentation styles of the
topics in the units. This is because the units in the book cover
different learning domains such as force, light and sound, and
electricity.

In this research, activities in science textbooks covering the
Physical Events learning domain from the third grade to the
eighth grade were examined and evaluated. The findings
indicate that existing activities generally lead students to think
within specific patterns and make limited interpretations,
which is inconsistent with PISA's focus on real-life situations.
It is recommended that new textbooks place more emphasis on
activities that allow students to develop skills such as
hypothesis formation, analysis, synthesis, and creating their
own designs and experiments, meeting PISA's science literacy
criteria, and enhancing critical thinking skills. The results of
this research highlight the absence of activities focusing on
higher-order skills in science textbooks. It was determined that
the activities are generally at a low level and do not provide
students with the opportunity to develop higher-order thinking
skills by offering a limited perspective. This situation could
negatively impact student performance in PISA exams.
Exposing students only to basic-level activities may hinder
achieving instructional goals aimed at improving science
literacy and life skills. It is important to remember that higher-
level questions will not only enhance exam success but also
contribute to the development of essential skills such as
science literacy, creativity, and problem-solving. Therefore,
providing students with the opportunity to encounter more
challenging and diverse activities in textbooks will strengthen
their critical thinking skills and contribute to a deeper
understanding of the sciences.
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Abstract: This study examines how the different uses of sampling weights in the analysis of TIMSS 2019 data affect
the ratio of variance in student achievement explained by schools and the estimation of standard errors. The research
sample comprises 227,345 8th grade students from 7,636 schools in 39 countries. Mathematics achievement and science
achievement are considered separately as dependent variables in all 39 countries. All plausible values are included in the
analysis. Four weighting scenarios are examined: no weighting, weighting at only level 1, weighting at only level 2, and
weighting at both levels. In total, 312 models are established and examined. According to the research results, the
coefficients, standard errors, reliabilities, and y? estimations change depending on how the weighting variable is handled
in the models, and as a result, the ratio of variance in the dependent variable arising from the differences between schools
also changes. The ratio attributable to between-school differences can reach up to 20% in some countries. Therefore,
researchers modeling hierarchical data using HLM are suggested to plan how they handle the weighting variable prior to
conducting the study.

Keywords: Large-scale assessment, hierarchical linear modeling, weighting, TIMSS 2019

0z: Bu calismada TIMSS 2019 verilerinin analizinde rneklem agirliklarimin farkh sekilde kullanimlarmin égrenci
basarisindaki varyansin okullar tarafindan agiklanan kisminda ve standart hatalarin kestiriminde nasil bir etkiye sahip
oldugu incelenmistir. Aragtirmanin orneklemini TIMSS 2019 uygulamasina katilan 39 iilkeden toplam 7636 okuldaki
227345 8. sinif 6grencisi olusturmaktadir. Matematik basarist ve fen basarisi tiim tilkelerde bagimli degiskenler olarak
ayr ayri ele alinmistir. Tiim olasi degerler analize dahil edilmistir. Agirliklandirmanin olmadigi, yalnizeca 1. diizeyde
agirliklandirmanin oldugu, yalnizca 2. diizeyde agirliklandirmanm oldugu ve her iki diizeyde de agirliklandirmanin
oldugu dort farkli durum incelenmistir. Toplamda 312 model kurulmus ve ¢éziimlenmistir. Arastirmanin sonuglarina gore
katsayilarin, standart hatalarin, giivenirlik degerlerinin ve y? istatistiklerinin, agirhklandirma degiskeninin kullaniima
bigimine gore degistigi gdzlenmistir. Bunun bir sonucu olarak da, ¢ikt1 degiskenindeki varyansin agiklanmasinda okullar
tarafindan agiklanan kisim degiskenlik gostermektedir. Bu kisimdaki degiskenlik bazi iilkelerde %20’lere kadar
¢ikabilmektedir. Bu nedenle, genis 6lgekli testlerin verilerini HLM ile modelleyecek arastirmacilarin agirliklandirma
degiskenini ne sekilde ele alacaklarini aragtirma oncesinde planlamalari onerilmektedir.

Anahtar Kelimeler: Genis 6l¢ekli test, hiyerarsik dogrusal modelleme, agirliklandirma, TIMSS 2019

Giing6r, M., Bekmezci, S. M. & Dogan, N. (2024). The effect of sample weighting on hierarchical linear modeling in the large-scale assessment

data. Erzincan University Journal of Education Faculty, 26(3), 400-413. https://doi.org/10.17556/erziefd.1404346

Introduction

Large-scale tests such as TIMSS (Trends in International
Mathematics and Science Study) and PISA (Programme for
International Student Assessment) aim to facilitate
international comparisons and analyze national-level trends.
The influence of these tests on global education policies and
reforms is continuously growing (Ababneh et al., 2016; Barber
et al., 2010; Manjunath, 2021; Schmidt et al., 1997; Tobin et
al., 2015). Consequently, analyzing the large-scale datasets
collected in these assessments can provide valuable guidance
for countries' education systems. Given that education
researchers' findings can be evaluated by those involved in
decision-making processes and shaping educational systems,
researchers should be cautious when selecting the appropriate
model for their analyses. Hierarchical linear modeling (HLM)
is widely used in our country and worldwide, particularly in
the analysis of data from large-scale tests. HLM is especially
preferred when stratified sampling is employed, as is the case
in the large-scale assessments. There is an abundance of
studies utilizing HLM, conducted with data from large-scale
tests (Aksu et al., 2017; Atar & Atar, 2012; Bilican & Yildirim,
2013; Boulifa & Kaaouachi, 2022; Chu et al., 2014; Gémez &
Suarez, 2020; Liang, 2010; Pacheco Diaz & Rocconi, 2021;
Pong, 2009; Reinikainen, 2007; Ross, 2008; Saal et al., 2019;

Sabudin et al., 2018; Sun et al., 2012; Thien et al., 2015;
Valente et al., 2011; Woo & Henfield, 2016). However, some
of these studies lack sufficient details on the usage of sample
weight variables. In a study by Ozdemir (2016), which
examined the methodological aspects of analyses conducted
with PISA Turkey data, it was reported that the majority of the
97 examined studies did not indicate whether plausible values
and sampling weights were considered. Only five articles
reported the correct usage of sampling weights, while plausible
values were utilized appropriately in only 10 articles. In a
similar review conducted by Liou and Hung (2015), numerous
studies utilizing PISA and TIMSS data were observed not to
specify whether sampling weights were used. It has been
emphasized that this situation raises doubts about the
reliability of the conducted analyses. Furthermore, articles
have been written criticizing the impact of the analysis outputs
derived from large-scale test data on education policies
(Sahlberg & Hargreaves, 2015; Schleicher, 2015; Takayama,
2015). These criticisms clearly highlight the importance of
exercising caution in statistical analysis.

HLM is a statistical model that is designed to take into
account the hierarchical or nested structure of the data. This
analysis technique allows for the examination and modeling of
relationships at multiple hierarchical levels by utilizing
different variables at each level (Hox, 2010; Raudenbush &
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Bryk, 2002). HLM allows for the estimation of regression
coefficients and standard errors for each level and variable.
Additionally, in HLM, shared variances at each level are
integrated into the model to facilitate predictions in subsequent
stages (Woltman et al., 2012). These features render HLM a
valuable tool for analyzing multilevel datasets. Consequently,
HLM represents a robust technique that can be employed to
investigate disparities in achievement among schools.

Researchers utilizing HLM for analyzing educational data
often come across the concepts of plausible values and
weighting. In large-scale tests, it is crucial to estimate students'
achievement with high reliability. However, it can be
challenging to administer a large number of test items to
students. To address this issue, TIMSS employs the plausible
value methodology, which allows for estimating students'
achievement using a reduced number of items. According to
OECD (2017), plausible values are random draws from
posterior distribution of ability of individuals. It is important
to note that plausible values do not represent individual test
scores, and using them as such may lead to biased estimations
of student competencies. However, when correctly grouped,
plausible values may provide unbiased estimates of sample
statistics, such as group means, standard deviations, and
variances. In TIMSS, five plausible values are reported for the
estimation of student achievement, while PISA reports ten.
Laukaityte and Wiberg (2017) found in their simulation
studies that utilizing multiple plausible values increased
prediction accuracy and reduced errors. Therefore, it is
necessary to conduct analyses using models that account for
plausible values collectively.

Weighting is another concept encountered in statistical
methods. When selecting a sample for large-scale tests, the aim
is to choose a sample that can best represent the population.
The sample should be able to accurately predict the
characteristics of the entire population in order to produce
meaningful results. One commonly used method to analyze the
differences between the sample and the population is the
utilization of sample weights (Rust, 2013). If we consider a
population as a classroom consisting of 10 females and 20
males, we can provide an example of weighted and
unweighted means. Let's draw 8 students from this population,
with four males and four females. As observed, the selected
sample does not adequately represent the population. When
four females are selected from the 10 female students, the

probability of each female student being selected is 4/10 =

0.4. Similarly, when four males are selected from the 20 male
students, the probability of each male student being selected is

4/ 20 = 0.2 (assuming equal probabilities of selection for all

students). In this case, the weight of each female student in the
sample is 2.5, while the weight of each male student is 5.
Suppose these students have obtained scores of 70, 80, 80, 90
for the female students, and 50, 60, 60, 70 for the male
students, in a 100-point exam. As observed, the unweighted
mean of the sample is (70 + 80+ 80+ 90+ 50 + 60 +
60 + 70)/8 = 70, while the weighted mean of the sample is
[2.5%(70+ 80+ 80+90) + 5+ (50 + 60 + 60 + 70)]/

30 = 66.67. As observed in this example, there is a distinction
between the weighted and unweighted means. Conversely,
when each individual has an equal probability of selection and
equal sample weights, the weighted and unweighted means
will be identical. However, in TIMSS applications, a two-stage
stratified sampling method is utilized, and weight variables are
incorporated in the shared data sets to account for potential
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discrepancies between the sample characteristics and the
population. In multilevel analyses, sample weights should be
disaggregated based on the appropriate levels (Rutkowski et
al., 2010). It is important to note that the results obtained may
be less reliable if sample weights are not utilized (OECD,
2017).

In this study, it was examined how the ratio of the variance in
the achievement scores of students in the countries
participating in the TIMSS 2019 study that arises from
differences between schools, and the standard errors, change
depending on whether or not weighting variables are used.
Two research questions taken into consideration in this
direction were determined as follows:

1. According to the TIMSS 2019 results, what ratio of the
total variation in mathematics and science achievement
scores of 8" grade students in countries participating in
the assessment can be attributed to differences between
schools in the following situations: (a) when no
weighting variables are used, (b) when only level 1
weighting variables are used, (c) when only level 2
weighting variables are used, and (d) when weighting
variables are used at both levels?

2. How do the standard errors of the estimated mean
mathematics and science achievement scores of
students in countries participating in the TIMSS 2019
assessment change in the following situations: (a) when
no weighting variables are used, (b) when only level 1
weighting variables are used, (¢) when only level 2
weighting variables are used, and (d) when weighting
variables are used at both levels?

Method

In this study, the aim was to investigate the relationship
between the utilization of weighting variables in various
manners and the variance explained in hierarchical data
derived from large-scale test applications. Therefore, this
research is classified as a descriptive study (Fraenkel &
Wallen, 2006).

Population and Sample

In this research, data from students participating in the TIMSS
2019 application were used. TIMSS employs a two-stage
random samples design, with a sample of schools drawn as the
first stage and one or more intact classes of students selected
from each of the sampled schools as the second stage. In this
study, data from 227,345 8" grade students from 7,636 schools
in 39 countries participating in the TIMSS 2019 application
were analyzed. The number of schools in the participating
countries ranges from 98 to 623, while the number of students
varies between 3,265 and 22,334.

Data Collection

The data used for the analyses are derived from the student and
school questionnaires of TIMSS 2019. These data can be
accessed on the internet at https://timss2019.org/international-
database/. Only the BSA***M7 (ID, weighting, and plausible
value variables for students) and BCG***M7 (ID and
weighting variables for schools) datasets provided by TIMSS
were used for the analyses.

Data Analysis

In accordance with the recommendations of Arikan and his
colleagues (2020), weight variables (both at the student and
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school levels) were included in datasets. In this research, the
first-level (student) sample weight is calculated as the product
of the variables WGTADJ2 * WGTFAC2 * WGTADIJ3 *
WGTFAC3 (CLASS WEIGHT ADJUSTMENT * CLASS
WEIGHT FACTOR * STUDENT WEIGHT ADJUSTMENT
* STUDENT WEIGHT FACTOR) in the TIMSS 2019 data
set. The second-level (school) sample weight is calculated as
the product of the variables WGTADJ1 * WGTFACI
(SCHOOL WEIGHT ADJUSTMENT * SCHOOL WEIGHT
FACTOR) in the TIMSS 2019 dataset. The product of the
weight variables obtained at the first and second levels
precisely corresponds to the TOTWGT (TOTAL STUDENT
WEIGHT) shared by TIMSS. Adding variables and examining
residuals for the model were performed using IBM SPSS
Statistics 22 (IBM Corp., 2013), while other data analyses
were conducted using HLM 6.04 program (Raudenbush et al.,
2007).

Analyses are conducted using four sequential sub-models
commonly used in HLM. However, since this study
specifically examines the impact of the weighting variable and
the standard errors of the estimations, only the first model,
which is the random effect one-way ANOVA model, was
established.

Before conducting the HLM analyses, certain assumptions
need to be satisfied. In terms of examining these assumptions,
as stated by Raudenbush and Bryk (2002), the following basic
assumptions were considered: normal distributions and
homogeneity of residuals, and independence of errors at both
within and between-levels. The first assumption, which states
that the residuals should be normally distributed, was
evaluated by analyzing the residuals of the models. Graphical
methods such as histograms and Q-Q plots were used to assess
the distribution of the residuals. Based on the examination of
these graphs, this can be concluded that there are no significant
deviations from a normal distribution.

Mathematics achievement was taken as the dependent
variable, and in models without weighting, the skewness
values of the residuals ranged from -0.38 to 0.57, while the
kurtosis values ranged from -0.23 to 0.56. In models where
weighting was applied only at the first level, the skewness
values ranged from -0.4 to 0.42, and the kurtosis values ranged
from -0.99 to 0.42. In models where weighting was applied
only at the second level, the skewness values ranged from -
0.39 to 0.26, and the kurtosis values ranged from -1 to 1.4. In
the models where weighting was applied at both levels, the
skewness values ranged from -0.39 to 0.26, and the kurtosis
values ranged from -0.24 to 1.45. Science achievement was
taken as the dependent variable, and in models without
weighting, the skewness values of the residuals ranged from -
0.4 to 0.05, while the kurtosis values ranged from -0.2 to 0.33.
In models where weighting was applied only at the first level,
the skewness values ranged from -0.41 to 0.23, and the kurtosis
values ranged from -0.21 to 0.52. In models where weighting
was applied only at the second level, the skewness values
ranged from -0.42 to 0.09, and the kurtosis values ranged from
-0.24 to 1.97. In the models where weighting was applied at
both levels, the skewness values ranged from -0.42 to 0.09, and
the kurtosis values ranged from -0.24 to 1.98. The
homogeneity of variances was tested using the y? statistic.
However, according to the results, it was seen that the
variances were not homogeneous. On the other hand, it is
known that the y? statistic is sensitive to type 1 error and tends
to make a statistically significant difference in large samples.
For this reason, the normal distribution of the residuals was

considered sufficient and the analyses were continued. It is
also important to provide sufficient sample size at each level.
The sample defined in this study has sufficient size in terms of
both the number of schools and students.

To address the research questions considered, four models
were established with 39 different countries’ data for two
different dependent variables (mathematics and science
achievement). In total, 312 models were established and
examined. The reliability values (directly provided by the
software) for the models with mathematics achievement as the
dependent variable range between .72 and .99, and the
reliability values for the models with science achievement as
the dependent variable range between .63 and .98. The
reliability estimation values can be found in Appendix A.

Findings

In this study, a total of 312 distinct models were established,
and the aim was to address two research questions by
analyzing the statistical data from these models. The results are
presented in two distinct sections.

Table 1 presents the statistics for the models where
mathematics achievement is considered as the dependent
variable, while Table 2 provides the statistics for the models
where science achievement is considered as the dependent
variable. In Table 1 and Table 2, the following statistics are
presented for each model: regression coefficients (yqo) for
each country, the standard errors of these coefficients, the y?
values of the established model, the ratios or percentages of
the total variance in the dependent variable explained by the

Too
Zgo+0?’
coefficient), and degrees of freedom. These statistics are
provided for four different weightings: no weighting, only
level 1 weighting, only level 2 weighting, and weighting at
both levels.

Upon close examination of the established models (Table
1 and Table 2), it is evident that the presence of a weight
variable in various forms in the USA, Morocco, and Jordan
countries leads to significant changes in standard errors. As a
result, the findings obtained from the data of these countries
were excluded from interpretation. However, it was decided to
include the statistics of these countries in both tables and
figures to enable other researchers to examine the findings.

also known as intraclass correlation

schools (p =

Findings Related to the 1st Research Question

As indicated in Table 1 and Table 2, the percentage of variance
in students' mathematics achievement scores explained by
school differences ranges from 9.18% (Bahrain) to 60.51%
(Hong Kong). Similarly, the percentage of variance in science
achievement scores explained by school differences ranges
from 6.30% (Korea) to 61.93% (UAE). In addition to
significant variations across countries, it has been observed
that the percentages reported in the data of the same country
also differ depending on how the weighting is applied. Figure
1 illustrates the variation in the percentage of the variance in
mathematics achievement scores attributed to school
differences, depending on the treatment of the weighting
variable in the models.
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Figure 1. The ratio of variance in mathematics achievement attributed to schools
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Figure 2. The ratio of variance in science achievement attributed to schools
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As illustrated in Figure 1, it is evident that the instances
where the ratio of variance attributed to schools is calculated
to be highest exhibit a relatively balanced distribution. The
highest percentages were obtained in 6 countries with no
weighting, 14 countries with only level 1 weighting, 10
countries with only level 2 weighting, and 12 countries with
both levels of weighting. It is noteworthy that the highest
percentages among the six countries are exactly equal to each
other, regardless of their weighting status.

Figure 2 depicts the variation in the percentage of the
variance in science achievement scores attributed to school
differences, depending on the treatment of the weighting
variable in the models.

As observed from Figure 2, the instances where the ratio of
variance attributed to schools is calculated to be highest exhibit
a relatively balanced distribution. The highest rates were
obtained in seven countries with no weighting, 14 countries
with only level 1 weighting, nine countries with only level 2
weighting, and 12 countries with both levels of weighting. It is
noteworthy that the highest rates among the six countries are
exactly equal to each other, irrespective of their weighting
status.
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Findings Related to the 2nd Research Question

As shown in Table 1 and Table 2, the standard errors of
estimations in models where mathematics achievement is the
dependent variable range from 2.38% (Norway) to 9.19%
(Egypt). Similarly, in models where science achievement is the
dependent variable, the standard errors of estimations range
between 2.01% (Japan) and 9.29% (Egypt). It has been
observed that the standard errors vary based on the treatment
of the weighting variable in the data of different countries.
Figure 3 displays the standard errors obtained depending on
how the weighting variable is handled in models where
mathematics achievement is the dependent variable.

Figure 3 illustrates that the lowest standard errors were
obtained in 26 countries with no weighting, in five countries
with only level 1 weighting, in seven countries with only level
2 weighting, and in three countries with both levels of
weighting. Notably, in five countries (Bahrain, Chile, Cyprus,
France and Singapore), the minimum standard errors remain
the same across different weighting conditions.

Figure 4 displays the standard errors obtained depending
on how the weighting variable is handled in models where
science achievement is the dependent variable.
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¢ Full weighting
Ne weighting
Only Level 1 weighting
+  Only Level 2 weighting
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Figure 3. Standard errors in mathematics achievement models based on weighting variable handling
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Figure 4. Standard errors in science achievement models based on weighting variable handling

As depicted in Figure 4, the lowest standard errors are
observed in 28 countries without weighting, six countries with
only level 1 weighting, four countries with only level 2
weighting, and one country with both levels of weighting when
modeling science achievement as the dependent variable.
Notably, in three countries (Bahrain, Chile and Singapore), the
minimum standard errors remain the same across different
weighting conditions.

Results, Discussion and Recommendations

This study examines the impact of weighting in different ways
on estimations (particularly the ratio of variance in
achievement scores attributed to differences between schools
and standard errors) when analyzing the data obtained from
large-scale tests where plausible values are considered as the
dependent variable.

In cases where both mathematics and science achievement
were considered as dependent variables, it was observed that
coefficients were estimated to be higher when only st level
weighting was applied. The highest model reliability was
achieved when using either only level 2 weighting or both
levels of weighting. The lowest standard errors were observed
in the unweighted condition, with 26 countries in mathematics
and 28 countries in science. This increase in standard errors
when weighting is applied aligns with the findings reported in
the studies of Carle (2009) and Tat et al. (2019), indicating a
parallelism in the results. As Meinck and Vandenplas (2012)
stated, the increase in standard errors due to the use of

weighting variables in analyses should not be interpreted as
making weighting inappropriate. This increase could,
however, depend on the distribution of the weights and
perhaps even their correlation with the dependent variable. The
lowest y? values were obtained when only level 1 weighting
was used, with 16 countries in mathematics and 15 countries
in science.

In this study, it was observed that in models where
mathematics achievement is considered as the dependent
variable, the differences between the rates calculated based on
different approaches to weighting can reach up to 20% for a
country (Malaysia). Furthermore, it was noted that these rates
can vary significantly in models constructed using data from
Morocco, Chile, and the USA. Similarly, in models where
science achievement is the dependent variable, it was observed
that the differences between the rates calculated according to
various weighting approaches can reach up to 18.75% for a
country (Malaysia). Additionally, significant variations in
these rates were observed in models based on data from the
USA and Chile. Despite the use of weighting variables in the
same manner, the differing results observed in the data from
these countries may indicate that weighting should be applied
differently in these contexts. Additionally, this variation could
be due to the distribution of the weighting variable within the
data of the respective countries or the correlation between the
weighting variable and the dependent variables (Meinck &
Vandenplas, 2012).
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The most crucial conclusion that can be drawn from the
research findings is that the use, or lack thereof, and the
manner in which the weighting variable is employed when
conducting HLM analysis on data from large-scale tests can
greatly impact statistical inferences. Although the importance
of handling the weighting variable is emphasized in studies
involving hierarchical linear modeling on multilevel data
(Rutkowski et al., 2010), empirical results demonstrate that
treating weighting variables differently affects many statistics
(Meinck & Vandenplas, 2012; Tat et al., 2019). For instance,
Laukaityte and Wiberg (2017) explicitly state that not applying
weighting or applying weighting only at the first level
(student) can lead to misleading results. In a study conducted
by Mang et al. (2021) using large-scale test data, they
examined which weighting method yielded better results. The
researchers reported that weighting at only the second level
(school) was appropriate. In this study, it was observed that
adding weighting variables increased the standard errors of
estimates while positively contributing to model reliability
coefficients. Therefore, based on the findings of this study and
the knowledge in the literature, it is recommended that
researchers conducting analyses with HLM consider using
weighting variables either at the second level only or at both
levels. However, it should be kept in mind that in studies
attempting to explain the variance in the dependent variable by
variables at the second level, adding weighting variables may
inflate the ratio of the variance in the dependent variable
attributed to differences between schools. Hence, it is crucial
for researchers to transparently disclose the steps taken in the
analysis process.

In this study, only the data from the 2019 cycle of TIMSS
were utilized as the large-scale test data. Examining situations
in other large-scale tests and in different cycles of TIMSS can
provide an opportunity to strengthen the interpretations in the
existing literature.
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APPENDIX A. Reliability Values of Models Constructed Based on the Use of Weighting Variable
Models where Mathematics Achievementis  Models where Science Achievement is the

Country the Dependent Variable Dependent Variable
No Level 1 Level 2 Full No Level 1 Level 2 Full
Australia 0.93 0.94 0.94 0.94 0.91 0.92 0.91 0.92
Bahrain 0.83 0.81 0.83 0.83 0.94 0.93 0.94 0.94
Chile 0.95 0.95 0.93 0.93 0.93 0.93 0.91 0.91
Chinese Taipei 0.86 0.84 0.87 0.87 0.81 0.78 0.82 0.82
Cyprus 0.86 0.85 0.86 0.86 0.85 0.82 0.85 0.85
Egypt 0.96 0.96 0.97 0.97 0.96 0.95 0.96 0.96
England 0.96 0.96 0.97 0.97 0.94 0.94 0.96 0.96
Finland 0.81 0.80 0.82 0.82 0.82 0.81 0.82 0.82
France 0.89 0.90 0.88 0.88 0.87 0.88 0.87 0.87
Georgia 0.89 0.88 0.94 0.94 0.84 0.83 0.91 0.91
Hong Kong 0.97 0.97 0.97 0.97 0.96 0.97 0.96 0.96
Hungary 0.94 0.93 0.95 0.95 0.92 0.91 0.95 0.95
Iran 0.94 0.93 0.96 0.96 0.94 0.92 0.96 0.96
Ireland 0.86 0.88 0.88 0.88 0.85 0.87 0.88 0.88
Israel 0.96 0.97 0.96 0.96 0.95 0.95 0.95 0.95
Italy 0.83 0.83 0.83 0.83 0.82 0.82 0.83 0.83
Japan 0.80 0.76 0.84 0.84 0.72 0.68 0.77 0.77
Jordan 0.92 0.91 0.95 0.95 0.92 0.91 0.95 0.95
Kazakhstan 0.93 0.94 0.95 0.95 0.91 0.92 0.93 0.93
Korea 0.73 0.72 0.76 0.76 0.64 0.66 0.63 0.63
Kuwait 0.94 0.93 0.95 0.95 0.94 0.93 0.95 0.95
Lebanon 0.93 0.94 0.94 0.94 0.95 0.95 0.96 0.96
Lithuania 0.86 0.84 0.86 0.86 0.87 0.85 0.85 0.85
Malaysia 0.97 0.98 0.96 0.96 0.96 0.97 0.95 0.96
Morocco 0.92 0.91 0.96 0.96 0.94 0.94 0.96 0.96
New Zealand 0.95 0.94 0.96 0.96 0.95 0.94 0.96 0.96
Norway 0.73 0.73 0.78 0.78 0.73 0.74 0.80 0.80
Oman 0.91 0.91 0.91 0.91 0.91 0.90 0.91 0.91
Portugal 0.87 0.87 0.89 0.89 0.84 0.84 0.87 0.87
Qatar 0.95 0.95 0.95 0.95 0.92 0.93 0.92 0.92
Romania 0.93 0.92 0.94 0.94 0.92 0.91 0.94 0.94
Russia 0.92 0.92 0.93 0.93 0.90 0.90 0.91 0.91
Saudi Arabia 0.93 0.93 0.91 0.91 0.92 0.91 0.92 0.92
Singapore 0.96 0.96 0.96 0.96 0.96 0.96 0.96 0.96
South Africa 0.98 0.98 0.97 0.97 0.98 0.98 0.98 0.98
Sweden 0.84 0.84 0.88 0.88 0.84 0.83 0.89 0.89
Tiirkiye 0.92 0.89 0.94 0.94 0.91 0.88 0.94 0.94
UAE 0.97 0.98 0.97 0.97 0.98 0.98 0.98 0.98
United States 0.95 0.96 0.99 0.99 0.94 0.95 0.98 0.98
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Genisletilmis Tiirkce Ozet

Giris

Uluslararas1 Matematik ve Fen Egilimleri Arastirmasi
(TIMSS) ve Uluslararast Ogrenci Degerlendirme Programi
(PISA) gibi genis Olcekli testler, uluslararasi diizeyde
karsilastirmay1 ve ulusal diizeyde egilimleri incelemeyi
amaclamaktadir. Bu uygulamalarin kiiresel egitim politikalari
ve egitim alaninda yapilacak reformlara olan etkisi her gegen
glin artmaktadir (Ababneh ve digerleri, 2016; Barber ve
digerleri, 2010). Egitim arastirmacilarinin genis 6lgekli
testlerin verilerinin analizleriyle ortaya koydugu bulgular
egitim sistemleri agisindan karar alma mekanizmalarina yakin
kisilerce incelenip aksiyonlar alinabilecegi icin arastirmacilar
analizlerinde kullanacagi modeli secme konusunda dikkatli
olmalidir.

Tiirkiye’de ve diinyanin diger iilkelerinde, 6zellikle genis
Olcekli testlerin verilerinin analizinde siklikla kullanilan
istatistiksel modellemelerden biri hiyerarsik dogrusal
modellemedir (HLM). HLM o&zellikle genis olgekli test
uygulamalarindaki gibi 6rneklem se¢iminin tabakali oldugu
durumlarda tercih edilmektedir. Alan yazinda genis olgekli
testlerin verileri ile yiriitilen, HLM’nin kullanmildig1 ¢ok
sayida aragtirma bulunmaktadir. HLM’nin ise kosuldugu
arastirmalarda 6rneklem agirlik degiskenlerinin kullanildigi,
kullanilmadig1 ve bu konu ile ilgili yeterli detayin yazarlar
tarafindan verilmedigi durumlar mevcuttur. Ozdemir’in
(2016) PISA Tiirkiye wverileri ile yapilan analizleri
yontembilimsel acidan inceledigi caligmasinda, incelenen 97
aragtirmanin biiylik kisminda olast degerlerin ve 6rneklem
agirliklarmin  ele  almip  alinmadiginin  belirtilmedigi
raporlanmistir. Ele alinan sadece 5 makalede orneklem
agirliklarmin dogru kullanimi rapor edilirken, olas1 degerler de
sadece 10 makalede uygun sekilde kullanilmistir. Liou ve
Hung’un (2015) yiiriittiigli benzer bir tarama caligmasinda
PISA ve TIMSS verisi kullanilarak yapilan ¢ok sayida
calismada Orneklem agirliklarinin - kullanilmadigr  veya
kullanilip kullanilmadigimin belirtilmedigi gozlemlenmistir.
Bu durumun da gergeklestirilen analizlerin giivenilirligini
siipheli hale getirdiginin alt1 ¢izilmistir. Dahasi, genis 6lgekli
testlerin verileri ile yiiriitiilen analizlerin ¢iktilarinin egitim
politikalarina etkisini elestiren yazilar da kaleme alinmigtir
(Sahlberg ve Hargreaves, 2015; Schleicher, 2015; Takayama,
2015). Bu elestiriler, istatistiksel analizlerde dzenli olunmasi
gerektiginin agik bir gostergesidir.

Orneklemin sahip oldugu 6zelliklerin, drneklemin alindig1
evrenden farkli olma durumunu ¢o6ziimlemek igin
kullanilabilecek en bilindik yontemlerden biri 6rneklem
agirliklarmin kullanilmasidir (Rust, 2013). Agirliklandirma,
ozellikle HLM ile yiritilen c¢alismalarda goéz Oniinde
bulundurulmas1 gereken o©nemli bir kavramdir. TIMSS
uygulamalarinda toplanan tiim verilerin yani sira 6rneklem
agirliklart degiskenleri de veri seti icinde paylasilmaktadir. Bu
agirhik  degiskenlerinin  analizlerde nasil  kullanilacagi
aragtirmacilara birakilmaktadir. Cok diizeyli analizlerde
orneklem agirliklarn ilgili diizeylere gore ayristirilarak
kullanilmast (Rutkowski ve digerleri, 2010) ve &rneklem
agirliklarmin  kullanilmadigt  durumlarda elde  edilen
sonuglarin daha az giivenilir olacagmin farkinda olunmasi
gerekmesine (OECD, 2017) karsin orneklem agirliklarinin
nasil kullanilacagi ve analizlere etkilerinin ne olacagi
konusunda alan yazinda tartigsmalar bulunmaktadir.

Bu arastirmada, TIMSS 2019 uygulamasmna katilan
iilkelerdeki 8. simif 6grencilerinin matematik ve fen basari
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puanlarindaki ~ varyansin  okullar  arasindaki  farktan
kaynaklanan kisminin ve kestirimlerdeki standart hatalarin
agirhiklandirma degiskenlerinin  kullanilip  kullanilmama
durumlarma gore ne sekilde degistigi incelenmistir. Bu
dogrultuda dikkate alinan iki arastirma sorusu asagidaki
sekilde belirlenmistir.

1. TIMSS 2019 sonuglarina gdre uygulamaya katilan
iilkelerdeki okullar arasi fark, (a) agirliklandirma
degiskenlerinin kullanilmadigi, (b) yalnizca birinci
diizey agirliklandirma degiskeninin kullanildigi, (c)
yalnizca ikinci diizey agirliklandirma degiskeninin
kullanildig1 ve (d) her iki diizeyde de agirliklandirma
degiskenlerinin  kullanildigi  durumlarda 8. smif
ogrencilerinin matematik ve fen basar1 puanlarmdaki
toplam varyansin ne kadarini agiklamaktadir?

2. TIMSS 2019 sonuglarina gore uygulamaya katilan
tilkelerdeki Ogrencilerin ortalama matematik ve fen
basar1 puanlart kestiriminin standart hatalari, (a)
agirliklandirma  degiskenlerinin  kullanilmadigi, (b)
yalnizca birinci diizey agirliklandirma degiskeninin
kullanildigl, (c) yalnizea ikinci diizey agirliklandirma
degiskeninin kullanildig1 ve (d) her iki diizeyde de
agirliklandirma degiskenlerinin kullanildig1
durumlarda nasil degismektedir?

Yontem

Bu arastirmada, genig Olgekli test uygulamalarindan elde
edilen hiyerarsik yapidaki verilerde, agirliklandirma
degiskenlerinin farkli sekillerde kullanilmasi ile agiklanan
varyans arasindaki iliski belirlenmeye c¢alisilmigtir. Bu
nedenle aragtirma iliskisel arastirma tiirlindedir (Fraenkel ve
Wallen, 2006).

Evren ve Orneklem

Bu aragtirmada TIMSS 2019 uygulamasina katilan 39 iilkeden
toplam 7636 okuldaki 227345 8. sinif Ogrencisi arastirma
orneklemini  olusturmaktadir. Katilimer  iilkelerdeki
uygulamaya katilan okul sayilar1 98 ile 623; 6grenci sayilari
3265 ile 22334 arasinda degismektedir.

Veri Toplama

Bu ¢aligmanin analizlerinde kullanilan veriler TIMSS 2019
ogrenci ve okul anketleri ile elde edilen verilerdir. Bu verilere
internet  lizerinden  https://timss2019.org/international-
database/ adresinden erisilebilmektedir.

Veri Analizi

Arikan ve arkadaslarinin (2020) onerileri dikkate alinarak
verilerin analizinden dnce arastirma i¢in segilen veri setlerine
agirhk degiskenleri (hem 06grenci, hem okul diizeyinde)
eklenmistir. Birinci diizey (6grenci) 6rneklem agirligit TIMSS
2019 veri setlerinde yer alan WGTADJ2 * WGTFAC2 *
WGTADJ3 * WGTFAC3 (CLASS WEIGHT ADJUSTMENT
* CLASS WEIGHT FACTOR * STUDENT WEIGHT
ADJUSTMENT * STUDENT WEIGHT FACTOR)
degiskenlerinin ¢arpimi; ikinci diizey (okul) 6rneklem agirligi
WGTADJ1 *  WGTFAC1  (SCHOOL  WEIGHT
ADJUSTMENT * SCHOOL WEIGHT FACTOR)
degiskenlerinin ¢arpimi ile elde edilerek veri setlerine
eklenmistir. 1 ve 2. diizeyde elde edilen agirlik degiskenlerinin
carpimi tam olarak TIMSS tarafindan paylasilan TOTWGT
(TOTAL STUDENT WEIGHT) degerini vermektedir.
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HLM’de siklikla kullanilan sirali dort alt model ile
analizler gerceklestirilmektedir. Ancak bu c¢aligmada,
agirliklandirma degiskeninin etkisine ve kestirimlerin standart
hatalarina odaklanildig1 igin yalnizca ilk model olan tesadiifi
etkili tek yonli ANOVA modelleri kurulmustur. Bu model
araciligi ile yapilacak analizlerden 6nce bazi varsayimlarin
kargilanmasi  gerekmektedir. Varsayimlarin incelenmesi
noktasinda, Raudenbush ve Bryk (2002) tarafindan ifade
edilen; artik degerlerin (residuals) O ortalama ile normal
dagilimli ve homojen olmasi, diizeylere yonelik hatalarin hem
kendi iglerinde hem de birbirleri arasinda iligkisiz olmasi temel
varsayimlar1 dikkate alinmustir. {lk varsaymmin incelenmesi,
kurulan modellere yonelik artik degerlerin kontrolii ile
gerceklestirilmigtir. Artiklarin dagilimi grafiksel yontemlerle
(histogram, Q-Q grafigi) incelenmistir ve buna gore grafikler,
normal dagilimdan ciddi bir sapma olmadigini géstermektedir.
Ayrica kurulan modellerden elde edilen hatalarin ¢arpiklik ve
basiklik degerleri incelenmis, carpiklik degerlerinin -,42 ile
,57 arasinda, basiklik degerlerinin -1 ile 1,98 arasinda dagildig1
gozlenmistir. Buna gore ciddi bir normallik ihlali bulunmadigi
degerlendirilmistir. Varyanslarin homojenliginin testi, x?2
istatistigine dayali olarak gergeklestirilmistir. Ancak sonuglara
gore varyanslarin homojen olmadigi goriilmistir. Buna
karsin, y? istatistiginin tip 1 hataya duyarli ve biiyiik
orneklemlerde istatistiksel olarak anlamli fark ¢ikarmaya
egilimli oldugu bilinmektedir. Bu nedenle, artiklarin normal
dagilim gosteriyor olusu yeterli goriilmiis ve analizlere devam
edilmistir. Son olarak analizler igin yeterli Grneklem
biiyiikliigiiniin her bir diizeyde saglanmasi onemlidir. Bu
aragtirmada tanimlanan Orneklem, hem okul hem ogrenci
sayisi agisindan yeterli bilyiikliige sahiptir.

Bulgular

Bu calismada toplamda 312 farkli modelleme yapilmis ve
kurulan modellere ait istatistikler araciligi ile iki arastirma
sorusu yanitlanmaya c¢aligilmistir. Elde edilen bulgular bu
bolimde iki ayri baglik halinde verilmistir. Bu bdoliimde
yorumlar yapilirken agirliklandirma degiskeninin
kullaniminin ABD, Fas ve Urdiin puanlarina iliskin standart
hatalarda ciddi farklilagsmaya (%100°den fazla bir artis) yol
acmasi nedeniyle bu iilkelerin sonuglar1 dikkate alinmamuistir.
Yorumlar 36 iilkenin verileri {izerinden yapilmistir. Buna
karsm,  bulgularin  diger  arastirmacilar  tarafindan
incelenebilmesi adina bu iilkelere ait istatistiklerin hem
tablolarda hem de grafiklerde bulunmasina karar verilmistir.

1. Arastirma Sorusuna iliskin Bulgular

Ogrencilerin matematik basar1 puanlarindaki varyansin
okullar aras1 farklar tarafindan agiklanan kisimlar1 yiizde
olarak 9,18 (Bahreyn) ile 60,51 (Hong Kong) arasinda; fen
basar1 puanlarindaki varyansin okullar arasi farklar tarafindan
aciklanan kisimlart ise 6,30 (Kore) ile 61,93 (BAE) arasinda
degismektedir. Bu farklarin iilkeden {ilkeye Onemli
degisiklikler géstermesinin yani sira ayni iilkenin verilerinde
agirliklandirmanin nasil yapildigina gore agiklanan yiizdelerin
de degistigi gozlenmistir. Matematik basarisinin - ¢ikti
degiskeni olarak ele alindig1 modellerde varyansin okullardan
kaynaklanan kisminin en yiiksek olarak hesaplandig1 durumlar
gorece dengeli bir dagilim géstermistir. En yiiksek yiizdeler, 6
iilkede agirliklandirma yapilmadigi durumda, 14 {ilkede
yalnizca 1. diizey agirliklandirma yapildigi durumda, 10
iilkede yalnizca 2. diizey agirliklandirma yapildigi durumda ve
12 iilkede her iki diizeyde de agirliklandirma yapildigi
durumda elde edilmistir. 6 iilkenin en yiiksek ytizdeleri ise

agirliklandirma durumlarina gore birebir birbirine esittir. Bu

halde denebilir ki, matematik basarisindaki varyansin
okullardan  kaynaklanan kismi, yalmizea 1. diizey
agirhiklandirmanm  yapildigt ve her iki dilizeyde de

agirliklandirmanin yapildigi durumda daha yiiksek olarak
hesaplanmaktadir. Fen basarisinin ¢ikti degiskeni olarak ele
alindigt modellerde varyansin okullardan kaynaklanan
kisminin en yiiksek olarak hesaplandig1 durumlar yine gérece
dengeli bir dagilim gostermistir. En yiiksek oranlar, 7 ilkede
agirliklandirma yapilmadigi durumda, 14 iilkede yalnizca 1.
diizey agirliklandirma yapildigi durumda, 9 iilkede yalnizca 2.
diizey agirliklandirma yapildigi durumda ve 12 iilkede her iki
diizeyde de agirliklandirma yapildigi durumda elde edilmistir.
6 iilkenin en yiiksek oranlar1 ise agirliklandirma durumlarina
gore birebir birbirine esittir. Bu halde denebilir ki, fen
basarisindaki varyansin okullardan kaynaklanan kismi,
yalnmizea 1. diizey agirliklandirmanin yapildigr ve her iki
diizeyde de agirliklandirmanin yapildig1 durumda daha yiiksek
olarak hesaplanmaktadir.

2. Arastirma Sorusuna iligkin Bulgular

Matematik basarisinin ¢ikt1 degiskeni oldugu modellerde
kestirimlerin standart hatalar1 2,38 (Norveg) ile 9,19 (Misir)
arasinda; fen basarisinin ¢ikti degiskeni oldugu modellerde
kestirimlerin standart hatalar1 ise 2,01 (Japonya) ile 9,29
(Misir) arasinda degismektedir. Standart hatalarin iilkelerin
verilerinde agirliklandirmanin  nasil  yapildigma  gore
degisiklik gosterdigi gézlenmistir.

Matematik basarisinin ¢ikt1 degiskeni oldugu modellerde
en diisik standart hatalar, 26 {ilkede agirliklandirma
yapilmadigt durumda, 5 iilkede yalmizeca 1. diizey
agirliklandirma yapildigi durumda, 7 iilkede yalnizca 2. diizey
agirliklandirma yapildigi durumda ve 3 tilkede her iki diizeyde
de agirliklandirma yapildig1 durumda elde edilmistir. 5 tilkede
ise en diisik standart hatalar farkli agirliklandirma
durumlarina gore birbirine esittir. Fen basarisinin ¢kt
degiskeni oldugu modellerde en diisiik standart hatalar, 28
tilkede agirliklandirma yapilmadigi durumda, 6 iilkede
yalnizca 1. diizey agirliklandirma yapildigi durumda, 4 iilkede
yalmzeca 2. diizey agirliklandirma yapildigi durumda ve 1
iilkede her iki diizeyde de agirliklandirma yapildigi durumda
elde edilmistir. 3 iilkede ise en diisiik standart hatalar farkli
agirliklandirma durumlarina gore birbirine esittir.

Sonuclar, Tartisma ve Oneriler

Bu calismada genis 6lgekli testlerden elde edilen verilerle
yapilan analizlerde olast degerlerin ¢ikti degiskeni olarak
birlikte ele alindig1 durumda, farkl sekillerde agirliklandirma
yapilmasinin kestirimlere (6zellikle basari puanlarindaki
varyansin okullar arasindaki farkliliktan kaynaklanan kismi ve
standart hatalar) etkisi incelenmistir. Hem matematik, hem fen
basarisinin ¢iktt degiskeni oldugu durumlarda, sadece 1. diizey
agirliklandirma yapilmast durumunda katsayilar daha yiiksek
kestirilmistir. En yliksek model giivenirlikleri yalnizca 2.
diizey agirliklandirma ya da her iki diizeyde de agirliklandirma
yapilmast durumunda elde edilmistir. En diisiik standart
hatalar, agirliklandirma yapilmayan durumda elde edilmistir
(matematikte 26 iilkede, fende 28 iilkede). Agirliklandirmanin
yapildig1 durumda standart hatalarin yiikselmesi durumu Carle
(2009) ve Tat ve digerlerinin (2019) caligmalarinda da
raporlanan bir bulgudur. Bu acidan bulgular paralellik
gostermektedir. En diisiik y? degerleri, yalmzca 1. diizeyde
agirhklandirma  yapildigi  durumda elde  edilmistir
(matematikte 16 iilkede, fende 15 tilkede).
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Bu calismada, matematik bagarisinin ¢ikti degiskeni
oldugu modellerde agirliklandirmanin farkli sekillerde ele
alinmast durumuna gore hesaplanan oranlar arasindaki
farklarin bir iilke (Malezya) icin %20’ye kadar ¢iktig1
gbzlenmistir. Ayrica, Fas, Sili ve ABD iilkelerinin verileriyle
kurulan modellerde de bu oranlarin ciddi farklilik
gosterebilecegi goriilmiistiir. Yine ¢aligmada, fen basarisinin
cikt1 degiskeni oldugu modellerde agirliklandirmanin farkli
sekillerde ele almmasi durumuna gore hesaplanan oranlar
arasindaki farklarin bir iilke (Malezya) i¢in %18,75’e kadar
ciktigi gozlenmistir. Ayrica, ABD ve Sili iilkelerinin
verileriyle kurulan modellerde de bu oranlarin ciddi farklilik
gosterebilecegi gorilmiistir. Ek olarak, kurulan modeller
yakindan incelendiginde (tablolardan goriilebilir) ABD, Fas ve
Urdiin iilkelerinde agirhk degiskeninin farkli sekillerdeki
varlig1 standart hatalarda ciddi degisikliklere yol agmaktadir.
Bu nedenle bu iilkelerin verileri ile ulagilan bulgular yorum
digt brrakilmisgtir.  Ancak bulgularin diger arastirmacilar
tarafindan incelenebilmesi adina bu iilkelere ait istatistiklerin
hem tablolarda hem de grafiklerde bulunmasina karar
verilmistir. Aragtirma bulgularindan ulasilabilecek en dnemli
sonug, genis Olcekli testlerin verilerinin analizinde HLM
kullanilirken  agirliklandirma  degiskeninin  kullanilip
kullanilmamasinin (veya nasil kullanildiginin) istatistiksel
cikarimlari ciddi derecede farklilagtirabilecegidir.

Cok diizeyli verilerin HLM ile analizinde oOrneklem
agirliklandirmalarinin kullanilmasinin yararlarmin
vurgulanmasina (Rutkowski ve digerleri, 2010) karsin,
ampirik kanitlar agirlik degiskenlerinin pek c¢ok istatistigi
ciddi  sekilde etkiledigini  gdstermektedir.  Agirhk
degiskenlerinin kullanim1 ile ilgili olarak Laukaityte ve
Wiberg (2017) agirlik degiskeninin kullanilmamasinin ya da
yalnizca 1. diizeyde (6grenci) kullanilmasmin yaniltict
sonuglara yol agabilecegini ifade etmektedir. Mang ve
arkadaglar1 (2021) tarafindan genis olgekli test verileri ile
yiiriitilen bir ¢alismada hangi agirliklandirma senaryosunun
en iyi calistigi incelenmistir. Arastirma sonucunda, agirlik
degiskenlerinin  eklenmesinin  model  giivenirliklerini
arttirrkken  standart hatalar1 da arttirdigt raporlanmustir.
Aragtirmacilar, sonug¢ olarak agirhiklandirmanin  ikinci
diizeyde (okul) ya da her iki diizeyde de yapilmasim
Onermektedir. Ancak, bu arastirmanin sonuclarindan
hareketle, ¢ikt1 degiskenindeki varyansin ne kadarlik kismini
ikinci diizeydeki degiskenler tarafindan agiklanabilecegine
odaklanilan ¢aligmalarda agirliklandirmanin cikt
degiskenindeki varyansin okullar tarafindan agiklanan kismini
artirabileceginin akilda tutulmasi gerektigi sdylenebilir.

Arastirma bulgularindan goriildiigii lizere ¢oziimlemeler
yapilirken agirliklandirma degiskeninin kullanip
kullanilmama durumuna gore farkli sonuglar elde
edilebilmektedir. Bu nedenle arastirmacilar ¢éziimlemedeki
basamaklar1 acik¢a paylasmahdir. Ozetle, bu calismada genis
Olcekli testlerden TIMSS’in 2019 dongtisiine katilan 39
iilkenin verileriyle 312 model kurulmus, modeller
¢coziimlenmis ve 36 iilkenin verilerinin yorumlanmasi ile su
sonuglara ulasilmigtir:

e Arastirmacilar alan yazmmin da onerdigi {izere olasi
degerleri birlikte ele alabilecekleri modeller kurmali ve
bu modellerde agirlik degiskenini ne sekilde ele
alacaklarini planlamalidir.

e Agirliklandirma degiskeninin modellemelerde ele
alinig bicimine bagl olarak katsayi, standart hata,
giivenirlik ve y? kestirimleri degismekte ve bunlara
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bagli olarak cikti degiskenindeki varyansin okullar
arasi farkliliktan kaynaklanan kismi degismektedir.

e Basar1 varyansindaki okullar arasi farkliliktan
kaynaklanan kismin oldugundan yiiksek hesaplanmasi
arastirmacilar1 yaniltabilir. Ornek vermek gerekirse,
basaridaki varyansi incelerken Malaysia verileri ile bir
caligma yiiriitiildiigiinde basaridaki varyansin okullar
arasindaki farktan kaynaklanan kismi, oldugundan %20
disik —ya da %20 yiiksek— hesaplanabilir. Bu
durumda, aragtirmaci devam modellemelerde 1 ve 2.
diizeyde ele alacagi degiskenleri segmekte zorlanabilir.

Bu calismada genis Olgekli test verisi olarak yalnizca

TIMSS’in 2019 dongiisiiniin verileri kullanilmistir. Diger
genig Olgekli testlerde ve TIMSS’in diger dongiilerinde
durumun ne olduguna bakmak alan yazindaki yorumlari
giiclendirme imkani sunabilir.
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07z: Giincel galismalar, duygularin 6grenme siiregleriyle giiglii baglantisini ortaya koymaktadir. Buna karst duygularin
kapsamli sekilde incelenmesine yonelik veri toplama araglarinda bir ihtiyag bulunmaktadir. Bu dogrultuda ¢alismanin
amaci, Bieleke vd. (2021) tarafindan gelistirilen bagar1 duygular1 dlgeklerinden Ogrenmeye ve Smifa Yénelik Duygular
Olgeklerinin kisa versiyonlarina ydnelik gegerlik ve giivenirlik analizlerinin yapilmasi ve Tiirk kiiltiiriine uyarlanmasidir.
725 tniversite Ogrencisiyle toplanan verilerin gegerlik ¢aligmalari dogrulayict faktor analizi, giivenirlik caligmalari
Cronbach alfa katsayis1 ve Kompozit giivenirligi ile gergeklestirilmistir. Dogrulayici faktor analizi sonucunda Tiirk
kiiltiirine uyarlanan 6lgeklerin sekiz duygu durumunu (keyif, umut, gurur, 6fke, kaygi, utanma, umutsuzluk, sikilma) ve
her bir duygu durumu igin dorder toplamda 32 madde iceren orijinal yapisinin korundugu ve kabul edilebilir uyum
indislerine sahip oldugu belirlenmistir. Cronbach alfa katsayilarinin Ogrenmeye Yonelik Duygular Olgegi icin 0.804,
Sinifa Yonelik Duygular Olgegi icin 0.782 oldugu, faktdrlere iliskin giivenirlik igin CR degeri incelendiginde,
Ogrenmeye Yénelik Duygular Olgegi icin 0.712 ile 0.870, Sinifa Yonelik Duygular Olgegi i¢in 0.910 ile 0.962 arahginda
degistigi goriilmiistiir. Gergeklestirilen analiz sonuglari, her iki 6l¢egin Tiirk¢e formunun gecerli ve giivenilir oldugunu
gostermektedir.

Anahtar Kelimeler: Ogrenmeye yénelik duygular, sinifa yonelik duygular, basar1 duygulari, 6lgek uyarlama

Abstract: Recent studies have demonstrated a substantial link between emotions and learning processes. However, a
complete understanding of emotions requires precise instruments.The validity and reliability of the short version of the
achievement emotional scale developed by Bieleke et al. (2021) are intended to be analyzed in this study, with a focus
on the emotional scales for learning and classroom emotions, and an adaptation of them to Turkish culture. Data from
725 university students was collected and confirmatory factor analysis was used to assess the validity. The alpha
coefficients of Cronbach and composite reliability were used, and reliability studies were carried out. It was shown by
the analysis that the original structure of eight emotional states (interest, hope, pride, anger, anxiety, shame, despair,
boredom), with four elements for each emotion, totaling 32 elements, was retained by the scales when adapted to Turkish
culture, and acceptable suitable indexes were exhibited. The alpha coefficient of Cronbach was found to be 0.804 for the
Emotions Towards Learning Scale and 0.782 for the Classroom Emotions Scale. Values from 0.712 to 0.870 for the
Emotions Towards Learning Scale and from 0.910 to 0.962 for the Classroom Emotions Scale were found by the
examination of the composite reliability of factor-related reliability. The validity and reliability of both scales in their
Turkish versions were confirmed by the results.

Keywords: Emotions towards learning, classroom emotions, achievement emotions, scale adaptation
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Giris
Duygular,
akademik katilimlarim

O0gretme-0grenme
ve performanslarimi
etkilemektedir (Pekrun ve Linnenbrink-Garcia, 2012).
Ogrenme siireglerinde deneyimlenen bu duygularmn neler
oldugunun belirlenebilmesi

i¢sel kontrolii bulunuyorsa olasi sonug duygusu keyif alma ve
mutluluktur. Ancak eger basar1 beklentisi diisiik ve icsel siireg
kontrolii az olan birisi ise olast sonu¢ duygusu umutsuzluktur
(Pekrun, 2006). Verilen orneklerde deger yargist basari
tizerine kurulmustur. Eger olasi beklenen sonug basarisizlik
yargist iizerine kurulursa olast sonu¢ duygularn da
farklilasmaktadir. Ornegin basarisiz olma beklentisine sahip

stireglerinde ~ dgrencilerin

derinden

icin farkli kategorilestirme

caligmalar1 yapilmistir. Temel duygular, basar1 duygulari,
olumlu ve olumsuz duygular ile harekete gecirici ve hareketi
engelleyici duygular bunlardan bazilaridir (Graesser, 2020).
Bu kategorilestirme ¢alismalarindan biri olan basar1 duygulari,
dogrudan basar1 faaliyetlerine veya basar1 sonucglara bagh
duygular olarak tanimlanmaktadir (Pekrun, 2006). Ortaya
¢ikan farkli duygular, basari faaliyetleri veya sonuglari
tizerinde kisinin ne kadar kontrol sahibi olduguna (kontrol
hissi) ve 6nem verdigine (deger yargisi) gore agiklanmaktadir
(Graesser, 2020). Bu kapsamda kontrol-deger teorisi, basart ve
akademik ortamlarda yasanan duygularin Onciillerini ve
etkilerini anlamak i¢in kapsamli bir g¢ergeve sunmaktadir.
Teori, etkinliklerle ilgili duygular1 (6rn. keyif, hayal kirikligi,
sikilma) ve sonug¢ duygular1 (6rn. nese, umut, gurur, kaygi,
utang, Ofke) dahil olmak {izere basar1 duygularinin
uyarilmasinda kontrol ve deger yargilarinin roliini
vurgulamaktadir (Pekrun, 2006). Ornegin, yiiksek basari
beklentisine sahip birinin basariya ulasma siirecinde yiiksek

birinin siirece iligkin i¢sel kontrolii yiiksek ise bir rahatlama
duygusu, diisiik ise umutsuzluk duygusu yasayacaktir (Pekrun,
2000).

Basar1 duygular iizerine yapilan arastirmalar 1930°larda
smav kaygis1 iizerine yapilan ilk caligmalara kadar
uzanmaktadir (6rm. Brown, 1938). Daha sonraki arastirmalar,
kaygi duygusunu genisleterek performans tizerindeki kritik
o6nemini incelemistir (von der Embse vd., 2018). 1960’11
yillardan itibaren basar1 veya basarisizlik  sonrasi
deneyimlenen gurur ve utang gibi duygularin bilissel siireglere
etkisi incelenmeye baslanmistir (Weiner, 1985; Weiner ve
Kukla, 1970). 20. yiizy1lin sonlarindan bu yana arastirmacilar,
keyif ya da can sikintis1 gibi basar1 faaliyetlerinin kendisiyle
ilgili duygular1 inceleyerek arastirma kapsamimi daha da
genisletmistir. (Pekrun vd., 2023). Ancak basar1 duygularinin
incelenmesi yakin zamana kadar nispeten ihmal edilmistir
(Zamir vd., 2023). Bunun bir nedeni Ogrenmeye iliskin
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varsayimlarin biligsel ve davranigsal kuramlardan etkileniyor
olusudur. Diger bir nedeni ise duygulari 6lgmek i¢in kapsamli
veri toplama araglarinin bulunmamasidir (Bieleke vd., 2021).
Su ana kadar yapilan ¢ogu calisma, genellikle birkag belirli
duyguya odaklanmistir (Pekrun vd., 2023). Kaygiya ilaveten,
aragtirmacilar genellikle nese, 6fke ve sikintt duygularin
basar1 durumlarinda ele almayi tercih etmislerdir (Camacho-
Morles vd., 2021). Ancak, iki veya iigten fazla duyguyu bir
araya getiren ¢aligmalar, birkag istisna disinda, biiyiik dl¢iide
yetersiz  kalmigtir (Pekrun wvd., 2011). Bu eksikligin
giderilmesi icin Pekrun vd. (2011), 6grencilerin 6grenme ve
performanslarmi etkileyen duygular1 belirlemek amaciyla
kapsamli bir veri toplama arac1 gelistirmistir.

Basar1 Duygulari Olgekleri (BDO), farkli baglamlarda
cesitli basar1 duygularin1 degerlendirmek icin kullanilan bir
dlgiim aracidir (Bieleke vd., 2021). ilk olarak Pekrun ve
digerleri tarafindan 2002 yilinda yayimlandigindan bu yana,
5200'den fazla Google Scholar atifi (Ocak 2021 itibariyle) ve
giincel versiyonunun yaklasik 2.400 atift (Pekrun vd., 2011)
ile egitim psikolojisi alaninda popiiler ve koklii bir arag haline
gelmistir. Bu dlgekler, sinifa yonelik duygulart degerlendiren
80 madde, 6grenmeye yonelik duygulari degerlendiren 75
madde ve teste yonelik duygulari degerlendiren 77 madde
icermektedir. Ancak, 6l¢eklerin madde sayisinin fazla olmasi,
uzun tamamlanma siireleri gerektirmesine ve katilimcilarin
uzun madde listesini cevaplarken aymi diizeyde dikkat
verememesine yol ag¢tigindan egitim aragtirmalarinda
uygulanmasmin zor oldugu vurgulanmaktadir (Bieleke vd.,
2021). Bu sorunun iistesinden gelmek amaciyla, Bieleke vd.
(2021), Pekrun vd. (2011) tarafindan gelistirilen orijinal BDO
Olgeklerinin  kisa versiyonunu olusturarak psikometrik
Ozelliklerini karsilagtirmay1 amaglamiglardir. Bu ¢alisma
sonucunda, orijinal BDO dlgeklerindeki ortalama madde
sayisini 6-12'den 4'e diisiirmiislerdir. Olgekler nemli 6lciide
kisaltilmasina ragmen yeterli glivenilirlige ulasilmig ve orijinal
BDO olgekleri ile énemli bir korelasyon gostermistir. Sonug
olarak, orijinal ve kisaltilmis BDO 6l¢ceklerinin oldukca benzer
sonuglar verdigi bulunmustur.

Tirk kiiltiiriinde ise Can vd. (2020) Pekrun vd. (2011)
tarafindan  gelistirilen BDO’niin uyarlama calismasini
gerceklestirmis ve sonucunda gecerlilik ve giivenirlik
kanitlarinin  yiiksek oldugu Olgeklerin  elde edildigi
belirtilmistir. Benzer sekilde, dl¢egin ilkokul (Hacidmeroglu
vd., 2014), ortaokul (Elmali Erdem ve Haciémeroglu, 2022)
ve lisans (Hacidmeroglu, 2020) olmak iizere farkli 6grenim
seviyelerine uyarlandigt c¢alismalar da gerceklestirilmistir.
Ancak uyarlanan 6lgeklere iliskin madde sayisinin fazla olusu
Tiirk kiiltiiriinde de uygulanmasini zorlastirici bir unsur olarak
degerlendirilmektedir. Bununla birlikte 6z bildirime dayal
6lgme araglarinin kisa form ¢alismalarina bir egilim oldugu
ifade edilmektedir (Ziegler vd., 2014). Bu dogrultuda,
belirtilen ihtiyaglarin giderilmesine ydnelik olarak bu
calismanin amaci, Bieleke vd. (2021) tarafindan gelistirilen
BDO olgeklerinden Ogrenmeye Yonelik Duygular Olgegi
(OYDO) ve Smifa Yoénelik Duygular Olgegi (SYDO)
kisaltilmig versiyonlarmi Tiirkgeye uyarlamak ve gegerlik ve
giivenirlik ¢aligmalarini gergeklestirmektir.

Yontem
Calisma Grubu

Arastirmanin  kattlimeilarii - 2021-2022  Egitim-Ogretim
yilinda bir devlet iiniversitesinde farkli smif seviyelerinde
O0grenim gdren iniversite Ogrencileri olusturmaktadir.
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Goniilliilik esasina goére katilan toplam 775 Ogrenciye
ulagilmistir.  Olgekler iiniversite ogrencilerinin  kullanima
yonelik  uyarlandigt  igin  ¢alisma  grubunun  hedef
popiilasyondan rastgele se¢ilmis ve aktif {niversite
ogrencilerinden olugmalarina dikkat edilmistir.

Olgegin dil gegerliliginin test edilmesi amactyla OYDO
kisaltilmis versiyonu 20 katilimeir ve SYDO kisaltilmis
versiyonu ise 30 katilimciya Ingilizce ve Tiirkge olarak
uygulanmustir. Dil gegerliliginin test edilmesi i¢in kullanilan
veriler Egitim Fakiiltesinde Ingilizce Ogretmenligi béliimiinde
O0grenim goren ve her iki dile de hakim o6grencilerden
toplanmustir.

Olgegin uyarlanmasi siirecinde yap1 gegerliliginin test
edilmesi i¢in toplam 725 iiniversite 6grencisinden (OYDO igin
350, SYDO igin 375) veri toplanmistir. Olgek uyarlama
stirecinde 6rneklem biiyiikliigii se¢imi dnemlidir, ¢linkii dogru
orneklem biiylikliigii, analizlerin giiglii ve gegerli sonuglar
vermesine yardimci olur. Orneklem biiyiikliigii segimi,
genellikle dl¢egin maddelerinin ve faktdrlerinin sayisina bagl
olarak belirlenir. OYDO ve SYDO kisaltilmis versiyonu
toplam 32 maddeden ve 8 faktdrden olusmaktadir. Literatiirde
orneklem belirlemeye yonelik farkli ¢alismalar bulunsa da en
yaygin kullanilan yaklagim “N:q” oranidir. Bu yodntemde,
orneklem biylikligi (N), olgekteki maddelerin sayisma (q)
gore belirlenir. Genellikle, N:q oraninin en az 5:1 veya 10:1
olmast 6nerilir (Nunnally, 1978). Bu durumda, 32 madde i¢in
en az 160 (5x32) veya 320 (10x32) katilimciya ihtiyag vardir.
Diger bir yaygin kullanilan yontem faktér basina katilimci
sayisidir. Genellikle, her faktor ig¢in en az 20 veya 30 katilimci
onerilir (Comrey ve Lee, 1992). Bu durumda, sekiz faktor i¢in
en az 160 (20x8) veya 240 (30x8) katilimc1 uygun denilebilir.
Bazi galismalar ise orneklem biiyiikligii i¢in kesin degerler
onermemektedir. Ornegin, Gorsuch (1983) en az 200 katilimci
ve MacCallum vd. (2001) ise en az 300 katilimc1 dnermistir.
Bu arastirmada ise OYDO 350, SYDO 375 iiniversite
Ogrencisine uygulanmistir. Literatiire gore bu degerlerin
yeterli oldugu séylenebilir.

Veri Toplama Araci

Arastirma verilerin elde edilmesinde gerekli izinleri alinan
Bieleke vd. (2021) tarafindan kisa versiyonu gelistirilen BDO
kullanilmistir. BDO 6grenmeye, smifa ve teste yonelik olmak
izere ve her biri 32 maddeden olusacak sekilde 5°1i likert
tipinde gelistirilmistir (1-kesinlikle katilmiyorum,
5=kesinlikle katiliyorum). Her olgekte sekiz farkli duygu
(keyif, umut, gurur, ofke, kaygi, utanma, umutsuzluk,
sikilma), dorder madde ile oOlgiilmeye c¢aligilmistir. Tim
6lgekler birlikte uygulanabilecegi gibi her biri bagimsiz birer
Olcek olarak da degerlendirilmektedir. Bu dogrultuda ilgili
arastirmada OYDO ve SYDO icin uyarlama calismasi
gerceklestirilmistir.

OYDO  ogrencilerin  ders  calisma  esnasinda
yasayabilecekleri duygularla ilgilidir. “Konuyu 6grenmenin
zorlugundan zevk alirim.” ve “Ders g¢alisirken kendime
giivenirim.” drnek olarak verilebilecek maddelerdir. OYDO
yonelik  gergeklestirilen  orijinal formun gegerlik ve
giivenirligine iligkin yapilan c¢alismada her bir alt faktdre
iliskin Cronbach Alfa giivenirlik degerinin .64 ile .85 arasinda
oldugu, 6lgegin genelinde ise .77’lik bir giivenirlik degerine
ulasildig1 belirlenmistir. Bu degerlerin kabul edilebilir oldugu
vurgulanmugtir. SYDO ise dgrencilerin simif igerisindeyken
yasayabilecekleri duygularla ilgilidir. “Derste olmaktan zevk
alinnm.” ve “Derse giderken kendime giivenirim.” drnek olarak
verilebilecek maddelerdir. SYDO yénelik gerceklestirilen



orijinal formun gegerlik ve giivenirligine iligkin yapilan
calismada her bir alt faktore iligkin Cronbach Alfa giivenirlik
degerinin .70 ile .88 arasinda oldugu, dlgegin genelinde ise
[75°1ik bir giivenirlik degerine ulasildigi belirlenmistir. Bu
degerlerin kabul edilebilir oldugu vurgulanmustir.

Ol¢ek Uyarlama Siireci

Olgek uyarlama ¢aligmalari, farkh kiiltiirler ve dil gruplar
arasinda 6lgme araglarinin gegerlik ve giivenirligini saglamak
amaciyla 6nem arz etmektedir (Hambleton, 2005). Bu siiregte
dil, kiiltirel ve normatif uygunluk dikkate alinarak dlgegin
uyarlama iglemi gerceklestirilebilir (Van de Vijver ve Leung,
1997). Bu dogrultuda oncelikle olceklerin = kisaltilmig
versiyonlarmi Ingilizce olarak yayimlayan Bieleke vd.
(2021)’ndan e-posta yoluyla gerekli izinler alimmustir. Olgegin
uyarlama iglemine Tiirkge dil ¢evirisiyle baglanmigtir. Orijinal
dili ingilizce olan 6lgekler her iki dili de bilen iki uzman
tarafindan Tirkgeye cevrilmistir. Tirkge taslak tizerinde
gerekli  kontroller tamamlandiktan sonra dilin kiiltiire
uygunlugu ve anlagilirliginin test edilmesi amaciyla igilincii
bagimsiz bir dil uzmanma taslaklar incelemek iizere
gonderilmistir. Ilgili uzman, ceviriyi dilbilimsel ve Kkiiltiirel
uygunluk agisindan (Hambleton, 2005) o6l¢ek iizerindeki
anlagmazliklarin ¢oziilmesi ve dilin akici hale getirilmesi
amaciyla degerlendirmistir. Uzman goriislerine bagl olarak
diizenlenen Olgek dil esdegerliginin saglanmasi amaciyla
Tiirkge ve Ingilizce olarak her iki dile de hakim olan bir grup
iiniversite Ogrencisine uygulanmistir. Her iki versiyonunda
toplam puanlari Mann-Whitney-U testi ile (veriler normallik
varsayimini kargilamamaktadir) karsilastirilmig ve aradaki
farkin anlamlilig1 kontrol edilmistir.

Verilerin Analizi

Kuramsal yapisi orijinal halinde belirlenmis olan Glgegin
uyarlama siirecinde 6rneklem grubuna uygunlugu dogrulayict
faktor analizi (DFA) ile test edilir (Seker ve Gengdogan,
2014). DFA, bir 6l¢egin maddelerinin dnceden belirlenmis
faktorlerle nasil iliskili oldugunu ve bu faktdrler arasindaki
korelasyonlar1 dogrulamak i¢in kullanilir (Brown, 2015).
Ayrica, DFA faktor yiiklerinin biiyiikliiglinii ve anlamliligini
degerlendirmeye olanak tanir ve bdylece Olcegin Ozgiin
kiiltiire uygunlugunu kanitlamada katkida bulunur (Kline,
2015). Arastirmada uyarlamasi gergeklestirilen OYDO ve
SYDO kisaltilmis versiyonlari, toplam 8 faktdr ve 32
maddeden olusmaktadir. Elde edilen veriler ile bu faktérlerin
model uyum indeksleri, madde-faktor yiikleri ve faktorler arasi
kovaryans analizleri test edilerek yap1 gegerligine kanit
saglanmustir.

DFA’ya gecilmeden Once test varsayimlart kontrol
edilmistir. ilk varsayim olan orneklem biiyiikliigiiniin
uygunluguna yonelik detaylara “galisma grubu” baslig: altinda
yer verilmigtir. Diger bir varsayim 06l¢iim modelinin DFA
oncesinde kanitlanmig olmasidir. Bu faktdr yapilart ve
maddelerin hangi faktorlere yiiklendigi, teorik ve ampirik
bilgilere dayali olarak 6nceden belirlenmis olmasi anlamina
gelir (Brown, 2015). Ilgili élgeklerin orijinal versiyonlarina
yonelik gerceklestirilen gegerlik ve giivenirlik analizlerinin
detaylarma “veri toplama arac1” baslig1 altinda yer verilmistir.
DFA i¢in kullanilacak olan veri setindeki verilerin 6lgtimleri
esit aralikhidir. Faktorlere yonelik ¢oklu baglantililik olup
olmadigini test etmeye yonelik kontrol edilen VIF degerlerinin
10'dan diisiik (Hair vd., 2010) oldugu belirlenmistir.

Basar1 Duygular1 Olgegi kisa versiyonlarinin Tiirk kiiltiiriine uyarlanmasi

Ayrica, faktorlerle ilgili normallik varsayimlart test edilmis

ve faktér toplam puanlarmin dagilimmin  normallik
varsaymmini karsiladigi (p>.001) anlasilmistir. Genel olarak
degerlendirildiginde veri seti  tiim varsayimlari
kargilamaktadir.

Giivenirlik Analizi

Giivenirlik, bir 6l¢lim aracinin, tekrarlanan uygulamalarinda
ayn1 Ozellik veya kavrami Olgerken siirekli benzer sonuglar
elde etme derecesini gosterir (Tavakol ve Dennick, 2011). Bu
arastirmada i¢ tutarliliginin test edilmesi amaciyla Cronbach
alfa katsayis1 ve Kompozit giivenirligi (Composite Reliability,
CR) kontrol edilmistir. Cronbach alfa, 6lgeklerin i¢ tutarlilik
giivenirligini  degerlendiren bir istatistiktir ve Olgek
maddelerinin birbirleriyle ne kadar tutarli oldugunu gosterir
(Cronbach, 1951). Kompozit giivenirlik, 6lgek maddelerinin
faktor yiiklerini ve hata terimlerini dikkate alarak hesaplanir
(Fornell ve Larcker, 1981). Kompozit giivenirlik, 6zellikle
6l¢ek maddelerinin faktdr yiikleri farkli oldugunda, Cronbach
alfaya gore daha hassas bir giivenirlik 6l¢iimii saglar. CR ve
Cronbach alfa degeri, genellikle 0.70 ve iizerinde ise kabul
edilebilir i¢ tutarlilik olarak degerlendirilir (Hair vd., 2010).
Bu arastirmada da analiz sonuglari bu deger aralii temel
aliarak yorumlanmustir.

Bulgular
Dil ve Kiiltiir Uyarlama Siirecinin Gerceklestirilmesi

Olgek uyarlama siirecine ilk olarak OYDO ve SYDO
kisaltilmig  versiyonlarinin  ¢evirilerinin ~ yapilmasi ile
baslanmistir. Tiirk¢eye cevrilen 6l¢ek maddeleri, dilbilimsel
ve Kkiiltiirel acgidan uygunluk i¢in bir dil uzmanma
gonderilmistir. Gelen doniitler sonrasinda gerekli diizeltmeleri
yapilan oOlcekler dil esdegerliginin test edilmesi i¢in hem
Ingilizce hem de Tiirkge bilen bir gruba uygulanmustir. Elde
edilen veriler arasindaki anlamliligin test edilmesine yonelik
veriler Mann Whitney-U testine tabii tutulmus ve analiz
sonuglarina Tablo 1’de yer verilmistir.

Tablo 1 incelendiginde her iki Olgek icinde gruplarin
Shapiro-Wilk normallik testi sonug¢larinin anlamli oldugu
(p<0.05) yani verilerin normal dagilima uymadig1
goriilmektedir. Bu durumda, gruplarin karsilagtirilmasinda
Mann-Whitney-U testi tercih edilmistir. OYDO kisaltilmus
versiyon i¢in Mann-Whitney U testi sonucunda elde edilen U
degeri 45.5 ve p-degeri 0.761'tir. Benzer sekilde SYDO
kisaltilmis versiyonuna ait Mann-Whitney U testi sonucunda
elde edilen U degeri 103 ve p-degeri 0.930'dur. P-degerinin
0.05'ten biiyiik olmasi, iki grup arasinda istatistiksel olarak
anlaml bir fark olmadigini gostermektedir. Tablo 1 genel
olarak degerlendirildiginde &lgeklerin Tiirkce ve Ingilizce
versiyonlarinin benzer 6zellikleri 6l¢tiigii ve dil esdegerliligine
sahip oldugu sdylenebilir.

Icerik Gecerligi Degerlendirmesi

Icerik gegerligini saglamaya yonelik olarak 6lgek maddeleri ve
6l¢egin uzun versiyonunun gevirisi iki alan uzman tarafindan
incelenmis ve degerlendirmeler sonucunda 6lg¢egin orijinalini
bozmayarak gerekli diizenlemeler yapilmistir. Bu adim
ozellikle iki oOlgegin (uzun ve kisa versiyon) faktorler
temelinde igerdigi ana temalar1 ortaya koyarak karsilagtirmak
amactyla gerceklestirilmistir.
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Tablo 1. Dil esdegerligine yonelik gerceklestirilen Mann Whitney-U sonuglari

Mann-Whitney U

Normality Test

Grup Ozellikleri

(Shapiro-Wilk)

U p Ortalama W p Grup N Mean sd
0OYDO 45.5 0.761 0.624 0.849 0.005 Tiirkce 10 93.3 11.1
Ingilizce 10 92.2 11.4
SYDO 103 0.930 0.252 0.926 0.042 Tiirkce 15 104 10.1
Ingilizce 15 105 10.2

Yapi Gecgerligini Kanitlanmasi Cudeck, 1993; MacCallum vd., 1996). Tablo 2

DFA sonucunda ilk incelenen veriler model uyum indeksleri
verileridir. Model uyum indeksi, yapisal esitlik modellemesi
(SEM) ve diger ¢ok degiskenli analizlerde, dnerilen modelin
gozlemlenen verilere ne kadar iyi uydugunu degerlendiren
istatistiksel dlgiitlerdir (Hu ve Bentler, 1999). DFA sonucunda
6l¢eklere yonelik elde edilen model uyum indekslerine Tablo
2’de yer verilmistir.

Tablo 2. Olceklere yonelik model uyum indeksleri

SYDO OYDO
12 976 1192
df 429 436
p <.0001 <.0001
CFI 0.996 0.982
TLI 0.995 0.980
NNFI 0.995 0.980
IFI 0.996 0.982
RMSEA 0.053 0.076
SRMR 0.051 0.071
RMSEA p <.0001 <.0001

Ideal olarak, bir modelin iyi bir uyuma sahip olmas i¢in
uyum indekslerinin belirli esik degerlerini karsilamasi beklenir
(Brown, 2015). Tablo 2 temel alinarak her iki 6lgege yonelik
model uyum indekslerinin karsilagtirilmasina asagida yer
verilmistir:

e  Khi-Kare (x*: Her iki 6lcek icin de > degeri yiiksektir
ve p-degeri (0.0001) anlamlidir. Bu, her iki 6l¢egin
verilere miikemmel bir uyum sagladigini gosterir.

e Karsiastrmali Uyum Indeksi (CFI), Tucker-Lewis
Indeksi (TLI), Normlu Uyum Indeksi (NNFI) ve
lyilestirilmis Uyum Indeksi (IFI): CF1, IFI, NNFI ve
TLI modelin verilere uyumunu degerlendirmede
kullanilan ve model karmagikligini kontrol etmeye
calisan 6nemli Olgiitlerdir. Bu indekslerin degerleri
genellikle 0 ile 1 arasinda degisir ve yiiksek degerler
daha iyi model uyumunu gosterir (Bollen, 1989).
Kabul edilebilir araliklar incelendiginde ise degerlerin
0.95 iizerinde olmasi beklenir ve 0.95 lizeri degere
sahip modellerin iyi uyum gosterdigi séylenebilir (Hu
ve Bentler, 1999; Schreiber vd., 2006). Tablo 2
incelendiginde SYDO kisaltrlmis versiyon (CFI=
0.996, TLI= 0.995; NNFI: 0.995; IFI: 0.996) ve
OYDO kisaltilmig versiyon (CFI= 0.982, TLI= 0.980;
NNFTI: 0.980; IFT: 0.982) i¢in istenen degerlerinin 0.95
iizerinden oldugu gorilmektedir. Bu degerler goz

oniinde bulunduruldugunda SYDO ve OYDO
kisaltilmis versiyonu i¢in modelin iyi uyum sagladigt
sOylenebilir.

o Artiklarin Kok Ortalama Kare Hatast (RMSEA):
RMSEA, modelin verilere ne kadar iyi uydugunu
gosteren bir hata tahmini 6lgiistidiir. Genellikle, 0.08
ve altindaki degerler kabul edilebilir uyumu
gosterirken 0.05 ve alt1 iyi uyumu gosterir (Browne ve

incelendiginde OYDO modeli icin RMSEA degerinin
0.053 ve SYDO modeli igin ise 0.076 oldugu
goriilmektedir. Her iki 6l¢ek iginde RMSEA degeri
0.08'in altinda oldugunda kabul edilebilir bir model
uyumu olarak degerlendirilebilir.

o Standartlastirilmigs Kok Ortalama Kare Rezidii
(SRMR): SRMR, modelin artiklarimin biyiikligiinii
gosteren bir dlgilidiir. Genel olarak, 0.08 ve altindaki
degerler kabul edilebilir uyumu gosterirken, 0.05 ve
alt1 iyi uyumu gosterir (Hu ve Bentler, 1999). OYDO
kisaltilmis versiyonu igin SRMR degeri 0.051 ve
SYDO kisaltilmis versiyonu icin 0.071'dir. Her iki
Olcek icinde SRMR degeri 0.08'in altinda oldugundan
her iki 6l¢eginde iyi bir model uyumuna sahip oldugu
sOylenebilir.

Sonug olarak yukaridaki veriler incelendiginde her iki
6l¢eginde model uyumunun kabul edilebilir diizeyde oldugu
goriilmektedir.

Ikinci adimda her iki oOlgegin faktorlerle maddeler
arasindaki iliskileri gdsteren Standartlastirilmis faktor ytikleri
incelenmistir. Standartlastirilmig faktor yiikleri, gézlemlenen
degiskenlerle (6l¢glim maddeleri) ilgili temel faktorler
arasindaki iligkinin biiyiikliigiinii gosterir. Olgek alt faktér ve
bu faktorlerin maddeleri ile iligkisini gosterir faktor yiik
degerlerine Tablo 3’te yer verilmistir.

Tablo 3’te OYDO ve SYDO kisaltilmis versiyonlar icin
keyif, umut, gurur, 6fke, kaygi, utanma, umutsuzluk ve sikilma
olmak iizere 8 faktdr ve bunlara ait gostergeler arasindaki
iliskileri inceleyen faktor yiiklemeleri yer almaktadir. Faktor
yiikiiniin  degeri, gostergenin faktdrle ne kadar iliskili
oldugunu gosterir. 0.30 ve iizeri faktor yiikleri genellikle kabul
edilebilir olarak goriilir (Hair vd., 2010). Bununla birlikte,
daha yiiksek faktor yiikleri (6r., 0.40 ve lizeri), daha iyi bir
6l¢lim madde-faktdr iligkisi ve modelin giivenilirligi i¢in daha
cok tercih edilir. SYDO kisaltilmis versiyonu icin faktor
yiikleri Keyif faktoriinde 0.890-0.712, Umut faktoriinde
0.768-0.616, gurur faktoriinde 0.898-0.605, 6fke faktoriinde
0.889-0.560, kaygi faktoriinde 0.916-0.726, utanma
faktorinde 0.835-0.677, umutsuzluk faktoriinde 0.937-0.614
arasinda ve sikilma faktoriinde 0.884-0.610 arasinda
degismektedir. OYDO kisaltilmis versiyonu igin ise faktdr
yiikkleri Keyif faktoriinde 0.794-0.399, Umut faktoriinde
0.778-0.716, gurur faktoriinde 0.725-0.509, 6fke faktoriinde
0.903-0.728, kaygi faktoriinde 0.821-0.678, utanma
faktoriinde 0.978-0.827, umutsuzluk faktoriinde 0.945-0.599
arasinda ve sikilma faktdriinde 0.959-0.882 arasinda
degismektedir. Bu degerler 0.30’dan yiiksek ve istenen
araliklardadir. Ayrica faktor yiliklemeleri tablosundaki faktor
yiikiiniin tahmini degerlerine (estimate) gore, gostergelerin
cogu ilgili faktorlerle anlaml ve giiclii bir iliskiye sahiptir (p
<0.0001).
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Tablo 3. DFA sonucunda elde edilen madde faktor yiikleri

SYDO OYDO
Faktorler Maddeler Estimate SE Z p Estimate SE Z p
Keyif ml 0.890 0.047 18.888 <.0001 0.399 0.062 6.451 <.0001
m2 0.850 0.043 19.805 <.0001 0.684 0.055 12.441 <.0001
m3 0.712 0.043 16.464 <.0001 0.794 0.051 15.632 <.0001
m4 0.771 0.043 18.105 <.0001 0.629 0.048 13.138 <.0001
Umut m5 0.712 0.051 13.942 <.0001 0.730 0.045 16.145 <.0001
mo6 0.768 0.051 14.982 <.0001 0.716 0.045 15.905 <.0001
m7 0.616 0.047 13.085 <.0001 0.744 0.046 16.078 <.0001
m8§ 0.691 0.048 14.251 <.0001 0.778 0.047 16.552 <.0001
Gurur m9 0.605 0.055 11.018 <.0001 0.725 0.054 13.483 <.0001
mlo 0.779 0.047 16.647 <.0001 0.667 0.054 12.454 <.0001
mll 0.898 0.046 19.672 <.0001 0.590 0.058 10.234 <.0001
ml2 0.713 0.054 13.238 <.0001 0.614 0.050 12.387 <.0001
Ofke ml3 0.889 0.059 15.185 <.0001 0.903 0.057 15.876 <.0001
ml4 0.801 0.063 12.756 <.0001 0.854 0.059 17.803 <.0001
ml5 0.560 0.053 20.072 <.0001 0.993 0.069 14.295 <.0001
ml6 0.824 0.048 17.197 <.0001 0.728 0.065 11.199 <.0001
Kaygi ml7 0.878 0.052 16.875 <.0001 0.706 0.065 10.819 <.0001
ml8 0.726 0.058 12.492 <.0001 0.821 0.063 12.988 <.0001
ml9 0.844 0.050 16.729 <.0001 0.678 0.062 10.899 <.0001
m20 0.916 0.049 18.732 <.0001 0.682 0.068 10.041 <.0001
Utanma m21 0.826 0.049 16.875 <.0001 0.899 0.062 14.541 <.0001
m22 0.835 0.049 17.141 <.0001 0.978 0.064 15313 <.0001
m23 0.737 0.046 16.038 <.0001 0.827 0.061 13.467 <.0001
m24 0.677 0.054 18.961 <.0001 0.842 0.064 13.155 <.0001
Umutsuzluk m25 0.937 0.052 18.049 <.0001 0.945 0.063 14.916 <.0001
m26 0.790 0.048 16.376 <.0001 0.870 0.057 15.261 <.0001
m27 0.840 0.046 18.298 <.0001 0.599 0.058 17.639 <.0001
m28 0.614 0.057 17.764 <.0001 0.662 0.055 18.212 <.0001
Sikilma m29 0.878 0.055 15.880 <.0001 0.882 0.060 14.646 <.0001
m30 0.884 0.056 15.876 <.0001 0.959 0.057 16.825 <.0001
m31 0.724 0.054 18.486 <.0001 0.929 0.060 15.485 <.0001
m32 0.610 0.052 19.414 <.0001 0.985 0.058 17.088 <.0001

Diger bir kontrol edilen deger olan Z degerinin 1.96'dan

biiyiik ve istatistiksel olarak anlamli olmas1 beklenir (p <0.05)
(Field, 2013). Her iki 6lgegin maddeleri i¢inde z degerinin
1.96°dan biiyiik oldugu ve istatistiksel olarak anlamli oldugu
goriilmiistiir. Buradan yola ¢ikarak maddelerin ilgili faktorle
altindaki yerlerinin dogrulandig s6ylenebilir.

Maddelerin ilgili faktorler altindaki anlamliliginin test
edilmesinden sonra bir de faktorler arasindaki korelasyon
katsayilar1 incelenmistir. Faktdr korelasyonlari, faktorler
arasindaki iliskilerin giiciinii ve yoniinii belirlemeye yardimci
olur ve genellikle iki faktor arasindaki Pearson korelasyon
katsayisi ile ifade edilir. Her iki dlgegin faktdrlerine yonelik
faktor korelasyonlarina Tablo 4’te yer verilmistir.

Kabul edilebilir faktdr korelasyon degerleri baglama ve
aragtirma sorularina gore degisebilir. Genellikle, faktor
korelasyonlarmin ¢ok yiiksek olmamasi (6r., 0.85 veya alt1)
tercih edilir ¢iinkii ¢ok yiiksek faktor korelasyonlari,
faktorlerin benzersiz ve bagimsiz oldugunu gostermeyebilir ve
bu durum, ¢ok boyutlu 6l¢iim yapisinin amacina aykiri olabilir
(Kline, 2015). Tablo 4 incelendiginde ODYO ve SYDO
kisaltilmis  versiyonunun sekiz faktorii icinde faktor
korelasyonlarmin 0.85’in altinda deger ile istenen araliklarda
yer aldigi soylenebilir. Bu degerler, faktorlerin birbiriyle
iliskili oldugunu gosterirken ayni zamanda benzersiz ve
bagimsiz olduklarini da gosterir.

Genel olarak DFA sonuglart incelendiginde 6lgeklerin
yapisinin Tiirk kiiltiirii i¢in ispat edildigi soylenebilir.

Giivenirlige Iliskin Bulgular

Uyarlamasi yapilan dlgeklerin gilivenirliginin belirlenebilmesi
icin i¢ tutarlilik katsayisi ve kompozit giivenirligi
incelenmistir. Bu kapsamda elde edilen bulgular alt basliklar
olarak sunulmustur.

¢ tutarhhk giivenirligi: i¢ tutarlilik katsayisi olarak
bilinen Cronbach Alfa, 6l¢ek maddelerinin birbiriyle ne kadar
iliskili oldugunu degerlendiren en yaygin istatistiklerden
biridir ve degerin 0.70 ve {izeri olmas1 beklenir (Nunnally ve
Bernstein, 1994). Bu arastirma kapsaminda ODYO kisa
versiyonuna yonelik belirlenen Cronbach alfa katsayisinin
0.804 ve SYDO kisa versiyona yonelik Cronbach alfa
katsayisinin 0.782 ile istenen degerler arasinda oldugu yani
yiiksek i¢ tutarliliga sahip oldugu goériilmektedir.

Kompozit giivenirligi: Cronbach alfa katsayisina
alternatif ve kontrol araci olarak kompozit giivenirligi (CR)
degerinden yararlamlmaktadir. Olgegin yap1 giivenirliginin
saglanabilmesi i¢in CR degerinin .70’ten biiyiikk olmasi
gerekmektedir (Fornell ve Larcker, 1981). CR, O0lgliim
modelindeki faktor yiikleri ve hatalar kullanilarak hesaplanir.

CR = (3, faktor yiikleri) 2/ [(3 faktor ytikleri) 2 + Y hatalar]

Tablo 5’te OYDO ve SYDO kisaltilmis versiyonlarina
iliskin CR degerlerinin hesaplanmasi ve faktorler temelinde
elde edilen CR degerlerine yer verilmistir.
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Tablo 4. Olceklere yonelik faktor korelasyonlari

OYDO SYDO
Faktorler Faktorler Estimate SE Y4 p Estimate SE Z p
Keyif Keyif 1.000 1.000
Umut 0.668 0.044 15.224 <.0001 0.519 0.032  25.348 <.0001
Gurur 0.664 0.049 13.514 <.0001 0.660 0.038 17.374 <.0001
Ofke -0.359 0.062  -5.830 <.0001 -0.407 0.050 -8.163 <.0001
Kaygi -0.329 0.069 -4.797 <.0001 -0.477 0.049  -9.694 <.0001
Utanma -0.233 0.067 -3.452 0.0006 -0.292 0.056 -5.214 <.0001
Umutsuzluk -0.450 0.057 -7.929 <.0001 -0.559 0.044  -12.603 <.0001
Sikilma -0.441 0.058  -7.650 <.0001 -0.607 0.041 -14.767 <.0001
Umut Umut 1.000 1.000
Gurur 0.732 0.040 18.144 <.0001 0417 0.035 23.419 <.0001
Ofke -0.202 0.063  -3.190 0.0014 -0.378 0.056 -6.764 <.0001
Kaygi -0.346 0.065 -5.369 <.0001 -0.619 0.047 -13.127 <.0001
Utanma -0.396 0.058 -6.781 <.0001 -0.450 0.055 -8.120 <.0001
Umutsuzluk -0.547 0.048 -11.363 <.0001 -0.671 0.043 -15.669 <.0001
Sikilma -0.402 0.056  -7.139 <.0001 -0.576 0.049 -11.675 <.0001
Gurur Gurur 1.000 1.000
Ofke -0.214 0.067 -3.175 0.0015 -0.380 0.052 -7.318 <.0001
Kaygt -0.180 0.074  -2.439 0.0147 -0.510 0.049 -10.461 <.0001
Utanma -0.294 0.067 -4.409 <.0001 -0.320 0.057 -5.638 <.0001
Umutsuzluk -0.440 0.058  -7.553 <.0001 -0.561 0.046 -12.192 <.0001
Sikilma -0.289 0.065 -4.458 <.0001 -0.531 0.047 -11.361 <.0001
Ofke Ofke 1.000 1.000
Kaygi 0.551 0.055 10.009 <.0001 0.610 0.041 14.846 <.0001
Utanma 0.275 0.063  4.335 <.0001 0.322 0.055 5.898 <.0001
Umutsuzluk 0.369 0.058  6.395 <.0001 0.606 0.041 14.785 <.0001
Sikilma 0.591 0.046  12.825 <.0001 0.659 0.037 17.730 <.0001
Kaygi Kaygi 1.000 1.000
Utanma 0.586 0.055 10.734 <.0001 0.767 0.032  23.966 <.0001
Umutsuzluk 0.610 0.050 12.083 <.0001 0.813 0.029  28.261 <.0001
Sikilma 0.713 0.044  16.255 <.0001 0.674 0.039 17.510 <.0001
Utanma Utanma 1.000 1.000
Umutsuzluk 0.825 0.029  28.106 <.0001 0.708 0.037 19.194 <.0001
Sikilma 0.486 0.054  9.006 <.0001 0.433 0.052 8.369 <.0001
Umutsuzluk Umutsuzluk 1.000 1.000
Sikilma 0.646 0.042  15.550 <.0001 0.806 0.028  28.819 <.0001
Sikilma Sikilma 1.000 1.000

Tablo 5. ODYO ve SYDO kisaltilmis versiyonlarina iliskin CR degerleri

Faktorler OYDOCR SYDOCR  Ornek bir hesaplama
Keyif 0,713 0,919 Keyif Faktorii:
Umut 0,843 0,910
Gurur 0,740 0.918 CR = (0.399% + 0.684% + 0.794> + 0.629%) / [(0.399> + 0.684% + 0.794> +
Ofke 0,870 0.950 0.6292) + (1-0.399) 2 + (1-0.684) 2 + (1-0.794) 2 + (1-0.629) ?)]
Kaygi 0,722 0.940
Utanma 0,760 0,962 CR=1.653134/(1.653134 + 0.641134)
Umutsuzluk 0,850 0,955
Sikilma 0,809 0,911 CR =0.720
Tablo 5 incelendiginde de OYDO olceginin CR  yénlendirildiginde, motivasyon ve zihinsel ¢abanin aracilik

degerlerinin 0.720 ile 0.870 arasinda, SYDO &lgceginin CR
degerlerinin 0.910 ile 0.962 arasinda degisen degerler aldig1
goriilmektedir. Tlgili degerler 6lgeklerin faktorler temelinde de
i¢ tutarliliga sahip oldugunu gostermektedir.

Sonug ve Tartisma

Giincel ¢alismalar, duygular ve 6grenme siirecleri arasindaki
giiclii baglantiy1 ortaya ¢ikarmaya ¢alismistir. Tyng vd. (2017)
duygularin 6grenmeyi ve uzun siireli hafizay1 korumay1 hem
kolaylastirabildigini hem de engelleyebildigini gostermistir.
Olumlu duygular, duygusal tasarim yoluyla

ettigi bir siire¢ olan 6grenme ¢iktilarini desteklemektedir (Um
vd., 2012). Mega vd. (2014) duygular ve akademik basar1
arasindaki  etkilesimde  Oz-diizenlemeli O6grenme  ve
motivasyonun araci rollerini vurgulamistir. Ayrica, Phelps
(2006) duygularin dikkati, algiyr ve sosyal uyaranlarin
islenmesini etkiledigini ortaya koymustur. Bu duygusal etki,
ogrencilerin  duygularina hitap etmenin &z-diizenlemeli
O0grenmeyi ve genel basariyr artirabilecegi matematik
egitiminde goze ¢arpmaktadir (Ahmed vd., 2013). Wu vd.
(2021), akademik duygularin ve &grenme stratejilerinin
karsilikli etkisini arastirmig ve karsilikli etkilerinin altint
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cizmigtir. Wortha vd. (2019), 6grenme sirasinda yasanan
cesitli duygularin sonuglar1 Snemli Olciide etkiledigini
vurgulamistir. Ayrica duygusal zekd ve Ogrenme basarisi
arasindaki baglanti arastirilmig (Farhan ve Rofi'ulmuiz, 2021)
duygusal faktorlerin, 6zellikle de olumlu olanlarin, 6grenme
stirekliligindeki 6nemli rolii ortaya ¢ikarilmustir.

Yukarida belirtilen ¢alismalar gostermektedir ki duygular
ogrenme siiregleriyle oldukga kapsamli bir etkilesim igindedir.
Ogrenme ciktilar, bilissel islevler ve akademik basari
iizerindeki belirleyici etkileri goz Online alindiginda,
duygularin dogru bir gekilde ayirt edilmesi, bu siire¢lerin daha
derinlemesine anlagilmasit ve iyilestirilmesi i¢in kritik énem
tasimaktadir. Bu nedenle, farkli duygularin etkisinin
belirlenebilmesi i¢in veri toplama araglarinin gelistirilmesi bir
zorunluluk olarak ortaya ¢ikmaktadir. Bu ihtiyaci
giderebilmek adina, Bieleke vd. (2021) tarafindan gelistirilen
basar1 duygular1 6l¢eklerinden dgrenmeye ve smifa yonelik
duygular 6lgeklerinin kisa versiyonlari gegerlik ve giivenirlik
analizleri yapilarak Tiirk kiiltiirline uyarlanmistir. Bu
dogrultuda her iki 6lgek oOncelikle Tiirkgeye cevrilmis ve
kiiltiirel agidan incelenmis, sonrasinda igerik ve yapi
gegerliklerine yonelik asamalar gerceklestirilmigtir. DFA
sonucunda standardize edilmis faktdr yiiklerinin OYDO
kisaltilmig versiyonu igin ikisi hari¢ tamaminin .60 izeri,
SYDO kisaltilmis versiyonu icin ise biri hari¢ tamamimin .60
iizeri deger aldig1; model uyum indeksleri incelendiginde her
iki dlgegin de kabul edilebilir degerler tagidig1 belirlenmistir.
Gergeklestirilen analiz sonucunda her iki 6lgegin DFA’ya
iliskin sonuglari, Tiirkce formu icin dogrulandigim
gostermektedir.

Her iki olgekte de sekiz duygunun (keyif, umut, gurur,
ofke, kaygi, utanma, umutsuzluk, sikilma) 6lgiilmesine iligkin
maddeler yer almaktadir. Ilgili 6lceklerin Cronbach alfa
katsayis1 OYDO icin 0.804, SYDO icin 0.782 bulunmustur.
Bu degerler 6lgeklerin yiiksek i¢ tutarliliga sahip oldugunu
gostermektedir. Orijinal dlgeklerde ise OYDO geneline iliskin
giivenirlik katsayist 0.77, SYDO igin ise 0.75 oldugu
belirlenmistir. lgili degerler karsilastirildiginda her iki
calismada da benzer sonuglara ulasildigi gortilmektedir.
Faktorlere iliskin gilivenirlik icin CR degeri incelendiginde,
OYDO igin 0.712 ile 0.870, SYDO icin 0.910 ile 0.962
araliginda degistigi goriillmektedir. Bu sonuglar 6lgeklerin hem
toplam hem de faktorler temelinde istenen giivenilirlik
degerlerine sahip oldugunu gostermektedir. Ilgili sonuglar
Trigueros ve Aguilar-Parra (2022) tarafindan gergeklestirilen
ve Ispanyol kiiltiiriine uyarlanan c¢alisma sonuglari ile
benzerlik gostermektedir. Bu uyarlama sonucunda O6lgegin
faktor yapisinin orijinali ile uyumlu oldugu ve sekiz duygu
yapisini destekledigi goriilmiistiir. Giivenirlik analizleri de alt
Olcekler i¢in .70’in lizerinde ¢ikmustir.

Tirk kiiltiirtine uyarlama c¢alismalari incelendiginde
ilkokul (Hacidmeroglu et al., 2013), ortaokul (Elmali Erdem
ve Hacidmeroglu, 2022), lise (Can et al., 2020) ve {iniversite
(Bakir vd., (2021) olmak tizere farkli e§itim seviyelerine ve
ornegin, matematik (Haciomeroglu, 2020) olmak {iizere 6zel
disiplinlere odaklanan caligmalarin yapildigi gézlenmistir.
Literatiirdeki ilgili galismalar incelendiginde, Can et al. (2020)
ve Bakir vd. (2021) tarafindan yiiriitiilen ¢alismalarda sekiz
farklt duygu -keyif, umut, gurur, sikilma, rahatlama, 6fke,
kaygi, utanma ve umutsuzluk- ele alimmistir. Hacidmeroglu
vd. (2013) ise kaygi, sikilma ve keyif duygularina
odaklanmistir. Bakir vd., (2021) tarafindan, BDO anketinin
Ogretmen adaylar1 Ornekleminde sinifa yonelik duygular
baglaminda gecerliliginin test edildigi bir c¢alismayla

Basar1 Duygular1 Olgegi kisa versiyonlarinin Tiirk kiiltiiriine uyarlanmasi

gerceklestirilmistir. S6z konusu ¢aligsmada, 6gretmen adaylart
i¢in gecerlik ve giivenirligi dogrulanmis 25 maddelik kisa bir
form gelistirilmistir. Gergeklestirilen ¢aligma, smnifa yonelik
duygularin yaninda 6grenme siireglerinde yasanan duygulari
da igerecek bir dlgegin uyarlanmasini igermesi ve {iniversite
diizeyinde farkli sinif seviyelerinden veri toplanmasi agisindan

literatiire  katki  getirmektedir. Duygularin ~ dgrenme
siirecleriyle kapsamli bir etkilesim icerisinde oldugu
disiiniildiigiinde, gelecek c¢aligmalarda hem &grenme

stireclerinde hem de sinif icerisinde yasanan duygularin farkli
degiskenlerle ve yontemlerle incelenmesi onerilmektedir. Bu
baglamda, ilgili Olgeklerle toplanan verilerin analizi, bu
alandaki gelecek arastirmalara 11k tutabilecek ve duygulara
odaklanan egitim politikalarinin  gelistirilmesine  katk1
saglayabilecektir.
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Extended Summary
Introduction

Emotions play a vital role in influencing students' academic
participation and performance in teaching-learning processes
(Pekrun & Linnenbrink-Garcia, 2012). To identify the range
of emotions experienced during learning, various
categorizations have been introduced, including primary
emotions, achievement-related emotions, positive/negative
emotions, and activating/inhibiting emotions (Graesser, 2020).
Among these, achievement-related emotions are specifically
defined as those tied directly to success activities or outcomes
(Pekrun, 2006). The manifestation of these emotions is often
explained based on an individual's perceived control over
achievement activities or outcomes (sense of control) and the
value or importance they assign to them (value judgment)
(Graesser, 2020). In this context, the control-value theory
provides a comprehensive framework for understanding the
antecedents and impacts of emotions in achievement and
academic settings. This theory underscores the role of control
and value judgments in eliciting emotions related to both
activities (e.g., enjoyment, frustration, boredom) and
outcomes (e.g., joy, hope, pride, anxiety, shame, anger)
(Pekrun, 2000).

Research on achievement emotions dates back to the 1930s,
with early studies focusing on exam-related anxiety (e.g.,
Brown, 1938). Subsequent investigations expanded on this by
emphasizing the critical significance of anxiety on
performance (von der Embse et al., 2018). From the 1960s
onwards, emotions like pride and shame, experienced post-
success or failure, and their effects on cognitive processes
began to be explored (Weiner, 1985; Weiner & Kukla, 1970).
However, until recently, the study of achievement emotions
was somewhat neglected, possibly due to dominant cognitive
and behavioral theoretical frameworks and the lack of
comprehensive tools for measuring emotions (Bicleke et al.,
2021; Zamir et al., 2023).

The Achievement Emotions Questionnaires, since their
introduction by Pekrun and others in 2002, have become well-
established instruments in educational psychology, gaining
over 5200 citations by 2021. Yet, their lengthy item lists make
them less feasible for educational research, prompting shorter
versions (Bieleke et al., 2021). In the Turkish context, Can et
al. (2020) adapted the questionnaires, noting their high validity
and reliability but also highlighting challenges due to their
length. Given the aforementioned background, the main aim
of the present study is to adapt the Turkish versions of the
shortened Achievement Emotions Questionnaires, specifically
focused on emotions related to learning and classroom settings
and validate their psychometric properties.

Method

The study entailed the participation of 775 university students
from various class levels at a state university during the 2021-
2022 academic year, selected randomly from the active student
body and participating voluntarily. The abbreviated versions
of the Learning Emotions Scale (LES) and Classroom
Emotions Scale (CES) were administered to 20 and 30
participants respectively in both English and Turkish to test
language validity. This phase engaged students’ proficiency in
both languages from the Education Faculty’s English
Teaching Department. The process aimed at ensuring the
language validity of the scales and involved a meticulous
translation and review process by bilingual experts, followed
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by a linguistic and cultural suitability assessment by a third
independent language expert.

During the adaptation process, data from 725 university
students were collected to test the structural validity, with 350
for LES and 375 for CES. The common "N:q" ratio approach
was employed to determine the sample size, ensuring the
robustness and validity of the analyses. Confirmatory Factor
Analysis (CFA) was utilized to validate the predetermined
factor structure of the scales with this sample group. This
analysis elucidated the relationships between items and
factors, and the correlations amongst these factors, providing
evidence for structural validity. The pre-assumptions were
validated before moving to CFA, aligning well with the
literature recommendations regarding sample size, factor
loads, and multicollinearity checks.

The reliability of the scales was assessed using Cronbach’s
alpha coefficient and Composite Reliability (CR) to ensure
consistent results in repeated applications of the measurement
tool. Acceptable internal consistency is generally considered
when CR and Cronbach’s alpha values are 0.70 or above. The
analyses in this research were interpreted based on these
established criteria. The scales were further validated for their
linguistic and cultural suitability in the Turkish context,
ensuring their reliability and validity in measuring the intended
emotions among university students. The meticulous process
of adaptation, validation, and reliability testing underscores
the thoroughness of the methodological approach adopted in
this study to ensure the accuracy and relevance of the scales in
measuring students’ emotions in the learning and classroom
environments.

Results, Discussion and Conclusion

Contemporary research has sought to elucidate the intricate
relationship between emotions and learning processes. Tyng et
al. (2017) established that emotions can both facilitate and
impede learning and the retention of long-term memory. When
channeled through emotional design, positive emotions bolster
learning outcomes, a process mediated by motivation and
cognitive effort (Um et al., 2012). Mega et al. (2014)
emphasized the mediating roles of self-regulated learning and
motivation in the interaction between emotions and academic
success. Furthermore, Phelps (2006) revealed the influence of
emotions on attention, perception, and the processing of social
stimuli. This emotional impact is particularly evident in
mathematics education, where addressing students' emotions
can enhance self-regulated learning and overall achievement
(Ahmed et al., 2013). Wu et al. (2021) investigated the
reciprocal influence of academic emotions and learning
strategies, emphasizing their interplay. Wortha et al. (2019)
underscored the significant impact of various emotions
experienced during learning.

The aforementioned studies elucidate the extensive
interplay between emotions and learning processes.
Considering their determinative effects on learning outcomes,
cognitive functions, and academic success, accurately
discerning emotions is crucial for a deeper understanding and
improvement of these processes. Consequently, there's a
pressing need to develop data collection tools to determine the
influence of different emotions. Addressing this, Bieleke et al.
(2021) developed short versions of scales measuring emotions
related to achievement, learning, and the classroom, which
were later adapted to the Turkish context. Both scales were
translated into Turkish, examined culturally, and underwent
validity testing. Results from the DFA indicated standardized



factor loads mostly above .60, confirming their acceptability.
The scales measure eight emotions (pleasure, hope, pride,
anger, anxiety, shame, despair, boredom). Their reliability
coefficients are 0.804 and 0.782 respectively, indicating high
internal consistency. Comparatively, the original scales have
coefficients of 0.77 and 0.75. Additionally, these adaptations
align with Trigueros and Aguilar-Parra's (2022) Spanish
adaptation, which maintained the eight-emotion structure and
reliability values above .70 for sub-scales.

Various Turkish cultural adaptation studies targeting
different educational levels and disciplines have been
observed. Specifically, studies by Can et al. (2020) and Bakir
et al. (2021) focused on eight emotions, while Hacidémeroglu
etal. (2013) centered on anxiety, boredom, and pleasure. Bakir
et al. (2021) tested the validity of the BDO survey in the
context of classroom emotions for pre-service teachers,
developing a validated 25-item short form. This work extends
the literature by encompassing emotions experienced both in
learning processes and within classrooms across diverse
university levels. Given the intricate interplay between
emotions and learning, future studies should explore emotions
in learning and classrooms through varied variables and
methods. Analyzing data gathered with these scales will shed
light on forthcoming research in this realm and assist in
crafting education policies centered on emotions.
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07 Meslek secimi, bireylerin yasamini birgok alanda sekillendiren ve biiyiik oranda lise yillarinda verilen bir karardr.
Meslek karar1 verme siirecinde bireyler kimi zaman kararsizlik ve kaygi yasarlar. Belirsizlige verilen bu tepkiler ¢esitli
aragtirmalara da konu olmaktadir. Bu aragtirmada ‘Lise 6grencilerinin kariyer kaygilarmi yordamada kariyer bilinci ve
mesleki kararsizligin rolii’niin incelenmesi amaglanmustir. Arastirmanin 6rneklemini Bati Karadeniz bolgesindeki bir ilde
dgrenim goren 831 lise dgrencisi olusturmustur. Veriler ‘Kariyer Kaygist Olgegi (KKO)’, ‘Cok Boyutlu 21. Yiizyil
Becerileri Olgegi’, ‘Mesleki Karar Envanteri (MKE)’ ile ‘Kisisel Bilgi Formu’ kullanilarak toplanmugtir. Ayrica analizde
hiyerarsik regresyon analizi kullanilmistir. Kariyer kaygisi tizerinde mesleki kararsizligin anlamli ve pozitif yonde
yordayici giicii oldugu (B= .70, p<0.01) ve agiklanan varyansin %50 oldugu goriilmiistiir (R2 =0. 50). Modele ikinci
asamada eklenen kariyer bilinci degiskeninin ise kariyer kaygisi tizerinde anlamli diizeyde yordayici giicii olmadigi
sonucuna ulasilmistir.

Anahtar Kelimeler: Meslek se¢imi, kariyer kaygist, kariyer bilinci, mesleki kararsizlik, okul psikolojik danigmani

Abstract: Career choice is a decision that is made in high-school years by individuals, and it shapes the lives of
individuals in numerous fields. Individuals sometimes have anxiety and become undecided in the process of choosing a
career. These reactions to ambiguity are the subject of various research. ‘The career consciousness of the high-school
student's prediction of career anxieties and the role of career indecision' is intended to examine in this research. Research
data were collected from 831 high-school students studying in the western Black Sea city in the 2021-2022 academic
year. In this research, the "Career Anxiety Scale,”" "Multidimensional 21st Century Skills Scale", "Career Decision
Inventory," and "Personal Information Form" was used in the data collection. Research findings were analyzed by the
method of hierarchical regression. Career indecision has a positive and meaningful predictive power on career anxiety
(B=.70, p<0.01), and the explained variance is 50% examined (R2 =0. 50). It has been reached that the variable of career
consciousness, which was added to the model in the second step, has not a predictive power at a significant level on career

anxiety.

Keywords: Career choice, career anxiety, career consciousness, career indecision, school counselor
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Giris
Insanlar  varoluglarinin  bir amaca hizmet ettigini
hissedebilmek icin cesitli davranislarda bulunurlar. Ornegin
egitim alirlar, meslek sahibi olurlar, gocuk yetistirirler. Tim
bunlar1 yaparken farkli rolleri deneyimlerler. Bu rollerin
kazanilmasi ve saglikli bir bigimde ortaya konulmasi sirasinda
toplumun belli beklentileri devreye girmektedir (Ceylan,
2011). Birey yetiskin rollerine hazirlanirken karmagik ve
calkantili bir donem olan ve hayatinin bazi 6énemli gelisim
gorevlerini yerine getirmesi gereken ergenlik doneminden
gecer. Bu yillarda bireyin yasadigi biyolojik ve biligsel
gelisimler, kendine has bir kimlik olusturma cabasi, akran
gruplarma katilim, aile ile iliskiler, karst cinsle kurulacak
yakinlik, egitim ortamlar1 ve serbest zaman aktiviteleri bireyin
gelecekteki yasamimi Onemli Olciide sekillendirmektedir.
Bireyler hayatlarinin bir¢ok déneminde kritik kararlar alirlar
fakat bu ge¢is doneminde yapilacak segimler bireylerin
hayatlarinda telafisi zor izler birakabilmektedir (Steinberg,
2013). Bireyin yetiskinlikte hangi meslege sahip olacagina
karar vermesi de biiyiik 6l¢iide ergenlik déneminde verilen ve
bireyin yagamini etkileyen kararlardan biridir (Cakir, 2011).
Sanayilesmeden itibaren toplumlar doyum saglayan
kisileraras: iligkileri veya is birligi gibi becerileri gelistirmek
yerine basarili olma, bir yarisin kazanani olma gibi degerleri
on plana c¢ikarmiglardir. Giiniimiizde ¢ocuklar ve ergenler
basar1 durumlarmin akranlarina kiyasla nasil oldugunu
belirlemek adina sik sik test edilmektedirler. Pek ¢cok toplumda

basarinin en 6nemli gostergesi, alinan egitim ve sahip olunan
meslek olarak goriilmektedir (Featherman, 1980; McClelland,
1961; akt. Steinberg, 2013: 444).

Bireyler meslege atilarak hem hayatlarinin  maddi
giivencesini saglamada hem de sahip olduklart becerileri
ortaya koyarak kendilerini gelistirmede 6nemli bir adim atmis
olurlar. Bunun yani sira bireyin segecegi meslegi belirlemesi
gelecegini sekillendirecek birgok koklii karar1 da beraberinde
getirir. Kisi bir meslege yoneldiginde ilerideki istihdam
imkanlarina, isini sevip sevmeyecegine, c¢alisma hayatinin
getirecegi kosullara da yon vermis olur (Cakir, 2011).

Meslek se¢imine iliskin dnemli kararlarin alindigi lise
yillarinda bireyler mesleki gelisimleri hakkinda bilgi sahibi
olup kariyer bilinglerini gelistirecek arastirmalarda bulunurlar.
Bu siiregte bireyin segecegi meslege karar verememesi ve
kayg1 yasamasi olast bir durumdur. Bu ¢alismanin amaci lise
ogrencilerinin kariyer kaygisini yordamada kariyer bilinci ve
mesleki karar durumlarinin roliinii incelemektir. Literatiir
incelendiginde bu degiskenlerin birbiriyle iligkisini arastiran
bir calisma eksikligi gdze carpmaktadir. Arastirmanin bu
boslugu doldurmasi alanyazina katki saglayacaktir. Kariyer
kaygist iizerinde etkili olan degiskenleri anlamak, okul
psikolojik danigmanlarinin ¢aligmalarina kaynaklik edecek ve
kariyer danmigmanligi uygulamalarini daha verimli hale
getirecektir. Milli Egitim Bakanligt (MEB), okullarda tiim
Ogrenciler ic¢in islevsel bir yonlendirme mekanizmasinin
kurulmasim1 2023  Egitim  Vizyonunun amagclarinda
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belirtmistir. (MEB, 2018). Arastirma bulgular1 bu kapsamda
yapilacak c¢alismalara da katki saglayabilir.

Mesleki Kararsizhik

Meslek secimi, bireyin hayatinda 6nemli rol oynayan telafisi
zor bir siiregtir. 20. yy Oncesinde ¢ogunlukla aile etkisi ve
gevredeki is imkanlar1 ile sekillenen meslek sec¢imi, hizli
teknolojik gelismelerin ve kiiresellesmenin etkisiyle daha
karmasgik bir hal almistir (Kanten, 2012). Tlgi, yetenek, meslek
degerleri, kisilik o6zellikleri, ekonomik ve politik faktdrler
bireyin meslek se¢imi {izerinde Onemli rol oynamaya
baglamistir (Pigkin, 2018: 44). Mesleki karar verme siirecinde
yapilacak secimlerin sonuglarini dnceden tasarlayip en iyi
sonug verecek olan secenege yonelmek hedeflenir (Cakur,
2011). Bitin bu degiskenleri goz oniinde bulundurmak
gerektiginden bireylerin meslek se¢imi stirecinde kararsizlik
yasamast olast bir durumdur. Kararsizlik her bireyin zaman
zaman yasayabilecegi bir olgudur fakat gerek meslek kararinin
o6nemi gerekse meslek seg¢iminde bulunacak kisilerin bir¢ok
degiskeni ele alip karar vermesi gerekliligi meslek karar
verme siirecini zorlagtirmaktadir (Unsal, 2014). Mesleki karar
verme siirecinde yasanan kararsizlik durumu bireyin bir kisilik
ozelligi gibi degil, belirsizlige verilmis bir tepki gibi ele
almmalidir (Vignoli, 2015).

Tiirkiye’de uygulanmakta olan egitim sistemine gore,
mesleki karar verme siirecinin biiyiik ¢ogunlugu lise yillarina
rastlamaktadir. Genel liselerde dgrenim goren 6grenciler 10.
smif itibariyle ileride yonelecekleri kariyer alanini ve bu alana
iligkin se¢meli dersleri, 12. sinifin bitiminde ise tercih ettikleri
alan  dogrultusunda  bir  yiliksekdgretim  programini
secmektedirler (Ulas, vd., 2017). Ogrenciler bu tercihleri
yaparken hayatlarinin ilk zamanlarindan itibaren mesleki
anlamda gostermis olduklar1 gelisim ve meslek-birey
iliskisinde kendilerine yonelik farkindaliklari 6n plana
¢ikmaktadir. Bu dénemde bireyin kendisine uygun bir meslege
karar vermesi igin gerekli olan becerileri edinmesi gerekir
(Yesilyaprak, 2016: 235). Ornegin Kavas (2005) Orta Dogu
Teknik Universitesi Egitim Fakiiltesi’'nde 6grenim gormekte
olan 191 lisans dgrencisi ile yaptigi ¢aligmada, 6grencilerin
%56,5’inin lise yillarinda ilgi ve yeteneklerinin farkina
varsalardi su anki meslek ve bolim segimlerini
degistirebileceklerini belirttigini rapor etmistir.

Mesleki farkindaligin disiik olusu ve meslek segimi
siirecinde  karsilagtiklar1 sorunlar1 ¢6zme becerilerinin
gelismemesi, bireyin kendisine uygun bir kariyer karari
vermesini zorlagtirmakta ve bu durum kariyer kaygisina da yol
acabilmektedir (Cakir, 2011; Vignoli, 2015).

Literatiirde yer alan deneysel c¢alismalar, kariyer
danismanlig1 {izerine yiiriitiilen gesitli egitim programlarinin
mesleki kararsizlik diizeylerini azalttigini kanitlamaktadir
(Cakar, 2003; Kirddk, 2015; Seker ve Kaya, 2019). Ozyiirek’e
gore (2013) de baskici velilerle yapilacak konsiiltasyon
caligmalari, Ogrencilerin karar vermesini kolaylastiracak
beceri programlari, sinav sistemi ve Ogrencilerin
yararlanabilecegi burs- maddi destek imkanlar1 hakkinda
bilgilendirmeler 6grencilerin mesleki yonelim sorunlarmi
azaltmaya yonelik adimlardir.

Kariyer Kaygisi

Kariyer, kisinin yagsam boyu tistlendigi ardisik rolleri igeren ve
biinyesinde duraklamalari, inis ¢ikislart da barindiran bir
kavramdir (Ozyiirek, 2013: 6). Bireyin kariyer dykiisii onun
yasamini biiyiik Olgiide sekillendirmektedir. Bazi bireyler
yaptiklari islerden haz ve doyum alirlarken bazilari ise ¢aligma

yasaminda huzursuz olduklarindan psikolojik sagliklar1 da
olumsuz etkilenmektedir (Kuzgun, 2014). Kariyerleri
hakkinda bu denli 6nem tasiyan kararlar almak bireylerin
kaygi duymalarina neden olmaktadir (Okutan ve Akbas,
2019).

Kaygi, nedeni belli olmayan bir tehlikenin, korku ya da
bekleyisin yarattig1 tedirginlik olarak tanimlanmaktadir. Tasa
ve kugku sozciikleriyle de es anlamli kabul edilen kaygi,
kullanildig1 kuramin 6nermelerine gore farkli anlamlara da
gelebilmektedir (Bakircioglu, 2012). Ornegin, Freud’a gore
bastirilan  libidonun  disavurumunu tamimlayan kaygi
(Bakircioglu, 2012), davraniggr yaklagimlara gore ise
bireylerin 6grenme yasantilarindan kaynaklanmaktadir (Sama,
2020).

Her gelisim donemi, o donemin ortaya ¢ikardigi
degisimlere bagli olarak bireyler iizerinde ¢esitli kaygilara
neden olmaktadir. Bireyin mesleki ve akademik gelecegine
iliskin tedirginligi kariyer kaygisi olarak tanimlanmaktadir
(Vignoli, 2015). Meslege karar verme siirecinde zorluk ve
kararsizliklarla baseden bireylerde kariyer kaygisi ortaya
cikabilmektedir. (Akbas ve Okutan,2020). Bireyin bir se¢im
yapmak durumunda olmasi ve yasaminin ilerleyen yillarinda
da yapacagt bu secime bagl kalacagini bilmesi onda endise
yaratmaktadir (Vignoli, 2015). Ayrica meslek se¢imi
sirecinde karsilasacaklar1 karar verme sorumlulugunu
istlenme, ailelerle yasanan catigmalar, kendini yeterince
tanimama, toplumdaki istihdam sorunlar1 gibi nedenler meslek
secimi yapacak bireylerde kariyer kaygisi yaratabilmektedir
(Ozyiirek, 2013).

Amerika’da tiniversite Ogrencileriyle yapilan
fenomenolojik bir ¢alismada katilimcilarin hangi baglamlarda
kariyer kaygisi yasadigi merak edilmistir. Arastirmacilar,
kariyer kaygisiyla bas eden bireylerin fiziksel, biligsel ve
duygusal agidan kaygi belirtileri gosterdigi sonucuna
ulagsmustir. Kariyer planlama siirecinde en sik dile getirilen
endiselerin, istthdam1 giivence altina almak ve hayatta anlam,
ama¢ ve tatmin i¢in ortam saglayan bir kariyer gelistirmek
oldugu ifade edilmistir. Katilimcilarin kaygi deneyimlerinin
aile, okul ve kendilerinden kaynaklanan baskilar sonucu artis
gosterdigi  ve Dbireylerin Universite egitimleri sirasinda
derinlemesine  diisinmek ve kesfetmek i¢in yeterli
zamanlarmin olmamasi sebebiyle de baski hissettikleri ifade
edilmistir. Arastirma sonuglarina gore, katilimcilarin kaygi
diizeylerinin artmasinin sebeplerinden bir digeri de yapilan
kariyer rehberligi caligmalarinin  eksikligidir. Kariyer
rehberligi c¢aligmalarinin yetersizligi sonucu olusan bilgi
eksikligi katilmcilarin  kariyer kaygisim1  artirmaktadir.
Katilimcilarin kariyer kaygisini olugturan diger nedenlerin ise
biligsel  c¢arpitmalar,  akranlariyla  kiyaslanmak  ve
ekonomik/mesleki belirsizlik oldugu sonucuna ulasilmigtir
(Pisarik et al., 2017).

Kariyer Bilinci

Kiiresellesmenin ve teknolojik gelismelerin etkisiyle, hizla
degisen diinyaya ve ¢agin yeniliklerine adapte olmus bireylere
ihtiya¢ duyulmaktadir. Bu ihtiyact karsilamak adina baz iist
diizey yeterliliklere sahip bireyler yetistirmek egitimcilerin
hedeflerinden biri haline gelmistir. Bu yeterliklerden biri de
kariyer bilinci becerileridir (Cevik ve Sentiirk, 2019). Kariyer
bilinci, bireyin kendi 6zelliklerinin farkinda olmasi ve kariyer
gelisimi boyunca iistlendigi rolleri en iyi bigcimde ortaya
koyabilmesidir (Celik, 2019). Baska bir ifadeyle kariyer
bilinci, bireyin kisisel gelisimine 6nem vermesi ve gelecekteki
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kariyer gelisim siirecinin planmi yapabilmesidir (Orhan-
Goksiin ve Kurt, 2017).

Kariyer ya da meslek se¢imi ile ilgili bilin¢li olmak,
genclerin kariyer firsatlarinin ve ilgili gerekliliklerin farkinda
olmalar1 anlamia gelir (Tuckman, 1974). Bilingli bir meslek
se¢imi, Ogrencilerin gesitli kariyer olanaklart hakkinda bilgi
toplamalarini ve mezuniyet sonrasi istihdam beklentileri ve
kazanglara gore karar vermesini gerektirir. Kariyer planini
olusturmus 6grencilerin daha motive olduklarini ve galigmaya
yonelik olumlu tutum sergilediklerini vurgulamak &nemlidir
(CEDEFOP, 2017). Tirkiye’de yapilan arastirmalar
incelendiginde kariyer bilinci iizerine yapilan c¢alismalar
oldukea sinirhidir.

Bir meslek yiiksekokulunda egitim goren 358 6grenci ile
ylriitillen arastirmada, kadin 6grencilerin kariyer bilinci
puanlarmin daha yiiksek oldugu bulunmustur (Engin ve
Korucuk,2021). Alanyazin incelendiginde bu bulguyu
destekleyen bagka ¢alismalarin da mevcut oldugu gériilmiistiir
(Aydin ve Duman, 2020; Orhan-Goksiin ve Kurt, 2017).
Ayrica bir devlet iiniversitesinin Saglik Bilimleri Fakiiltesinde
hemsirelik ve ebelik dgrencileri ile yiiriitiilen aragtirmada, 21.
Yiizy1l becerileri igerisinde en yiiksek puanin kariyer bilinci
becerilerinden alindig1 goriilmiis ve bu durum iiniversitede
yiriitillen kariyer rehberligi etkinliklerinin faydali olmasina
baglanmistir (Karadas vd.,2021).

Bireyler, kariyer planlarini olustururken kendileri icin en
iyi sonug verecek segenege yonelmeyi hedeflerler. Bu siirecte
cesitli arastirmalarda bulunup meslekleri ve kendilerini
tanimaya c¢aligirlar. Birgok se¢enegin icerisinden birini tercih
edecek olmak bireylerin kararsizlik ve kaygi yagsamasina sebep
olmaktadir. Bu c¢aligmada lise egitimi goéren Ogrencilerin
kariyer kaygisi diizeyleri ile mesleki kararsizlik ve kariyer
bilinci arasindaki iligki tespit edilmek istenmistir. Bu
dogrultuda yapilan aragtirmanin literatiire katki saglamasi
amaglanmaktadir. Kariyer kaygisi1 iizerinde etkili olan
degiskenleri anlamak, okul psikolojik danigmanlarinin
calismalarina kaynaklik edecek ve kariyer danigmanligi
uygulamalarint daha verimli hale getirecektir. Ayrica
aragtirma kapsaminda lise Ogrencilerinin kariyer bilinci,
kariyer kaygis1 ve mesleki kararsizlik diizeyleri belirlenmis ve
bu degiskenlerin iligkisi ortaya konulmustur.

Yontem
Arastirmamn Modeli

Aragtrmada,  yordayict  iliskisel  arastirma  deseni
kullanilmistir.  Yordayici iligkisel arastirmada degiskenler
arasi iligkiler incelenir ve bir degiskenden yola ¢ikilarak diger
degisken ongoriilmeye caligilir (Akdag, 2021). Kariyer bilinci
ve mesleki karar durumunun kariyer kaygisi tizerindeki
yordayic1 giiciinii incelemek amaglanmigtir. Arastirmanin
bagimsiz degiskenleri kariyer bilinci, mesleki karar durumu
olup bagimli degisken ise kariyer kaygisidir.

Calisma Grubu

Aragtirmanin ¢alisma grubu Bat1 Karadeniz Bolgesindeki bir
ilde 2021 - 2022 yilinda egitimine devam eden lise
Ogrencilerinden uygun Ornekleme yontemi ile secilmistir.
Aragtirma kapsaminda farkli lise tiirlerinden (Fen Lisesi,
Anadolu Tmam Hatip Lisesi, Mesleki Teknik Anadolu Lisesi,
Giizel Sanatlar Lisesi ve Anadolu Lisesi) ve tim smnif
diizeylerinden (9-10-11-12) 831 katilimciya ulagilmistir.
Calisma grubunun 459°u (%55,2) kiz 6grencilerden, 372’si
(%44.,8) erkek ogrencilerden olugmaktadir. Ogrencilerden

309°u (%37,2) 9. Sinif, 245’1 (%29,5) 10. Sinif, 135’1 (%16,2)
11. Smuf, 142°si (%17,1) 12. Sinifta 6grenim gormektedir.
Ogrencilerin 60’1 (%7,2) diisiik, 698’1 (%84,0) orta, 73’ii
(%8,8) yiiksek gelir diizeyinde oldugunu ifade etmistir.
Ogrencilerden 291’1 (%35,0) Mesleki ve Teknik Anadolu
Lisesinde, 277’si (%33,3) Anadolu Lisesinde, 181’1 (%21,8)
Fen Lisesinde, 43’ii (%5,2) Anadolu imam Hatip Lisesinde,
39’u (%4,7) Giizel Sanatlar Lisesinde 6grenim gérmektedir.

Veri Toplama Araglan

Kariyer Kaygis1 Olcegi: Nalbantoglu-Yilmaz ve Cetin-
Giindiiz (2016) tarafindan gelistirilen Kariyer Kaygis1 Olgegi,
2 alt boyuttan ve 14 maddeden meydana gelmektedir. Besli
Likert tipinde puanlanan oOlgegin alt boyutlarindan alinan
puanin artmast ilgili boyuta iliskin kariyer kaygisinin da
yiikseldigi anlamina gelmektedir. Olgegin ‘meslek secimine
yonelik kaygi’ alt boyutunun Cronbach alfa giivenirlik
katsayis1 .79, ‘aile etkisine yonelik kaygr’ alt boyutunun
giivenirlik degeri ise .74 bulunmustur. Olgegin Cronbach alfa
katsayis1 aragtirmacilar tarafindan hesaplanmig ve ‘aile
etkisine yonelik kayg1’ alt boyutu i¢in .92, ‘meslek se¢imine
yonelik kayg1’ alt boyutu i¢in .93 bulunmustur.

Mesleki Karar Envanteri: Cakir (2004) tarafindan
gelistirilen 6lgek, 30 madde ve 5 alt boyuttan olugmaktadir.
Olgegi meydana getiren alt boyutlar ‘i¢sel catigmalar’, ‘meslek
ve alan bilgisi eksikligi’, ‘kendini yeterince tanimama’, ‘digsal
catismalar’ ‘meslek se¢imine iligkin akilct olmayan inanglar’,
olarak ifade edilmistir. Envanter, besli Likert tipi dereceleme
Olgegi ile puanlanmaktadir. Yapilan giivenirlik analizleri
sonucu Mesleki Karar Envanterinin Cronbach alfa giivenirlik
katsayist .85 bulunmustur. Envanterin Cronbach alfa
giivenirlik katsayis1 arastirmacilar tarafindan hesaplanmis ve
.97 bulunmustur.

Cok Boyutlu 21. Yiizyl Becerileri Olcegi- Kariyer
Bilinci Alt Boyutu: Bu ¢alismada, Cevik ve Sentiirk (2019)
tarafindan hazirlanan Cok Boyutlu 21. Yiizyill Becerileri
Olgegi’nin 6 maddeden olusan Kariyer Bilinci alt boyutu
kullanilmustir. 5°1i Likert tipinde puanlanan dlgekten alinan
puanlarin artmasi, kariyer bilinci becerilerinin de artigina isaret
etmektedir. Yapilan giivenirlik analizleri sonucu Kkariyer
bilinci alt boyutunun Cronbach alfa katsayist .75 olarak
bulunmustur. Arastirmacilar tarafindan yapilan hesaplamada
6l¢egin Cronbach alfa katsayisi .68 bulunmustur.

Kisisel Bilgi Formu: Arastirmacilarin gelistirmis oldugu
formda, 6grencilerin siniflari, okul tiirleri, sosyoekonomik
diizeyleri, anne- baba egitim durumlar1 gibi demografik
bilgileri 6grenilmistir.

Verilerin Toplanmasi ve Analizi

Aragtirma Oncesinde ilgili kamu otoritesinden gerekli izinler
alinmistir. Calisma, Bartin Universitesi Sosyal ve Beseri
Bilimler Etik Kurulunda (Protokol No. 2022-SBB-0021)
31.01.2022 tarihli 1 numaral1 toplantisinda alinan onay karari
ile ylritiilmiistiir. Arastirmanin kapsamina dahil olacak 18
yagindan  kiiclik Ogrenciler ig¢in veli onam formu
doldurtulmustur. Arastirma hakkinda bilgilendirme yapmak
amactyla, arastirmaya katilimin goniillillik esasma dayali
oldugu, verilerin bilimsel aragtirma amaciyla kullanilacag: ve
samimi cevaplar verilmesinin énemi hakkinda onam formu
hazirlanarak katilimeilar bilgilendirilmistir.

Veri analizinde ‘IBM SPSS 22’ programindaki betimsel
istatistikler ile birlikte Hiyerarsik Regresyon Analizi ve
korelasyon analizleri kullanilmus, veri setinde eksikler bulunan
katilimcilar analize dahil edilmemistir.
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Tablo 1. Ogrencilerin kariyer kaygisi, mesleki kararsizlik ve kariyer bilinci degiskenlerine iliskin ortalama puanlar

x SS Basiklik Carpiklik
Kariyer Kaygisi 2,84 1,02 -,67 14
Mesleki Kararsizlik 2,69 1,03 -76 25
Kariyer Bilinci 4,40 48 -,40 -,70
Tablo 2. Degiskenlere iligkin korelasyon katsayilari
1 2 3
1.Kariyer Kaygisi 1
2.Mesleki Kararsizlik .70* 1
3.Kariyer Bilinci -.16* -.28* 1
*p<0.05
Tablo 3. Kariyer kaygisinin yordanmasina yonelik hiyerarsik regresyon analizi sonuglari
Degisken B Std Hata p T p
1.Asama (Sabit) .96 .07 13.75 .00
Mesleki Kararsizlik .69 .02 .70 28.82 .00
R=0.70; R?=0. 50; Diizeltilmis R? = 0.50 F, §,0=830,68,; p<0.05
2. Asama (Sabit) .63 .26 2.37 .01
Mesleki Kararsizlik .70 .02 g1 28.03 .00
Kariyer Bilinci .06 .05 .03 1.27 .20

R=0.70; R?=0. 50; Diizeltilmis R? = 0.50

F, 625416, 45; p<0.05

Bulgular

Bu boliimde, degiskenlere iliskin ortalama puanlara ve
ardindan  gerceklestirilen  analizlerin  sonuglarina  yer
verilmigtir.

Aragtirmanin analiz siirecine gegilmeden 6nce kullanilan
degiskenlere iligskin ortalama, standart sapma degerleri ile
carpiklik ve basiklik katsayilari hesaplanmistir. Basiklik ve
carpiklik degerlerinin hesaplanmasimin amaci, degiskenlerin
ortalama etrafinda nasil bir dagilim gosterdigini anlamaktir.
Basiklik ve garpiklik katsayilari 1 arasinda bulundugunda
degiskenlerin  normal dagildigit  kabul edilmektedir
(Biiylikoztiirk, 2014). Tablo 1°de sunulan degerler veri setinin
normal dagildigina isaret etmektedir.

Degiskenler arasindaki iliskilerin diizeyini ve yOniinii
saptamak {izere yapilan korelasyon analizi sonuglar1 Tablo
2’de gosterilmistir, buna gore kariyer kaygist ile mesleki
kararsizlik arasinda orta diizeyde pozitif yonli iliski
saptanmistir (r= .70, p<0.05). Kariyer kaygist ile kariyer
bilinci arasinda negatif yonlii zayif diizeyde iliski tespit
edilmistir (r=-.16, p< 0.05). Mesleki kararsizlik degiskeni ile
kariyer bilinci arasinda ise negatif yonlii zayif diizeyde iliski
saptanmigtir (r= -.28, p<0.05).

Lise dgrencilerinin kariyer kaygilarinin mesleki kararsizlik
ve kariyer bilinci tarafindan ne dlglide yordandigini tespit
etmek amaciyla hiyerarsik regresyon analizi uygulanmuistir.
Analiz oncesinde verilerin hiyerarsik regresyon analizine
uygunlugunu belirlemek amaciyla varsayimlar smanmuistir.
Verilerin normal dagilima uygunlugunun analizi sirasinda 19
deger analizden ¢ikarilmistir. Dogrusallik ve esvaryanslilik
analizleri i¢in sa¢ilim grafigi incelenmis ve varsayimlarin
karsilandig1 gorilmiistiir. Otokorelasyonu incelemek igin
Durbin-Watson degeri hesaplanmis ve 1,94 bulunmustur. Bu
degerin 2 civarinda olmasi hatalarin birbiriyle iligkisiz
oldugunu gdstermektedir (Terzi,2019). Coklu baglantililik
varsayimi i¢in VIF degerine bakilmis ve 1,08 oldugu
gorillmiistir. Bu degerin 4’lin altinda olmas1 yeterli
goriilmektedir (Hair, Black, Babin ve Anderson, 2010). Ug
degerleri saptamak igin Mahalanobis ve Cook’s degerleri
incelenmistir. 13.81’den kiigiik olmas1 istenen Mahalonobis
degeri 13.60 bulunmustur. 1’in altinda olmas1 beklenen

Cook’s degeri ise 0.30 bulunmustur (Cook ve Weisberg,
1982). Varsayimlarin karsilanmasinin ardindan yapilan 2
asamal1 hiyerarsik regresyon analizi sonuglart Tablo 3’de yer
almaktadir.

Tablo 3’e¢ gore, ilk asamada modele alman Mesleki
Kararsizlik degiskeni kariyer kaygisii anlamli ve pozitif
yonde yordamaktadir (5= .70, p< 0.05) ve agiklanan varyansin
%350 oldugu gériilmektedir (F; g,9=830,68; p<0.05). Modele
ikinci asamada dahil edilen Kariyer Bilinci degiskeninin
kariyer kaygisini anlamli diizeyde yordamadigi sonucuna
ulasilmistir(F, g,4=416, 45; p<0.05).

Tartisma

Bu aragtirmada lise Ogrencilerinin mesleki kararsizlik
durumlart ve kariyer bilinci becerilerinin kariyer kaygisi
iizerindeki yordayic giicii ele alinmigtir. Arastirma kapsamina
Bat1 Karadeniz Bolgesindeki bir ilde 6grenim goren 831 lise
Ogrencisi dahil edilmigtir. Bu kisimda, yapilan analizler
sonucu elde edilen sonuglar incelenmis ve literatiirdeki diger
calismalarla karsilastirilarak tartisilmistir.

Elde edilen bulgulara gore lise &grencilerinin kariyer
kaygilar tizerinde mesleki kararsizligin anlamli bir yordayici
giici oldugu sonucuna ulagilmistir. Literatiir incelendiginde
kariyer kaygisi ile kariyer karari arasindaki iligkinin
incelendigi kimi ¢alismalarda, heniiz hangi meslegi segecegine
karar vermemis Ogrencilerin meslek segimine iliskin
kaygilarinin meslek karar1 vermis Ogrencilere gore daha
yiiksek oldugu sonucuna ulagilmistir (Akbas ve Okutan,2020;
Nalbantoglu Yilmaz ve Cetin Giindiiz, 2018). Campagna ve
Curtis (2007) tarafindan yapilan ¢alismada kariyer kaygisi ile
kariyer kararsizlig1 arasinda pozitif korelasyona rastlanmistir.
Amerika’da yapilan bir arastirmanin bulgulari, kariyer
kararsizlig1 yasayan iiniversite 0grencilerinin kaygi yasama
olasiliklarinin daha yiiksek oldugunu gostermektedir (Miller
ve Rottinghaus, 2014). Vignoli (2015) tarafindan Fransa’da
gerceklestirilen aragtirmada genel siirekli kaygimin kariyer
kararsizlig1 iizerinde yordayict bir giicii oldugu sonucuna
ulagilmigtir. Ayrica ‘basarisiz olma korkusu’ da kariyer
kararsizhigmi  agiklayan  degiskenlerden  biri  olarak
bulunmustur. Bu durumun bilgi eksikligi veya meslek se¢imi
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konusundaki yetersiz becerileri ile ilgili olabileceginden
bahsedilmistir. Bu sonuglar calismanin bulgularin1 destekler
niteliktedir. Ayn1 degiskenleri farkli bir model {izerinde test
eden arastirmalar incelendiginde kariyer kaygisinin kariyer
kararsizlig1 {izerinde anlamli bir yordayict giicii oldugu
sonucuna ulasiimistir (Oztemel,2013; Seker,2021). Bu bilgiler
1s1ginda mesleki kararsizligi azaltmaya yonelik yapilacak
faaliyetlerin kariyer kaygisini da diislirecegi sdylenebilir. Bu
calismada lise 6grencilerinin kariyer kaygisini azaltmak igin
onlar1 karar verme siireclerinde desteklemenin 6nemi ortaya
konulmugtur. Ogrencilerin kariyer kaygilarin1  gidermek
amactyla yapilan rehberlik faaliyetlerinde karar verme
becerilerine yonelik c¢aligmalarin da yiiriitiilmesi  etkili
olacaktir.

Bununla beraber kariyer bilincinin kariyer kaygisi izerinde
yordayict bir giicii olmadigi sonucuna ulagilmistir. Mevcut
aragtirmanin aksine Peng (2005) tarafindan gerceklestirilen bir
aragtirmada kariyer danismanlig1 miidahalelerinden olusan bir
dizi egitim almis grubun durumluk kaygi diizeyinde anlamh
bir azalma oldugu goriilmiistiir. Kore’de yapilan bagka bir
calismada kariyer bilincinin, kariyer karar1 vermeye yonelik 6z
yeterligi anlamli ve pozitif yonde etkiledigi bulunmustur
(Hyun-Jung et al., 2015). Yapilan bir arastirmada ise mesleki
biling ile umutsuzluk arasinda negatif yonde zayif diizeyde
iliski oldugu bulunmustur (Ustiin, 2022). Akinci (2022)
tarafindan lise Ogrencileriyle gerceklestirilen aragtirmada
kariyer bilinci ile aile etkisine yonelik kariyer kaygisi arasinda
negatif yonlii diisiik diizeyde iliski tespit edilmistir. Bu
arastirmalara bakildiginda kariyer bilincinin kariyer kaygisi
lizerinde yordayici giicii oldugu ifade edilebilir. Mevcut
calismada kariyer bilincinin kariyer kaygisint yordamamasinin
nedeni olarak meslek se¢imi siirecinde bagvurulabilecek bilgi
kaynaklarina ulagimin olduk¢a kolay olmasinin da etkisiyle
ogrencilerin bilgi agisindan kendilerini yeterli gordiikleri fakat
hangi boliimii sececegi konusunda kararsiz kalmalart ya da
yeterli zamana sahip olamamaktan kaynakli kaygilarinin
devam ettigi diisiiniilmektedir. Katilimcilarin kariyer bilinci
Olcegi  maddelerine  verdikleri  ortalama  puanlar
incelendiginde, en diisiik puanmn ‘Gelecekte sahip olmak
istedigim meslege iliskin bir kararim vardir.” maddesinden
alindig1 gorilmiistiir. Bireyin hem kendisi hem de segebilecegi
meslek alanlar1 hakkinda biling diizeyi yiiksek olsa da
secenekler arasinda seg¢im yapamama veya neyin Onemli
olduguna karar verememe gibi sorunlar kariyer kaygisini
artirabilmektedir. Kariyer bilinci {izerinde yapilan baska bir
aragtirmada (Adachi, 2006) bireylerin yasadigi kararsizligin
sebebinin bir yetersizlikten ziyade karar vermeden once
zamana ihtiya¢ duyulmasindan kaynaklanabilecegini ifade
edilmistir. Birey, kariyer yolculugunda gectigi siireclerin
farkina vardigi halde karar verme becerilerini devreye
sokabilecegi zamana ihtiya¢ duyuyor olabilir.

Sonug¢ ve Oneriler

Aragtirma sonuglarina gore mesleki kararsizlik diizeyi kariyer
kaygisinin olusumunda énemli lgiide pay sahibidir. Ileride
sececegi meslegi belirlemekte zorluk yasayan bireylerin
tedirginligi de artmaktadir. Mesleki kararsizligi; akilci
olmayan inanclar, kendini yeterince tanimama, bilgi eksikligi,
i¢sel ve digsal catigmalar gibi degiskenler olusturmaktadir. Bu
problemlerle basa ¢ikabilmek igin, bireyin erken yaslardan
itibaren kariyer gelisimi acisindan desteklenmesi, kariyer
farkindahiginin  artirllmas1 ve karar verme becerilerinin
desteklenmesi gerekmektedir. Okullarda saglanacak mesleki
rehberlik hizmetleri ve yiiriitiilecek bireyi tanima faaliyetleri

karar verme siirecinde bireye yardime1 olacaktir. Ogrencilerin
kariyer kaygilarin1 gidermek amactyla yapilan rehberlik
faaliyetlerinde karar verme becerilerine yonelik ¢aligmalarin
da yitritiilmesi etkili olacaktir. Kariyer bilincinin kariyer
kaygis1 iizerinde yordayici giici olmadifi sonucuna
ulagilmistir. Kisi kariyerine iliskin biling diizeyini yiikseltmis
olsa bile karar verme becerilerinin zayifligindan veya zamana
ihtiya¢ duydugu i¢in kararsizlik yasadigindan kariyer kaygisi
ortaya c¢ikabilmektedir.

Bu arastirma yalnizca bir ilde gerceklestirilmistir. {lerleyen
sirecte daha genis kapsamli ¢aligmalar yiiriitilebilir. Bu
calisma, ele alinan degiskenleri derinlemesine incelemek icin
nitel arastirmalarla desteklenebilir. Benzer ¢aligsmalarin farkli
gruplarla yiirtitiilmesi alanyazina katki saglayacaktir.

Yazar Katki Oram

Tim yazarlar makalenin tiim siireclerinde esit oranda rol
almiglardir. Tim yazarlar ¢alismanin son halini okumus ve
onaylamigtir.

Etik Kurul Beyam

Bu calisma Bartin Universitesi Sosyal ve Beseri Bilimler Etik
Kurulunda (Protokol No. 2022-SBB-0021) 31.01.2022 tarihli
1 numarali toplantisinda alinan onay karari ile yiritilmiistiir.

Catisma Beyam

“Yazarlar ¢calisma kapsaminda herhangi bir kurum veya kisi ile
cikar ¢atigsmasi bulunmadigini beyan etmektedir.’

Kaynakc¢a

Adachi, T. (2006). The career consciousness among youth and
career development support: A study focusing on
university students. Japan Labor Review, 3(2), 28.

Akbas, M. G. (2019). Lise dgrencilerinin kariyer kaygisi
tizerine bir arastirma: Antalya ili 6rnegi. Yayimlanmamig
Yiiksek Lisans Tezi, Sakarya Universitesi.

Akbag, M.G. ve Okutan, E. (2020). Lise aragtirmasina yonelik
kaygisina yonelik alan aragtirmasi: Antalya ili
ornegi. Genglik Aragtirmalar: Dergisi, 8 (20), 158-187.

Akdag, M. (2021). Bilimsel arastirmalarda yontem/metod
(Powerpoint Sunusu). Erigsim Adresi:
https://avesis.inonu.edu.tr/mustafa.akdag/dokumanlar

Akinci, A. Y. (2022). Anadolu lisesi 0grencilerinin yirmi
birinci ylizy1l becerileri ve kariyer kaygisi. Journal of
Social, Humanities and Administrative Sciences, 8(57),
1338-1345. http://dx.doi.org/10.29228/JOSHAS.64759

Akkog, F.F. (2009). Lise 6grencilerinin kariyer diisiincelerini
etkileyen faktorlerin incelenmesi. Yayimlanmamis
Doktora Tezi, Dokuz Eyliil Universitesi.

Aydm, S. ve Duman B. (2020, 10-13 Eyliil). Universite
hazirlik snifi 6grencilerinin 21. Yiizyil becerilerinin gesitli
degiskenler agisindan incelenmesi. 7. International
Eurasian Educational Research Congress
(EJERCONGRESS 2020) Eskisehir, Tiirkiye.

Bakircioglu, R. (2012). Ansiklopedik Egitim ve Psikoloji
Sozliigii. (1.Bask1). An1 Yaymeilik.

Biiytlikoztiirk, S. (2014). Sosyal Bilimler i¢in Veri Analizi El
Kitabi. (20. Baski). Pegem Akademi.

Campagna, C. G. & Curtis G. J. (2007). So worried I don’t
know what to be: Anxiety is  associated with increased
career indecision and reduced career certainty. Australian
Journal of Guidance & Counselling, 17, (1), 91-96.
https://doi.org/10.1375/ajgc.17.1.91

429


http://dx.doi.org/10.29228/JOSHAS.64759
https://doi.org/10.1375/ajgc.17.1.91

S. A., Ozen ve E. Zorlu / Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(3)

CEDEFOP (2017). Guidance: Supporting youth to manage
their careers. Erisim tarihi:13.11.2023.
https://www.cedefop.europa.eu/en/tools/vet-toolkit-
tackling-early-leaving/intervention-approaches/guidance-
supporting-youth-manage-their-careers

Ceylan, T. (2011). Toplumsal sistem analizinde toplumsal
statii ve rol. Journal of Graduate School of Social Sciences,
15(1), 89-104.

Cook, R.D. and Weisberg, S. (1982). Residuals and Influence
in Regression. New York, NY: Chapman & Hall

Cakir, M. A. (2003). Bir mesleki grup rehberligi programinin
lise ogrencilerinin mesleki kararsizlik diizeylerine etkisi.
Yayimlanmamis Doktora Tezi, Ankara Universitesi.

Cakir, M. A. (2004). Mesleki karar envanterinin
gelistirilmesi. Ankara  Universitesi ~ Egitim  Bilimleri
Fakiiltesi Dergisi, 37 (2),1-14.

https://doi.org/10.1501/Egifak 0000000098

Cakir, M.A. (2011). Meslek se¢imi mesleki karar ve mesleki
kararsizlik. (1. Baski). An1 Yayincilik.

Celik, E. (2019). Sosyal bilgiler programinda yer alan
girisimcilik ve kariyer bilinci kazamimlarina iliskin
ogretmen ve ogrenci goriigleri. Yayimlanmamig Yiiksek
Lisans Tezi, Atatiirk Universitesi, Erzurum

Cevik, M. ve Sentiirk C. (2019). Multidimensional 21th
century skills scale: Validity and reliability study. Cypriot
Journal of Educational Science. 14(1), 11-28.
https://dx.doi.org/10.18844/cjes.v14i1.3506

Daniels, L.M., Stewart, T. L., Stupnisky, R.H., Perry, R.P., &
LoVerso, T. (2011). Relieving career anxiety and
indecision: The role of undergraduate students’ perceived
control and faculty affiliations. Soc Psychol Education, 14,
409-426. https://doi.org/10.1007/s11218-010-9151-x

Engin, A. O. ve Korucuk, M. (2021). Ogrencilerin 21. yiizyil
becerilerinin gesitli degiskenler acisindan
incelenmesi. Gazi Universitesi Gazi Egitim Fakiiltesi
Dergisi, 41(2), 1081-1119.
https://doi.org/10.17152/gefad.875581

Featherman, D. (1980). Schooling and occupational careeers:
Constancy and change in worldly success. In O. Brim, Jr
and J. Kagan (Eds.), Constancy and change in human
developmant. Cambridge, MA: Harvard University Press.

Hair, J.F., Black, W.C., Babin, B.J. and Anderson, R.E.
(2010). Multivariate Data Analysis. (7th Edition). Pearson,
New York.

Hyun-Jung, P., Ji-Young, K., & Hyung-Chul, J. (2015). The
relationship among the career consciousness, career status

and career self-efficacy of dance majors in
Korea. Procedia-Social and Behavioral
Sciences, 205, 184-188.

https://www.doi.org/10.1016/j.sbspro.2015.09.055

Kanten, S. (2012). Kariyer uyum yetenekleri 6l¢egi: Gegerlilik
ve giivenilirlik calismasi. Siileyman Demirel Universitesi
Sosyal Bilimler Enstitiisii Dergisi, (16), 191-205.

Karadas, A., Kaynak, S., Ergiin, S. ve Karaca, P. P. (2021).
Hemsirelik ve ebelik 6grencilerinin 21. yiizyil becerilerinin
bazi degiskenlere gére incelenmesi. Ordu Universitesi
Hemgirelik ~ Calismalari  Dergisi, 4(2),  232-239.
https://www.doi.org/10.38108/ouhcd.906190

Kirddk, O. (2015). Dokuzuncu sinif égrencileri igin kariyer
karart verme programi. Ragip Ozyiirek (Editor). Ankara:
Nobel Yaymlari.

Kuzgun, Y. (2014). ilkégretimde meslek gelisimi. Yildiz
Kuzgun (Ed.), likogretimde rehberlik (s.125-153). Ankara:
Nobel Akademik Yaymcilik.

McClelland, D. (1961). The achieving society. Princenton, NJ:
Van Nostrand.

MEB (2018). 2023 Egitim Vizyonu Belgesi. Erisim Adresi:

https://www.gmka.gov.tr/dokumanlar/yayinlar/2023
E%C4%9Fitim%20Vizyonu.pdf

Miller, A. D. & Rottinghaus, P. J. (2014). Career indecision,
meaning in life and anxiety: An existential framework.
Journal of Career Assessment, 22(2), 233-247.
https://www.doi.org/10.1177/1069072713493763

Nalbantoglu, Y. F. ve Giindiz, C. H. (2016). Lise
ogrencilerinin kariyer kaygilarini belirlemeye yonelik
olcek gelistirme calismasi. Mersin Universitesi Egitim
Fakiiltesi Dergisi, 12(3), 1008-1022.
https://doi.org/10.17860/mersinefd.282397

Nalbantoglu, Y. F. ve Giindiiz, C.H. (2018). Career indecision
and career anxiety in high school students: An
envestigation through structural equation modelling.
Eurasian Journal of Educational Research, 78, 23-42.
https://www.doi.org/10.14689/ejer.2018.78.2

Okutan, E. ve Akbas, M.G. (2019). 15-24 yas aras1 egitim
arastirmalarini incelemeye yonelik literatiir
taramast. Siyaset, Ekonomi ve Yonetim Arastirmalari
Dergisi, 7 (1), 33-41.

Orhan-Géksiin, D. ve Kurt, A. A. (2017). Ogretmen
adaylarmin 21. yy. 6grenen becerileri kullanimlart ve 21.
yy. 0greten becerileri kullanimlar1 arasindaki iligki. Egitim
ve Bilim, 42(190), 107-130.
http://dx.doi.org/10.15390/EB.2017.7089

Oztemel, K. (2013). An mvestigation of career indecision level
of high school students: Relationships with personal
indecisiveness and anxiety. Online Journal of Counseling
& Education, 2(3).

Ozyiirek, R. (2013). Kariyer psikolojik danmismanligi
kuramlari: Cocuk ve ergenler icin kariyer rehberligi
uygulamalari. (1. baski). Nobel Yayinevi.

Peng, H. (2005). Reduction in state anxiety scores of Freshmen
through a course in career decision. International Journal
for Educational and Vocational Guidance, 5, (1), 293-302.
https://doi.org/10.1007/s10775-005-3603-4

Pisarik, C. T., Rowell, P. C. and Thompson, L. K. (2017). A
phenomenological study of career anxiety among college
students. The Career Development Quarterly, 65(4), 339-
352. https://doi.org/10.1002/cdg.12112

Piskin, M. (2018). Kariyer gelisim siirecini etkileyen faktorler.
B. Yesilyaprak (Ed.), Mesleki rehberlik ve kariyer
damgmanhigi: Kuramdan uygulamaya (9. baski s. 44-75).
Pegem Akademi.

Steinberg, L. (2013). Bagar1. F. Cok (Ed.). ve R. Parmaksiz
(Cev.). Ergenlik (2. Baski 443- 479). imge Kitabevi.
(Orijinal eserin yayin tarihi, 1985).

Sama, H. (2020). Ergenlerin kariyer kaygisini yordamada aile
destegi ve umudun rolii. Yayimmlanmamis Yiksek Lisans
Tezi. Yildiz Teknik Universitesi, Istanbul.

Sanli Kula, K. ve Sarag, T. (2016). Universite dgrencilerinin
gelecek kaygisi. Mustafa Kemal Universitesi Sosyal
Bilimler Enstitiisii Dergisi. 13 (33), 227-242.

Seker, G. (2021). Kariyer kararsizliginin yordayicisi olarak iyi
olus ve kariyer kaygist. Pamukkale Universitesi Egitim
Fakiiltesi Dergisi, (51), 262-275.
https://doi.org/10.9779/pauefd.706983

Seker, G. ve Kaya, A. (2019). Mesleki karar verme
programinin  onuncu sinif  Ogrencilerinin  mesleki
kararsizlik diizeyleri tizerinde etkililiginin sinanmasi. Gazi
Universitesi Egitim Falkiiltesi Dergisi, 39(1), 457-476.

430


https://www.cedefop.europa.eu/en/tools/vet-toolkit-tackling-early-leaving/intervention-approaches/guidance-supporting-youth-manage-their-careers
https://www.cedefop.europa.eu/en/tools/vet-toolkit-tackling-early-leaving/intervention-approaches/guidance-supporting-youth-manage-their-careers
https://www.cedefop.europa.eu/en/tools/vet-toolkit-tackling-early-leaving/intervention-approaches/guidance-supporting-youth-manage-their-careers
https://doi.org/10.1501/Egifak_0000000098
https://dx.doi.org/10.18844/cjes.v14i1.3506
https://doi.org/10.1007/s11218-010-9151-x
https://doi.org/10.17152/gefad.875581
https://www.doi.org/10.1016/j.sbspro.2015.09.055
https://www.doi.org/10.38108/ouhcd.906190
https://www.gmka.gov.tr/dokumanlar/yayinlar/2023_E%C4%9Fitim%20Vizyonu.pdf
https://www.gmka.gov.tr/dokumanlar/yayinlar/2023_E%C4%9Fitim%20Vizyonu.pdf
https://www.doi.org/10.1177/1069072713493763
https://doi.org/10.17860/mersinefd.282397
https://www.doi.org/10.14689/ejer.2018.78.2
http://dx.doi.org/10.15390/EB.2017.7089
https://doi.org/10.1007/s10775-005-3603-4
https://doi.org/10.1002/cdq.12112
https://doi.org/10.9779/pauefd.706983

Lise 6grencilerinin kariyer kaygilarini yordamada kariyer bilinci ve mesleki kararsizligin roli

Terzi, Y. (2019). Coklu regresyon analizi (Powerpoint
sunusu). Erigim Adresi:
https://avys.omu.edu.tr/lessons/2/28/5074-
932001/320175-108853

Tuckman, B. (1974). An age-graded model for career
development education. Journal of Vocational Behavior,
4(2), 193-212. https://doi.org/10.1016/0001-
8791(74)90104-3

Ulas, O., Demirtas-Zorbaz, S., Dingel, E. F., Ciffiliz-Kinay, G.
ve Costur, R. (2017). Ozel okulda 6grenim gérmekte olan
lise 6grencilerinin meslek sec¢imini etkileyen etmenler.

Abant  Jzzet Baysal Universitesi Egitim Fakiiltesi
Dergisi, 17 (1), 441-456.
https://doi.org/10.17240/aibuefd.2017.17.28551-304647

Unsal, P. (2014). Kariyer gelisim kuramlar ve kariyer
danismanligi. (1. Baski). Nobel Yayinevi.

Ustiin 0. (2022). Spor bilimleri sinavlarina hazirlanan
adaylarin kariyer farkindaliklari ile gelecek kaygilar
arasmndaki iligkinin incelenmesi. Yayimlanmamis Yiiksek
Lisans Tezi. Istanbul Gelisim Universitesi.

Vignoli, E. (2015). Career indecision and career exploration
among older French adolescents: The specific role of
general trait anxiety and future school and career anxiety.
Journal of Vocational Behavior, 89, 182-191.
https://doi.org/10.1016/j.jvb.2015.06.005

Yesilyaprak, B. (2016). Egitimde rehberlik hizmetleri:
Gelisimsel yaklasim. (26. baski). Nobel Yayin Dagitim.

Yesilyaprak, B. (2018). Mesleki rehberlik ve kariyer
damigmanhgma giris. B. Yesilyaprak (Ed.), Mesleki
rehberlik ve kariyer danismanligi: Kuramdan uygulamaya
(9. baski s. 2-44). Pegem Akademi.

431


https://avys.omu.edu.tr/lessons/2/28/5074-932001/320175-108853
https://avys.omu.edu.tr/lessons/2/28/5074-932001/320175-108853
https://doi.org/10.1016/0001-8791(74)90104-3
https://doi.org/10.1016/0001-8791(74)90104-3
https://doi.org/10.17240/aibuefd.2017.17.28551-304647
https://doi.org/10.1016/j.jvb.2015.06.005

S. A., Ozen ve E. Zorlu / Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(3)

Extended Summary
Introduction

Adolescence is a period in which the individual prepares for
adult roles. The decisions taken in this period can be
significant enough to affect the person throughout life
(Steinberg, 2013). Career choice is a decision taken in
adolescence substantially (Cakir, 2011). People who want to
study at university start their undergraduate studies by
participating in the central exam organized by OSYM after 12
years of compulsory education in Turkey. Preferences made in
this period are crucial to students and their families.
Individuals trying to make decisions about their future careers
evaluate various options. In this period, individuals should be
supported in making a decision that is suitable for their own
career choice. Otherwise, the failure of students to develop
specific skills needed to decide on a career can lead to a low
level of consciousness and career anxiety (Vignoli,2015).

This study determines the relationship between career
anxiety levels of high school students and career indecision
and career consciousness. This research aims to contribute to
the literature. It is essential to understand the variants that
affect career anxiety, be a resource for the studies of school
counselors, and make career counseling practices more
efficient. In this regard, the career consciousness, career
anxiety, and career indecision levels of high-school students
are determined, and these variants affect high-school students,
at which status has been revealed within the research.

Method

This research was carried out with 831 high-school students in
the 2021-2022 academic year. The "Career Anxiety Scale"
developed by Nalbantoglu-Yilmaz and Cetin- Gunduz (2016),
the "Career Decision Inventory" developed by Cakir (2004),
the 6-item "Career Consciousness" sub-dimension of the
"Multidimensional 21st Century Skills Scale" developed by
Cevik and Senturk (2019), and the "Personal Information
Form" developed by the researcher were used to collect the
data of the research. Correlation, and hierarchical regression
analysis were used with descriptive statistics in data analysis.

Conclusion and Recommendations

According to the findings from the research, career indecision
predicts the career anxieties of high-school students
remarkably and positively. When the research carried out
between career indecision and anxiety is examined, it can be
seen that the research findings are in parallel with the literature
(Nalbantoglu Yilmaz ve Cetin Gunduz, 2018; Akbas ve
Okutan, 2020; Campagna ve Curtis, 2007; Miller ve
Rottinghaus, 2014; Vignoli, 2015). This study revealed the
importance of supporting high-school students in their
decision-making processes to eliminate their career anxieties.
Carrying out the studies intended for the decision-making
skills in the counseling activities made to reduce the career
anxiety of the students will be affected.

At the same time, the result career consciousness has not a
predictive power on career anxiety has been reached.
However, the students' mean score on the Career
Consciousness Scale was observed to be higher than the other
variables. Since it is effortless to access information today, it
is thought that students consider themselves sufficient in terms
of career consciousness. Even though the individual has a high
level of opinion about both himself and the career fields he can
choose, problems such as not being able to choose between

options or not being able to make important decisions can
increase career anxiety. In another study conducted on career
awareness (Adachi, 2006), it was stated that the reason for the
indecision you may experience may be due to not needing time
before indecision rather than an inadequacy. The individual
may need time to put his decision-making skills into action
when his career progresses.

According to the research results, the career indecision
level causes career anxiety significantly. Career counseling
and individual recognition activities will be provided to the
students who have difficulties determining their future career
help to make decisions.
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Abstract: The researchers aim to investigate the influence of coaching on mothers of children with autism spectrum
disorder (ASD) with the purpose of instructing them in the use of the least-to-most prompting process for teaching their
children how to engage in joint attention. In addition, they will examine the impact of the least-to-most prompting
procedure on the children's outcomes in relation to their capacity to engage in joint attention. The study deployed a
multiple baseline design with mother-child dyads. The study comprised three sets of dyads. All children aged four to
seven are diagnosed with ASD in addition to intellectual disability. The results indicate that mothers effectively
acquired teaching behaviours by applying the least-to-most prompting technique through coaching, achieving a perfect
accuracy rate of 100%. In addition, these learned behaviours were regularly sustained for durations of one, three, and
five weeks, and were effectively employed in diverse circumstances and with distinct persons. Moreover, the findings
indicated that children with ASD effectively acquired the capacity to react to shared attention, maintained this ability
over a period of time, and utilised it in different situations and with different individuals. Overall, the mothers conveyed
positive perspectives regarding the social validity of the study.

Keywords: Coaching, mother training, autism spectrum disorders, responding to joint attention skill, least-to-most
prompting

0z: Bu caligmada, Otizm Spektrum Bozuklugu (OSB) olan ¢ocuklarin annelerine sunulan koglugun, annelerin 6gretim
uygulamalari basamaklarini sunma becerilerini arttirmasi ve annelerin 6gretim uygulamalarimin ¢ocuklarn ortak
dikkate tepki verme becerilerini kazanmalar izerindeki etkilerini incelemek amaglanmigtir. Arastirmaya, 4 ile 7 yas
arasindaki OSB tanist almis ii¢ cocuk ve anneleri dahil edilmistir. Arastirmanin sonuglar gostermektedir ki
katilimeilarin uygulama evresi sonunda hedef becerileri edinme diizeylerinde artis bulunmaktadir. Birinci, ii¢lincii ve
besinci haftalardaki izleme oturumlari sonuglarma gore katilimer ciftlerin hedef becerileri edinim diizeylerini
koruduklarma iligkin verilere ulagilmistir. Genelleme oturumlar ntest-sontest sonuglarina gore, tiim anneler uygulama
basamaklarmimn tamamint uygulama sonrasinda dogru olarak sunmus olduklari ve ¢ocuklarin katilim sirasina gére hedef
beceriyi %80, %96 ve %85 diizeylerinde sergiledikleri goriilmektedir. Ayrica, arastirmada sosyal gegerlik verileri
arastirma oncesi, sirast ve sonrasinda toplanmis olup annelerin ¢ocuklarina sunacaklar1 6gretim uygulamalarina yonelik
goriisleri bulgular kisminda belirtilmistir.

Anahtar Kelimeler: Kogluk uygulamalari, aile koglugu, otizm spektrum bozuklugu, ortak dikkate tepki verme,
ipucunun giderek arttirilmasiyla 6gretim uygulamasi

Gic1 Vatansever, A. & Ahmetoglu, E. (2024). Effects of coaching practices on children with autism spectrum disorder and their mothers. Erzincan
University Journal of Education Faculty, 26(3), 433-445. https://doi.org/10.17556/erziefd.1452426

Introduction

The increase in the number of children with ASD and
inadequate number of special education teachers have created

Autism spectrum disorder (ASD) is a neuro-developmental
disorder characterized by challenges in social interaction and
communication, as well as repeated interests, behaviors, and
activities (American Psychiatric Association, 2013). Children
with ASD typically exhibit deficits in social communication
skills and may not appropriately respond to cues or prompts
from others to engage in communication. Furthermore, they
may also abstain from engaging in any verbal communication
with anyone in their vicinity (Kircaali-Iftar, 2015). The social
challenges individuals experience in their daily lives
sometimes stem from a lack of fundamental communication
skills, such as eye contact and joint attention (Mundy, 1995).
The importance of early intervention should be acknowledged
in order to enable children with ASD to acquire and develop
social interaction and language abilities at an early stage.

The Center for disease control and prevention (CDC; 2023)
reported that approximately one in 36 children is diagnosed
with ASD. In the literature, it is seen that in teaching to
children with ASD, the instructors can be researchers/teachers
(e.g., Isaksen & Holth, 2009; Jones & Feeley, 2006) or family
members (e.g., Ferraioli & Harris, 2011; Rocha et al., 2007).

a growing need for mothers to be a teacher at home and
implement evidence-based practices (EBPS) in their daily
lives. On the other hand, training mothers and making them
educated in their children’s lives have also advantages on
decreasing mothers’ stress level (Stein & Thorkildsen, 1999).
The more they are knowledgeable about autism and teaching
techniques, the more they feel safer and more confident on
account that they can teach and direct their children with ASD,
get into their children’s lives easily, and show sympathy with
strong attachment. Thus, mothers can have a long-term impact
on the lives of their children (Ludlow et al., 2012).

Coaching is one of the adult training models that has gained
attention in recent years. It is an important way of training
mothers using effective teaching procedures to use for children
with ASD (Kemp & Turnbull, 2014). It can be described as
one-to-one support for mothers by a specialist and mothers are
given one-to-one feedback during their delivering of new
methods. If necessary, adjustments are made to the mother's
practice and the mother is given the opportunity to re-apply
(Artman-Meeker et al., 2015). To sum up, coaching
contributes mothers to developing skills of using evidence-

" The study was completed by the first author under the advising of the second author in partial fulfillment of the requirements of a Doctor of Philosophy Degree
in Interdisciplinary Disabled Studies Education at Trakya University, Edirne, Turkey
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based practices (Lane et al., 2016). Besides, it allows families
to specialize in teaching some of the basic skills that their
children can generalize in their daily lives (Simpson, 2015).
The researchers conducted with coaching model show that
studies on providing coaching to mothers (Rocha et al., 2007)
and their children with ASD have started to be carried out after
2000s and are still limited in number.

Joint attention (JA) skills are the earliest social behaviors
observed in children with typical development and are
considered as a primary skill for language development. JA is
vital for understanding the feelings and thoughts of individuals
and objects in the environment (Adamson & Bakeman, 1985).
The lack of JA suggests possibility of autism in children
(Adamson & McArthur, 1995; Charman, 2003; Mundy, 1995;
Rochaetal., 2007). QA There are many studies suggesting that
social and communication skills are caused by a lack of JA in
children with ASD (Bono et al., 2004; Carpenter et al., 1998;
Paparella et al., 2011; Rocha et al., 2007; Watson et al., 2013).
Children with ASD who cannot build JA and cannot use
gestures and mimics can be easily distinguished from both
individuals with typical development and individuals with
other developmental disabilities (Adamson et al., 2009;
Paparella et al., 2011; Watson et al., 2013). The sub-skills
which are initiating joint attention (IJA) and responding to
joint attention (RJA) are among the skills that contribute to the
language development of children at an advanced age (Mundy
et al., 2007). Since RJA requires sharing of interest with the
communication partner, children with ASD have serious
problems in social interaction on account of their lack of skills
of sharing interest, which is a specific characteristic of ASD
(Adamson et al., 2009). Thus, RJA should be primarily taught
to children with ASD as it is acquired former than 1JA by
typically developed children aged about 6-month-old (Lewy &
Dawson, 1992; Morales et al., 1998; Rocha et al., 2007). As
stated above, inadequacy of RJA in children with ASD may
increase tendency of not sharing their thoughts and feelings
about the object and even with people around, which makes
teaching RJA to children with ASD vital. As researchers
consider RJA as an important developmental milestone for
social development, language and cognitive development, they
argue that children with ASD should definitely be taught
systematically using EBP (Adamson & McArthur, 1995;
Mundy, 1995; Rocha et al., 2007).

The literature shows various EBPs such as discrete trial
teaching (Jones & Feeley, 2007; Whalen & Schreibman,
2003), pivotal response training (Ferraioli & Harris, 2011;
Whalen et al., 2006), video modeling (Tuncel, 2017), most-to-
least prompting (Isaksen & Holth, 2009), and progressive time
delay (Martins & Harris, 2006) are effectively used to teach
JA. Last but not least, another effective method is the least-to-
most prompting procedure, which is preferably used to teach
chain skills such as RJA. In the least-to-most prompting
procedure, the interventionist delivered the procedure
specifies the two prompts, which are the least intrusive ones
and increases the assistance according to prompting hierarchy.
The final goal of the procedure of least prompts is for the child
to provide a correct response before a prompt is given (Tekin-
Iftar, 2012). Although it is quite effective and easy to use, there
are limited studies conducted in which researchers were
delivering the least-to-most prompting procedure to teach RJIA
to children with ASD (Bilmez et al., 2017; Taylor & Hoch,
2008).

Taking the person who is to teach RJA into consideration,
it should be mentioned that the instructor delivering the

procedure to teach JA to children with ASD may be caregivers
(especially mothers; Ferraioli & Harris, 2011; Jones & Feeley,
2007) in addition to professionals (i.e., researchers, teachers;
Bilmez et al., 2017; Isaksen & Holth, 2009; Martins & Harris,
2006; Whalen & Schreibman, 2003). Considering these needs
in the literature, the researchers designed a study to investigate
whether mothers of children with ASD could learn using EBPs
and children in the study could learn RJA skills. Based on
these findings, it is understood that there is still a need for
studies in which children with ASD are taught RJA by mothers
who are coached to learn using the least-to-most prompts
procedure.

In general, the purpose of the study is to examine the
impact of coaching mothers who have children with ASD on
both the mothers' skills of teaching and their children's skills
of responding to RJA. This research has three primary
objectives. The first objective is to examine the impact of
educating mothers on how to use the least-to-maximum
prompting technique when instructing their children with
ASD, as specified. (a) Will coaching enable mothers to teach
RJA skills to their children with ASD using the least-to-most
prompting procedure accurately? (b) Will mothers continue to
use the least-to-most prompting procedure accurately one,
three, and five weeks after implementation? (c) Will mothers
generalise the least-to-most prompting procedure when
instructing different children with ASD in different settings?

Moreover, the second objective is to examine the impact
that mothers who employ the least-to-most prompting
technique have on their children who have ASD, as previously
specified. (d) Can children diagnosed with ASD acquire RJA
skills that their mothers have taught them with minimal to no
encouragement? (e) Will RJA skills be maintained by
adolescents with ASD one, three, and five weeks after
implementation? (f) Are children capable of applying RJA
skills to various mothers in diverse settings? In addition, social
validity was evaluated in this research, as indicated in the
inquiry: (g) What are the mothers' perceptions of social
validity prior to, during, and subsequent to the coaching
intervention?

Method
Participants

Three mothers and their three children with ASD dyads were
the participants of the study. The approval was received from
the university board. The first author interviewed the mothers
about the participation of the study. The aim and the process
of the study were stated, and then volunteer mothers signed an
informed consent to accept to participate in the study with their
children with ASD. The researchers paired the mothers and
their children with ASD as mother-child dyads.

Mothers. Three mothers participated in the study. Other
than being a volunteer, the only prerequisite for mothers to
participate was not having been trained on any subjects related
to ASD. Handan and Olcay, 22 and 35-year-old mothers, were
graduate of secondary and primary schools, respectively and
both had one more typically developed younger boy. Burcu
with a bachelor’s degree was 38 years old. All three participant
mothers are housewives.

Children. All children received an ASD diagnosis with
intellectual disability at a local hospital from a psychiatrist.
The researchers used Gilliam Autistic Disorder Rating Scale-
2-Turkish Version (GOBDO-2-TV; Diken et al., 2011) to
confirm their autism diagnoses and main deficiencies. Their
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common features of ASD are aggression, having immediate
and delayed echolalia, and lack of imitation and social skills.
Also, Gazi Early Childhood Development Assessment Scale
(GECDAS; Temel et al., 2005), which had been developed for
the assessment of developmental areas during early childhood,
was used to describe children’s developments. The two
children have minimally speaking abilities (moderate
receptive and very limited expressive language skills) while
one is a non-speaking child. Ahmet was a 5-year-old male and
student in full time pre-school. He attended 3-hour-individual
and 1-hour-group education in a special education center in a
week. In terms of receptive language skills, his performance is
regarded as satisfied. He listens, understands, and reacts to
basic instructions (i.e. get the spoon and start your meal).
However, his expressive language skills are limited to about
10 words. Handan, his mother, stated that he could rarely
generate “mom, come, give” words, often direct his mother’s
hands to the things he would like to receive, and keep eye-
contact for a short time (i.e., 1-3 seconds). His GOBDO-2-TV
and GECDAS results indicated that he was not able to initiate
a conversation and respond to any interaction bids; however,
he could jump with two feet, show body parts on pictures,
imitate movements consecutively, get dressed with assistance,
and follow simple directions. In terms of RJA skills, he could
respond to his name but could not give appropriate reactions
to an adult’s initiation of JA. To sum up, Ahmet performs like
a-24-month child in terms of cognitive and social
development, and a-12-month child in terms of language
development. Cagan was a 5,5-year-old male and student in
full time pre-school. He attended 3-hour-individual and 1-
hour-group education in a special education center in a week.
Burcu, his mother, stated that he could rarely generate simple
words (e.g., give, go, toy) and his receptive language was more
developed than expressive one. His GOBDO-2-TV and
GECDAS results indicated that he was not able to initiate a
conversation and respond to any interaction bids; however, he
could kick the ball, catch the ball, run on his tiptoes, jump on
one feet, show body parts on pictures, distinguish and match
the objects, complete a-four-piece puzzle, imitate movements
consecutively, get dressed without assistance, and follow
simple directions. In terms of RJA skills, he could respond to
his name but could not give appropriate reactions to initiation
of JA. To conclude, Cagan performs like a-48-month child in
terms of cognitive and social development, and a-12-month
child in terms of language development. Yagiz was a 6-year-
old male student. He attended in 4-hour-individual education
in special education center in a week. Olcay, his mother, stated
that he could understand what was said but did not have the
ability to express himself with words. He could not stay in a
closed area so he could not be a full-time-student. His
GOBDO-2-TV and GECDAS results indicated that his
expressive language skills are very limited with few gestures
and mimics, and his receptive language performance is equal
to that of a 12-month child. He was not able to initiate a
conversation and respond to any interaction bids; however, he
could run, turn the pages of books, catch the ball, match the
objects, get dressed and clean his teeth only with assistance,
express himself by looking or uttering, and follow simple
directions. In terms of RJA skills, he could respond to his name
but could not give appropriate reactions to the initiation of JA.
Lastly, he performs like a-21-month child in terms of cognitive
and social development. The researchers specified the
prerequisite criteria for children to be a participant in this study
as having receptive language skills and the ability to follow

directions (at least 2-word- sentences), to build an eye contact,
and to pay attention to visual/audio stimuli for two minutes.
The first author assessed these skills.

Research Staff. The primary author, a PhD candidate in
Interdisciplinary Disabled Studies (IDS), conducted all
sessions, gathered and analysed data, and offered coaching to
mothers. The second author, who was the advisor of the PhD
student, had the prestigious position of full professor at
universities in Turkey. A different PhD student in IDS
gathered the dependability data in the role of an observer. Prior
to randomly choosing dependability data session videos, the
study's objectives and the data collection forms were
thoroughly described.

Settings and Materials

Settings and Materials for Mothers. The researchers conducted
all experimental sessions except generalizations one in
mother-child dyads’ houses. The first researcher met the
mothers one-to-one in training sessions in mothers’ houses.
During the training sessions, there were a table, a laptop, a sofa
set, chairs, a TV, and a carpet in about 10mx15m rooms. The
generalization session was conducted in other participant
children’s houses, which had similar settings. The initial
researcher created Power-Point slides to enable moms to
deliver a presentation on data collecting, a summary of the
least-to-most prompting technique, and systematic instruction.
In addition, mothers were given a guidebook containing
physical copies of the presentations, annotated notes, and
examples of data sheets. Throughout the entire investigation, a
camera, a tripod, and data collection forms were also utilized.

Settings and Materials for Children. The children were
assessed in two different settings baseline, intervention, and
maintenance sessions were conducted in the children’s own
houses. Small and simply decorated rooms of the houses were
preferred. The rooms, where all experimental sessions were
held, contained a sofa set, table, chairs, toy boxes, and tripods
with a camera. The generalization sessions were held in other
participant mothers’ houses. The first researcher chose 25
materials to use in probe sessions for all children and gave
them to mothers before sessions. The materials, which could
be used in daily life, were not remarkable but ordinary (e.g.,
colorful juvenile books, a toy car, playdough, lego, and a vase).
The materials used in intervention sessions were chosen by
mothers regarding children’s interests. Notable and interesting
10 materials were used in each session (e.g., a bicycle, a very-
big-size doll, and a pet). A camera, a tripod, and data collection
forms were also used in all sessions of the study.

Experimental Design

The researchers employed a multiple baseline design to
evaluate the efficacy of coaching mothers in using the least-to-
most prompting procedure to teach their children with ASD
how to engage in Joint RJA skills. Additionally, they examined
the impact of mothers implementing the least-to-most
prompting procedure on their children's RJA skills. The
experimental control was established by guaranteeing that the
dependent variable exhibited an increase only after the
introduction of the independent variable, with a specific time
delay (Tekin-iftar 2012).

Dependent and Independent Variables

The study examined two dependent variables: (a) the mother's
proficiency in appropriately employing the least-to-most
prompting approach to teach RJA to their children with ASD,
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and (b) the children's acquisition of RJA. The initial researcher
gathered data on the instructional behaviours of mothers
throughout both probing sessions and intervention sessions, as
depicted in Table 1. The requirement for moms was to
demonstrate 100% accuracy in utilising the least-to-most
prompting approach throughout three consecutive teaching
sessions. In order to assess the mothers' mastery of the desired
behaviours, the initial researcher graphed the rates of accurate
responses in educational sessions using the least-to-most
prompting technique.

Table 1. Mothers’ instructional behaviors during probe and
intervention sessions
Probe Sessions
1. preparing materials
2. delivering attentional cue
3. delivering task direction
4. waiting the 4-second
response interval
5. delivering appropriate
behavioral consequences
6. collecting data for the
children’s behaviors

Intervention sessions

1. preparing materials

2. delivering attentional cue
3. delivering task direction
4. presenting controlling
prompt

5. waiting the 4-second
response interval

5. delivering appropriate
behavioral consequences
6. collecting data for the
children’s behaviors

The initial researcher individually consulted with the
mothers and special education teachers of the children to
determine specific behaviours to focus on for each child. The
desired behaviours for all individuals involved were to respond
to the mothers' attempts to establish JA. The mothers gathered
data on children’s target behaviour, which was defined as a
five-step-task analysis of RJA. This analysis was adapted from
the Unstructured Joint Attention Assessment Tool developed
by Loveland and Landry in 1986. The data collection took
place during both probe sessions and intervention sessions.
The five steps of the analysis included: (a) responding to
having an object handed to them, (b) responding to an object
being tapped, (c) responding to an object being shown, (d)
following a pointing gesture, and (e) following a gaze. The
RJA stages were taught based on the hierarchical proximity
position of the items to the youngsters, as indicated above. The
standard for each child's desired behaviour was set at 100%
accuracy for the initial three stages and 80% accuracy for the
final two steps during the probe sessions. The initial researcher
graphed the proportions of accurate responses from youngsters
during the probe sessions. The study included two independent
variables: (a) coaching to instruct mothers on the least-to-most
prompting technique, and (b) the implementation of the least-
to-most prompting procedure by mothers to teach RJA to
children with ASD. The impact of the initial independent
variable was evaluated via the actions of mothers, whereas the
impact of the second independent variable was evaluated
through the actions of children.

General Procedure

Pilot study. The researchers conducted a pilot study before the
study to assess the clarity of the content of the mother training
session and specify any problems related to data collection
forms. The first researcher conducted a pilot study with a
mother-child dyad in their house. The participants had similar
characteristics such as the real participants in terms of the
mother’s teaching experience and the child’s having ASD. The
mother was trained with a pack of training program (e.g.,

autism, characteristics, intervention programs, evidence based
practices, applied behavior analysis, systematic teaching, the
least-to-most prompting procedure, JA skills, and sample
implementation videos) for two weeks. Then the mother
practiced a probe and an intervention session to teach target
behavior to her child with ASD. When the pilot study was
finalized, the first researcher interviewed the mother regarding
her teaching experience and the general procedure of the study.
The researchers decided to reduce the content of the pack of
training program as it had more information, which prevented
the mother from focusing just on target behaviors and the way
of teaching them, than needed for the present study. Thus, the
training program for mothers was given the final version.

Baseline Sessions

The baseline condition comprised two distinct types of
sessions. The initial kind consisted of baseline sessions for the
mothers, while the subsequent type involved baseline sessions
for the children. Baseline sessions for mothers. The initial
researcher evaluated the mothers' proficiency in employing the
sequential process of least-to-most prompting technique when
instructing their children with ASD in RJA. The initial
researchers requested that the moms engage in playing and
teaching activities to develop joint attention (JA) skills. Both
moms and children lacked prior knowledge or exposure to the
goal behaviours during the baseline sessions. Baseline sessions
for moms were conducted with a time delay between each
session. An example of a task instruction given to the moms
was to "engage in a game with your child and construct JA".
As the mothers followed the instructions, the initial researcher
documented the procedure using a camera and a tripod. The
initial researcher evaluated the mothers' behaviours by
comparing them to the specified target behaviours for mothers
outlined in Table 1. Each session allowed for a maximum of
five trials per step. The baseline included three categories of
mother responses: accurate response, erroneous response, and
no reaction. The initial researcher saw the video-recorded
sessions and gathered data on the behaviours of the moms.
Correct responses were marked with a plus sign (+), while
incorrect and no responses were marked with a minus sign (-).
Consequently, the initial researcher computed the proportions
of accurate answers relative to the total number of potential
answers in order to graphically represent the data. Baseline
sessions for children. Mothers administered initial sessions
with their children to evaluate the children's pre-intervention
performance in RJA. Each session consisted of five trials for
each step of RJA. Following a mother's attentional cue, such
as "Cagan, let's engage in a game." Mothers provided task
instructions for each of the five steps of RJA, and children
responded affirmatively. The steps included responding to
hand on item, responding to object tapping, responding to the
showing of an object, following a point, and following a gaze.
Subsequently, they patiently waited for a duration of five
seconds to elicit responses from the children, without
considering the accuracy of the responses, and proceeded to
document the performance data of the youngsters. The session
was concluded when the data was gathered, with a plus symbol
(+) indicating accurate responses within five seconds and a
minus symbol (-) indicating wrong responses or failure to react
within five seconds. The definitions of accurate responses for
the desired behaviours are provided in Table 3. Prior to
administering the subsequent trial after a 1-minute break
between trials, the researchers computed the proportion of
accurate responses and graphed them.
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Instructional Sessions

Mother Training. Following the baseline condition, the initial
researcher (referred to as the coach) delivered individualised
mother training on the least-to-most prompting process to each
of the three moms, with a time delay between each training
session. These workshops are sometimes referred to as
introductory training sessions. The mother training consisted
of the following steps: giving an introduction to systematic
instruction, explaining the least-to-most prompting approach,
demonstrating the process, facilitating practice with guidance,
and giving feedback. The coach conveyed this information
through a Power Point presentation, elucidating the
fundamental instructional principles of systematic instruction
(namely, direction, stimulus, prompt, response, and
consequence), the least-to-most prompting procedure
(specifically, presenting and gradually increasing the prompt
to enhance the likelihood of a correct response), and data
collection (specifically, recording probe data to assess if the
criterion has been met). Next, the coach presented video
examples of probe and training trials, specifically coach-
created instructional sessions that utilised the least-to-most
prompting process to teach RJA to children with ASD. As the
moms observed the videos, the coach provided a detailed
explanation of the sequential stages involved in the least-to-
most prompting technique. These stages include an attentional
cue, task direction, probe trials, prompting trials, and
consequences. Subsequently, the coach demonstrated the
process of conducting probe and instructive trials for RJA. The
coach assumed the role of a mother, while the mother took on
the role of a child. The coach discussed the instructional
behaviours that they demonstrated. Subsequently, they
switched positions. The coach instructed the moms to use the
least-to-most prompting process when teaching the coach

Table 2. Prompting levels for five steps of RJIA

RJA, while the coach assumed the role of a child. The coach
thereafter offered comments to the mothers regarding their
performance until they achieved complete precision in
executing the least-to-most prompting technique. Each session
of maternal instruction lasted for about an hour.

Least-To-Most Prompting Sessions.  After attending
training sessions, moms utilised the least-to-most prompting
approach with their children who have ASD once a day, for
five days a week, during instructional sessions. During each
educational session, mothers administered ten training trials
using the least-to-most prompting approach. Following every
two instructional sessions (in every third session), mothers
administered probe trials before a training trial in all
subsequent sessions.

The mothers conducted the least-to-most prompting
training trials to teach RJA to the children five times a week.
The mothers first secured the children’s attention (e.g.,
“Ahmet come on, let’s play.”) and verbally reinforced his
affirmative response (e.g., “Great, let’s sit down and start.”)
before delivering the task direction (i.e., the first level of
prompting; see Table 2 for prompting levels for five steps of
RJA). The mothers waited 5 seconds for a response. A correct
response (see Table 3 for correct behaviors for all steps of
RJA) resulted in both edible (e.g., food, drink) and verbal
reinforcement (e.g., “Great job, super”) as the children
answered right after the task direction without second and third
level of prompts. An incorrect or no response resulted in the
mothers repeating the task direction and giving the second
level of promptings simultaneously; if needed the last level of
prompting until children gave target behavior. The mothers
delivered instructional sessions in the same way to teach five
steps of target behavior. Then, the mothers thanked their
children and terminated the trial. The mothers waited five
minutes at most and started a new training trial.

Steps of RJA Levels of Prompting

(Target behaviors) 1st level: Target Stimulus

2nd level

3rd level

1. Response to hand on Placing the child’s hand on an
object (e.g. a toy) object

2. Response to object
tapping

Presenting a new object to the
child and tapping it

3. Response to showing of
object

Presenting a new object

4. Following a point Establishing eye contact and

pointing a new object

5. Following a gaze Establishing eye contact and
shifting a gaze toward a new

object

Verbal prompting:

Placing the child’s hand on the
object and saying an attractive
expression (i.e. “Aaa Look™)

Verbal prompting:

Presenting a new object, tapping,
and stating an attractive expression
(i.e. “Wow, how interesting toy it
is!”

Verbal prompting:

Presenting a new object and stating
an attractive expression (i.e. “Wow,
here is a new toy”

Verbal +Sign prompting:
Pointing a new object by saying an
attractive expression (i.e. “Look,
what it is over there?)

Verbal prompting:

Shifting a gaze toward a new object
by saying an attractive expression
(i.e. “Look, what it is over there?)

Verbal + physical prompting:
Saying an attractive expression (i.e.
“Aaa Look”) and holding the hand
on the object for the child to engage
with the object for five seconds.
Verbal + physical prompting:
Stating an attractive expression (i.e.
“Aaa Look™) and holding the hand
on the object for the child to engage
with the object for five seconds.
Verbal + physical prompting:
Saying an attractive expression (i.e.
“Aaa Look”) and holding the hand
on the object for the child to engage
with the object for five seconds.
Verbal + physical prompting:
Saying an attractive expression (i.e.
“Look, what it is over there?),
holding gently the child’s shoulder
and turning him to the new object.
Verbal + physical prompting:
Saying an attractive expression (i.e.
“Look, what it is over there?)
holding gently the child’s shoulder
and turning him to the new object.
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Table 3. Correct behaviours for five steps of RJIA

Steps of RJA Definition of correct behaviors
(Target behaviors)

1. Response to hand on
object (e.g. a toy)

The child is expected to engage
(i.e. manipulating or looking at
the object) with a presented new
object for at least five seconds.
The child is expected to engage
(i.e. manipulating or looking at
the object) with a presented new
object for at least five seconds.
The child is expected to engage
(i.e. manipulating or looking at
the object) with a presented new
object for at least five seconds.
The child is expected to follow
the point and look in the same
direction as the object in five
seconds.

The child is expected to follow
the gaze and look in the same
direction as the object in five
seconds.

2. Response to object
tapping

3. Response to showing
of object

4. Following a point

5. Following a gaze

While the moms did not use prompted replies during
training trials for determining the criterion and creating the
graph, they nevertheless collected data on the children's
behaviours. The moms employed the same data gathering
approach as that used in the probing experiments. Throughout
the training trials, the coach also gathered data on the maternal
behaviours, which may be found in the right column of Table
1. She employed the identical data collection methodology as
that used during the baseline sessions for mothers. The
criterion for all mothers was to achieve 100% accuracy in their
responses throughout three consecutive sessions. After each
training trial, the primary researcher offered coaching to the
women. For example, they would say, "Handan, you selected
appropriate materials for your child that captured his attention,
and you performed the session effectively.” It would be more
advantageous if you positioned the item in closer proximity to
your toddler, however. Additionally, it would have been
prudent to conceal your disappointment when your child
provided an incorrect response. Aside from your performance,
it was excellent. Thank you! " Following two training sessions,
the moms administered probe sessions to evaluate the
acquisition of the desired behaviour in the following manner.
The mothers captivated the children's focus (e.g., "Ahmet,
would you be interested in playing with this car?") and
verbally praised his positive reply (e.g., "Yes, let's play").
Subsequently, the moms provided instructions for the task,
such as placing the toy in close proximity to the youngsters.
The moms allowed a time frame of 5 seconds for a response.
If the response was correct, they provided verbal
reinforcement, such as saying "Great, you got it in your hand."
In case of erroneous responses or no responses, the mothers
expressed gratitude to the children for their participation or
attendance. The mothers gathered data on the children's
reactions, and the researchers graphed the children's data. The
criterion for the first three steps of RJA was set at 100%, while
for the last two phases, it was set at 80%. This criterion
required all children to provide correct replies in at least three
sequential probe sessions. The researchers also gathered data
on the mothers' behaviours, employing the identical data

collection approach utilised during the baseline sessions for
the mothers (refer to the left column in Table 1).

Maintenance

Maintenance Sessions for Mothers. The researchers conducted
follow-up sessions at one, three, and five weeks after the
intervention. The researchers conducted these sessions in a
manner identical to the baseline sessions. The initial researcher
instructed the moms to carry out a session of prompting,
starting with the least amount of assistance and then increasing
it, which included both probing and training trials. The initial
researcher expressed gratitude to the mothers for their
involvement and refrained from providing any comments.
Maintenance Sessions for Children. The researchers
gathered maintenance data on the specific behaviours of the
children while the mothers were doing maintenance probing
sessions that were similar to the baseline sessions. The mothers
expressed gratitude to the youngsters for their active
involvement and refrained from providing any feedback.

Generalization

Generalization Sessions for Mothers. The researchers
evaluated the mothers' capacity to apply the least-to-most
prompting method to different individuals and environments
in a pretest-posttest fashion. These sessions consisted of five
trials. The researchers instructed the moms to carry out
sessions similar to the initial probe sessions, but with a
different child in a different location. The researchers
expressed their gratitude to the mothers for their active
involvement.

Generalization Sessions for Children. Sessions focused on
generalisation for children. The researchers also evaluated the
children's capacity to apply RJA abilities to different
individuals and environments using a pretest-posttest
approach. These sessions consisted of five trials. The moms
performed sessions similar to baseline probe sessions with a
different kid in a different residence. The mothers expressed
gratitude to the youngsters for their active involvement.

Inter-Observer Agreement (I0A) and Treatment Integrity

Reliability data was gathered by an independent observer for a
minimum of 33% of each experimental condition involving the
mothers and children. The researchers computed I0OA data
using a point-by-point approach, which involved dividing the
number of accurate responses by the sum of correct and
incorrect responses, and then multiplying the result by 100.
Table 4 displays the 10A analyses. The moms in this study
were assessed based on the treatment integrity of the least-to-
most prompting technique, which served as the dependent
variable. A third-party observer gathered reliability data for a
minimum of 33% of coaching sessions. The treatment integrity
for performing coaching was perfect among all the mothers, as
determined by the formula: observed mother behaviours
divided by planned mother behaviours, multiplied by 100
(Billingsley et al., 1980). The initial researcher administered
baseline and generalisation sessions for Handan and Burcu,
achieving a treatment integrity rate of 100%. For Olcay, the
treatment integrity rate was 95%.
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Table 4. Reliability data for mothers and children

Mothers ° s ° S
c & % 8 3
2 < N - < N
= B S I o S T
g = £ 5 S 2 £ S
- 28 8% 3% = 18 8% B% &%
m =N =2 o (@) m o =< 02
Ms. Handan 96 98 100 100 Ahmet 98 99 100 100
94-100 95-100 100 100 95-100 97-100 100 100
33 33 33 33 33 33 33 33
Ms. Burcu 97 99 100 100 Cagan 99 100 100 100
96-100 98-100 100 100 98-100 100 100 100
33 33 33 33 33 33 33 33
Ms. Olcay 90 97 100 100 Yagiz 95 97 100 100
85-100 95-100 100 100 93-100 95-100 100 100
33 33 33 33 33 33 33 33

Note. Each cell includes mean IOA (first row), range of IOA (second row), and percentage of sessions data were collected (shown
in parentheses in the third row) across mothers and children. BL= baseline; IOA=interobserver agreement

Social Validity

The researchers created three distinct types of social validity
questionnaires. Prior to, during, and following the
intervention, the initial researcher conducted semi-structured
interviews with the mothers to gather social validity data. The
pre-intervention interview encompassed inquiries regarding
the significance of JA skills, the benefits of least-to-most
prompting sessions, and mother training sessions. The
interview done throughout the intervention consisted of
inquiries regarding any seen improvements by the moms, any
difficulties encountered in teaching, and the helpfulness of the
feedback provided by the coach. The post-intervention
interview consisted of inquiries regarding the significance and
benefits of the study for both the mothers and children.
Additionally, participants were asked to identify the aspects of
the coaching that they found most and least favourable. Please
note that the social validity questions, due to space limitations,
are not included here but can be obtained from the authors
upon request. The data was captured through voice recording,
converted into written form, and examined using descriptive
analysis techniques.

Results
Effectiveness Findings

The efficacy of coaching on the implementation of the least-
to-most prompting technique by mothers. Figure 1 illustrates
the precise implementation of the least-to-most prompting
process in baseline, intervention, maintenance, and
generalisation sessions among mothers. It also shows the
percentage of correct responses in baseline, intervention,
maintenance, and generalisation sessions among the children.
Handan employed the least-to-most prompting approach in the
baseline condition, achieving an average accuracy of 46.2%
(with a range of 42% to 51%). After completing the training
with her mother, she successfully met the required standard for
using the least-to-most prompting technique in three sessions
and maintained a 100% accuracy rate. She achieved a 50%
accuracy rate in the pretest and a 100% accuracy rate in the
post test for generalisation. During the baseline condition,
Burcu employed the least-to-most prompting approach,

achieving an average accuracy of 49% (with a range of 47.3%
to 50%). After receiving training from her mother, she
successfully met the required standard for employing the least-
to-most prompting process in four sessions and maintained a
perfect accuracy rate of 100%. Her accuracy rate was 48%
during the pretest and 100% during the post test for
generalisation.

Olcay employed the least-to-most prompting approach in
the baseline condition, achieving an average accuracy of 48%
(range: 44% - 50.6%). After completing the training with her
mother, she successfully met the required standard for
employing the least-to-most prompting technique in just five
sessions and maintained a perfect accuracy rate of 100%. Her
accuracy rate was 50% during the pretest and 100% during the
posttest for generalisation.

The efficacy of the least-to-most prompting process on
children's target behaviours. Figure 1 also illustrates the
process by which youngsters learn and develop specific
behaviours. Figure 1 shows that Ahmet exhibited his desired
reactions during the initial phase with an average accuracy of
56% (ranging from 52% to 60%), and he continued to display
his desired behaviour with an accuracy of 85.3% (ranging from
84% to 88%) after the intervention. He achieved the required
standard in 28 sessions. He exhibited accurate responses on the
generalisation pretest with a 54% level of accuracy and
achieved an 80% level of correctness during the posttest.
Cagan exhibited a mean accuracy of 70% (range= 64%-76%)
in his target replies during the baseline condition. After the
intervention, he maintained his target behaviour with an
accuracy of 89.3% (range= 88%-92%). He achieved the
required standard in 29 sessions. He demonstrated accurate
responses on the generalisation pretest with a 75% success rate
and had a 96% success rate during the posttest. Yagiz exhibited
his target answers during the initial phase with an average
accuracy of 48.4% (ranging from 36% to 56%), and he
continued to display his target behaviour with an accuracy of
85.3% (ranging from 84% to 88%) after the intervention. He
achieved the required standard in 59 sessions. He exhibited
accurate responses on the generalisation pretest with an
accuracy rate of 48% and had an accuracy rate of 85% during
the posttest.
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Data pertaining to the total number of sessions and trials,
duration of training sessions, as well as the number and
proportion of errors made by the children until they achieved
the desired outcome were gathered in the study. Ahmet
achieved the desired degree of accuracy, as defined by RJA,
after completing 28 training sessions consisting of 140 trials.
The cumulative duration of the training sessions done with him
amounted to one hour and 21 minutes. Prior to meeting the
requirement, Ahmet committed 51 errors, which accounted for
40.4% of his total. Ahmet's training sessions ranged from a
minimum duration of four minutes to a maximum duration of
10 minutes. Cagan achieved the desired degree of accuracy, as
defined by RJA, after completing 29 training sessions
consisting of 145 attempts. The cumulative duration of the
training sessions undertaken with him amounted to one hour,
32 minutes, and 10 seconds. Prior to meeting the threshold,
Cagan committed 52 errors, which accounted for 41.5% of his
total. The duration of the smallest training session with Cagan
was 5 minutes and 23 seconds, while the longest training
session lasted nine minutes. Yagiz achieved the desired degree
of accuracy, as defined by RJA, after completing 59 training

sessions and doing 295 trials. The cumulative duration of the
training sessions completed with him was 2 hours, 41 minutes,
and 30 seconds. Prior to meeting the threshold, Yagiz
committed 146 errors, which accounted for 49.7% of his total.
The duration of the shortest training session with Yagiz was
four minutes and 19 seconds, while the longest training session
lasted 13 minutes and 53 seconds.

Social Validity Findings

Mothers’ Opinions Before the Intervention. All three mothers
expressed that JA is an essential skill to play with peers and is
necessary to be taught. They also added that learning JA skills
would help them take advantage of special education in
classes. When they were asked to comment on the least-to-
most prompting, mothers reported that via prompting, they
could also teach other skills at home in addition to JA skills.
Additionally, they conveyed that they witnessed the efficacy
of applying reinforcement in instructing children with autism.
Consequently, they expressed a strong desire to acquire the
skills necessary for effectively using prompting and
reinforcement. Mothers indicated their opinions and
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expectations about mother training sessions that they had not
participated in any training before, so they were excited about
learning how to teach without any mistakes and spending
qualified and effective time with their children. Only Olcay
was worried about being a teacher of her son.

Mothers’ Opinions During the Intervention. Mothers
explained that while they were teaching, they observed that
their children started to play at home and in classes. They also
added children’s teachers’ opinions that after being exposed to
systematic learning environment at home, children started to
make and keep eye-contact longer time and be ready to get
instruction in classes. When mothers are asked whether they
had any difficulties learning and implementing the prompting
sessions, they expressed that before mother training session
they felt as if they would fail to use prompts and
reinforcement. However, thanks to feedback sessions of
coaching, mothers stated that they realized systematic teaching
was effective in teaching an autistic child. They also expressed
that feedback sessions at home helped them realize the most
appropriate time and way to give prompts and reinforcement.
They reported that, before mother training and feedback
sessions, they were unaware of the mistakes they made,
however, role-playing and watching their own teaching
sessions were playing a vital role of being conscious of
implementing the systematic of the least-to-most prompting
sessions.

Mothers’ Opinions After the Intervention. After the
treatment sessions were completed, mothers reported that the
target behavior was quite important in many areas. They said
that via JA skills, they spend effective time with their children.
They also added that knowing when to provide and fade the
prompts helped me feel confident. They suggested that
organizing more mother-centered training would be more
helpful as special education should not be restricted in classes,
so that they could be their children’s teachers and increase the
time of special education that children could be exposed to.
With the help of home-training, mothers and children could
spend qualified time, which enabled to decrease children’s
problem behaviors. When questioned about their favorite
aspects of the trial, moms expressed that they appreciated
being able to remain at home for the entire treatment, as it
seamlessly integrated into their everyday routines without
requiring any additional time commitment. They also reported
the coach was always with them, which helped them feel
secure during training sessions and raise their self-confidence.
Another point mothers liked about the study was they could
spend time with their children playing and teaching at the same
time, so children started to be eager to listen and perform
mothers’ instruction in a daily routine. Otherwise, mothers
stated that they were busy with households and didn’t realize
what children were doing at home (i.e., mostly watching TV,
mobile phone or tablet). Mother finished their words with all
agreement that they really wanted to attend such trainings.

Discussion and Conclusion

This study aimed to examine the efficacy of coaching mothers
in implementing the least-to-most prompting technique for
teaching RJA to their children with ASD. Additionally, the
study sought to evaluate the effectiveness of mothers
delivering the least-to-most prompting procedure in teaching
RJA to their children with ASD. The researchers also analysed
the maintenance and generalisation of both moms' instruction
and the acquisition by the children with ASD. Finally, the
researchers evaluated the social acceptability of both the

coaching intervention and the least-to-most prompting
technique, as perceived by the moms. The coaching
successfully trained moms to precisely implement the least-to-
most prompting approach, resulting in the children acquiring
their desired skills. Furthermore, both the moms and toddlers
demonstrated the ability to retain their gained skills over an
extended period. In addition, both the mothers and the students
were able to apply the abilities they learned in various
situations and with different individuals. The study's social
validity findings were both exciting and encouraging. Mothers
expressed their intention to implement the least-to-most
prompting procedure with their children at home in the future.
This approach proved to be effective and resulted in
maintenance and generalisation of skills. These findings lay
the foundation for equipping mothers to employ evidence-
based practices as if they were their children's teachers at
home. Mothers also concluded that they viewed coaching to be
instructive, useful, and beneficial. In addition, they reported
that it enhanced their self-assurance and expressed their
intention to participate in other training programmes aimed at
acquiring novel ways for their children.

There are other aspects that merit discussion regarding the
coaching methodology employed in the study. Firstly, it is
crucial and unavoidable to provide training to families,
particularly mothers who spend the majority of the day with
their children, on how to incorporate evidence-based practices
into their daily routines. This will enable children diagnosed
with ASD to receive more effective special education at home,
in addition to their classes or clinical sessions. The study
demonstrated that moms may effectively learn how to
appropriately implement evidence-based practices through
coaching sessions, which included mother training, role acting,
and feedback. Following the maternal training sessions, they
began executing steps under the guidance of the coach through
side-by-side coaching. They required guidance while
acquiring the steps of the least-to-most prompting procedure.
The corrective feedback that was most commonly given was
related to the correct ordering of prompts and waiting for the
appropriate response time. On the other hand, the least
commonly given corrective feedback was related to preparing
the materials, as well as offering reinforcement. In addition,
they consistently required correction while presenting the
steps of the technique with precision. The findings align with
other research (e.g., Bilmez, 2020; Cattik, 2019; Chen, 2014;
Fettig et al., 2015; Lane et al., 2016) and contribute to the
existing body of knowledge.

It is worth mentioning that in certain literature studies (e.g.,
Ingersoll & Dvortcsak, 2006; Lee et al., 2015), the mothers
only delivered the evidence based practices were not the
participants of the study. On the contrary, in this study, data
were collected from both the mothers and the children in
addition to the fact that the mothers implemented the practices
effectively. Researchers designed the study as multiple
baseline designs across three dyads in a nested design to
investigate the effectiveness of two practices (coaching and the
most-to-least prompting procedure). The study showed that
both practices were effective. The findings of the study
contribute to the literature in terms of both the design and an
evidence based practices (i.e., the most-to-least prompting
procedure) because there is scarcity of research on using the
coaching and the most-to-least prompting procedure with
mothers and their children with ASD in one single study
building demonstrating control for both mothers and children
outcomes. The mothers not only acquired how to plan the
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treatment and implement the most-to-least prompting
procedure but also maintained it over time and generalize it
across setting and persons.

Additional point to be discussed is about the place where
the whole coaching procedure was held. The researchers in
previous studies implemented their studies where coaching
parents mostly took place in clinics or in classes (Ingersoll &
Dvortcsak, 2006; Lane et al., 2016). However, in this study, it
was the mother-child houses where the study was
implemented. The findings and mothers’ social validity
opinions indicated that participating in mother training and
feedback sessions in addition to all treatment sessions made
mothers satisfied and gratified as they did not have to spend
time and money on the way. As they felt secured and relaxed
in their own house and the study didn’t affect their daily life
any, they did not hesitate to participate in the study or make
mistakes about delivering steps of the procedure. Researchers
are encouraged with the results that they strongly suggest
future researchers in the field to train mothers in their houses
to acquire evidence based practices so that they could solve
problem behaviors (Koegel et al., 1996) and teach basic skills
to their children with ASD. The fact that participant mothers
stated they would be eager to participate in another study is
encouraging for other family members whose intent is to be
effective and helpful for their children with special needs.

Several noteworthy aspects regarding the results of the
children merit discussion. The least-to-most prompting
procedure, one of the evidence based practices, was effective
in teaching joint attention to their children with ASD (Bilmez
etal., 2017; Taylor & Hoch, 2008). These results are consistent
with previous research in which different evidence-based
practices such as discrete trial training (Jones et al., 2006),
pivotal response treatment (Rocha et al., 2007), script-fading
procedure (MacDuff et al., 2007), and video modeling
(Tuncel, 2017) add to the current literature. The majority of
previous research, however, were conducted and delivered by
endogenous persons such as teachers, researchers. The authors'
understanding is that the results of this study have made a
valuable contribution to the existing body of literature. This
study stands out as the only one in which mothers have taken
on the role of teaching RJA to their own children with ASD
using the least-to-most prompting approach, while providing
coaching. The children not only learned and retained their
desired conduct, but also applied it consistently across
different situations and with different people.

One more point worth discussing is about the time
allocated for mother training. Thanks to a short parent training
period, the mothers could spare more time on training their
children, seizing teaching opportunities and receiving
corrective feedback from the coach. In some researches,
mothers were also trained to deliver practices, however,
correction by specialists was delayed, which could cause
children a possibility to acquire inaccurate behavior (Ingersoll
& Dvortcsak, 2006). On the contrary, immediate corrective
feedback is vital for children who learn and those who teach
(i.e. teachers, family members) (Coulter & Grossen, 1997;
Reinke et al., 2007). The side-by-side coaching preferred in the
study encouraged mothers to teach with enthusiasm as they
were not allowed to make mistakes during teaching to their
children and prevented children from being exposed to
inaccurate implementation. According to the investigators, this
discovery should prompt future researchers to recognize the
significance and influence of maternal training, leading them

to potentially create studies aimed at reproducing similar
effects.

Last but not least, similar to all family trainings, coaching
is effective in building a strong mother-child interaction and
sharing. The more mothers spend time together during
treatments, the more they create opportunities to improve
children’s communication skills and decrease children’s
problem behaviors (Lane et al., 2016; McKnight et al., 2016).
As Mundy (2016) states JA is such an early skill to be learnt
that children with ASD miss the critical time to acquire it on
account of symptoms of autism. Thus, in this study, social
validity data suggested that mothers’ teaching RJA to their
children with ASD was really helpful to build interaction and
attachment between each other.

Regarding the social validity findings, it is noteworthy that
we did not come across any research that collected data from
moms before, during, and after therapy with the support of
coaching. Hence, this study contributes to the existing body of
research by presenting the viewpoints of mothers at three
distinct points in time. How their attitudes turned into positive
towards being a teacher for their children with ASD was
reported obviously from their statements. However, these
findings require further studies for verification.

These findings are promising and validate the significance
of teaching moms and utilizing the least-to-most prompting
approach to teach children with ASD in their everyday
activities within a natural setting. Based on these findings, the
researchers suggest that future studies should explore the use
of coaching to teach mothers and other family members of
children with ASD or other disabilities in their homes or in
another  location, various evidence-based practices.
Furthermore, it is essential that future research is structured to
investigate the various crucial behaviors exhibited by children,
which are essential for both social interaction and language
development. In addition to collecting social validity data from
mothers via subjective evaluation, we propose to use diverse
ways of collecting social validity (i.e., data from children,
comparison with peers).

The current study's findings show promise, albeit there are
certain drawbacks. Initially, the study involved only three pairs
of mothers and children, and the conclusions were restricted
due to the data gathered solely from their specific attributes. In
addition, the children’s target behavior was only responding to
joint attention. It is suggested for future researchers to aim
children with ASD to acquire initiating joint attention as well.
Last but not the least, we obtained mothers’ high accurate level
of performing the least-to-most prompting procedure during
baseline (range=46.2%-49%; see Figure 1 for the mothers’
baseline performance on the least-to-most prompting
procedure). Before the treatment was started, there were not
any pre-requisite skills for the participant mothers, but the only
criteria was being volunteer to participate in the study.
Although the mothers were realized that they had been familiar
with the terms like prompting or reinforcement, any scale was
conducted to mothers to test their existing knowledge about
the least-to-most prompting procedure before the research
were started. Compared to the results of the similar studies
conducted with families having children with ASD (Lane et
al., 2016; Moore et al., 2014), the findings were not consistent
in terms of mothers’ performance in baseline. The possible
reasons could be the fact that children with ASD were
diagnosed in early childhood period and started to be exposed
to special education immediately; thus, the mothers’ attitudes
towards their children and level of knowledge on education
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(i.e., how to build quality interaction and spend time, how to
train with various training philosophies) were mostly affected
in a positive way. The researchers suggest doing future studies
to assess the pre-existing knowledge level of moms regarding
the intended behavior before they commence.
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07: Bu arastirmanin amact, okul 6ncesi 6gretmenlerinin erken matematik inang ve giivenlerini belirlemeye yardimci
olacak bir 6lgme aracinin Tiirk¢eye uyarlama ¢alismasini yapmak ve okul dncesi 6gretmenlerinin erken matematik
inang ve giiven belirlemeyi amaglamaktadir. Olgegin orijinali Chen, arkadaglari, (2014) tarafindan yapilmistir. 6
farkli okul dncesi egitim uzmanin gériisleri dogrultusunda son hali verilen 6l¢ek, e-form araciligiyla uygun 6rneklem
yontemi kullanilarak Tiirkiye’nin farkli yerlerindeki 354 Okul Oncesi Ogretmenine ulastirilmistir. Elde edilen
verilerle Dogrulayict ve Agimlayici Faktor Analizi yapilmistir. Yapilan analiz sonucuna gore orijinal formdaki 28
maddeden 7 madde g¢ikarilarak 21 maddeli bir form elde edilmistir. Olgme aracinin giivenirligini belirlemek igin
Cronbach Alpha giivenirlik katsayisi incelenmis ve ii¢ faktorli yapmin giivenirlik katsayisiin 0.95 oldugu
gorilmistir. Gegerligi saglamak igin % 27°lik alt ve iist gruplarinin 6lgekten aldiklari puanlarin i¢ 6l¢iit gecerligini
belirlemek ve toplam puanlari arasindaki farki saptamak icin iligkisiz (Bagimsiz) Orneklem T Testi kullanilmugtir.
Tiim bu analizler sonucunda uyarlanan 6lgegin Tirk kiiltiiriine uygun, giivenilir ve gegerli bir dlgme aract oldugu
sonucuna varilmistir. Yapilan ANOVA analiz sonucunda okul dncesi dgretmenlerinin Erken Matematik Inang ve
Giivenlerinin cinsiyetleri ve mesleki kidemlerine gore anlamli bir sekilde ayristigi; yas ve egitim diizeylerine gore
onemli bir ayrismanin olmadig1 sonucuna varilmigtir.

Anahtar Kelimeler: Okul 6ncesi, erken matematik, erken matematik inang, matematik becerileri, erken matematik
inang giiven

Abstract: The purpose of the current study is to adapt a measurement tool to Turkish that will help determine
preschool teachers’ early mathematics beliefs and confidence. The original scale was developed by Chen et al.,
(2014). The scale, which was finalized in line with the opinions of six different preschool education experts, was
delivered to 354 preschool teachers in different parts of Turkey selected by using the convenience sampling method
via e-form. Confirmatory and Explanatory Factor Analyses were performed on the collected data. According to the
results of the analyses, seven items were removed from the 28 items in the original scale, and a 21-item scale was
obtained. In order to determine the reliability of the measurement tool, the Cronbach Alpha reliability coefficient
was examined, and it was seen that the reliability coefficient of the three-factor construct is 0.95. In order to ensure
validity, the Independent Samples T-Test was used to determine the internal criterion validity of the scores taken by
the 27% upper and lower groups from the scale and to determine the difference between the total scores. As a result
of all these analyses, it was concluded that the adapted scale is a reliable and valid measurement tool suitable for
Turkish culture. As a result of the ANOVA analysis, it was determined that while the scores taken by the preschool
teachers from the Early Mathematics Beliefs and Confidence Scale varied significantly depending on the variables
of gender and professional experience, they did not vary significantly depending on the variables of age and education
level.

Keywords: Preschool, early mathematics, early mathematics beliefs, mathematics skills, early mathematics
confidence
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Giris

Kiiciik ¢ocuklar c¢ok erken yaglardan itibaren matematik
Ogrenebilecek potansiyele sahiptirler (Rittle-Johnson v.d.,

2017). Bu potansiyelleri desteklendiginde okul Oncesi

onemli bir yere sahip olmasidir (Clements ve Sarama, 2020).
Erken matematik, ¢ocuklarin daha formal matematiksel
kavramlarla karsilasmadan o©nce siniflama, siralama,
karsilagtirma, say1 hissi ve ritmik sayma gibi ¢esitli 6n
matematik  becerilerinin  gelistirilmesi  siireci  olarak

egitinden itibaren {niversite yillarina kadar matematik
becerilerinden okuma Dbecerilerine, sosyal yeteneklerden
duygusal gelisime kadar bir¢ok konuda avantajli konumuna
gelebilirler (Clements ve Sarama, 2011). Ayrica ileriki yillarda
matematiksel diigiinme, problem ¢6zme ve mantiksal akil
yiirlitme yeteneklerinin temeli olusturulmus olur. National
Council of Teachers of Matematik (NCTM) (2000)’ e gore
mevcut olan bu potansiyelin gelistirilmesinin 6nemli bir ayagi,
kullanilan miifredatin revize edilmesi ve matematik
yeterliliginin ~ kazandirilmas1 ~ konusunda  ¢ocuklarin
Ogrenmelerini kolaylastiran uygulamalarin ise kosulmasidir.
Son yillarda ozelikle erken matematik kavramina dikkat
gekilerek ¢ocuklarin erken 6grenmelerinin etkililigini ortaya
konmaktadir. Erken matematik kavrammin 6n plana
¢ikmasinin sebebi, cocuklarin geligiminde sasirtict bir bigimde

goriilmektedir (Jordan v.d., 2007; Krajewski ve Schneider
2009). Ulkemizde formal erken matematik egitiminin ilk
basamagi olan okul Oncesi matematik egitimi, ¢ocuklarin
sorunlar1 tanimlama, analiz etme, stratejiler gelistirme ve
¢Oziim yollarini bulma becerilerini gelistirir. Temel matematik
kavramlar1 ile bu donemde tanisan ¢ocuk, gelecekteki
matematik deneyimlerinde daha basarili ve 6zgiiveni yiiksek
bir birey haline gelir (Karakus, 2015).

Normal gelisim siireglerinde oldugu gibi matematik
becerileri de basitten karmasiga bir siire¢ izler. Bu yaklagim
genel kabul goéren tanimla Ogrenme yoriingesi olarak
adlandirilir. Ogrenme siirecinde gocuklarn biiyiik destekgisi
olan Ogretmenlerin ¢ocuklarin matematik egitimlerinde
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O0grenme yoringelerini izlerken temelde ii¢ soru sorarak
ilerlemesi beklenmektedir. Bu sorular sunlardir:

e Hangi amag veya hedefle nereden baglamaliyiz?

e Bir sonraki agamada nereye gidilecegini nasil tespit

edebiliriz?

e Hedefe nasil gidecegiz?

Ogretmenlerin bu sorular1 takip ederek daha sistemli,
verimli ve eglenceli bir erken matematik 6gretim siirecini
desteklemesi beklenmektedir (Clements ve Sarama, 2020).

Cesitli arastirmalar farkli sosyoekonomik diizeylerde olan
cocuklarin matematiksel bilgi ve becerilerinin de farkli
diizeyde oldugunu, dezavantajli grupta olan ¢ocuklarin daha
zayif bir matematik bilgisi ile okula basladigini ve ilerleyen
stirecte akademik becerilerin ilk yillarda oldugu gibi zayif
ilerledigini gostermektedir (Duncan ve Sojourner, 2013).
Yalnizca sosyoekonomik diizey degil, aile tutumlari, akrandan
O0grenme, Ogretmen bilgi ve becerileri gibi birgok faktor
matematik becerileri iizerinde etkili olabilmektedir. Bu
noktada okul dncesi kurumlarinin yardimi ile farkli ailelerden
gelen ve farkli 6zelliklerde olan ¢ocuklar ¢esitli dezavantajlara
ragmen belli matematiksel becerileri kazanabilmektedir
(Jordan v.d., 2009).

Cocuklart matematik becerilerinde benzer paydalarda
bulusturan okul o©ncesi egitim kurumlarinin en Onemli
Ogelerinden biri olan 6gretmenlerin, erken matematik 6gretimi
konusunda 6zgiiven, beceri ve bilgi diizeylerinin, ¢ocuklarin
erken matematik becerilerinin gelisiminde etkili olduklari
bilinmektedir (Pajares,1992; Chen v.d., 2014). Son yillarda bu
Ogretmenlerin matematik dgretimi ile ilgili tutum, inang ve
giivenlerinin 6nemi ortaya konmus olsa da ¢ok da uzak tarihli
olmayan ¢aligmalar, Ogretmenlerin matematik ile ilgili
inanglarmi neredeyse hi¢ kesfedilmemis bir alan olarak
tanimlamistir (Lee ve Ginsburg, 2007). Okul 6ncesi 6gretmen
adaylarinin  matematik okuryazarligma ve matematik
Ogretimine yonelik 6z-yeterlilik inanglarinin yiliksek oldugu
belirlenmistir(Adagideli, Yilmaz,& Giimistekin Ertugay,
2023). Yapilan baska bir calismada 6gretmen adaylarinin
matematik kaygilarinin ve matematikle ilgili deneyimleri,
matematik Ogretimine yonelik inanglarini ve tutumlari
lizerinde bir etkisinin oldugunu ifade etmislerdir(Lavidas,
Skopeliti, Zacharos, & Panagiotounakos, 2023). Okul dncesi
kademesinde gorev yapan 6gretmenlerinin erken matematikle
ilgili tutum, beceri ve bilgilerini inceleyen ¢esitli arastirmalar
gostermektedir ki 6gretmenlerin biiyiik bir kism1 matematige
kars1 olumlu tutumlara sahip olsalar da okul 6ncesi donemde
matematik  6gretme  konusunda  kendilerini  yetersiz
gormektedir (Brenneman v.d., 2009; Celik, 2017). Ayrica
gocuklarin matematiksel becerileri ile Ogretmenlerin
matematiksel gelisim ve bilgi diizeyleri arasinda anlamli bir
iliski oldugunu gosteren g¢aligmalara da rastlanmistir
(Giindogan ve Aslan, 2020; Wright v.d., 2021).

Ogretmenlere yonelik matematik 6l¢eklerinin
gelistirilmesi, Ogretmenlerin yeterliliklerini, inanglarini ve
bilgilerini degerlendirerek egitim kalitesini artirir, profesyonel
gelisim ihtiyaclarini belirler, 6grenci basarisini ve dgretim
stratejilerini gelistirir. Ayrica, egitim arastirmalarinda ve
politika gelistirmede oOnemli bir aracti. Bu Olcekler,
Ogretmenlerin matematik 6gretiminde daha etkili olmalarina
ve egitim politikalarinin iyilestirilmesine katki saglar.

Uluslararas1  literatiirde, okul Oncesi  d6nemde
Ogretmenlerin inang, giiven ve tutumlarini degerlendiren
cesitli 6l¢ekler gelistirilmistir. Mathematics Teaching Efficacy
Beliefs Instrument (MTEBI), Ogretmenlerin matematik

ogretme konusundaki kisisel yeterlilik algilarini ve 6gretimin
sonuglarma dair beklentilerini 6lgerek, onlarin 6gretimde ne
kadar etkili olduklarina dair 6z degerlendirme yapmalarina
imkan tanir (Enochs, Smith, & Huinker, 2000). Early

Childhood Educators’ Attitudes Towards Mathematics
(EECATM) o0lgegi, Ogretmenlerin matematige yonelik
duygusal tutumlarini, matematik 6gretimi konusunda

hissettikleri rahatlik diizeyini ve matematigin erken ¢ocukluk
egitimindeki Onemine dair inanglarini degerlendirmektedir
(Lee & Ginsburg, 2007). Beliefs about Primary Education
(BPE) olgegi, yapilandirmact ve 6grenci merkezli dgretim
yaklasimlarina olan inanglar1 ile geleneksel Ogretim
yontemlerine yonelik tutumlart Olcerek, Ogretmenlerin
pedagojik yaklasimlarini anlamaya yardimci olur (Woolley,
Benjamin, & Woolley, 2004). Teacher Attitudes and Beliefs
Survey (TABS) ise 6gretmenlerin gelisimsel olarak uygun
uygulamalara yonelik inanglarmi ve smif yonetimi
yaklagimlarin1 degerlendirir, bu da O6gretim stratejilerinin
belirlenmesi ve gelistirilmesi agisindan 6nemli veriler sunar
(Charlesworth et al., 1991). Bu O&lgekler, 6gretmenlerin
profesyonel geligim ihtiyaglarint  belirlemekte, egitim
kalitesini artirmakta ve 6grenci basarisini iyilestirmekte kritik
rol oynar, bdylece egitim politikalarinin ve programlarinin
etkili bir sekilde uygulanmasina katki saglar.

Ulusal literatiir incelendiginde 6gretmenlerle algi, tutum,
disiince, 0z yeterlilik gibi 6zelliklerini inceleyen (Aksu, 2008;
Celik, 2017; Karakus, v.d.,2019; Konca ve Ozcakir, 2021;
Karakus v.d., 2018) ayrica inanglari iizerine de (Giindogan ve
Aslan, 2020; Hunt, v.d., 2023) yapilan aragtirmalar oldugu
goriilmektedir. Okul dncesi 6gretmenlerinin erken matematik
inanglarini belirlemeye yonelik bir 6lgek uyarlamasi bir de
gelistirme ¢alismasina (Giiven v.d., 2013; Karakus v.d., 2018),
ozgiivenlerini belirlemeye yonelik bir 0Olgek gelistirme
caligmasina rastlanmistir (Tokgodz, 2006). Bu arastirmalar
iilkemizdeki erken c¢ocukluk egitiminde gorev alan
Ogretmenlerin matematik egitim siireclerine iligkin Gnemli
bilgiler saglamaktadir. Ogretmenlerin erken matematik
Ogretimi ile ilgili inang ve giivenlerini birlikte inceleyen bir
caligmaya ise rastlanmamistir.

Erken matematik icin gelistirilen, 6grenme yoriingeleri
gibi giincel ve etkili 6grenme yontemlerinde 6gretmenlerin ne
diizeyde Onemli bir konumda oldugu goriilmektedir.
Cocuklarin gelisimsel siireglerini  kesfettikten sonra bu
gelisimi destekleyen pozisyonundaki o6gretmenlerin ¢esitli
duygu ve diisiincelerinin anlasilmasinin erken matematik
egitimi icin 6nemli oldugu diistiniilmektedir. Bu 6l¢ek, okul
oncesi 6gretmenlerinin matematikle ilgili inanglar1 ve 6zgiiven
diizeylerini degerlendirmek amaciyla kullanilan bir aragtir.
Okul Oncesi Ogretmenlerinin matematige karsi inang ve
giivenlerinin yiikksek olusu ¢ocuklarmm matematikle ilgili
inanglarin1 ve Ozgiivenlerini olumlu yodnde etkilen bir
faktordiir. Ozellikle negatif inanglar veya diisiik 6zgiiven
seviyeleri, cocuklarin matematikle ilgili basarilarint ve
tutumlarini etkileyebilir. Bu nedenle, Erken Matematik inang
ve Giiven Olgegi, okul 6ncesi dgretmenlerin matematikle ilgili
tutumlarini, inanglarm1 ve  Ozgiiven  diizeylerini
degerlendirmek i¢in 6nemli bir aragtir.

Bu arastirma, okul Oncesi Ogretmenlerinin erken
matematik Ogretimi konusundaki inan¢ ve giivenlerini
belirlemeye yonelik Tiirk¢eye uyarlanmis giivenilir ve gecerli
bir olgme araci gelistirilmesini amaclamaktadir. Erken
yaslarda matematik egitimi, c¢ocuklarin ilerleyen yillarda
matematiksel diisinme, problem ¢6zme ve mantiksal akil
ylirlitme  becerilerinin  temelini  olusturarak  akademik
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basarilarim artirmaktadir. Ogretmenlerin bu siiregteki tutum
ve 0z giivenleri, egitimdeki etkililigi dogrudan etkileyen kritik
faktorlerdir. Yiiksek &gretmen inang ve giiveni, cocuklarin
matematige karst olumlu tutum gelistirmelerine ve
matematiksel becerilerini artirmalarina yardimci olur. Erken
cocukluk doneminde matematik Ogreniminin Onemi ve
6gretmenlerin bu siirecteki rolleri géz 6niine alindiginda, bu
6lcek ogretmenlerin matematik dgretimi konusundaki tutum,
inan¢ ve Ozgilivenlerini belirlemek i¢in biiylik bir ihtiyaca
cevap vermektedir. Ayrica, bu 0dlgek cesitli arastirmalarda
kullanilarak, 6gretmenlerin erken matematik egitimine yonelik
inan¢ ve oOzgiivenlerinin nasil gelistirilebilecegi konusunda
degerli bilgiler sunacaktir. Bdylece, cocuklarin matematik
basarilarm1  ve ileriki  egitimlerini  olumlu  yonde
etkileyebilecek stratejilerin gelistirilmesine olanak saglar. Bu
arastirma, 6gretmenlerin erken matematik dgretimine yonelik
inang ve giivenlerini degerlendirerek, egitim politikalarinin ve
programlarinin gelistirilmesine katkida bulunmay1 ve bdylece
cocuklarin  matematiksel  gelisimlerini  desteklemeyi
hedeflemektedir. Ayrica, literatiirdeki bu alandaki eksikligi

doldurarak, Ogretmenlerin mesleki gelisimine yonelik
stratejiler gelistirilmesine de olanak tanimaktadir.

Yontem

Calisma Grubu

Olgegin pilot uygulamasi igin 30 okul 6ncesi gretmenin
Olcegi doldurmasi saglanmis ve Olgekte anlamakta
zorlandiklar yerler, dlgekte soru sayist ile ilgili diistinceleri,
sorularin icerigi ile ilgili goriislerini belirtmeleri istenmistir.
Olgegin son hali verildikten sonra uygun érnekleme yontemi
ile segilen 354 ogretmenin goniilli katimi ile veriler
toplanmistir. Katilimcilarin demografik 6zellikleri Tablo 1'de
gosterilmistir.

Tablo 1. Katilimeilarin demografik 6zellikleri

Degiskenler n %
Cinsiyet Erkek 52 14.7
Kadin 302 85.3
Yas 20-25 77 21.8
26-30 129 36.4
31-35 51 14.4
36-40 59 16.7
40 ve iizeri 38 10.7
Mesleki Deneyim 1-5 yil 187 52.8
6-10 y1l 64 18.1
11-15 yil 63 17.8
16-20 y1l 21 59
20 ve iizeri yil 19 54
Egitim Diizeyiniz Lisans 323 91.2
Lisansiistii 31 8.8
Toplam 354 100

Veri Toplama Araclan

Erken Cocukluk Matematik Inan¢ ve Giiven Olgegi, Chen,
v.d., (2014) tarafindan gelistirilmis 5°1i Likert tipi seklinde ve
28 madde oldugu goriilmiistir. Olgek 354 okul 6ncesi
ogretmenine uygulanmustir. Olgek ii¢ alt boliimden
olusmaktadir: Ogretmenlerin  okul &ncesi g¢ocuklar ve
matematik inanglar1 (8 madde), 6gretmenlerin okul Oncesi
cocuklarin matematik dgrenmelerine yardimc1  olma
konusunda kendilerine giivenleri (11 madde) ve 6gretmenlerin
kisisel matematik becerilerine giivenleri (9 madde).
Giivenirlilik analizinde 6lgegin ilk boyutu, Alfa, 6gretmenlerin

okul oncesi ¢ocuklar ve matematik hakkindaki inanglar1 igin
0.80, 6gretmenlerin yardim etme konusundaki giiveni igin
0.90'dir. Okul oOncesi c¢ocuklar matematik Ogrenir ve
Ogretmenlerin kendi matematik yeteneklerine olan gilivenleri
alt boyutu igin 0.84. Olcegin yap1 gegerliligi, kapsamli bir
literatiir taramast ve erken matematik egitimi uzmanlarina
danigilmasiyla olusturulmustur.

Uyarlama islemleri

Erken Cocukluk Matematik Inan¢ ve Giiven Olgegi, Chen,
v.d., (2014) tarafindan gelistirilen “Early Math Beliefs and
Confidence” dlgeginden uyarlanmistir. 28 maddeden olusan
Olcegin uyarlama asamasinda Brislin ve arkadaslar1 (1973; akt.
Basim ve Begenirbas, 2012) tarafindan tavsiye edilen 5 agama
izlenmistir. Bu adimlar sunlardir: ilk ¢eviri, ¢evirinin
degerlendirilmesi, geri ceviri, geri ¢evirinin degerlendirilmesi
ve uzman gorligi alinmasi seklindedir. Erken Cocukluk
Matematik Inang ve Giiven Olgegi (EM-IGO) 4 Ingilizce dil
uzmani tarafindan g¢eviri ve geri ¢eviri asamalarina tabi
tutulmustur. Daha sonra okul oncesi matematik egitimi
alaninda uzman Ogretim iiyelerinin (n=6) uzman goriisiine
sunularak “uygun”, “diizeltilmeli” ve “uygun degil”
siklarindan birini se¢meleri istenmistir. Uzmanlarin geri
doniitleri dikkate alinarak oOlgegin son hali aragtirmacilar
tarafindan diizenlenmistir. Diizenlenen dlge orijinaliyle benzer
sekilde “Hi¢c Katilmiyorum” (1), “Katilmryorum”
(2),“Kararsizim” (3),“Katiliyorum” (4),“Tamamen
katilryorum” (5) kategorilerinden olugsmaktadir.

Veri toplama araci uyarlanirken izlenen asamalar sunlardir
(Delice & Ergene, 2015, Karakus, Akman ve Ergene, 2018):
Olgek icin gerekli izinlerin alinmasi
Olgek maddelerinin Tiirk kiiltiiriine ve dilsel yonden
yapisal esdegerligine karar verilmesi
Olgegin dil uzmanlarinca hedef dile gevrilmesi ve
uyarlanmasi
Uyarlanan 6l¢egin tekrar gdzden gegirilerek varsa
gerekli diizeltmelerin yapilmasi
Uyarlanan 6lgegin  bir kiigiikk grupla deneme
uyarlanan 6l¢ege son halinin verilmesi
Olgegin ana gruba uyarlanmasi
Olgege iliskin gerekli madde analizi ve gecerlik
giivenirlik analizlerinin yapilmasi.

Elde edilen verilerin orijinal O6lgegin verileri ile
karsilastirilmast
> Olgegin son halinin verilmesi.

vV VYV VYV ¥V VY VY

Verilerin Analize Hazirlanma Siireci

Erken Cocukluk Matematik Inang ve Giiven Olgegi
kullanilarak elde edilen veriler, 6rneklem biiyiikligi, kayip
veriler, normallik, dogrusallik, u¢ degerler ve R’nin
faktorlesebilirligi sayiltilar yoniinden incelenmistir. {1k olarak
arasgtirmanin Orneklem biiyiikligiiniin faktér analizi igin
uygunluguna bakilmalidir. Faktor analizi yapilabilmesi igin
uygun orneklem biiyiikliigii konusunda genel bir kan1 yoktur
(iThan ve Cetin, 2014). Fakat alan yazin incelendiginde faktor
analizi i¢in Olgekteki madde sayisini 3 ile 6 kati kadar
katilimciya uygulanmasinin gerekliligine, faktor analizi igin
200 katilimcinin uygun oldugu, 500 katilimeinin ise oldukga
iyi bir say1 olarak goriildiigi sdylenebilir (Cattell, 2012). Bu
calismaya 354 okul oncesi 6gretmeni katilmistir. Anti-image
korelasyon analizi yapilmistir. anti-image korelasyon matrisi
orneklemin yeterli olup olmayacagi gostermektedir(Altunisik,
Coskun, Bayraktaroglu ve Yildirim, 2005). Tabachnick ve
Fidell'e (2007) gore, 0,45'ten biiyiik sonuglarla elde edilen
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faktor yiikleri, sz konusu 6l¢egin madde faktdr analizinin
yeterliligini gosterdigini ifade etmektedir. Bundan dolay1 anti-
image korelasyon matrisi kosegenlerinde koselerindeki
degerler 0.50 ve iistii olanlar analize dahil edilmistir.

Toplanan verilerin veri setleri incelendiginde kayip veri
olmadig1 goriilmiistiir. Daha sonra verilerin normalliklerin
testleri incelenmis, carpiklik ve basiklik katsayilarmin
uygunluguna bakilmistir. Coklu normallik varsayimini
karsiladig1 goriilmiistiir. Ayrica aykirt degerleri tespit etmek
i¢in ise z puanlar1 incelenmistir. Z puanlarimin £3.00 araliginda
oldugu goriilmiistiir. R nin faktorlesebilirliginin kontrol etmek
icin KMO (Kaiser- Meyer- Olkin) degeri ve Bartlett’s Testi
sonuglarina bakilmistir. KMO degeri .87 bulunmus ve Bartlett
testi sonucunun da (x> = 1811,686, p = 0.000) anlamli oldugu
gorlilmiigtiir.  Mahalonobis ~ uzakliklart  hesaplanarak
degiskenlerin aldig1 degerlere bakilmis, boylece biitiin
degiskenler i¢cin ¢oklu degiskelerdeki u¢ degerler kontrol
edilmistir. Aykirt deger olmadigi goriilmiistiir. Tiim bu analiz
verileri g6z 6nilinde bulundurularak toplanan verilerin faktor
analizi yapmaya uygun oldugu sonucuna ulagilmistir.

Verilerin Analizi

6 okul oOncesi egitim uzmanmin goriisii alinarak Olgegin
kapsam gecerligini belirlemek amacli kapsam gegerlik oranlart
ve indeksleri hesaplanmistir. EM-IGO’nin katilimcilara
uygulanmasmin ardindan cesitli istatistiksel analizler
yapilmigtir. Uyarlanan o6lgegin yap1 gegerliligi ve faktor
yapisini incelemek i¢in AFA ve DFA yapilmistir. Bu ¢aligma
kapsaminda 28 maddelik o6l¢ek icin 354 katilimciya
ulagilmistir. Test gelistirme siirecinde DFA ve AFA kullanarak
daha saglam ve giivenilir sonuglar elde etmeyi amagclar.
Henson ve Roberts (2006) tarafindan onerilen bu yontem,
orneklem biyiikliigiiniin yeterli oldugu durumlarda veri
setinin ikiye boliinmesi ve bu iki farkli analiz ydnteminin
uygulanmasmi igerir. Bu c¢aligmada bu yol izlenmistir.
Toplanan veriler ikiye ayrilmistir. Bu verileri 150 kisi ile AFA
yaptlmistir. Geriye kalan 204 kisi ile DFA yapilmasi
kararlagtirilmistir.

AFA yapilirken direct oblimin dondirme teknigi
kullanilmis ve 6lgegin boyutlar arasi korelasyon degerlerine
bakilmistir. Analiz sonucunda boyutlarin iliskisinin diisiik
oldugu goriilmiigtir. Bu sebeple alt boyutlarin bagimsiz
oldugu sonucuna ulasilmistir. Faktor analizinde diisiik
diizeyde iliskili ve bagimsiz olan alt boyutlar1 incelenmek i¢in
varimax yontemi ile analiz yapilmasi tavsiye edilmektedir
(Tabachnick ve Fidell, 2007). AFA yapilirken faktorlesme
yontemi olarak “maksimum olasilik faktor analizi” teknigi
kullanilmistir. Bu yaklagimin avantaji, gostergeler arasindaki
iligkileri yeniden diizenlemek icin veri setinin en iyi nasil
faktorlendirilecegine dair istatistiksel bir degerlendirme
yapilmasina olanak saglamasidir. Bu 6zellik sayesinde faktor
sayisinin belirlenmesinde kolaylik saglar(Biiyiikoztiirk, v.d.,
2009). Bu sebeple AFA yapilirken faktérlesme yontemi olarak
“maksimum olasilik faktor analizi”, faktor dondiirme yontemi

olarak ise “varimax” yontemini kullanmanin uygun oldugu
diisiiniilmiistiir. Olgegin giivenirligini saglamak igin dlgegin
tiimii ve ayr1 ayr1 her faktorii icin Alfa i¢ tutarlilik katsayist ve
madde toplam korelasyonlarina bakilmistir. Ayrica Olgiit
gegerligi bakmak i¢in %27’lik alt-list grubunda bulunan
katilimcilarin 6lgekten elde ettikleri toplam puanlar arasindaki
farka bakmak i¢in bagimsiz gruplar igin t testi yapilmistir.
Gegerligi bagka bir yontemle incelemek igin katilimcilarin
O0lgme aracinda aldiklari puanlarin; cinsiyet, yas, meslek
yillari, egitim diizeyleri yoniinden anlamli farklilik gdsterip
gostermedigi  incelenmistir.  Toplam  puanlarin  tiim
degiskenlere normal dagilip dagilmadigi incelendiginde
normallik kosulunun saglandigi goriilmistiir (p. >05). Normal
dagilan bu veriler i¢in iliskisiz O6rneklemlerde kullanilan
parametrik yontemlerden ANOVA testi kullanilmistir. Olgme
araci ile online olarak toplanmistir. Veriler SPSS paket
programi ve LISREL programi kullanilarak analiz yapilmistir.

Bulgular

Bu bélimde “Erken Cocukluk Matematik inang ve Giiven
Olgegi” ile ilgili gecerlik ve giivenirlik ¢alismalart ile ilgili
bilgi ve bulgulara yer verilmistir.

Dilsel Esdegerlik

Olgegin dilsel gecerliligini belirlemek amaciyla, Van
Merkez'de gorev yapan 35 Ingilizce 6gretmenine iki hafta
arayla olcegin once Tiirkge, ardindan Ingilizce formu
uygulanmistir. Korelasyon analizi, 6lgegin Ingilizce ve Tiirkce
formlar1 arasinda pozitif ve yiiksek bir korelasyon oldugunu
ortaya koymustur (=90, p<.01). Ingilizce ve Tiirkge
formlardaki 6lgek maddelerinin korelasyonlar1 Tablo 2'de
gosterilmistir.

Kapsam Gecgerligi

[lk olarak, uzman gériislerine dayali olarak KGO hesaplanmis
ve bir oOlcek formu olusturulmustur. Uzman goriislerini
degerlendirmek igin, uzmanlarm yarist "llgili" goriis
belirtmisse KGO =0, uzmanlarin yarisindan fazlasi "ilgili"
goriis belirtmisse KGO>0 ve uzmanlarm yarisindan az "flgili"
goriis belirtmemisse KGO <0 olarak dnceden belirlenmistir.
Kapsam Gegerlik indeksi (KGI), 6lgegin son halinde yer
alacak KGO maddelerinin genel ortalama degerlerinin «=.05
anlamlilik diizeyinde hesaplanmasiyla belirlenir (Yurdugiil,
2005). Uzman goriisleri dogrultusunda hesaplanan KGI
degerleri sonucunda testten herhangi bir madde ¢ikarilmasina
gerek olmadig1 goriilmiistiir. Olgek son diizenlemeler ile nihai
halini aldiktan sonra maddelerin anlasilabilirligini test etmek
amaclh goniilli kiigiik bir 6gretmen grubuyla 6n uygulama
yapimustir. Elektronik ortama aktarilan dlgek yardimiyla 6n
uygulama grubunda ogretmenlerin dlcek maddeleri ile ilgili
yorumlar1 ve maddelerin anlasilabilirligi ile ilgili gortsleri
almmustir. Diizenlemeler yapildiktan sonra 6lgegin son hali
pilot uygulama i¢in okul 6ncesi 6gretmenlerine ulastirilmistir.

Tablo 2. Ol¢cek maddelerine ingilizce ve Tiirkge formlar arasindaki korelasyon korelasyonlar

Maddeler Uygulama r Maddeler Uygulama r Maddeler Uygulama r
M3 Tiirk¢e-Ingilizce 95%* M10 Tiirkge-Ingilizce 90%* M17 Tiirkge-Ingilizce 90**
M4 Tiirkge-Ingilizce ~ .96%* M1l Tiirkge-Ingilizece ~ .90%* M18 Tiirkge-Ingilizce ~ .92%*
M5 Tiirkge-Ingilizce ~ .90%* M12 Tiirkge-Ingilizce ~ .92%* M19 Tiirkge-Ingilizce ~ .90%*
M6 Tiirkce-Ingilizce 88%* M13 Tiirkge-Ingilizce 85%* M20 Tiirkge-Ingilizce 91**
M7 Tiirkge-Ingilizce .90%* M14 Tiirkge-Ingilizce .88%* M24 Tiirkge-Ingilizce .88**
M8 Tiirkge-Ingilizce .89%* M15 Tiirkge-Ingilizce RA M25 Tiirkge-Ingilizce 85%*
M9 Tiirkge-Ingilizce 95%* Ml6 Tiirkge-Ingilizce 84%* M27 Tiirkge-Ingilizce 95%*
**p<.01
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Erken Matematik Inang ve Giiven Olgeginin Tiirkgeye uyarlanma galismasi
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Sekil 1. Cizgi grafigi
Yap1 Gecgerliligi

Bu bolimde “Erken Cocukluk Matematik Inan¢ ve Giiven
Olgegi nin yap1 gecerligini belirlemek amaciyla AFA ve DFA
yapilmigtir.

Acimlayic1 Faktor Analizi (AFA)

EM-IGO’nin yap1 gecerliligini belirlemek ve madde faktor
yiiklerini incelemek amaciyla AFA yapilmistir. Analize
baglamadan once verilerin uygunlugunu kontrol etmek igin
Kaiser-Meyer-Olkin katsayis1 (KMO) belirlenmis ve Barlett
kiiresellik testi yapilmistir. Anti-image korelasyon matrisi
kosegen degerleri her bir madde i¢in 0.641-0.950 araliginda
deger aldiklar1 goriilmiigtiir. Bu da her bir madde i¢in 0.50
iizeri oldugunda analize dahil edilmistir.

Analiz sonucunda 1’den biiyiik 6z degere sahip maddelerin
6 faktorde toplandigi goriilmiistiir. Maddelerin toplandigi bu 6
faktor Olgegin %62,144 kadarmi agiklamaktadir. Alanyazin
incelendiginde AFA analiz bulgularinda faktor yiiklerinin
0.30’un {izerinde olmas1 gerektigi ile ilgili Onerilere
ulagilabilmektedir (Tabachnick & Fidell, 2007). Bundan
dolay1 faktor yiikii 0.30 ve altinda olan maddeler analiz dahil
edilmemistir. Aragtirmanin amact ve AFA sonuglari dikkate
alimdiginda maddelerin {i¢ faktorde toplanmasina karar
verilmistir. Tablo 2’de tekrarlanan AFA sonuglarina iliskin
maddelerin 6zellikleri sunulmustur. AFA sonucu ulagilan 6z
degerler ve agiklanan toplam varyans yiizdeleri Tablo 3’te

verilmis ve scree ¢izgi grafigi sonucu Sekil 1°de gosterilmistir.
Tablo 3. Acimlayict faktdr analizi ve agiklanan 6zdeger
sonuglari
AFA o6zdeger Aciklanan toplam
sonuclari varyans
1. Boyut 7.978 32.986
I1. Boyut 2.553 13.694
111. Boyut 1.919 12.602

Tablo 3 incelendiginde AFA sonucunda maddelerin i
boyutta toplandig1 goriilmektedir. Birinci boyut Olcegin
toplam varyansinin %10.494’inii, ikinci boyut dl¢egin toplam
varyansinin %11.860’1mn1 ve liglincii boyut Olgegin toplam
varyansinin %30.653’iinii agikladig1 sdylenebilir. Ug boyutta
toplanan maddeler toplam  varyansm = %53.007’sini
aciklamaktadir. Bu bulgular 15181inda, faktor analizi sonucu da
incelendiginde Olgegin  li¢ boyutlu olmasi gerektigi
diistiniilmiistiir.

Sekil 3'teki yamag¢ egim grafigi ii¢ faktorli bir yapi
oldugunu gostermektedir. Ancak bu c¢alismada, yamag egim
grafigi ve toplam varyansa dayanarak faktor sayisina karar
vermek siibjektif oldugundan ve birinci tip hatanin artma
olasiligin yiikselttiginden, faktdr yapisini belirlemek igin
Horn'un paralel analizi kullanilmistir. Horn'un paralel analizi
etkili ve tutarli bir se¢im kriteri olarak kabul edilir. Ciinkii
farkli faktorlere karst minimum duyarliliga ve degiskenlige
sahiptir; faktor sayisini belirlemede birinci tip hatayi kontrol
eder (Piccone, 2009). Tablo 4, Horn'un paralel analizinin
sonuglarmi gostermektedir.

Tablo 4. Horn’un paralel analizine iligkin bulgular

Rastgele
Uretilen Uretilen
Gerg¢ek Ortalama Ozdeger

Faktor Ozdegerleri  Degerler (%95)
1 8.482 1.892 2.022
2 2.701 1.753 1.836
3 1.972 1.654 1.742
4 1.279 1.562 1.629
5 1.143 1.486 1.553

Tablo 4 incelendiginde Horn'un paralel analizi ile
desteklenen Gergek 6zdegerlerin daha biiyiik oldugu ti¢ faktor
oldugu goriinmektedir. Bu nedenle faktor sayisinin {i¢ olarak
belirlenmesine karar verilmistir. Tablo 5’te maddeler ve faktor
yiikleri asagida verilmistir.
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Tablo 5. AFA sonucu olusan faktorler ve faktor yiikleri

Faktor 1 (6@retmen goriisleri) Cronbach Alfa=0.816 Aciklanan varyans= 10.494

Faktor Yiikii

1 2 3
3. Smifimdaki ¢ogu gocuga okul dncesinde matematik dgrenmeleri igin yardim edilmelidir. .349
4. Smifimdaki ¢ogu gocuk matematik 6grenme konusunda ¢ok ilgilidir 370
5. Smifimdaki ¢ogu ¢ocugun ilkokula hazir olmasi i¢in okul 6ncesinde matematik 6grenmesi gerekir. .694
6. Smifimdaki ¢ogu ¢ocuk giinliik etkinliklerden matematik ile ilgili cok sey 0grenir. 304
7. Siifimdaki ¢ogu ¢ocuk yapilandirilmis okul dncesi matematik egitimine ihtiyag¢ duyar. .857
8. Smmifimdaki ¢ogu ¢ocuga ayr1 bir matematik egitimi programi kullanarak matematik 6grenmeleri i¢in yardim
edilmelidir 432
Faktor 2 (beceri) Cronbach Alfa=0.862 Aciklanan varyans=11.860

Faktor Yiikii

1 2 3
20. Matematik okulda en sevdigim derslerden biriydi. 7125
24. Matematik problemlerini ¢cozmek i¢in 6zgiin ve yeni yollar bulmayi severim. .824
25. Kesirleri, ylizdelere ve ondalik sayilara kolayca doniistiirebilirim. 718
27. Sayisal verileri incelemede ve oriintiileri bulmada iyiyimdir 745
Faktor 3 (giiven) Cronbach Alfa=0.976 Aciklanan varyans=%30.653

Faktor Yiikii

1 2 3
9.Smifimdaki g¢ocuklarin okul Oncesine bagladiklarinda matematik ile ilgili neler bildiklerini anlama
konusundaki bilgime giivenirim. 729
10.0kul dncesi ¢ocuklarinin matematik 6grenmesi ile ilgili uygun hedefler belirleme konusundaki bilgime
glivenirim. 789
11.0kul oncesi ¢ocuklarinin matematik dgrenmelerine yardim etmek igin en iyi uygulama ve stratejiler
konusundaki bilgime giivenirim. 725
12. Okul 6ncesi ¢ocuklar icin MEB matematik kazanim ve gostergeleri konusundaki bilgime giivenirim. .644
13. Y1l boyunca ¢ocuklarin matematik bilgisini ve anlamalarini degerlendirme konusundaki bilgime giivenirim. .833
14.0kul 6ncesi ¢cocuklarin matematikle ilgili ne bildiklerini gézlemleme yetenegime giivenirim. .829
15.Matematik egitimini diger etkinliklerle biitiinlestirme (sanat veya drama gibi) yetenegime gilivenirim. 729
16. Okul oOncesi ¢ocuklarin matematik 6grenmesine yardimer olmak igin etkinlik planlama yetenegime
glivenirim. 811
17.0kul o6ncesindeki ¢ocuklarin spontane matematik yorumlari veya kesifleri yaptiklarinda kullandiklar
matematik bilgilerini belirlemedeki yetenegime giivenirim. 11
18.0kul 6ncesi ¢ocuklarin matematik 6grenirken yasadiklar1 kafa karigikliklarini anlamlandirma yetenegime
glivenirim. 154
19. Degerlendirme sonuglarini etkinlik planlarina yansitma yetenegime giivenirim. .692
Aciklanan Toplam Varyans %53.007

Tablo 5°teki maddelerin faktor yiiklerine bakildiginda,
acimlayici faktor analizi sonucunda ortaya ¢ikan maddelerin
icerik ve kuramsal yapilart da dikkate alindiginda, birinci
faktor “Okul dncesi ¢ocuklar ve matematik hakkinda 6gretmen
inanglar1”, ikinci faktor “Ogretmenlerin kisisel matematik
yeteneklerine olan giiveni” ve ligiincii faktor ise “Okul 6ncesi
cocuklarin matematik 6grenmesine yardimci olma konusunda
Ogretmen giiven” olarak isimlendirilmistir. Faktor 1 toplam
varyanin = %10.494’lini  agiklamakta ve 6 maddeden
olugsmaktadir. Faktér 2 toplam varyansin %11.860"n1
aciklamaktadir ve 4 maddeden olugmaktadir. Faktor 3 toplam
varyansin  %30.653"inii agiklamakta ve 11 maddeden
olugsmaktadir. Faktor yiikii 0,30'e esit veya daha yiiksek olan
maddeler dahil edilmistir (Biiytikoztiirk, 2010).

Bahsi gecen ti¢ faktor birlikte degerlendirildiginde dlgekte
yer alan maddelerin toplam varyansin %53.007’sini agikladig1
goriilmektedir. Olgek alt boyutlar1 arasinda yapilan korelasyon
katsayilar1 arasinda diigiik bir iligkinin oldugu gorilmistiir.
Boyutlar arasi yapilan korelasyon sonucunda Faktdr 2 ve
Faktor 3 alt boyut korelasyonlar1 0.299 olarak hesaplanmustir.
Faktor 1 ve Faktor 3 alt boyut korelasyonlart 0.290 olarak
hesaplanmistir. Faktor 1 ve Faktor 2 alt boyut korelasyonlari
0.326 olarak hesaplanmistir. Elde edilen bulgular 1s181inda alt
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boyutlarin birbirinden bagimsiz oldugu sonucuna ulagilmstir.
Bundan dolayi, yapilan faktér analizi caligmasinda dik
dondiirme uygulanmasinin uygun oldugu goriilmistiir. Bu
sebeple  dik  dondirme  yontemlerinde  “Varimax”
uygulanmistir. Olgegin alt boyut korelasyon katsayilar1 Tablo
6’da verilmistir.

Tablo 6. Alt Boyutlar Arasindaki Korelasyon Katsayilari

Faktorler Giiven Beceri Goriig
Giiven 1.00 326 .290
Beceri 1.00 .299
Gorlis 1.00

Dogrulayic1 Faktor Analizi

Yapilan AFA analizi sonucunda elde edilen 21 madde ve iig
alt boyuttan olusan yapinin dogrulugunu test etmek amaciyla
dogrulayici faktdr analizi (DFA) uygulanmistir. EM-GIO’ ne
iligkin uyum indeksi degerleri tablo 6’te goriillmektedir.

Yapu test edildiginde hesaplanan ki-kare, ki-kare/serbestlik
derecesi ve uyum iyiligi indeksleri Tablo 7'de sunulmustur.
Tabloda ayrica Schermelleh-Engel, v.d., (2003) tarafindan bu
indeksler icin benimsenen degerlendirme kriterleri de yer
almaktadir.
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Tablo 7. DFA ile kurulan ii¢ boyutlu &rtiik yaprya ait DFA sonuglari

Model +2 +2/sd NNFI NFI CF1 RMSEA SRMR

Uc  Fakeorla 33897 1.85 0,99 0,98 0,99 0,065 0,045 Olgiitler

Yap1

3,0 >0,95 >0,95 >0,95 <0,08 <0,05
Tablo 8. EM-IGO i¢in DFA’dan Elde Edilen t-testi Degerleri

Madde No t Madde No t Madde No t

M3 12.64* M10 17.06* M17 16.13*
M4 6.02* Ml11 17.19%* M18 16.78%*
M35 14.07* M12 16.98* M19 17.22%
M6 14.88* M13 18.00%* M20 10.72*
M7 12.24* M14 17.99* M24 13.89*
M8 7.95% M15 16.09* M25 14.46*
M9 16.50* M16 18.14* M27 13.68*

*p<.01

Dogrulayic1 faktor analizi sonucunda ortaya ¢ikan model
Sekil 2'de gosterilmektedir. DFA sonucunda elde
edilen alt boyutlar ve maddeler eslestirildiginde su model
uyum degerleri elde edilmisti: RMSEA=.82, CFI=.85,
NNFI=.86, NFI=.87, SRMR=.14. Bu degerler modelin uyumu
igin yetersiz bulunmustur. Model uyumunu saglamak igin
gostergeler arasinda kovaryans yapilmistir. Ayrica Schreiber,
v.d., (2006) model uyum degerlerini iyilestirmek i¢in
modifikasyonlar yapilabilecegini Onermistir. Yapisal esitlik
modelleri, genellikle baslangigta miikkemmel uyum gostermez.
Modifikasyonlar, Model uyum indeksleri (6rnegin, chi-square,
RMSEA, CFI, TLI) modelin veriyle ne kadar iyi uyum
sagladigini gosterir. Modifikasyonlar, Diisiik uyum indeksleri,
modelin veriyi iyi temsil etmedigini gosterir. Model uyumunu
iyilestirmek, modelin gecerliligini ve giivenilirligini artirir.
Uyum indeksleri iyilestikce, modelin tahmin giicii ve
dogrulugu artar. Bu, elde edilen sonuglarin daha giivenilir ve
gecerli olmasint saglar (Kline, 2015). Bu nedenle, DFA
modelinin uyumunu iyilestirmek i¢in LISREL tarafindan
onerilen modifikasyonlar yapilmistir. Aym alt boyut altinda
toplanan M9 ile M 10 arasinda, M12 ile M13 arasinda, M15 ile

Chi-Sguare=338.97,

df=183,
Sekil 2. EM-IGO’ye iliskin 6l¢iim modeli

M16 arasinda birer modifikasyon yapilmistir. Modifikasyonlar
sonucunda model uyum degerleri RMSEA=.065, CFI=.99,
NNFI=.99, NFI=.98, SRMR=.045 olarak bulunmustur.
Yapilan Modifikasyonlar1  sonucunda model uyum
degerlerinin iyilestigi gorilmiistiir.

Ug faktdrlii yapinin DFA sonucuna ait t testi degerleri tablo

8’da verilmistir. Tablo 8 incelendiginde birinci boyutuna ait t
testi degerleri 6.02 ile 14.88 arasinda, ikinci boyutuna ait t testi
degerleri 16.09 ile 18.14 arasinda ve iiglincii boyutuna ait t testi
degerleri 16.13 ile 18.14 arasinda degerler aldig1
goriilmektedir. T degerinin 2.58’den biiyiikk olmast .01
diizeyinde anlamli, 1.96’dan biiyiikk olmasi durumunda .05
diizeyinde anlamli oldugunu goriilmektedir (Kline, 2015).
Dogrulayici faktorii analizinde hesaplanan t testi degerlerine
gore biitiin t degerlerinin .01 diizeyinde anlamli oldugu
gorilmistiir.
Analiz sonucunda elde edilen ii¢ faktorli yapinin DFA
sonucunda dogrulandigi sonucuna varilmistir. Alan yazin
taramasi dikkate alinarak olusturulan yapinin istatistiksel
olarak dogrulandigi sdylenebilir. DFA sonucu olusturulan
model sekil 2°de verilmistir.

M3 -4l

— 27

[ w7 J—o.as

I8

—=0_71

a_zs

BMSEA=0. 065
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Giivenirlik

Bu calismada maddelerin faktor yiiklerinin esit olmamasi
(congeneric 6lgiim) ve 6lgegin tek boyutlu olmamasi (Lucke,
2005) nedeniyle dlgegin alt boyutlart ve 6lgegin tamami igin
McDonalds giivenirlik katsayisi hesaplanmistir. Bu katsay1
DFA ile elde edilmistir. Erken Matematik inang ve Giiven
6lgegindeki alt boyutlarin McDonald's o katsayisi (“congneric
giivenilirlik” olarak bilinir) sirastyla .81, .86 ve .97 ve dlgegin
tiim maddeleri icin McDonald's ® katsayis1 .95'dir. Olcekte
elde edilen McDonald's ® degeri dikkate alindiginda
giivenilirlik katsayisiin yiiksek oldugu soylenebilir. Elde
edilen sonuglara gore dlgegin gegerli ve giivenilir bir dlgiim
aract oldugu sonucuna varilmistir.

Madde Analizi

Toplam puanin yordama giiciinii 6lgmek ve madde ayirt
ediciligini belirlemek igin diizeltilmis toplam korelasyon

Tablo 9 incelendiginde, madde toplam korelasyon
sonuglarinin, birinci faktdérde .352 ile .722 arasinda, ikinci
faktorde .421 ile .673 arasinda ve iigilincii faktorde .800 ile
.877 arasinda siralandi81 goriilmektedir. Olgiilecek dzelliklerin
belirlenmesinde, kullanilan maddelerin  toplam madde
korelasyonu .30 ve iizeri olmasi durumunda yeterlilik diizeyini
yorumlanmak i¢in uygun kabul edilmektedir (Biiyiikoztiirk,
2010; Erkus, 2012). Madde analizinde elde edilen sonuglara
bakildiginda, O6l¢ekte bulunan biitin maddeler ayirt edici
oldugu goriilmiistiir.

Olgegin biitiiniiniin gegerligini belirlemenin diger bir yolu
da dlgiite dayali gegerlige bakmaktir. I¢ 6lgiite dayali gegerligi
incelemek i¢in katilimcilarin %27’lik alt ve {ist gruplarinin
6lgekten aldiklart puanlarin i¢ 6lgiit gecerligini belirlemek ve
toplam puanlar1 arasindaki farki saptamak igin iligkisiz
orneklem T testi uygulanmustir.

Bu amagla 354 okul oOncesi Ogretmeninden elde edilen
verilerin %27’lik alt ve iist grup olarak ikiye ayrilmistir. Bu

0/ e .
hesaplanmistir.  Ayrica, %27 hk alt ve st gruplar gruplarin kendilerine ait istatistiki bilgileri ve her grubun
kargilagtiritlmisgtir.  Madde analizi sonuglari Tablo 9'da . 5
. Olgekten aldiklar1 puanlarin t testi sonuglart tablo 10’da
gosterilmistir. S
gosterilmigtir.
Tablo 9. EM-IGO madde analizi sonuglari
Madde No Madde Cikarildiginda Diizeltilmis
yeni Eski Olgek alfast Madde Toplam Korelasyonu Ortalama Standart Sapma _Carpikhk
M3 Goriig3 953 611 1.93 1.01 1.29
M4 Gorlig4 956 352 2.57 1.03 .16
M5 Goriigs 952 .670 1.18 1.10 1.40
M6 Gorilis6 951 722 1.80 93 1.43
M7 Goriig7 953 612 2.11 99 .94
M8 Goriis8 956 400 243 1.08 42
M20 Beceril 957 421 2.62 1.27 .16
M24 Beceri5 952 .638 2.23 1.10 17
M25 Beceri6 953 .568 2.28 1.12 74
M27 Beceri8 953 .673 2.08 95 .89
M9 Giivenl 950 .833 1.91 .89 1.27
M10 Giiven2 950 .848 1.92 .87 1.20
M1l Giiven3 950 813 2.07 .89 1.01
Mi12 Giliven4 950 .842 1.90 .89 1.34
M13 Giiven5 950 .859 1.92 .86 1.26
M14 Giliven6 949 877 1.84 .85 1.49
M15 Giiven7 950 822 1.83 92 1.45
M16 Giiven8 949 .854 1.86 90 1.45
M17 Giliven9 950 .802 1.99 .89 1.25
M18 Giivenl0 950 .800 2.05 .89 1.00
M19 Giivenl1 950 .827 1.96 .88 1.14
*p<.005
Tablo 10. EM-IGO’nin %27’lik alt-iist gruplara dayali madde analizi sonuglari
Madde Grup X t p Madde Grup X t p
M3 Ust 1.46 M14 Ust 2.66
Alt 2.65 -8.02 .00 Alt 1.13 -13.69 .00
M4 Ust 3.16 MI5 Ust 2.72
Alt 2.16 -6.76 .00 Alt 1.12 -13.59 .00
M5 Ust 2.84 M16 Ust 2.75
Alt 1.14 -12.19 .00 Alt 1.13 -13.80 .00
M6 Ust 2.58 M17 Ust 2.79
Alt 1.28 -10.05 .00 Alt 1.33 -12.16 .00
M7 Ust 2.84 M18 Ust 2.86
Alt 1.48 -9.89 .00 Alt 1.28 -13.90 .00
M8 Ust 3.01 M19 Ust 2.79
Alt 1.94 -6.81 .00 Alt 1.21 -14.21 .00
M9 Ust 2.78 M20 Ust 3.55
Alt 1.21 -13.72 .00 Alt 1.95 -10.56 .00
M10 Ust 2.80 M24 Ust 3.28
Alt 1.18 -14.89 .00 Alt 1.44 -13.95 .00
M1l Ust 2.96 M25 Ust 3.14
Alt 1.33 -14.90 .00 Alt 1.56 -11.19 .00
M12 Ust 2.72 M27 Ust 2.87
Alt 1.18 -13.15 .00 Alt 1.43 -11.85 .00
M13 Ust 2.80
Alt 1.21 -14.61 .00
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Tablo 9 incelendiginde katilimcilarin {ist gruptaki
maddeler aldiklar1 puanlar ile alt gruptaki maddelerden
aldiklar1 puanlar arasinda ©nemli bir farkliik oldugu
goriilmiigtiir (p<.05). %27’lik {ist gruptaki maddelerin
ortalamalarinin,  %27’lik  alt  gruptaki  maddelerin
ortalamalarindan daha yiiksek oldugu da sdylenebilir. Bu
bulguya gore alt-iist gruplar arasinda 6nemli bir farklilik
oldugu goriilmiis, maddelerin ayirt edici oldugu ¢ikarimi
yapilmigtir.

Okul oncesi Ogretmenlerin erken cocukluk matematik
inan¢ ve giivenlerinin cinsiyet, yas, mesleki kidem ve egitim
diizeylerine gore maddelerin farklilik gosterip gostermedigine
belirlemek i¢in iliskisiz 6rneklemde tek faktorlii ANOVA’dan
cikan sonuglar Tablo 11°de gosterilmistir.

Tablo 11. Okul éncesi Ogretmenlerin cinsiyet, yas, mesleki
kidem ve egitim diizeylerine gore ANOVA sonuglari

Degiskenler Gruplar N X SS F p
Cinsiyet Kadm 302 42.41 13.17

Erkek 52 48.28 21.55 7.104 .008
Yas 20-25 77 41.71 10.14

26-30 129 44.09 14.67

31-35 51 42.60 14.96

36-40 59 4433 16.24

40 ve listii 38  42.89 20.28 417 .796
Kidem 1-5 187 41.51 11.34

6-10 64 48.03 17.42

11-15 63 4293 1422

16-20 21  47.23 2436

20 veisti 19 4131 20.47 2.835 .025
Egitim diizeyi Lisans 323 43.55 15.60

Lisansiistii. 31 39.45 14.89 1.147 .319

Tablo 11 incelendiginde okul oncesi Ogretmenlerin
cinsiyetleri ile Erken Matematik inan¢ ve Giiven arasinda
o6nemli bir farklilik oldugu goriilmiistir, F (1, 353) =7.104,
p<.05. yani okul dncesi 6gretmenlerin cinsiyetleri gére Erken
Matematik Inan¢ ve Giivenleri arasinda anlamh bir farklilik
gostermektedir. Erkek (X=48.28) okul éncesi §gretmenlerinin
kadm (X=42.41) dgretmenlere gore erken matematik inang ve
giivenlerinin daha yiiksek oldugu sdylenebilir. Okul oncesi
ogretmenlerin yaslari ile Erken Matematik Inang ve Giiven
arasinda onemli bir farklilik olmadig1 goriilmiistiir, F (4, 353)
=417, p>.05. yani okul 6ncesi 6gretmenlerin yaslarina goére
erken matematik inan¢ ve gilivenleri arasinda onemli bir
farklilik olmadigi goriilmiistiir. Okul 6ncesi dgretmenlerin
mesleki kidemleri ile Erken Matematik Inanc ve Giiven
arasinda anlamli bir farklilik oldugu goriilmektedir, F (4, 353)
=2.835, p<.05. yani okul oOncesi Ogretmenlerin mesleki
kidemlerine gore Erken Matematik Inang ve Giivenleri
arasinda anlamli bir farklilik géstermektedir. Yapilan Post Hoc
Bonferroni testine gore 6-10 y1l mesleki kidemleri olanlar ile
mesleki kidemleri 0-5 y1l olanlar arasinda dnemli bir farklilik
oldugu goriilmistiir. Bu farklilikta mesleki kidemleri 6-10 yil
olanlarin lehine oldugu goriilmiistiir. Mesleki kidemlerin diger
alt boyutlar1 arasinda 6nemli bir fark olmadig1 goriilmiistiir.

Okul Oncesi Ogretmenlerin egitim diizeyi ile erken
matematik inang ve giiven arasinda 6nemli bir fark olmadigi
gorlilmugtir, F(2,353) =1.147, p>.05. yani okul oOncesi
Ogretmenlerin egitim diizeyine gore erken matematik inang ve
giivenleri arasinda anlamli bir farklilik gdstermemektedir.

Etki buytikliigiini belirlemek i¢in eta-kare (n2) korelasyon
katsayis1 kullanilmasi 6nerilmektedir (Biiyilikoztirk, 2010).
Etki biiytlikligii 0- 1 deger araliginda deger alir. 0.00 ile 0.01

arasi kii¢iik etki, 0.01 ile 0.06 arast1 orta etki, 0.06 ile 0.14 aras1
genis etki olarak yorumlanir (Biiylikoztiirk, 2010; Cohen,
1988). Bu arastirmada okul oncesi 6gretmenlerin cinsiyetleri
ile erken matematik inang ve giiven arasinda etki biiyiikliigi
0,01 olarak bulunmustur. Bu durumda bu arastirmada elde
edilen etki biiytikliigii kiiciik etkiye sahip oldugu sdylenebilir.
Okul oncesi oOgretmenlerin mesleki kidemleri ile erken
matematik inang ve giiven arasinda etki biiyiikligii 0,03 olarak
bulunmustur. Bu durumda bu arastirmada elde edilen etki
biiyiikligii orta etkiye sahip oldugu séylenebilir. Okul 6ncesi
ogretmenlerin mesleki kidemleri ile erken matematik inang ve
giiven arasinda etki biyikligi etki biyiikligi 0,07 olarak
bulunmustur. Bu durumda bu arastirmada elde edilen etki
biiyiikliigii yiiksek etkiye sahip oldugu soylenebilir.

Sonug ve Tartisma

Bu 6l¢ek uyarlama caligmasinda, okul dncesi 6gretmenlerin
erken matematik inang ve giivenlerini belirlemeye yardimci
olacak bir olgme aracmin Tirk¢eye uyarlama galismasi
yapmak ve okul 6ncesi 6gretmenlerinin erken matematik inang
ve giivenlerini, belirlemek amaciyla yapilmigtir. 354
ogretmenden elde edilen verilerle ilgili DFA ve AFA yapilmis
analiz sonucunda orijinal formdaki 28 maddeden 7 madde
cikarilarak 21 maddeli bir form elde edilmistir. Olgme aracinin
giivenirligini belirlemek i¢in Cronbach Alpha giivenirlik
katsayis1 incelenmis ve ii¢ faktorlii yapmnimn alt faktorlerdeki
katsayilarinin sirayla, 0.81, 0.86 ve 0.97 oldugu, toplam
yapmin katsayisinin .95 oldugu goriilmistiir. Gegerligi
saglamak icin %27°lik alt ve iist gruplarinin dlgekten aldiklar
puanlarm i¢ dlgiit gegerligini belirlemek ve toplam puanlari
arasindaki farki saptamak i¢in T Testi kullanilmistir.
Arastirma  bulgularma gore erkek okul Oncesi
Ogretmenlerinin kadin 6gretmenlere gore erken matematik
inan¢ ve giivenlerinin daha yiiksek oldugu goriilmiistiir. Bu
sonuca benzer Li, (1999) 6gretmenlerin cinsiyetlerine gore
matematik inanglarinin degistigini ifade etmistir. Demirbas,
(2019) Okul 6ncesi 6gretmen adaylarmin matematik inanglari
ile cinsiyetleri arasinda kadimnlar lehine anlamli bir farklilik
oldugunu vurgulamistir. Bu sonucun aksini Y1lmaz ve Unal
(2020) okul oncesi 6gretmen adaylarinin cinsiyetlerine gore
matematik inanglar arasinda herhangi bir fark olmadiklarimi
ifade etmistir. Bu sonuca benzer, Duatepe Paksu (2008) ve
Kilickaya ve Avcer'nin (2017) Ogretmenlerin matematik
inanglarinin cinsiyete gore degismediklerini vurgulamislardir.
Okul oncesi dgretmenlerin mesleki kidemleri ile erken
matematik inang ve giivenlerinin arasinda anlamli bir farklilik
oldugu sonucuna varilmistir. Mesleki kidemleri 6-10 yil olan
Ogretmenlerin, 0-5 yil olan 6gretmenlerden daha yiiksek puan
aldig1 goriilmistiir. Diger gorev siirelerindeki dgretmenlerin
puanlart arasinda ise anlamli bir farklilik yoktur.
Ogretmenlerin mesleki deneyimleri arttikga sinif yonetimini
daha iyi saglamalar1 ve dgretim faaliyetleri konusunda daha
deneyimli olmalar1 beklenir. Ancak mesleki siirenin ¢ok uzun
oldugu durumlarda da 6gretmenin mesleki bikkinlik yagamasi
ve gilincel uygulamalart takip etmemesi durumu ortaya
¢ikabilir. Bu sebeple 6-10 yillik 6gretmenlerin hem deneyimli
hem de bilgileri gilincel 6gretmenler oldugu i¢in inang ve
giiven puanlarinin daha yiiksek oldugu varsayilabilir. Benzer
bir ¢alismada mesleginin orta yillarinda oldugu varsayilan
Ogretmenlerin (11-15 yil) inang diizeylerinin yliksek olmasini
sebebi olarak yeni 6gretmenlere (1-5 yil) gore daha deneyimli
olmalar1 ve uzun siire ¢alisan Ogretmenlerin (15+ yil)
geleneksel uygulamalara yatkinliklar1 isaret edilmistir
(Karakus, 2015). Konca ve Ozcakir, (2021), okul &ncesi

454



N. Taskin, vd. / Erzincan Universitesi Egitim Fakiiltesi Dergisi, 26(3)

ogretmenlerinin mesleki kidemleri yiiksek olanlarin kidemleri
diisiik olanlara gore matematik inanglarmin daha yiiksek
oldugunu ifade etmigler. Biilbiil (2016) yaptig1 arastirmaya
gore okul Oncesi Ogretmenlerinin matematik inanglari ile
mesleki kidemleri arasinda herhangi bir farklilik olmadig:
vurgulamistir. Bu bulgunun aksini isaret eden Celik (2017)’in
yaptig1 bir aragtirmada 6gretmenlerin meslek siireleri arttikga
erken matematik egitimlerine ydnelik tutum puanlarinin
azaldigini ifade etmistir. Bu farklilig1 ise 6gretmenlerin daha
giincel programlara hakim olmasi seklinde yorumlamistir.
Ayni aragtirmada gen¢ yastaki Ogretmenlerin ¢ocuklarin
matematik becerilerini destekleme konusunda daha bilingli ve
bilgili oldugu belirtilmistir.

Bu aragtirmada okul 6ncesi 6gretmenlerinin yaslarina gore
ertken matematik inan¢ ve giivenlerinin degismedigi
goriilmiistiir. Benzer bir sonu¢ Demirbas, (2019) ve Biilbiil
(2016) gore Okul oOncesi Ogretmen adaylarmin matematik
inanglar ile yaslar1 arasinda herhangi bir farklilik olmadigi
vurgulamslar. Onceki bulguda 6n plana ¢ikan mesleki kidem
yoniyle disliniildigiinde 6-10 yildan fazla gorev yapan
Ogretmenlerin erken matematik inang ve giivenlerinin anlamli
farklilik gosterdigi goriilmiistiir. Diger yoniiyle 0-5 yillik
Ogretmenlerin daha geng 6gretmenler olarak erken matematik
inang¢ ve giivenlerinin daha yiiksek olmas1 beklenebilirken bu
fark goriilmemistir. Bu farklilagsmanin temel sebebinin, erken
matematik inan¢ ve giiveninin 6gretmenin yasindan ziyade
O0gretmenin deneyimi ve motivasyonu ile ilgili oldugu
diisiiniilmektedir.

Arastirmanin bagka bir bulgusuna goére okul Oncesi
Ogretmenlerin egitim diizeyleri erken matematik inang ve
giivenlerini etkilememektedir. Egitim diizeyinin artmasi ile
Ogretmenlerin bilgi ve becerilerinin artmasi ile paralel olarak
Ogretmenlerin giiven ve inanglarinin artmasi beklenebilir.
Ancak okul 6ncesi egitim programlarinin kendi i¢inde esnek
programlar oldugu g6z Oniinde bulunduruldugunda
Ogretmenlerin  egitim diizeyleri Onem arz etse de
degistirilebilir ve dinamik bir egitim ortami olan okul dncesi
siniflarin 6gretmene formal diizeyde olmasa bile mesleki
olarak gelisim firsat1 sundugu goriilmektedir. Yani gretmen
kendini daime giincelleyebilir ve yeni tekniklere basvurabilir.
Ng, Lopez-Real ve Rao (2003)’te yaptiklar arastirma ile okul
oncesi Ogretmenlerinin  kendi benimsedikleri ve esnek
tekniklerle ortaya koyduklar1 programlarin g¢ocuklarin erken
matematik becerilerine etkilerini ortaya koymustur.

Oneriler

Tiim analizler, uyarlanan EM-IGO 6l¢eginin Tiirk kiiltiiriine
uygun, giivenilir ve gecerli bir ol¢lim araci oldugunu
gostermektedir. Erken matematik giiven ve inang Olgegi ile
farklt Orneklem grubu okul Oncesi Ogretmenlerin erken
matematik konusundaki inanglart ve kendilerine giiveni ile
ilgili bir arastirma yapilabilir. Farkli degiskenlerle
Ogretmenlerin  inang ve giivenleri arasindaki iliski
incelenebilir. Ayrica inang ve giiven seviyeleri belirlendikten
sonra Ogretmenlerin hangi sebeplerden otiirii bu seviyede
olduklarini derinlemesine tespit etme amaci ile ¢esitli goriisme
ve gozlemlerle arastirmalar cesitlendirilebilir. Ogretmenlerin
erken matematige yonelik inang ve giiven seviyelerinin
cocuklarin erken matematik becerilerine etkileri tizerine ¢esitli
aragtirmalar  yiiriitiilebilir. Bu yolla erken matematik
egitiminde 6gretmenin yeri ile ilgili daha net veriler ortaya
konabilir.
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Extended Summary
Introduction

It is known that the confidence, skills, and knowledge of
teachers on early mathematics teaching, who are one of the
most important elements of preschool education institutions
that bring children to the same level of mathematics skills are
effective in the development of children’s early mathematics
skills, (Pajares, 1992; Chen et al., 2014). Various studies
examining the attitudes, skills and knowledge of preschool
teachers about early mathematics show that although most of
the teachers have positive attitudes towards mathematics, they
see themselves as inadequate in teaching mathematics in the
preschool period (Brenneman, Stevenson-Boyd and Frede,
2009; Celik, 2017).

Given the importance of early mathematics skills in
children’s lives and the importance of teachers as stakeholders
in the development of these skills, the purpose of the current
study is to provide a reliable and valid measurement tool for
researchers working in the field of early mathematics and to
present a scale to be used in future quantitative studies. In
addition, it is thought that by providing researchers with the
opportunity to examine the skills, beliefs, and confidence of
preschool teachers together, it will provide an opportunity for
research to reveal the position of teachers in the development
of children’s early mathematics skills.

Method

For the pilot application of the scale, 30 pre-school teachers
were asked to fill in the scale, and they were asked to indicate
the places they had difficulty in understanding in the scale,
their thoughts on the number of questions in the scale, and their
views on the content of the questions. After the final version
of the scale was given, data were collected with the voluntary
participation of 354 teachers selected by using the convenience
sampling method.

Results
Exploratory Factor Analysis (AFA)

As a result of the analysis, it was seen that the items with an
eigenvalue greater than 1 were collected in six factors. These
six factors, in which the items were collected, explain 62,144%
of the scale. When the literature is examined, it is possible to
reach suggestions that factor loads should be above 0.30 in
EFA analysis findings (Tabachnick & Fidell, 2007).
Therefore, items with a factor load of 0.30 and below were not
included in the analysis. Considering the purpose of the
research and the results of the EFA, it was decided to collect
the items in three factors.

Confirmatory Factor Analysis

It was concluded that the three-factor structure obtained as a
result of the analysis was confirmed as a result of CFA. It can
be said that the structure created by taking into account the
literature review is statistically verified.

Reliability

In this study, McDonald’s reliability coefficient was calculated
for the sub-dimensions of the scale and the whole scale, since
the factor loads of the items were not equal (congeneric
measurement) and the scale was not unidimensional (Lucke,
2005). This coefficient was obtained by DFA. The McDonald's
o coefficient of the sub-dimensions of the Early Mathematics

Belief and Confidence scale (known as “congneric reliability”)
is .81, .86, and .97, respectively, and McDonald's @ coefficient
for all items of the scale is .95. Considering the McDonald's ®
value obtained in the scale, it can be said that the reliability
coefficient is high. According to the findings, it was concluded
that this scale is a valid and reliable measurement tool.

Discussion and Results

The purpose of the current study is to adapt a measurement
tool to Turkish that will help determine preschool teachers’
early mathematics beliefs and confidence. As a result of the
CFA and EFA analyses of the data collected from 354
teachers, seven items were removed from the 28 items in the
original scale, and a 21-item scale was obtained. In order to
determine the reliability of the measurement tool, the
Cronbach Alpha reliability coefficient was examined, and it
was seen that the coefficients of the three-factor construct are
0.706, 0.852 and 0.931, respectively and that the coefficient of
the whole scale is .95. In order to ensure validity, the
Independent Samples T-Test was used to determine the
internal criterion validity of the scores taken by the 27% upper
and lower groups from the scale and to determine the
difference between the total scores. It was determined that
while the scores taken by the preschool teachers from the Early
Mathematics Beliefs and Confidence Scale varied
significantly depending on the variables of gender and
professional experience, they did not vary significantly
depending on the variables of age and education level.

According to the research findings, the male preschool
teachers had higher early mathematics beliefs and confidence
than the female teachers. The pre-school teachers’ early
mathematics beliefs and confidence were found to vary
significantly depending on the variable of professional
experience. The teachers with 6-10 years of professional
experience were found to have higher scores than the teachers
with 0-5 years of professional experience. No significant
difference was found between the scores of the teachers in the
other professional experience groups. As teachers’
professional experience increases, they are expected to exhibit
better classroom management and become more experienced
in teaching activities. However, in cases where the
professional experience is too long, it may occur that the
teacher experiences professional boredom and does not follow
up-to-date developments. For this reason, since the teachers
with 6-10 years of professional experience are both
experienced and up-to-date teachers, it can be assumed that
their belief and confidence scores are higher. Pointing out the
opposite of this finding, in a study conducted by Celik (2017),
it was observed that the scores of teachers towards early
mathematics education decreased as their professional
experience increased. He interpreted this difference as
teachers’ mastery of more up-to-date programs. In the same
study, it was stated that young teachers were more conscious
and knowledgeable about supporting children’s math skills. In
the current study, it was observed that the preschool teachers’
early mathematics beliefs and confidence did not vary
significantly depending on their age. Although a significant
difference was found between the teachers with 6-10 years of
professional experience and the teachers with 0-5 years of
professional experience, the age variable was found to have no
significant effect on their beliefs and confidence. This might
indicate that early mathematics beliefs and confidence are
related to the teacher’s professional experience and motivation
rather than his/her age.
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Abstract: This study determined the career process of women school principals based on their life stories. The career
stories were chronologically analyzed in three stages: the pre-administration stage, the transition to administration stage
and the administration stage. This research used a narrative methodology. The study group, which included 14 female
school principals and vice principals employed in public schools in a Black Sea Region city during the 2023-2024
academic year, was chosen using the snowball sampling method. The data were collected through a semi-structured
interview form and analyzed using thematic analysis. The results of the pre-administration stage revealed that having
leadership qualities, negative experiences as a teacher and top-down request are the reasons why they became principals.
The support from their family, partners, and colleagues was effective to become a principal. The results of the transition
stage were exposure to negative comments, workload, work-life balance, and long working hours and showed that each
participant was appointed under different policies. The results of the administration stage indicated that the participants
encountered difficulties such as gender-based discrimination, prejudice, mobbing, work-life balance, role conflict, and
health problems, and they used strategies such as getting help from school principals, solving problems on their own to
overcome.

Keywords: Women school principal, school administration, career stages, obstacle, support

0z: Bu calisma, kadin okul miidiirlerinin kariyer siireclerini kendi yasam oykiilerinden yola gikarak tespit etmektedir.
Kariyer hikayeleri kronolojik olarak ii¢ agsamada analiz edilmistir: Yoneticilik oncesi agama, yoneticilige gegis asamasi
ve yoneticilik agamasi. Bu ¢aligma anlati deseni kullanilarak tasarlanmustir. Kartopu 6rnekleme yontemiyle segilen
¢alisma grubu, 2023-2024 egitim-6gretim yilinda Karadeniz Bolgesi'ndeki bir ilin devlet okullarinda gérev yapan 14
kadin okul miidiirii ve miidiir yardimcilarindan olugmaktadir. Veriler yari yapilandirilmig goriisme formu araciligiyla
toplanmis ve tematik analiz kullanilarak analiz edilmistir. Yoneticilik 6ncesi asamanin sonuglari, miidiir olma nedenleri
arasinda liderlik dzelliklerine sahip olmanin, 6gretmen olarak olumsuz deneyimlerin ve iist yonetimin talepleri oldugunu
ortaya ¢tkarmistir. Aile, es ve meslektaslarin desteginin miidiir olmada etkili oldugu belirlenmistir. Gegis asamasinin
sonuglar1 olumsuz yorumlara maruz kalma, is yiiki, is-yasam dengesi ve uzun ¢alisma saatleri ve her katilimeimin farkli
politikalar kapsaminda atandigin1 gostermektedir. YOnetim agsamasi sonuglari, katilimeilarin cinsiyete dayali ayrimeilik,
Onyargi, mobbing, is-yasam dengesi, rol ¢catismast, saglik sorunlari gibi zorluklarla karsilastiklarini ve bu zorluklarla basa
¢ikmada okul miidiirlerinden yardim alma, sorunlar1 kendi baglarina ¢6zme gibi stratejiler kullandiklarini géstermistir.

Anahtar Kelimeler: Kadin okul yoneticileri, okul yonetimi, kariyer asamalari, engel, destek
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Introduction

profession is roughly equal globally, there is a noticeable
gender gap in school administration (Inandi et al., 2009). The

There has been a rise in studies on the experiences of female
school principals in recent years (Cruz-Gonzalez et al., 2020;
Elizabeth, 2017; Tok & Yalg¢in, 2017; Parylo et al., 2012; Can,
2010; Wrushen & Sherman, 2008; Sanchez-Moreno et al.,
2023; Komiti & Moorossi, 2020; Ercoskun & Yildirim, 2020).
The reasons behind that increase can be based on social
culture, comparatively low participation of women in school
administration, and the reality that women encounter greater
challenges in administration than males. The percentage of
women in school administration is lower than that of male
principals in nations known with advanced educational
systems around the globe (Jean Marie, 2013). For instance, in
China, women make up 74% of teachers and 45% of
principals. Similarly, several countries have a good percentage
of female principles such Korea (20%), Singapore (47%), the
USA (48%), and Japan (7%). On the contrary, in Estonia
(57%) surprisingly the number of women principals
outnumbered compared to men (Teaching and Learning
International Survey [TALIS], 2018).

When it comes to Tiirkiye, the number of women choosing
to be a teacher is higher compared to other professions.
Considered as an extension of motherhood, teaching is the
most preferred and favored profession for women (Tag, 2015).
While the proportion of women and men in the teaching

patriarchal structure of the society, the lack of adoption of
women as principals due to gender-based discrimination, and
the imposition of motherhood and responsibilities at home on
women as a result of gender roles are the factors why women
are not preferred for school administration or women do not
prefer to take a role in administration as it takes longer working
hours than teaching (Bulut & Celikten, 2021).

In Tiirkiye, there is a notable disparity in the quantity of
female teachers and principals. The statistics by the Ministry
of National Education (2023) indicated that 57% of teachers
are female; TEDMEM (2019, p. 26) compared the TALIS.
Reports from 2008 and 2018 and found that the percentage of
female school principals in Tirkiye dropped from 8.8% to
7.2%, while the percentage of female teachers in Tiirkiye
increased from 52% to 55.8%. Notably, there are now more
female teachers than male ones, despite a rise in the former,
meaning that women are more likely to choose to teach than
administration.

Career Barriers for Women

Women may encounter barriers due to hurdles they experience
in their career journey. Career barriers are defined as the
difficulties that prevent an individual from reaching the goals,
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he/she wants in his/her career journey (Swanson et al., 1996).
Gender inequality and discrimination, work-life balance, and
psychological barriers are just a few of the challenges that
women struggle in their professional lives (Cruz-Gonzalez et
al., 2020; Elizabeth, 2017). According to the Global Gender
Inequality Report published in 2022 by World Economic
Forum, Turkey ranked 124" among 146 countries, enabling us
to discuss gender inequality (World Economic Forum, 2022).

Due to gender inequity, gender-specific responsibilities
and challenges associated with the roles they play, women are
underrepresented in the school administration. Glass ceiling
syndrome (Wirth, 2001) is a phenomenon resulting from
gender inequality that describes the prejudice women face in
the workplace that is not specific to their field and keeps them
from moving up the hierarchical ladder beyond a certain point.
Glass ceiling syndrome is caused by gender-based prejudices,
multiple roles, and personal perceptions (Avlar Kaygisiz,
2022). Career problems for female principals can be attributed
to insecurity, the roles they take on as wives and mothers,
exclusion from the male-dominated communication network,
a negative perspective on the phenomenon of power, and
negative attitudes toward female principals (Giilbay, 2012).
Women strive to maintain a daily home life in addition to being
active in the workforce, which causes developing superwoman
syndrome (Giindiiz, 2017). The hallmarks of this condition
include the challenges of urban living, societal roles and
viewpoints, and the interpretations placed on the phenomena
of motherhood (Besser et al., 2010). Over time, women who
suffer from this may also get burned out that it is crucial to
divide work and get cooperation from partners. The need to
strike a balance between work and life is becoming more
pressing as the number of women employed rises. Delecta
(2011) defines work-life balance as a person's capacity to meet
duties to their family, their community, and themselves outside
the workplace. Another issue related to women’s professional
work, showing the ongoing gender discrimination at work is
the so-called queen bee syndrome. It concerns a situation in
which women who succeed in male-dominated work settings
aim to prevent other women from developing and promoting
(Faniko et al., 2016).

Finding a balance between job, family, and personal life is
the main issue faced by women who are stuck between an
academic profession and the gender norms that society has
accepted. Women have to make more effort than their male
peers to carry out housework, which they perceive as their
responsibility, and at the same time to advance in their
academic careers (Kiiciiksen & Kaya, 2016). An individual's
behaviors in a group or organization are shaped according to
the norms and rules that are the result of social positions in the
environment to which they belong, which is considered as his
or her role (Ozdem & Giinbey, 2018). A person may
sometimes experience confusion because he/she has more than
one role, leading to role conflict. Role conflict occurs when an
individual has problems while assuming multiple roles at the
same time and having difficulty in fulfilling some roles (Katz
& Kahn 1977). Fear of failure is one of the main obstacles
encountered in work life. When women form their
perspectives according to the sexist stereotypes of the society,
they start to think that they will fail because there are more
men in managerial positions (Bingdl & Giindogdu, 2020). In
order for women to get promoted in their career, they are

expected to leave the comfort zone where they work. Social
prejudices affect women's preference for administration
(Bediik, 2005). It is believed that women will be unsuccessful
in school principal position due to prejudices as they are
thought to be more emotional, to have inability to approach
logically when making decisions and to evaluate events from
a broad perspective (Demirci, 1997). Due to the gender-based
job descriptions in societies, the profession of teaching is
perceived as similar to motherhood. It is, therefore, considered
to be more suitable for women, while school administration is
considered to be more suitable for men. Gender-based
prejudices reveal the idea that women cannot be good
principals. For this reason, women need to make more effort
than men to be considered successful (Palmer & Hyman,
1997). The studies found out that women face various
obstacles in their career advancement, they are less involved
in management levels, they work more in middle and lower
management levels, and after a certain point, they face
difficulties in taking positions at higher levels (Alberalar,
2015; Coskun, 2021; Liileci, 2019).

Although the number of female teachers in schools in
Tiirkiye is higher than the number of male teachers, the
number of male school principals is higher than those. It is
important to reveal the difference and examine the reasons
why women do not choose to be a school principal as a career
based on their own career stories, as it can raise awareness.
The purpose of this study is to reveal the career stories of
female school principals working in public schools. In this
vein, the following questions were sought to be answered in
the study:

1. How do female school principals decide to become a

school principal?

2. What do female school principals view about their
experiences during the transition to school
administration?

3. What do female school principals view about their
experiences during school administration and their
plans?

Method
Research Model

This research was designed with the narrative approach. The
narrative approach consists of narratives planned to have a
temporal beginning, middle and end by bringing together the
lived experiences of people and organizing them
chronologically in a plot (Uguz & Tekindal, 2021). According
to Larsson and Sjoblom (2010), narrative research is a method
in which people's lives can be analyzed and understood in
depth and stories are used to describe human behavior. In
narrative research, the inquirer focuses on the stories told from
the individual and arranges these stories in chronological order
(Wiele et al., 2016). In this sense, this study divided the
participants stories in three periods; the pre-administration
stage; the transition to the administration stage and the
administration stage. To seek answers to the research questions
in the present study, narrative design was considered to be the
best method to be applied to make a multidimensional
evaluation of the participants' career stories, by considering
their experiences of support, difficulties and career process.
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Table 1. Demographic characteristics of the study group

Women School Principals: Career Stories

Participant Age  Marital School Type Educational Seniority Title Experience
Status Level (Year)

P1 40 Single High school Master 6 Vice Principal 2
P2 52 Married Secondary school Bachelor 28 Vice Principal 5

P3 33 Single Secondary school Bachelor 8 Vice Principal 3

P4 8 Single Nursery school Bachelor 8 Principal 14
P5 49 Married Nursery school Bachelor 25 Principal 8
P6 49 Single Nursery school Bachelor 28 Principal 23
P7 28 Married High school Bachelor 4 Vice Principal 1

P8 54 Married High school Bachelor 34 Principal 15
P9 46 Married High school Bachelor 23 Vice Principal 6
P10 38 Single High school Bachelor 15 Vice Principal 1

P11 55 Married High school Bachelor 32 Principal 9
P12 40 Married Primary school Master 16 Principal 14
P13 40 Married High school Master 20 Principal 17
P14 51 Married School for gifted Master 32 Principal 7

school
Participants but also of the images or interpretation of the images) and

The study group consists of 14 female school principals, eight
of them are principals and are assistant principals, working in
different types of public schools in a city in the Black Sea
Region in Tirkiye during 2023-2024 academic year. In
narrative research the number of participants included may
consist of one or several people (Creswell, 2021). In this study,
the participants were reached by snowball sampling method.
With the snowball sampling method, other participants are
reached through the people who have experience in a specific
topic (Baskale, 2016). As soon as data saturation is achieved
in the series of interviews the researcher conducts, the data
gathering phase is over. (Kerlinger & Lee, 1999). Interviews
started with the first female school principal who was reached
through the social environment and agreed to be interviewed,
and each interviewee was asked to give new names. Interviews
were conducted with the women school administrators who
volunteered for the research. Demographic characteristic of
the study group is given in Table 1.

Data Collection Tool and Process

The data were collected through a semi-structured interview
form including a demographic characteristics part and semi-
structured questions’ part. After it was reviewed by experts,
two female principals working in a public Anatolian high
school were interviewed as a pilot study. The data found out
that the data collection tool can be used for identifying women
school principals’ experiences on their career journey. For data
collection, the researchers contacted one school principal to
ask for an invitation to the study and after the interview, she
was asked to give a name who has been working as a principal
and experiencing some challenges. The data was collected
between August/September 2023 using a voice recorder.

Data Analysis

Narrative research is a type of research conducted by
examining the experiences of one or more people, collecting
data by gathering their life stories, and ordering these data
chronologically (Creswell, 2021). Narratives consist of both
daily life experiences and life stories in general (Murray,
2003). Riessman (2008) mentioned four approaches to
analyzing narrative research. These are thematic (what the
participant says), structural (the facts underlying the words
expressed), interactional (visual analysis not only of the words

dialogic/performance (for whom the story is intended).
According to Boyatzis (1998), thematic analysis is the
identification, analysis and reporting of patterns (themes) in
data. With thematic analysis, data are organized, described in
depth and make sense of many dimensions of the research
topic. In this context, thematic analysis was used to analyze
the data. In the process of analyzing the data, the recordings
were first transcribed. After the transcription process was
completed, the texts were read, and career stories were created
by focusing on the chronological order in each participant's
narrative. Based on narratives, women career stages were
divided into three as follows:

1. The Pre-Administration stage

2. The Transition to the Administration Stage

3. The Administration Stage

With line with each stage, the narratives were analyzed, and
the themes were placed under the relevant one. For the
reliability of the research, the findings were supported by
different research results and checked with the theoretical
framework (Maxwell, 2008).

Validity and Reliability

The criteria for validity and reliability for qualitative research,
whose aim is to 'understand' processes is different from
quantitative research (Merriam, 2018); in other words, taking
the necessary measures to reach the right information
(validity) and defining the research process clearly and in
detail (reliability) is an important expectation to be met
(Yildirim & Simsek, 2021). As an alternative to reliability and
internal validity, external validity, qualitative research uses the
concepts such as credibility, authenticity, transferability,
consistency, and confirmability. (Creswell, 2021). In this
sense, the processes carried out in the present study within the
framework of transferability, credibility and consistency
strategies emerging in qualitative research related to validity
and reliability will be given.

Transferability

Transferability is related to the extent to which a qualitative
study is generalizable (Merriam, 2013). It is to create an
understanding in the reader that similar results may emerge in
environments that are similar to the research field. This
situation reveals purposive sampling and detailed description
techniques as two important approaches to transferability
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(Yildirnm & Simsek, 2021). In this direction, purposeful
sampling technique was used in the study in order to reveal as
many different dimensions as possible in the analysis of the
narratives of the women principals. In addition, the detailed
description approach was applied throughout the study to
ensure the best understanding of the findings. Also, data
collection and data analysis processes were conducted
throughout the study in detail.

Credibility

Credibility is related to whether the findings obtained in the
research are compatible with the real world (Merriam, 2013).
In other words, credibility means that the findings are obtained
through the researcher's own fieldwork, that the findings are
richly and densely described and interpreted, that the
interpretations are fact-checked, and the results of the research
are accepted as true (Creswell, 2021). In this framework, some
strategies for ensuring credibility in qualitative studies
emerged. These are the researcher's ability to use different
methods or sources to support the researcher’s ‘triangulation’,
which he uses as evidence, is the only way to ensure saturation
of the evidence. 'Prolonged engagement' at the place where the
study took place, reengagement with the data subjects
‘participant validation', where they reach out and get feedback
on the findings, and ‘experts' whom he requested to examine
various aspects of the research. (Creswell, 2021; Merriam,
2013; Yildirim & Simsek, 2016). In the present research, some
of the strategies were used in order to ensure the credibility of
the study. The researchers interviewed the principals at schools
where they worked and they spent enough time to observe their
relationship with other staff, which gave sufficient data to be
used when describing the participants. The other strategy is to
send the written form of the views to the participants to take
their consent about the data. The last strategy is to send the
data analysis to the two experts to get expert opinion.

Consistency

What is important in qualitative research is how consistent the
results are with the data (Merriam, 2013). The triangulation
and expert opinion strategies discussed in the credibility
dimension also provide a verification of the consistency of the
findings and results obtained in the present study. During the
research, all stages were carried out by both the researchers
and by two independent experts. In addition, the findings of
the study were transformed into a narrative with rich
descriptions and the interpretation of the findings was
supported by direct quotations from the interviews.

The Role of Researcher

In qualitative research, the researcher brings his/her personal
background, culture and experiences to the analysis process,
which also shapes his/her role in the study and the process of
data interpretation (Creswell, 2021). As part of the role of the
researcher, researchers disclose their own presuppositions and
prejudices, tendencies and assumptions about the research

Table 2. The themes of the pre-administration stage

conducted, and these disclosures pave the way for the reader
to better understand how the researcher as an individual can
reach the interpretations, he/she has put forward about the data
presented (Merriam, 2013). This research has been conducted
on the basis of the researchers’ personal development and their
orientation in the field. As one of the researchers has been a
woman principal and the other worked as a teacher for 12 years
previously and presently working as an academic whose works
focus on educational administration and principals, the topic
has naturally become a worth being conducted as study. Also,
the experiences both researchers had urged them to design
research whereby the results could be able to present the
barriers, problems and career trajectories of women principal.
By doing so, it will provide a rich background for the ones who
wants to be principal.

Findings
The Pre-Administration Stage

Regarding the pre-administration stage, the narratives were
analyzed under three themes: decision-making process,
support and difficulty as presented in Table 2.

Table 2 shows that female school principals’ career
decision- making process are affected by various experiences
such as leadership characteristics, change of location, negative
experiences as a teacher, top-down request, and setting as a
goal to become a school principal. Each experience has a role
in shaping their decision as some views are shown.

[...] When you define personalities, there is a sense of
leadership, purpose, goals, visions, and I have always had
these. When I was a student, I was always elected class
president, my teachers always chose me if something
happened, I was always a leader in social studies at
university (P8).
[...] Actually, this process started because I did not want
to work in my own school. For a long time, I tried my right
to transfer within and outside the province, but I could not
go. I applied for administration in order to make a change
of location. I became an administrator not to become an
administrator, but to change where I was (P1).

[...] The place I worked is a small district. Therefore, there

are schools from every school type. But since the number

of teachers is limited, a teacher has to work in more than
one school. The first year I was there, I worked in a high
school in addition to my own school. This situation
continued in the second year. Then I was assigned to
another middle school. It is difficult to run two schools at
the same time. In our school, there was only one principal
as an administrator. I was also assisting the principal at
our school, so I was actually aware of many of the things
that the vice principal did. I was involved in
administration, [ was working as a guidance counselor and

I was assigned to another school, so it became very tiring.

I also had problems with the Guidance Research Center

there. When I wanted my workload to be reduced, they

increased it on the contrary (P7).

Decision-making process Support Obstacle
Leadership characteristics Incentives and motivation Negative comments
Change of location Encouragement Anxiety

Negative experiences as a teacher Guidance Workload

Top-down request
Setting as a goal

Sharing experience

Long working hours
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[...] I decided to become a school principal in the third

year of my teaching, not voluntarily but somewhat

compulsorily. Since I started working in a small district, it
was difficult to find administrators. It was something like [
was appointed ex officio, not by my own decision (P13).

[...] I worked for 10 years as a teacher After the 5th year,

1 thought, I know everything now and I should share what

I know with many people (P5).

As the views stated above revealed that women school
principals decided to choose their career for different reasons.
As having leadership qualities and setting as a goal can be
stated as positive experiences, having negative experiences as
a teacher, top-down request and willing to change their
workplace are presented as negative life stories in their career-
decision making process.

Table 2 also shows that support has an important role
during the pre-administration stage as any form let women
school principals decide and follow their decision-making
process. Some viewed as follows.

[...] My friends, colleagues, friends generally supported
me by saying that you will become a principal, you take the
exam and apply. In terms of confidence, encouragement
like “You can do it” can be considered a positive support.
(PI)
[...] My family supported me. My friends around me also
supported me. They said it was time. I received more
motivational support (P14).
[...] I had a friend who was a principal and he told me that
if I could be a deputy principal, I could move to the center.
1 got into this job with his support or guidance (P2).
[...] My friends, also administrators, offered a lot of
support. Especially since there were few female principals
in the district, they were supporting female. They guided
me a lot in this regard. Their support was important for
me. They supported me in a way that we would help where
you could not reach (P12).

The findings revealed that families, colleagues, school
principals supported the participants career decision making
process by giving encouragement, motivation, believing that
they can do it, guiding, and sharing experiences. Supporting in
any forms in this stage can be effective and make women
school principals take a proper decision.

When it comes to obstacles during the pre-administration
stage, the participants told that they were exposed to negative
comments, anxiety, workload and long working hours about
becoming a school principal. Some said:

[...] My main goal was not to become an administrator, 1
did not see any obstacle because I was not dedicated to this
path, I applied with the thought that it would not happen
anyway, and if it happened, I did not realize it. There were
negative comments such as, can you only work 8-5, you
have a lot of vacation time as a teacher, it will be reduced
to 30 days of vacation (P1).

[...] Negative comments affected me. In the back of my

mind, I wondered if I could succeed. I wondered if I could

do the administration. I wondered if they would not do
what I said in human relations (P3)

Table 3. The themes of the transition to administration stage

Women School Principals: Career Stories

[...] I had some reservations about the responsibility 1
would take, and then I realized that it was a bigger
responsibility than I thought (P14).

[...] My family did not support me in any way. The

children did not support me either. Because they said that
I would get tired, that my workload would be too much,
that my working hours would be longer, that my home and
life order would change, and they were right, they were not
wrong at all (P2).
[...] Ofcourse, I have three sons. My husband was also a
teacher. Of course, I had a hard time. You have to work full
time, I wonder if I can do it, because when you work as a
teacher, you have the concept of a free day, but in
administration, your mind is busy with it 24/7. I thought a
lot (P11).

The Transition to Administration Stage

According to the findings, exams, interviews or superiors’
decision are classified as the experiences shaping the transition
stage. These experiences can be analyzed under three themes
shown in Table 3.

The participants’ experiences differ from each other when
it comes to the transition stage. Five of the participants stated
that they were appointed as school principals according to the
exam result. One said:

[...] In our time, there was only appointment by exam and
once appointed, the assignment was not for any period of
time, it was not for 4 or 8 years like now. You could
continue at your current school as long as you wanted until
the regulations changed in 2014. In fact, when we first
started, there was no thought in our minds that we would
go to a different school or continue (P4).

Three of the participants stated that they got their positions
through interviews. They stated that they studied regulations,
legislation, laws, and previous questions during the
preparation process for the interviews. During the interview,
they chose envelopes and answered the questions both verbally
and in written. One said:

[...] Firstly, I started working as a first assignment. Then 1

applied for the exam. There was no written exam at that

time. There was only an oral exam interview. It was 2017

or 2018. I benefited from the assistant manager

preparation books. But still, the subjects are so broad that
no matter how much you study, you don't feel ready. When

1 entered the interview, there were envelopes on the table.

They tell you to take one from there. There was a group of

five people. 1 was very excited. We asked each other

questions outside with the friends who came to the exam. |
drew the envelope. A movie came to me as a question. The

question was not a movie, but I knew the answer because 1

had seen the movie Atilla. One question was the fine given

to the parents of students who were absent from school. 1

don't remember the others, I knew 4 of them and left 1

blank. Apart from that, I was appointed here as a

permanent staff with additional points or something (P9).

Experiences Support

Obstacle

Preparing for the exam
Preparing for the interview
Promoted by the superiors Supportive policies

Role modeling

Family/Partner/Friends/Colleagues
Mastery on exam topics

Negative comments
Responsibility for family
Wide range of responsibilities
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Five of the participants stated that they first took the exam
and then the interview. They stated that they prepared for the
exam by using books, the internet, and solving questions, and
that they studied whenever they had the opportunity. One said:

[...] First, I took the vice-principal exam, which [ won, and

then I took the principal exam in the process. There was

also an interview (PG6).
One female principal stated that she did not take an exam or an
interview and that she was appointed to the administration.

[...] There was no exam when I was a principal. There was

a way of appointing school principals called “inha”. I first

worked as an assistant principal in a primary school for 3

years and then I had 8 years of teaching experience before

1 became an assistant principal in this institution. I liked

this institution, the student profile, the functioning of the

institution, its calmness, frankly, and the flexibility of the
programs (P14).

It is seen that the participants received support from family,
partners, friends, and colleagues during the transition to school
administration. In addition, there are participants who stated
that having a mastery of the field and topics, having supportive
policies and role models also supported them positively in this
period. Some said:

[...] The support of my partner was very important. After
all, you cannot prepare for the exam at work. You need to
take this process at home. We had a small child and my
wife was very interested in our daughter and helped me to
study. I did not have any difficulty, I studied from evening
to evening (P12).

[...] The support of my family and my mastery of the

subjects due to the candidacy process and the exam was a

driving force for me. Also, I always said that if there is no

logical place, you will not write, anyway, I have a mastery
of educational sciences in general...(K7).

[...] Since my brother was also a principal, he always

supported me. He was a little more conscious. He knew the

laws better, guided me on what topics to study, told me the
important parts and guided me on where the questions
usually come from (K5).

When it comes to obstacles, the participants mentioned
being exposed to negative comments from their environment,
family responsibilities, and wide range of responsibilities
undertaken when they become a principal. Some said:

[...] Some people made negative comments. Some people

said that administration is not good, that you cannot deal

with people, that it is stressful, that there is no need for it,
that teaching is better and that it makes more sense to stay
as a teacher. (K1).

[...] My child was complaining a lot. My mother also felt

sorry for me because of overtime and overwork. The

thoughts, feelings, and comments of my child and mother
affected me a bit. I had to make them accept the situation.

My child had some comments. Why don't you send me to

school, why don't you meet me? I think he felt it the most.

Table 4. The themes of administration stage

But that was also a fact of life, everyone went through that
process and so did she (K6).

[...] When [ first took office, I never thought that I would
be wunder such a big responsibility in terms of
responsibility. You encounter many jobs that you don't
know, so I had a lot of things to learn. Therefore, trying to
learn one without internalizing the other made me a little
tired (K14).

The Administration Stage

The participants’ opinions were analyzed under three themes:
challenges, support and plans for the future. Table 4 shows the
themes.

Table 4 shows that the obstacles experienced by the
participants were gender-based discrimination, prejudice,
mobbing, work-life balance, role conflict and conflict with
teachers. The women school principals were supported
through their own solutions, behaving as themselves,
following legal procedures, certain characteristics and family.

Among the obstacles that the participants faced during
their school administration process were their experiences of
gender-based discrimination. One said:

[...] We had difficulties from time to time. Some male
friends' perspectives on female administrators, working
under a woman, in fact, I never have a subordinate-
superior relationship in my working life, I adopt a
completely horizontal management style. I try to solve it by
talking, but there were friends who had tendencies such as
not being accepted, being belittled, not being liked, not
doing the assigned tasks because I was a woman. It did not
escalate (P14).

Prejudice is one the obstacles the participants deal with
during their administration stage. One said:

[...] There are some taboos in our society and people are

very surprised when they encounter something outside of

them. As soon as parents enter the school, they can say "oh,

a female principal, how young you are, we were expecting

an older person". When a parent comes to visit the school

garden, the first question is, "Can I see the principal?"

(P12).

Among the women school principals, three participants
stated that they were subjected to mobbing by teachers, other
administrators and their superiors.

[...] I think I have been subjected to psychological violence

within the school, both from men and women. I think

because we are female administrators, they think that they
can put pressure on us more easily or direct us more easily.

There is also manipulation here. There are people who

pretend to be standing next to us but actually expect us to

do what they say. I think there are two kinds of situations
here. The first group tries to be friends with you a little
more and tries to dominate you, tries to manipulate you.

Another group, on the other hand, I encountered more

psychological violence, such as yelling (P1).

Obstacles Support Future Plans

Gender-based discrimination Finding their own solutions Working as a school principal

Prejudice Behaving as themselves Working as a principal at a different institution
Mobbing Implementing legal procedures Retiring

Work-life balance
Role conflict

Conflict with teachers
Health problems

Certain characteristics
Get help from family

Haven’t decided
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Some of the participants stated that they had difficulty in
balancing their work life and their families. One said:

[...] Actually, those who find a balance are very
advantageous, but I cannot, I feel that I belong too much
where I go. This is actually not a good thing. I want to be
very dominant in the place where I feel I belong, I want to
know everywhere, I want to touch everywhere. Of course,
this puts it in the second plan. I was like this when I was a
teacher, school was very busy. When I went home, I would
ask my wife to take care of our daughter. I would ask her
to color, play house, I didn't want to do it myself because 1
was tired. My daughter was a little older in the
administration part. But you go home very tired, and when
you get home from here, you deal with food and stuff like
that. For example, I never went to my child's report card
day and I still feel sad about it (P5).

As it is thought that women have more responsibilities, the
participants in the present study told us that they had
difficulties balancing between their work and life practices.
One said:

[...] After all, you are a mother, a wife, a child, even if you
are not in the same house, you have duties, you have a
social status, you have roles that are expected of you. It is
not easy to manage all this. Right now, my child is going to
university. Even if we don't have that problem now, we had
it in his childhood. We go home with low effort. Efforts are
made to spare time, but it is tiring (K6).

One important finding is the participants occasionally
experienced conflict between their roles as principals and their
roles as friends, teachers, mothers and elder sisters.

[...] It is very difficult to be both a counselor and an

administrator. Being a psychological counselor means

approaching the child humanely, being an administrator
means discipline, authority, and at some point not listening
to the child's excuses and ensuring that the system works.

This was the biggest problem I had. Basically, since we

have always been in the role of helping people, I had some

difficulties at first when I applied this in administration due

Women School Principals: Career Stories

legal procedures, certain characteristics and get help from
family. Some said:

[...] Actually, I am a person who lives things within myself.
1 don't tell too much around me. Where I couldn't solve the
problem, I told my husband from time to time. I didn't share
much because they told me that I might experience these
situations. I mean, I somehow handled it within myself. [
thought within myself, I tried to correct myselfif there were
places where I thought I made a mistake, of course, we are
human, we can make mistakes. But I never deviated from
what I knew to be right (P2).

[...] I received help from other administrators, especially
in classes where there were a lot of males, to establish that
authority. But over time, this balance was established due
to the dialogues, approaches and experience that
developed between me and the students, and I am more
comfortable now (P7).

[...] Over time, these decrease in relation to the acceptance
of your own attitude. Compared to the first year, I can say
that there are fewer or even none now. Only the process of
people getting to know you and accepting you can be a bit
painful. You need to be psychologically strong (P1).

[...] Iworked as an administrator in two different districts.

At first, it is very important to break the idea that women

cannot do it. When there was an Erasmus project, in order
to maintain a balance, if I went to one leg, I sent other
administrators to the other leg. I am involved in everything,

1 do not stop, I am a workaholic (laughs). As a principal, 1
need to know what is going on in the school. I like to be
informed not only about the result but also about the
process (P8).

[...] Because I try to apply what is official, what is legal,

and I explain the situation to the other party so that there
is no problem (P9).

[...] We overcame them sometimes by trying to talk,

sometimes by ignoring them, sometimes by honoring the
work done by thanking them (P14).

When it comes to future plans, the participants differs from

to my branch. There are 2 guidance counselors in the
school, I say 2.5 and I say there are 4.5 administrators. 1
am half an administrator and half a guidance counselor
(P7).

each other. Their future plans are categorized as working as a
school principal, working as a principal at a different
institution, Retiring and a few told that they haven'’t decided
yet what they are going to do. Some said:

The participants also stated that they experienced conflicts
about the tasks they assigned to teachers in the schools where
they worked. One said:

[...] In the first year, my female teacher friends had this. 1

had a lot of trouble, especially in terms of guard duty

because it was thought as if it was my boarding house
rather than a boarding house belonging to the state school.

Because they don't want guard duty. But I cannot give it to

anyone else but them. There were some people who took a

stand because of the shifts I wrote, it affected our

friendship. While we were sincere, the situation has now
spilled over into a much different and official dimension

(P9).

Some of the participants stated that they had health
problems during the administration stage. One said / got sick
with fibromyalgia. I had a heart attack and blood pressure. 1
think it is related to personality, I cannot solve it (P5); the
other said I realized that I was losing my health, so I was
thinking of quitting (P11).

The study found out that the participants use some strategies
to overcome obstacles or difficulties they experienced and
those are grouped finding their own solutions implementing
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[...] L am at the highest status in the school. As a goal, [ am
also pursuing a master's degree. I am constantly reading,
listening and trying to improve myself. I will continue as a
principal. I do not have a branch manager or academic
goal. I know this job and I enjoy doing what I know (P4)
[...] I realized that I have lost my health, so I am thinking
of quitting. I could think of returning to teaching, but I
don't think so because of my age. That's why I want to
retire. I want to travel in peace. I think I will find another
occupation for myself (P11).

[...] I do not have a career plan planned for very long
years. I am currently at my school and I will take
advantage of the opportunities that come my way. I can
finish my career by experiencing private school. I can be a
branch manager, district director of national education. 1
like to progress not by planning these things but by taking
advantage of the opportunities that come my way. 1 like to
go out of my comfort zone (P14).

Discussion, Conclusion, and Future Implications

Focusing on the career stories of female school principles, this
study revealed that their career journey can be divided into
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three stages: the Pre-Administration Stage; the Transition to
Administration Stage, and the Administration Stage. The
participants reported facing difficulties because of their gender
in each stage of their career journey. In other words, being a
female school principal in Turkey is persistently portrayed as
a tough and challenging job. This is implicitly seen the people
always told about negative sides of being a principal as a
female when the participants asked for advice during their
decision-making process such as long working hours, work
load, which means there are a lot of career barriers for female
school principals (Inandi et al., 2009; Shanmugam et al., 2006;
Celikten, 2004). When it comes to deal with aforementioned
barries, the data that emerged from the interviews illuminated
the motivation behind their decision, their leadership skills
(Demirtas & Ozer, 2012; Parylo et al., 2012) and family or top
managers support (Livingston, 1998; Sefer, 2006; Myung et
al.,, 2011; De Bruny & Mestry, 2020; Yigit, 2014). The
findings about pre-administration stage from this study show
that support is a leading factor for the participants to decide
their career as a principal (Giinsel et al., 2015).

The participants repeatedly cited the difficulties when they
faced because of their responsibilities both at home and at
work. This shows that as a mother, daughter, or wife and a
woman with a career, they said that they always had to
maintain a good work-life balance, which caused stress (Yang,
2020). When they tried to balance their time for those
responsibilities, they felt the need to reduce stress and find
ways how to dedicate their time to each part. At this time, one
participant said that having a role model was very essential as
it helped them share their experiences when they need. This
highlights the importance of role modelling for women
principals when they need support about their work
responsibilities (Ekinci, 2010). The participants mentioned
that they were exposed to negative discourses about the
difficulties they experienced, family responsibilities and the
wide range of responsibilities of being a principal. In the study,
it was found that women principals are exposed to social
prejudices (Yiicedag & Giinbay1l, 2016). However, it is
understood that they overcome these prejudices over time and
are supported by their environment. In another study, it was
found that female school principals were expected to perform
prioritized tasks such as childcare and housework as well as
long working hours, which causes pressure on women (Inandi
et al., 2009).

The participants reported experiencing more difficulties on
their administration stage. The difficulties faced by female
school principals can be classified as gender-based
discrimination, prejudice, mobbing, work-life balance, role
conflict, conflict with teachers and health problems. This result
shows having a title as “school principal” as a woman brings
more challenges when compared to the other two stages. The
participants stated that they were exposed to gender
discrimination and prejudice in line with the obstacles
experienced by women principals due to gender discrimination
and gender-based prejudice in some studies (Yiicedag, 2017,
Davidson &Cooper, 2006; Giindiiz, 2010). In particular, it was
observed that participants who had been working as principals
for more than 10 years had problems between their managerial
role and their roles at home. Eckman (2003) concluded that
female principals working in secondary education experience
role conflict due to their home and family responsibilities and
experience intense stress to establish a work-life balance.
Some participants stated that they had health problems due to
the stress experienced in administration, which shows work

stress is very intense. The fact that the participants experienced
health problems due to the stress they experienced overlaps
with the finding of Sefer (2006) that diseases occur due to
fatigue. When we look at the ways in which the participants
overcome the difficulties they face, it is seen that they resort to
various methods. Some participants stated that they solved the
problem they experienced by ignoring it. This finding is
similar to the result of the study conducted by Aktas (2019)
that female school administrators prefer to ignore the problems
they experience. Samci (2022) found that family and spouse
support are important forces for women principals to
overcome the difficulties experienced. These results attract the
attention that principals’professional training is important in
terms of providing both professional and psychological
support, which includes how to handle stress-caused situations
and gender-based problems.

When it comes to their future plans, five of them stated that
they wanted to continue working as a school principal, only
one participant wanted to work as a manager in a different
institution, three of them wanted to retire, and six of them
stated that they would decide according to changing and
developing conditions. The fact that the participants prefer not
to be promoted in the career context due to individual
perceptions and preferences can be explained in “glass ceiling”
context. In the study, Taskin and Cetin (2012) stated that
people are aware of the obstacles related to career
advancement and experience “glass ceiling” by preferring to
avoid problems that may occur. Twelve participants stated that
they did not plan to advance in their career. This shows that
female women principals prefer to stay in their current position
due to internal or external barriers.

In this study, the career process of female school
administrators was analyzed based on their life stories in three
periods: the pre-administration stage, the transition to
administration and the administration stage. Leadership
characteristics, negative experiences as a teacher, request of
senior management, and setting as a goal affect the decision-
making process in the pre-administration stage. The support
from family, partner, colleagues, and school administrators are
effective why women decide to be a principal. Workload, long
working hours and work-life balance are among the difficulties
that shape the pre-administration stage.

The transition to administration stage revealed that female
school principals started their positions with different practices
such as exams, interviews and proposals, and the lack of a
sustainable policy structure in the appointment process
differentiated the experiences. The fact that the participants
received support from family, partner, friends, and colleagues
during the transition to administration stage had a positive
effect on dealing with the obstacles they faced. It was
concluded that having a mastery of the field helped them
during the preparation process for the exams, the supportive
policies carried out by the ministry, and the role modeling of
family members were supportive forces during the transition
to administration stage. Negative remarks about being a female
school principal, problems arising from responsibility towards
the family, and the wide range of responsibilities to be
assumed when becoming a principal were identified as
difficulties.

The administration period found out that female school
principals struggle with difficulties such as gender-based
discrimination, prejudice and mobbing. The participants said
that they have difficulty in establishing a work-life balance as
they had some other roles such as mother, wife, or child.
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Experiencing health problems due to the intense stress is one
of the difficulties that arise. Having a wide area of
responsibility and insufficient support occasionally increases
the level of stress experienced by female school principals.
While solving the problems they experience during their
duties, the participants implement the strategies such as getting
help from other school administrators, acting according to the
regulations, sometimes ignoring them, and sometimes dealing
with them internally. No matter what difficulties they face,
female school principals stand strong and strive to fulfill their
duties properly. They try to show both themselves and
everyone else how well they do their job as principals. Based
on these results, the following recommendations can be made.
More female teachers should be attracted to the school
administration, so public service ads can be prepared to change
social perspectives and prevent sexist approaches to the
administration. The Ministry of Education can implement
some programs for female principals on how to manage their
whole life duties and deal with some problems they face in
their work environment.
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0z: Bu arastirma ile 6grencilerin 6grenme kiiltiirlerini 6lgebilecek bir 6lgek gelistirmek amaglanmaktadir. Agimlayict
faktor analizi 6rneklemi 375’1 lise ve 205’1 {iniversite ve 103’1 formasyon 6grencisi olmak tizere toplam 683 6grenciden
olusmustur. Dogrulayici faktor analizi i¢in veri toplama islemi farkli bir 6rneklemde yeniden yapilmistir. Dogrulayici
faktor analizi 6rneklemi 271°1 lise ve 191’1 tiniversite 6grencisi ve 67’si formasyon 6grencisi olmak iizere toplam 529
ogrenciden olusmustur. A¢imlayict faktdr analizinde faktor ¢ikarma teknigi olarak “temel bilesenler analizi” secilmis,
dik dondiirme tekniklerinden “varimax” teknigi kullanilmistir. Arasgtirma sonucunda 28 maddeden ve alt1 faktérden
olusan dl¢egin toplam varyansin %57,5’ini agiklamakta oldugu gériilmiistiir. Arastirma sonunda olusan faktorler; 1) Oz
Diizenleme, 2) Ogrenmeye Istek Duyma, 3) Gelisime Acik Olma, 4) Is birligi 5) Azimli Olma, 6) Ogrenmeyi Yiiriitme
seklinde isimlendirilmistir. ilk faktorde 10, ikinci, tigiincii ve dordiincii faktorlerde dort, besinci ve altinei faktorlerde ise
ticer madde yer almistir. Dogrulayici faktor analizi sonrasi 6lgegin uyum indeksi degerleri RMSEA=0,05, NFI=0,97,
CFI1=0,98, GFI=0,98, AGFI=0,98 olarak bulunmustur. Bu degerlere gore dlgegin 28 maddeden olusan alti faktorlii
yapisinin dogrulandigi gorilmiistiir. Glivenilirligi belirlemek amaciyla CR giivenilirlik hesaplamasi yapilmis ve 0.960
olan CR degerinin yiiksek giivenirligin gostergesi oldugu goriilmistir. Bu ¢aligmanin, 6grenme kiiltiirii alanindaki
arastirma ve uygulamalarin gelistirilmesine katki saglayacagi ve gelistirilen dl¢egin bireylerin 6grenme kiiltiirii diizeyini
Olemekte kullanilabilecegi diisiintilmektedir.

Anahtar Kelimeler: A¢imlayici faktor analizi, dogrulayici faktor analizi, gegerlik ve giivenirlik, 6grenme, 6grenme
kiiltiri

Abstract: The purpose of this study was to create a tool for measuring the learning cultures of students. The sample
used for exploratory factor analysis included undergraduate students from a state university's faculty of education,
students participating in a formation program at the same university, and high school students from various schools. A
total of 683 students were included in this sample, with 375 high school students, 205 university students, and 103
formation students. For confirmatory factor analysis, data collection was repeated with a different sample. This second
sample included 529 students, with 271 high school students, 191 university students, and 67 formation students. The
exploratory factor analysis used "principal component analysis" as the factor extraction technique and "varimax"
technique. The resulting scale consisted of 28 items and six factors that explained 57.5% of the total variance. The six
factors identified were 1) Self-Regulation, 2) Willingness to Learn, 3) Openness to Development, 4) Cooperation, 5)
Perseverance, and 6) Executing Learning. The first factor had ten items, while the second, third, and fourth factors had
four items each, and the fifth and sixth factors had three items each. After confirmatory factor analysis, the scale's fit
index values were found to be RMSEA=0.05, NFI=0.97, CFI=0.98, GFI=0.98, AGFI=0.98, confirming the six-factor
structure of the 28-item scale. To determine the reliability of the scale, a CR reliability calculation was performed, which
resulted in a CR value of 0.960, indicating high reliability. This study is expected to contribute to the development of
research and practices in the field of learning culture, and the developed scale is anticipated to be used to measure
individuals' learning culture levels.

Keywords: Exploratory factor analysis, confirmatory factor analysis, validity and reliability, learning, learning culture
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Giris
Giliniimiizde  bilgiye ulagmak hi¢ olmadigi kadar
kolaylagmistir.  Dijitallesme sayesinde diinyanin  diger

ucundaki bilgiye aninda ve istenilen dilde ulagilabilmektedir.
Hayat boyu 6grenme, online egitim ve hibrit 6grenme gibi
kavramlar hayatimizin pargasit haline gelmistir ve bu
yontemlerin basarisi, 6grenmeyi yonetebilen, yliksek 6grenme
kiiltiirtine sahip bireylerde daha belirgindir (Florin vd., 2022;
Koch, 2023). Dijital 6grenmenin sundugu en biyilk
avantajlardan biri olan zaman ve mekén esnekligi, bireylerin
kendi kendini organize edebilmesini ve 6grenme Kkiiltlirline
sahip olmalarimi gerektirmektedir (Koch, 2023; Koller, 2021).

Ogrenme kiiltiirii, bireylerde, toplumlarda ve kurumlarda
basarilarin  ve basarisizliklarin  temel sorumlusu olarak
goriilmektedir. Ogretim elemanlar1, grencilerin isteksizligi ve
yetersiz  ¢alisma aligkanliklar1  gibi  sorunlarla sikga
karsilagsmaktadir (Evran Acar vd., 2011). Ogrenme kiiltiiriine
sahip bireyler, yiiksek 6grenme motivasyonu ve ilgisine sahip

olup, O0grenirken  mutluluk  duyarlar, zorluklarla
karsilastiklarinda pes etmezler ve bilgiyi anlamli sekilde
yapilandirirlar (Thurnes und Schiiller, 2005; Weimer, 2014;
Weiterbildungsforschung, 2001). Bu bireyler, dig kontrole
ihtiya¢ duymadan 6grenmeye deger verir, bilgiyi paylasir, yeni
teknolojileri takip eder ve farkli fikirlere karsi onyargili
olmazlar (Koller, 2021). Bu ozellikler, 21. yiizyilda
bireylerden beklenen ozelliklerle paralellik gostermektedir
(Coban vd., 2019).

Ogrenme

Ogrenme, bireyin yasantilar1 sonucu davranislarinda meydana
gelen uzun siireli degisimler olarak tanimlanir (Piaget, 1952;
Vygotsky, 1978; Skinner, 1953). Ogrenme, bireyin gevreye
uyumunda temel bir aragtir ve kisinin yagamini siirdiirmesini,
temel ihtiyaglarini karsilamasini, kapasitesini gelistirmesini,
becerilerini artirmasini, ¢evresini ve kendini tanimasini saglar
(Dewey, 1938; Bandura, 1977).
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Ogrenmenin nasil gerceklestigini anlamak icin farkl
kuramlar gelistirilmistir. Davranig¢1 kuramcilar, 6grenmenin
uyarict ile tepki davramigi arasindaki iliskiyle agiklarken
(Skinner, 1953), biligsel kuramcilar 6grenmenin bireyin
cevresinde olup bitenlere bir anlam yiiklemesiyle olustugunu
kabul ederler (Piaget, 1952). Vygotsky’nin (1978) sosyal
gelisim teorisi, Ogrenmenin sosyal etkilesimler yoluyla
gerceklestigini  vurgular. Yapilandirmacit anlayista ise
6grenme, deneyim kazanma olarak goriiliir ve 6grenenlerin
bilgiyi dis diinyadaki yasant1 ve etkilesimlerini yorumlayarak
kendi gergekliklerini olusturdugu savunulur (Dewey, 1938).

Kiiltiir

Kiiltiir terimi, 17. yiizyilin sonunda ¢iftcilik, beden ve zihin
gelisimi, 18.yiizyilda 6zellikle Fransa’da egitimli bir kisilik
ozelligi olarak zihin ve zevklerin gelisimi anlaminda
kullanilmistir.  18.ylizyilin  ikinci yarisinda ise bilimsel
calismalarla birlikte akli 6n planda tutmak kiiltiirle
iliskilendirilmistir (Arslanoglu, 2000). Ogrenmenin, 19.
yiizyilda somiirgecilik faaliyetleriyle birlikte kiiltiir kavrami
medeniyet kavramiyla es anlamli olarak algilanmistir.
Giliniimiizde kiiltiir kelimesi; evrensel kiiltiir, toplumsal yap1
olarak kiiltiir, kod/dil/sembol sistemi olarak kiiltiir, organize
bir sistem olarak kiiltiir, bireylerin ait olduklar1 ¢evreye ait
sistem olarak kiiltiir, insan yapimi {iriinlerden olusan kiiltiir,
kolektif biling olarak kiiltiir, kendi kendini organize eden bir
sistem olarak kiiltiir, kisilerin davraniglarinda, zihinlerinde ve
sosyal yasamlarinda olan kiiltiir olarak anlagilmaktadir (Martz-
Irngartinger, 2011).

Kiiltiir kelimesinin kdkenine bakildiginda; yetistirme, bakim,
ibadet, egitim gibi anlamlara geldigi goriilmektedir. Kiiltiir,
insan tarafindan yaratilan ve dogal olana zit olan anlaminda
kullanilmaktadir (Arslanoglu, 2000). Tylor (2016), kiltiiri
insanin toplumun bir {iyesi olarak kazandig1 bilgi, inang, sanat,
ahlak, hukuk, gelenek ve diger tiim yetenek ve aligkanliklarin
6zli olarak tamimlamistir. Kiiltiir; glinlik yasamin tiim
yonlerini igeren ve bireyin davranislarini, zihin yapisini ve
sosyal yasamini etkileyen norm ve degerler biitiinlidiir
(Possner, 2003; Schein, 2010). Sabirli, yapici olma, fikirlerini
Ozgiirce ifade etme, hosgoriilii olma, saygi duyma, seffaf olma
gibi degerler bunlarin arasinda sayilabilir. Bu degerlerin
bazilar1 toplumsal hayatin i¢inde siirekli tekrar ederek bazi
davranis kaliplari olusturur. Bu agidan kiiltiir, grup iiyelerinin
toplam psikolojik isleyisinin davranigsal, duygusal ve bilissel
Ogelerini kapsayan, biriken ve paylasilan her sey olarak
distintilebilir (Schein, 2010).

Kiltiir; yeni girilen bir ortamda bir seylerin farkli
oldugunun hissedilmesidir. Bu farkli olarak nitelenen
ozellikler kiiltiirel kodlardan olusmaktadir ve bireyin giinliik
yasaminin tim ydnlerini igermektedir (Martz-Irngartinger,
2011). Kiiltiiriin gézlenebilen kismi insan tarafindan tiretilmis
olan eserlerdir. Yapilan resimler, miizik aleti ile calisan
sarkilar buna 6rnek verilebilir. Ancak bu eserlerin arkasini
dolduran o kiiltliriin birlestirici unsurlart1 olan norm ve
degerlerdir. Bir toplumun zihniyetini olusturan fikirler ve
degerler biitiiniidiir (Possner, 2003).

Ogrenme Kiiltiirii

Ogrenme kiiltiirii, kiiltiiriin 6zelliklerini tasir. Hem kurumlar,
sosyal gercekler tarafindan hem de Ogrenmeye katilanlar
tarafindan sekillendirilir, olusturulur. Kiiltiir hayata anlam
katar ve yasamak i¢in yol yontem sunar. Ayni sekilde 6grenme
kiiltiirti de 6grenme faaliyetlerini yiiriitmek igin kisiye yol
yontem yaratir (Thurnes & SchiiBler, 2005). Ogrenme kiiltiirii;

bireysel  davranis  egilimlerinin,  sosyal  davranis
aligkanliklarinin ve bununla iliskili 6grenme etkinliklerinin
birlesiminden olusmaktadir (Weinberg, 1999). Ogrenme
kiiltiird, belirli bir siire i¢in tipik olan 6grenme bigimlerinin ve
O0grenme stillerinin toplami ve ayni zamanda bu konudaki
antropolojik, psikolojik, sosyal ve pedagojik
yonelimler/yaklasimlar olarak anlagilabilir (Weinert, 1997).
Ogrenme kiiltiirii; bir dig gdzlemcinin bir grupta, bir kurumda
veya bir toplumda, carpici, dikkat gekici veya karakteristik
olarak gordiigli “6grenme yolu” olarak tanilanmaktadir
(Schubert, 1999). Ayni zamanda, “6§renme manzarast” olarak
da tanimlanabilir. Ogrenme ortamlar1, §grenme firsatlari, yeni
bilgiye erisim ¢abasi, 6grenmeye verilen onem ve Ogrenme
aligkanliklar1 gibi 6grenmeye ait tiim olgularin genel bir
resmidir (Siebert, 1999).

Ogrenme  kiiltiirii  bireyin kendi kendini organize
edebilmesini saglayan bir referanstir (Schmidt, 2005).
Ogrenme kiiltiirii; grenmenin biitiiniinii iceren kapsayic1 bir
bakis acisidir. Ogrenme etkinliklerini, dgrenirken izlenen
yollar, o6grenmeye karsi motivasyonu igine alan bir
kavramdir. Ogrenmenin nasil tanimlandiginin ve ona hangi
anlamlarin yiiklendiginin nasil ger¢eklestiginin, kimin kimden
Ogrenebildiginin, 6grenmeye nelerin engel oldugunun, neleri
O0grenmenin anlamsiz gorildiigliniin, nelerin yiizeysel ve
nelerin derin 6grenildiginin 6grenme kiiltiiriine bagli olarak
degismektedir.

Toplumsal bir degisken olan kiiltiir, bireylerin ortak

degerleri ve normlar1 paylastigi bir yapi sunmaktadir.
Bireylerin 6grenme kiiltiirii biiyiikk oranda toplumun ortak
ogrenme kiiltiirii ile sekillenmektedir (Karabiyik, 2008).
Ancak bu genel yapi iginde bireysel farkliliklar bulunmaktadir.
Baz1 6grenciler 6grenme kuramlariin ortaya koydugu ideal
O0grenme ortamlarini olusturabilmekte, kendilerine ve 6grenme
icerigine uygun Ogrenme yontemi ve  stratejileri
belirleyebilmekte, duygu durumlarint kontrol ederek kendi
motivasyonlarini siirdiirebilmektedir.
Literatiirde 6grenme kiiltlirlinliin yapisin1 ortaya koymayi
amaglayan caligmalarda O6grenme kiiltiiriine etki eden ii¢
yapiya ulasilmigtir. Bunlar; “6grenmenin igsel boyutu”,
“dgrenmenin biligsel boyutu” ve “6grenmenin sekilsel boyutu”
olarak tanimlanmistir (Gebhardt, 2012; Martz-Irngartinger,
2011; Sonntag & Stegmaier, 2008).

Ogrenmenin i¢sel boyutuna etki eden en belirgin 63e
motivasyondur. Motivasyon Ogrenenin  seg¢tigi  alani
benimsemesi ve dgrenme eylemini uzun vadede siirdiirmesine
destek olur. Burada motivasyon &grenmenin sonunda
ulasilabilecek sonug olabilecegi gibi derse duyulan ilgi,
O0grenmenin kisiye mutluluk vermesi gibi nedenlerle de
gerceklesebilir (Gebhardt, 2012). Icsel boyuta etki eden bir
diger unsur 6grenme sirasinda hissedilen duygudur. Olumlu
duygular 6grenmeye karsi enerji verir, kisi 6grenirken umut,
seving hisseder ve oOgrenme kalici hale gelir. Olumsuz
duygular kisinin 6grenirken caninin sikilmasina, 6fke, korku
duymasma neden olur ve 6grenmeyi engelleyen unsurlara
doniisiir (Sonntag & Stegmaier, 2008). Igsel boyuta ait bir
diger unsur; 6grenenin 6grenme sorumlulugunu iistlenmesi ile
ilgilidir. Ogrenen siireci takip etme, yiiriitme ve kendini
degerlendirmeye kadar tiim sorumlulugun kendisinde
oldugunu hisseder. Bu duygu kisinin &grenme hedeflerini
belirleme, siireci planlama, uygun strateji, yontem segme ve
stireci takip etme konusunda sorumluluk tasidig, aktif oldugu
anlamina gelmektedir.

Ogrenenin  bilissel boyutu bilginin koordinasyonu,
islenmesi, detaylandirilmasi, yapilandirilmas: iglemlerini
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icerir. Literatiirde bilissel ve iist biligsel stratejilere karsilik
gelmektedir. Ogrenmenin bilissel siireglerini iceren bu boyut
uzun vadede Ogrenme basarisinda dogrudan etkilidir.
Ogrenmede kaydedilen ilerleme, sorunlarin tespiti, 6grenme
stratejisinin - uygunlugu veya mevcut kosullara gore
uyarlanmasi bu siirecte belirlenir (Cakiroglu ve Ataman, 2008;
Doganay, 1997; Giircan, 2005; Somuncuoglu, 1996).

Ogrenmenin sekilsel boyutu ise &grenmenin ydntem,
strateji, teknik se¢imi, uygun dgrenme araglarini tanima ve
kullanma siireglerini igerir (Martz-Irngartinger, 2011).
Ogrenme etkinligine ait kiiltiir eserleri olarak nitelendirilebilir.
Ogrenirken etkilesimde bulunma, is birlikli calisma, anlatma,
sunma, aragtirma, teknoloji kullanma, planli ve diizenli
calisma bu boyutta diisiiniilebilir.

Amac

Ogrenme kiiltiirii ile ilgili mevcut literatiire bakildiginda,
genellikle bir okul, firma veya benzeri bir kurumun orgiit
kiiltiiriiniin incelendigi ¢aligmalara rastlanmaktadir (Ayden &
Diisiikcan, 2004; Celep, 2002; Gizir, 2008; Sonntag &
Stegmaier, 2008). Martz-Irngartinger (2011) doktora
calismasinda Ogrenme kiiltiirinii  tanimlamis ve farkli
ilkelerden gelen {niversite Ogrencilerinin  §grenme
kiiltiirlerini ~ siniflandirarak  karsilagtirmigtir.  Thurnes ve
SchiiBler (2005), hayat boyu 6grenen bireyler olmasi beklenen
yetigkinlerin dgrenme kiiltiiriiniin gelistirilmesinde 0grenme
ortamlarinin nasil diizenlenmesi gerektigini tanimlamiglardir.
Multrus (2005), farkli fakiiltelerin 6grencilere kazandirdigi
O0grenme kiiltlirlerini ele almigtir. Gebhardt (2012) ise
iiniversitelerin 6grencilerin 6grenme kiiltiiriine yaptig1 katki
diizeyini Olgmek i¢in kapsamli bir envanter gelistirmistir.
Ancak, 6grenme kiiltliriiniin bireyde nasil yapilandigi ve
yiiksek 6grenme kiiltiiriine sahip bireylerin hangi 6zelliklere
sahip oldugu tam olarak ortaya konmamistir. Yerli ve yabanci
kaynaklarda bu konuda yapilmis herhangi bir Slgege de
rastlanmamustir.

Bu calismanin amaci, 6grenme kiiltiiriiniin bilesenlerinin
bireylerde ne diizeyde bulundugunu belirlemek amaciyla
ogrencilerin 6grenme kiiltiiri diizeyini 6lgebilecek bir 6lgek
gelistirmektir. Bu sayede, 0grenme kiiltliriine biitiinctl bir
bakis acisiyla yaklasilacak ve yiiksek 6grenme kiiltiiriine sahip
bireylerin 6grenme aligkanliklari incelenerek degerlendirmeler
yapilabilecektir. Olgek, dgrencilerin 6grenme kiiltiirii diizeyini
objektif bir sekilde 6lgmeyi miimkiin kilabilir ve hangi
ogrencilerin 6grenme kiiltiirii bakimindan daha yiiksek
seviyede oldugunu belirleyebilir, toplumun genel 6grenme
egilimleri ve ihtiyaglart konusunda derinlemesine bir anlayis
saglayabilir.

Gelistirilen 6lgek araciligiyla Ogrenciler arasindaki
bireysel farkliliklar belirlenerek, her bireyin 6grenme siirecine
olan katkist ve ihtiyaglar1 daha iyi anlagilabilir, toplum
genelindeki 6grenme kiiltiirii hakkinda kapsamli veriler elde
edilebilir ve bu veriler 1s18inda toplumun genel 6grenme
egilimleri ve ihtiyaglar1 konusunda derinlemesine bir anlayis
gelistirilebilir. Bu ¢aligma, 6grenme kiiltiiriiniin hem bireysel
hem de kurumsal diizeyde nasil gelistirilebilecegine dair
6nemli ipuclar1 sunabilir. Bireyler ve kurumlar bu veriler
sayesinde, Ogrenme kiiltiirinii  destekleyici stratejiler
gelistirebilir, etkili egitim programlar1 ve egitim ortamlari
tasarlayabilirler ve uygulayabilirler.

Ogrenme kiiltiirii 6lgek gelistirme ¢aligmasi

Yontem
Cahisma Grubu

Uzman goriisii 6rneklemi 3 kadin ve 11 erkek olmak tizere 14
uzmandan olusmaktadir. Uzmanlarin; 4’4 Profesér, 4’i
Dogent, 3ii Dr. Ogr. Uyesi, 3’ii de Dr. unvanl olup hepsinin
egitim bilimleri alaninda ¢aligmalart vardir.

Pilot uygulama madde yazimi sirasinda hedef kitle olarak
belirlenen ortaokul, lise ve {niversite oOgrencileri ile
gerceklestirilmistir. Pilot uygulama 6rneklemi 3 ortaokul, 3
lise ve 3 {iniversite 6grencisi olmak iizere toplamda 9 kisiden
olusmaktadir.

Acimlayic1 faktor analizi (AFA) verileri bir devlet
iniversitesinin egitim fakiiltesinde O6grenim goren lisans
Ogrencileri, ayni tiniversitede formasyon programina katilan
ogrenciler ile ¢esitli liselerde okuyan lise Ogrencilerden
toplanmugtir. Orneklem; 3751 lise ve 205’1 {iniversite ve 103’ii
formasyon ogrencisi olmak tiizere toplam 683 &grenciden
olusmustur. Lisans &grencileri; Ilkogretim Matematik
Ogretmenligi, Psikolojik Danmismanlik ve Rehberlik, Simif
Ogretmenligi, Tiirkge Ogretmenligi béliimlerinde &grenim
gormektedir. Lise ogrencileri hazirlik, 9, 10, 11 ve 12.
Siniflarda &grenim gérmektedirler. Orneklemin 147’sierkek
katilimcilardan  olusurken, 509°u kadin katilimcilardan
olusmustur. Tabachnick ve Fidell (2012) o6rneklem
biiyiikliigiinii 50= ¢ok yetersiz, 100=yetersiz, 200=uygun,
300=iyi, 500=¢ok iyi ve 1000=miikemmel olarak
belirtmektedirler. Bu baglamda 683 kisiden olusan drneklemin
¢ok iyi oldugu séylenebilir.

Dogrulayici faktor analizi (DFA) verileri AFA’dan farkli
bir orneklemde yeniden toplamigtir. AFA wverileri, lisans
ogrencileri, formasyon programi 6grencileri ile ¢esitli liselerde
okuyan dgrencilerden toplanmistir. Orneklem; 271’1 lise ve
191’1 liniversite 0grencisi ve 67’si formasyon 6grencisi olmak
iizere toplam 529 dgrenciden olusmustur. Lisans 6grencileri;
[Ikdgretim Matematik Ogretmenligi, Ingilizce Ogretmenligi,
Psikolojik Danismanlik ve Rehberlik, Sinif Ogretmenligi,
Tiirkge Ogretmenligi boliimlerinde dgrenim gormektedir. Lise
ogrencileri 9, 10 ve 11. Smiflarda 6grenim gormektedirler.
Katilimcilarin 146°s1 erkek, 383’ kadindir. DFA analizleri
icin yeterli orneklem biiyiikligiiniin en az 300 kisi oldugu
belirtilmektedir (Carpenter, 2018). Bu baglamda ulasilan 529
kisilik 6rneklemin DFA analizi i¢in olduk¢a yeterli sayida
oldugu sdylenebilir. CR giivenirlik hesaplamast DFA
orneklemi lizerinden elde edilen verilerle yapilmistir.

(")lg:ek Maddelerinin Yazimi

flgili literatiir incelenerek &grenme kiiltiirii ile ilgili
davranigsal gostergeler (alana iligkin farkindaliga sahip olma,
ogrenmeye karst istekli olma, etkilesime agik olma,
planlama/6z diizenleme becerisine sahip olma, azimli olma,
O0grenmeyi yliriitebilme, 6grenmeye aktif katilim saglama,
o0grenmeyi degerlendirme) belirlenmistir. Daha sonra bu
dogrultuda madde yazim asamasina gecilmis ve hepsi olumlu
olan 69 madde yazilmistir.

Verilerin Toplanmasi

Uzman goriis formu Lawshe (1975) teknigine gore
hazirlanmigtir. Uzman goriis formunda ilk siitunda oSlgek
maddeleri yer almis ve yanindaki siitunlarda “uygun”,
“diizeltilmeli” ya da “¢ikartilmali” kutucuklar1 yer almistir. En
son silitunda ise uzmanlarin maddelere iliskin goriiglerini
yazabilecekleri bir siitun yer almistir. Uzmanlardan maddeleri
Olgiilecek ozelligi temsil etme ve madde yazim ilkelerine
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uygunluk acilarindan degerlendirmeleri istenmistir. Ayrica
formun son kisminda uzmanlarm eklemek istediklerini
yazmalar1 i¢in “eklemek istedikleriniz” seklinde bir alan
birakilmigtir. Uzman gorisleri 26.03.2023 ile 08.04.2023
tarihleri arasinda e-posta araciligiyla toplanmistir.

Pilot uygulama formunda uzman goriisii sonrasi yapilan
diizenlemelerden sonra 53 madde yer almistir. Uygulama,
ogrencilerin kendilerinin 06l¢ek maddelerini sesli olarak
okuyarak degerlendirmesi ve arastirmacilarin da 6grencilerin
yorumlarint ve maddelere yorumlarin1 ve etmeleri seklinde
gergeklestirilmistir. Olgegin pilot uygulamast 09.04.2023-
15.04.2023 tarihleri arasinda gerceklestirilmistir.

AFA formunda 53 madde bulunmaktadir. Ol¢cek maddeleri
5’li likert formatinda, “1. Kesinlikle katilmiyorum”, 2.
Katilmiyorum”, “3. Kararsizim”, “4. Katiliyorum” ve “5.
Kesinlikle katiliyorum” olacak sekilde diizenlenmis, maddeler
formda tesadiifen siralanmigtir. Formun basma yOnerge
konulmus, yonergede dlgegin amacina, yanitlanma yontemi ve
siiresine, elde edilen verilerin ne amagla kullanilacagina ve
katilimim goniilliillik esasmna dayandigina dair bilgiler yer
almigtir. AFA verileri 02.05.2023-5.05.2023 tarihleri arasinda
Google Form araciligiyla toplanmistir.

DFA formu, 28 maddeden olusmustur. Olgek maddeleri
5’li likert formatinda olusturulmus, yamit formatr “I.
Kesinlikle katilmiyorum”, “2. Katilmiyorum”,  “3.
Kararsizim”, “4. Katiliyorum” ve “5. Kesinlikle katiliyorum”
seklinde belirlenmistir. Maddeler rastgele siralanmis ve forma
yerlestirilmistir. Formun bas kismindaki yonergede, dlcegin
amaci, verilerin ne amagcla kullanilacagi, Olcegin nasil
cevaplanmasi gerektigi, cevaplama siiresi ve katilimimn
goniilliilik esasina dayandig bilgilerine yer verilmistir. DFA
verileri 30.05.2023 ile 06.06.2023 tarihleri arasinda Google
Form aracilig ile toplanmistir.

Verilerin Analizi

Uzman goriisii verileri Lawshe (1975) teknigi kullanilarak
toplandig1 igin, verilerin analizinde de s6z konusu teknik
kullanilmigtir. Lawshe teknigi baglaminda Oncelikle her
maddenin Kapsam Gegerlik Orant (KGO), daha sonra da tim
formun Kapsam Gegerlik Indeksi (KGI) hesaplanmistir. KGO;
her bir madde i¢in “uygun” secenegini isaretleyen uzman
sayisinin, toplam uzman sayisinin yarisina bdliimiiniin bir
eksigi alinarak bulunmustur.

Pilot uygulamadan elde edilen veriler tek bir dosyada
toplanmis ve her maddenin karsisindaki alana o madde ile ilgili
katilimer  goriisleri  (varsa) yazilmistir. Daha sonra
arastirmacilarin bu goriiglere gére maddelerde gerekli goriilen
diizenlemeleri yapmasiyla pilot uygulama analizleri
tamamlanmigtir.

AFA islemleri SPSS paket programiyla yapilmistir.
Oncelikle 6n analiz islemleri gerceklestirilmistir. Veri setinde
ug degerlerin yer alip almadigini belirlemek i¢in Z puanlarina
bakilmistir. Daha sonra madde toplam korelasyonlari, anti-
image korelasyon matrisi incelenmis, ayrica Bartlett’in
kiiresellik testi ve Kaiser-Meyer-Olkin (KMO) testi
yapilmistir.

Faktor ¢ikarma teknigi olarak “temel bilesenler analizi”
kullanilmistir.  Cilinkii her ne kadar arastirmanin amaci,
degiskenlerin altinda yatan gizil yapilar belirlemek olsa da
ayni zamanda degiskenleri miimkiin oldugu kadar c¢ok
varyansi aciklayan daha kiiciik ve yonetilebilir bir sayiya

indirgeyerek agiklamak da amaglanmaktadir. Zaten dondiirme
isleminden sonra temel bilesenler analizi ve faktor analizi
sonuglarmin benzer oldugu ve farkliliklarinin ortadan kalkma
egilimi  gosterdigi, dolayisiyla  birbirlerinin  yerine
kullanilabilecegi  diisliniilmektedir ~ (DeVellis,  2017;
Harrington, 2009; Maskey vd., 2018). AFA isleminde dik
dondiirme tekniklerinden “varimax” teknigi segilerek faktor
dagilimlart incelenmistir. AFA’da hem dik hem de egik
dondiirmeyi denemekte bir sakinca yoktur. Aragtirmacilar
farkli secenekleri deneyerek en yorumlanabilir sonucu
secebilirler (Bandalos, 2018; Finchet al., 2016). Faktor yiik
degeri 0,32 olarak secilmis, faktor sayisina baslangicta bir
smirlama getirilmemistir.

DFA asamasinda da oOncelikle On analiz islemleri
gergeklestirilmis, daha sonra DFA analizleri yapilmigtir. DFA
analizinde LISREL programi kullamlmistir. Olgegin ¢ok
degiskenli normalligi LISREL programu ile incelenmis ve ¢ok
degiskenli normalligin olmadig1 belirlenmistir. Normallik
sonuglar1 Tablo 1’de yer almaktadir:

Tablo 1’de goriildiigii gibi veriler ¢cok degiskenli normal
dagilim gostermemektedir. Bu durumda degisken tipinden ve
normal dagilim durumundan fazla etkilenmeyen (Mindrila,
2010) tahmin yontemi olan DWLS yontemi ile analizler
gerceklestirilmigtir. DWLS yaklasimi, asimptotik kovaryans
matrisini olusturmak i¢in girdi olarak polikorik korelasyonlu
WLS tahmin edicisini kullanir (Newsom, 2018). Bu analiz
sonucunda t degeri, hata varyanslari ve faktor yiik degerleri
incelenmis, modelin uyum indeksleri degerlendirilmistir.

Givenilirligi  belirlemek i¢in DFA verileri {izerinde
Cronbach alfa, McDonald omega ve CR giivenilirlik
hesaplamalar1 yapilmistir.

Bulgular
Uzman Goriisii

Oncelikle her maddenin Kapsam Gegerlik Orani (KGO)
hesaplanmistir. Maddelerin KGO degerleri Tablo 2’de yer
almaktadir:

Veneziano ve Hooper (1997) tarafindan 14 uzman igin
onerilen simir deger 0.51 oldugundan, Tablo 2’de goriildiigii
gibi KGO degeri 0.51°den kiigiik olan 20 madde (M1, M3, M4,
M5, M6, M7, M8, M9, M10, M11, M12, M17, M37, M42,
M46, M56, M57, MS59, M62, M66) olgek formundan
cikarilmustir. ilk gostergeye ait 12 maddeden 11°i ¢iktig1 igin
kalan bir madde (M2) de formdan ¢ikarilmistir.

Olgekte kalmasina karar verilen maddelerin KGO
degerlerinin ortalamasi alinarak Kapsam Gegerlik Indeksi
(KGI) hesaplanmis ve 0,75 olarak bulunmustur. Elde edilen
KGI degerinin smir KGO degerinden biiyiik olmasi
(0.75>0.51) oOlgegin  kapsam  gecerliginin  oldugunu
gostermektedir.

Uzman goriigleri dogrultusunda uzmanlarin en az bir
tanesinin  degisiklik  yapilmasim1  Onerdigi  maddeler
aragtirmacilar  tarafindan  incelenmis ve  yapilan
degerlendirmeler sonucunda toplamda 13 maddede (M22,
M24, M25, M28, M36, M38, M39, M41, M44, M48, M53,
M63, M67) gerekli diizenlemeler yapilmigtir. Uzmanlarin
forma eklenmesini onerdikleri maddeler de aragtirmacilar
tarafindan degerlendirilmis ve olgege S5 yeni madde
eklenmigtir. Bu agamadan sonra dlgekteki madde sayist 53
olmustur.
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Tablo 1. LISREL ¢ok degiskenli normallik sonuglari

Skewness Kurtosis Skewnessand Kurtosis
Value Z-Score P-value Value Z-Score P-value %2 P-value
121.163 50.617 0.000 1161.747 30.789 0.000 3510.025 0.000

Tablo 2. Kapsam gegerlik orani degerleri

Madde KGO Madde KGO Madde KGO Madde KGO
1 0,429 19 0,714 37 0,429 55 1,000
2 0,571 20 0,857 38 0,714 56 0,143
3 0,286 21 0,714 39 0,714 57 0,143
4 0,286 22 0,571 40 0,571 58 0,571
5 0,286 23 0,714 41 0,571 59 0,286
6 0,143 24 0,571 42 0,286 60 0,571
7 0,286 25 0,571 43 0,714 61 0,571
8 0,143 26 0,857 44 0,571 62 0,429
9 0,429 27 0,857 45 0,714 63 0,857
10 0,286 28 0,571 46 0,429 64 1,000
11 -0,143 29 1,000 47 1,000 65 0,857
12 0,000 30 1,000 48 0,857 66 0,429
13 0,571 31 1,000 49 1,000 67 0,571
14 0,714 32 0,857 50 0,714 68 0,714
15 0,857 33 0,857 51 1,000 69 0,857
16 0,571 34 0,857 52 1,000
17 0,143 35 0,571 53 1,000
18 0,857 36 0,571 54 0,714

Tablo 3. AFA sonuglari

Madde Faktor Madde Toplam

Faktor Madde No Yiikii Korelasyonu Oz Degerler Agiklanan Varyans
17 0.69 ,503
52 0.69 ,545
47 0.66 ,524
18 0.66 ,598
i 12 0.65 ,549
Faktor 1 20 0.62 595 9.09 16.19
27 0.59 ,589
49 0.56 ,619
25 0.53 ,598
46 0.44 ,561
5 0.81 ,537
i 9 0.80 ,585
Faktor 2 14 0.80 599 1.77 10.51
29 0.54 ,607
45 0.75 ,552
. 41 0.67 477
Faktor 3 50 0.60 526 1.64 8.80
44 0.58 ,489
21 0.75 ,503
. 53 0.70 474
Faktor 4 1 0.68 423 1.36 8.66
36 0.52 ,502
22 0.80 ,365
Faktor 5 15 0.77 421 1.18 6.84
30 0.43 ,551
32 0.80 ,282
Faktor 6 35 0.69 ,513 1.05 6.49
42 047 ,435
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Pilot Uygulama

Yapilan pilot uygulama sonucunda elde edilen veriler analiz
edilmis ve dl¢egin ortaokul 6grencilerinin seviyelerine uygun
olmadigina ve bu nedenle s6z konusu grubun hedef kitleden
cikartilmasina gerektigine karar verilmistir. Diger hedef
gruplardan gelen yorum ve Onerilerden hareketle toplamda 6
maddede (2, 13, 18, 24, 37, 39) degisiklik yapilmistir. Buna ek
olarak da dlgegin kisisel bilgiler boliimii gelistirilmistir.

Acimlayic1 Faktor Analizi

AFA’ya baslamadan once On analizler gerceklestirilmistir.
Olgek formlar1 incelenmis ve eksik veri bulunmadig:
goriilmiistiir. Veri setinde u¢ degerlerin yer alip almadigimi
belirlemek i¢in Z puanlarina bakilmistir degerleri -3 ve +3
iizeri olan 8 gozlem ug¢ deger olarak belirlenmis ve formdan
cikarilmgtir.

Madde toplam korelasyonlarina bakildiginda 0.2’nin
altinda olan bir madde olmadigi, en diisik madde toplam
korelasyon degerinin 0.297 (M26) oldugu belirlenmistir. Anti-
image Korelasyon matrisinin incelenmesi sonucu 0,50’nin
altinda madde yer almadigi goriilmiistiir. Faktor analizi
oncesinde Bartlett’in kiiresellik testi ve Kaiser-Meyer-Olkin
(KMO) testi ile verilerin faktdr analizine uygunlugu test
edilmistir. Barlett testi sonucu X?>=15219,619; p=0.00 seklinde
bulunmustur. KMO degerinin ise 0,948 oldugu belirlenmistir.
Bu degerin 0,80’in iizerinde olmasi milkkemmel deger olarak
yorumlanmaktadir (Biiyiikoztiirk, 2002).

AFA sonucu faktor yiikii 0,36’nin altinda olan, iki ya da
daha fazla faktore dagilan 25 madde (M16, M24, M26, M38,
M48/M10, M13, M30, M31, M37, M51/M1, M2, M3, M19,
M34, M40, M43/M6/ M4, M8/ M7/ M39/ M33) olgekten
¢ikartlmigtir. FA analiz sonuglar1 Tablo 3°te goriilmektedir:

Tablo 3’te goriildiigii gibi 28 maddenin alt1 faktdr altinda
toplandig1 goriilmektedir. Bu 28 madde toplam varyansin

Tablo 4. Faktor isimleri ve faktorlerde yer alan maddeler

%57,519’unu agiklamaktadir. Maddelerin faktor yiikleri 0.81
ile 0.43 arasinda degigkenlik gostermektedir. Faktor yiiklerinin
0,32’nin iizerinde olmasi tavsiye edilmektedir (Tabachnick &
Fidell, 2012). Madde-toplam korelasyon degerlerinde yalnizca
bir maddenin 0.3’{in altinda oldugu (0.282) gériilmektedir.
Degerler 0,2’den kiigiik oldugunda maddelerin ayn igerik
alanna ait olmadig diisiiniiliir (Piedmont, 2014). Bu durumda
bu maddenin de kabul edilebilir oldugu sdylenebilir.

Faktorlerin olugmasinin ardindan maddeler
degerlendirilmig, ortak noktalar belirlenmis ve faktorler
adlandirilmigtir. Faktor adlari ve faktdrlerde yer alan maddeler
Tablo 4’te yer almaktadir:

Tablo 4’te goriildiigii gibi faktdrlerin isimleri; 1) Oz
Diizenleme, 2) Ogrenmeye Istek Duyma, 3) Gelisime Agik
Olma, 4) Is birligi 5) Azimli Olma, 6) Ogrenmeyi Yiiriitme
seklinde belirlenmistir. lk faktorde 10, ikinci, iiciincii ve
dordiincii faktorlerde 4, besinci ve altinci faktorlerde ise 3
madde yer almustir.

Dogrulayic1 Faktor Analizi

DFA, AFA sonucunda belirlenen 28 maddelik yapinin
dogrulanmas1 amaciyla gerceklestirilmistir. Oncelikle 6n
analiz iglemleri gergeklestirilmistir. Veri setinde eksik veri
bulunmadig1 gorilmiistir. Daha sonra veri setindeki ug
degerler Z puanlarina bakilarak incelenmistir. Olgekteki -3 ve
+3 1iizeri olan yedi u¢ deger formdan ¢ikarilmis ve 6rneklem
522’ye diismiistiir. Olcegin ¢ok degiskenli normalligi LISREL
programi ile incelenmis ve ¢ok degiskenli normalligin
olmadig belirlenmistir.

DFA’dan elde edilen yol gemast ve t-degerleri
incelenmistir. Faktor yiikleri ve hata varyanslarinin yer aldigi
yol semasi Sekil 1’de, t degerlerinin yer aldig1 yol semast ise
Sekil 2°de yer almaktadir:

Faktorler

Maddeler

17.0grenmek icin uygun zamani belirlerim.
52.0grenirken diizenli olmaya 6zen gosteririm.
47.0Ogrenmek igin uygun ortami hazirlarim.
18.Neleri 6grenmeye ihtiya¢ duydugumu belirlerim.

1. Faktor
Oz Diizenleme

IZ.Qgrenmeye yeterli slireyi ayiririm.
20.0grenme eksiklerimi belirlerim.

27.0grenme hedeflerimi belirlerim.

49.Yapilan degerlendirmelere gore eksiklerimi telafi ederim.
25.0grenmek icin gerekli kaynaklari belirlerim.
46.0grenme yontemimi degerlendiririm.

5.0grenmekten zevk alirim.
2. Faktor

Ogrenmeye Istek Duyma 14.0grenmeye merak duyarim.

9.0grenmekten heyecan duyarim.

29.0prenirken kendimi enerjik hissederim.

45.Goriislerime yonelik elestirileri 6nemserim.

3. Faktor 41.Akranlarimin degerlendirmelerini 6nemserim.

Gelisime Ag¢ik Olma 50.Farkl goriislere gore diisiincelerimi gézden geciririm.
44.Ders hocasinin degerlendirmelerini 6nemserim
21.Goériislerimi ¢evremdekilerle paylasirim.

4. Faktor 53.Farkli goriislerimi ¢evremdekilerle tartigirim.

Is birligi 11.0grendigim bilgileri baskalariyla paylagirim.
36.Grup arkadaglarimin §grenmeme katkisini degerlendiririm.

S Faktor 22.0grenme siirecinde basarisiz olmaktan korkmam.

Azimli Olma

lS.Qgrenirken zorlandigimda umutsuzluga kapilmam.
30.Ogrenirken karsilastigim zorluklarin beni gelistirecegine inanirim.

6. Faktor
Ogrenmeyi Yiiriitme

32.Qgrenmek icin gerekli teknolojileri kullanirim.
35.0grenirken konunun temelini kavramaya ¢alisirim.
42 Ogrenirken gerektiginde drnekler kurgularim.
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Sekil 1’de goriildiigii gibi en diisiik madde faktor yiikiiniin
0,54 oldugu goriilmektedir.

Sekil 2 incelendiginde tiim t degerlerinin 2,56 nin {izerinde
ve 0,01 diizeyinde anlamli oldugu goriilmektedir.

Modele ait uyum indekslerinin incelenmesi ile elde edilen
degerler Tablo 5°te sunulmustur:

Tablo 5. Modele ait uyum indeksi degerleri

Uyum . Uyum o
in()i,eksi Deger in()i,eksi Deger

¥2/sd 2,48 CFI 0.98
RMSEA 0.05 IFI 0.98
SRMR 0.05 RFI 0.96
NFI 0.97 GFI 0.98
NNFI 0.98 AGFI 0.98
PNFI 0.86 PGFI 0.81

Modele ait p degerinin 0,000 (p<0.005) yani anlamsiz
olmast modelin iyi uyum  gosterdigi  seklinde
yorumlanmaktadir. Tablo 5’te goriildiigii gibi dlgegin uyum
indeksi degerleri RMSEA=0,05, NFI=0,97, CFI=0,98,
GFI=0,98, AGFI=0,98 olarak bulunmustur. RMSEA degerinin
0,05’ten kiiciik olmasi iyi bir uyumun gostergesidir. NFI ve
CFI degerlerinin 0,95’in iizerinde olmasi milkemmel uyuma
isaret etmektedir. GFI ve AGFI degerlerinin 0.90’1n iizerinde
olmast da miikkemmel uyuma isaret etmektedir (Kline, 2011).
Bu degerlere gore 6lcegin 28 maddeden olusan alt1 faktorlii
yapisinin dogrulandigi sdylenebilir.

Giivenirlik

Giivenilirligi belirlemek amaciyla; alfa degeri, omega degeri
ve CR giivenilirlik hesaplamalar1 yapilmistir. Olgegin
Cronbach alfa, McDonald omega giivenirlik degerleri Tablo
6’da yer almaktadir:

Tablo 6.0lcegin giivenirlik degerleri

Cronbach alfa McDonaldomega
Faktor 1 0.891 0.890
Faktor 2 0.835 0.836
Faktor 3 0.695 0.701
Faktor 4 0.705 0.712
Faktor 5 0.711 0.734
Faktor 6 0.676 0.683
Toplam 0.930 0.929

Olgegin CR degerinin hesaplamasi asagida verildigi gibi
yapilmistir:

A)° 18.962
= (Zz ) = = 0.960
C1)° +Xe) 18962+ 15.00
Giivenirlik katsayist i¢in 0.60-0.70 arasi degerler kabul
edilebilir, 0.70 ile 0.80 arast1 iyi, 0.80-0.95 arasi ise yiiksek bir

seviyeyi gosterir (Kilig, Sahin & Aydin, 2023). Bu durumda
tim degerlerin giivenilir oldugu sdylenebilir.

Sonuclar ve Tartisma

Bu caligma bireylerin 6grenme kiiltiirii diizeyini 6lgen gegerli
ve glivenilir bir 6lgek gelistirilmesi amaciyla yiirtitilmiistiir.
Arastirma sonucunda 28 maddeden ve alti faktérden olusan
Olgegin toplam varyansin %57,5’ini agiklamakta oldugu
goriilmiistiir. Olcegin uyum indeksi degerleri RMSEA=0,05,
NFI=0,97, CFI=0,98, GFI=0,98, AGFI=0,98 olarak
bulunmustur. Bu degerlere gore 6lgegin 28 maddeden olusan
alt1 faktorli yapisinin dogrulandig: goriilmiistiir. Giivenilirligi
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belirlemek amaciyla Cronbach alfa, McDonald’in Omega ve
CR giivenilirlik hesaplamalar1 yapilmistir. Olcegin alfa degeri
0.930, Omega degeri 0.929 ve CR 0.960 olarak bulunmustur.
Bu degerler 6lgegin gegerli ve giivenilir oldugunu gosterir
niteliktedir. Olgekten alinan puanlar arttikga bireylerin
O6grenme kiiltiirii  diizeyleri olumlu yonde artmaktadir.
Olgekten alinabilecek en diisiik puan 28, en yiiksek puan
140’t1r.

Arastirma sonunda olusan faktérler; 1) Oz Diizenleme, 2)
Ogrenmeye Istek Duyma, 3) Gelisime Agik Olma, 4) Is birligi
5) Azimli Olma, 6) Ogrenmeyi Yiiriitme seklinde
isimlendirilmistir. Arastirmada 6 faktdrden olusan Olgegin
maddeleri; ilk faktérde 10, ikinci, iiglincli ve dordiincii
faktorlerde 4, besinci ve altinc faktorlerde ise 3 madde olacak
sekilde dagilim gostermistir. Olgekte ortaya cikan bu alt
boyutlar 6grenme kiiltlirliniin temel ayaklar1 olan duygu,
davranis ve deger konularini icermektedir (Martz-Irngartinger,
2011). Ayrica Gebhardt (2012) 6grenme kiiltiiri envanterinin
bazi alt boyutlariyla uyumlu goriilmektedir. Gebhardt (2012)
bulunmaktadir. Bunlar; {iniversitedeki bolimiinii se¢me
motivasyonu, Ogrenme motivasyonu, duygu durumlari,
O0grenme sorumlulugu, Ogrencinin rolii, bilissel &grenme
stratejileri  kullanim: ve {stbilissel Ogrenme stratejileri
kullanim1 boyutlaridir. Bu alt boyutlar bu ¢alismadaki 6lgegin
boyutlariyla karsilastirildiginda motivasyon, azim, 6grenmeyi
diizenleme alt boyutlarinin tutarli oldugu, baz1 alt boyutlarin
diger faktorler altinda madde olarak bulundugu goriilmektedir.
Ornegin Gebhardt’m biligsel ve iistbilissel strateji kullanim alt
boyutlart “dgrenmeyi yiiriitme” faktoriiniin maddeleriyle
ortiismektedir. Ogrenme sorumlulugu tasima faktoriiniin alt
boyutlarinin ise “6z diizenleme” faktériiniin i¢inde bulundugu
goriilmektedir. Yine 6grenirken aktif olma faktdriinde yer alan
bazi maddelerin “is birligi” ve “gelisime agik olma”
faktorlerinde yer buldugu goriilmektedir. Bu agidan
bakildiginda arastirmada ortaya ¢ikan Olgegin faktdrlerinin
daha genel st bagliklar barindirdigi sdylenebilir. Ancak
boliimii segme motivasyonu faktorii bu 6lgekte ne faktor ne de
madde olarak yer bulmamistir. Gebhardt (2012) {iniversitede
okudugu boliimii istegine ve ilgisine gore se¢menin
Ogrencilere tiim Ogrenim hayatlari boyunca motivasyon
saglayacagini savunmaktadir. Ancak bu calismada dlcegin
hedef kitlesi iginde lise 6grencileri de bulunmaktadir. Tiirk
egitim sisteminde; Fen Lisesi, Anadolu Lisesi, Anadolu Imam
Hatip Lisesi, Sosyal Bilimler Lisesi, Cok Programli Anadolu
Lisesi, Giizel Sanatlar Lisesi, Spor Lisesi, Mesleki ve Teknik
Anadolu Lisesi gibi lise tiirleri bulunmaktadir. Ancak belli bir
alana oOzel 1ilgi ve yetenegi olan &grenciler, nadiren
cevrelerindekiler tarafindan “kesfedilerek” ilgili oldugu
alanda egitim gérme sansim yakalayabilmektedir. Ulkemizde
Milli Egitim bakanlig1 tarafindan belirlen nitelikli okullara
girmek isteyen 6grenciler Milli Egitim Bakanliginca yapilan
merkezi sinava (LGS) katilarak aldiklar1 puana gore tercih
yapmaktadirlar. Nitelikli okullara puani yetmeyen 6grenciler
ise adreslerine en yakin bes okuldan birini se¢mekte ve
evlerine yakm okullara yerlestirilmektedirler. Ogrenciler
genellikle ilgileri olsun ya da olmasin puanlar1 hangi alani
secmeye yetiyorsa o alanda egitim gérmektedirler (EARGED,
2010). Bu dogrultuda Ogrenme Kiiltiirii Olgegi’nin hazirlanma
asamasinda “bolimiinii tamima ve istedigi bolimi segme”
gostergesi ile ilgili maddeler uzman goriisleri dogrultusunda
Olcekten cikarilmistir.

Ogrenme Kkiiltiirii ile ilgili yapilan diger ¢alismalarda daha
¢ok okul, kurum, 6rgiit kiiltiirii, kurumlarin bireylerin 6grenme
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kiiltiiri  kazanmasindaki rolti, Ogrenme kiiltiiriine sahip
olmanin kurum i¢in faydalart gibi kiiltir kazaniminda
kurumlarin pozisyonuna odaklanilmistir (Arslantas, 2005;
Ayik ve Ada, 2009; Celep, 2002; Friebe, 2005; Sonntag
&Stegmaier, 2009; Sonmez, 2020; Toéremen, 1999). Bu
calismada ise kurumlarin etkisinden ziyade bireylerin 6grenme
kiiltiriinii kendi iglerinde ne diizeyde kazanabildiklerine
odaklanilmaya ¢aligilmistir. Friebe (2005) orgiit kiiltiiriniin alt
boyutlarinda 6grenmeye istek duyma, gelisime acik olma,
azimli olma, 6grenmeyi yiiriitme ve kurum i¢i ve disi is birligi
yapma boyutlarinin 6grenme kiiltiirii 6l¢eginin alt boyutlariyla
paralellik gosterdigi goriilmektedir. Ayrica kurumlarin
bireylerin 6grenmesini tesvik etmesi, dgrenmeyi siirdiirme
konusunda destek saglamasi ve 6grenme ortamlar: saglamasi
alt boyutlarinin bireylerin istekli, azimli olmalari, 06z
diizenleme yapmalart becerilerini  destekleyici  olarak
goriilmektedir (Sonntag & Stegmeier, 2009). Bu durum
kurumlarda gelistirilmek istenen Ogrenme kiiltiri ile
aragtirmada ortaya konan Ogrenme kiiltiri  6l¢eginin
faktorlerinin benzer oldugunu goéstermektedir.

Ogrenme kiiltiirii bu arastirmada gelistirilen 6lgegin
kapsami ve arastirma i¢in uygun goriilen analizlerle sinirlidir.
Aragtirmada ortaya koyulan Olgek Ogrenme kiiltlirliniin
%357,5’ini  agiklamaktadir. Bu sonu¢ &grenme  kiiltiirii
dlceginin kapsaminin smrlihigmi gostermektedir. Ogrenme
kiiltiirti 6lgegi gelistirme galigmalar1 kapsaminda veriler online
formlar aracilign ile toplanmistir. Katilimeilarin formlar
dikkatli ve dogru bir sekilde doldurdugu varsayilmistir.

Oneriler

Arastrma sonunda Ogrenme kiltiirti ile ilgili davranigsal
gostergeleri 6lgmek igin gilivenilir ve gegerli bir 06lgek
gelistirilmistir. Bu 0dlgek 6grenme  kiiltiri ile ilgili
aragtirmalart ve uygulamalar1 gelistirmek i¢in onemli bir
kaynak olusturabilir, bireylerin 6grenme kiiltlirii diizeyini
Olgebilir, 6grenme kiiltiirlerini gelistirmek igin eksik olan
yonlerinin fark edilmesini saglayabilir. Bu dogrultuda
ogrenme kiiltiirli 6l¢eginin yaygin olarak kullanilmasi ve farkli
yas, kademe, boliim vb. &grencilerin 6grenme kiiltiirlerinin
karsilastirmali olarak belirlenmesi onerilmektedir.

Olgek, egitim alaninda kullanilan modellerin, teknoloji ile
desteklenmis Ogrenme ortamlarinin  dgrenme  kiiltliriine
etkisinin Ol¢lilmesinde kullanilabilir. Bdylece 6grenme
kiiltiriinii arttiran yontemler egitime entegre edilebilir. Bu
sonuglar  okullarin  6grenme  kiiltiriinii  gelistirmeye
odaklanmasina fayda saglayabilir. Ogrenme ortammda olumlu
ve destekleyici stratejiler gelistirilmesine, siirekli 6grenmeyi
tesvik eden bir Ogrenme Kkiiltiiriiniin  olusturulmasinda
Ogretmen ve dgrencinin rolil izerinde diisiinmeye yol agabilir.
Farkli egitim ortamlarinda (6rn. okullar, iniversiteler, is
yerleri) 6grenme kiiltiiriindeki farkliliklar incelenebilir. Bir
okulun ya da iiniversitenin 6grencilerin 6grenme kiiltiiriiniin
gelistirilmesine katkisi arastirilabilir. Kiiltiir, etnik koken ve
sosyoekonomik durumun 6grenme kiiltiirii iizerindeki etkisi
degerlendirilebilir. Ogrenme kiiltiiriiniin bulundugumuz cagda
o6nemli olan yagsam boyu 6grenme, 21.yy. becerileri, 6grenci
katilimi1, motivasyon, 6z-diizenleme becerisi ve basari gibi
degiskenlerle iligkisi arastirilabilir.
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Extended Summary
Introduction

In today's world, having a learning culture is crucial to
accessing knowledge (Florin et al., 2022; Koch, 2023; Koller,
2021). A learning culture refers to individuals who possess an
innate curiosity for learning, value knowledge, and share and
follow different ideas (Koller, 2021).

Learning is an essential skill that sustains a person's life,
helps them meet their basic needs, develops their capacity,
improves their skills, and enables them to recognize their
environment and themselves (Senemoglu, 2020). Culture
gives meaning to life and offers a way to live. Similarly, a
learning culture guides individuals to engage in learning
activities (Thurnes & Schiifler, 2005). This type of culture
combines individual behavioral tendencies, social behavioral
habits, and relevant learning activities (Weinberg, 1999). A
learning culture is defined as the "way of learning" that an
external observer sees as striking, remarkable, or characteristic
in a group, an organization, or a society (Schubert, 1999). It
can also be described as a "learning landscape," which is a
comprehensive picture of all learning-related phenomena,
such as learning environments, learning opportunities, efforts
to access new knowledge, and the significance given to
learning and learning habits (Siebert, 1999).

Identifying the components of a learning culture and
determining the characteristics of individuals with high
learning cultures can assist learners and educators in
organizing learning activities. This study aims to determine the
extent to which the components of a learning culture exist in
individuals and to develop a scale to measure students'
learning culture levels.

Method

In this study, the opinions of 14 experts, the feedback of 9
people during pilot application, 683 high school and university
students for EFA, and 529 students for CFA were obtained.
The experts were qualified professionals with a doctorate in
educational sciences. The EFA and CFA samples consisted of
students from different educational backgrounds. To obtain
expert opinions, Lawshe's (1975) technique was used to
prepare a form that included the scale items in the first column.
The experts were asked to evaluate the items representing the
trait to be measured and to provide feedback on whether the
items should be kept, corrected, or removed. The experts'
opinions were collected in the last column, where they could
also share any additional comments. After the expert opinion,
the remaining 53 items were included in the pilot application
form. The students read the items aloud while the researchers
took note of their comments and reactions. The scale items
were written based on the indicators of learning culture
obtained from the literature review. The EFA form was
organized in a 5-point Likert format, and the response format
was "1. strongly disagree", "2. disagree", "3. undecided", "4.
agree" and "5. strongly agree". The items were randomly
ordered, and the data were collected with online data collection
tools. After reducing the number of items to 28, the CFA form
was organized in the same format as the EFA. The reliability
of the data was analyzed using Cronbach's alpha, McDonald's
omega, and CR reliability calculations. Expert opinions were
analyzed using Lawshe's technique to calculate CVR and CVI.
The pilot study data were combined into a file, and the
adjustments were made to the items according to the
participants' feedback. The EFA analysis was performed using

the SPSS program, and the CFA analyses were conducted with
the LISREL program. The factor distributions were analyzed
with the varimax technique, which is one of the orthogonal
rotation techniques. At the beginning of the form, the purpose
of the scale, the purpose for which the data will be used, how
the scale should be answered, the duration of the answer, and
that participation is voluntary were included.

Findings

During the analysis of the expert opinion, the content validity
ratio of each item was calculated. To ensure accuracy, the
upper limit value recommended by 14 experts was applied,
resulting in the removal of 20 items with a CSR value less than
0.51. The experts' suggested changes were made to the
remaining items, and five new ones were added, bringing the
total number of items to 53. In the pilot study, six items were
modified based on feedback from target groups. It was found
that the scale was appropriate for high school and university
students. Before the exploratory factor analysis (EFA), the
extreme values Z score was calculated, and eight extreme
values above -3 and +3 were removed. The item-total
correlation was found to have no values below 0.2, and the
anti-image correlation matrix had no items below 0.50. The
Barlett's test result was X2=15219,619; p=0.00, and the KMO
value was 0.948, indicating that the data was suitable for EFA.
During the EFA, 25 items with results below 0.36 and
distributed to two or more factors were removed from the
scale, and the remaining 28 items were grouped under six
factors, which explained 57.52% of the total variance. The
factors were self-regulation, willingness to learn, openness to
improvement, cooperation, perseverance, and execution of
learning. To verify the 28-item structure determined by EFA,
confirmatory factor analysis (CFA) was conducted. Firstly, Z
scores were analyzed, and seven extreme values above -3 and
+3 were removed. Since multivariate normality was not found,
the DWLS estimation method was chosen. As a result of CFA,
the lowest factor loading was found to be 0.54, and all t values
were above 2.56 and significant at the 0.01 level. The p-value
of the model shows that the model has a good fit. The fit index
values of the scale were RMSEA=0.05, NFI=0.97, CF1=0.98,
GFI=0.98, and AGFI=0.98. It was observed that the RMSEA
value was less than 0.05, NFI and CFI values were above 0.95,
and GFI and AGFI values were above 0.90, indicating that the
six-factor structure of the scale consisting of 28 items was well
fit and validated. To determine the reliability of the scale,
Cronbach's alpha, McDonald's omega, and CR reliability
calculations were performed. The alpha value of the scale was
0.930, and the omega value was 0.929, indicating high
reliability.

Results

The purpose of this study was to create a reliable and valid
scale that can measure the individual's level of learning
culture. The study resulted in a 28-item scale with six factors,
which explained 57.5% of the total variance. The factors
identified were as follows: 1) Self-Regulation, 2) Willingness
to Learn, 3) Openness to Development, 4) Cooperation, 5)
Perseverance, and 6) Executing Learning. The first factor had
ten items, while the second, third, and fourth factors had four
items each, and the fifth and sixth factors had three items each.
The fit index values of the scale were RMSEA=0.05,
NFI=0.97, CFI=0.98, GFI=0.98, and AGFI=0.98, indicating
that the six-factor structure of the 28-item scale was
confirmed. To measure the reliability of the scale, the CR
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reliability calculation was performed, and it showed a CR
value of 0.96, indicating high reliability. As the scores
obtained from the scale increase, the learning culture levels of
individuals also increase positively. The scale has a minimum
score of 28 and a maximum score of 140.
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Abstract: COVID-19 is a global pandemic that has had significant effects on societies, even though its effects have
largely diminished. The psychological state of individuals who cannot leave their homes for long periods during the
lockdown practices implemented in many countries is a special situation that needs to be examined. Women and men
who stay together at home for long periods may experience conflict with other people. The extent to which this situation
is related to the personality traits and gender roles of individuals is a subject of research. For this reason, this study
investigates the predictive power of personality traits and gender roles on life satisfaction during the lockdown period
due to the COVID-19 pandemic. The study group consists of 571 participants (Female: 327, 42.73%; Male: 244, 57.27%)
selected from Tiirkiye and Georgia, aged between 18 and 50 (Meanage: 21.89, df: 4.09). The results show that adopting
feminine and masculine gender roles in both cultures contributes to an increase in individuals' life satisfaction levels,
while having neurotic personality traits causes individuals' life satisfaction levels to decrease. However, in Georgia, being
extraverted, conscientious, emotionally stable, and exhibiting the characteristics of feminine and masculine gender roles
were seen as predictors of life satisfaction, while in Tiirkiye, being emotionally stable and adopting the feminine gender
role were determined as variables that increased life satisfaction. The results obtained were discussed in line with the
literature.

Keywords: COVID-19, pandemic, life satisfaction, personality, gender roles

07z: COVID-19, etkileri biiyiik 6l¢iide azalmis olsa da toplumlar iizerinde 6nemli etkiler birakan kiiresel bir salgmdir.
Birgok tilkede gergeklestirilen kapanma uygulamalar: doneminde evlerinden uzunca siire gtkamayan bireylerin psikolojik
durumlart ise incelenmesi gereken 6zel bir durumdur. Ev icerisinde uzun siireler birlikte kalan kadin ve erkekler
karsilarindaki kisilerle catigma yasayabilmektedir. Bu durumun bireylerin sahip oldugu kisilik 6zellikleri ve cinsiyet
rolleri ile ne derece iliskili oldugu arastirma konusudur. Bu sebeple bu ¢alisma, COVID-19 salgini nedeniyle yasanilan
eve kapanma doneminde kisilik ozellikleri ve cinsiyet rollerinin yasam doyumu iizerindeki yordayici giicii
arastirmaktadir. Caligma grubu Tiirkiye ve Giircistan'dan segilen, yaslari 18 ile 50 arasinda (OrtYas:21,89, Ss:4,09) 571
katilimcidan (Kadin:327, %42,73; Erkek: 244, %57,27) olusmaktadir. Sonuglar, her iki kiiltiirde kadins1 ve erkeksi
cinsiyet rollerini benimsemis olmanin bireylerin yasam doyumu diizeylerinin artisina katki sundugunu, nevrotik kisilik
ozelliklerine sahip olmanin ise bireylerin yasam doyumu diizeylerinin azalmasina sebep oldugunu gostermektedir.
Bununla birlikte Giircistan’da disadoniikliik, sorumluluk, duygusal agidan dengeli olma, kadimnsi ve erkeksi cinsiyet
rollerinin 6zelliklerini gésterme yasam doyumunun yordayicilarindan olarak goriilmekteyken Tiirkiye’de duygusal
acidan dengeli olma ve kadinsi cinsiyet roliinii benimseme yasam doyumunda artig saglayan degiskenler olarak
belirlenmistir. Elde edilen sonuglar literatiir dogrultusunda tartisilmistir.

Anahtar Kelimeler: COVID-19, salgin, yasam doyumu, kisilik, cinsiyet rolleri

Erzen, E., Martskvishvili, K., Karaduman, M. A. & Laghidze, N. (2024). Gender roles and personality predictors of life satisfaction during the COVID-19
pandemic: A cross-cultural analysis. Erzincan University Journal of Education Faculty, 26(3), 484-493. https://doi.org/10.17556/erziefd. 1377713

Introduction

Recent research highlights that the pandemic and its associated
restrictions have adversely affected subjective well-being (Foa

The COVID-19 pandemic has brought significant social and
economic challenges, reshaping how people perceive the
world. On March 11, 2020, the World Health Organization
(WHO) declared COVID-19 a global pandemic (WHO, 2021a;
2021b). Although it has largely lost its effectiveness in 2024
(WHO, 2023a; 2023b), since then, the need to adapt to new
living conditions and cope with the uncertainty surrounding
the virus has become a global concern. At this point, it is clear
that examining the variables affecting mental health is a
necessity. It is also important to examine which cultures are
affected by the lockdown that has taken place in a significant
part of the world. It is important to compare the data obtained
from Tiirkiye and Georgia in order to determine whether
individuals living in two neighboring countries that share the
same geography face similar consequences, in other words,
whether their standards of life satisfaction are affected by
culture.

et al., 2022; Lee, 2022; Paredes et al., 2021), leading to a
decline in quality of life (Nandasena et al., 2022; Panayiotou
et al., 2021). As the virus continues to spread, understanding
its mental health implications becomes critical. Fear and
anxiety are common responses, and such emotions typically
reduce life satisfaction (Lin et al., 2020). However, two years
into the pandemic, adaptive strategies are emerging. For
example, a combination of emotional and problem-focused
coping strategies has proven effective (Altunan et al., 2021),
while parental social support has minimized the negative
psychological impacts of COVID-19, enhancing resilience
(Wang etal., 2021). Resilience, in turn, is crucial for managing
pandemic-related stress (Hezel et al., 2022; Vannini et al.,
2021).

People’s responses to the pandemic vary according to
personality traits and cultural backgrounds. Studies have


https://doi.org/10.17556/erziefd.1377713
https://doi.org/10.17556/erziefd.1377713
https://orcid.org/0000-0001-9726-2688
https://orcid.org/0000-0001-6089-223X
https://orcid.org/0000-0002-5837-8917
https://orcid.org/0000-0003-2611-3655

E. Erzen, et al. / Erzincan University Journal of Education Faculty, 26(3)

shown gender-specific differences in life satisfaction during
lockdowns (van der Laan et al., 2021), with race, ethnicity, and
age also influencing perceptions of COVID-19 (Nifio et al.,
2020). Consequently, pandemic-related stressors do not affect
everyone equally; factors such as sex, gender, culture, and
personality traits all play roles in determining life satisfaction.
Understanding the interplay of sex, gender, and personality
traits in coping with the pandemic across different cultures can
provide valuable insights for practitioners. It could improve
our comprehension of COVID-19-related fears and contribute
to strategies aimed at enhancing life satisfaction during
stressful events.

Personality Traits and Fear of COVID-19

Personality traits, defined as stable patterns of behavior,
thoughts, and emotions (Costa & McCrae, 2002), are critical
in understanding how individuals cope with the pandemic. The
Five-Factor Model (FFM), encompassing Extraversion,
Agreeableness,  Conscientiousness,  Neuroticism, and
Openness to Experience (McCrae & John, 1992), is widely
used to analyze these traits. Recent studies suggest that all
FFM traits are linked to coping with pandemic-related stress
(Ahmed et al., 2021). For instance, individuals with high
conscientiousness are more likely to take precautions against
the virus, while those with higher neuroticism are less cautious
(Aschwanden et al., 2020). Openness is associated with
positive perceptions of COVID-19, whereas neuroticism and
extraversion correlate with negative views (Schmiedeberg &
Thonnissen, 2021).

Personality traits can also predict perceived stress levels
during the pandemic (Zacher & Rudolph, 2021). For example,
extraversion, neuroticism, and openness are linked to
behaviors like hoarding, reflecting COVID-19-related fear
(Yoshino et al., 2021). Additionally, neuroticism is a strong
predictor of COVID-19 fear (Caci et al., 2020), while
agreeableness and openness correlate with behavioral
adaptation and reduced anxiety (Aschwanden et al., 2020;
Rammstedt et al.,, 2021). These findings suggest that
personality traits significantly influence how individuals
experience and respond to COVID-19-related anxiety.

Gender Roles and the Fear of COVID-19

Gender differences also play a crucial role in shaping
responses to COVID-19. Research indicates that men and
women react differently to COVID-19 risks, with gender
significantly influencing the coping mechanisms employed
(Rana et al., 2021). Gender, defined by sociocultural
expectations based on biological sex (Best & Foster, 2004),
includes roles such as masculinity, femininity, and androgyny
(Bem, 1974; Ciocca et al., 2018).

Gender is closely related to mental health, particularly
anxiety disorders. Studies show that women tend to be more
sensitive to threats, leading to higher levels of COVID-19 fear
compared to men (Burani & Nelson, 2020; Rana et al., 2021).
Females generally perceive greater COVID-19 risks and
employ better coping strategies (Nifio et al., 2020).
Understanding these gender differences is vital for effective
crisis management and the prevention of negative mental
health outcomes during the pandemic.

Life Satisfaction: The Role of Personality and Gender
Roles Across Cultures

Life satisfaction, defined as a cognitive assessment of one’s
quality of life (Pavot & Diener, 1993), is a key component of

subjective well-being. It is associated with various positive
outcomes, such as resilience (Plexico et al., 2018) and social
support (Mincu & Tascu, 2015), and negatively correlated
with psychological distress (Lam & Zhou, 2020). The
pandemic's stress is likely to diminish life satisfaction.

Life satisfaction is influenced by factors such as gender
(Joshanloo, 2018) and personality traits (Wimmelmann et al.,
2020). For instance, masculinity is linked to life satisfaction in
men with low self-esteem, while femininity predicts life
satisfaction in women with strong social support (Matud et al.,
2014). These factors vary across cultures, with collectivist
societies emphasizing interpersonal relationships as a source
of life satisfaction (Kang et al., 2003).

The Five-Factor Model traits, particularly neuroticism and
extraversion, are strong predictors of life satisfaction (Alj,
2018; Wimmelmann et al., 2020). While neuroticism
negatively affects life satisfaction due to its association with
negative affect, extraversion is a positive predictor due to its
link with social behaviors and a positive outlook (Eysenck &
Eysenck, 1975).

Present Study

This study aims to examine the roles of personality traits,
biological sex, and gender roles in life satisfaction during the
pandemic, focusing on the predictive power of COVID-19
fear. Using samples from Georgian and Turkish populations,
we will explore how these factors interact to influence life
satisfaction and COVID-19 fear. Specifically, we will
investigate whether personality traits predict COVID-19 fear
and life satisfaction, and whether these relationships vary by
gender, and gender role. We hypothesize that traits such as
openness, agreeableness, conscientiousness, and extraversion
will be negatively related to COVID-19 fear, while
neuroticism will show a positive correlation. Additionally, we
expect that gender roles will influence these relationships, with
feminine individuals exhibiting higher COVID-19 fear and
lower life satisfaction.

Method
Research Design

This study employed an Ex Post Facto research design, which
is commonly used when investigating the potential
relationships between variables without manipulating any of
the independent variables (Cohen et al., 2005). In an Ex Post
Facto design, researchers observe and analyze existing
conditions or behaviors to identify possible causal
relationships. This design is particularly appropriate when
ethical or practical constraints prevent the manipulation of
variables, as it allows for the examination of naturally
occurring variables and their associations.

Data for this study were collected during the COVID-19
pandemic, between March and June 2021, a period marked by
significant social and health-related changes. Given the
constraints of the pandemic, no experimental manipulation or
intervention was applied to the participants. Instead, the study
focused on understanding the relationships between
personality traits, gender roles, and life satisfaction as they
naturally occurred within the context of the pandemic.

Participants were asked to complete several self-report
measures assessing their personality traits, gender roles, and
life satisfaction. The Ex Post Facto design allowed the
researchers to analyze the data retrospectively, identifying
patterns and associations that emerged from the naturally
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occurring variations in the participants' characteristics and
experiences.

Given the non-experimental nature of this design, the study
is primarily correlational, aiming to explore associations rather
than establish causality. The Ex Post Facto approach is
particularly valuable in contexts where direct manipulation of
variables is either impossible or unethical, such as in this
study, where the focus was on understanding the impact of the
pandemic on various psychological constructs.

Participants

The final sample consisted of 571 participants, after the
exclusion of 23 individuals due to missing information or
being identified as outliers. Participants were recruited from
research participant pools at a public university in Georgia and
a public university in Northeastern Tiirkiye. All participants
received course credit for their participation. The data
collection occurred between March and June 2021, a period
during which the COVID-19 pandemic was beginning to
wane, and social vaccination efforts were nearing completion.
The inclusion criteria were consistent across both countries:
participants were required to have the ability to understand
Turkish in Tirkiye or Georgian in Georgia, be enrolled in
university studies, and volunteer to participate in the study.
Prior to participation, researchers provided all participants
with a brief written description of the study, explaining that
their data would be kept confidential and used solely for
research purposes.

Of the 571 participants, 327 were female (205 from
Tiirkiye, 122 from Georgia) and 244 were male (99 from
Tiirkiye, 145 from Georgia). The participants ranged in age
from 18 to 50 years, with a mean age of 21.89 years (SD =
4.09). The mean age for the Turkish sample was 21.83 years
(SD = 3.45), while the Georgian sample had a mean age of
21.96 years (SD = 4.72). The total sample included 304
participants from Tiirkiye and 267 participants from
Georgia.All participants were asked to complete four measures
in addition to providing demographic information. This
thorough selection and data collection process ensured that the
sample was representative of university students in both
cultural contexts.

Procedures

This study was conducted following ethical guidelines, with
approval obtained from the relevant institutional review
boards of both Georgia and Tiirkiye. Data collection took place
between 2021 March and June, during a period when the
effects of the COVID-19 pandemic were still evident but
beginning to subside, as widespread vaccination efforts were
nearing completion. Participants were recruited using a
combination of online surveys and direct outreach through
academic and social networks. The study employed a cross-
sectional survey design, which allowed for the simultaneous
assessment of personality traits, gender roles, COVID-19 fear,
and life satisfaction. The survey was distributed in both
Georgian and Turkish languages, ensuring cultural and
linguistic appropriateness for all participants.

Before completing the survey, participants provided
informed consent, acknowledging their voluntary participation
and understanding of the study's purpose. The survey included
measures of the Five-Factor personality traits, gender roles,
COVID-19 fear, and life satisfaction. The instruments used
were validated scales, previously adapted and tested for
reliability and validity within similar populations (e.g., the Big

Five Inventory, the COVID-19 Fear Scale, and the Satisfaction
with Life Scale). Participants were assured of the
confidentiality and anonymity of their responses.

The survey was administered online via Google Forms, which
facilitated data collection from a broad and diverse sample.
Participants were required to complete all sections of the
survey to ensure the integrity of the data. Any incomplete
responses were excluded from the analysis. Upon completion
of data collection, the dataset was securely stored in
accordance with data protection regulations.

Data Analysis

The data analysis was conducted in several stages to ensure the
robustness and validity of the findings. Initially, preliminary
analyses were performed to assess the assumptions required
for multiple regression analysis, followed by the main
regression analyses that examined the relationships between
gender roles, personality traits, and life satisfaction in different
cultural contexts.

Preliminary Analyses

Before conducting the regression analyses, the assumptions of
multicollinearity were evaluated to ensure the accuracy of the
regression models. The tolerance values for the first model
were all greater than .20 (Tolerance = 1.00), for the second
model ranged from .94 to .94, and for the third model ranged
from .89 to .94. Additionally, the variance inflation factor
(VIF) values were less than 10 across all models (VIF = 1.00
for the first model; VIF = 1.05 for the second model; VIF =
1.05, 1.11, and 1.05 for the third model). These results indicate
that multicollinearity was not a concern in any of the
regression models (Field, 2013).

Regression Analyses

The main data analysis involved performing multiple
regression analyses to explore the predictors of life
satisfaction. Initially, a combined analysis was conducted
using data from both Turkey and Georgia to identify the
overall patterns in the relationships between gender roles,
personality traits, and life satisfaction. Subsequently, separate
regression analyses were conducted for the Turkish and
Georgian samples to examine cultural differences in these
relationships. This approach allowed for a detailed comparison
of how personality traits and gender roles predict life
satisfaction in these two distinct cultural contexts. Georgia: In
the Georgian sample, extraversion, conscientiousness, low
neuroticism, and the presence of both masculine and
feminine gender roles emerged as significant predictors of
life satisfaction. Tiirkiye: In contrast, the Turkish sample
revealed that low neuroticism and feminine gender roles
were the only significant predictors of life satisfaction.

These findings underscore the importance of considering
cultural context when examining the determinants of life
satisfaction. The use of Split File analysis enabled the
comparison of regression results across the two countries
without the need to separate the datasets manually. This
method provided insights into the role of cultural factors in
shaping the impact of personality traits and gender roles on life
satisfaction. The comprehensive approach to data analysis,
including both preliminary assumption checks and detailed
regression analyses, ensured the reliability of the findings. By
comparing results across different cultural contexts, this study
contributes to a deeper understanding of how gender roles and
personality traits interact to influence life satisfaction in
varying cultural settings.
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Measures

Demographics: To gather demographic information, a series
of questions were asked, including the participants' age, gender
and country of residence. Descriptive information about the
sample is summarized in Table 1.

Personality: The participants completed adaptations of the
Big Five Inventory (BFI, Benet-Martinez & John, 1998). Both
adaptations of BFI included 44 items within five dimensions
(Extraversion, Agreeableness, Conscientiousness,
Neuroticism, and Openness). The Georgian adaptation of BFI
was conducted by Martskvishvili and colleagues (2020) while
the Turkish adaptation was conducted by Siimer and
colleagues (2005). Construct validity of the Turkish adaptation
was studied by Basim et al. in 2009. Internal consistency
scores of the Georgian sample were .76 for extraversion, .60
for agreeableness, .73 for responsibility, .80 for neuroticism,
and .74 for openness. The Turkish sample has .79 for
extraversion, .66 for agreeableness, .81 for responsibility, .79
for neuroticism, and .79 for openness.

Gender Roles: Gender roles were assessed through
Georgian (Kavtaradze, 2020) and Turkish (Erzen &
Karaduman, in press) adaptations of the Bem Sex Role
Inventory (BSRI; Bem, 1974). In the current study,
masculinity and femininity subscales of BSRI were involved.
The gender roles in the 7-point Likert scale were assigned
using both subscales’ mean scores. In the current study, both
the Turkish and Georgian samples’ internal consistencies for
Masculinity and Femininity were .86 and .77.

Life Satisfaction: Diener et al. (1985) developed the Life
Satisfaction Scale in order to determine individuals' cognitive
evaluations of their whole lives. The reliabilities were reported
between .89 to .79 by Pavot and Diener (1993). There are five
items and one dimension. The Turkish adaptation was
conducted by Yetim (1993) and the Georgian adaptation was
adopted in frame of the current study. The internal consistency
coefficient was.82 for Georgian sample, .85 for Turkish
sample.

The Fear of COVID-19 (FCV-19S): For measuring the
Fear of COVID-19 the Georgian (Iashvili, 2020) and the
Turkish translations (Ladikli et al., 2020) of the Fear of
COVID-19 Scale (Ahorsu et al., 2020) were used. The five-
point Likert-type scale has seven items. The fear of COVID-
19 was determined by total scores. A higher score means

Table 1. Correlation analysis

greater fear of COVID-19. The internal consistency coefficient
was.82 for Georgian sample, .83 for Turkish sample.

Results
Correlation Analysis

The relationships between life satisfaction and five factor
personality types, fear of COVID-19 and gender were tested
using Pearson Product-Moment Correlation analysis and the
results are shown in Table 1.

Analysis results presented in Table 1; life satisfaction with
openness (= .12, p<.01), neurotic personality type (r= -.40,
p<.05), extroverted personality type (= .29, p<.01) and
conscientious shows that there are significant relationships
between personality type (r= .09, p<.01). In addition, it was
determined that life satisfaction was in a significant
relationship with masculine gender role (= .28, p<.01) and
feminine gender role (7= .19, p<.01). Results show - that there
is no significant relationship between life satisfaction and fear
of Covid-19.

Regression Analysis

According to the results of the correlation analysis, five
factors are associated with all personality traits except
compatibility and conscientiousness, as well as feminine and
masculine gender life satisfaction. For this reason, variables
with a significant relationship were included in the study.
Findings related to hierarchical regression analysis are
presented in Table 2.

After the relevant prerequisites were met, the variables
were included in the study respectively. First of all, the
variables of neuroticism, openness and extraversion, which
had a significant relationship in the correlation analysis, were
added to the model. However, in the regression analysis, only
the neuroticism trait was determined to be predictive among
these variables that were significant in the correlation analysis,
and the other variables were excluded from the analysis. In
gender roles, masculinity was first included in the analysis.
The masculine role, which is thought to interact more with
neuroticism due to the higher level of aggression was included
in the model. Afterwards, the role of femininity, another
variable that has a significant relationship with life
satisfaction, was included in the model and it was tested
whether all variables would function together.

1 2 3 4 5 6 7 8
1LS
20 12%*
95%CI (.04, .21)
3N -40% -.06
95%CI (-.46, -.33) 95%CI (.15, .02)
4B 29+ 24%% - 34%x
95%CI (.20, .36)  95%CI (.15, .32)  95%CI (.42, .26)
SA .07 18%* - 16% 22%%
95%CI (-.01,.15) 95%CI (.10, 27)  95%CI(-24, -.07) 95%CI (.14, 31)
6 CN .09* 8%k L 18%* 92%*
95%CI (.01,.18)  95%CI (.09, 27)  95%CI(-.19, -.02) 95%CI (.09, .27) 95%CI (.91, .93)
7C .03 -.06 20% -.03 07 08*
95%CI (-.04, .11)  95%CI (~.14,.01) 95%CI (.13, 27) 95%CI (.10, .04) 95%CI(-.01,.16) 95%CI (.01, .17)
8M  28%* 30%* - 23 50%% 03 -01 -05
95%CI (.19, .36)  95%CI (21, 38)  95%CI(-32, -.14) 95%CI (43,.57) 95%CI(-.05, 12) 95%CI(-.10,.08) 95%CI (-13,.01)
9F  .19%* 25%* -.08 36%* 50%* 52k 08* 23%*
95%CIL(.11,.27)  95%CI (.17,.34)  95%CI (-.16,.01) 95%CI (.28, .44) 95%CI (.44, .56) 95%CI (46,.58) 95%CI (.01,.17) 95%CI(.13..33)
Mean 16,69 3542 25,36 28,01 28,57 30,77 12,67 24,18
SD 6,38 4,65 3,42 3,61 3,59 347 4,94 3,94

n=571, *=p<.05, **p<.01, LS: Life satisfaction, O: Openness, N: Neuroticism, E: Extroversion, A: Agreeableness, CN: Conscientiousness, C: Fear of Covid-

19, M: Masculine, K: Feminine
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Table 2. Predictive role of big personality traits and gender roles on life satisfaction

Variable Model 1
B SE B t R? Adj. R? F i, afa)
Neuroticism -.40 .03 -.40 -10.50 .16 .16 110.37s69. 570)
Model 2
Neuroticism -.35 .03 -.35 -9.22 .20 .19 71.26s63, 570)
Masculine .20 .04 .20 5.20
Model 3
Neuroticism -.35 .03 -.35 -9.21 21 21 52-22(567, 570)
Masculine 17 .04 17 4.36
Feminine 21 .06 13 3.39
Note' “p < .01
Table 3. ANOVA results for interaction and main effects
Source SS df MS F p PES
Gender (A) 207.75 1 207.75 5.98 <.05 .01
Neuroticsm (B) 4373.98 32 136.68 3.93 <.01 .19
Gender X Neuroticism (AXB) 62228.93 1 62228.93 1791.61 <.01 .76
Error 18651.85 537 34.73
Total 23264.18 571
MS: Mean Square, df: Degrees of Freedom, PES: Partial Eta Squared
Table 4. Country Based Predictive role of big personality traits and gender roles on life satisfaction
Georgia
Variable Model 1
B SE B t R? Adj. R? F (g, afay
Extroversion .54 .06 48 9.02 23 .23 81.50 (1, 265)
Model 2
Extroversion 48 .05 43 8.37 .30 .29 57.42 2, 264)
Conscientiousness .36 .07 .26 5.07
Model 3
Extroversion 40 .06 .36 6.46 33 32 43.85 (3,263
Conscientiousness 31 .07 22 4.34
Neuroticism -.19 .05 -.19 -3.45
.Model 4
Extroversion 35 .06 32 5.69 35 34 36.06(7, 262)
Conscientiousness 18 .08 13 2.22
Neuroticism -.20 .05 -.20 -3.70
Feminine .26 .09 18 2.96
Model 5
Extroversion .26 .07 23 3.67 .37 35 30.79¢, 261
Conscientiousness 21 .08 15 2.55
Neuroticism -.18 .05 -.19 -3.46
Feminine 24 .09 .16 2.75
Masculine .16 .06 15 2.57
Tiirkiye
Model 1
Neuroticism -.24 .04 -32 -5.93 32 10 35.21a.302
Model 2
Neuroticism -23 .04 -31 -5.89 .38 14 25.96¢2.301)
Feminine 25 .06 .20 3.88

Note' “p < .01

Three different models were determined in the analysis,
which had a significant contribution to the model. Results
show that only neuroticism among the personality variables
included in the study had a significant contribution to the
model. In the first model, neuroticism was found to be (R*=
.16, F(seo, s700 = 110,37, p<.001), in the second model,
neuroticism and masculinity were (R?= .20, Fses, s70)= 71.26,
p<.001), and in the third model, neuroticism, masculinity, and

femininity were (R?=.21, F(s¢7,570)= 52,22, p<.001) factors that
helped predict life satisfaction (Table 2).

In the next stage of our study, in order to further evaluate
the main effects of variables such as gender and neuroticism
on life satisfaction and the strength of the interactions between
these variables, an ANOVA (Analysis of Variance) was
performed to support the findings obtained from the multiple
linear regression analysis. This additional analysis was
performed to determine the significance of the effects of the
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variables on the dependent variable and the interactions within
the overall model and to reveal the magnitude of these effects
(Table 3).

Table 3 shows the main effects of the variables Gender and
Neuroticism on Life Satisfaction and the interaction between
these two variables (Gender x Neuroticism). The effect of the
variable Gender on life satisfaction was statistically
significant, F(, s37=5.98, p<.05, #,%=.01. For the variable
Neuroticism, F2, 537=3.93, p<.01, 5,°=.19, The Gender x
Neuroticism interaction term is also statistically significant,
Fu,s37=1791.61, p=.01, 5,%=.76. For the simple slopes analysis
conducted to examine the source of the difference obtained,
neuroticism scores were divided into three levels as low,
medium and high and the results were examined with two-way
ANOVA. The results obtained showed that men had higher life
satisfaction scores at all three neuroticism levels (Mean
difference=1.3, 95% CI [.24, 2.3]).

In order to examine the effect of culture on the relationship
between life satisfaction and personality traits and gender
roles, a second regression analysis was conducted depending
on culture. The results obtained show that in Georgian culture,
extraversion, conscientiousness, neuroticism, feminine gender
role and masculine gender role are effective in predicting life
satisfaction (Model 5: R?*= .37, Fisa61) = 30.79, p<.001). In
Tiirkiye, it is seen that neuroticism and having a feminine
gender role are important in predicting life satisfaction (Model
2: R%=38, Fa301)= 25.96, p<.001). These results show that in
Georgia, individuals who are extraverted, conscientious,
emotionally stable, and display feminine and masculine gender
roles to some extent (feminine role is more dominant) have
higher life satisfaction. In Tiirkiye, the data show that
individuals who are emotionally stable and display feminine
gender roles (at the same level as Georgia) have higher life
satisfaction (Table 4).

Discussion

The findings of this study reveal that gender, personality traits
and life satisfaction vary significantly in the context of the
Turkish and Georgian samples, emphasizing that these factors
manifest themselves differently in different countries. The
initial results, based on the combined data from both countries,
demonstrated significant effects of personality traits and
gender roles on life satisfaction. However, the separate
analyses of data from Georgia and Tirkiye allowed for a
deeper exploration of how these effects differ between
cultures.

Findings from Georgia

In  Georgia, the study identified extraversion,
conscientiousness, low neuroticism, and the presence of both
masculine and feminine gender roles as significant
predictors of life satisfaction. These findings suggest that
social interaction and emotional stability are crucial for
enhancing life satisfaction in the Georgian context. The
significant effect of extraversion indicates that individuals
who are more sociable, outgoing, and assertive tend to have
higher life satisfaction. This aligns with existing literature,
which highlights the positive impact of social engagement and
positive life experiences on well-being (Aschwanden et al.,
2020; Carvalho et al., 2020; Schmiedeberg & Thonnissen,
2021). Extraverted individuals, by engaging in frequent social
activities and maintaining strong social connections, may
enjoy a more optimistic outlook on life, contributing to their
overall satisfaction (Carvalho et al., 2020).

Similarly, conscientiousness was also a significant
predictor of life satisfaction in Georgia, indicating that
organized, disciplined, and goal-oriented behaviors positively
influence life evaluations. Highly conscientious individuals
are likely to experience a sense of accomplishment and life
satisfaction due to their structured approach to life
(Aschwanden et al., 2021). Conversely, the negative
association between neuroticism and life satisfaction
reinforces the idea that emotional instability, anxiety, and
negative  affect significantly —undermine  well-being
(Schmiedeberg & Thonnissen, 2021; Wimmelmann et al.,
2020). Reducing neurotic traits, such as excessive worry and
emotional volatility, appears essential for enhancing life
satisfaction in the Georgian context.

Furthermore, the positive influence of both masculine and
feminine gender roles suggests that flexibility in gender roles
contributes to higher life satisfaction in Georgia. The ability to
embody both masculine traits (e.g., assertiveness,
independence) and feminine traits (e.g., empathy, nurturing)
allows individuals to adapt more effectively to various social
contexts, enhancing their overall satisfaction (Bem, 1974;
Ciocca et al., 2018). This flexibility aligns with findings that
gender-role flexibility provides resilience against stress and
enhances well-being (Hezel et al., 2022; Vannini et al., 2021).

These findings suggest that in Georgia, a more flexible
approach to gender roles, coupled with personality traits like
extraversion and conscientiousness, can serve as protective
factors, fostering resilience against the challenges posed by the
COVID-19 pandemic. This is consistent with prior research
demonstrating that individuals with high resilience tend to
report higher life satisfaction during stressful periods, such as
pandemics (Hezel et al., 2022; Vannini et al., 2021).

Findings from Tiirkiye

In Tirkiye, the predictors of life satisfaction were more
limited, with only low neuroticism and the presence of
feminine gender roles emerging as significant. The strong
association between low neuroticism and life satisfaction
highlights the importance of emotional stability and effective
stress management in enhancing well-being (Yoshino et al.,
2021; Wimmelmann et al., 2020). Lower levels of neuroticism
were associated with reduced anxiety and emotional distress,
which contributes to a more positive evaluation of life
satisfaction (Aschwanden et al., 2020; Caci et al., 2020).
The significant role of feminine gender roles in predicting life
satisfaction in Tirkiye suggests that cultural norms and
expectations may place greater value on traditionally feminine
characteristics, such as empathy, nurturing, and interpersonal
sensitivity (Joshanloo, 2018; Matud et al., 2014). This finding
is particularly notable in light of patriarchal structures
prevalent in many societal contexts in Tiirkiye, where feminine
traits may be both culturally reinforced and socially expected
(Best & Foster, 2004). The association between feminine
gender roles and higher life satisfaction may reflect the
positive impact of social support networks, caregiving roles,
and emotional expression, which are often linked to feminine
behaviors (Eagly & Chrvala, 1986; Vafaei et al., 2014).
Interestingly, the differences in the predictors of life
satisfaction between Tiirkiye and Georgia underscore the role
of cultural norms in shaping the importance of different traits
and roles. In Tiirkiye, where feminine gender roles are more
prominent, individuals who conform to these roles may
experience higher life satisfaction. However, this finding also
raises important questions about the potential constraints

489



Gender roles and personality predictors of life satisfaction during the COVID-19 pandemic: A cross-cultural analysis

imposed by cultural expectations on individuals who do not
conform to these roles. Future studies should investigate how
deviations from culturally prescribed roles impact life
satisfaction and psychological well-being.

Interpretation of Cultural Differences

The differences observed between Georgia and Tiirkiye
indicate that cultural context significantly shapes the impact of
personality traits and gender roles on life satisfaction. In
Georgia, the significant influence of extraversion and
conscientiousness suggests that social interaction and a
structured life are highly valued. This could be due to a
collectivist orientation in Georgian society, where social
harmony and community involvement are emphasized
(Nandasena et al., 2022; Panayiotou et al., 2021). On the other
hand, in Tiirkiye, the emphasis on feminine gender roles
suggests that cultural context may prioritize traits such as
empathy and nurturance more strongly (Eagly & Chrvala,
1986; Vafaei et al., 2014).

When the relationship between personality traits and
gender roles is considered, certain patterns emerge. For
example, neuroticism is associated with various negative life
outcomes, including anxiety and stress, which can reduce life
satisfaction (Aydin Ozkan & Kucukkelepce, 2019; Burani &
Nelson, 2020; Ercan & Ugar, 2020; Rana et al., 2021). On the
other hand, extraversion is linked to enthusiasm and positive
emotions in interpersonal relationships (Kurpisz et al., 2016).
However, in Tiirkiye, the expression of extraversion, which is
compatible with traditionally feminine traits, may put
individuals at a psychological disadvantage, given the
constraints of a patriarchal society (Uludag et al., 2022). Such
possible effects of gender roles are not unique to Tirkiye.
Similar situations are present in many different cultures
(Soltanpanah et al., 2018). This suggests that gender roles are
critical factors affecting the relationship between personality
traits and life satisfaction and should be carefully considered
in future research.

Conclusion

In conclusion, this study illustrates that the factors influencing
life satisfaction are highly sensitive to cultural context. Despite
data being collected from two neighboring regions, Georgia
and Tirkiye, which share similar geographical features,
distinct cultural characteristics significantly affect individuals'
life satisfaction. Moreover, while personality traits exhibit
universal characteristics, their effects can vary significantly
across different cultural contexts (Serin et al., 2010; Lam &
Zhou, 2020).

By recognizing the cultural specificity of these
relationships, this study contributes to a more nuanced
understanding of how personality traits and gender roles
interact to shape life satisfaction in diverse cultural settings.
Further research is needed to explore how different cultural
norms and expectations shape the expression of personality
traits and gender roles, particularly in times of crisis such as
the COVID-19 pandemic.

Recommendations

Based on these findings, it is recommended that interventions
aimed at improving life satisfaction in different cultural
contexts consider the cultural meanings of personality traits
and gender roles. For instance, in Georgia, programs designed
to enhance social skills and conscientiousness may be
particularly effective in increasing life satisfaction. In Tiirkiye,

interventions that promote emotional stability and support for
feminine gender roles may be more successful. Additionally,
educational programs aimed at reducing the impact of rigid
gender norms could be beneficial in both contexts (Matud et
al., 2014). These results are important for researchers who
study gender roles and psychological factors under difficult
social conditions. They also shed light on how to prepare
intervention programs by taking these factors into account for
practitioners working in the field. However, this study has
certain limitations and these limitations should not be ignored
when evaluating the results.

Limitations

This study has several limitations that should be
acknowledged. First, the data collection occurred during the
COVID-19 pandemic, which may have had a significant
impact on the results. Second, the study sample was limited to
Tiirkiye and Georgia, which restricts the generalizability of the
findings to other cultures. Moreover, a deeper understanding
of cultural differences may require qualitative data to
complement the quantitative findings (Kim & Kang, 2022;
Vannini et al., 2021).
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