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Kariyer Engelleri ile Orgiitsel Sessizlik Arasindaki fliskide Duygusal Tiikenmisligin Araci Rolii *

Aydan Ordu' ve Sirin Y6riik?™

0Oz

Bu aragtirmanin amaci Ogretmen goriisleri dogrultusunda kariyer engelleri ile orgiitsel sessizlik
arasindaki iligkide duygusal tiikenmisli§in araci roliinii ortaya koymaktir. Bu kapsamda kariyer
engellerinin igse bagh duygusal tiikkenmisligi ve orgiitsel sessizligi, ise bagh duygusal tilkenmisligin
orgiitsel sessizligi yordama durumlari incelenmistir. Ardindan da kariyer engelleri ile orgiitsel sessizlik
arasmndaki iliskide duygusal tiikkenmisligin araci rolii ele alinmustir. Olgme araci olarak inandi ve Gilig
(2021) tarafindan gelistirilen Kariyer Engelleri Olcegi; Van Dyne ve digerleri (2003) tarafindan
gelistirilen ve Kahya (2013) tarafindan Tiirkgeye uyarlanan Orgiitsel Sessizlik Olgegi; Wharton (1993)
tarafindan gelistirilen ve Giinay (2021) tarafindan Tiirkgeye uyarlanan ise Bagh Duygusal Titkenmislik
Olgegi kullanilmustir. Arastirma iliskisel, kesitsel bir nicel arastirma olarak tasarlanmis ve Usak ilinde
gorev yapan 307 Ogretmen ile yiiriitiilmistir. Stirekli degiskenler arasindaki iliskinin belirlenmesi
Pearson korelasyon analizi ile yapilmistir. Ayrica Proses Macro ile aracilik analizleri
gergeklestirilmistir. Aracilik etkisinin anlamliligin test etmek igin Sobel Testi uygulanmustir. Yapilan
analizler sonucunda ii¢ degiskenin de birbirleri ile anlaml olarak iliskili oldugu; kariyer engelleri ile
orgiitsel sessizlik arasindaki iliskide ise bagli duygusal tilkenmisligin kismi olarak aracilik ettigi
bulunmustur.

Anahtar Sozciikler

Kariyer

Kariyer engelleri
Orgiitsel sessizlik
Duygusal tiikkenmislik

Makale Hakkinda

Gonderim Tarihi
30 Ocak 2024
Kabul Tarihi

08 Agustos 2024
Makale Tiirii
Arastirma Makalesi

The Mediating Role of Emotional Burnout in the Relationship Between Career Barriers and
Organizational Silence *

Abstract

The purpose of this study is to investigate the mediating role of emotional burnout in the relationship
between career barriers and organizational silence, based on teacher opinions. In this context, the
predicting effect of career barriers on job-related emotional burnout and organizational silence, and the
predicting effect of job-related emotional burnout on organizational silence were examined. Then, the
mediating role of emotional burnout in the relationship between career barriers and organizational
silence was discussed. As a measurement tool, the Career Barriers Scale developed by inandi1 and Gilig
(2021); Organizational Silence Scale, developed by Van Dyne et al. (2003) and adapted to Turkish by
Kahya (2013), and Job-Related Emotional Burnout Scale, developed by Wharton (1993) and adapted to
Turkish by Giinay (2021), were used in the study. The research was designed as a correlational, cross-
sectional quantitative survey and conducted with 307 teachers working in Usak province. Pearson
correlation analysis was performed to investigate the relationship between continuous variables, and
mediation analyses were also performed with the Process Macro. Sobel Test was used to test the
significance of the mediation effect. As a result of the analyses, it was concluded that all three variables
were significantly related to each other; job-related emotional burnout partially mediates the relationship
between career barriers and organizational silence.

Keywords

Carrier

Carrier barriers
Organizational silence
Emotional burnout
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Aydan Ordu ve Sirin Yoriik

Extended Abstract
Introduction

Career barriers, organizational silence, and emotional burnout are concepts that are often encountered in the
workplace. The obstacles that a person encounters in their work life which prevent them from progressing up the
career ladder can lead to dissatisfaction and, as a result, emotional burnout. In addition, people may consciously
choose to remain silent at work, by not expressing their feelings, thoughts, and suggestions about their workplaces,
when they are exposed to negative situations at work due to career barriers or other reasons.
It can be said that there is a complex relationship between the concepts of career barriers, organizational silence,
and emotional burnout, and these concepts can affect each other. In this study, it was considered important to
reveal the relationships between career barriers and emotional burnout, which are thought to be important in the
silence of teachers. Therefore, the aim of this study is to reveal the mediating role of emotional burnout in the
relationship between career barriers and organizational silence. In line with the purpose of the research, the
research model and hypotheses have been determined. In this context, the separate effects and indirect effect of
career barriers, as an independent variable, and work-related emotional burnout, as a mediating variable, on
organizational silence, as a dependent variable, will be investigated. In addition, the effect of career barriers on
burnout will be examined. Finally, the combined effect of career barriers and work-related emotional burnout on
organizational silence will be examined.

Method

The research is designed as a correlational, cross-sectional quantitative survey. The population of the research
consists of teachers working in public schools in Usak province during the 2022-2023 academic year. The scale
was applied to 332 teachers in the sample. The scale forms that were filled in incorrectly were excluded and the
data for the sample group of 307 teachers were tested using statistical methods. The Career Barriers Scale,
developed by Inand1 & Gilig (2021) to determine the career barriers perceived by teachers, consists of 29 items
and five dimensions. The Organizational Silence Scale was developed by Van Dyne et al. (2003) and adapted to
Turkish by Kahya (2013). The scale consists of three subscales and 15 items. Finally, the Job-Related Emotional
Burnout Scale developed by Wharton (1993) and adapted to Turkish by Giinay (2021) was used in the study. The
scale consists of six items in a single dimension. The data obtained in the study were analyzed using the SPSS
25.0 program. Pearson correlation analysis was conducted to examine the relationship between continuous
variables. Mediation analyses were also performed using Process Macro regression analysis. The Sobel Test was
used to test the significance of the mediation effect.

Findings

According to the findings, career barriers have a statistically significant and positive effect on job-related
emotional burnout (f = 0.495, p < 0.05). According to the findings, cCareer barriers explain 24% of the variance
in job-related emotional burnout (F=99.243, p<0.05). According to the results of the regression analysis showing
the separate effects of career barriers and job-related emotional burnout on organizational silence, career barriers
have a statistically significant and positive effect on organizational silence (B = 0.420, p < 0.05). It was found that
career barriers explain 17% of the variance in organizational silence (F= 65.324, p<0.05). It was also found that
job-related emotional burnout has a statistically significant and positive effect on organizational silence (B = 0.415,
p < 0.05). Job-related emotional burnout explains 17% of the variance in organizational silence. (F= 63.586,
p<0.05). Finally, it is seen that career barriers and job-related emotional burnout, when included together in the
regression analysis, significantly and positively affect organizational silence. (Career barriers f = 0.284, job-
related emotional burnout = 0.275; p <0.05). Career barriers and job-related emotional burnout together explain
23% of the variance in organizational silence (F= 46,258, p<0.05). In summary, it was found that the total effect
of career barriers on organizational silence was fc=0.420, and that this effect decreased significantly to fc'=0.284
when the mediating variable of job-related emotional burnout was included in the research model. This decrease
indicates partial mediation (Baron, & Kenny, 1986). When the effect values are examined, the total effectis 0.2317,
the direct effect is 0.1566, and the indirect effect, which is the difference between the two, is calculated as 0.0751.
Since the lower and upper limit values of the confidence interval do not include zero, it can be said that the indirect
effect is significant (Preacher, & Hayes, 2008).

Discussion and Conclusion

It is seen how important it is for teachers to be satisfied with their careers and to perceive that they face various
barriers in their careers. According to London (2014), individuals who perceive that they face too many career
barriers are like a grain of sand in a storm. They can be tossed around in this challenging process. Teachers who
perceive that their career goals are being blocked, whether due to individual or environmental factors, may
experience emotional fatigue. Indeed, perceived career barriers can reduce employees' levels of happiness. (Kanten
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et al., 2019). Perceived career barriers by teachers can reduce their job satisfaction and increase their stress levels
(Inandz, et al., 2022). Teachers who are not satisfied with their careers may experience a decrease in their life
satisfaction (Tortumlu, & Uzun, 2021). This, in turn, can lead to experiencing emotional burnout in their work
and consciously choosing not to express their true opinions on many issues, choosing to remain silent. Various
regulations can be made by policymakers to prevent teachers from perceiving career barriers. Providing
opportunities for professional development, creating a fair and effective performance evaluation system,
improving working conditions, and providing guidance on career development could be included in these
regulations. The study's finding that emotional burnout plays a partial mediating role indicates that there may be
other mediating variables in the relationship between the two variables. Therefore, other variables can be added to
the established model in future studies. This research has some limitations. Firstly, the scales applied in the study
were collected through self-report based on teachers' statements. Secondly, a province geographically close to the
researchers was selected by using the convenience sampling method in the study.
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Aydan Ordu ve Sirin Yoriik

Giris

Her anlamda c¢ok hizli bir degisim ve doniigiimiin yasandigi glinlimiizde, Orgiitler i¢in insan kaynaklarindan
yararlanmak ¢ok daha 6nemli hale gelmistir. Artan rekabet kosullarinda orgiitler etkili olabilmek i¢in ¢alisanlarin
bilgi, yetenek ve deneyimlerinden en iyi sekilde yararlanmalidir. Gerek Orgiitiin basarist ve bu basarinin
stirdiiriilebilirligi gerekse ¢alisanlarin motivasyonu i¢in ¢alisanlarin kararlara dahil edilmesi gerekmektedir. Bu
stirecte ise ¢alisanlarin bilgi, duygu ve diislincelerini acikg¢a ifade edebilmeleri gerekmektedir. Calisanlarin sessiz
kalmasi orgiitiin sagligi ve basarisi i¢in 6nemli bir tehdit faktorii olabilir. Bu nedenle orgiitsel sessizlige neden
olabilecek faktorleri ele almak orgiitsel sessizligi anlamak ve sessizlik davraniglarini azaltmak i¢in 6nemlidir.

Calisanlar isleri ve orgiitleri hakkindaki duygu, deneyim, diisiince, algi ve tutumlarini ¢esitli kanallar araciligt ile
iletisim kurarak ifade etmektedirler. Ancak bir oOrgiitteki pek ¢ok galisan, yonetim politikalar1 veya bagska
nedenlerden dolayr duygularint veya diisiincelerini herhangi bir sekilde ifade edemeyebilir. Calistiklart 6rgiitiin
islevi veya dezavantajlar1 hakkinda yorum yapmaktan kaginabilir. Calisanlarin sorunlara yonelik 6neri, fikir ya da
bilgilerini iistlerine iletebilmesi, o drgiitiin performansi ve hatta hayatta kalmasi iizerinde ¢ok biiyiik etkilere sahip
olabilir. Calisanlar bazen seslerini duyurabilirken bazen de sessizlige biiriinerek bilgi, duygu ve diistincelerini saklt
tutabilir (John ve Manikandan, 2019).

Orgiitsel sessizlik; calisanlarin drgiitii ile ilgili bir fikri, dnerisi, riskli konularla ilgili endisesi, uygulanabilir farkli
bir diislincesi oldugunda sesini ¢ikarmama, fikrini paylasmama egilimini ifade eder (Milliken ve diger., 2003; Van
Dyne ve diger., 2003). Orgiitsel sessizlik, 6rgiitiin calisanlarmin drgiitiin amaglarina ulagmasina katki saglayacak
yetenege sahip olmasina ragmen orgiit hakkinda gergek goriislerini ifade etmekten kagindigi bilingli bir karardir.
Bu durum yeni fikirlerin gelistirilmesi, yeteneklerin sergilenmesi ve goriis paylasimini olumsuz etkileyerek negatif
bir orgiitsel atmosfere neden olur. Calisanlarin sessizligi orgiitlerde karar alma siireci, orgiitsel degisim ve
gelismenin Oniinde potansiyel olarak tehlikeli bir engeldir. Kusurlu iiriinlere, diisiik morale ve zarara yol agan
yanlig planlanmis projelerin yapilmasina neden olabilir. Devamsizlik, isten ayrilma ve diisiikk doyuma neden olarak
oOrgiite zarar verebilir. Sadece orgiitlerde degil ¢alisanlar iizerinde de yikic etkileri vardir. Biligsel uyumsuzluga,
motivasyon, doyum ve bagliligin diismesine neden olabilir (Bagheri ve diger., 2012; Morrison ve Milliken, 2000;
Perlow ve Williams, 2003; Pinder ve Harlos, 2001).

9% ¢

Van Dyne ve digerleri (2003), orgiitsel sessizligi “razi olma sessizligi”, “savunma sessizligi” ve “prososyal
sessizlik” olmak lizere ii¢ grupta ele almislardir. Razi olma sessizligi ya da kabullenici sessizlikte ¢aliganlar mevcut
duruma boyun egmislerdir ve konugmaya dahil olmaya ya da durumu degistirmeye yonelik ¢aba gdstermeye istekli
degillerdir. Bilingli olarak pasif ve isteksiz davranirlar. Ornegin bir ¢alisan, agik¢a konusmanin anlamsiz oldugu
ve bir fark yaratma ihtimalinin diisik oldugu inancina dayanarak degisime yonelik fikirlerini sakli tutabilir.
Savunma sessizligi, bireyin korkuya dayali olarak ve kendini korumak i¢in ilgili fikir, bilgi veya gortislerini
saklamasidir. Caliganin, kendini dis tehditlerden korumay1 amaclayan kasith ve proaktif davranistir. Razi olma
sessizligine kiyasla, savunma sessizligi daha proaktiftir. Calisan alternatiflerin farkindadir ve alternatifleri
degerlendirir. Ardindan da o anda en iyi kisisel strateji olarak fikir, bilgi ve goriislerini saklama yoniinde bilingli
bir karar verir. Son olarak prososyal sessizlik diger ¢alisanlara veya orgiite fayda saglamak amaciyla, fedakarlik
veya isbirligi giidiilerine dayal1 olarak isle ilgili fikir, bilgi veya goriisleri saklamak olarak tanimlanabilir. Savunma
sessizligindeki gibi, prososyal sessizlik de ¢aliganlarin farkindaligini ve bilingli olarak karar vermeyi igerir. Ancak
savunma sessizliginden farkli olarak prososyal sessizlik, agik¢a konusmanin yaratabilecegi olumsuz kisisel
sonuglardan duyulan korkudan ziyade bagkalari i¢in duyulan endiseden kaynaklanir.

Knoll ve Van Dick'e (2013) gore, ¢alisan sessizligi pasif bir durum degil, sessizlik davraniglarinin altinda yatan
motivasyonlara dayali olarak degerlendirilebilen ¢ok yonlii bir kavramdir. Orgiitsel sessizlik ile ilgili calismalara
bakildiginda orgiitsel sessizligin pek ¢cok nedeni olabilir. Alan yazin incelendiginde sessizligin mobing (Giil ve
Ozcan, 2011; Kaygin ve Atay, 2014; Oztiirk ve Cevher, 2016), liderlik tarzlar1 (Erol ve Kéroglu, 2013), otoriter
liderlik (Duan, Bao, Huang ve Brinsfield, 2018), giiclendirici liderlik (Hassan ve diger., 2019), orgiitsel adalet
(Onder, 2017; Tan, 2014), orgiitsel baglilik (Onder, 2017), orgiitsel giiven (Fard ve Karimi, 2015) gibi
degiskenlerle calisildigr goriilmiistir. Milliken ve digerleri (2003) yapmis olduklari arastirmada orgiitsel
sessizligin nedenlerini bireysel 6zellikler, orgiitsel 6zellikler ve yonetimle iliskiler olarak belirtmiglerdir. Lu ve
Xie (2013) ise sessizligin nedenlerini bireysel faktorler, liderlik ve orgiitsel faktorler, meslektas faktorii ve kiiltiir
faktorii olmak iizere dort baglikta ele almiglardir. Calisanlarin yasadig: tiikenmiglik duygusu sessizlige yol agan
bireysel nedenler arasinda sayilabilir. Aktas ve Simgek’e (2015) gore calisanlar is hayatinin talepkar kosullarina
yetisemediklerini disiindiiklerinde; kendilerini basarisiz ve gii¢siiz hissetmekte, islerini anlamsiz bulmakta ve
islerine ya da hayata yonelik idealist duygularin1 kaybetmektedirler. Bunun sonucunda da igleri ve orgiitlerini
iyilestirmeye yonelik bilgi ve diisiincelerini bilingli olarak saklayarak sessiz kalabilirler. Bu calismada orgiitsel
sessizligi agiklamak icin ele alinan degigskenlerden biri duygusal tiikenmisliktir.

Tikenme kavrami Berger tarafindan ilk olarak saglik calisanlarinin yorgunluk, hayal kiriklig1 ve isi birakma
durumlarini agiklamak iizere ortaya atilmistir (Freudenberger, 1974). Daha sonra Maslach ve Jackson uzun siiren
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is stresinin tiikkenmislige yol agtigini belirtmis ve Maslach; tiikkenmisligi profesyonel is hayatindaki kisilerin
mesleklerinin anlam ve amacindan uzaklasmasi, isi geregi hizmet verdigi kisiler ile yeterli bir sekilde
ilgilenmemesi bi¢ciminde tanimlamistir (Maslach ve Jackson, 1986).

Tikenmisgligin; duygusal tiikenme, duyarsizlasma ve bireysel basarida diisme hissi olmak {izere ii¢ alt boyutu
vardir. Freudenberger (1974) tiikenmislik i¢in sadece duygusal tiikenmislik tizerinde dururken Maslach ve Jackson
(1981) tikenmisligin alan yazindaki {i¢ boyutunu ortaya koyan teorisyenlerdir. Duyarsizlagma; bireyin
cevresindekilerle olan iletigimi ile ilgilidir. Kisilerarasi iligkilerde bozulma sonucu orgiitte ise doniik eylemlerde
bozulma ve is geregi muhatap oldugu kisilere karsi olumsuz tutum sergilemesi seklinde ortaya ¢ikabilir (Maslach
ve diger., 2001). Duyarsizlagsma, bireyin bu olumsuz ortamdan kendini soyutlamaya ¢aligmasi olarak ortaya ¢ikan
bir savunma durumudur. Birey duyarsizlagsma davranisi ile psikolojik olarak daha az etkilenmek adina diger
kisilerle arasina bir smir koyar (Maslach ve Goldberg, 1998). Bireysel basarida diisme boyutu; bireyin kendisi ve
yeterlilikleri ilgili olumsuz diisiinceler gelistirmesi, kariyerinde ilerleyemeyisini yetersizligine baglayarak
caresizlik hissine kapilmasi durumudur. Bu ¢alismada ele alinan duygusal tiikenmislik ise tiikenmisligin temel
bireysel stres boyutunu temsil etmektedir. Bireyin isten dolayr duygusal ve fiziksel kaynaklarinin tiikkendigi ve
yoruldugu hissini ifade eder (Maslach ve diger., 2001). Bu boyut tiikenmislik ile ilgili en fazla dile getirilen duygu
durumudur (Shirom, 1989). Duygusal tilkenmenin en dnemli sebebi ¢aligma sartlarinin agir olmasi, is arkadaslart
ile olumsuz iliskiler ve ig yiikiiniin ¢ok olmasidir. Duygusal tiikenmede kisiler kendilerini enerjisiz hissetmekte ve
enerjilerini geri kazanmak i¢in bir sebep bulamamaktadir (Maslach ve Goldberg, 1998). Duygusal tiikenmislik,
tilkenmisligin i¢sel siirecine karsilik gelmektedir (Ar1 ve Bal, 2008). Maslach’in gelistirdigi tiikenmiglik modelinde
tilkenmisligin ii¢ boyut olarak ele alinmasina ragmen bu boyutlar igerisinde en temel boyutun duygusal tiikenmislik
oldugu belirtilmektedir (Seidler ve diger., 2014). Ogretmen tiikenmisligine iliskin pek ¢ok calismada yalnizca
duygusal tilkenmeye odaklanildigi goriilmistiir (Arens ve Morin, 2016). Bu nedenlerle de bu g¢aligmada
tikenmisligin duygusal tiikenmiglik boyutu ele alinmustir.

Orgiitler genellikle c¢alisanlarin duygusal tiikenmesi nedeniyle olumsuz sonuglarla karsilasmaktadir. Ozellikle
calisanlarin belirli duygular1 sergilemesini gerektiren orgiitler bu konuda daha da dikkatli olmali; duygusal
tilkkenmigligin olasi sonuglarinin farkinda olmali ve ¢alisanlarin tiikenmesini 6nlemek i¢in harekete ge¢melidir
(Kenworthy ve diger., 2014). Calisanlar rgiitsel ve bireysel nedenlerle tiikenmislik yasayabilir. Potansiyel olarak
tilkenmiglige neden olabilecek orgiitsel nedenler arasinda (1) 6diil eksikligi (2) asir1 ve modast gegmis politikalar
ve prosediirler, yogun tempolu isler ve yakin denetim sonucunda ¢alisanlarin kontrol duygusunun zayiflamasi (3)
acikca belirlenmis beklentilerin ve is sorumluluklarinin eksikligi ve (4) destek gruplarinin veya birbirine bagh
calisma gruplariin olmayisi sayilabilir. Bazi bireysel 6zellikler de genellikle bu orgiitsel kosullarla etkilesime
girerek caligsan tiilkenmisligine neden olabilir. Bu bireysel 6zellikler ise idealist beklentiler, idealist is ve kariyer
hedefleri, kisisel basarinin diisiik olmasindan kaynakli kisisel sorumluluk olarak belirtilmistir. Calisanlarin islerine
ve kariyerlerine yonelik gercek¢i olmayan beklentileri tiikenmislige neden olabilir. Performansa engel olan
orgiitsel kosullar yalnizca idealist beklentileri olan ¢aliganlar1 rahatsiz eder. Her seyin miimkiin oldugunu diisiinen
bir ¢alisan, tiikenmisligin dogal hedefi haline gelir. Kariyerleri ortasinda kriz yasayan c¢alisanlarda tiikenmislik
goriilebilir (Jackson ve Schuler, 1983). Bu durumda kariyerlerinde engellendigini diisiinen calisanlarin da
tilkkenmiglik yasamast muhtemeldir.

Orgiitsel sessizligi aciklamak icin ele alinan bir diger degisken kariyer engelleridir. Tiirk Dil Kurumu (TDK)
kariyeri “Bir meslekte zaman ve ¢alismayla elde edilen asama, basar: ve uzmanlik” seklinde tanimlamistir (TDK,
2024). Bir bireyin isine iliskin rollerinin sirasi ya da bi¢imi olarak da tanimlanan kariyer s6zciigii geleneksel olarak,
sadece profesyonel ve yonetsel rolleri iggal edenler i¢in kullanilirken; s6zciigiin is rolleriyle iligkili herkes i¢in
kullanim1 giin gegtikce artmaktadir. Ayrica, kariyer sdzciigii, is rollerinde yukar1 dogru hareketi ve ilerlemeyi de
kastetmektedir. Kariyer ayn1 zamanda “bireyin yasam boyu ogrenme ve ¢alismadaki gelisimi” (Collin ve Watts
1996) acisindan daha genis bir sekilde kavramsallastirilabilir ve bu nedenle goniillii caligmalar1 ve diger yasam
deneyimlerini de icerir (Torrington ve diger., 2005: 410).

Kariyer kavrami ile yakindan iligkili bir kavram olan kariyer bagarist gerek orgiitler gerek calisanlar agisindan
oldukca 6nemli bir kavramdir. Son yillarda, kariyer basarisi kavrami nesnel ve 6znel basar1 kavramlarindan
ayrilamaz hale gelmistir. ilki, kiginin kariyer basarisin1 degerlendirmede nesnel olarak 6lgiilen standartlar:
vurgularken (6rnegin, maas, terfi veya istihdam durumu) ikincisi kendi kriterlerine ve degerlendirmesine dayali
olarak belirlenen igle ilgili ve yasam hedefi basarilarina vurgu yapmaktadir (Judge ve diger., 1995). Kariyer
gelisimi odakli ¢alisanlar daha tatmin edici isler ortaya ¢ikarirlar (Pathardikar ve diger., 2016). Ayrica,
kariyerlerindeki ilerleme ve hedeflerine ulasmada olumlu duygular gelistirirler. Kariyer gelisimi odakli ¢alisanlar,
yiiksek kariyer hedefleri belirleme egilimindedir ve basariya ulagsma konusunda ¢aba sarf ederler (Kim ve Beehr,
2017). Oznel kariyer basarilarini elde etmek icin motivasyonlar1 yiiksektir. Kariyer gelisimi odakli calisanlar
genellikle net bir kariyer plani yapar ve hedefi vardir, bu da onlar1 potansiyel olarak kariyer basarisina yol agacak
bilgi edinmeye daha agik hale getirir (Lakshmi ve Sumaryono, 2019). Ayni durumun 6gretmenler i¢in de benzerlik
gosterdigi sdylenebilir. Guskey (1985), kariyer gelisimi odakli 6gretmenlerin 6gretmeyi daha ¢ok sevdikleri gibi,
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O0gretmede daha etkili olduklarint ve zor durumlarla karsi karsiya kaldiklarinda kendilerine daha ¢ok
giivendiklerine vurgu yapar. Kariyer gelisimi ve kariyer gelisiminde kullanilan yeni yontemler dgretmenlerin
memnuniyetini ve baglhiligint artirir. Ancak calisanlarin kariyer gelisimlerini ilerletmeye yonelik ¢abalarina
ragmen, kariyerlerinde cesitli zorluklarla ya da engellerle basa ¢ikmak durumunda kaldiklarinin da goz ard:
edilemeyecek bir durum oldugu sdylenebilir (Guskey, 1985).

Swanson ve Woitke (1997), kariyer engellerini “bireyin iginde veya ¢evresinde kariyer gelisimini zorlastiran
olaylar veya kosullar” olarak tanimlamistir. Benzer bir sekilde Ng ve Feldman (2014: 170) “bireylerin kariyer
hedeflerine ulasmada karsilastiklar: engeller” olarak tanimlamaktadir. Bu engellerin kaynagi degiskenlik
gosterebilir. Bunlardan bazilar bireysel ve bazilar1 da ¢evreseldir. Ancak kariyer engellerinin hepsi bireylerin
kariyer hedeflerini basariyla gergeklestirmeleri igin kaynaklarini azaltmaktadir (Ng ve Feldman, 2014). Bireyin
kendisinden kaynaklanan ve bireysel kariyer engelleri olarak ifade edilen engeller fiziksel ya da ruhsal
elverissizlik, kendine giiven eksikligi, kararsizlik, diisiikk performans, yetersiz uzmanlik ya da egitim seklinde
siralanabilir. Bireyin diginda gelisen unsurlardan kaynaklanan orgiitsel ya da gevresel kariyer engelleri ise
tikenmiglik ve stres, gbzden diisme, engellenme, Orgiit kiiltiirii ve politikalar, mentor eksikligi, teknolojik
degisimler, sinirli kariyer firsati olarak ifade edilmistir (Bozkurt, 2019). Calisanlarda giiglii duygulara neden
olabilen kariyer engelleri algisinin yikici sonuglari olabilir. Kariyerlerinde engellendigini diisiinen c¢alisanlar
kendilerine ne oldugu konusunda emin olmayabilirler. Kariyer engelleriyle karsi karsiya kalan ¢alisanlarin bir
kismu bilgiyi dikkatli ve objektif bir sekilde islerler. Bu bireyler hayal kirikligi, 6fke, hiisran ve bir dizi baska
duygunun Otesine gegebilirler. Siireci iyi yonetemeyen calisanlar ise duygulardan bunalir, yon bulamayip
bocalayabilir ve toparlanmalari uzun zaman alabilir (London, 1998).

Kariyer engelleri algis1 ¢aliganlarin mesleklerinde tiikkenmislik yasamalarina neden olabilir (Inandi, 2009). Alan
yazinda kariyer beklentileri, kariyer doyumu, kariyer uyumu gibi kariyer ile ilgili kavramlarla tiikkenmislik
arasindaki iliskiyi dogrulayan gesitli calismalar (Becker ve diger., 2006; inandi, 2009; ve diger. ve Hayward, 2007;
Sakal, 2020) mevcuttur. Bunun yam sira kariyer beklentisi nedeniyle ¢alisanlar normal bir durumda kabul
edemeyecegi olumsuzluklara bireysel ¢ikarlar1 nedeniyle sessiz kalarak islerine devam edebilirler (Demir, 2014).
Orgiitlerde psikolojik olarak kendilerini giivende hissetmeyen calisanlar statiilerine ya da kariyerlerine zarar
gelebilecegini diistindiikleri i¢in ¢ekimser davranabilir (Qin, ve diger., 2014). Buradan hareketle bu ¢aligmada
orgiitsel sessizligi aciklamak icin kariyer engelleri ve duygusal tiikenmislik degiskenleri ele alinmistir. Kariyer
engelleri, orgiitsel sessizlik ve duygusal tiikenmislik kavramlari arasinda karmasik bir iliski oldugu s6ylenebilir.
Alan yazinda bu ii¢ degiskeni birlikte ele alan bir ¢alismaya rastlanamamistir. Bu iligkilerin ele alinmasi hem
kuramsal hem de uygulama acisindan yararli olabilir. Kuramsal agidan 6gretmenlerin sessizlik davranislarinin
daha iyi anlasilmasini saglayarak mevcut literatiire yeni bakis agilar1 kazandirabilir. Uygulama agisindan ise
Ogretmenlerin duygusal tiikkenmisligini ve sessizlik davraniglarini 6nlemeye yonelik stratejiler gelistirilmesi
konusunda politika yapicilar ve uygulayicilara faydali olabilir.

Arastirmanin amaci dogrultusunda arastirmanin modeli ve hipotezleri belirlenmistir. Bu dogrultuda bagiml
degisken olan orgiitsel sessizlik iizerinde bagimsiz degisken olan kariyer engelleri ve araci degisken olan ise bagl
duygusal tiikenmisligin ayr1 ayr1 etkisi ve dolayli etkisi arastirilacaktir. Bunun yani sira kariyer engellerinin
tilkenmisligi yordamasina bakilacaktir. Son olarak kariyer engelleri ve ise bagli duygusal tilkenmigligin birlikte
orgiitsel sessizligi yordama durumu incelenecektir. Aragtirmanin modeli ve hipotezleri asagida belirtilmistir.

Yontem
Arastirmanin Deseni

Arastirma iliskisel tarama modeli ile tasarlanmis kesitsel bir arastirmadir. Kesitsel calismada, arastirmaci belirli
bir zamanda veri toplar. Kesitsel ¢calismalar mevcut tutumlari, inanglari, goriisleri veya uygulamalar1 lgmesi ve
kisa siirede bilgi saglamasi agisindan avantajlidir (Creswell, 2012).

Evren ve Orneklem

Arastirmanin evrenini 2022-2023 egitim 6gretim yilinda Usak ilinde bulunan &gretmenler olusturmaktadir.
Kolayda ya da uygun 6rnekleme (convenience sampling) ile belirlenen 332 6gretmene dlgek uygulanmustir.
Kolayda 6rneklemede arastirmaci katilimcilar1 ¢alismaya istekli ve hazir olanlardan yani goniilliiliik esasina dayali
olarak seger (Creswell, 2012). Calisma grubundaki hatali doldurulan 6l¢ek formlari ve aykirt ug degerler veri
setinden ¢ikarildiktan sonra 153’0 (%49.8) kadin, 154’1 (%50.2) erkek toplam 307 6gretmenden olusan ¢alisma
grubuna iliskin veriler istatistiki yontemlerle test edilmistir.

Veri Toplama Araclari

=9

Arastirmada “Kariyer Engelleri Olgegi”, “Orgiitsel Sessizlik Olgegi” ve “Ise Bagh Duygusal Tiikenmislik Olgegi”
kullanilmastir.
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Ogretmenlerin algiladig1 kariyer engellerini belirlemek igin Inandi1 ve Gilig (2021) tarafindan gelistirilen “Kariyer
Engelleri Olgegi”, 29 madde ve bes boyuttan olusmaktadir. Bu boyutlar ailevi engeller, ekonomik engeller,
siyasi/sendikal engeller, yonetimden kaynakli engeller ve yiiksekdgretimde biirokratik engeller olarak
adlandirilmistir. Begli likert tipinde olan 6lgek hi¢ katilmiyorum (1) ile tamamen katiliyorum (5) arasinda
derecelendirilmistir. Olgegin giivenirligine iliskin Cronbach Alfa katsayilarma bakildiginda, 6lgegin tamami .93,
yonetimden kaynakli engeller .93, siyasi-sendikal engeller .86, ailevi engeller .86, yiiksekogrenimde biirokratik
engeller .78 ve ekonomik engeller .73 olarak hesaplanmustir. Olgekten toplam puan alabilmektedir. Alinabilecek
en diisiik puan 29, en yiiksek puan ise 145°tir. Puan arttik¢a 6gretmenlerin kariyer engellerini daha ¢ok algiladiklart
sOylenebilir.

Orgiitsel Sessizlik Olgegi, Van Dyne ve digerleri (2003) tarafindan gelistirilmis ve Kahya (2013) tarafindan
Tiirkceye uyarlanmstir. Olcek razi olma sessizligi, savunma sessizligi ve prososyal sessizlik olmak iizere ii¢ alt
boyuttan ve 15 maddeden olusmaktadir. Olgekten toplam puan alinabilmektedir. Olgekte Higbir zaman (1), ¢ok
nadir (2), bazen (3), genelde (4) ve her zaman (5) olmak iizere besli derecelendirme yapilmugstir. Olcegin
giivenilirligine yonelik Cronbach Alfa katsayilar1 Kahya (2013) tarafindan razi olma sessizligi. 88, savunma
sessizligi .88, prososyal sessizlik .80 ve dlgegin geneli i¢in .74 olarak rapor edilmistir.

Son olarak arastirmada Wharton (1993) tarafindan gelistirilen ve Giinay (2021) tarafindan Tiirk¢eye uyarlanan se
Bagli Duygusal Tiikenmislik Olgegi kullamlmistir. Tek boyuttan olusan dlcekte alt1 madde yer almaktadir. Besli
likert tipinde olan 6lgek Is yerinde asla bu sekilde hissetmiyorum (1) ile Her giin bu sekilde hissediyorum (5)
arasinda derecelendirilmistir. Giinay (2021), Ise Bagli Duygusal Tiikenmislik Olceginin giivenilirligine yonelik
Cronbach alfa katsayisini .90 olarak rapor etmistir.

Veri Analizi

Arastirmada elde edilen veriler SPSS 25.0 programu kullanilarak analiz edilmistir. Siirekli degiskenler arasindaki
iliskinin incelenmesi i¢in Pearson korelasyon analizi yapilmis, ayrica Process Macro regresyon analizi ile aracilik
analizleri gergeklestirilmistir. Aracilik roliiniin anlamliligini test etmek i¢in Sobel Testi uygulanmustir.

Tablo 1
Olgeklerin Ortalama, Standart Sapma ve Korelasyon Degerleri

Ort Ss 1 2 3
Kariyer Engelleri Olgegi (1) 340 0.69 1
Orgiitsel Sessizlik Olgegi (2) 297 0.74  0.420** 1
Ise Bagh Duygusal Tiikenmislik Olgegi (3) 3.06  1.06  0.495%* 0.415%* 1

#%p<0.01

Tablo 1’deki betimsel analiz sonuglar1 incelendiginde ortalama ve standart sapma degerleri Kariyer Engelleri
Olgegi icin 3.40+0.69; Orgiitsel Sessizlik Olgegi icin 2.97+0.74; ise Bagli Duygusal Tiikenmislik Olcegi igin
3.06+1.06 olarak hesaplanmistir. Korelasyon analizi sonuglarina gore ise Kariyer engelleri ve orgiitsel sessizlik
arasinda istatistiksel olarak anlamli pozitif yonlii ve orta diizey bir iliski vardir (=0,420; p=0,000). Kariyer
engelleri ve ise bagli duygusal tiikkenmislik arasinda istatistiksel olarak anlamli pozitif yonlii ve orta diizey bir iligki
ctkmustir (7=0,495; p=0,000). Orgiitsel sessizlik ve ise bagl duygusal tiikenmislik arasinda istatistiksel olarak
anlamli pozitif yonlii ve orta diizey bir iliski bulunmustur (=0,415; p=0,000).

Tablo 2
Olceklere Iliskin Giivenirlikler

Alfa degeri
Kariyer Engelleri Olgegi 0.929
Orgiitsel Sessizlik Olgegi 0.917
Ise Bagh Duygusal Tiikenmislik Olgegi 0.920

Tablo 2’de goriildiigi gibi, 6l¢eklerin giivenirlikleri Cronbach Alpha Katsayist ile hesaplanmigtir. Arastirmada
kullanilan Kariyer Engelleri Olgegi icin alfa katsayis1 0.93; Orgiitsel Sessizlik Olgegi icin 0.92; ise Baglh Duygusal
Tiikenmislik Olgegi icin 0.92 olarak hesaplanmistir. Bu degerlere bakildiginda lgekler, yiiksek derecede giivenilir
olarak degerlendirilebilir (Tavsancil, 2005:19).

Tablo 3
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Olgeklere Iliskin Normallik Degerleri

Basiklik  Basiklik SH  Carpiklik Carpiklik SH Normallik

Kariyer Engelleri Olgegi 0.301 0.277 -0.213 0.139 Normal
Orgiitsel Sessizlik Olgegi -0.399 0.277 -0.316 0.139 Normal
Ise Bagh Duygusal Tiikenmislik -0.816 0.277 -0.078 0.139 Normal
Olgegi

Arastirmada verilerin normal dagilim durumunu belirlemek i¢in basiklik ve carpiklik degerlerine bakilmistir.
Basiklik ve garpiklik katsayilarmin -0.816 ile 0.301 arasinda degistigi goriilmiistiir. Bu degerlerin +2.0 araliginda
olmasindan dolay1 verilerin normal dagilim gosterdigi soylenebilir (George ve Mallery, 2010). Ayrica regresyon
analizinin varsayimlarindan Durbin-Watson, tolerans ve VIF degerlerine bakilmistir (tablo 4). Durbin-Watson
degeri 1.5-2.5 araliginda (Kalayci, 2010) ¢iktig1 icin gdzlem verilerinde saptanan hatalarin birbiriyle iliskili
olmadig1 yani bu varsayimin karsilandig1 sdylenebilir. VIF degerleri 10’un altinda oldugu ve tolerans degerleri

0.10’dan biiyiik ¢iktig1 i¢in ¢oklu baglanti sorununun olmadigi séylenebilir (Hair, ve diger., 1998).
Etik Konular

Arastirmanin gergeklestirilmesinden &nce, Pamukkale Universitesi Sosyal ve Beseri Arastirma ve Yaym Etigi
Kurulu’ndan etik kurul onay1 alinmistir. Veri toplama igin Usak 11 Milli Egitim Miidiirliigii’nden arastirma izni
alimmis ve ¢aligma goniilli katilimeilarla yiirGitiilmiistiir.

Bulgular

Process Macro regresyon analizi ile elde edilen sonuglar Tablo 4’te verilmistir. Birinci model kariyer engellerinin
ise bagli duygusal tiikkenmisligi yordama durumunu gostermektedir. ikinci modelde ise ayr1 ayr1 sadece kariyer
engellerinin oOrgiitsel sessizligi yordama durumu; ise bagli duygusal tikenmisligin orgiitsel sessizligi yordama
durumunu gostermektedir. Ugiincii model ise kariyer engellerinin ve ise bagl duygusal tiikenmisligin orgiitsel
sessizligi yordama durumunu birlikte degerlendirmektedir.

Tablo 4’teki model 1’de kariyer engellerinin ise bagli duygusal tiikkenmisligi yordamasini gdsteren regresyon
analizi sonuglar1 verilmistir. Sonuglar incelendiginde kariyer engellerinin ise bagli duygusal tiikenmisligi
istatistiksel olarak anlamli ve pozitif olarak yordadig: goriilmektedir (8 =0.495, p<0.05). Kariyer engelleri ise bagh
duygusal tiikenmislikteki degisimin % 24’iinii agiklamaktadir (F=99.243, p<0.05).

Model 2’de kariyer engelleri ve ise bagl duygusal tiikenmisligin ayr1 ayr1 orgiitsel sessizligi yordama durumunu
gosteren regresyon analizi sonuglar1 yer almaktadir. Buna gore kariyer engelleri orgiitsel sessizligi anlamli olarak
ve pozitif yonde yordamaktadir (5 =0.420, p<0.05). Kariyer engellerinin 6rgiitsel sessizlikteki degisimin % 17’sini
acikladig1 bulunmustur (F= 65.324, p<0.05). Ise bagh duygusal tiikkenmisligin de drgiitsel sessizligi pozitif yonde
yordadig1 gdriilmiistiir (8 =0.415, p<0.05). Ise bagh duygusal tiikenmislik 6rgiitsel sessizlikteki degisimin %
17’sini agiklamaktadir (F= 63.586, p<0.05).

Tablo 4
Kariyer Engelleri ve Orgiitsel Sessizlik Iliskisinde Ise Bagh Duygusal Tiikenmisligin Araciltk Rolii

Model 1
Bagimsiz Bagiml B S.H. B t P Tolerans VIF
Sabit Ise Bagh 2984 1.572 1.898 0.059
Duygusal
Kariyer Engelleri Tiikenmiglik 0-156  0.016 0.495 9.962 0.000 1.000 1.000

F-istatistigi=99.243; p-degeri=0.000; Diizeltilmis R? =0.243; Durbin-Watson=1.943
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Tablo 4 (Devam)
Kariyer Engelleri ve Orgiitsel Sessizlik Iliskisinde Ise Bagh Duygusal Tiikenmisligin Araciltk Rolii

Model 2

Bagimsiz Bagiml B S.H. B t p Tolerans VIF
Sabit Orgiitsel 21.666 2.882 7.518 0.000

Kariyer Engelleri Sessizlik 0232 0.029  0.420 8.082 0.000 1.000 1.000

F-istatistigi=65.324; p-degeri=0.000; Diizeltilmig R?=0.174; Durbin-Watson=1.593

Sabit ) 31131 1.772 17569  0.000

] Orgiitsel

Ise Bagh Duygusal Sessizik 959 0091 0415 7974 0000 1000 1000
Tiikkenmiglik

F-istatistii=63.586; p-degeri=0.000; Diizeltilmis R>=0.170; Durbin-Watson=1.599

Model 3

Bagimsiz Bagiml B S.H. B t P Tolerans VIF

Sabit 20.228 2.802 7.220 0.000

Kariyer Engelleri Orgiitsel 0.157 0.032  0.284 4910 0000 0754 1325
Sessizlik

Ise Bagli Duygusal 0.482 0.101 0.275 4.751 0.000 0.754 1.325

Tiikenmislik

F-istatistigi=46.258; p-degeri=0.000; Diizeltilmis R? =0.228; Durbin-Watson= 1.617

Son olarak model 3’te kariyer engelleri ve ise bagli duygusal tiikenmisligin birlikte regresyon analizine dahil
edildiginde orgiitsel sessizligi anlamli ve pozitif yonde yordadig: goriilmektedir (kariyer engelleri f =0.284, ise
bagli duygusal tiikkenmislik g =0.275; p<0.05). Kariyer engelleri ve ise bagli duygusal tiikkenmislik bir arada
orgiitsel sessizlikteki degisimin % 23’iinii agiklamaktadir (F= 46,258, p<0.05). Ozetle; kariyer engellerinin
orgiitsel sessizlik iizerindeki toplam etkisinin fc=0.420 oldugu ve araci degisken olan ise bagli duygusal
tikenmislik arastirmanin modeline dahil edildiginde bu etkinin fc' =0.284’e anlamli olarak diistiigii tespit
edilmistir. Bu azalma kismi aracilik roliiniin oldugunu gostermektedir (Baron ve Kenny, 1986).

Tablo 5
Etki Degerleri
Etki S.H. t p Alt sinir Ust smir
Toplam etki 0.2317 0.0287 8.0823 0.000 0.1753 0.2881
Dogrudan etki 0.1566 0.0319 4.9104 0.000 0.0938 0.2194
Dolayl etki 0.0751 0.0178 0.0421 0.1120

Tablo 5’ teki degerlere gore toplam etki 0.2317 iken, dogrudan etki 0.1566 ve ikisinin farki olan dolayli etki 0.0751
olarak hesaplanmistir. Giiven aralig1 alt ve st sinir degerleri sifir1 icermedigi i¢in dolayl: etkinin anlamli oldugu
sOylenebilir (Preacher ve Hayes, 2008). Ayrica aracilik roliiniin anlamli olup olmadigini belirlemek i¢in Sobel
Testi yapilmistir ve aracilik roliiniin anlamli (z=6,189, p<0,05) oldugu bulunmustur.
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Tablo 6

Hipotezler
Hipotez B (Std.) Durum
H1. Kariyer engelleri 6rgiitsel sessizligi yordamaktadir. c=0.420 Kabul
H2. Kariyer engelleri ise bagli duygusal tiikenmisligi yordamaktadir. a=0.495 Kabul
H3. Ise bagh duygusal tilkenmislik drgiitsel sessizligi yordamaktadir. b=0.415 Kabul
H4. ise bagh duygusal tiikenmisligin kariyer engelleri ve orgiitsel sessizlik arasindaki c=0.284 Kabul

iligskide aracilik rolii vardir.

Arastirmanin bulgularina gore, arastirma kapsaminda gelistirilen tiim hipotezlerin (H1, H2, H3, H4) desteklendigi
goriilmektedir. Tablo 6’da bu durum 6zetlenmistir. Sonug olarak kariyer engelleri ile orgiitsel sessizlik arasindaki
iliskide duygusal tiikenmisligin kismi aracilik rolii oynadigi gortilmektedir.

Tartisma

Bu ¢alismada, kariyer engelleri ile orgiitsel sessizlik arasindaki iligkide duygusal tiikkenmigligin araci roliinii
belirlemek amaglanmigtir. Elde edilen sonuglar ii¢ degiskenin de birbirleri ile anlamli olarak iligkili oldugunu;
kariyer engelleri ile orgiitsel sessizlik arasindaki iligkide duygusal tiikenmisligin aract roliiniin oldugunu
gostermistir.

Sonuglar dgretmenlerin algilarina gore, kariyer engellerinin orgiitsel sessizligi ongdrebildigini gostermektedir.
Kariyer gelistirme stirecinde engellerle karsilastigini diisiinen 6gretmenlerin okullarinda sessiz kalmayi tercih
ettikleri soylenebilir. Calisanlar isini kaybetmek, kariyer hedeflerini gerceklestirememek gibi korkular: yiiziinden
orgiitleriyle ilgili bilgi, duygu ve diislincelerini paylasmamayi tercih edebilirler. Bu sessizlik de orgiitsel diizeyde
sorunlara yol acgabilir (Karagéz ve Uzunbacak, 2020). Nitekim Turung ve Alkan (2020) ¢alismalarinda kariyer
memnuniyetinin orgiitsel sessizligi anlamli olarak negatif yonde etkiledigini bulmuslardir. Inandi ve digerleri
(2017) kadin 6gretmenlerle yaptiklar1 ¢alismada kariyer engellerinin orgiitsel sessizlik {izerinde etkili oldugunu
bulmuslardir. Xu ve digerleri (2022) kariyer arzusu ya da hedefine (career calling) sahip ¢alisanlarda daha az
sessizlik davranisi bulundugunu belirtmislerdir. Calisanlarin davranigsal agidan sergiledikleri orgiitsel sessizligin
temelinde ¢ikara dayali bireysel beklentileri de olabilir. Kariyer beklentisi nedeniyle normalde birgok olumsuzlugu
kabul etmeyen galisanlar, kisisel ¢ikarlart nedeniyle sessiz kalarak islerine devam edebilir. Bu durum orgiitteki
iklimin bozulmasina yol agabilir. Kisisel ¢ikar beklenti ve isteklerin gergeklestirilmesiyle ilgili amaglarin yarattig
sessiz kalma davranislar1 sadece bireyi degil orgiitii de olumsuz etkileyebilir (Demir, 2014). Bu sonuglardan
hareketle; kariyerinden memnun olmayan, kariyerinde birtakim engellere maruz kaldigimi diisiinen 6gretmenlerin
okullarinda bir takim olumsuz tecriibeler yasayabilecegi; bu tecriibelerin de 6gretmenlerin sessizlik davranist
gostermesine yol acabilecegi sdylenebilir. Bu duruma yol agan nedenlerden biri dgretmenlerin dgrenilmis
caresizligi tecriibe etmeleri olabilir. Ogrenilmis caresizlik, bireyin herhangi bir durum ya da olay karsisinda siirekli
basarisizliga ugramasi ya da istenmeyen durumlarla karsilagmasiyla, higbir seyin bir fark yaratmayacagina
inanmasi ve gelecekte karsilasilabilecegi benzer durumlarda da basariya ulagsmanin miimkiin olmadigini
diisiinmesidir (Aktan ve Yay, 2016). Ogretmenler de kariyerlerini gelistirme siirecinde karsilastiklar1 engeller
karsisinda ¢ok fazla basarisiz olmuslarsa, ¢aba géstermenin gereksiz oldugunu diisiiniip sessiz kalmay1 tercih
edebilirler. Ogretmenlerin godsterdigi sessizlik davranisi onlarin is doyumu ve motivasyonunu, performanslarini
diisiirebilir. Ayrica, okul igindeki iletisimi zayiflatarak sorunlarin zamaninda ve etkili bir sekilde ele alinmasin
engelleyebilir. Ogretmenler kariyerinde geri plana atildiklarini hissettiklerinde yenilikei fikirlerini paylasmaktan
¢ekinebilir. Bu durumda ise okuldaki potansiyel reformlar engellenmis olur.

Arastirmadaki bir diger sonug, kariyer engellerinin ise bagli duygusal tikenmisligi yordadigidir. Bireylerin
kariyerlerine iliskin anlam arayisina cevap bulamamalari veya ¢eliski yasamalari ve umutsuz olmalari
tiikenmisliklerini artiracaktir (Sakal 2020). Nitekim Cordes ve Dougherty (1993) yukartya dogru kariyer hareketi
daha fazla olan bireylerin daha az tilkenmislik yasayacagim ileri siirmiislerdir. Inand1 (2009) kadin 6gretmenlerle
yaptig1 ¢aligmasinda kariyer engellerinin mesleki tiikenmislik {izerinde etkili oldugunu belirtmistir. Sakal (2020)
benzer sekilde, 6gretmenlerin kariyer doyumlarinin tilkenmisligi yordadigini bulmustur. Doganiilkii ve Kirdok
(2021) de o6gretmenlerde kariyer uyumlulugu ve kariyer karari pismanliginin tiikenmisligi anlamli diizeyde
yordadigin1 bulmuslardir. Becker ve digerleri (2006) saglik sektoriinde yaptiklari calismada kariyer doyumu ile
tikenmiglik arasinda giiclii bir iliski oldugunu belirtmislerdir. Saglik alaninda tiikenmislik ve kariyer doyumu
iliskisini ele alan pek cok ¢aligma (Rao ve diger., 2020; Shanafelt ve diger., 2009; Shanafelt ve diger., 2014)
bulunmaktadir. Bir orgiitte calisanlara kariyer olanaklari sunmak, tiikenmislikle miicadele etmede kullanilan
onemli bir aragtir. Ciinkii gelecege yonelik beklentileri ve ilerleme imkéani olan ¢alisanlarin motivasyonu
artacaktir. Kariyer planlamasini dogru yapmayan orgiitlerde ise galisanlarin ise yabancilagmasi, tiikenmislik
yasamas1 kagmilmazdir (Sabuncuoglu, 2000). Deci ve Ryan’in Oz Belirleme Kurami’na gore bireyleri motive
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eden dogustan gelen iliski, yeterlik ve 6zerklik olmak iizere ii¢ psikolojik ihtiya¢ vardir. iliski, bireyin ait olma ve
iliski kurma duygusuyla ilgilidir. Yeterlilik, bireyin basarili olabilecegi ve gelisebilecegine iliskin inanciyla
ilgilidir. Ozerklik ise bireyin davranislarindaki inisiyatif ve sahiplenme duygusuyla ilgilidir (Ryan ve Deci, 2020).
Ogretmenler, kariyer siireclerinde &zerkliklerini ve yeterliliklerini tehdit eden engellerle karsilastiklarinda
duygusal tiikkenmislik yasayabilirler. Kariyer engelleri 6gretmenlerin okullarinda daha fazla stres yasamalarina
ve/veya iglerinden daha az doyum almalarina neden olabilir. Yasadiklar1 bu stres ve/veya doyumsuzluk da
tilkenmislige yol acabilir. Siirekli olarak ytiksek stres altinda caligmak duygusal titkenmisligi tetikleyebilir. Benzer
sekilde iginden doyum alamayan 6gretmenlerin duygusal tikkenmislik yasamalar1 olas1 bir durumdur.

Arastirmanin sonuglarina gore, ise bagli duygusal tiikenmislik orgiitsel sessizligi yordamaktadir. Aragtirmamizin
sonuglarma paralel olarak Aktas ve Simgek (2015) kamu kurumlarinda yaptiklari aragtirmada, calisanlarin
duygusal tiikenmisliginin orgiitsel sessizlikleri tizerinde anlamli bir etkisi oldugunu rapor etmislerdir. Kahya
(2015) akademisyenlerle gergeklestirdigi calismasinda tiikenmislik ve oOrgiitsel sessizlik arasinda bir iligki
buldugunu belirtmistir. Ancak arastirmamizdaki bulgudan farkli olarak orgiitsel sessizligin tiikenmislik {izerinde
etkili oldugunu vurgulamistir. Benli ve Cerev (2015), Yildirim (2019) turizm sektoriinde yaptiklart ¢aligmalarinda
tilkenmislik ile orgiitsel sessizlik ya da sessizligin boyutlar1 arasinda anlamli bir iliskiler bulmuslardir. Eryilmaz
Balli ve Onder (2019) dgretmenlerle gerceklestirdikleri ¢aligmalarinda duygusal tiikenmisligin kabullenici ve
korunmaci sessizligi pozitif yonde anlamli olarak yordadigini belirtmiglerdir. Yurt disindaki alan yazin
incelendiginde Tharya ve digerleri (2021) sivil toplum kuruluslarinda gergeklestirdikleri ¢alismada, Darabi ve
Moradi (2023) 6gretmenlerle yaptiklari ¢aligmada, Kassandrinou ve digerleri (2023) ilkokul dgretmenleriyle
gerceklestirdikleri calismada arastirmamiza paralel bulgular raporlamislardir. Arastirmamizin  bulgulart
dogrultusunda ise bagh duygusal tiikenmislik yasayan 6gretmenlerin sessiz kalmayi tercih ettikleri sdylenebilir.
Islerinde duygusal tilkenmislik yasayan &gretmenler diisiincelerini, endiselerini veya yenilikgi fikirlerini ifade
etme konusunda daha az istekli olabilirler. Bu isteksizlik sessizlik davranislarina yol acabilir. Nitekim duygusal
tikenmislik yasayan dgretmenlerin kendilerini enerjisiz hissetmeleri ve enerjilerini geri kazanmak igin bir sebep
bulamamalar1 (Maslach ve Goldberg, 1998) sonucunda stres yasamalari kaginilmazdir. Yasadiklari stres
sonucunda mevcut duruma boyun egerek sessiz kalmalar1 olasidir. Zaten duygusal anlamda islerine yonelik
enerjileri azalan 6gretmenler, ek caba gostermekten kaginma egiliminde olarak sorunlar1 dile getirmede isteksiz
davranabilirler. Tiikenmislik yasayan 6gretmenler kendilerini daha az glivende ve daha savunmasiz hissedebilir,
bu da psikolojik giivenlik duygularini azaltabilir. Kahn’a (1990) gore, psikolojik giivenlik bireyin kendi imaji,
statiisii ve kariyerini olumsuz etkileyeceginden korkmadan, kendini ortaya koyabilmesi ve gosterebilmesidir.
Kendilerini psikolojik olarak giivende hissetmeyen 6gretmenler yasadiklar: korku ve stresten dolay: endiselerini
veya fikirlerini dile getirmemeyi secebilir. Yildirim (2019) tiikkenmislik ve sessizlik iligkisinin Weiss ve
Cropanzano’nun (1996) Duygusal Olaylar Kurami ile agiklanabilecegini dile getirmistir. Bu kurama gore
bireylerin drgiitlerinde karsilastiklar1 olumsuz olaylar ya da deneyimler onlarin duygu durumlarin etkiler, bu da
tutumlarina yansir.

Arastirmada son olarak, 6gretmenlerin algilarina gore, kariyer engelleri ve orgiitsel sessizlik arasindaki iligkide ise
bagli duygusal tikenmisligin aracilik rolii oynadig tespit edilmistir. Bu sonugtan hareketle, 6gretmenlerin
kariyerlerinden memnun olma durumlarinin ve kariyerlerinde g¢esitli engellerle karsilastiklar1 yoniindeki
algilarinin ne denli énemli oldugu goriilmektedir. London’a (2014) gore kariyer engellerinin fazla oldugunu
diislinen bireyler firtinadaki bir kum tanesi gibidir. Bu zorlu siiregte oradan oraya savrulabilirler (Ulas ve Kizildag,
2019). Bireysel ya da g¢evresel nedenlerle kariyer hedeflerinin engellendigini diisiinen dgretmenlerin duygusal
acidan enerjileri diisebilir. Nitekim algilanan kariyer engelleri ¢alisanlarin mutluluk diizeyini azaltmaktadir
(Kanten, Yesiltas ve Akdag, 2014). Ogretmenler tarafindan algilanan kariyer engelleri onlarin is doyumunu
diisiirebilir ve stres diizeylerini artirabilir (Inandi, Yaman ve Atas, 2022). Kariyerinden memnun olmayan
Ogretmenlerin yasam doyumlar1 azalabilir (Tortumlu ve Uzun, 2021). Bu durum ise onlarin iglerinde duygusal
olarak titkenmelerine ve pek ¢ok konuda bilingli olarak gercek goriislerini dile getirmemelerine, sessiz kalmalarina
yol agabilir. Ogretmenler kariyerlerinde engellerle karsilastiklarinda bu engelleri asamayacaklarim diisiinerek
fiziksel ya da duygusal kaynaklarimin tiikendigini hissedebilir. Duygusal tiilkenmislik yasayan 6gretmenler
mesleklerine ve/veya oOrgiitlerine karst duyarsizlagabilir, motivasyonlari azalabilir. Bu nedenlerle de sessizlikleri
artabilir. Bu bulguya dayali olarak, 6gretmenlerin kariyer engelleri algisinin olusmamasi igin politika yapicilar
tarafindan ¢esitli diizenlemeler yapilabilir. Mesleki gelisim firsatlar1 sunmak, adil ve etkili performans
degerlendirme sisteminin olusturulmasi, ¢alisma kosullarinin iyilestirilmesi, kariyer gelisimi konusunda rehberlik
verilmesi bu diizenlemeler arasinda yer alabilir. Ogretmenlerin karsilastiklar1 kariyer engelleriyle basa ¢gikmalarina
yardimeci olacak stratejiler, mentorluk programlari ve agik iletisim kanallar1 olusturmak sessizlik kiiltiirlinii ortadan
kaldirabilir. Ayrica duygusal tilkenmigligin azaltilmasi ya da dnlenmesine yonelik stratejilerin gelistirilmesi
gerekmektedir. Arastirmada duygusal tilkenmisligin kismi aracilik roliinii oynamasi, iki degigsken arasindaki
iliskide baska araci degiskenlerin de olabilecegine isaret etmektedir. Bu nedenle ileriki ¢alismalarda, kurulan
modele bagka degiskenler (is doyumu, giiven vb.) ilave edilebilir.
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Bu arastirma sinirliliklar cergevesinde degerlendirilmelidir. i1k olarak arastirmada uygulanan dlcekler 6z bildirim
yoluyla 8gretmenlerin beyanina dayali toplanmstir. Ikincisi, arastirmada kolayda drnekleme yontemi kullanilarak
arastirmacilara cografi olarak yakin olan bir il secilmistir. Ancak bu o6rneklem tiirii olasiliksiz oldugu i¢in
sonuglarin tiim evrene genellenmesi giivenilir degildir. Bu nedenle bir sonraki ¢alismalarda bulgularin tiim
ogretmenlere genellenebilecegi 6rneklem tiirlerinin secilmesi 6nerilmektedir.

Cikar Catismasi Beyani
Yazarlar olarak aramizda ¢ikar ¢atigsmasi bulunmadigini beyan ederiz.
Mali Destek

Yazarlar olarak bu aragtirma ile ilgili herhangi bir kurulustan mali destek almadigimizi beyan ederiz.

Etik Kurul izin Bilgisi: Bu kisimda Bu arastirma, Pamukkale Universitesi Sosyal ve Beseri Arastirma ve Yayin
Etigi Kurulu’ndan 17.10.2023 tarihli ve E-93803232-622.02-436030 sayil1 karar1 ile alinan izinle yuriitilmistiir.
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saglayarak, cocuklarin oyunlarinda agik uglu materyalleri tercih etme egilimlerinin arttig1 sonucuna
ulasilmistir.

Arastirma Makalesi

Early Childhood Educators' Opinions on the Curious-Child e-Twinning Project in an Enriched
Play Environment *

Abstract Keywords
The research aims to reveal the views of early childhood educators who actively participated in the e- Early childhood education
Twinning Project named “Curious Child in Enriched Play Environment (ZOOM-C)” planned within the Open-ended materials
scope of XXX University Preschool Education Doctoral Program “Play Research” course in the 2021- Early childhood educator
2022 Academic Year. The study group consists of 28 early childhood educators who actively e-Twinning

participated in the project and were selected through purposive sampling. Data were collected through

a semi-structured interview form and a metaphorical perception form in order to examine teachers' views Article Info
in depth. The data analysis process started with open coding. With axial coding, main themes and sub- Received
themes were revealed in line with the responses of early childhood educators. In the last stage, the codes April 27, 2024
were finalized with selective coding. The study revealed that the inclusion of open-ended materials in Accepted
educational environments has very positive aspects for children, educators and parents. It was September 30, 2024

understood that the integration of open-ended materials into the educational environment led to changes
in children's choice of games and toys. It was concluded that open-ended materials provided quality
play experiences and increased children's tendency to prefer open-ended materials in their play.

Article Type
Research Paper

Atif: Erener Unal, S. ve Tugrul, B. (2024). Zenginlestirilmis Oyun Ortaminda Merakli -Cocuk E-Twinning Projesine fliskin Erken Cocukluk
Egitimcilerinin Gorisleri. Ege Egitim Dergisi, 25(3), 167-185. doi: https://doi.org/10.12984/egeefd. 1474564

* Bu makale 2021-2022 Egitim Ogretim Donemi’nde; Istanbul Aydin Universitesi Universitesi Okul Oncesi Egitimi Doktora Programi, “Oyun
Aragtirmalar1” dersi kapsaminda planlanan “Zenginlestirilmigs Oyun Ortaminda Merakli Cocuk (ZOOM-C)” isimli e-Twinning Projesi’nden
iretilmistir. [This article was produced from the e-Twinning Project titled “Curious Child in Enriched Play Environment (ZOOM-C)” planned
within the scope of the “Play Research” course in the Preschool Education Doctoral Program at Istanbul Aydin University in the 2021-2022
academic year.]

" Sorumlu Yazar / Corresponding Author

1© istanbul Aydin Universitesi, Lisansiistii Egitim Ensititiisii, Okul Oncesi Egitim Anabilim Dali, Tiirkiye, sinemunal@stu.aydin.edu.tr

2@ Istanbul Aydin Universitesi, Egitim Fakiiltesi, Okul Oncesi Ogretmenligi Anabilim Dali, Tiirkiye, belmatugrul@outlook.com

@ Bu eser Creative Commons Alinti-GayriTicari-Tiiretilemez 4.0 Uluslararas: Lisanst ile yayimlanmistir.
167


https://doi.org/10.12984/egeefd.1474564
https://orcid.org/0009-0003-6927-662X
https://orcid.org/0000-0002-4487-4514
https://creativecommons.org/licenses/by-nc-nd/4.0/deed.tr

Sinem Erener Unal ve Belma Tugrul

Extended Abstract
Introduction

Open-ended materials can be used in many areas and allow children to experiment through play (Nicholson, 1971).
They are defined as interactive materials such as cardboard, shells, tires, sand, pom-poms that children can
manipulate without limits (Gull et al., 2019). Research has shown that open-ended materials benefit children's
development (Bairaktaova et al., 2011; Guyton, 2011; Kiewra & Veselack, 2016; Segatti et al., 2003; Shabazian
& Li Soga, 2014). Open-ended materials can support the emergence of inspiring ideas and support children to take
action in line with these ideas. They can help children use symbolic skills to generate different scenarios in their
play. It can promote self-esteem, emotional well-being and resilience. It can develop children's higher-order mental
processes (Drew & Rankin, 2004; Mundy & Newell, 2007; Pellegrini & Bjorklund, 2004; Pepler & Ross, 1981;
Schaefer, 2016; Whitebreard et al., 2012). It has been claimed that open-ended materials that enrich children's play
experiences are a foundation for the development of creativity, problem solving and divergent thinking skills
(Beaudin, 2021; Beloglovsky & Dally, 2015). Although research on the use of open-ended materials outdoors and
their impact on children is limited, it is included in the literature (Beaudin, 2021).

The aim of the study is to investigate the use of open-ended materials, to emphasize the importance of self-
reporting practices and real practices, and to reveal the perceptions and opinions of the educators involved in the
project regarding the implementation of the project and its reflections in practice.

Method

The research was designed as action research, which is one of the qualitative research methods. Biiyiikoztiirk et
al. (2010) stated that it is possible for graduate students to conduct action research in order to contribute to their
field of study and to increase the quality of their work. Similarly, Anagiin (2008) mentioned that rather than
academicians only being subject matter experts and evaluating educators as a source of information in educational
environments, they can get the chance to eliminate the gap between theory and practice by being directly involved
in the process by turning action research into an opportunity (p. 71-72). This study was structured as action research
because ZOOM-C is implemented in real schools and classrooms within a systematic process with the aim of
promoting professional development and increasing the quality of education. Also, one of the researchers is both
a postgraduate student and an early childhood educator who is also one of the founders and implementers of this
project.

Findings

The study showed that the inclusion of open-ended materials in educational environments yields very effective
and positive aspects for both children, educators and parents. As a result of the integration of open-ended materials
and enriched play environment, which is a new concept for educators, a high-quality educational process and
results were encountered. When open-ended materials were included in the educational environments and early
childhood education program, there were radical changes in children's toy choices. Children preferred open-ended
materials instead of ready-made and structured toys and children's educational environment became more fun;
original designs emerged, and waste began to be perceived as recyclable materials.

The opinions of the educators who participated in the study revealed that open-ended materials provide children
with a free and comfortable educational environment, that open-ended materials are a sustainable educational
approach due to their free and easy accessibility, that they support children's development in all areas of
development, and that open-ended materials address all areas of development as well as all activity areas in the
preschool education program.

Discussion and Conclusion

Based on the findings, open-ended materials can be made an indispensable part of the education program. After
the integration of open-ended materials into the early childhood program, informative meetings can be held with
families and educators who are not informed about the subject. While designing educational environments,
learning environments with open-ended materials can be set up. Open-ended material centers can be created both
inside and outside the classroom and can be included in the official preschool education program. MoNE and
universities can work together to plan dissemination activities and process evaluation meetings for the inclusion
of open-ended materials in educational environments. Quantitative or qualitative research can be conducted with
larger participant groups. In addition to the views of teachers, research can be conducted with the views of parents
and children.
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Giris

Zenginlestirilmis Oyun Ortaminda Merakli- Cocuk projesi Tiirkiye'nin 35 ilinde, 267 6gretmen ile uygulanmistir.
Proje ile acik uglu serbest materyallerin egitim ortaminin dogal bir {iyesi haline getirilmesi, a¢ik u¢lu materyaller
ile egitim ortaminin zenginlestirilmesi ve gii¢lendirilmesi, ¢ocuklarin biitiinciil gelisimlerinin desteklenmesi,
problem ¢6zme, yaratici, farkli ve esnek diisiinebilme, strateji gelistirebilme, motor becerileri etkili kullanimu,
sosyal- duygusal beceriler, cocuklarin oyuna ve oyun ile olusan 6grenme firsatlarina erisiminin saglanarak,
ebeveynler, 6gretmenler ve ¢ocuklar arasindaki olumlu iligkilerin oyun yoluyla gii¢lendirilmesi, ¢ocuklarin
yaraticilik ve hayal giiglerini kullanarak agik uglu materyaller ile tasarimlar gergeklestirmesine firsat saglanmasi
amaglanmistir. Egitimin her alaninda kullanilan oyun ¢ocuklar i¢in yasami 6grenme aracidir ve erken gocukluk
egitiminin temelidir. Erken ¢ocukluk doneminde uygun ve etkili oyun uygulamalari, ¢ocuklarin basarili bir
bicimde geligmeleri ve biiyiimeleri igin ihtiyaglari olan becerilerin kazandirilmasinda olduk¢a onemlidir. Bu
nedenle ¢cocuklara oyun imkanlar1 sunulmali ve egitim ortamlar1 oyun ile zenginlestirilmelidir (Emslie ve Mesle,
2009). Okullarda cocuklarin gelisimlerini destekleyen oyun materyalleri, ¢ocuklarin egitim ortamlarma dahil
edilerek zenginlestirilmis oyun ortamlar1 olusturulmalidir (Ramazan, 2013). Projenin amaglarina ulagabilmesi i¢in
cocuklarin ilgi, gereksinim ve beklentileri 6n plana alinarak oyun ve agik uclu materyaller ile egitim ortamlart
zenginlestirilmistir. Cocuklarin ilgi, yetenek ve yeterliliklerinin farkina varmasi i¢in onlara olabildigince farkli
etkinlikler ve zengin 6grenme yasantilart sunulmustur.

Acik uglu materyallerin dahil oldugu oyun ortamlar1 genellikle ¢ocuklarin fikirlerine, ilgi alanlarina ve isteklerine
saygl duyulan, tiim disiplinlerden bilgileri igeren diizenli, tanimlanabilir bir miifredata genisletildigi i¢in sonraki
tim dgrenmeler i¢in sigrama tahtasi olarak tanimlanmaktadir (UNICEF, 2023). Neill’a (2013) gore; acik uglu
materyaller ¢ocuklarin yaraticiliklarint ve hayal giiclerini serbest birakarak, etraflarindaki diinyayr sonsuz
sekillerde degistirmelerini saglamaktadir. Egitim ortamlarindaki materyaller ne kadar agik uglu olursa, gocuklarin
yaraticilik ve bulusculuk diizeyleri o kadar artmaktadir. Petersen’a (2014) gore ise, egitim ortamlarinda agik uglu
materyal kullanmak ¢ocuklarin yaraticiligini ve 6zgiivenini gelistirir. Cocuklar acik uglu materyaller ile oynarken
daha az baski hissederler. James’e (2012), agik u¢lu materyallerin 6zgiirlestirici yapist ¢ocuklara fikirlerini ve
ulagmak istedikleri hedefleri i¢in uygulama firsat1 verirken, cocuklarin oyun deneyimlerinin gelistigini soylemistir.
Casey ve Robertson’a (2017) gore; agik uglu materyaller gocuklara zengin bir oyun ortami olusturarak ihtiyaglari
olan kaynaklar1 sunmaktadir.

Acik uglu malzemeler, daha fazla alanda kullanilabilir ve ¢ocuklarin oyun yoluyla deney yapmalarina olanak
tanirlar (Nicholson, 1971). Cocuklarin sinirsizca manipiile edebildikleri karton, kabuklar, lastikler, kum, ponponlar
gibi materyaller olarak tanimlanmaktadirlar (Gull ve diger, 2019). Ac¢ik uclu materyallerin g¢ocuklarin oyun
alanlarina girmesi, onlara ¢ok az veya hi¢ talimat verilmemesi, ¢ocuklara nesnelerle istedikleri sekilde etkilesim
kurma firsat1 sunar. Cocuklari ¢evrelerini kesfetmelerine, oyun sirasinda risk almalarina, giiven ve motivasyon
gelistirmelerine tegvik edebilir (Casey ve Robertson, 2016). Egitim ortamlarinda agik uglu materyallerin farkli
oyun tiirlerine uygulanmasi her ¢ocugun oyun oynama hakkina sahip oldugu ilkesinden dogmustur. Cocugun
liderligindeki oyun, oyun deneyimlerinin kalitesini artirmaktadir. (Fjortoft & Sageie, 2000; Maxwell ve diger,
2008).

Acik uclu materyallerin kullaniminda bir tek dogru ya da yanlis yoktur (Shabazian ve diger, 2014). Baz1
calismalarda agik uglu materyaller, basit olan ve ¢ocuklara yaratict oyun konusunda ilham verebilecek dogal
materyallerle iliskilendirilmektedir (Shabazian & Li Soga, 2014). Benzer sekilde, Kiewra ve Veselack (2016)
6ngoriilmiis bir kullanimi olmayan agik uglu materyalleri tanimlamis ve bu materyalleri yapraklar, mese palamudu,
agacin boliimleri (dal, gubuk ve kiitiik), kum, ¢amur gibi dogal materyaller ve esnek parcalarla iliskilendirmistir.
Tiim bu malzemeler, dogalar1 geregi 6nceden belirlenmis bir amaca sahip degildir ve gocuklarin oyun oynamast
icin pek ¢ok olanak sunarlar. Dahasi, agik uglu yapilari nedeniyle birden fazla sekilde kullanilabilmektedirler
(Segatti ve diger, 2003, s. 13). Cocuklarin oyun deneyimlerini zenginlestiren agik u¢lu materyallerin yaraticilik,
problem ¢6zme ve farkli diisiinme becerileri igin gelisimsel bir temel oldugu iddia edilmistir (Beaudin, 2021;
Beloglovsky & Dally, 2015).

White’a (2010) gore; ogretmenler acik uglu materyalleri giinliik akislarina dahil etmeli ve ortamin acik uglu
materyaller agisindan zengin olmasini saglamalidir. Bunun i¢in ¢ocuklar bu materyalleri istedikleri gibi
kullanmakta 6zgiir olmalidir, ¢iinkii bu 6grenme ve gelisim siirecini zenginlestirmenin dnemli bir pargasidir (Casey
ve Robertson, 2016; Daly ve Beloglovsky, 2015). Arastirmacilar, oyunun ilerlemesini kolaylastirmada
ogretmenlerin 6nemli roliine ve oyun ile yarim kalan kisimlar arasindaki iliskiye dair i¢gdrii kazanmak i¢in siirekli
mesleki gelisimin 6nemine dikkat ¢ekmektedir (Mclnnes ve diger, 2011). Ogretmenler tiim faaliyetlerin
merkezinde yer almakta ve birgok seyi kontrol etmektedirler. Etkinliklerden ve okul zamani boyunca ¢ocuklarla
ilgili her seyden sorumludurlar. Cocuklarin ihtiyaglarina giin igerisinde ortaya ¢iktik¢a cevap vermelidir (Spodek,
1985). Wilcox-Herzog ve Ward (2004) yaptig1 bir arastirmada; 6gretmenlerin ¢ocuklarla etkilesimi ve sinif igi
uygulamalara iliskin fikir ve istekleri arasinda kuvvetli bir iliski oldugunu bulmustur. Ogretmenlerin goriisleri
onlarmn niyetlerinin yordayicisidir. Ogretmenler egitimsel degisimin merkezinde yer almaktadir (Schmidt &
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Datnow, 2005). Birgok egitim yeniligi durumunda 6gretmenlerin yenilikleri okul ya da hiikiimet tarafindan
sunuldugu sekliyle almalari ve amaglandig1 gibi uygulamalar1 beklenir (Luttenberg, ve diger, 2011). Ogretmenler
uygulamalarint degistirmelerini gerektiren bir yenilikle kars1 karsiya kaldiklarinda, bir 6grenme siireci baslar
(Shirrell ve diger, 2018; Vandenberghe, 1984). Ogretmenlerin bireysel ve kisilik 6zellikleri yasanti deneyimleri
acisindan farklilik gosterdiginden, 6grenmeleri de farklilik gosterecektir. Calistiklar1 okullarin etkisi oldugu gibi,
on bilgileri de ¢evrelerini (okulu) nasil algiladiklarini ve yenilikleri nasil yorumladiklarini etkiler (Allen & Penuel,
2015). Ogretmenlerin duygular1 6zellikle dgretmenlerin kendi siif uygulamalar s6z konusu oldugunda, 6grenme
siirecinde etkin rol oynar (Ketelaar ve diger, 2012). Ayrica, 6gretmenler gibi paydaslarla ¢esitli calismalarin
yapilmasi, agik uclu materyallerin kullaniminin yayginlagtirilmasi agisindan 6nemlidir. Agik uglu materyaller ile
oynama fikrine asina olmak O&gretmenlerin bakis agilariyla baglantilidir (Spencer ve diger. 2019). Casey ve
Robertson'a (2016) gore ¢ocuklar bazi zamanlarda agik uglu malzemeleriyle vakit gegirirken rehberlige veya
destege ihtiyag duyabilirler. Boyle zamanlarda bazi egitimcilerin yasadiklar1 gii¢liikler ¢ocuklarin oyun veya
aktiviteleri i¢in yeni firsatlar olusturabilir. Bu nedenle 6gretmenlerin sadece goriisleri degil uygulamalari da gok
o6nemlidir. Egitimcilerin pozitif goriisleri s6z konusu oldugunda sinifta yapilan etkinliklerin etkisi artmakta ve
cocuklarin geligimleri i¢in olumlu etkilere sahip sinif iklimine doniisebilen durumlar ortaya ¢ikmaktadir (McInnes
ve diger, 2011). Bu nedenle 6gretmenlerin goriislerinin alinmasi ve uygulamalarinin gézlemlenmesi, agik uclu
materyallerin farkli etkinliklerde nasil kullanildigina dair veri saglayacaktir.

Calismada oOgretmen goriislerine acik uclu materyallerin ¢ocuklarin farkli gelisim alanlarina etkisinin
incelenmesinde basvurulmustur. Bu acidan bakildiginda bu c¢alisma alan yazinda 6zellikle 6gretmenlerin temel
alindig1 bir ¢alisma olmasi ve dgretmenlerin bizzat projenin iginde uygulayict olarak yer almalarindan kaynakli
6nemli bir caligmadir. Calisma ile agik uglu materyallerin kullanimini aragtirmak, proje siirecinde uygulayici
olarak yer almis egitimcilerin ZOOM-C projesine yonelik algi, diisiince ve goriislerini ortaya koymak ve gergek
uygulamalarin 6nemini vurgulamak amag¢lanmustir.

Yontem
Arastirmanin Deseni

Arastirma nitel aragtirma yontemlerinden eylem arastirmasi seklinde desenlenmistir. Eylem arastirmasi ile ilgili
tanimlara bakildiginda Johnson (2005), eylem arastirmasini 6gretimin kalitesini arttirmak ve gelistirmek amaciyla
okul ve siniflarda gergeklestirilen bir aragtirma siireci olarak tanimlamistir. Costello (2007) ise eylem arastirmasini
bireylerin mesleki eylemleri ile ilgili arastirma yapmalar1 ve degisime yonelik harekete ge¢cmelerine dayali
sistematik bir siire¢ olarak tanimlamistir. Eylem arastirmasi konusunda en kapsamli tanimlamay1 Mills (2003)
“Ogretmenler ve yoneticiler tarafindan kendi gozetimindeki ogrenciler iizerinde, okullarda ve simflarda ne
oldugunu tanimlamak ve yapilan egitimsel girisimlerin etkilerini anlamak i¢in nitel yontemlerin kullanilarak
olumlu degisikligin hedeflendigi arastirma siireci” olarak yapmustir. (s. 4) Eylem aragtirmalarinin sadece
ogretmenler ve yoneticiler seklinde sinirlandirilmasina yonelik olarak Biiyiikoztiirk ve digerleri (2010) lisansiisti
ogrencilerin de caligma yaptiklar1 alana katki saglamak ve yapilan igin niteliginin arttirilmast ig¢in eylem
aragtirmalart yapmalarimin miimkiin oldugunu ifade etmislerdir. Benzer sekilde Anagiin (2008), akademisyenlerin
sadece konu uzmani olarak ve egitim ortamlarinda egitimcileri bilgi kaynagi olarak degerlendirmelerinden ziyade
eylem arastirmalarini firsata ¢evirerek dogrudan siirece dahil olarak teori ve uygulama arasindaki boslugu giderme
sansi elde edebileceklerine deginmistir (s. 71-72). ZOOM-C projesinin ger¢ek okullarda ve siniflarda uygulanmis
bir proje olmast, projenin 6gretmenlerin mesleki gelisimleri ve egitimin niteliginin arttirilmasina doniik hedefleri,
sistematik bir siire¢ dahilinde projenin uygulanmasi, arastirmacilardan birinin lisansiistii egitim dgrencisi ve ayni
zamanda erken ¢ocukluk egitimcisi olmasi, projenin kurucularindan ve uygulayicilarindan olmast gibi sebeplerden
yola ¢ikilarak bu ¢alisma eylem arastirmasi olarak yapilandirilmistir.

Cahsma Grubu

ZOOM-C Projesi 2021-2022 Egitim Ogretim yilinda Tiirkiye’nin 35 ilinde, 267 erken cocukluk egitimcisi ile
uygulanmistir. Calisma grubu, var olan durumun derinlemesine arastirilmasina imkan saglayacagi diisiiniilen proje
katilimcilarindan amagli 6rnekleme yontemi ile belirlenmistir (Biiytikoztiirk, 2012). Projeye etkin katilim saglayan
goniillii 28 erken gocukluk egitimcisi ¢alisma grubunu olusturmustur.

170



Zenginlestirilmis Oyun Ortaminda Merakl -Cocuk e-Twinning Projesine iliskin Erken Cocukluk Egitimcilerinin Goriisleri

Tablo 1

Calisma Grubu
Calisma Grubu f %
Yas
18-25 4 14,3
26-30 2 7,1
31-35 11 39,3
36-40 7 25
41-45 3 10,8
45 ve Uzeri 1 3,5

Egitim Durumu

Lisans 19 67,9
Yiiksek Lisans 9 32,1
Okul Tiird

Bagimsiz Anaokulu 12 42,9
Anasinifi 15 53,6
Meslek Lisesi Uygulama Anaokulu 1 3,5
Kidem Y1l

0-5 Y1l 11 39,3
6-10 Y1l 2 7,1
11-15 Y1l 8 28,6
16-20 Y1l 3 10,7
20 Y1l ve lizeri 4 14,3
Calisilan Grup

49-60 Ay 8 28,6
61-72 Ay 20 714
Toplam 28 100

Arastirmaya katilan 6gretmenlerden %14,3°i 18-25 yas araliginda, %7,1°1 26-30 yas araliginda, %39,3’i 31-35
yas araliginda, %25°1 36-40 yas araliginda, %10,8’1 41-45 yas aralifinda, %3,5’u ise 45 yas ve lizerindedir.
Ogretmenlerin %69,7’si lisans mezunu, %32,1°i yiiksek lisans mezunudur. Cahgilan okul tiirii degiskenine
bakildiginda 6gretmenlerin %42,9’unun bagimsiz anaokullarinda, %53,6’smin anasimiflarinda, %3,5’inin de
meslek liselerine bagli uygulama anaokullarinda gorev yapmaktadirlar. Ogretmenlerin mesleki kidemlerine
bakildiginda ise %39,3’iiniin 0-5 yil arasinda, %7,1’inin 6-10 yil arasinda, %28,6’smin 11-15 yil arasinda,
%10,7’sinin 16-20 y1l arasinda, %14,3’tiniin ise 20 y1l ve {izerinde oldugu goriilmektedir.

Veri Toplama Araclar:

Calismada veri toplama araci olarak; yari yapilandirilmis goriisme formu ve metaforik algi formu kullanilmustir.
Goriisme sorularinin son hali ve metaforik algi formu i¢in okul dncesi egitim alaninda gorevli iki akademisyenden
uzman gorlisii alinmistir. Yari yapilandirilmis goriisme formunda egitimcilere; zenginlestirilmis oyun ortamiin
tanimi, proje sonrasi ¢ocuklarin oyuncak se¢imindeki farkliliklar, projenin ¢ocuklarin gelisimine etkisi, projenin
ilging, keyifli, zor, kolay ve etkili yanlari, agik u¢lu materyallerin hangi etkinliklerde kullanildigi ve ¢esitleri,
projenin giiglii ve zayif yonlerine iligskin sorular sorulmustur. Metaforik algt formunda ise “ZOOM-C Projesi,
........... gibidir. Cilinkdi;..........”sorusuna yanit aranmistir.

Veri Toplama Siireci

Proje sona erdikten sonra projeye dair bilimsel bir aragtirma yapilacagi duyurulmustur. Goniillii 6gretmenlerle
projenin aragtirma siireci baglatilmigtir. Projenin biitiin agamalarini yerine getirmis 28 egitimci; katilime1 grubu
olarak belirlenmistir. Gériismeler yiiz yiize ve online olarak gergeklestirilmistir. Goriisme dncesinde egitimcilere
aragtirmanin igerigi ve amacit hakkinda bilgi verilmistir. Veri toplama siireci yaklasik {i¢ ay boyunca devam
etmistir. Aragtirmanin etik izni igin Istanbul Aydin Universitesi Etik Komisyonu’na bagvuru yapilmistir.
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Veri Analizi

Veri analizi siirecine agik kodlama yapilarak baglanmistir. A¢ik kodlamadan hareketle arastirmacinin belirledigi
bir tema ile eksensel kodlama ortaya ¢ikmaktadir. Eksensel kodlama, kategorilerin birbirine baglandigi ve
kategoriler arasindaki iliskiyi inceleyen kodlama seklidir (Corbin ve Strauss, 2008). Eksensel kodlama ile erken
cocukluk egitimcilerinin yanitlar1 dogrultusunda ana temalar ve alt temalar ortaya ¢ikarilmistir. Son asamada segici
kodlama ile kodlara son hali verilmistir ve kodlama siireci tamamlanmugtir.

Gecerlik ve Giivenirlik Onlemleri

Arastirmada Creswell ve Miller tarafindan tizerinde durulan inandiricilik stratejileri yer almaktadir. (Creswell ve
Miller, 2000). Uzun siireli katilim ve gozlem; alan i¢inde katilimcilara giiven olusturmayi, arastirma alaninda
hakim olan kiiltiirii 6grenmeyi ve arastirmacilar ya da bilgi veren kisiler tarafindan ortaya ¢ikabilecek yanlis
bilgilerin kontroliinii saglamaktadir (Creswell, 2018). Caligmada arastirmaci bir erken ¢ocukluk egitimcisidir.
Projenin kurucularindan ve uygulayicilarindandir. Projenin tiim siireglerinde yer almistir. Uygulayici ve
arastirmaci kimlikleri ile projede yer aldigindan uzun siiredir arastirma alaninin i¢inde yer almigtir.

Arastirmanin gegerligine etki eden unsurlardan biri de veri toplama araglarinin gesitliligidir. Bu ¢aligmada veri
toplama araclart agisindan gesitlilik saglanmistir. Veri toplama araci olarak; yar1 yapilandirilmis gériisme formu
ve metaforik algi formu kullanilmistir.

Arastirmacida, arastirmanin gegerligini arttirmak igin sorgulamalar yapan “seytanin avukati” roliinde ii¢ dig
denet¢i bulunmaktadir. Dis denetgiler Istanbul Aydm Universitesi’nde farkli béliimlerde gorev yapan
akademisyenlerden olugmustur. Dis denetcilerden arastirma hakkinda degerlendirme yapmalari istenmistir
(Creswell, 2018).

Giivenirlik ise; teorik kodlama ve veri temelli kodlama sonucunda elde edilen kodlarin, nitel kodlayicilar arasi
tutarlig1 bakarak gergeklestirilmistir. Kodlayicilar arasi tutarlik her {i¢ aragtirma sorusunun sonunda arastirmacilar
tarafindan ortaya konan kodlarin “Kohen’s Kappa Katsaymin” hesaplanmasi yoluyla giivenirlik saglanmistir.
Cohen'in Kappa degeri her zaman 0 ile 1 arasinda degisir; 0 iki degerlendirici arasinda hi¢ uyusma olmadigini, 1
ise iki degerlendirici arasinda miikemmel uyusma oldugunu gosterir (Bobbitt, 2021). Kohen’s Kappa Sayisi’nin
her iki arastirma sorusu i¢in 0,8 ve {izeri sonuglar elde edilene kadar kodlayicilar arasinda miizakereler devam
etmistir.

Arastirmacilarin Rolii

Sorumlu yazar Istanbul Aydin Universitesi Lisansiistii Egitim Enstitiisii “Okul Oncesi Egitimi” béliimiinde
doktora dgrencisi olup; MEB’e bagli bir anaokulunda okul miidiirliigii yapmaktadir. ikinci yazar Istanbul Aydin
Universitesi Egitim Fakiiltesi’nde Okul Oncesi Ogretmenligi bliimiinde dgretim iiyesidir. Sorumlu yazar ve ikinci
yazar makale siirecinin tiim asamalarina esit olarak katki sunmuglardir.

Etik Konular

Gorlgsme Oncesinde egitimcilere aragtirmanin igerigi, amaci, arastirmadaki rolleri ve arastirma siireci hakkinda
aciklamalarda bulunulmustur. Onam formu 6gretmenler tarafindan imzalanmistir. Goriismeler sirasinda verdikleri
yanitlarin kayit altina alinacagi, ses kayitlarinin ve video goriintiilerinin sadece arastirma amagli kullanilacagi
sOylenmistir. Veri analizi yapilirken 6gretmenlerin gergek kimlikleri yerine kod isimleri kullanilmistir.

Bulgular
Zenginlestirilmis Oyun Ortamina Iliskin Goriisler
Tablo 2
Erken Cocukluk Egitimcilerinin Zenginlestirilmis Oyun Ortamina lligkin Goriigleri
Tema Alt Temalar Say1 (f) Yiizde (%)
Zenginlestirilmis Oyun Ortami Zengin Uyarici1 Cevre 15 429
Agik Fikirlilik 12 34,2
Materyal Cesitliligi 8 22,9
Toplam 35 100

Egitmenler “Zenginlestirilmis Oyun Ortamini”, zengin uyarici gevre; 6zgiir ve rahat bir ortam, yapilandirilmamig
oyun ve eglenerek 6grenme olarak tanimlarken; acik fikirliligi yaraticilik, merak uyandirma, hayal giicii olarak;
materyal cesitliligini ise bol materyal ve agik uclu materyal olarak tanimlamiglardir.
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O8; “Cocuklarin yaraticiliklarim herkes icin ulasilabilir materyallerle zenginlestiren ve eglenceli kilan zamanlar
yaratma firsati olarak tamimlyorum. Sinifta kurdugum ZOOM-C merkezinin ziimremden déniitii de aynen béyle
"seneye tiim oyuncaklari kaldirip bu tarz materyaller koyalim." seklinde oldu. Oniimiizdeki yil simifimizi bu sekilde
yapilandiracagiz.” diyerek zenginlestirilmis oyun ortamini tammlamustir. O17 ise “A¢ik uclu materyallerle
yaraticiliklarini zenginlestiren ve hayallerindeki iiriinleri ortaya koymak igin firsat saglayan eglenceli oyun
ortami” seklinde bir tanimlama yapmustir.

Oyuncak Seciminde Ortaya Cikan Farklihklara fliskin Goriisler

Ogretmenler gocuklarin oyuncak segiminde farklilik olup olmadigina yonelik soruya %96,4 oraninda evet yaniti
vermislerdir. Evet yanitin1 veren 6gretmenlerin yanitlarini derinlestirmeleri istenmistir.

Tablo 3
Cocuklarin Oyuncak Se¢imindeki Farklilik

Tema Alt Temalar Say1 (f) Yiizde (%)
Materyal tercihi degisikligi 9 40,9
Oyuncaga bakis agis1 7 31,8
Oyuncak Secimindeki kMalllteryalleri farkli sekilde 4 18,2
Farkliliklar vranma
ZOOM-C merkezinde vakit 2 9,1
gegirme
Toplam 22 100

Egitimciler proje sonrasinda ¢ocuklarin materyal tercihlerinin degistigini (f=9) materyal olarak oyuncaklar yerine
acik uclu, yapilandirilmamis ve dogal materyalleri tercih etmeye basladiklarini; cocuklarin oyuncaga bakis
acilarmin degistigini (f=7) artik oyuncak olarak sadece hazir oyuncaklar1 degil her seyi oyuncak olarak gérmeye
bagladiklarini; sinif i¢i ve disinda materyalleri farkli bigimlerde kullanmaya basladiklarini (f=4); ¢ocuklarin
smiflarindaki merkezlerden biri haline gelen ZOOM-C merkezinde vakit gecirmeyi sevdiklerini (f=2) ifade
etmislerdir.

016; “Kesinlikle farkhilik oldu. Oyuncak olmayan her materyali ¢ok kolay bir sekilde degerlendirebiliyorlar.
Kartonlardan saat veya akilli bileklikler yapip haberlesme araci olarak kullanip oyun oynuyorlar. Legolardan
kiirek yapwp madencilik oynuyorlar. Pipet ve plastik siselerden agag ve ¢icekler yapiyorlar. Béyle onlarca drnek
verebilirim. ZOOM-C bir sinif artik bizim okulumuzda. Béyle bir alternatifleri var. A4 kagitlar: yerine kartonlara
resim yapiyorlar. Hem tasarruf yapiyorlar, hem geri kazanim hem de tiiketimi azaltma. Kolilerden ev, kutulardan
ve tahta bloklardan ofis yapip dakikalarca oynuyorlar. Birbirileriyle olan iletigimleri de gii¢lendi. Yaraticilik zaten
inanmilmaz.” seklinde konuyla ilgili goriislerini ifade etmistir. 022 ise; “Ozellikle doga materyallerin de oyuncak
olabilecegini, c¢esitli kutu kapak vb. materyallerin oyun araci olarak kullanilabildigini gozlemledim. Artik
materyallerin sadece sanat ve miizik etkinliginde degil; her bashiga uyan oyun etkinliklerinde de
kullamilabilecegini, ¢ocuklarin bu projeden sonra sinifta hazirlanan ZOOM-C merkezinde ilgiyle oyun
kurduklarini gérmek, onlarda bu farkindaligi olusturmak ¢cok keyifliydi.” seklinde aktarimda bulunmustur.

ZOOM-C Projesinin “En”lerine iliskin Ogretmen Gériisleri

Projenin en ilging, en keyifli, en zor, en kolay ve en etkili yanlarina iliskin 6gretmen goriisleri asagidaki tablolarda
yer almaktadir.

Tablo 4
ZOOM-C Projesinin En Keyifli Yanlar

Tema Alt Temalar Say1 (f) Yiizde (%)
Oyun oynamak 11 423
Yaratici diistinme becerisi gelisimi 7 26,9

En Keyifli Yanlar Duygusal beceri gelisimi 6 23,1
Dogayla i¢ ice olmak 2 7,7
Toplam 26 100
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Ogretmenler projenin en keyifli yanlarini cocuklarin agik uglu materyaller ile oyun oynarken daha ¢ok eglenmeleri
(/=3), ¢ocuklarin oyunlarinin daha eglenceli bir hale gelmesi (f=5), uzun siire sikilmadan oyun oynamalar1 (f=3)
seklinde belirtmislerdir. Cocuklarin proje siirecinde duygusal becerilerinin gelistigi; siire¢ten heyecan duyduklari
(/=2), mutlu olduklar1 (f=1), is birligine dayal1 olarak oynadiklar1 (f/=3) erken ¢ocukluk egitimcileri tarafindan
ifade edilmistir. Duygusal becerilerinin yani sira ¢ocuklarin yaratici diisiinme becerilerinin de gelistigi erken
cocukluk 6gretmenlerince belirtilmistir. A¢ik uglu materyalleri kullanarak farkli tasarimlar gergeklestirdiklerini
(f=4), 6zgiin tirtinlerin ortaya konuldugu (f=2) ve cocuklarin hayal gii¢lerini kullanmalarina katki sagladig: (f=1)
yoniinde 6gretmen goriisleri alinmistir. Ayrica cocuklarin dogayla i¢ ice olmalarinin (f=2) projenin en keyifli yani
olduguna yonelik goriisler de mevcuttur.

06; “En keyifli yam érnek olmamasi. Bir seye bakarak yapilmamasi. Her seye saygi duyulmasi.” derken; O7;
“En keyifli kismi ¢ocuklarin zaman igerisinden su parcadan su olabilir mi égretmenim gibi doniisler almak
resimlerinde farkli ve yaratict tiriinlerin ortaya koyduklarini gérmek.” demistir.

Tablo 5

ZOOM-C Projesinin En llging Yanlar

Tema Alt Temalar Say1 (f) Yiizde (%)
Ozgiin iiriinler 13 44,9
Dinamik proje siireci 7 24,1

En llging Yanlar Diger oyuncaklara talebin azalmasi 6 20,7
Ailelerin ilging materyal destegi 3 10,3
Toplam 29 100

Ogretmenler projenin en ilging yanlarmi acik uglu materyaller ile orijinal iiriinlerin ortaya konmasi (f=8) ve
cocuklarin atiklardan farkli tasarimlar olusturmalari (f=5) seklinde ifade etmiglerdir. Dinamik proje siirecinin
cocuklara 6zgiirliik alanlar1 olusturdugunu (f=4), proje siirecinin siirprizlerle dolu oldugunu (/=3) s6ylemiglerdir.
Sinif i¢inde yer alan yapilandirilmis oyuncaklara ilginin azaldigini (f=6), ve ailelerden gelen agik uglu
materyallerin oldukga ilging oldugunu(f=3) belirten egitimciler de olmustur.

012; “Bu projenin en ilging yani ¢ocuklarin 2 tane materyalden 5 tane orijinal icat ¢ikarilabilmesi” derken; O14;
“En ilging yam ¢ope attiklarumizin oyuncaga doniismesi”; O19; “En ilging yamt bir sonraki adimi tahmin
edemiyorum, Tamamen stirprizlerle dolu bir proje” diyerek goriislerini bildirmistir.

Tablo 6

ZOOM-C Projesinin En Zor Yanlar

Tema Alt Temalar Say1 (f) Yiizde (%)

En Zor Yanlar Geleneksel anlayisin kaliplarindan ¢ikmak 13 42
Acik uglu materyallerin depolanmasi 10 32,2
Velileri projeye dahil etmek 8 25,8
Toplam 31 100

Ogretmenler projeye dair en zorlandiklari durumun proje mantigina alismak oldugunu ifade etmislerdir.
Geleneksel anlayisin kaliplarindan ¢ikmak (f=6), ¢ok sayidaki agik uglu materyali biitiinlestirerek etkinliklere
dahil etmek (f=3) ve uygulama agsamasinda projeyi yapabilir miyim kaygis1 (f=4) 6gretmen goriislerinde yer
almistir. Acik uclu materyallerin saklanmasit ve depolanmasi (/=10) 6gretmenlerin zorlandiklar1 bir bagka husus
olmustur. Ogretmenler, ebeveynleri projeye aile katilim etkinlikleri ile dahil etmekte (f=8) zorluk yasadiklarin
belirtmiglerdir.

O8; “En zor tarafi fiziksel olarak yetersiz sinif ortamlarinda materyaller i¢in depolama alani bulmak, gruplayarak
saklamaya calismak ve simifin baska bir sinif ile paylasiimasindan kaynakli zorluklar yasiyorum.”; O16; “En zor
yanmi basta alismak projenin mantigina alismakti. Genellikle proje dncesinde agik uglu materyallerin sinif
ortaminda yer almamasi, ¢ocuklarin aligkin olduklart oyuncaklart birakarak a¢ik u¢lu materyallere yonlenmeye
baslamalar: proje basinda gegis déonemi oldugu icin zor gelmisti. Ama simdi ¢ocuklar legolar, bloklar ya da
bebeklerin yerine agik materyaller ile zaman gegirmeyi tercih ediyor.” diyerek yasadigi zorluklardan bahsetmistir.
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Tablo 7

ZOOM-C Projesinin En Kolay Yanlar

Tema Alt Temalar Say1 (f) Yiizde (%)
Materyallere erigim kolaylig: 20 55,5
Cocuklari projeye dahil etmek 7 19.4

En Kolay Yanlar Acik uglu materyaller ile tasarim 5 14
Acik uglu materyaller ile oyun 4 11,1
Toplam 36 100

Ogretmenler projenin en kolay yaninin her seyin materyal olarak kullamlabilmesi (=9), materyal temininin
olduk¢a kolay olmasi1 (f=7) ve diisiik maliyet (=4) seklinde ifade etmislerdir. Ebeveynlerin projeye katiliminin
zor oldugu yoniinde goriis belirtmelerine ragmen, ¢cocuklarin projeye katilimlarinin ve adapte olmalarinin kolay
oldugu (f=7), ag¢ik uglu materyaller ile tasarim fikri bulmanin (f=5) ve ag¢ik uclu materyaller ile oyun oynamanin
(f=4) da projenin en kolay yanlarindan oldugu yoniinde goriisler de bulunmaktadir.

023; “En kolay yam simiftaki tiim cocuklarn etkinlige katilimdaki istekliligi, kurulan farkl oyunlarda simiftaki
tiim ¢ocuklarin yer alip deneyimleme firsati bulabilmeleri”; 027, “A¢ik u¢lu materyallerin temini ve bulunmasi
kolay oldugu icin projenin etkinlik ¢esitliligi artmaktadir. Ayrica bu materyaller i¢in herhangi bir iicret
gerekmemesi projenin en kolay yanlarindan biri” demistir.

Tablo 8

ZOOM-C Projesinin En Etkili Yanlar

Tema Alt Temalar Say1 (f) Yiizde (%)
Yaratici diisiinme becerisi gelisimi 13 48,1

. Oyun tercihlerinin farklilagmasi 8 29,7

En Etkili Yanlar U
Oyuncak tercihlerinin farklilagmasi 6 222
Toplam 27 100

Ogretmenler projenin en etkili yaninin gocuklarin hayal giicii ve yaraticiligini desteklemesi (f=7), farkl1 diisinme
becerilerini gelistirmesi (f=6), ¢cocuklarin kaliplagsmis oyuncaklara ilgisinin azalmasi (f=6) proje ile ¢ocuklarin
eglenerek- oynayarak dgrenmeleri (f=5) ve ¢ocuklarin oyunlarinin dogaglama olarak gelismeye baslamasi (f=3)
diyerek goriiglerini belirtmislerdir.

025; “En etkili yan kesinlikle projenin yaraticiligi 6n plana ¢ikarmast”; 027, “Projenin en etkili yani kaliplasmig
oyuncaklara olan talebin azalmasi oldu. Cocuklar 6zgiir bir ortamda eglenerek ve oynayarak yapilandirilmamus
materyaller ile oyun oynadilar.”; 02, “Cocuklarin projede kullanilan agik u¢lu materyaller ile farkl diisiinme
becerileri ve yaraticiliklar: gelismistir. Materyalleri birden fazla sekilde kullanmaya basladilar.” seklinde
diistincelerini dile getirmistir.

Acik Uclu Materyallerin Cocuklarin Gelisimlerine Nasil Katki Sagladigina iliskin Ogretmen Goriisleri

Tablo 9

Acik Uglu Materyallerin Cocuk Geligimine Katkist

Tema Alt Temalar Say1 (f) Yiizde (%)
Biligsel Diigiinme Becerilerine Katkist 46 74,2

Agtk Uclu Materyallerin Cocuk Sosyal- Duygusal Gelisime Katkisi 10 16,1

Gelisime Katkist Biitiinciil Gelisime Katkis 6 9,6
Toplam 62 100

Proje sonrasinda agik uglu materyallerin ¢ocuklarin gelisimlerine nasil katki sagladigina yonelik egitimci yanitlar
incelendiginde 3 tema olusmustur. Temalar bilissel gelisime, sosyal duygusal gelisime ve biitlinciil gelisime katkis1
olarak siralanmistir. Biligsel gelisim temast yaratict diigiinme (f=17), iiretkenlik (f=9), farkli diisiinme becerileri
(f=6), hayal giicii (f=6), merak duygusu (f=5), odaklanma (f=2), aragtirmacilik (f=1); sosyal-duygusal gelisim
temasi 0z giliven (f=6), is birlik¢i oyun oynama (f=4); biitiinciil gelisim temasi ise; dogaya ilgi (f=3), tiim gelisim
alanlar1 (f=2), giinliik yasam becerileri (f/=1) seklindedir.
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05; “Proje ¢ocuklarin merak duygularint uyararak farkli ve yaratici diisiinmelerini saglaywp, bakis agilarin
genisletti ve daha iiretken olmalarim sagladi.”’; 06, “Hayata daha gercek¢i hazirliyor, oynama siireleri ¢ok daha
uzun oluyor. Cevre farkindaligi ve yaraticihg artiyor.”; 013, “Cocuklar ii¢ tane artik materyalden bozarak ¢ok
yeni icatlar yapryorlar, o kadar yaraticilar ki bazen olusturduklar: projelere bakarken bu benim aklima asla
gelmezdi diyerek hayret ediyorum.”; O17, “Tiim gelisim alanlarina sonsuz katki sagladigina inanmaktayim. Zaten
projemizin hedeflerinde de bunlar yer aliyordu. Bence hedeflenenden fazlasina ulasildi. Ozellikle sosyal duygusal
ve iletigim becerilerine inanilmaz katki saglads.”, 023; “Uretebilen, diistinebilen, is birligi kurabilen, paylasimct,
ozgiivenli bireyler olmasina katki sagladigini diisiiniiyorum.”; 025, “Cok daha yaratici, etkinlikler de dikkat
yogunluklar yiiksek, oyunlara, oyuncaklara ve diger 6grenme siireglerinde daha segici, tiretken, hi¢ bir artik
materyali atmayip degerlendirme dnerisiyle gelen bir gelisim gésterdiler.” demistir.

Egitim Ortamlarinda Kullandiklar1 Materyallere iliskin Ogretmen Goriisleri

Tablo 10
Egitim Ortaminda Siklikla Kullanilan Materyaller
Tema Alt Temalar Say1 (f) Yiizde (%)
Acik uglu materyaller 69 79,3
Egitim Ortamlarinda Kullanilan Dogal materyaller 18 20,7
Materyaller
Toplam 87 100

Ogretmenler proje sonrast acik uclu ve dogal materyalleri egitim ortamlarinda kullanmaya basladiklarini, egitim
ortamlarinda agik u¢lu materyal olarak kapaklar, borular, kutulari, mandallari, tuvalet kagidi rulolarini, bloklar,
sigeleri, diigmeleri, kumas parcgalarini, farkl ip tiirlerini, bardaklari, farkli boyutlardaki kaplari, pipetleri, sonilleri,
boncuklari, misketleri, mantar tiplari, CD’leri, farkli kalinliktaki kablolari, straforlari, lastikleri, atik kagitlari,
cubuklari, legolar1 kisaca her seyi kullandiklarini belirtmislerdir. Dogal materyal olarak ise yapraklar, kozalaklar,
dal pargalar1, kum, tag vb. materyalleri egitim ortamlarina dahil ettiklerini sdylemislerdir.

O12; “Biitiin kapaklar, kozalak, dallar, taslar, yaprak, kapaklar, kumaslar, diigmeler, tahta parcalari, renkli ipler,
yogurt kaplart vb...”’; O15; “Her giin hepsini kullantyoruz. Segimleri ¢ocuklar yapiyor her zaman (Kozalak, dal
pargalary, kdagit rulo ve borular, kagit ve plastik seffaf bardaklar, tahta bloklar, legolar, kablolar (renkli ve farkli
uzunluklarda), straforlar, cam siseler (risk almak en sevdigim), karton kutular, kumaslar, ipler, mandallar...”
diye cevap vermistir.

Tablo 11

Actk U¢lu Materyallerin Kullanildigr Okul Oncesi Etkinlikleri

Tema Alt Temalar Say1 (f) Yiizde (%)
Sanat Etkinligi 14 20
Oyun Etkinligi 11 15,7
Serbest Zaman Etkinligi 10 14,3
Matematik Etkinligi 9 12,9

Agik Uglu Materyallerin Fen Etkinligi 8 114

Kullanildigr Okul Oncesi

Etkinlikleri Tiim Etkinlikler 6 8,6
Tiirkee Dil Etkinligi 4 5,7
Miizik Etkinligi 4 5,7
Okuma Yazmaya Hazirlik Etkinligi 3 43
Drama Etkinligi 1 1,4
Toplam 70 100

Ogretmenlerin agik uclu materyalleri en ¢ok sanat etkinliginde kullandiklar, ikinci olarak oyun etkinliginde,
iiclincii olarak da serbest zaman etkinliginde kullandiklar1 goriilmiistiir. A¢ik uglu materyalleri en az kullandig1
okul 6ncesi etkinligi ise drama olarak belirlenmistir.
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ZOOM-C Projesinde Erken Cocukluk Egitimcilerinin En Severek Uyguladiklar: Proje Temas:

Tablo 12

Erken Cocukluk Egitimcilerinin En Severek Uyguladiklar: Proje Temast

Tema Alt Temalar Say1 (f) Yiizde (%)
Okul Disarida 9 32,1
Serbest Tema 8 28,6

En Severek Uygulanan Proje Cocuk Dostu Sehirler 4 14,3

Temas: Denge 3 10,7
Bizi Birbirimize Baglayan Kopriiler 3 10,7
Hayatimiz1 Kolaylastiran Icatlar 1 3,6
Toplam 28 100

Ogretmenlerin %32,1°i Okul Disarida, %28,6’s1 Serbest tema, %14,3’ii Cocuk Dostu Sehirler, %10,7’si Denge,
%10,7’si Bizi Birbirimize Baglayan Kopriiler, %3,6’s1 ise Hayatimizi Kolaylastiran Icatlar temasini en severek
uyguladiklar1 proje temasi olarak belirtmislerdir.

ZOOM-C Projesinin Giiclii Yanlarna iliskin Ogretmen Goriisleri

Tablo 13

Projenin Giiglii Yonleri

Tema Alt Temalar Say1 (f) Yiizde (%)
Cocuk merkezli olmast 13 38,3
Ust diizey diisiinme beceri gelisimi 8 23,5

Projenin Giiglii Yanlari Acik uglu materyal 6 17,7
Aile etkilesiminin artmasina katkis1 4 11,7
Siirdiiriilebilirlik ve uygulanabilirlik 3 8,8
Toplam 34 100

Ogretmenler projenin en giiclii yanlarini projenin ¢ocuklara 6zgiirliik alam tanidig1 (/=5), ¢ocuk odakli oldugu
(f=3), cocuklarin diisiinmesine ve denemesine firsat tanidig1 (=3) ve ¢ocuklarin eglenerek proje dahil olmalari
(/=2) olarak siralanmistir. Cocuklarin yaraticilik (=6) ve hayal giicii (f=2) gibi iist diizey diisiinme becerilerini
destekledigi, agik uglu materyallerin (f=6) projenin ana etkinlik materyali olmasiin projeyi giiclendirdigi de
egitimciler tarafindan soylenmistir. Ailelerin farkindaliklarin arttigi, aileler ile etkilesim olustugu, projenin
stirdiiriilebilir ve uygulanabilir olmasinin da projeyi giiglii kildig1 gelen yorumlar arasindadir.

05; “Cocuklara ozgiirliik tanimasi, hayal giiciinii desteklemesi, ¢cocuk odakli olmasi, basmakalip olmamasz,
siirekli  yenilenebilir olmasi”, O17; “Yapilandirma olmadan tiim anasimiflarinda uygulanabilir olmast,
materyallere ulasim kolay ve her kesimden égrenciye hitap ediyor olmasi”, O24; “Cocuklarin yaraticilik ve
yaratici diisiince becerilerini dogrudan etkilemesi, ebeveyn 6gretmen ve ¢ocuk arasinda olumlu etkilesim kurmayi
saglamak, okul 6ncesi egitimin niteligini arttirmak” seklinde goriiglerini beyan etmislerdir.

ZOOM-C Projesinin Zayif Yanlarna fliskin Ogretmen Goriisleri

Tablo 14

Projenin Zayif Yonleri

Tema Alt Temalar Say1 (f) Yiizde (%)
Projenin Zayif Yonii Yok 6 42,9
Depolama Alam Ihtiyaci 3 21,4

Projenin Zayif Yanlar Ogretmen Egitimleri 3 2,14
Ebeveynlerin Projeye Dair Algist 2 14,3
Toplam 14 100
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Ogretmenlerin biiyiik cogunlugu projenin zayif yanmin olmadigini sdylemistir. Fakat agik uglu materyallerin
saklanmasi i¢in depolama alanlarimin kisith olmasini, 6gretmen egitimlerinin kisith siirelerde ve uzaktan olmasim
projenin zayif yonii olarak géren dgretmenler de olmustur. Ogretmen egitimleri icin daha uzun siireli, sistematik
bir planlama yapilabilecegine yonelik goriisler de mevcuttur. Projenin ailelere aciklanmasi ve uygulanis amacina
aileleri inandirmakta zorlanan 6gretmenler olmustur. Aslinda bu durum projenin degil de dgretmenlerin projeyi
ebeveynlere anlatirken yasadiklar1 yetersizlikten kaynaklanmistir.

ZOOM-C Projesi Hakkinda Erken Cocukluk Egitimcilerinin Metaforik Algilar:

ZOOM-C projesi hakkinda 24 gegerli metafor iiretilmistir. Metaforlar doga, dogal kaynaklar, eylem, eglence,
iiretim, esya, zaman- mekan ve diger olmak {izere sekiz grupta toplanmustir.

Tablo 15
Erken Cocukluk Egitimcileri Tarafindan Olusturulan Metafor Kategorileri
Kategoriler Metafor (Frekans) Metafor Sayist  Toplam Metafor Frekanst  Yiizde (%)
Doga olarak Dort mevsim (1), Gokkusagi (1), Agag 5 6 25
ZOOM-C Projesi (2), Kartopu (1), Temiz Hava (1)
Dogal Kaynak olarak Nebhir (1), Su (1), Okyanus (1), 4 4 16,6
ZOOM-C Projesi Deniz (1)
Eylem Olarak Giiliimsemek (1), Yeni Bjr Ulkede 3 3 12,5
ZOOM-C Projesi Iéai/bollrrlzak (1), Hayal Diinyasina
olculuk (1)

Eglence Olarak Lunapark (1), Ugan balon (1) 2 2 8,3
ZOOM-C Projesi
Uretim Olarak Kagt (1), Bit Pazar (1), 3 3 12,5
ZOOM-C Projesi Geri Doniisiim Fabrikasi (1)
Esya Olarak Ecza dolabi (1), Terazi (1) 2 2 8,3
ZOOM-C Projesi
Zaman ve Mekan Insanligin ilk dénemleri (1), Gezegen (1) 2 2 8,3
Olarak ZOOM-C
Projesi
Diger Aile (1), Cocugun Yiiz Dili (1) 2 2 8,3

Toplam 23 24 100

Kategori 1. Doga olarak ZOOM-C Projesi

“Doga” kategorisinde Dort mevsim (1), Gokkusagi (1), Agac (2), Kartopu (1) ve Temiz hava (1) olmak iizere bes
metafor iiretilmistir. Ogretmenler, ZOOM-C projesini dogada yer alan unsurlara benzetmislerdir. Kategoriyle ilgili
metaforlar ve gelistirilme nedenleri su sekilde belirtilmistir:

ZOOM- ¢ Projesi;

Dort mevsim gibidir. Ciinkii, siirekli degisir ve icinde barindirdigi giizellikler ve gizemler
yasanmadan bilinmez.” (O5)

“Gokkusag gibidir. Ciinkii; i¢inde biitiin renkleri barindurir.” (09)
“Agag gibidir, ¢iinkii her gecen giin biiyiiyor.” (014)

“Gévdesi topraga bagl giiclii bir aga¢ gibidir. Ciinkii yillarin birikimi ve yeni olusumlar bir
aradayd..” (018)

“Kar topu gibidir. Ciinkii; nasil bir iiriin ortaya ¢ikacagini bilmeden son projede ailelerle dev bir
kartopu olduk.” (020)

“Temiz havada gibidir. Ciinkii; temiz havaya hepimizin ihtiyact vardir.” (012)
Kategori 2. Dogal Kaynak olarak ZOOM-C Projesi

“Dogal Kaynak” kategorisinde Nehir (1), Su (1) Okyanus (2), Deniz (1) olmak iizere dort metafor iiretilmistir.
Ogretmenler, ZOOM-C Projesini dogal kaynaklara benzetmislerdir. Kategoriyle ilgili metaforlar ve gelistirilme
nedenleri su sekilde belirtilmistir:
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ZOOM- ¢ Projesi;
“Nehir gibidir. Ciinkii, i¢ine giren cocuklari zenginlestirerek baska bir yere ulastirir.” (O4)
"Deniz gibidir. Ciinkii; ¢ok cesitlidir.” (016)
“Okyanus gibidir. Ciinkii; ucu bucag: sinirt yoktur.” (022)
“Su gibidir. Ciinkii cocugun zihni ile sekillenir. (O6)
Kategori 3. Eylem Olarak ZOOM-C Projesi

“Eylem” kategorisinde Gilimsemek (1), Yeni Bir Ulkede Kaybolmak (1), Hayal Diinyasina Yolculuk (1) olmak
iizere li¢ metafor iretilmistir. Ogretmenler, ZOOM-C Projesini eylemlere benzetmislerdir. Metaforlar ve
gelistirilme nedenleri su sekilde belirtilmistir:

ZOOM-C Projesi;
“Giiliimsemek gibidir. Ciinkii tiim ¢ocuklar yaratictligi kullaniyor.” (O1)

“Yeni biriilkede kaybolmak gibidir. Ciinkii; her sokakta baska bir sey kesfedersiniz ve kaybolmaktan
mutly olursunuz.” (O7)

“Hayal diinyasina yolculuk gibidir. Ciinkii; etrafindaki her seyle hayal diinyandaki oyun, oyuncak
vs. ozgiin bir sekilde yapabilirsin.” (O17)

Kategori 4. Eglence Olarak ZOOM-C Projesi

“Eglence” kategorisinde Lunapark (1), Ugan balon (1) olmak iizere iki metafor iiretilmistir. Ogretmenler, ZOOM-
C Projesini eglenceli unsurlara benzetmislerdir. Metaforlar ve gelistirilme nedenleri su sekilde belirtilmistir:

ZOOM-C Projesi;
“Lunapark gibidir. Ciinkii; icinde hep bir eglence vardir.” (03)
“Ugan balon gibidir. Ciinkii; sizi istediginiz her yere gétiirebilir.” (010)
Kategori 5. Uretim Olarak ZOOM-C Projesi

“Uretim” kategorisinde Kagit (1), Bit Pazar1 (1), Geri Doniisiim Fabrikast (1) olmak iizere {i¢ metafor iiretilmistir.
Ogretmenler, ZOOM-C projesini iiretim kavramina benzetmislerdir. Metaforlar ve gelistirilme nedenleri su sekilde
belirtilmistir:

ZOOM-C Projesi;
“Bos bir kagit gibidir. Ciinkii; o kagittan her sey yapilabilir.” (02)
“Bit pazar gibidir. Ciinkii; iginde yok yok istedigin her seyi bulabilirsin.” (O11)
“Geri déniigiim fabrikas: gibidir. Ciinkii; her sey ¢dp degildir.” (023)
Kategori 6. Esya Olarak ZOOM-C Projesi

“Esya” kategorisinde Ecza dolabi (1) ve Terazi (1) olmak iizere iki metafor iiretilmistir. Ogretmenler, ZOOM-C
Projesini esyalara benzetmislerdir. Metaforlar ve gelistirilme nedenleri su sekilde belirtilmistir:

ZOOM-( Projesi;

“Ecza dolabu gibidir. Ciinkii; en mutsuz, en keyifli ¢ocugum orada rahatlyor yaralarini saryyor
birbirlerinin yaralarina merhem olmalarmm sagladim.” (O21)

“Terazi gibidir. Ciinkii; ¢cok dengeli ve kararinda bir projeydi.” (O18)
Kategori 7. Zaman ve Mekan Olarak ZOOM-C Projesi

Aadd

“Zaman ve Mekan” kategorisinde Insanligin ilk dénemleri (1) ve Gezegen (1) olmak {izere iki metafor {iretilmistir.
Ogretmenler, ZOOM-C Projesini zaman ve mekan unsurlarina benzetmislerdir. Metaforlar ve gelistirilme
nedenleri su sekilde belirtilmistir:

ZOOM-C Projesi;

“Insanhign ilk yilarindaki donem gibidir. Ciinkii; bircok ilging icatlar o zamanlarda kesfederek ve
yaraticiliklart 6n planda olan insanlarin fikirleri ile ortaya ¢itkmistir.” (O13)
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“Kegfedilmeyen bir gezegen gibidir. Ciinkii; ¢cocuklar tarafindan kesfedilmeye bekleyen bir diisiince
ortamidwr.” (O15)

Kategori 8. ZOOM-C Projesi icin Uretilen Diger Metaforlar

“Diger” kategorisinde Aile (1), Cocugun Yiiz Dili (1) olmak iizere iki metafor iiretilmistir. Metaforlar ve
gelistirilme nedenleri su sekilde belirtilmistir:

ZOOM- ¢ Projesi,
“Aile gibidir. Ciinkii; her seyi birlikte yaptik.” (O8)

“Cocugun yiiz dili gibidir. Ciinkii her yas ve gelisim ozelligindeki ¢ocuklara onlarin dogasini
bozmadan hitap etmektedir.” (O19)

Sonug¢ ve Tartisma

Bu arastirma ile; agik uglu materyallerin kullanimini arastirmak, proje siirecinde uygulayici olarak yer almis olan
erken cocukluk egitimcilerinin ZOOM-C projesine yonelik algi, diisiince ve goriiglerini ortaya koymak ve gercek
uygulamalarin énemini vurgulamak amacglanmigtir. Arastirma stirecinin sonunda acik u¢lu materyallerin egitim
ortamlarinda yer almasinin ¢ocuklar, egitimciler ve ebeveynler agisindan oldukga etkili ve olumlu yanlar1 oldugu
goriilmiistiir. Egitimciler i¢in yeni bir kavram olan agik uclu materyal ve zenginlestirilmis oyun ortami
kavramlarinin entegrasyonu sonucu yiiksek kalitede bir egitim siireci ve sonuglart ile karsilasilmistir. Egitim
ortamlarinin ve erken ¢cocukluk egitim programinin igine acik u¢lu materyal dahil edildiginde ¢cocuklarin oyuncak
secimlerinde koklii degisiklikler oldugu, ¢ocuklarin hazir ve yapilandirilmis oyuncaklar yerine agik uglu
materyalleri tercih ettikleri, cocuklarin egitim ortamlarinin daha eglenceli hale geldigi, 6zgiin tasarimlarin ortaya
ciktigl, atiklarin geri doniistiiriilebilir malzemeler olarak algilanmaya basladigini, acik uglu materyallerin
cocuklara 6zgiir ve rahat bir egitim ortamu hazirladigi, agik uglu materyallerin iicretsiz ve kolay erisebilir
olmasindan kaynakli siirdiiriilebilir bir egitim anlayisi oldugu, ¢cocuklarin gelisimlerini biitiin gelisim alanlarinda
destekledigi, agik uglu materyallerin biitiin gelisim alanlarina hitap ettigi gibi okul 6ncesi egitim programinda yer
alan biitlin etkinlik alanlarina da hitap ettigi 6gretmen goriisleri ile ortaya konmustur.

Neill (2013) ac¢ik uclu materyallerin ¢ocuklarin hayal giiclerini ve yaraticiliklarint destekledigini, egitim
ortamlarinda ne kadar fazla acik uglu materyal bulunursa ¢ocuklarin yaraticilik ve bulusguluk diizeylerinin
artacagini ifade ederken; Petersen (2014) egitim ortamlarinda kullanilan agik uglu materyallerin ¢ocuklarin
yaraticiligini ve ozgiivenini geligtirdigini, ¢ocuklarin agik uglu materyaller ile oynarlarken kendilerini 6zgiir
hissettiklerini belirtmistir. James (2012) ise agik uglu materyallerin ¢ocuklarin oyun ortamlarini zenginlestirdigini;
Casey ve Robertson (2017) ise agik uglu materyallerin ¢ocuklar ig¢in zengin bir oyun ortami olusturdugunu
belirtmistir. Proje uygulayicisi dgretmenlerin goriislerine bakildiginda arastirmaya katilan ogretmenler de
zenginlestirilmis oyun ortamini yaraticilik ve bolca agik uglu materyalin yer aldigi, 6zgiir, rahat, yapilandirilmamis
oyunun hakim oldugu, ¢cocuklarin eglenerek 6grendikleri bir egitim ortami olarak tanimlamiglardir.

Shabazian ve Li Soga (2014) acik uglu materyallerin kullaniminda tek bir dogru ya da yanlisin olmadigini ifade
etmistir. A¢ik uclu materyalleri ¢ocuklara yaratict oyun konusunda ilham olabilecek dogal materyaller ile
iliskilendirmislerdir. Kiewra ve Veselack (2016) materyalleri yapraklar, mese palamudu, agacin boliimleri (dal,
cubuk ve kiitiik), kum, ¢amur gibi dogal materyaller ve esnek pargalarla iliskilendirmistir. Segatti ve digerleri
(2003) ise acik uglu materyallerin dogalar1 geregi ¢cocuklara oyun oynamalari i¢in pek ¢ok firsat sundugunu ve
birden fazla sekilde kullanima uygun oldugunu belirtmistir. Benzer sekilde proje sonrasinda goriislerini bildiren
ogretmenler de ¢ocuklarin her seyi oyuncak olarak gérmeye basladiklarini, materyalleri kendi kullanim sekillerini
disinda kullanmaya bagladiklarini, oyun ve oyuncak se¢imlerinin yapilandirilmis materyaller yerine agik uglu
materyallerden olusmaya bagladigini, dogal materyallerden oyuncak yapmaya basladiklarini belirtmislerdir. A¢ik
uclu materyallerin sinif i¢ginde, oyun ve aktivite alanlarinda c¢ocuklarin oynamak isteyecegi onemli araclar
oldugunu soylemislerdir.

Daly ve Beloglovsky’e (2015) gore; yapilandirilmig ve yapilandirilmamis olmak iizere iki tlir oyun vardir.
Yapilandirilmis oyunda, erken yastaki ¢ocuklarin kurallara ve yonergelere uymalar1 ve egitimcinin rehberligini
takip etmeleri gerekirken, yapilandirilmamis oyunda, c¢ocuklar kendi ilgi alanlar1 dahilinde performans
sergilemekte 6zgiirdiir ve oyun i¢in herhangi bir yonerge veya talimat bulunmamaktadir. A¢ik uclu materyaller
yaraticiligl ve hayal giiciinii gogu modern hazir oyuncaktan daha fazla tetiklemekte; daha fazla beceri ve yetkinlik
gelistirmektedir. Proje katilimcisi 6gretmenler projenin en keyifli yaninin gocuklarm orijinal iriinler ortaya
koymalari, atik materyallerin tasarim {iriinleri haline gelmesi, ¢ocuklarin 6zgiir olmasi, projenin siirprizlerle dolu
olmas1 ve ailelerden gelen ilging agik uglu materyaller olarak belirtmislerdir. Projenin en kolay yanlar1 her seyin
materyal olarak kullanilmasi ve temin edilmesi, diigilk maliyet, tasarim fikirleri bulmak, ¢ocuklarin projeye
adaptasyonu; projenin en etkili yan1 ise hayal giicii ve yaraticiligi desteklemesi, kaliplasmis oyuncaklara talebin
azalmasi, farkli diistinme becerilerinin gelisimi olarak ifade etmiglerdir. Lester ve Maudsley (2007) ¢ocuklar agik
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uclu oyuna katilim sagladiklarinda daha ¢ok eglence ve yaraticilia dnem vermekte; herhangi bir talimat
olmadiginda bir ¢ocuk oyun zamani boyunca farkli yonlerde 6grenmeler igin sonsuz olasiliklarin pesinden
gidebilmektedir. Arastirmaya katilan egitimciler de cocuklarin yapilandirilmis oyuncaklar yerine agik uglu
materyallere yoneldiklerini ve bu durumun da yaraticilik ve hayal giiciinii destekledigini, cocuklarin ZOOM-C
merkezinde zaman gecirmeyi sevdiklerini sdylemislerdir.

Curtis ve Carter’a (2005) gore; ¢ocuklara acik u¢lu materyalleri deneyimleme firsat1 saglandiginda ¢ocuklarin
hayal giicleri, kesfetme duygulari, acik uclu materyalleri kullanarak yeni icatlar yapmak icin bu malzemeleri
yeniden diizenleme istekleri artmaktadir. Engelen ve digerleri’ne (2018) gore ise, acik uglu materyaller ile oynanan
yaratict oyun deneyimleri arttik¢a gocuklarmn yaratici diisiinme becerileri gelismekte, sosyal ve fiziksel beceri
gelisimleri de olumlu etkilenmektedir. Fikirlere ilham verebilir, onlari koruyabilir ve harekete gecirebilir,
cocuklarin oyun sirasindaki fikirlerini senaryolara doniistiirebilmek i¢in sembolik beceriler kullanmalarini
destekleyebilir, sosyal etkilesimli ortak bir oyun alanimna ¢ekebilir, 6z saygiy1, duygusal dayanikliligi tesvik
edebilir, cocuklarin {ist diizey zihinsel siireglerini gelistirebilir (Drew ve Rankin, 2004; Mundy ve Newell, 2007;
Pellegrini ve Bjorklund, 2004; Pepler ve Ross, 1981; Schaefer, 2016; Whitebread ve diger., 2012). Agik uclu
materyallerin raksak ve yakinsak diisiinmeyi, hayal giiciinii ve problem ¢6zme becerilerini tesvik ettigi Howe ve
digerleri (2022) tarafindan bulunmustur. Bu nedenle acik uc¢lu materyaller ¢cocuklarin oyun ve dgrenmelerini
destekleme de 6nemlidir. Projeye katilim saglayan 6gretmenlerin goriisleri incelediginde benzer goriisler ortaya
koyduklar1 goriilmektedir. ZOOM-C projesine katilan 6gretmenler acik uclu materyallerin ¢ocuk gelisimine
katkisini yaraticilik, tiretkenlik, farkli diigiinme becerileri, hayal giicii, 6zgiiven, merak, is birlik¢i oyun oynama,
dogaya ilgi, odaklanma becerisi, glinliik yagam becerileri ve sosyal beceriler seklinde siralamiglardir. Agik uglu
materyallerin iiretkenlik ve farkli diigiinme becerisi gelisimlerini olumlu yonde etkiledigini ifade etmistir.
Egitimcilerin bu goriislerinin literatiir temelli oldugu goriilmektedir.

Gevsek pargalar, agirlikli olarak agik uglu ve ¢ok yonlii kullanilabilen ¢esitli malzemeleri bir arada igerir. Oyunda
daha fazla esneklik ve uyarlanabilirlik sunar. Cesitli sekillerde birlestirilebilir, diizenlenebilir ve degistirilebilir.
Cocuklarin benzersiz yapilar, tasarimlar veya senaryolar olusturmasina olanak tanir. Cocuklara nesnelerin ¢esitli
sekillerde nasil kullanilabilecegi konusunda daha fazla segenek sunar. Hayal giiciine dayanarak dontistiirebilir ve
yeniden kullanabilirler. Cocuklara nesne ve kesif oyunlarinda esneklik ve uyarlanabilirlik i¢in daha fazla firsat
verir, ¢linkil gevsek parcalari etkili bir sekilde nasil kullanacaklarint bulmalari, farkli kombinasyonlarla denemeler
yapmalar1 ve zorluklarin iistesinden gelmeleri gerekir. Diger nesneler genellikle daha 6nceden belirlenmis bir
kullanima sahiptir ve problem ¢6zme ihtiyacini sinirlar. Gevsek pargalar, gocuklara diger nesnelere kiyasla daha
fazla 6zgiirliik, esneklik ve agik uglu olasiliklar sunarak, ¢ocuklarin oyun deneyimlerinin benzersiz bilesenleri
haline gelirler (Scott-McKie ve Casey 2017). Ozellikle yapici oyun sirasinda akranlarla is birligini ve sosyal
etkilesimi tesvik eder. Isbirlikei insa, ne insa edecekleri ve nasil insa edecekleri gibi alic1 ve ifade edici dili
kullanarak ortak hedefler olusturmalarini ve belirlemelerini gerektirir (Vriens-van Hoogdalem ve diger, 2016).

Oyuncaklar ve materyaller, cocuklar i¢in oyun aracilifiyla diinyay1 ve ¢evrelerini kesfederken onlara eslik ederler.
Piaget (1962) oyunu, goriintiileri transfer ederek senaryolar olusturmak amaciyla sembolik becerileri kullanabilme
yetenegi olarak tanimlamistir (Akt: Garwood, 1982). Shabazian ve Li Soga (2014) ¢ocuklarin gelisimlerinin
desteklenmesinde farkli 6zelliklere sahip oyuncaklarin ve materyallerin onemine deginmistir. Oyunun gocuklarin
gelisimine sagladigi katkidan bahsetmislerdir. Oyun veya etkinlikler sirasinda, agik u¢lu materyaller, nesneler veya
oyuncaklar ¢ocuklarin oyunlarina dahil etmek isteyecekleri 6nemli araglardir. A¢ik uglu materyaller, gocuklarin
baglangigta oyun igin tasarlanmamis, siirsizca manipiile edilebilen acik uglu ve etkilesimli materyallerle
oynamasi olarak tanimlanmaktadir (Gull ve diger, 2019). Yapilandirilmamis oyun materyalleri; eski kartonlar,
kutular, kavanoz kapaklari, taslar, mandallar, kumaslar, ipler gibi materyallerle oynarken ya da bir seyler
planlarken ¢ocuklar bagimsiz bir sekilde aktivitelerini devam ettirebilir (Petersen, 2014). Ornegin; bir kutu baz
zamanlarda ev olabilir, ayni sekilde deniz ya da bir ugaga da doniisebilir. Onemli olan, cocugun o kutuya nasil bir
anlam ytikledigidir. Sahip oldugumuz doga; dallar, ¢gam kozalaklari, kabuklar, taslar, yapraklar, cicekler ve diger
dogal nesneler gibi agik uclu materyallerle doludur (Swadley, 2021). Arastirmaya dahil olan G6gretmenler
kullandiklar1 agik uglu materyalleri dogal materyaller, kapaklar, borular, kutular, mandal, tuvalet kagidi, bloklar,
sigeler, diigmeler, kumasg parcalari, ipler, bardaklar, pipet, boncuk vb. olarak belirtmiglerdir.

Curtis ve Carter (2005); cocuklara ilgi ¢ekici malzemeler, malzemelerle gegirecekleri yeterli zaman,
deneyimlerimi i¢in firsat ve icat etme olanaklar1 sunuldugunda esnek bir egitim programi sunuldugunda ¢ocuklarin
daha kalic1 ve etkili 6grendiklerini belirtmislerdir. Erken ¢ocukluk egitimi miifredatinda, ¢ocuklarin agik uglu
materyaller kullandiklarinda, ilhamlarini ortaya ¢ikaran bir sey yaratmak i¢in kullanilan materyaller her zaman
orijinal seklinden veya ozelliklerinden farkli bir sey yarattiklar gézlemlenmistir (White ve Stoecklin, 2014).
Arastirmadaki egitimciler agik uglu materyalleri okul 6ncesi egitim programinda yer alan tiim etkinliklerde
kullandiklarini s6ylemisglerdir.
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Oneriler

Bulgulardan yola ¢ikilarak; acik u¢lu materyaller egitim programinin vazgecilmez bir parcgasi haline getirilebilir.
Acik uclu materyallerin erken ¢ocukluk programina entegrasyonundan sonra konu ile ilgili bilgi sahibi olmayan
ailelere ve egitimcilere bilgilendirme toplantilari yapilabilir. Egitim ortamlar1 tasarlanirken acik u¢lu materyallerin
depolanabilecegi egitim ortamlarinin olusturulmasi saglanabilir. Sinif i¢i ve dig1 ortamlarda ag¢ik uclu materyal
merkezleri olusturulabilir ve resmi okul 6ncesi egitim programina dahil edilebilir. MEB ve iiniversiteler birlikte
calisarak agik uglu materyallerin egitim ortamlarma dahil edilmesine yonelik yayginlastirma galigmalar ve siireg
degerlendirme toplantilar1 planlayabilir. Daha genis katilimci1 gruplari ile nicel ya da nitel arastirmalar yapilabilir.
Ogretmenlerin goriislerinin yaninda ebeveyn ve ¢ocuklarin goriislerinin alindig1 arastirmalar yapalabilir.

Cikar Catismasi Beyani
Yazarlar arasinda bu arastirmaya etki edebilecek mali olan ya da mali olmayan herhangi bir ¢ikar ¢atigsmasi yoktur.
Mali Destek

Makalemizde sundugumuz g¢alisma i¢in herhangi bir kamu ya da 6zel kurulustan mali bir destek alinmadigini
beyan ederiz.

Etik Kurul izin Bilgisi: Bu arastirma Istanbul Aydin Universitesi Egitim Bilimleri Arastirmalart Etik Kurulu nun
28.03.2024 tarihinde 2024 /02 sayili karari ile etik yonden uygun bulunmugtur.
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Belirsizlige Tahammiilsiizliik ile Mental Iyi Olus Arasinda Duygu Diizenleme Giicliigii ve
Sikismishik Hissinin Seri Araci Rolii

Oz Anahtar Sozciikler
Rubh sagligi, ruh sagligi uzmanlar tarafindan kapsamli olarak arastirilan bir konudur. Bireylerin iiretken Belirsizlige tahammiilsiizliik
bir yasam siirebilmeleri igin ruhsal iyilik hallerine 6ncelik vermeleri elzemdir. Bireyler hayatlarmin Duygu diizenleme giicliigii
herhangi bir asamasinda ongoriilemeyen durumlarla, kapana kisilmig hissetmek gibi bir dizi duyguyla Stkismislik hissi
ve duygusal 6zdenetim gerektiren durumlarla karsilasabilirler. Bir bireyin ruh sagligi, zorlu kosullarla Mental iyi olus
kargilasmasina ragmen yiiksek bir iyi olma halini siirdiirme kapasitesine baglidir. Bu ¢alisma,

belirsizlige tahammiilsiizliik ile mental iyi olus arasindaki iliskide duygu diizenleme gii¢liigiiniin ve Makale Hakkinda

stkismislik hissinin araci roliinii incelemeyi amaglamaktadir. Mevcut ¢aligsmanin verileri 316 kadin ve

111 erkek olmak tiizere 427 goniilli katilimcidan toplanmistir. Aracilik analizi Yapisal Esitlik Gonderim Tarihi

Modellemesi (YEM) kullanilarak gerceklestirilmistir. Bulgulara gore, duygu diizenleme giicligii ve 16 Temmuz 20‘24!
stkismislik, belirsizlige tahammiilsiizliik ile mental iyi olug arasinda aracilik rolii tistlenmistir. Modele ]Z(aKbul Tg'(;lzh;
asim

gore, belirsizlige tahammiilsiizliik duygu diizenleme giigliigii ve sikismiglik hissini olumlu olarak;
duygu diizenleme giigliigii ve sikismislik hissi ise olumsuz olarak mental iyi olusu yordamaktadir.
Belirsizlik karsisinda hosgoriilii olmanin, insanlarin duygularini kolayca diizenleyebilmelerini ve
stkigmis hissetmekten kaginmalarini saglayarak potansiyel olarak daha yiiksek diizeyde mental iyi olusa
yol agtig1 ileri siiriilebilir.
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Genisletilmis Tiirkce Ozet
Giris

Insanoglunun gelecegi bilme kapasitesindeki sinirliliklar belirsiz durumlarla karsi karstya kalmalarmi kaginilmaz
bir hale getirebilir. Belirsizlik bireyler i¢in kolay kabul edilemeyen bir konumda olabilmektedir. Ongériilemez bir
gelecegin bireyleri kaygilandirmasi s6z konusu olabilir. Bu durumda bireyler belirsizlige karsi tahammiilsiiz
olabilmektelerdir. Belirsizlige tahammiilsiizliik, bireylerin olumsuz bir olayin gerceklesme olasilifina dikkat
etmeksizin bu olayin gergeklesme olasiligini kaginilmaz olarak gérme egilimlerini ifade etmektedir (Carleton ve
diger., 2007). Belirsizlige tahammiilsiizliik anksiyete ve depresyonla iligkili bir kavramdir (Jensen ve diger., 2016).
Olas1 olumsuz olaylara karsilasma durumunu yasayabilecek bir ruh hali, kaygi yasayan bireylerin belirsiz
durumlara kars1 tahammiilsiizliik sergileyebilecegi kabul edilmektedir (Barlow, 2004). Ongbriilemez ve belirsiz
durumlara ayak uydurabilmek bireylerin degisken yasam kosullariyla bas edebilmelerine yardimct olabilir.
21.ylizyilda bireylerin siirekli degisen kosullara uyum saglamalar1 gerekmektedir. Bunun yani sira bireylerin
eylemlerinin 6ngdriilemeyen sonuglara yol agabilmesi de miimkiindiir. Ayrica eylemleri sonrasindaki stratejileri
ve secenekleri etkileyebilecegi durumlarda bireylerin karar verme ve harekete gecmeleri de gerekmektedir
(Binkley ve diger., 2012). Bireyler kotii hissettiklerinde ve olumsuz durumlardan kagma girisimleri
engellendiginde; harekete gecme ve kagma arzusunu temelinde bulunduran sikismislik ortaya ¢ikmaktadir (Gilbert
ve Allan, 1998). Sikismislik hissi, belirsizlige tahammiilsiizliik gibi depresyon ve anksiyete ile iliskili bir
kavramdir (Gilbert ve diger., 2002). Yasamda her olay tam bir belirsizlik icermez, bu nedenle sikismis hisseden
ve belirsizlik karsisinda toleransi olmayan bireylerin kaygilt ve depresif olduklarina dikkat edildiginde belirsiz
durumlara kargi tahammiilsiiz olan bireylerin ayni zamanda sikismiglik hissedebilecekleri de diisiiniilebilir.

Psikoloji biliminin odaklandig1 konular arasinda hem mental sagligi korumak hem de daha iyi bir hale getirmek
yer almaktadir. Kisisel, toplumsal ve ekonomik gelisim i¢in bir gereklilik olarak mental saglik ayn: zamanda bir
insan hakkidir. Mental saglik; insanlarin yagamin stresleriyle basa cikabilmelerini, yeteneklerinin farkina
varabilmelerini, iyi 6grenip iyi ¢alisabilmelerini ve toplumlarina katkida bulunabilmelerini saglayan bir mental iyi
olus durumudur (WHO, 2022). Mental iyi olus ise mutlulugun 6znel deneyimi, yagsam memnuniyeti ve olumlu
psikolojik islevsellik kapsaminda bagkalariyla iyi iligkiler kurmayi ve kendini gerceklestirmeyi ifade eder
(Stewart-Brown ve Janmohamed, 2008; Ryan ve Deci, 2001). Bireylerin belirsizlige tahammiilsiiz olduklarinda
daha diistik seviyede iyi olusa sahip olduklari bilinmektedir (Geggin ve Sahrang, 2017). Zira duygular
diizenleyebilmenin bireylerin duygularini fark edebildikleri, gereken duygusal tepkileri duruma uygun ve esnek
bir sekilde verebildikleri anlamina geldigi diisiiniildiigiinde karsilasilan zorlu olaylarla duygusal olarak daha iyi
bir sekilde basa ¢ikabilmeleri sonucunda daha fazla iyi olma hali hissetmelerine yol actig1 diisiiniilebilir. Ek olarak
stkigmiglik hissinin iyi olusu yordamasi s6z konusudur (Cheon, 2011). Bireylerin hareket etme ve kagis isteginin
gergeklesmeyecegi ve basarisiz bir miicadele deneyiminden kaynaklanan sikigmis hissetmesi onlari intihar ile kars1
karsiya birakacak ciddiyette olumsuz bir durum olup, iyi olusun diisiik olmasi riskini beraberinde getirebilir.
Ayrica sikismiglik hissi, belirsizlige tahammiilsiizliik ve duygu diizenlemenin iliskili oldugu depresyon, anksiyete
ve intihar kavramlari iyi olus ile negatif yonde iligkilidir (Malone ve Wachholtz, 2018; Qian, 2021). Literatiirden
edinilen degerli bilgiler sonucunda ilgili kavramlarin ikiserli olarak ayni arastirmalarda bir arada incelendigi veya
ayr1 arastirmalarda benzer kavramlarla iligkili bulunduklar1 goriilmektedir. Tiim bunlardan hareketle mevcut
arastirmada psikoloji biliminin ruh sagligini koruma ve gii¢lendirme misyonuna hizmet etmesi iimidiyle duygu
diizenleme giicligii ve mental iyi olus arasindaki iligkide belirsizlige tahammiilsiizlik ve sikismigligin aract
roliiniin incelenmesi amaglanmaktadir.

Yontem

Arastirmaya dair veriler kolay 6rneklem yontemi ile ve ¢evrimigi olarak (internet ortaminda form hazirlanarak)
toplanmustir. Cevrimigi toplanan veriler sosyal medya araciligi ile duyurularak yapilmistir. Toplamda 316 (%74)
kadin ve 111 (%26) erkekten olusan 427 katilimcidan veri toplanmistir. Katilimcilardan goniilli olduklarina dair
katilimc1 onam formu doldurmalari istenmistir. Yas ortalamalart 25.78 sd (8.09) olarak analiz edilmistir.
Katilimeilarin ¢ogunlugu iiniversite egitimini tamamlayanlardandir (n:223, %52.2). Katilimeilarin %74.7’si orta
seviye sosyoekonomik diizeye sahiptir.

Arastirmanin analiz kisminda veriler toplandiktan sonra SPSS, JASP ve AMOS programlarindan yararlanilarak
ilk olarak belirsizlige tahammiilsiizliik, mental iyi olus, duygu diizenleme giicligii ve sikigsmislik kavramlarimin
SPSS programu ile betimsel istatistiklerine ve normal dagilip dagilmadiklarina bakilmistir. Daha sonra JASP
programu ile giivenirlik analizlerine ve tekrar SPSS programu ile korelasyon analizleri yapilmistir. Kavramlar arasi
iligkilerin anlamli ¢ikmast ile ileri istatistik yontemi olan Yapisal Esitlik Modellemesine gegilmistir.

Bulgular
Arastirma kapsaminda kavramlar arasinda ¢ikan anlamli sonuglar neticesinde YEM (yapisal esitlik modellemesi)

uygulanmistir. Uygulama iki asamali olarak yapilmistir. Belirsizlige tahammiilsiizliik, mental iyi olus, duygu
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diizenleme gii¢liigii ve stkismiglik degiskenlerinin 6l¢iim modeline bakildiginda 4 tane gizli degisken ve 10 tane
gdzlenen degisken bulunmaktadir. Olgiim sonuglarina gore ise x2/sd= 4.61, GFI= .963, CFI= .980, NFI= .969,
TLI= .968, RFI= .952, IFI= .980, SRMR= .0306 ve RMSEA= .065 olarak uyum indekslerine gdére uygundur.
Faktor yiikleri ise .77 ile .95 arasinda degismektedir. Bu durum gozlenen degiskenlerin gizil degiskenleri anlamli
sekilde temsil ettigi sdylenebilir.

Olgiim sonrasi yapisal modelde katilimcilarin belirsizlige tahammiilsiizliik ile mental iyi olus arasinda duygu
diizenleme gii¢liigii ve stkismishigin aracilik rolii olan modele bakilmustir. Oncelikle belirsizlige tahammiilsiizliik
ile mental iyi olus arasinda duygu diizenleme giigligii ve sikismishigin kismi araci oldugu modele bakilmistir.
Kismi aract modelde belirsizlige tahammiilsiizliik ile mental iyi olus arasinda dogrudan yol bulunmaktadir ve ek
olarak duygu diizenleme giigliigii ve sikismiglik aracilik etmektedir. Ancak bu modelde uyum degerleri iyi
¢tkmasina ragmen belirsizlige tahammiilsiizliik ile mental iyi olus arasindaki yol anlamsiz ¢ikmigtir. Uyum
degerleri ve anlamlilik degeri Tablo 3’te belirtilmistir. Kismi aract model sonrasi tam aract model denemesi
yapilmistir. Tam aract modelde ise belirsizlige tahammiilsiizlik ile mental iyi olus arasinda dogrudan yol
bulunmamaktadir ve ek olarak duygu diizenleme giigliigii ve sikigmislik aracilik etmektedir. Uyum degerleri tam
aract modelde kabul edilebilir ve istenilen diizeydedir. Anlamli bir sonugta bulunmustur. Hem kismi aracinin hem
de tam aracinin degerleri tablo 3’te belirtilmistir. Kismi araci modelin anlamsiz ¢ikmasi durumunda tam araci
model arastirma igin tercih edilmistir.

Tartisma ve Sonu¢

Ana hipotez kapsaminda yapilan analizler ise belirsizlige tahammiilsiizliik ile mental iyi olus arasindaki iliskide
duygu diizenleme giigliigii ve sikismighigin seri aracilar oldugunu gostermistir. Literatiir incelendiginde mevcut
aragtirma kapsaminda ele alinan kavramlarin daha once yapilmis calismalarda ikiserli olarak ele alindigt
gorilmiistiir (6rn. Cai ve diger., 2018; Cheon, 2011). Daha genis kapsamda bu kavramlarin ii¢liniin bir arada ele
alinmis oldugu bir aragtirmanin sonuglarina gore; duygu diizenleme giigliigiiniin belirsizlige tahammiilsiizliik ile
depresyon, anksiyete ve stres gibi mental saglik sorunlar1 arasindaki iliskiye aracilik ettigi bilinmektedir (Godara
ve diger., 2023). Mental sagligin daha iyi anlagilip korunmasi ve gelistirilmesi adina yapilan bu arastirma
kapsaminda ele alinan kavramlarin ihmal ve istismar gibi insan hayatin1 tehdit eden bir konu ile iliskili olduklar
bilinmektedir (Kelek ve diger., 2022; Moscardini ve diger., 2022; Ong ve Thompson, 2019). Kendi aralarindaki
iliskiler ve ilgili kavramlarin farklt arastirmalarda benzer kavramlarla olan iliskileri g6z Oniinde
bulunduruldugunda mevcut arastirma sonucunda elde edilen kavramlar arasi iligkilerin baska arastirmalarca da
desteklendigi goriilmektedir. Tiim bunlardan hareketle, yagamin belirsizlik igermesi ve buna bireylerin tahammiil
gosterememelerinin duygu diizenleme giicliigii yasamalar1 ve sikigmiglik hissetmeleri dolayisiyla mental iyi
oluslarinin olumsuz bir halde olmasi beklenebilir. Belirsizlik kargisinda tahammiil edebilmeyi bireyler, daha kolay
bir sekilde duygu diizenleme ile yapabilir. Boylece bireyler daha diisiik diizeyde sikismislik hissederek yiiksek
diizeylerde iyi olusa sahip olabilirler.

Sonug olarak arastirma sonuglari belirsizlige tahammiilsiizliigiin mental iyi olusu dolayli olarak duygu diizenleme
giicligii ve stkismiglik vasitasiyla yordadig tespit edilmistir. Bu sonucun, farkli kavramlar ile aracilik iligkilerine
bakan ve boylamsal yapidaki gelecek arastirmalara 151k tutabilecegi diisliniilmektedir.
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Introduction

Humans' limited ability to predict the future may force them to confront uncertain situations. Individuals may find
it difficult to accept uncertainty. Individuals may be concerned about the future because it is unpredictable. In this
case, people may become intolerant of uncertainty. Individuals with an intolerance of uncertainty tend to see the
possibility of a negative event as unavoidable without considering the possibility of its occurrence (Carleton et al.,
2007). Intolerance of uncertainty is linked to anxiety and depression (Jensen et al., 2016). It is recognized that
individuals who experience anxiety as a future-oriented mood expressing preparation for potential negative events
may exhibit intolerance toward uncertain situations (Barlow, 2004). Individuals who can adapt to unpredictable
and uncertain situations may find it easier to cope with changing life circumstances. In the twenty-first century,
people must adapt to constantly changing conditions. Individual actions may also have unpredictable
consequences. Individuals must also make decisions and act when their actions may have an impact on future
strategies and options (Binkley et al. 2012). When people feel defeated and their attempts to escape negative
situations are thwarted, entrapment emerges, which is based on the desire to act and escape (Gilbert & Allan,
1998). Entrapment, like intolerance for uncertainty, is linked to depression and anxiety (Gilbert et al., 2002).
Because every event in life lacks complete certainty, it is reasonable to assume that individuals who feel entrapped
and intolerant of uncertainty are anxious and depressed.

Entrapment is described in the integrated motivational-volitional (IMV) model of suicidal behavior. This model
associates suicide with defeat and entrapment (O'Connor, 2011). According to O'Connor and Kirtley (2018),
feeling entrapped as a result of the perception that the desire to escape is blocked by the individual who feels
defeated leads to suicide. In addition to the theoretical explanation, quantitative research results show a strong link
between entrapment and suicidality (Trachsel et al., 2010). Another concept linked to suicidal thoughts is emotion
regulation (Hatkevich, 2019). Entrapment can be experienced either internally or externally. Individuals
experiencing external entrapment believe they are unable to receive help or support from their surroundings.
Individuals who experience internal entrapment believe they are emotionally incapable of dealing with adversity.
Individuals who feel entrapment may struggle with emotion regulation, given its intrinsic dimension and the
similarity to suicide. Emotion regulation refers to neural, cognitive, and behavioral/actional processes that
maintain, strengthen, or weaken emotional stimulation and the associated tendencies for feeling, motivation,
cognition, and action (Izard et al., 2011). Emotion regulation enables people to recognize, understand, and accept
emotions, control impulsive behaviors in the face of negative emotions, act in a goal-oriented manner, and be
emotionally flexible by employing the appropriate strategy for the situation. Difficulties in emotion regulation
refer to a lack of these abilities (Gratz & Roemer 2004). Individuals must regulate their emotions in a variety of
situations, including their daily lives, social relationships, and exposure to various events and news. Difficulties in
emotion regulation may lead to additional difficulties in the face of intolerable situations, such as uncertainty,
which individuals may frequently encounter. Cutuk (2021) and Kennedy et al. (2021) found a link between
difficulty regulating emotions and intolerance of uncertainty. Inadequate or dysfunctional emotion regulation can
negatively impact well-being (Gross & Muiloz, 1995), despite its importance for adaptive functioning.
Psychological science aims to both maintain and improve mental health. Mental health is a human right due to its
importance in personal, social, and economic development.

Mental health allows people to handle life's challenges, recognize their talents, learn and work well, and contribute
to their communities (WHO, 2022). Happiness, life satisfaction, positive psychological functioning, positive
relationships, and self-actualization are all subjective experiences of mental well-being (Stewart-Brown &
Janmohamed, 2008; Ryan & Deci, 2001). Individuals with a low tolerance for uncertainty report lower levels of
well-being (Geggin & Sahrang, 2017). Given that being able to regulate emotion implies that individuals can
recognize their emotions and respond to them in an appropriate and flexible manner, it is possible that they can
cope better emotionally with the difficult events they encounter, leading to a sense of well-being. Furthermore,
Cheon (2011) found that entrapment predicts well-being. When people feel trapped as a result of an unsuccessful
struggle experience in which their desire to move and escape is not realized, it is a serious negative situation that
can lead to suicide and a low level of well-being. Furthermore, depression, anxiety, and suicide, which are
associated with entrapment, intolerance of uncertainty, and emotion regulation, have a negative impact on well-
being (Malone & Wachholtz, 2018; Qian, 2021). As a result of the valuable information obtained from the
literature, it is observed that related concepts are examined in pairs in the same studies or in separate studies. Based
on all of this, the current study seeks to investigate the mediating role of intolerance of uncertainty and entrapment
in the relationship between difficulties in emotion regulation and mental well-being, with the hope that psychology
can contribute to the mission of protecting and strengthening mental health. The hypotheses to be investigated in
this context are as follows:

HI. There is a mediating role of difficulties in emotion regulation between intolerance of uncertainty and mental
well-being.

H2. There is a mediating role of elements of entrapment between intolerance of uncertainty and mental well being.
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H3. There is a serial mediating role of difficulties in emotion regulation and entrapment between intolerance of
uncertainty and mental well-being.

Method
Research Design

This study, which examines whether difficulties in emotion regulation and entrapment mediate the relationship
between intolerance of uncertainty and mental well-being, was designed with quantitative method.

Participants

The study's data was collected using the convenience sampling method and online. The data collected online was
made public via social media. Data were collected from 427 participants, including 316 (74%) women and 111
(26%) men. Participants were asked to sign a participant consent form indicating that they had volunteered. The
average age was calculated as 25.78 sd (8.09). The majority of the participants were university graduates (n =223,
52.2%). In terms of socioeconomic status, many participants were in the middle (n =319, 74.7%). Table 1 provides
detailed information about participant characteristics.

Table 1
Descriptive information of the participants

Frequency %
Gender
Female 111 26
Male 316 74
Education level
High school 188 44
Bachelor degree 223 52.2
Graduate 16 3.7
Marital status
Married 76 17.8
Single 351 82.2
Socio-economic status
Very low 22 5.2
Low 67 15.7
Middle 319 74.7
High 19 4.4
Very high - -

Data Collection Instruments

Warwick-Edinburgh Mental Well-Being Scale. Tennant et al. (2007) developed a scale to assess the mental health
of adults. The scale was adapted into Turkish by Demirtas and Baytemir (2019). Cronbach's alpha coefficients
were calculated to be 0.84 and 0.86. The scale's fit values (X2/sd = 1.58; p<.05; RMSEA = 0.06; SRMR = 0.04;
NFI = 0.97; CFI =.99; GFI =.96; AGFI =.91) were acceptable. The scale is a 7-item Likert scale with positive
statements ranging from never to always.

Difficulties in Emotion Regulation Scale-8. Penner et al. (2022) created the original scale to assess adults'
difficulty with emotion regulation. Eksi and Erik adapted the Turkish version in 2023. The scale has eight items
and four sub-dimensions: "goal," "impulse," "non-acceptance," and "strategy." The internal consistency values
for the scale's sub-dimensions ranged from .68 to .77, while the overall internal consistency value was .87. The fit
indices were acceptable, with ¥2/df=3.05, NFI=.964, CF1=.976, TLI=.951, and RMSEA=.075. The scale's
response options are five-point Likert types. Higher scores indicate greater difficulty in emotion regulation.

Entrapment Scale Short-Form (E-SF). De Beurs et al. (2020) created a scale to measure the degree of adult
entrapment. Tiirk et al. (2024) carried out the study on adaptation in Turkish. Consequently, the scale's Cronbach's
alpha coefficient is 0.88. There is only one dimension and four items on the scale. The Likert scale is five points,
and responses on a scale of 0—4 fall between "0 = not at all suitable for me" and "completely suitable for me." The
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lowest and maximum scores on the scale are 0 and 16, respectively. The person's sense of entrapment is evidently
growing as the scores rise.

Intolerance of Uncertainty Scale. A scale was created by Carleton et al. (2007) to measure how intolerant adult
individuals are of uncertainty. The scale was translated into Turkish by Sarigam et al. (2014). The computed
Cronbach's alpha coefficient was 0.88. The fit values of the scale were found to be satisfactory with y*> = 147.20,
df = 48, RMSEA =.073, CFI =95, IFI =.95, GFI =94, and SRMR =.04. A high tolerance for uncertainty is
indicated by high scores on the scale. Two sub-dimensions of the 12-item scale are "prospective anxiety" and
"inhibitory anxiety." The Likert scale has five points. The scale has a total score range of 12 to 60. A high level of
intolerance for uncertainty is indicated by rising scores.

Data Analysis

After collecting the data, the study's analysis section examined descriptive statistics and normal distributions of
the concepts of intolerance of uncertainty, mental well-being, difficulties in emotion regulation, and entrapment
using SPSS, JASP, and AMOS programs. The JASP program was then used to conduct reliability analyses,
followed by SPSS for correlation analyses. When the relationships between the concepts were discovered to be
significant, the advanced statistical technique of Structural Equation Modeling was used. The Amos program was
used to model structural equations and measure additional parameters. ML (Maximum Likelihood) estimation
method was used in the tested model. In the first stage, latent variables for the variables were developed, and the
measurement model was tested by examining the relationship between these latent variables (Kaplan, 2001; Kline,
2011). Hu and Bentler (1999) considered the goodness of fit recommendations of SEM results within the
measurement framework. In this context, chi-square, CFI, NFI, TLI, RFI, IFI, RMSEA, and SRMR values were
used as a foundation. In terms of values, the chi-square test is expected to be less than 5, GFI, CFI, NFI, TLI, RFI,
and IFI values are expected to be greater than.90, and SRMR and RMSEA values are expected to be less than.08
(Hu & Bentler, 1999; Tabachnick & Fidell, 2001). Because the measurement fit values were adequate, the second
measurement phase was initiated. Furthermore, to determine which SEM model is the best, the significance level,
AIC and ECVI values, and the chi-square difference test were all examined. According to Browne and Cudeck
(1993), the model with the lowest ECVI and AIC values was preferred. The parceling method was applied because
mental health and entrapment are unidimensional in SEM. The parceling method, according to Nasser-Abu Alhija
and Wisenbaker (2006), helps scales show a normal distribution, increases reliability, and decreases the number
of observed variables. Two dimensions were produced by the parceling method: entrapment and mental health.
Bootstrapping was employed to support the study and raise the mediation test's significance (Preacher and Hayes,
2008). By using the bootstrap value, the bootstrapping procedure produced a confidence interval and raised the
sample count to 5000. This confidence interval's lack of a zero indicates that the mediation is likely to be
significant.

Ethical Issues

The research was approved by ‘Zonguldak Biilent Ecevit University Human Research Ethics Committee’
(Institutional Registration Date and Number: 04.06.2024/457210). All participants voluntarily filled out the
consent form.

Results

Descriptive statistics and correlation analysis are included in this section. Subsequently, the results of the
measurement model and the structural model are presented. In the last stage, the results of the bootstrapping
process are presented.

Table 2
Descriptive statistics for concepts

N M SD S K Mc C G 1 2 3
11{' e]; ‘uflf,jl‘t’l‘gfly in Emotion 427 2000 7.19 221 -490 903 .901 .896 -
2-Mental Well-Being 427 2463 490 -387 573 837 833 827  -47*x
3-Intolerance of Uncertainty 427  40.14 9.50 -255 -.002 .904 903 907 .46**  -20%* -
4-Entrapment 427 752 431 058 -.698 874 870 849 S5TEF 47k 4x

**p<.001, M: Mean; S: skewness; K: Kurtosis; Mc: McDonald's @; Cr: Cronbach's a; G: Guttman's 16

Finney and DiStefano (2006) suggest that variables should meet normality criteria of =2 for skewness and +7 for
kurtosis. Table 2 shows a normal distribution for Skewness (-.387 t0.058) and Kurtosis (-.698 t0.573). Table-2
reveals significant positive relationships between intolerance of uncertainty and difficulties in emotion regulation
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(1:.46 p<.001), intolerance of uncertainty and entrapment (r:.42 p<.001), and difficulties in emotion regulation and
entrapment (r:.57 p<.001). However, there were significant negative correlations between mental well-being and
difficulties with emotion regulation (r: -.47 p<.001), entrapment (r: -.47 p<.001), and intolerance of uncertainty (r:
-.20 p<.001). There are four latent variables and ten observed variables in the measurement model for intolerance
of uncertainty, mental well-being, difficulties with emotion regulation, and entrapment. The measurement results
show x2/SD: 4.61, GF1.963, CFI1.980, NF1.969, TLI1.968, RF1.952, IF1.980, SRMR.0306, and RMSE.065. Factor
loadings ranged from 0.77 to 0.95. This means that the observed variables provide a meaningful representation of
the latent variables.

The post-measurement structural model examined how participants' intolerance of uncertainty and mental health
were related and how challenges with emotion regulation and entrapment played a mediating role. First, we
examined a model in which the association between mental health and intolerance of uncertainty was mediated by
issues with emotion regulation and entrapment. According to the partial mediation model, there is a direct
correlation between mental health and an intolerance for uncertainty, with challenges with emotion regulation and
entrapment serving as additional mediators. The association between intolerance of uncertainty and mental health
was not significant, despite the model's good fit values. The fit and significance values are displayed in Table 3.
A full mediation model was assessed after the partial mediation model. According to the full mediation model,
challenges with emotion regulation and entrapment also contribute to mental health, and there is no direct
correlation between an intolerance of uncertainty and mental health. Acceptable and desired fit values were
obtained from the fully-mediated model. An important finding was made. The values for partial and full mediation
are displayed in Table 3. The full mediation model was selected for the study in case the partial mediation model
did not show statistical significance. Figure 1 displays the path coefficients for this model.

Table 3
Fit values for the models

N /CDI\I/:HN GFI NFI RFI  IFI TLI CFI RMSEA SRMR AIC ECVI p
PMM 427 2802 963 969 952 980 .968 980 .065 .030 133.24 313 102
FMM 427 2790 962 968 952 979 969 979 .065 .033 133.71 314 .000

**p<.001 PMM: Partial Mediator Model, FMM: Full Mediator Model
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Figure 1. Standardised factor loadings for the fully mediated structural model. Note. N =427; ** p < .001; Epar parcels
of entrapment; Obj: objective; Imp: impulse; Na: non-acceptance; Str: strategy; Pa: prospective anxiety; Ia: inhibitory
anxiety; MwPar parcels of mental well-being
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After bootstrapping to strengthen the study, it was concluded that the path coefficients of intolerance of uncertainty
predicting mental well-being indirectly through difficulties in emotion regulation and entrapment were significant.
The results related to this are presented in Table 4. Considering all these results, it can be stated that difficulties in
emotion regulation and entrapment play a full and serial mediating role between intolerance of uncertainty and
mental well-being. In other words, intolerance of uncertainty predicts mental well-being indirectly through
difficulties in emotion regulation and entrapment.

Table 4

Direct and indirect effects on variables.

Path Coefficient ~ 95% CI

LL UL
IU - DER - Mental Well-Being -.283 -.352 =219
IU - E - Mental Well-Being -.263 -340  -.188
IU - DER - E - Mental Well-Being -.321 -.393 -.254

1U: Intolerance of Uncertainty; DER: Difficulty in Emotion Regulation; E: Entrapment
CI confidence interval, LL lower limit, UL upper limit

Conclusion

Well-being can be defined as an individual's physical, mental, social, and environmental state. Each dimension
interacts with the others, and its importance varies from person to person. A difference in an individual's well-
being can cause behavioral changes or reflect on performance (Kiefer, 2008). Treating or eliminating mental illness
does not result in a mentally healthy population. A strategy that focuses solely on mental illness can only reduce
mental illness, not improve mental health (Keyes, 2007). With this approach, the current study hopes to contribute
to a better understanding of mental health. Individuals may struggle with uncertainty and be less tolerant. In these
difficult situations, they may struggle to regulate their emotions and may feel trapped. As a result, individuals may
experience decreased mental well-being. Although it is known that related concepts have been investigated in
different studies in pairs, there is no research in the literature that addresses all of these concepts simultaneously.
As a result, the current study investigated the role of difficulties in emotion regulation and entrapment in the
relationship between intolerance of uncertainty and mental well-being. The hypotheses tested in this direction are
discussed in light of existing literature.

First, the mediating role of difficulties in emotion regulation in the relationship between intolerance of uncertainty
and mental well-being was investigated, and it was discovered to be fully mediated. This means that intolerance
of uncertainty predicts well-being indirectly via difficulties with emotion regulation. According to the findings,
intolerance of uncertainty is positively associated with difficulties in emotion regulation, while difficulties in
emotion regulation are negatively associated with well-being. In support of the current study's findings, a previous
study found that intolerance of uncertainty and limited access to emotion regulation strategies are positively related
(Ouellet et al., 2019). Furthermore, emotional intelligence is linked to well-being via specific cognitive emotion
regulation strategies (Extremera et al., 2020). These studies show that intolerance of uncertainty is associated with
emotion regulation, which is associated with well-being. In addition, a study found that intolerance of uncertainty
and emotion regulation are negatively related, with a partial mediation of emotion regulation between intolerance
of uncertainty and spiritual well-being (Yilmaz & Satici, 2024). The fact that spiritual well-being, as a type of
well-being, is associated with the variables discussed in the current study lends support to the hypothesis. From
this perspective, it is understood that people who are not tolerant of uncertainty struggle with emotion regulation
and thus feel less well-being.

Another hypothesis was tested: the role of entrapment in mediating the relationship between intolerance of
uncertainty and mental health. Analysis revealed that entrapment plays a full mediating role. In other words,
intolerance of uncertainty indirectly predicts well-being because it has a positive relationship with entrapment and
a negative relationship with well-being. Entrapment is known to have a negative impact on positive mental health
and well-being (Teismann & Brailovskaia, 2020). Entrapment also predicts depression, both directly and through
hopelessness (Choi & Shin, 2023). A similar situation applies to the intolerance of uncertainty. Research has shown
that intolerance of uncertainty is linked to hopelessness and depression (Andrews et al., 2023; Demirtas & Yildiz,
2019). In addition, intolerance of uncertainty and entrapment have been linked to anxiety in separate studies
(Arbona et al., 2021; Griffiths et al., 2014). All of these findings are consistent with those of the current study.
Individuals with uncertainty intolerance are expected to have lower levels of mental well-being due to feelings of
entrapment.

Analyses conducted within the scope of the last hypothesis revealed that difficulties in emotion regulation and
entrapment served as serial mediators in the relationship between intolerance of uncertainty and mental well-being.
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When the literature was reviewed, it was discovered that the concepts addressed in this study were addressed in
pairs in previous studies (e.g., Cai et al., 2018; Cheon, 2011). According to the findings of a study that examined
three of these concepts in a broader context, difficulties with emotion regulation mediate the relationship between
intolerance of uncertainty and mental health problems such as depression, anxiety, and stress (Godara et al., 2023).
It is known that the concepts addressed in the scope of this research, which is being conducted to better understand,
protect, and improve mental health, are related to a life-threatening issue such as suicide (Kelek et al., 2022;
Moscardini et al., 2022; Ong & Thompson, 2019). Considering the relationships among themselves as well as the
relationships of related concepts with similar concepts in different studies, it is clear that the interconceptual
relationships discovered in the current study are supported by other studies. Based on all of this, it is reasonable to
expect that life is full of uncertainty, and individuals' inability to tolerate it may cause them to struggle with
emotion regulation and feel trapped, resulting in a negative state of mental health. Being tolerant in the face of
uncertainty demonstrates that people can better regulate their emotions. As a result, people can have high levels
of well-being while feeling less trapped.

Discussion

The study's findings revealed that difficulties in emotion regulation and entrapment play a serial mediation role in
the relationship between intolerance of uncertainty and mental well-being. In other words, intolerance of
uncertainty predicts mental health through difficulties in emotion regulation and entrapment. Individuals' high
intolerance of uncertainty has been identified as a factor that may contribute to lower levels of mental well-being
due to greater difficulties in emotion regulation and feelings of entrapment. In the literature, intolerance of
uncertainty is a quantitative model that explains the relationship between mental health, difficulties with emotion
regulation, and entrapment. Being intolerant of life's variability and unpredictability can make conditions difficult
for people and contribute to emotional regulation issues. Furthermore, it could indicate that the feeling of
entrapment is more intense. As a result, one could argue that it has a negative impact on mental health. At this
point, programs that teach individuals to be tolerant of uncertain situations can help them have fewer difficulties
with emotion regulation and entrapment. Emotion regulation interventions are known to be effective in teaching
and developing emotion regulation skills (Moore et al., 2022). Individuals can participate in group counseling or
practice emotion regulation skills during individual counseling sessions. Individuals may find it easier to regulate
their emotions, and they may feel less trapped. As a result, it may have some impact on people's well-being.

Limitations and Future Research

It is important to acknowledge the limitations of the research findings, despite their significant contributions to the
field. First and foremost, the data for this study were gathered using self-report-based measurement tools, despite
the fact that no research in the literature addresses the concepts examined in the scope of the current study
collectively. This shows that the variables that can be explained by the data are limited to those that fall within the
measurement tools' range. Future research may use a range of methods in addition to self-report-based measuring
instruments (e.g. observation, interview, peer assessment, etc.). An additional constraint pertains to the research
methodology. Because of the cross-sectional nature of the sample and the nature of the quantitative method, care
should be taken when interpreting the cause-and-effect relationship, even though the study employed structural
equation modeling, which can yield robust results from quantitative methods, and bootstrapping to increase the
number of samples to 5000. Longitudinal and experimental studies are necessary to fully reveal these causal orders,
even though the structural equation model predicts that difficulties in emotion regulation and entrapment lead to
mental health and that intolerance of uncertainty leads to those difficulties. The study's scope being limited to the
variables listed is another drawback. It is possible to look into the mediating role of different concepts between
mental health and the intolerance of uncertainty. Tolerating uncertainty may require different dispositions in
different people. Research can now be done to assist people in adjusting to uncertain circumstances. However, it
is possible to create programs that advance wellbeing. Emotional control and decision-making abilities can be
taken into consideration when discussing entrapment. Programs based on mindfulness can be employed at these
stages (Sanilevici et al., 2021).
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Abstract

This study investigates the reading fluency, reading comprehension, and retelling skills of 135 typically
developing primary school students in the 2nd, 3rd, and 4th grades. It aims to evaluate their current
levels and examine the relationships among these skills. The study was conducted using a relational
survey design, which is one of the quantitative research methods. Data for the study were collected
through narrative texts, reading comprehension, and retelling forms appropriate for each grade level.
Audio recordings were taken to determine the students' reading fluency and retelling levels, while their
reading comprehension levels were assessed in written form. Statistical software was used for data
analysis. The results indicated that a significant portion of the students demonstrated instructional-level
reading fluency, reading comprehension, and retelling skills. Moreover, a positive and significant
relationship was found between the students' reading fluency and their reading comprehension and
retelling skills. Based on these results, the retelling technique was used as an assessment tool in this
study. However, it is recommended that it be employed as a teaching tool to develop students' retelling
skills. Additionally, various methods and techniques can be utilized to improve students' reading fluency
and retelling skills.
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flkokul Ogrencilerinin Okuma Akicihigi, Okudugunu Anlama ve Anlatma Becerilerinin

incelenmesi *

0Oz

Arastirmada ilkokul ogrencilerinin okuma akiciligi, okudugunu anlama ve anlatma becerilerinin
belirlenmesi amaglanmustir. Bu dogrultuda 2, 3 ve 4. smif diizeyinde dgrenim gormekte olan, toplam
135 tipik gelisim gosteren ilkokul dgrencilerinin mevcut akici okuma ve okudugunu anlama ve anlatma
diizeyleri incelenmistir. Ayrica 6grencilerin akici okuma, okudugunu anlama ve anlatma arasindaki
iligki ortaya konmustur. Caligma nicel arastirma yontemlerinden iligkisel tarama deseninde
gergeklestirilmigtir. Calismanim verileri her smif diizeyine uygun Oykiileyici metinler, okudugunu
anlama ve anlatma formlari araciligiyla toplanmistir. Ogrencilerin akici okuma ve okudugunu anlatma
diizeylerini belirlemek igin ses kayd: alimmis, okudugunu anlama diizeyleri ise yazili olarak
degerlendirilmistir. Verilerin analizinde istatistik programindan yararlanilmistir. Calisma sonucunda
ogrencilerin biiyiik bir kisminin akict okuma, okudugunu anlama ve anlatma becerilerinin gretimsel
diizeyde oldugu belirlenmistir. Ayrica 6grencilerin akict okuma ve okudugunu anlama ile okudugunu
anlatma arasinda pozitif ve anlamli bir iliski oldugu tespit edilmistir. Bu sonuglar dogrultusunda
¢alismada yeniden anlatim teknigi bir degerlendirme araci olarak kullanilmistir. Ancak, 6grencilerin
yeniden anlatma becerilerini gelistirmek i¢in bir 6gretim araci olarak kullanilmasi onerilmektedir.
Ayrica, 6grencilerin okuma akiciligi ve yeniden anlatma becerilerini gelistirmek igin ¢esitli yontem ve
tekniklerin kullanilabilecegi belirtilmektedir.
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Genisletilmis Tiirkce Ozet
Giris
Giiniimiiz diinyasinda kisisel bagimsizlik etkin okuma becerisiyle miimkiindiir. Bireylerin toplumsal yagama uyum
saglayabilmesi, akademik gelisimlerini destekleyebilmeleri i¢in okuma o6nemlidir. Akyol (2018), okumaysi;
okuyucunun 6n bilgilerini kullandig1, yazar ve okuyucu arasinda aktif iletisime dayali, belirli bir yontem ve amaca
gore diizenlenmis bir ortamda gergeklestirilen dinamik bir anlam yaratma siireci olarak tanimlamaktadir. Okuma
stireci harf veya sembollerin algilanmasiyla baglar, kelime ve ciimlelerin anlamlandirilmasiyla devam eder. Bu
stirecte metindeki bilgiler okuyucunun 6n bilgileriyle biitiinlestirilir (Giines, 2009).

Okudugunu anlamanin gelisimi, kod ¢ézmenin otomatikligi ve dil yeteneklerinin artisiyla iliskilidir (Hoffman,
2009). Schwanenflugel ve digerleri (2006) akict okumanin okudugunu anlamay1 destekledigini ifade ederken,
Bellinger ve Diperna (2011) sesli akict okuma beceri puanlarmin okudugunu anlamanmn yeterli bir gostergesi
oldugunu belirtmistir. Ogrencilerin okuma gelisimini izlemek ve miidahaleler saglamak icin okudugunu anlamanin
dogru bir sekilde degerlendirilmesi gereklidir (Cao ve Kim, 2021). Dolayisiyla bu ¢aligma kapsaminda oncelikle
6grencilerin okuma diizeylerinin tespit edilebilmesi i¢in okuma hizi, yanlis okunan kelime sayisi, kelime tanima
yiizdeleri gibi kriterler incelenmistir. Ogrencilerin akict okuma diizeylerinin tespitinin ardindan da okudugunu
anlama diizeyleri belirlenmistir. Okudugunu anlama diizeyini belirlemenin diger bir yontemi de okudugunu
anlatmay1 degerlendirmektir. Bu sayede, 6grencilerin metin bilgilerini 6ziimseme ve yapilandirma yetenekleri
daha kapsamli bir sekilde ortaya konulabilir.

Okudugunu anlatma hem bir 6gretim stratejisi hem de bir degerlendirme araci olarak uygulanabilir. Okudugunu
anlatma, metin bilgilerini 6ziimseme ve yapilandirma yetenegini degerlendirir. Bu strateji, Ogrencilerin
dikkatlerini metni biitiinsel bir bi¢imde yeniden yapilandirmaya yonlendirir (Gambrell, ve diger., 1991). Yeniden
anlatmayla ilgili temel varsayim; okuyucunun metin bilgilerini 6ziimsemesi ve yeniden yapilandirmasi hakkinda
bir ¢caba gosterdigi ve dolayisiyla bu durumun da anlamay1 yansittigidir (Cohen ve diger., 2009). Cocuklarin
hikayeleri yeniden anlatmaya tesvik edilmesi, hikdyeleri hatirlama ve ana yapisal unsurlar1 anlama becerilerini
gelistirir (Morrow, 1985b). Yeniden anlatma, 6grencilerin yazili metinleri ne kadar anladiklarini1 degerlendirmek
icin bir 6lgiit olabilir. Ancak, yeniden anlatma, 6grencinin anlama diizeyini degerlendirmek icin kullanilabilir
ancak tek basina yeterli olmayabilir (Cao ve Kim, 2021). Bu nedenle arastirmada 6grencilerin okuma siirecindeki
akicilik, metinleri anlama ve bu anladiklarini ifade etme yeteneklerini bir biitiin olarak ele alinmistir. Bu baglamda,
¢alismanin amaci ilkokul dgrencilerinin akict okuma, okudugunu anlama ve anlatma diizeylerinin kendi sinif
diizeylerine uygun hikayeler araciligiyla belirlenmesidir.

Yontem
Calismanin Modeli

Bu arastirma, ilkokul 2, 3 ve 4. sinif 6grencilerinin okuma, okudugunu anlama ve anlatma becerilerini tespit etmeyi
amaglamaktadir. Creswell'e (2016) gore tarama modeli, segilen drneklem iizerinden evren genelindeki egilimleri
ve tutumlari nicel olarak betimlemeye olanak tanir. Bu ¢alismada, iki veya daha fazla degisken arasindaki iliski
miidahale olmaksizin incelenmistir (Biiyiikoztiirk ve diger. , 2009). Bu ¢alismada ilkokul dgrencilerinin akict
okuma, okudugunu anlama ve anlatma diizeylerini belirlemek (2021-2022 egitim 6gretim yili giiz dénemi) ve bu
degiskenler arasindaki iligkinin ortaya konmasi amaciyla tarama modelinden yararlanilmistir.

Orneklem

Arastirma, Bayburt ili Merkez il¢esindeki iist sosyo-ekonomik diizeyden 6grencilerin devam ettigi bir ilkokulda,
goniilliiliik esasina dayali olarak gerceklestirilmistir. Caligmaya, norolojik, fiziksel, zihinsel sorunlar1 veya 6zel
o0grenme giicliigii bulunmayanve tipik gelisim gosteren 2, 3 ve 4. siiftan toplam 135 6grenci katilmistir.

Veri Toplama Araglari

Ogrencilerin akic1 okuma, okudugunu anlama ve anlatma diizeylerini degerlendirmek amaciyla; Karasu ve
digerleri (2013) tarafindan gelistirilen 4. simif icin "Ipek Ormanda", 3. sinif igin "Omer ve Giivercin" ve 2. smif
icin "Gamze ve Arkadasi" metinleri kullanilmistir. Ekwall ve Shanker (1988) tarafindan gelistirilen ve Akyol
(2003) tarafindan Tiirk¢eye uyarlanan Yanlis Analiz Envanteri (Informal Okuma Envanteri), 6grencilerin akici
okuma ve okudugunu anlama diizeylerini belirlemek i¢in uygulanmistir. Okudugunu anlama ve anlatma formlar
Karasu ve digerleri (2013) tarafindan gelistirilmistir. Metinlere uygun hazirlanan okudugunu anlama sorulari
metinle dogrudan iligkili dort agik uclu soru, ¢ikarim gerektiren dort kapali uglu soru ve onceki bilgi ve
deneyimlere dayanan iki soru igermektedir. Okudugunu anlatma formu ise 6grencilerin anlatilarini karakterler, ana
olaylar ve detaylar olmak iizere ii¢ alanda toplam 100 puan iizerinden degerlendirmeye olanak tanimaktadir.
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Bulgular

flkokul 4. simf 6grencilerinin énemli bir kisminin (%65, n=30) hatali okudugu kelime sayilarinin 3-23 arasinda
degistigi, kelime tanima yiizde oranlarinin %91-98 arasinda oldugu dolayisiyla okuma diizeylerinin 6gretim
diizeyinde oldugu belirlenmistir. Ogretim diizeyi; bir 6gretmen veya yetiskin destegiyle istenilen nitelikte okuma
ve anlamanin gerceklesebilecegini ifade eder (Akyol, 2016). Ogrencilerin okudugunu anlama sorularmna yazili
olarak verdikleri cevaplar degerlendirildiginde 6grencilerin %63 iinlin (n=29) 100 puan iizerinden 89-51 puan
araliginda olduklar1 goriilmektedir. Ayni zamanda metni yeniden anlatma puanlarinin ise %78’inin (n=36) 8§9-51

puan araliginda oldugu tespit edilmistir.

flkokul 3. simf &grencilerinin bilyiik bir béliimiiniin (%53, n=25) hatali okuduklar1 kelime sayisinin 3 ile 17
arasinda degistigi ve kelime tanima oranlarmin %91 ile %98 arasinda oldugu, dolayisiyla okuma diizeylerinin
ogretim diizeyinde oldugu belirlenmistir. Bu bulgu, dgrencilerin ¢ogunun bir 6gretmen veya yetiskin yardimina
ihtiyag duydugu seklinde yorumlanabilir. Ogrencilerin dakikada okuduklar1 kelime sayilari incelendiginde ise
%92’sinin (n=43) 50-110 kelime arasinda yogunlukta oldugu tespit edilmistir. Ogrencilerin okudugunu anlama
sorularina yazili olarak verdikleri cevaplar degerlendirildiginde 6grencilerin %79 unun (n=37) 100 puan iizerinden
89-51 puan araliginda olduklar1 goriilmektedir. Ayni zamanda metni yeniden anlatma puanlarinin ise %62’sinin
(n=29) 89-51 puan araliginda oldugu tespit edilmistir.

flkokul 2. smif 6grencilerinin gogunlugunun (%64, n=27) hatali okudugu kelime sayilarmin 2-11 arasinda
degistigi, kelime tanima ylizde oranlarinin %91-98 arasinda oldugu dolayisiyla okuma diizeylerinin 6gretim
diizeyinde oldugu belirlenmistir. Ogrencilerin okudugunu anlama sorularma yazil olarak verdikleri cevaplar
degerlendirildiginde o6grencilerin %76’smin (n=32) 100 puan {izerinden 89-51 puan araliginda olduklar
goriilmektedir. Ayni zamanda metni yeniden anlatma puanlarinin ise %66’smnim (n=28) 89-51 puan araliginda
oldugu tespit edilmistir.

Ayrica, ilkokul 4. sinif 6grencilerinin okuma hizi ile okudugunu anlama arasinda zayif diizeyde pozitif ve anlamh
bir iliski oldugu (r = .297, p <.05) gdézlemlenmistir. Ogrencilerin okuma hiz1 ile kelime tanima yiizdeleri arasinda
ise orta diizeyde pozitif ve anlamli bir iliski (r = .668, p <.01) tespit edilmistir. [lkokul 3. simif grencilerinin kelime
tanima yiizdesi ile okudugunu anlatma ve okudugunu anlama arasinda orta diizeyde pozitif ve anlamli iliskiler
oldugu (r=.362, p <.05; r=.444, p <.01) belirlenmistir. Ayrica, bu 6grencilerin okuma hizi ile okudugunu anlatma,
okudugunu anlama ve kelime tanima yiizdeleri arasinda da orta diizeyde pozitif ve anlaml iliskiler oldugu (r =
305, p <.05; r=.321, p <.05; r = .491, p <.01) saptanmustur. [lkokul 2. sin1f &grencilerinin okudugunu anlama ve
anlatma arasinda orta diizeyde pozitif ve anlamli bir iligki oldugu (r = .448, p <.01) goriilmektedir. Bunun yani
sira, bu 6grencilerin kelime tanima yiizdeleri ile okudugunu anlatma arasinda da orta diizeyde pozitif ve anlamlt
bir iliski (r = .374, p <.05) tespit edilmistir. Okuma hiz1 ile okudugunu anlatma (r = .280, p> .05) ve okuma hiz1
ile okudugunu anlama (r = .212, p> .05) arasinda ise zayif diizeyde pozitif ama anlamli olmayan iligkiler
bulunmaktadir.

Tartisma ve Sonuc¢

Bu aragtirmanin amaci, ilkokul 6grencilerinin akict okuma, okudugunu anlama ve anlatma diizeylerini belirlemek
ve bu beceriler arasindaki iligkileri incelemektir. Arastirma bulgularina gore, 2, 3 ve 4. simif 6grencilerinin akici
okuma, okudugunu anlama ve anlatma becerilerinin 6gretimsel diizeyde yogunlastig1 tespit edilmistir. Bu durum,
ogrencilerin akici rehber destegine ihtiyag duydugunu gostermektedir. Ogrencilerin okuma hizlarmin, smif
seviyeleri arttik¢a yiikseldigi gézlemlenmistir. Se¢kin Yilmaz ve Baydik (2017), diisiik okuma performansina
sahip 3. sinif 6grencilerinin ortalama okuma hizini1 39.23, yiiksek performans gosterenlerin ise 98.23 kelime olarak
belirlemistir. Mevcut ¢alismada 3. sinif 6grencilerinin ortalama okuma hizi 80.37 olarak bulunmus ve bu degerin
diisiik ve yiiksek performansli 6grenciler arasinda bir denge olusturdugu sdylenebilir. Babayigit'in (2019)
calismasinda, ilkokul &grencilerinin sesli okuma hizlar1 yariy1l éncesi ve sonrasi degerlendirilmistir. Ikinci smif
Ogrencilerinde okuma hizi 74'ten 85 kelimeye, tigiincii sinifta 89'dan 93 kelimeye, dordiincii sinifta ise 86'dan 99
kelimeye yiikselmistir.

Arastirmada, 6grencilerin akict okuma, okudugunu anlama ve anlatma becerileri arasindaki iliski incelenmistir. 4.
siif 6grencilerinin akici okuma bilesenlerinden okuma hizinin, okudugunu anlama ve kelime tanima diizeyleriyle
iligkili oldugu belirlenmistir. 3. sinif dgrencilerinin ise akici okuma bilesenlerinden kelime tanima ve okuma
hizinin, okudugunu anlama ve anlatma ile iliskili oldugu tespit edilmistir. Ayrica, ilkokul 2. sinif dgrencilerinin
akic1 okuma bilesenlerinden kelime tanima diizeyi ile okudugunu anlatma arasinda bir iligski oldugu sonucuna
varilmistir. Daha hizli ve dogru okuyan ¢ocuklarin daha az akici okuyan ¢ocuklara oranla okuduklar: metni daha
iyi anladiklar1 soylenebilir (Roberts ve dig., 2005). Kayiran ve Agackiran (2018), birinci sinif dgrencilerinde
okudugunu anlama ile okuma hiz1 arasinda orta diizeyde pozitif bir iligki bulmustur. Akyol ve Bastug (2015), 3.
smif 6grencilerinde dogru okuma ile okudugunu anlama arasinda anlamli bir iligki tespit ederken, Basaran (2013)
akict okumanin, okudugunu anlamanin bir gostergesi oldugunu belirtmistir. Elli dort caligmanin incelendigi meta
sentez caligmasinda, yeniden anlatmanin standartlagtirilmis okudugunu anlama dl¢limleriyle orta diizeyde, kod
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¢ozme ve akicilikla da diisiik diizeyde iliskili oldugu sonucuna ulasmislardir (Reed ve Vaughn, 2012). Bellinger
ve Diperna (2011), akiciliga dayali yeniden anlatim ile okuma anlama puanlar arasinda diisiik diizeyde bir
korelasyon bulmus ve bunun okuma anlama becerilerinin giiclii bir gdstergesi olmayabilecegini ifade etmistir. Bu
bulgu, okuma akiciligi ile anlama ve ifade becerileri arasindaki iliskiyi desteklemektedir.

Mevcut arastirmanin sonuglari, ilkokul 6grencilerinin okuma akiciligl, okudugunu anlama ve anlatma becerilerinin
genel olarak 6gretim seviyesinde oldugunu goéstermektedir. Ayrica akict okuma bilesenlerinden kelime tanima
yiizdesi, hatali okunan kelime sayis1 ve okuma hizlar1 ile okugunu anlama ve anlatma arasinda iligkilerin oldugu
genel sonucuna varilabilir. Bu genel sonug¢ baglaminda ¢esitli 6neriler sunulmistur. Calismada, 6grencilerin akici
okuma ve okudugunu anlama diizeyleri yazili sorular ve sdzlii yeniden anlatma yontemleriyle degerlendirilmistir.
Sadece Oykiileyici metinlerin kullanilmasi ¢alismanin smirlilifi olarak goriilmekte, gelecekte bilgilendirici
metinlerin dahil edildigi boylamsal ¢alismalar onerilmektedir. Ayrica, yeniden anlatimin degerlendirme araci
olarak kullanildig1 bu yontemin 6gretim araci olarak da incelenmesi tavsiye edilmektedir.
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Introduction

The main criterion for achieving personal independence in today’s world is knowing how to read effectively.
Reading has important functions for individuals to adapt to social life and supports academic development. There
are various definitions of reading in the literature. Akyol (2018) defines reading as a dynamic process of
constructing meaning, which relies on active and effective communication between the author and the reader. This
process utilizes prior knowledge and occurs within a structured environment, guided by suitable methods and
objectives. Reading is the process of making sense of words and sentences by concentrating one’s attention,
starting with the perception of letters or symbols. In this process, prior knowledge and the information in the text
are integrated and reinterpreted (Giines, 2009). Considering these definitions, it is seen that the sense-making
dimension of reading is particularly emphasized.

Comprehension, according to the National Reading Panel (2000), is a fundamental aspect of reading that
encompasses phonemic awareness, phonetics, vocabulary, and fluency. Various studies have focused on the
concepts of comprehension and reading fluency, which are among the basic elements of reading (Akyol &
Kayabasi, 2018; Arabaci, 2022 ; Cankal & Aktas, 2019; Kaya & Yildirim, 2018; Saglam et al., 2020). Fluency
serves as a convenient bridge between word recognition and reading comprehension, as readers can read fluently
and then follow the text better (Polloway et al., 2014). Fluent reading is characterized by both accuracy and
automaticity, which are fundamental components crucially linked to the primary objective of reading:
comprehension. For beginning readers, the correlation between the number of words read correctly while reading
aloud and comprehension was found to be significantly higher compared to successful readers. However, fast and
accurate word recognition does not always result in high levels of comprehension, nor does less accurate word
recognition necessarily indicate poor comprehension (Paris et al, 2005). This may reflect the fact that beginning
readers devote all or most of their attention to sounding out words correctly, leaving less time and resources to
think about the meaning (Florit & Cain, 2011; Paris et al., 2005). There is a link between fluency and text
comprehension. If readers do not read words correctly, they cannot grasp the author's intended meaning, and
misread words can lead to misinterpretation of the text. Poor automaticity in word reading or slow, laborious
movement through the text challenges the reader’s capacity to construct the meaning of the text (Hudson et al.,
2005). In a study conducted with adolescents taking the PISA exam, it was found that not all — or even most — of
the adolescents who participated in the study were slow readers, yet they performed poorly in reading
comprehension. The reason for their low performance might be unrelated to decoding difficulties; slow readers
can still succeed in reading comprehension tasks (Torppa et al., 2020). Understanding text involves multiple
cognitive processes, including attention, memory, critical analysis, inferencing, and visualization, alongside
motivation factors such as reading purpose, interest, and perceived competence. A reader's knowledge base,
encompassing vocabulary, subject matter, linguistic understanding, and comprehension strategies, as well as prior
experiences, significantly influences reading (RAND, 2002). Low reading comprehension performance may stem
from these factors. Reading comprehension develops with the automatization of decoding and improvements in
cognitive and linguistic abilities (Hoffman, 2009). Moreover, fluency is strongly linked to comprehension, as
fluent reading has been shown to enhance understanding (Schwanenflugel et al., 2006), and oral reading fluency
scores are considered reliable indicators of comprehension (Bellinger & Diperna, 2011). Monitoring students'
reading progress is essential for accurately assessing comprehension and implementing timely interventions (Cao
& Kim, 2021). Accordingly, this study evaluated reading fluency through criteria such as reading speed, word
recognition accuracy, and misread words, followed by assessments of comprehension levels.

Various methods are available to assess reading comprehension, each with distinct advantages and limitations.
Common techniques include fill-in-the-blank sentences, true-or-false questions, sentence verification, multiple-
choice questions, and open-ended questions (Cain & Oakhill, 2006). Schools often rely on question-based
assessments, complemented by informal tools such as recall, retelling, informal reading inventories, think-aloud
protocols, sentence verification, and classroom performance evaluations (Leslie & Caldwell, 2009). In this study,
reading comprehension was assessed using questions and informal evaluation through retelling.

Retelling, or expression, serves as both a teaching strategy and an assessment tool, allowing students to verbally
reconstruct information from texts, reorganize knowledge, and present a holistic understanding (Gambrell et al.,
1991). Retelling assumes that readers assimilate and reconstruct textual information, reflecting comprehension
(Cohen et al., 2009). While retelling measures students’ understanding of texts, it alone cannot fully capture
reading comprehension (Cao & Kim, 2021). Common evaluation methods assign scores based on aspects such as
the total number of words, idea units, story structure elements, and overall quality (coherence, accuracy, and
clarity) (Cao & Kim, 2021). Scoring challenges arise due to a lack of consensus, with methods including total
words retold, percentage of content words, and percentage of idea units (Fuchs et al., 1988). This study assessed
retelling skills using the scoring of idea units. Students’ reading fluency, comprehension, and retelling levels were
evaluated using narrative texts, as these are easier for children to understand and elaborate on than informational
texts (Best et al., 2008; Kucer, 2014; Olson, 1985). Narrative texts promote comprehension through familiarity
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with story components, which improve with age (Whaley, 1981). Encouraging retelling enhances recall and
understanding of structural story elements (Morrow, 1985b). In this study, the aim was to determine the reading
fluency, reading comprehension, and retelling levels of primary school students using stories appropriate for their
grade levels. In line with this general goal, the following questions were asked:

1. What are the reading fluency, reading comprehension, and retelling levels of fourth-grade primary school

students?

2. What are the reading fluency, reading comprehension, and retelling levels of third-grade primary school
students?

3. What are the reading fluency, reading comprehension, and retelling levels of second-grade primary school
students?

4. s there a significant relationship between each of the reading fluency components of second-grade
primary school students and their reading comprehension and retelling levels?

5. Isthere a significant relationship between each of the reading fluency components of third-grade primary
school students and their reading comprehension and retelling levels?

6. Is there a significant relationship between each of the reading fluency components of fourth-grade
primary school students and their reading comprehension and retelling levels?Method (Style 2)

Method
Research Design

A relational survey model was used in this study, which aimed to determine the reading fluency, reading
comprehension, and retelling levels of primary school students in the second, third, and fourth grades. Survey
models provide a quantitative or numerical description of the tendencies, attitudes, or opinions in the general
population through studies conducted on samples selected from a specific population (Creswell, 2016). In studies
where relational screening is used, the relationship between two or more variables is examined without intervening
in any way (Biiyiikoztiirk et al., 2009). In this study, a screening model was employed to assess the reading fluency,
reading comprehension, and retelling levels of primary school students in the fall semester of the 2021-2022
academic year. Additionally, the study aimed to explore the relationships among these variables.

Sample

This study was conducted at a primary school in Bayburt's central district with voluntary participation. After
informing the school administrator, teachers were briefed on the study's aims and procedures. The school primarily
serves students from an upper socioeconomic background, and 135 second, third, and fourth graders participated.
Students with neurological, physical, or mental issues, or specific learning disabilities, were excluded. Table 1
presents the students' demographic details.

Table 1
Students’ Demographic Information
Grade level Gender n Total %
Fourth grade Female 26
46 34.08
Male 20
Third grade Female 29
47 34.81
Male 18
Second grade Female 21
42 31.11
Male 21
Total 135 100.00

A total of 135 students, 76 of whom were female and 59 were male, participated in the study. Forty-six of the
students were in the fourth grade, 47 were in the third grade, and 42 were in the second grade. The reason for not
including first-grade students was that they are still in the stage of acquiring their first reading and writing skills.
At the time of this study, students in the first grade were still learning letters.

Data Collection Instruments

This study aimed to assess students' reading fluency, comprehension, and expressive skills. Narrative texts suitable
for each grade level were employed for evaluation purposes. In order to determine the reading fluency, reading
comprehension, and retelling levels of the students, the texts “Ipek Ormanda” (Ipek in the Forest) for the fourth
grade, “Omer ve Giivercin” (Omer and the Pigeon) for the third grade, and “Gamze ve Arkadas1” (Gamze and Her
Friend) for the second grade were used.
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To assess students' reading fluency and comprehension levels, the Informal Reading Inventory, originally
developed by Ekwall and Shanker (1988) and later adapted into Turkish by Akyol (2003), was utilized. The texts,
reading comprehension questions and retelling forms used in this study were developed by Karasu et al. (2013).
To determine the suitability of the texts, validity and reliability studies were conducted in terms of criteria such as
sentence structures, word types, text structures, age, cultural characteristics, and suitability for grade levels.
Reading comprehension forms containing questions about the texts were used to determine students’ reading
comprehension levels while students’ retelling levels were evaluated using retelling forms.

Detailed information on the measurement of students’ reading fluency, reading comprehension, and retelling levels
is presented below.

Miscue Analysis Inventory. The Miscue Analysis Inventory is used to determine readers' reading and
comprehension levels. These levels are assessed by analyzing word errors made during oral reading and by
evaluating responses to comprehension questions after silent reading. Errors while reading aloud include errors
such as skipping, adding, repeating, misreading, and inverting. The frequencies and types of reading errors made
by students while reading were determined with this inventory. This inventory identifies three reading levels. An
evaluation is made based on the word recognition percentages obtained by dividing the number of correctly read
words by the total number of words in the text. According to this evaluation, if the word recognition rate of the
reader is 99% or above, it is considered to reflect an independent reading level, while 91-98% is an instructional
level and below 90% is an anxiety level (Akyol, 2018).

Reading Speed. Students were given texts appropriate for their grade levels and asked to read them aloud.
Students’ voices were recorded during these readings. The number of words that students read in 1 minute was
determined. The goal here was to obtain data on whether they were reading at the appropriate speed. Giines (2009)
stated that by the end of the academic year, second-grade students should read 80 words per minute, third-grade
students should read 100 words per minute, and fourth-grade students should read 120 words per minute, the
numbers of words read by the students per minute were compared.

Reading Comprehension. After reading aloud, students also silently read narrative texts appropriate for their grade
levels. They were told that they would be asked comprehension questions about the texts after reading. Students
were given reading comprehension forms after silent reading. The reading comprehension questions in the study
consisted of four open-ended questions directly related to the text, four closed-ended questions that required
inference, and two questions based on prior knowledge and experiences (Karasu et al., 2013). Open-ended
questions refer to queries whose answers can be directly located within the text, whereas closed-ended questions
imply answers that are not explicitly stated in the text but can be inferred. Finally, questions based on past
knowledge and experience are questions that students can answer by blending their existing knowledge with the
information that they have read.

Retelling. Students were also asked to retell the texts that they had read. The Reading Retelling Form developed
by Karasu et al. (2013) was used to evaluate students’ retellings. The form allows students to evaluate narratives
in three areas: characters, main events, and details, with a total of 100 points. Characters are scored out of 25
points, main events out of 50 points, and details out of 25 points. Students' oral retellings are evaluated on a total
of 100 points. In cases where there is missing information in the descriptions of characters and events, half of the
points indicated in the rubric are computed.

Data Collection Process

Before implementing the study, necessary approvals were obtained from the Bayburt University Ethics Committee,
the Ministry of National Education, school administrators, and all participants involved. Data were collected from
the participating students in a suitable classroom environment conducive to quiet and focused work. Throughout
the data collection process, students were explicitly informed that the study was not an examination or a
competition, and that the data gathered would not be utilized for assessment purposes. It was emphasized that the
results obtained would remain confidential, would only be used within the context of the study, and would not be
disclosed to any third parties. It was also stated that the voice recordings of the students would be used for better
data analysis. Students were told that participation was voluntary and that they could withdraw from the study at
any time. In the data collection process, first, a text appropriate for their grade level was read by the students one
by one. Audio recordings were taken during the readings. Then the students were asked to read silently once more,
and after reading, they were asked to answer the reading comprehension questions in writing. Finally, they were
asked to retell the text verbally. The data obtained from the students were examined by researcher who was an
expert in the relevant field and two classroom teachers. The analyses were converted into descriptive statistical
data using the Miscue Analysis Inventory.
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Data Analysis

The Miscue Analysis Inventory was used to analyze the reading aloud of the texts applied in this study. The data
obtained from the inventory are presented as descriptive statistical data below. Detailed information about the
reading fluency, reading comprehension, and retelling skill levels of the students participating in the study is also
presented below. To ensure the reliability of the research, the reading comprehension questions and retelling forms
were scored separately by the researcher and two classroom teachers. In quantitative studies, the intraclass
correlation coefficient is used to assess the consistency of raters' evaluations among a group of objects (Field,
2009; 2005). The average ICC value for retelling and reading comprehension was measured to be excellent for
reading comprehension; ICC = 0.97 (0.93-0.97) with a 95% confidence interval, F (134, 134) = 56.037, p < .001.
The Cronbach's alpha value was also found to be .98, indicating high reliability. For retelling; ICC = 0.98 (0.97—
0.98) with a 95% confidence interval, F(134, 134) = 32.292, p < .001. The Cronbach's alpha value was also found
to be .98, indicating high reliability.

Findings

The first sub-problem of the study was “What are the reading fluency, reading comprehension, and retelling levels
of fourth-grade primary school students?” In order to answer this question, the text “Ipek Ormanda,” which
consists of 239 words, was read aloud by fourth-grade students and audio recordings were analyzed. The number
of errors made by the students, the number of words read per minute, and their word recognition percentages are
shown in Table 2.

Table 2

Data On The Reading Levels Of Fourth-Grade Primary School Students
Number of misread Words read per Percentage of word  Reading level
words minute recognition

0-2 3- 24 70- 50-70 30-50 99- 98- 90% Independent  Instructional  Frustration
errors 23 and 120 words words 100 91% and

abov words % below

e

8 30 8 39 6 1 8 30 8 8 29 8

Table 2 shows that 65% (n=30) of students misread 3 to 23 words, with word recognition rates between 91% and
98%, indicating instructional-level reading. At this level, teacher or adult support is needed for effective reading
and comprehension (Akyol, 2018). Additionally, 85% (n=39) of students read 70-120 words per minute, aligning
with grade-level expectations for fourth graders (Akyol et al., 2014).

After assessing reading levels, students silently read “Ipek Ormanda” and completed a 10-question Reading
Comprehension Form. They then retold the text, with their responses recorded and evaluated against
comprehension criteria. Data on reading comprehension and retelling skills are presented in Table 3.

Table 3
Data On Reading Comprehension and Retelling Levels of Fourth-Grade Primary School Students

Reading comprehension score Retelling score
90 and above  89-51 50 and below 90 and above 89-51 50 and below
1 29 16 - 36 10

Table 3 reveals that 63% (n=29) of students scored 51-89 out of 100 on the written reading comprehension
questions, while 78% (n=36) scored in the same range for verbal retelling. These findings suggest that students'
verbal retelling skills are more advanced than their written skills.

Table 4
Data On the Reading Levels of Third-Grade Primary School Students
Number of misread Words read per Percentage of word Reading level
words minute recognition
0-2 3- 18 50-110  30-50 99- 98- 90% Independent  Instructional  Frustration
errors 17 and words words 100%  91%  and
above below
14 25 8 43 4 14 25 8 14 25 8
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The second sub-problem of this study examined the reading fluency, comprehension, and retelling levels of third
graders. For this purpose, students read aloud the 177-word text “Omer ve Giivercin,” and audio recordings were
analyzed. Table 4 presents data on reading errors, words read per minute, and word recognition percentages.

Table 4 shows that 53% (n=25) of students misread 3—17 words, with word recognition rates between 91% and
98%, indicating instructional-level reading and the need for teacher support. Additionally, 92% (n=43) read 50—
110 words per minute, aligning with grade-level expectations for third graders (Akyol et al., 2014). However, four
students read below grade-level speed.

After assessing reading levels, students silently read “Omer ve Giivercin” and completed a 10-question Reading
Comprehension Form. They then retold the text, with their responses recorded and evaluated based on
comprehension criteria. Data on reading comprehension and retelling skills are presented in Table 5.

Table 5
Data on Reading Comprehension and Retelling Levels of Third-Grade Primary School Students

Reading comprehension score Retelling score
90 and above 89-51 50 and below 90 and above 89-51 50 and below
1 37 9 1 29 17

When Table 5 is examined, it is seen that 79% of the students (n=37) fell in the range of 89-51 points out of 100
points when their written answers to the reading comprehension questions were evaluated. At the same time, it
was determined that 62% (n=29) of their scores for retelling the text were in the range of 89-51 points. Considering
these findings, it can be said that, unlike the fourth-grade students, these students’ written retelling skills are more
developed than their verbal retelling skills.

The third sub-problem of the study was “What are the reading fluency, reading comprehension, and retelling levels
of second-grade primary school students?” In order to answer this question, the text “Gamze ve Arkadasi,” which
consists of 122 words, was read aloud by second-grade students and audio recordings were analyzed. The number
of errors made by the students, the number of words read per minute, and their word recognition percentages are
shown in Table 6.

Table 6
Data on The Reading Levels of Second-Grade Primary School Students

Number of misread Words read per Percentage of word Reading level
words minute recognition
0-1 2- 12and 30-80 under  99- 91- 90% Independent Instructional Frustration
errors 11  above  \words 30 100% 98% and
words below
9 27 6 41 1 9 27 6 9 27 6

Table 6 shows that 64% (n=27) of students misread 2—-11 words, with word recognition rates between 91% and
98%, indicating instructional-level reading and the need for teacher support. Additionally, 98% (n=41) read 30—
80 words per minute, aligning with grade-level expectations for second graders (Akyol et al., 2014). Only one
student read below grade level.

After assessing reading levels, students silently read “Gamze ve Arkadasi” and completed a 10-question Reading
Comprehension Form. They then retold the text, with responses recorded and evaluated based on comprehension
criteria. Data on reading comprehension and retelling skills are presented in Table 7.

Table 7

Data on Reading Comprehension and Retelling Levels of Second-Grade Primary School Students
Reading comprehension score Retelling score
90 and above 89-51 50 and below 90 and above 89-51 50 and below
5 32 5 1 28 13

Table 7 shows that 76% (n=32) of students scored 51-89 out of 100 on written reading comprehension, while 66%
(n=28) scored in the same range for verbal retelling. These findings indicate that students' written retelling skills
were more developed than their verbal skills.

Reading fluency components, including word recognition percentage and words read per minute, were analyzed
to determine students’ reading levels. Data on these components and reading levels are presented in Table 8.

Table 8
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Data on Reading Fluency Components According to Grade Levels

Grade level Variables Min. Max. Mean SD N

Second grade  Words read per minute 28.0 122.0 66.33 18.36
Percentage of word recognition 71.0 100.0 95.16 5.39 42
Reading level 1.0 3.0 1.92 0.60

Third grade Words read per minute 37.0 128.0 80.17 18.90
Percentage of word recognition 75.0 100.0 94.04 6.22 47
Reading level 1.0 3.0 1.85 0.69

Fourth grade ~ Words read per minute 33.0 116.0 85.41 17.81
Percentage of word recognition 84.0 100.0 95.0 4.42 46
Reading level 1.0 3.0 2.0 0.55

Table 8 shows that words read per minute increase with grade level, while third-grade word recognition
percentages are slightly lower than those of second and fourth grades but remain above 94% across all levels.

The study's fourth sub-problem examined the relationship between fourth graders' reading fluency components
and their reading comprehension and retelling levels. Pearson correlation analysis was conducted, and the results
are presented in Table 9.

Table 9

Data on The Correlations Between Reading Fluency Components and Reading Comprehension and Retelling for Fourth-
Grade Students

Variables Retelling Reading Word recognition Reading speed
comprehension

Retelling -

Reading comprehension 175 -

Word recognition .069 247 -

Reading speed .018 .297* .668** -

*p<.05 **p<.01

Table 9 shows a weak positive significant correlation between reading speed and comprehension (r = .297, p <
.05) and a moderate positive significant correlation between reading speed and word recognition (r = .668, p <
.01).

The fifth sub-problem explored the relationship between third graders' reading fluency components and their
comprehension and retelling levels. Pearson correlation results are presented in Table 10.

Table 10

Data on the Correlations Between Reading Fluency Components and Reading Comprehension and Retelling for Third-Grade
Students

Variables Retelling Reading Word recognition  Reading speed
comprehension

Retelling -

Reading comprehension 274 -

Word recognition .362* 444> -

Reading speed .305* .321* A491** -

*p<.05 **p<.01

Table 10 reveals moderate positive and significant correlations between third-grade students' word recognition
percentage and both retelling and reading comprehension (r = .362, p <.05; r = .444, p < .01). Similarly, moderate
positive correlations were found between reading speed and retelling, reading comprehension, and word
recognition percentages (r = .305, p <.05; r =.321, p < .05; r = .491, p < .01).

For the sixth sub-problem, which examined the relationship between second-grade students’ reading fluency
components and their reading comprehension and retelling levels, Pearson correlation analysis was conducted.
Table 11 presents the Pearson correlation coefficients between these variables.

Table 11

Data on The Correlations Between Reading Fluency Components and Reading Comprehension and Retelling of Second-
Grade Students
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Variables Retelling Reading Word recognition Reading speed
comprehension

Retelling -

Reading comprehension 448** -

Word recognition 374* 235 -

Reading speed .280 212 .099 -

*p<.05 **p<.01

Table 11 shows a moderate positive and significant correlation between reading comprehension and retelling (r =
.448, p< .01) and between word recognition percentages and retelling (r = .374, p< .05). However, weak and non-
significant correlations were found between reading speed and both retelling (r = .280, p> .05) and reading
comprehension (r = .212, p> .05).

Conclusion and Discussion

This study aimed to examine the reading fluency, reading comprehension, and retelling levels of primary school
students and the relationships between these variables. The first three sub-problems focused on identifying
students' levels of these skills by grade. Findings revealed that reading fluency, comprehension, and retelling were
generally at an instructional level across grades. Reading speed (words per minute), word recognition percentage,
and misread words were assessed to measure fluent reading. Results showed that as grade levels increased, reading
speed also improved, with word recognition and misread words remaining at an instructional level.Similar findings
were reported in Babayigit’s (2019) study, which compared oral reading speeds of primary students before and
after a semester. Second-grade students' speeds increased from 74 to 85 words per minute, third graders from 89
to 93, and fourth graders from 86 to 99. The lower speeds in Babayigit’s study are attributed to measurements
taken early in the semester. Overall, the present study aligns with Babayigit’s findings. Seckin Y1lmaz and Baydik
(2017) compared third-grade students with and without low reading performance, finding average reading speeds
of 39.23 and 98.23 words per minute, respectively. In this study, the average reading speed for third-grade students
was 80.37, balancing students with low and good reading performance. Similarly, Biiyiikalan Filiz and Boz (2019)
reported an average reading speed of 92.8 words per minute for fourth-grade students. Bas et al. (2023) found that
fourth graders, who were third graders during the COVID-19 pandemic, had reading speeds below grade level, a
trend also reflected in this study. Giines (2009) recommended reading speeds of 80, 100, and 120 words per minute
for second, third, and fourth graders, respectively, by the end of the academic year. It is anticipated that students
may reach these levels by year's end.

In the remaining three sub-problems, the study examined the relationship between reading fluency components
and students' reading comprehension and retelling skills across different grade levels. Findings indicated that
among fourth-grade students, reading speed showed a positive and significant relationship with reading
comprehension and word recognition levels. For third-grade students, both word recognition and reading speed
were positively and significantly related to reading comprehension and retelling. Lastly, among second-grade
students, a positive and significant relationship was found between word recognition and retelling ability, as well
as a moderate positive and significant relationship between reading comprehension and retelling skills. Based on
all these results, it can be said that children who read faster and more accurately understand the text better than
those who read less fluently (Roberts et al., 2005). Riedel (2005) identified that reading speed and accuracy are
strong predictors of reading comprehension in a study conducted with 1,518 first-grade students. Kayiran and
Agackiran (2018) found a moderate positive and significant relationship between reading comprehension and
reading speed among first-grade students. Bastug and Keskin (2012), in their study with fifth graders, reported a
positive, moderate relationship between fluent reading skills and reading comprehension. Akyol and Bastug (2015)
demonstrated a significant relationship between reading accuracy and reading comprehension success in third-
grade students. Similarly, Bagaran (2013) stated that reading fluency is an indicator of reading comprehension.
These findings align with the results of the present study. Reed and Vaughn (2012) reviewed 54 studies on retelling
as an indicator of reading comprehension, focusing on inter-rater reliability, validity, its relationship with decoding
or fluency, comparisons between students with and without learning disabilities, and text variations. They
concluded that retelling is moderately related to reading comprehension but has a low relationship with decoding
and fluency, aligning with this study's findings. Similarly, Asikcan and Bakkaloglu (2023) found a low positive
correlation between reading comprehension and reading accuracy but a high positive correlation with reading
speed among Syrian students. Kucer (2009) stated that reading speed strongly correlates with comprehension. The
current findings suggest that reading fluency components significantly influence comprehension and retelling
skills, though this may not always hold true. Applegate et al. (2009) noted that students with high reading
performance faced difficulties in reading comprehension in their study involving fourth graders. This finding
suggests that reading speed or word recognition percentage is not the sole predictor of reading comprehension.
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Bellinger and Diperna (2011) found a low correlation between fluency-based retelling tasks and reading
comprehension, suggesting that fluency-based retelling may not strongly indicate comprehension skills. This
aligns with the current study’s findings on the relationship between reading fluency components, comprehension,
and retelling skills. Similarly, Hagtvet (2003), in a study with 9-year-olds categorized by decoding proficiency,
found that poor decoders scored lower than average and proficient decoders in retelling and fill-in-the-blank tasks,
highlighting a strong link between decoding and comprehension. Miller and Keenan (2009) observed that children
with weak word analysis skills focus more on central than peripheral text information, suggesting a connection
between vocabulary knowledge and retelling. Gambrell et al. (1985) demonstrated that verbal retelling enhances
comprehension, recall, and the transfer of learning to subsequent texts. Liu et al. (2024) compared students' reading
comprehension, retelling, and motivation using augmented reality and printed books, finding that augmented
reality books improved retelling by aiding memory, narrative understanding, and content retention. Morrow
(1985a) observed that kindergarten children struggled with initiating, sequencing, and completing stories,
highlighting the need for repetition and guidance in retelling. Similarly, Kocaarslan’s (2019) study with second
graders found a positive and moderately significant correlation between reading fluency and retelling, consistent
with this study’s findings. Mékinen et al. (2018) found a relation between retelling and reading skills in Finnish
students. Lin (2010), in an experimental study with Chinese students learning English, showed that using the
retelling technique significantly improved reading comprehension compared to a control group. Students using
retelling excelled in identifying main and specific ideas, connecting text parts, and recalling details. Retelling
indicates that a reader or listener assimilates textual information and reconstructs the text; thus, it reflects
comprehension. It helps the reader or listener see how the parts of the text are interrelated and intertwined with
their own experiences of the text (Morrow, 1989). Han (2005) found that using retelling as a reading
comprehension strategy improved comprehension in English as a second language students, supporting the
correlation between retelling and comprehension. Cohen et al. (2009) examined the relationship between text
types, fluency, and retelling among third graders and adults. Their results showed that the fastest readers excelled
in retelling, frequently repeating dialogue sentences, highlighting the complex relationship between fluency and
retelling.

The results of the current study indicate that primary school students' reading fluency, reading comprehension, and
retelling skills are generally at an instructional level. It has been determined that as students' grade levels increase,
their reading speeds also rise, and that the components of reading fluency significantly impact reading
comprehension and retelling skills. Notably, a positive and significant relationship has been found between reading
speed and reading comprehension, as well as word recognition among fourth-grade students. Additionally, among
third-grade students, a positive and significant relationship exists between the components of reading fluency—
word recognition and reading speed—and reading comprehension and retelling. Furthermore, a moderate
relationship has been observed between word recognition and retelling skills among second-grade students. These
findings suggest that the practice of retelling contributes to the enhancement of reading comprehension and
retelling, highlighting the relationship between reading fluency and students' overall reading abilities. Based on
the results presented here, the following recommendations are proposed: various methods and techniques can be
utilized to improve students' reading fluency and retelling skills. In this study, students’ reading fluency and
reading comprehension levels were revealed using a written form and through verbal retelling. Narrative texts
appropriate for the considered grade levels were used to determine the reading levels of the students. This can be
considered as a limitation of the study. Therefore, it may be recommended to conduct longitudinal studies in which
informative texts are used in future studies. Furthermore, the retelling technique was used as an evaluation tool in
this study. It may also be recommended to conduct research in which retelling is used as a teaching method

Declaration of Competing Interest

The author declared no potential conflicts of interest with respect to the research, authorship, and/or publication
of this article.

Funding
The author received no financial support for the research, authorship, and/or publication of this article.

Ethics Committee Permission Information: It is declared that the ethics committee approval required for the
research was obtained from the ethics committee of Bayburt University with the decision numbered 2021/161 on
22.10.2021 and ethical rules were followed in all processes of the research.

209



Hiilya Kodan

References / Kaynakc¢a
Akyol, H. (2003). Tiirkge ilk okuma yazma égretimi. Giindiiz Egitim ve Yaymcilik.
Akyol, H. (2018). Tiirkge ilk okuma ve yazma dgretimi. Pegem Akademi Yayncilik.

Akyol, H., & Kayabasi, Z. (2018). Improving the reading skills of a students with reading difficulties: An action
research. Egitim ve Bilim-Education and Science, 43(193), 143-158. DOI: 10.15390/EB.2018.7240

Akyol, H., Yildirim, K., Ates, S., Cetinkaya, C. ve Rasinski, T.V. (2014). Okumay: degerlendirme 6gretmenler
i¢in kolay ve pratik bir yol. Ankara: Pegem Akademi Yayincilik.

Akyol, M. & Bastug, M. (2015). The effect of structured fluent reading method on the fluent reading and reading
comprehension skills of third grade primary school students. Trakya Universitesi Sosyal Bilimler Dergisi, 17
(1), 125-141.

Applegate, M. D., Applegate, A. J. & Modla, V. B. (2009). She’s my best reader; she just can’t comprehend:
studying the relationship between fluency and comprehension. The Reading Teacher, 62(2), 512-521.
DOI:10.1598/RT.62.6.5

Arabaci, G. (2022). Ogrenme giicliigii olan ve olmayan dgrencilerde akici okuma ve okudugunu anlama becerileri
arasindaki iliskinin incelenmesi. Ankara University Faculty of Educational Sciences Journal of Special
Education, 23(2), 365-388.

Asikcan, M. & Bakkaloglu, S. (2023). Investigation of reading fluency and reading comprehension levels of
fourth-grade Syrian primary schhol students. International Online Journal of Education and Teaching
(IOJET), 10(4), 2231-2259.

Babayigit, O. (2019). Investigation of the reading speeds of primary school students before and after the half term.
Ordu University Journal of Social Science Research, 9(2), 327-334.

Bas, O., Sirem, O., Akyol, H. & G&k, B. (2023) Investigation of reading skill development of primary school
students in the covid 19 process, Reading & Writing Quarterly, 39(4), 300-317,
DOI:10.1080/10573569.2022.2103055.

Basaran, M. (2013). Reading fluency as an indicator of reading comprehension. Kuram ve Uygulamada Egitim
Bilimleri, 13 (4), 2277-2290. DOI: 10.12738/estp.2013.4.1922

Bastug, M. ve Keskin, H. K. (2012). Akici okuma becerileri ile anlama diizeyleri (basit ve ¢ikarimsal) arasindaki
iliski. Ahi Evran Universitesi Egitim Fakiiltesi Dergisi, 13 (3), 227-244.

Bellinger, J. M., & DiPerna, J. C. (2011). Is fluency-based story retell a good indicator of reading
comprehension?. Psychology in the Schools, 48(4), 416-426. DOI: 10.1002/pits.20563

Best, R. M., Floyd, R. G. & McNamara, D. S. (2008). Differential competencies contributing to children’s
comprehension of narrative and expository texts. Reading Psychology, 29, 137-164. DOI:
10.1080/02702710801963951

Biiyiikalan Filiz, S. & Boz, 1. (2019). The study of the relationship between the fluent reading levels and non-
routine problem solving success of primary school 4" graders. International Journal of Field Education, 5
(1), 57-70.

Biiyiikoztiirk, S., Cakmak, K. E., Akgiin, O. E., Karadeniz, S. & Demirel, F. (2009). Bilimsel arastirma yontemleri.
Pegem Akademi Yayincilik.

Cain, K. & Oakhill, J. (2006). Assessment matters: issues in the measurement of reading comprehension. British
Journal of Educational Psychology, 76, 697-708. DOI:10.1348/000709905X69807

Cankal, A. O. ve Aktas, E. (2019). Akici okuma stratejilerinin 4.simif Tiirkge derslerinde okudugunu anlama
becerisine ve okuma motivasyonuna etkisi. Zeitschrift fiir die Welt der Tiirken, 11 (1), 85-114.

Cao, Y. & Kim, Y, G. (2021). Is retell a valid measure of reading comprehension?. Educational Research Review,
32. https://doi.org/10.1016/j.edurev.2020.100375

Cohen, L., Krustedt, R.L. & May, M. (2009). Fluency, text structure and retelling: a complex relationship. Reading
Horizons, 49 (2), 101-124.

Collins, A. A., Compton, D. L., Lindstrom, E. R. & Gilbert, J. K. (2020). Performance variations across reading
comprehension assessments: Examining the unique contributions of text, activity, and reader. Reading and
Writing, 33, 605-634. https://doi.org/10.1007/s11145-019-09972-5

210



Examining the Reading Fluency, Reading Comprehension, and Retelling Skills of Primary School Students

Creswell, J.W. (2016). Nicel yontemler, arastirma deseni nitel, nicel ve karma yontem yaklagimlar: . (S. B. Demir,
Ceviri Ed.). Egiten Kitap. (Orjinal ¢alisma 4. baskidan ¢evrilmistir.)

Field, A. (2005). Interclass Corelation. In Everitt, B. S. & Howell, D. C. (Eds.) Encyclopedia of Statistics in
Behavioral Science. (948-954). John Wiley & Sons, Ltd, Chichester

Field, A. (2009). Discovering statistics using SPSS. Sage Publications.

Florit, E. & Cain, K. (2011). The simple view of reading: is it valid for different types of alphabetic ortographies?.
Educ Psychol Rev, 23, 553-576. DOI 10.1007/s10648-011-9175-6.

Fuchs LS, Fuchs D, & Maxwell L (1988). The validity of informal reading comprehension measures. Remedial
and Special Education, 9(2), 20-28. doi: 10.1177/074193258800900206

Gambrell, L. B., Koskinen, P. S. & Kapinusi B. A. (1991). Retelling and the Reading Comprehension of Proficient
and Less-Proficient Readers. The Journal of Educational Research, 84 (6), 356-362.
https://doi.org/10.1080/00220671.1991.9941816

Gambrell, L. B., Pfeiffer, W. R. & Wilson, R. M. (1985). The effects of retelling upon reading comprehension and
recall of text information. The Journal of Educational Research, 78 (4), 216-220.
https://psycnet.apa.org/doi/10.1080/00220671.1985.10885604

Giines, F. (2009). Hizli okuma ve anlami yapilandirma. Nobel Yayin Dagitim.

Hagtvet, B. E. (2003). Listening comprehension and reading comprehension in poor decoders: Evidence fort he
importance of syntactic and semantic skills as well as phonological skills. Reading and Writing:
Interdisciplinary Journal, 16, 505-539.

Han, J. A. (2005). Retelling as an effective reading comprehension strategy for young ESL learners (Master of
arts). lowa State University.

Hoffman, J. V. (2009). In search of the “simple view” of reading comprehension. In S. E. Israel & G. G. Duffy
(Eds.) Handbook of research on reading comprehension, 54-66.

Hudson, R. F., Lane, H. B. & Pullen, P. C. (2005). Reading fluency assessment and instruction: what, why, and
how? The Reading Teacher, 58 (8), 702-714. http://dx.doi.org/10.1598/RT.58.8.1

Karasu, H. P., Girgin, U. ve Uzuner, Y. (2013). Formel olmayan okuma envanteri. Nobel Yaymcilik.

Kaya, D. ve Yildirim, K. (2018). Akict okuma ve okudugunu anlama arasindaki iligkilerde cinsiyet nasil bir rol
oynamaktadir? International Journal of Human Sciences, 15 (2), 931-942. doi:10.14687/jhs.v15i2.4784

Kayiran, B. K., & Agagkiran, Z. K. (2018). Ilkokul birinci sinif dgrencilerinin okudugunu anlama basarilarinin ve
okuma hizlarinin gesitli degiskenler acisindan incelenmesi. Gaziantep Universitesi Egitim Bilimleri
Dergisi, 2(2), 30-44.

Kocaarslan, M. (2019). The effects of reading rate, accuracy and prosody on second grade students’ oral retelling.
Acta Psychologica, 197, 86-93. https://psycnet.apa.org/doi/10.1016/j.actpsy.2019.05.005

Kucer, S. B. (2009). Examining the relationship between text processing and tezt comprehension in fourth grade
readers. Reading Psychology, 30, 2340-358. DOI: 10.1080/02702710802411604.

Kucer, S. B. (2014). What retellings can tell us about the nature of reading comprehension in school children.
Australian Journal of Language and Literacy, 37(1).

Leslie, L. & Caldwell, J. (2009). Formal and informal measures of reading comprehension. Handbook of Research
on Reading Comprehension, 403-427, Ed. S.E. Israel & G. G. Duffy, Routledge.

Lin, L. F. (2010). The impact of the retelling technique on Chinese students’ English reading comprehension. The
Asian EFL Journal Quarterly, 12 (2), 163-191.

Liu, S., Sui, Y., You, Z., Shi, J., Wang, Z. & Zhong, C. (2024). Reading better with AR or print picture books? A
quasi-experiment on primary school students’ reading comprehension, story retelling and reading motivation.
Education and Information Technologies, 29, 11625-11644. https://doi.org/10.1007/s10639-023-12231-4

Maikinen, L., Soile, L., Ilaria, G., Sari, K. (2018). Are story retelling and story generation connected to reading
skills? Evidence from Finnish. Child Language Teaching and Therapy, 34 (2), 129-139.
https://doi.org/10.1177/0265659018780960

Miller, A. C. & Keenan, J. M. (2009). How Word decoding skill impacts text memory: the centrality deficit and
how domain knowledge can compensate. Ann. Of Dyslexia, 59, 99-113. DOI 10.1007/s11881-009-0025-x

211


https://psycnet.apa.org/doi/10.1016/j.actpsy.2019.05.005
https://doi.org/10.1007/s10639-023-12231-4

Hiilya Kodan

Morrow, L. M. (1985a). Retelling stories: a strategy for improving young children’s comprehension, concept of
story structure, and oral language complexity. The Elementary School Journal, 85 (5), 646-661.

Morrow, L. M. (1985b). Reaing and retelling stories: stratgies for emergent readers. The Reading Teacher, 38 (9),
870-875.

Morrow, L. M. (1989). Using story retelling to develop comprehension. M. K. Denise (Ed.) In Children’s
comprehension of text: research into practice (p. 37-58). International Reading Association, Newark, Del.

National Reading Panel. (2000). Report of the National Reading Panel: Teaching to children to read. An evidence-
based assessment of scientific research literature on reading and its implications for reading instruction:
Reports of the subgroups. National Institute for Literacy. Jessup, MD

Olson, M. W. (1985). Text type and reader ability: the effects on paraphrase and text-based inference questions.
Journal of Reading Behaviour, Volume XVII, No: 3, 199-214.

Paris, S. G., Carpenter, R. D., Paris, A. H., & Hamilton, E. E. (2005). Spurious and genuine correlates of children’s
reading comprehension. In S. G. Paris & S. A. Stahl (Eds.), Children’s reading comprehension and
assessment (pp. 131-160). Lawrence Erlbaum Associates.

Polloway, E. A., Serna, L., Patton, J. R. & Bailey, J.W. (2014). For teaching learners with special needs, iginde
(Cev. Colak, A.) 113-140. Nobel Yy.

RAND Reading Study Group. (2002). Reading for understanding: toward an R&D program in reading
comprehension. Santa Monica, CA: RAND

Reed, D. K. & Vaughn, S. (2012). Retell as an indicator of reading. Scientific Studies of Reading, 16 (3), 187-217.

Riedel, B. W. (2007). The relation between DIBELS, reading comprehension, and vocabulary in urban first-grade
students. Reading Research Quarterly, 42(4), 546-567. D0i:10.1598/RRQ.42.4.5

Roberts, G., Good, R. & Corcoran, S. (2005). Story retell: a fluency-based indicator of reading comprehension.
School Psychology Quarterly, 20 (3), 304-317.

Sagirli, M. (2021). Salgin siirecinde ilk okuma yazma 6gretimi. EKEV Akademi Dergisi, 25 (86), 385-402.

Saglam, A., Bas, O. & Akyol, H. (2020). Kelime tekrar tekniginin iiglincii sinif 6zel yetenekli dgrencilerin akici
okuma diizeylerine etkisi. Journal of History School, 46, 1605-1629. http://dx.doi.org/10.29228/joh.42792

Samuel, J. (2006). Looking backward: reflections on a career in reading. Journal of Literacy Research, 38 (2),
327-344.

Schwanenflugel, P.J., Meisinger, E.B., Wisenbaker, J.M., Kuhn, M. R., Strauss, G.P., Morris, R. D. (2006).
Becoming a fluent and automatic reader in the early elementary school years. Reading Research Quarterly,
41 (4), 496-522. DOI:10.1598/RRQ.41.4.4

Seckin Yilmaz, $. & Baydik, B. (2017). Reading fluency of elementary students with and without low reading
performance. Elementary students with and without low reding performance. Elementary Education Online,
16(4), 1652-1671. doi: 10.17051/ilkonline.2017.342983

Torppa, M., Vasalampi, K., Eklund, K., Sulkunen, S. & Niemi, P. (2020) Reading comprehension difficulty is
often distinct from difficulty in reading fluency and accompanied with problems in motivation and school
well-being, Educational Psychology, 40(1), 62-81, DOI: 10.1080/01443410.2019.1670334

Whaley, J. F. (1981). Readers' expectations for story structures. Reading Research Quarterly, 17(1), 90—
114. https://doi.org/10.2307/747250

212


https://psycnet.apa.org/doi/10.2307/747250

EGE EGITIM DERGISI
EGE JOURNAL OF EDUCATION

ISSN: 1307-4474

25(3), 2024, 213 - 236

Remote Teacher Education During the COVID-19 Pandemic: Experiences and
Recommendations”

Hatice Hanim Erol! and Semra Tican Bagaran™?

Abstract Keywords
The purpose of this study is to explore faculty members and prospective teachers' experiences and Pandemic

recommendations regarding remote teacher education during the COVID-19 pandemic. Using an explanatory
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COVID-19 Salgininda Uzaktan Ogretmen Egitimi: Deneyimler ve Oneriler

Oz

Aragtirmanin amact Ogretim elemanlart ve Ogretmen adaylarimim COVID-19 salgmni déneminde uzaktan
yiriitiilen 6gretmen egitimine yonelik deneyim ve 6nerilerini ortaya koymaktir. Karma yontem arastirmalarindan
agimlayici sirali desenin izlendigi calismada nicel veriler 54 6gretim elemani ve 711 6gretmen adayindan anketle;
nitel veriler ise 21 ogretim elemani ve 25 Ogretmen adayindan yari yapilandirilmig gériisme formuyla
toplanmustir. Nicel veriler betimsel istatistikler, nitel veriler ise igerik analiziyle ¢oziimlenmistir. Bulgular
uzaktan 6gretmen egitimi doneminde 6gretmen adaylarmin o6grenme motivasyonlarinin; kazanimlara erigim
diizeyinin diistiigiinii, 6zellikle uygulamali derslerde 6grenme eksiklikleri meydana geldigini, elektrik kesintileri,
baglant1 kopmalar1 gibi teknik sorunlar yasandigmi gostermistir. Ogretmen adaylarmin derslerde kamera ve
mikrofonlarini kapali tutmasi, geleneksel 6gretim yontemlerinin tercih edilmesi ve dijital ders materyallerinin
yeterli olmayisi smif i¢i etkilesimi olumsuz etkilemistir. Uzaktan yuriitiilen degerlendirme siiregleri sinav
giivenligini olumsuz etkilemis, 6gretmen adaylarmin ¢evrim i¢i sinavlarda olasi teknik aksakliklar sebebiyle
siav kaygilart artmistir. Katilimcilar uzaktan 6gretmen egitiminde verimi arttirabilmek i¢in teknolojik altyap:
sorunlarinin giderilmesini, uzaktan dlgme degerlendirme uygulamalarinin gelistirilmesini, 6gretmenlere yonelik
dijital yetkinliklerin belirlenmesini onermislerdir. Salgin sonrasinda 6gretmen egitimine, dgretim elemanlar
harmanlanmus egitimle, 6gretmen adaylar yiiz yiize egitimle devam edilebilecegini belirtmislerdir.
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Hatice Hanim Erol and Semra Tican Basaran

Genisletilmis Tiirkce Ozet
Giris
Bu arastirma, COVID-19 salgini sirasinda uzaktan egitim siirecinde 6gretim elemanlar1 ve 6gretmen adaylarinin
deneyimlerini ve bu siirecin egitim tlizerindeki etkilerini incelemeyi amaglamaktadir. Salgin, diinya genelinde
egitim sistemlerinde biiylik bir degisiklik yaratarak, geleneksel yiliz ylize egitimin yerine uzaktan egitimi
getirmistir. Bu durum, egitimciler ve 6grencilere yeni firsatlar sunarken gesitli zorluklari da getirmistir. Calismanin
temel amaci, uzaktan egitim siirecinin 6gretmen egitimine etkilerini belirlemek ve bu siiregte karsilagilan sorunlari
ve Onerileri ortaya koymaktir. Ayrica, uzaktan egitim siirecinde 6gretim elemanlar1 ve 0gretmen adaylarmin
deneyimlerini ve bakis acilarin1 derinlemesine anlamak hedeflenmistir.

Yontem

Bu arastirma, karma yontem arastirmasi olarak tasarlanmis ve hem nicel hem de nitel veri toplama teknikleri
kullanilmistir. Nicel veriler, betimsel istatistikler (f, %, ss, X), nitel veriler ise igerik analiziyle ¢6ziimlenmistir.
Icerik analizi siirecinde agik ve in-vivo kodlama ile elde edilen kodlar eksen kodlamasi ile temalar altinda
toplanmistir. Calisma grubu, 2021-2022 akademik yilinda Mugla Sitk1 Kogman Universitesi Egitim Fakiiltesinden
54 6gretim elemani ve tabakali 6rnekleme yontemi ile segilen 711 §gretmen adayindan olugmaktadir. VVeri toplama
araglar1 olarak anket ve yar1 yapilandirilmis goriisme formlart kullanilmigtir. Anketler, 6gretim elemanlart ve
Ogretmen adaylarinin uzaktan egitime yonelik goriislerini ve deneyimlerini toplamak amactyla kullanilmigtir. Yari
yapilandirilmig goériisme formlari ise nitel verilerin derinlemesine incelenmesini saglamistir.

Bulgular

Aragtrmanin nicel bulgularindan, 6gretim elemanlarmin uzaktan egitim siirecine yonelik genel tutumlari
incelendiginde, bu siirecin gogunlukla memnuniyetsizlik ve kararsizhk yarattifi goriilmektedir. Ogretim
elemanlar1, uzaktan egitimin baglangicinda teknik altyapr ve dijital araglar konusunda yeterince hazirlikli
olmadiklarin1 belirtmistir. Bu durum, derslerin verimliligini olumsuz etkilemis ve &grenci-6gretim elemant
etkilesimini diisiirmiistiir. Ogretim elemanlar1, uzaktan egitimde ders materyallerine erisimde yasanan zorluklar
ve internet baglantisi sorunlari gibi teknik sorunlarin siklikla karsilagilan problemler oldugunu vurgulamislardir.
Ayrica, 6gretim elemanlarinin 6nemli bir kismi, uzaktan egitimde 6grenci motivasyonunun diigiik oldugunu ve
etkilesimin yetersiz kaldigim belirtmistir. Ogrenci katilimimin smirli olmasi, derslerin verimliligini azaltmis ve
Ogretim elemanlarinin ders igleme siirecindeki enerjisini diislirmiistiir. Uzaktan egitimde, 6grencilerin derse ilgisini
cekmek ve etkilesim saglamak igin yeni yontemler gelistirilmesi gerektigi vurgulanmistir. Ogretim elemanlari,
uzaktan egitimin degerlendirme siirecinde de adalet ve giivenlik sorunlar1 yasandigimi belirtmistir. Ozellikle smav
giivenligi konusunda endigeler dile getirilmis ve uzaktan egitimde kullanilacak giivenilir degerlendirme
yontemlerine ihtiya¢ duyuldugu ifade edilmistir.

Ogretmen adaylarmin uzaktan egitim siirecindeki deneyimleri ve karsilagtiklar1 sorunlar incelendiginde ise,
uzaktan egitim siirecinde en ¢ok etkilesim eksikliginin tizerinde durulmustur. Derslere katilimin diisiik olmast sinif
ortaminin pasiflesmesine neden olmus ve bu durum, dgrenme siirecini olumsuz etkilemistir. Ogretmen adaylar,
Ogretim elemanlarmin genellikle diiz anlatim yontemini kullandigini ve etkilesimli 6gretim yontemlerine yeterince
yer verilmedigini belirtmislerdir. Ogretmen adaylarinin karsilastigi diger onemli sorunlar arasinda teknik
problemler, internet baglantis1 sorunlar1 ve dijital platformlarin kullanim zorlugu yer almaktadir. Ogretmen
adaylari, ders materyallerine erisimde yasanan zorluklar ve teknik destegin yetersizligi gibi sorunlarla siklikla
karsilagsmistir. Bu durum, derslere odaklanmay1 ve dgrenme siirecini olumsuz etkilemistir. Ayrica, 6gretmen
adaylar1 uzaktan egitim siirecinde sosyal izolasyon, saglik sorunlari ve diisiik motivasyon gibi problemlerle de
miicadele etmek zorunda kalmistir. Bunun yani sira sinav giivenligi ve degerlendirme adaleti konusunda 6gretmen
adaylari, uzaktan egitimde yapilan sinavlarin giivenligi ve degerlendirme siirecinin adaleti konusunda siipheleri
oldugunu dile getirmiglerdir. Bu durum, 6gretmen adaylarinin smavlara ve degerlendirme siireglerine olan
giivenini sarsmugstir. Ogretmen adaylari, uzaktan egitimde daha giivenilir ve adil degerlendirme ydntemlerinin
gelistirilmesi gerektigini vurgulamistir.

Aragtirmanin nitel verileri 6gretim elemanlar1 ve 6gretmen adaylarmin uzaktan 6gretmen egitimi stirecindeki
deneyimlerine iliskin daha derinlemesine bilgiler sunmaktadir. Ogretmen adaylari ile yapilan goriismelerde
etkilesim eksikligi yine en fazla {izerinde durulan konulardan birisi olmustur. Canli derslerin azhig1, yiiz yiize
iletisim imkanlarmin sinirli olmasi ve grup ¢alismalar1 yapma firsatinin olmamasi, 6gretmen adaylarmin egitim
siirecini olumsuz etkileyen baslica faktorlerdir. Ogretmen adaylari, derslere olan ilgilerinin ve motivasyonlarinin
diisiik oldugunu belirtmis ve bu durumun akademik basarilarin1 olumsuz etkiledigini ifade etmistir. Ogretmen
adaylar1, derslere odaklanmakta zorluk c¢ektigini ve uzaktan egitim siirecinde Ogrenme motivasyonlarinin
azaldigini belirtmistir. Siire¢ boyunca yasanan internet baglantisi problemleri, platformlarin kullanim zorlugu ve
teknik destegin yetersizligi gibi teknik aksakliklar da uzaktan egitim siirecinin verimliligini diisliren 6nemli
unsurlar olarak &ne ¢ikmistir. Ogretmen adaylari, ders materyallerine erisimde yasanan zorluklar ve teknik
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destegin yetersizligi gibi sorunlarla siklikla karsilagmistir. Bu durum, derslere katilimi olumsuz etkilemis ve
Ogretmen adaylarinin 6grenme siirecindeki motivasyonlarmi diistirmistiir.

Ogretim elemanlari, uzaktan egitim siirecinde 6grenci motivasyonunu artirmanin zor oldugunu ve derslerde
etkilesimi saglamak icin gesitli yontemler gelistirmek gerektigini belirtmistir. Ogretim elemanlarinin bir kismi,
uzaktan egitimde ders materyallerinin daha dikkat ¢ekici ve etkilesimli hale getirilmesi gerektigini
vurgulamislardir. Ayrica, uzaktan egitim siirecinde siav giivenligi ve adil degerlendirme yapmanin zorluklari da
ogretim elemanlar tarafindan dile getirilen 6nemli konular arasindadir. Ogretim elemanlari, uzaktan egitimde
kullanilan degerlendirme yontemlerinin ¢esitlendirilmesi ve 6grenci performansini daha tarafsiz 6lgen sistemlerin
gelistirilmesi gerektigini ifade etmistir. Ogretim elemanlari, uzaktan egitim siirecinde teknolojiyi etkili bir sekilde
kullanma becerilerinin artirilmasi gerektigini belirtmistir. Ayrica, uzaktan egitimde dgrenci geri bildirimlerinin
diizenli olarak alinmasi ve bu geri bildirimlerin derslerin planlanmasinda ve degerlendirilmesinde dikkate alinmasi
gerektigini vurgulamislardir. Ogretim elemanlari, uzaktan egitimde ders isleme siirecinde gesitli zorluklarla
karsilagtiklarin1 ve bu zorluklarmn iistesinden gelmek igin yenilik¢i 6gretim yontemleri gelistirdiklerini ifade
etmistir. Ogretmen adaylar1 COVID-19 salginindan sonra &gretmen egitiminin yiiz yiize gergeklestirilmesi
gerektigini belirtirken, 6gretim elemanlar1 teorik dersler igin uzaktan, uygulamali dersler i¢in yiiz yiize olacak
sekilde harmanlanmis modelin kullanilabilecegini belirtmislerdir.

Tartisma ve Sonuc¢

Aragtirma bulgulari, uzaktan egitimin 6gretmen egitimi iizerindeki etkilerini kapsamli bir sekilde ortaya
koymaktadir. Ogretim elemanlar1 ve dgretmen adaylari, uzaktan egitim siirecinde cesitli teknik ve pedagojik
sorunlarla karsilastiklarint belirtmislerdir. Bu sorunlar arasinda teknik altyapinin yetersizligi, etkilesim eksikligi
ve motivasyon diisiikliigii gibi faktorler 6ne ¢ikmaktadir. Ogretmen adaylari, uzaktan egitim siirecini daha verimli
hale getirmek i¢in ¢esitli dnerilerde bulunmustur. Bu 6neriler arasinda derslerin etkilesimli ve cesitli materyaller
ile desteklenerek islenmesi, teknolojik altyapinin giiglendirilmesi ve 6grencilere yonelik desteklerin artirilmasi yer
almaktadir. Ogretmen adaylari, uzaktan egitimde derslerin es zamanli yapilmasini, ders materyallerinin daha
erigilebilir hale getirilmesini ve teknik destek hizmetlerinin iyilestirilmesini 6nermistir. Ayrica, 6gretmen adaylari
uzaktan egitimde sinav giivenligi ve adil degerlendirme sistemlerinin gelistirilmesi gerektigini vurgulamistir.
Ogretim elemanlar ise uzaktan egitimde kullanilan yontemlerin ve materyallerin daha ilgi ¢ekici ve etkilesimli
hale getirilmesi gerektigini belirtmistir. Ayrica, uzaktan egitimde adil ve giivenilir bir degerlendirme sisteminin
olusturulmasi énemli bir gereklilik olarak ortaya ¢ikmistir. Ogretim elemanlar, uzaktan egitimde dgrenci geri
bildirimlerinin diizenli olarak alinmasi ve bu geri bildirimlerin derslerin planlanmasinda ve degerlendirilmesinde
dikkate alinmasi gerektigini vurgulamistir. Sonug olarak, uzaktan egitim siirecinde karsilasilan zorluklarin
iistesinden gelmek ve siireci iyilestirmek icin belirli stratejilerin ve teknolojik ¢dziimlerin uygulanmast
gerekmektedir. Bu baglamda, 6gretim elemanlarinin teknolojiyi etkili kullanma becerilerinin artirilmasi ve 6grenci
geri bildirimlerinin diizenli olarak alinmasi Onerilmektedir. Ayrica, uzaktan egitimde kullanilacak dijital
platformlarin ve araglarin kullanim kolaylig1 saglamasi ve 6grenci-6gretim elemani etkilesimini artirici 6zellikler
tagimasi onemlidir. Bu sekilde uzaktan egitim siirecinin daha verimli ve etkili hale getirilmesi miimkiin olacaktir.
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Introduction

Education, as one of the most important and indispensable elements in the development of a nation, is directly
influenced by the changing needs of society and global developments. Rapid technological advancements have led
to significant transformations in education, such as remote education. While Wedemeyer (1981) defines remote
education as learning activities that students and teachers are physically separated, Keegan (1995) describes it as
a process where students are not required to be in a fixed location or time, and teaching is conducted through
technology.

At the beginning of 2020s, COVID-19 emerged in China and quickly spread, leading to its declaration as a
pandemic by the World Health Organization. Face-to-face education at all levels was suspended, and there was an
urgent transition to remote education to ensure continuity in educational activities. Remote education, previously
a supportive element to formal education, became the primary tool for education during the pandemic crisis.

According to data from the Higher Education Council (HEC) in Tiirkiye, there are 7.081.289 students in higher
education (HEC, 2024). During the pandemic period, the simultaneous implementation of remote education across
all levels, including higher education, was a situation encountered for the first time by such a large population. At
the onset of the pandemic, education faculties, including 206.827 prospective teachers (PTs) and 9.023 faculty
members (FMs), were among the higher education institutions facing this situation (HEC, 2020a). However, the
pandemic revealed that many educational institutions were not adequately prepared to manage such magnitude of
crisis and deliver effective online education (Erkut, 2020). The United Nations Educational, Scientific and Cultural
Organization (UNESCO) (2021) announced in its report that COVID-19 led to various problems in higher
education, such as increased pressure on financing and FMs, health, and safety concerns of individuals at
universities, decline in the quality of teaching and learning processes, and increased inequality in access to the
internet and education. Despite the challenges, this crisis has also provided opportunities to strengthen and promote
equity within education systems through proper planning and policies (The World Bank Group, 2020).

Given the possibility of similar crises in the future, it is important to enhance the digital skills of PTs and teachers
through improvements in education systems (Celik, 2020). Considering the likelihood of quality online education
becoming an integral part of education systems in the future, it is imperative to examine the experiences in remote
teacher education (RTE) and gather recommendations for future evidence-based policy development (TEDMEM,
2021; UNESCO, 2021). With the delegation of authority decision made by HEC (2020b) in August 2020, the
responsibility for developing and updating teacher education programs was given to education faculties. It is
believed that awareness of the experiences and recommendations of FMs and PTs in remote education will provide
a scientific basis for education faculties in the process of developing their own teacher education programs.
Additionally, in HEC's (2020c) announcement of the Procedures and Principles Regarding Distance Education in
Higher Education Institutions it is stated that "... up to 30% of the courses in each semester (including foreign
language preparation) can be delivered through distance education based on ECTS credits." This statement
indicates that distance education is already integrated into the education system, including teacher education, and
will continue to play a role. Therefore, this study aims to explore the experiences and recommendations of FMs
and PTs regarding RTE during the COVID-19 pandemic. In line with this aim, the following questions were
addressed:

1. What are the experiences and the recommendations of FMs regarding RTE during the COVID-19
pandemic?

2. What are the experiences and the recommendations of PTs regarding RTE during the COVID-19
pandemic?

Method

The research methodology, with each stage explained under the respective headings, is visualized in Figure 1.
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Quantitative Stage Qualitative Stage

Method Method
Survey Basic qualitative research

Participants

Participants
Faculty members (21)
Prospective teachers (25)

Faculty members (' = 54)

Prospective teachers (f = T711)

Data collection instrument Data collection instrument
Questionnaires Semi-structured interview form

Data analysis Data analysis
Descriptive statistics (f, ss, %6 Content analysis

Findings Findings

Quantitative findins Qualitative findings

Making inferences

Figure 1. Research methodology

Research Design

In this study, an explanatory sequential design (Creswell & Plano-Clark, 2011), which is a type of mixed-methods
research (Teddlie & Tashakkori, 2009), was followed. Within this framework, the first stage of the study conducted
as a survey (Biytikoztirk et al., 2020) to reveal the experiences and recommendations of FMs and PTs. In the
second stage, a basic qualitative research method (Merriam, 2018) was employed to elaborate on the quantitative
results obtained in the first stage and to gain a deeper understanding of the issue. In mixed-method research, the
final stage involves blending quantitative and qualitative findings and making inferences (Creswell, 2009; Teddlie
& Tashakkori, 2009). Accordingly, in the final stage of this study, the quantitative findings were combined with
the qualitative findings, and inferences were made, thus understanding the RTE during the COVID-19 pandemic
holistically.

Study Group

The population of the study consisted of 152 FMs working at the Faculty of Education of Mugla Sitki Kogman
University and 2518 PTs enrolled in the teacher education curriculum in the academic year of 2021-2022. The
distribution of FMs and PTs voluntarily participating in the quantitative part of the study according to their
departments is presented in Table 1.
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Table 1
Distribution of the Study Group by Departments

FMs PTs
Department Population Study group sca?chlilea;?ge Study group
Computer and instructional technology education 5 - 2 2
Educational sciences 44 16 54 106
Fine arts education 21 2 37 58
Mathematics and science education 25 8 65 100
Basic education 22 9 99 179
Turkish and social sciences 21 3 86 182
Foreign language education 11 2 92 84
Special education 3 3 - -
Unspecified - 11 - -
Total 152 54 435 711

As seen in Table 1, it was aimed to reach all FMs without sampling, and 54 FMs volunteered to participate in the
study. Due to the large number of PTs, a stratified sampling method was conducted considering the homogeneous
structures within the teaching programs and the heterogeneous structure within the population (Biiyiikoztiirk et al.,

2020). Following Yamane's (1967/2001, p.117) recommended formula (n =

sample size of 435, more PTs were reached, forming a study group of 711 PTs.

Table 2
Demographic Characteristics of FMs

szpq
NdZ?+z2pq

), which resulted in a

Age

Teacher education program they are

Remote learning

No. Gender range Title working at experience
K1 Female 36-45 Assist. Prof. Dr. Special education Yes
K2 Female 26-35 Assist. Prof. Dr. Early childhood education No
K3 Female  46-55 Prof. Dr. German language education No
Ka Male 36-45 Assist. Prof. Dr. Compgter and instructional technology Yes
education
K5 Male 36-45 Assist. Prof. Dr. Music education No
K6 Female 36-45 Assoc. Prof. Dr. Elementary mathematics education Yes
K7 Female 26-35 Assist. Prof. Dr. Special education No
K8 Male 46-55 Prof. Dr. Class education No
K9 Male 26-35 Research Assistant Class education No
K10 Male >=56 Assist. Prof. Dr. Science education No
K11  Female 26-35 Research Assistant Music education No
K12  Male 36-45 Assoc. Prof. Dr. g(?urzgtl;;%r and instructional technology Yes
K13  Female 36-45 - Curriculum and instruction Yes
K14  Female 36-45 Assoc. Prof. Dr. Educational administration No
K15 Female  46-55 Prof. Dr. Educational administration No
K16  Female 46-55 Assist. Prof. Dr. Curriculum and instruction No
K17  Male 36-45 Assoc. Prof. Dr. Primary school education No
K18  Male >=56 Prof. Dr. English language education Yes
K19  Female 46-55 Prof. Dr. Guidance and counselling No
K20  Female 36-45 Assoc. Prof. Dr. Turkish language education No
K21  Male 46-55 Prof. Dr. Curriculum and instruction No
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From the FMs and PTs participating in the quantitative stage, 21 FMs and 25 PTs were selected for the qualitative
stage using criterion sampling method (having teaching and learning experiences in both remote and face-to-face
teaching during the pandemic, department, teaching program, class, etc.). The decision about the size of the study
group for the qualitative stage was based on data saturation (Yildirrm & Simsek, 2016). The demographic
characteristics of the FMs included in the qualitative section are presented in Table 2.

As shown in Table 2, out of the 21 FMs participating in the qualitative stage, 12 are female, accounting for 42.85%
are in the age range of 36-45 and 71.42% of them did not have experience in remote education before the pandemic.
The demographic characteristics of the PTs included in the qualitative stage are presented in Table 3.

Table 3
Demographic Characteristics of PTs

No. Gender  Grade ;@ng Zﬂggztiir?gn program \I;{vzgr;tlar ;eg:lszggl attendance :ttt;]%)r/n znvironment
K1 Female 3 German language education Yes Yes Yes
K2 Female 4 German language education No Yes Yes
K3 Female 2 Early childhood education No Yes Yes
K4 Female 3 Early childhood education No No No
K5 Male 4 Social studies education Yes No Yes
K6 Female 4 Music education Yes No Yes
K7 Male 4 Turkish language education No Yes Yes
K8 Female 2 English language education No Yes Yes
K9 Female 2 Turkish language education No Yes Yes
K10 Male 4 Social studies education No Yes No
K11 Female 2 Eéﬁ?ai?éiry mathematics No Yes Yes
K12 Female 4 - No Yes Yes
K13 Male 3 Science education No No Yes
K14 Male 3 Primary school education No No No
K15 Male 3 Primary school education No Yes Yes
K16 Male 3 Art education No No No
K17 Female 3 Art education No Yes No
K18 Female 4 Music education Yes No Yes
K19 Male 4 Guidance and counselling Yes No Yes
K20 Female 4 Guidance and counselling Yes No Yes
K21 Male 4 Guidance and counselling No Yes Yes
K22 Female 4 Guidance and counselling No Yes Yes
K23 Female 4 Eéi?ai?;iry mathematics Yes Yes Yes
K24 Male 4 gghmn%ﬂgegyaggljgasttirgﬁtlonal Yes Yes Yes
K25 Female 3 Science education No Yes Yes

As seen in Table 3, at least one prospective teacher from each teacher education program was reached, and
interviews were conducted with 25 PTs in total. It is observed that PTs generally did not work in any income-
generating job during the pandemic period (f = 17), they regularly attended classes during this period (f = 16), and
they had a dedicated study environment at their homes (f = 20).

Data Collection Instruments

The data were collected using questionnaires and semi-structured interview forms developed by the researchers
for PTs and FMs, respectively. The process of developing the semi-structured interview forms is visualized in
Figure 2.
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(PTs = 17 items) (teacher education = 2) (PTs=2) interview form

(FMs= 15 items) (remote education = 2) (FMs= 2) (PTs=11)
(qualitative research = 2) (FMs= 11)

Figure 2. The process of developing the semi-structured interview forms

The process of developing the questionnaires is visualized in Figure 3.

Creating Piloting
e-questionnaires (PTs = 2)
(FMs= 2)

Figure 3. The process of developing the questionnaires

Data Analysis

Descriptive statistics (frequency (f), percentage (%), mean (X), and standard deviation (sd)) were used in the
analysis of quantitative data. In the interpretation of the means derived from quantitative data, the intervals in
Table 4, calculated based on the equation Range = (Highest value - Lowest value)/5 with a range of 0.80 were
taken as the criteria.

Table 4
Intervals for Interpretation of Mean

Score Range Level of agreement
1 1.00-1.80 Strongly disagree

2 1.81-2.60 Disagree

3 2.61-3.40 Undecided

4 3.41-4.20 Agree

5 4.21-5.00 Strongly agree

The qualitative data underwent content analysis. Codes obtained through open and in-vivo coding were subjected
to axial coding (Giirbiiz & Sahin, 2018), in this way similar and related codes were grouped under specific themes
to make the raw data more meaningful (Creswell, 2009). In the final stage, findings obtained from both quantitative
and qualitative datasets were interpreted together, and inferences were made (Teddlie & Tashakkori, 2009).

Validity and Reliability

To ensure validity and reliability, expert opinions were consulted during the development of data collection tools.
Feedback from experts in teacher education, educational programs, instruction, and methodology shaped these
tools. Qualitative data were transcribed verbatim, with direct quotations used to support findings. Experts in
teacher education and qualitative research verified the accuracy of codes. Data triangulation was achieved by
collecting quantitative and qualitative data from PTs and FMs. Both data types were analyzed separately and then
interpreted together, considering literature findings to enhance internal and external validity.

Role of the Researchers

The first author studied Computer Education and Instructional Technology and experienced remote education
during their graduate studies. The second author earned an online education certificate conducted by the Remote
Education Application and Research Center at Mugla Sitki Kogman University, and taught various courses at
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undergraduate and graduate levels, gaining practical experience. Both researchers possess substantial knowledge
in remote education, which contributed to a comprehensive study.

Ethical Issues

Prior to the data collection process, approvals regarding the feasibility of the research were obtained from the
Ethics Committee for Social and Human Sciences Research at Mugla Sitk1 Kogman University.

Findings

In this section, first, the quantitative findings regarding the experiences of FMs and PTs in RTE during the COVID-
19 pandemic are presented, followed by qualitative findings.

Quantitative Findings Regarding FMs' Experiences in RTE

The findings regarding the general views of FMs on RTE during COVID-19 pandemic are presented in Table 5.

Table 5

General Views of FMs on RTE During COVID-19 Pandemic

¢ Level of
Items 1 2 3 4 5 ss participation
1. I am happy to provide remote f 4 15 7 19 9 3.26 Undecided
education. % 7.40 27.80 13.00 3520 16.70 1.24
2. | easily adapted to remote f - 3 3 34 14 4.09 Agree
education. % - 5.60 5.60 63.00 25.90 0.73
3. Necessary announcements f 1 4 13 23 13 3.80
regarding remote education were Agree
made by the university in a timely % 190 740 2410 4260 2410 0.95
manner.

1: Strongly Disagree, 2: Disagree, 3: Undecided, 4. Agree, 5: Strongly Agree

Upon examining Table 5, it can be observed that for item 1, more than half of the FMs agreed with agree (35.20%)
and strongly agree (16.70%), and the mean (X = 3.26) corresponds undecided. For item 2, opinions of the FMs
were largely in agreement (63.00%), similarly for item 3, they mostly leaned towards agreement (66.70%) and
strongly agree. Findings regarding FMs' views on learning outcomes in RTE during COVID-19 pandemic are

presented in Table 6.

Table 6

Views of FMs on the Learning Outcomes in RTE During COVID-19 Pandemic

Items 1 2 3 4 5 X Level of -
ss participation

1. I find it suitable to achieve the learning  f 1 11 18 20 4 3.28

outcomes determined in remote education Undecided
through remote education. o 1.90 20.40 3330 37.00 7.40 0.94

2. The outcomes of the program during f 3 9 18 22 2 3.20

the remote education period are clearly Undecided
stated. % 5.60 16.70 3330 40.70 3.70 0.95

3. All learning objectives set in remote f 8 19 20 S 2 252

. h Disagree

education were achieved. % 14.80 35.20 3700 930 370 098

1: Strongly Disagree, 2: Disagree, 3: Undecided, 4. Agree, 5: Strongly Agree

In Table 6, it can be observed that for item 1, although 37.00% of FMs expressed agreement, more than half were
either undecided (33.30%) or disagreed (20.40%). For item 2, although 40.70% agreed, significant proportions
were undecided (33.30%) or disagreed (16.70%). Item 3 had the lowest mean (X = 2.52) among the items related
to learning outcomes. Findings regarding FMs' views on the content of RTE during COVID-19 pandemic are

presented in Table 7.
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Table 7
Views of FMs on the Content in RTE During COVID-19 Pandemic

Items 1 2 3 4 5 X Level of -
ss participation

1. | determined the course contents in f 1 2 44 7 4.06

remote education in accordance with the Agree

objectives. % 1.90 3.70 81.50 13.00 0.49

2. | clearly explained the topics to be f 1 33 20 4.35 Stronal

covered in remote education at the gl

beginning of the semester. % 1.90 61.10 31.00 052 agree

3. Less topics were covered in remote f 17 20 4 10 3 2.30

education compared to face-to-face Disagree

education. % 3150 37.00 7.40 18.50 5.60 1.25

1: Strongly Disagree, 2: Disagree, 3: Undecided, 4. Agree, 5: Strongly Agree

Upon examining Table 7, it can be observed that in item 1 (81.50%) and item 2 (61.10%), agree responses prevail,
while in item 3, a significant majority (68.50%) of FMs express disagreement or strong disagreement. Findings
regarding FMs' views on the teaching and learning processes in RTE during COVID-19 pandemic are presented
in Table 8.

Table 8
Views of FMs on Teaching and Learning Processes in RTE During COVID-19 Pandemic

X Level of

Items 1 2 3 4 > S5 participation
1. I find the Learning Management f 3 5 9 26 11 3.69
System (LMS), which is the university's . Agree
remote education platform, useful. % 5.60 9.30 16.70 4810 2040  1.07
2. Other applications should be used f 4 2 18 14 15 3.57
instead of Adobe Connect in remote Agree
education. % 7.40 3.70 33.30 2590 2780 1.25
3. In remote education; | supported the f 1 2 4 31 16 4.09 Adree
lessons with digital course materials. % 1.90 3.70 7.40 5740 2960 0.83 g
4. 1 used active learning methods in f 4 11 14 20 5 3.20 .

: Undecided
remote education. % 740 2040 2590 3700 930 110
5. In remote education; interaction f 10 14 15 12 3 2.70
between students was possible in the Undecided
classroom environment. % 1850 2590 27.80 2220 5.60 1.17
6. The most inefficient courses in remote  f 2 8 6 17 21 3.87
education were those that required Agree
practice. % 3.70 1480 1110 3150 3890 1.19

1: Strongly Disagree, 2: Disagree, 3: Undecided, 4. Agree, 5: Strongly Agree

According to Table 8, in item 1, 68.50% of FMs expressed agreement, while in item 3, the vast majority (87.00%)
agreed or strongly agreed. In item 2, although more than half of the FMs (53.70%) agreed or strongly agreed, there
were also those who were undecided (33.30%). For item 4, 46.30% of FMs stated that they used effective learning
methods in online classes, while 27.80% indicated they did not. Regarding item 5, 44.40% mentioned that
interaction among students was not feasible in the online environment. In item 6, there was a consensus (70.40%)
among FMs that courses requiring practice were the least efficient courses during the RTE. Findings regarding
FMs' views on the assessment in RTE during COVID-19 pandemic are presented in Table 9.
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Table 9

Views of FMs on the Assessment in RTE During COVID-19 Pandemic

X Level of
Items : 2 8 4 5 ss participation
1. In remote education; |
gave students feedback f ! 3 5 24 1 3.7
on the projects and Agree
helped them see their %  1.90 5.60 27.80 44.40 20.40 0.91
shortcomings.
2. | took precautions for f 3 11 15 18 6 3.19
security in the online Undecided
exams that | prepared
during remote education. % 5.60 20.40 27.80 33.30 11.10 1.16
3. | believe that exams f 2 9 17 11 15 3.52
given in remote Agree
education are not % 370 1670 3150 2040 2780 117

reliable.

1: Strongly Disagree, 2: Disagree, 3: Undecided, 4. Agree, 5: Strongly Agree

According to Table 9, in item 1, 64.80% of FMs expressed agreement or strong agreement. For item 2, although
the mean corresponds undecided (X = 3.19), 44.40% of FMs agreed or strongly agreed. In item 3, 48.20% of FMs
stated that exams were not reliable because students had the opportunity of cheating.

Qualitative Findings on FMs' Experiences in RTE

Qualitative findings obtained from FMSs' opinions on their experiences in RTE during the COVID-19 pandemic

are summarized in Figure 4.

Teaching and learning

Learning outcomes
processes (f = 40)
(r=153)
Financial costs Assessments
(f=4) (r=40)
Communication
\'I Faculty Members' Views on (F=34)
~ Remote Teacher Education
During the COVID-19
Pandemic

—
-J

.
—

(= 1382)

Technical challenges
(f=21)

Figure 4. FMs' views on their experiences in RTE during COVID-19 pandemic

In Figure 4, it is observed that the views of FMs on their experiences in RTE during the COVID-19 pandemic (f
= 382) are categorized into 12 main themes, with themes such as teaching and learning processes, assessments,
learning outcomes and communication being prominent.

223



Hatice Hanim Erol and Semra Tican Basaran

Under the learning outcomes theme, some FMs mentioned that while some PTs were able to achieve learning
outcomes determined for RTE period, others experienced learning losses, insufficient access to learning outcomes,
and graduated without gaining sufficient experience in real school environments. Direct quotations related to these
findings are provided below:

K2: "It is possible to say that there was a more dominant loss in teaching practice course, but there
were also serious learning losses in other courses."

Under the teaching and learning processes theme, FMs generally stated that due to students' preference for
watching video records of online classes later, class participation for live classes was low, interaction within the
class was low due to their preference for not participating with audio and video, and high student numbers in the
class. It was also mentioned that lecturing and question-answer were commonly used techniques in teaching-
learning processes, along with techniques such as demonstration, experimentation, and discussion. Regarding
teaching and learning materials, slides were mostly preferred, along with the use of Web 2.0 tools, videos, films,
e-books, and articles. Some FMs pointed out that uploading course materials to the LMS led to unauthorized
sharing and compromised the security of intellectual property rights. Direct quotations related to these findings
are provided below:

K1: "Students did not want to be present in class either visually or audibly..."

K11: "...I tried to make them show and do, as if they were in front of me, by putting the camera
further away and trying to do it as if it were face-to-face."

Under the assessments theme, FMs highlighted the inadequacy of exam security in online exams. Some FMs
preferred to assess through project assignments/homework instead of online exams, but they also pointed out that
reading and grading each student's project/homework was very tiresome and time-consuming. Direct quotations
related to these findings are provided below:

K17: "The first thing that came to mind in exams was exam security. We could go for question
variations, rearrange multiple-choice questions differently, different paths for students, shuffle the
choices, etc., but these can be overcome.”

Under the continuity of education theme, FMs stated that the continuity of education was ensured thanks to remote
education, and they were able to communicate with PTs via email addresses and social networks, primarily
WhatsApp groups throughout the process. However, regarding technical issues, they experienced many technical
problems such as connectivity issues and power outages throughout the remote education. In addition, regarding
motivation, FMs stated that PTs could not be present in the university environment and were deprived of the social
environments brought by the university, so the self-confidence and motivation of PTs decreased, and they
themselves also experienced a decrease in motivation during this process. Regarding health issues, it was stated
that the remote education process was physically and psychologically exhausting, and financially challenging.
Direct quotations related to these findings are provided below:

K8: "Because of the sudden disappearance of the registration due to an internet interruption or
power outage we had to redo the same lesson, this was very disadvantageous."

K16: "The university serves not only as a pathway to acquiring a profession but also as a means of
cultural, artistic, and social development. Unfortunately, these students were deprived of these
opportunities..."

Under the technological gains theme, FMs mentioned that remote education technologies provided benefits such
as being able to review lessons repeatedly, increase the number of students in the class, share documents quickly,
have more time for work, and improve technology use. Direct quotations related to these findings are provided
below:

K20: "Students could watch the lessons again and again because they were recorded, they could go
back to the points they missed..."

K2: "We are not wasting time on the road... | could focus more on my publications because | had
more time..."

K6: "The remote education enabled me to gain a better understanding of technology use in
teaching."
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Findings Regarding FMs' Recommendations for RTE

Regarding the recommendations of FMs to make the RTE more efficient, qualitative findings are summarized in
Figure 5.
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Figure 5. Recommendations of FMs for RTE

In Figure 5, it can be observed that recommendations for making the RTE more efficient are grouped under eight
themes. Among the prominent themes, in the technological infrastructure theme (f = 7), FMs suggested
strengthening the technological infrastructure and preferring interactive applications. In the education theme (f =
7), they recommended FMs and PTs to take education on the use of educational technology, and in the theme of
equal opportunities (f = 7), ensuring equal opportunities in access to remote education. Additionally, creating a
specialized technical support team for immediate intervention in technical issues, establishing clear rules for the
remote education, using alternative methods in assessment, and reducing the class sizes for efficient classroom
performance are recommended. Direct quotations related to these findings are provided below:

K.14. "There is no equal opportunity in learning here; each student comes from a different socio-
economic background... more effort is needed to ensure equal opportunities in learning."

Qualitative findings derived from FMs' recommendations for teacher education after the COVID-19 pandemic are
presented in Figure 6.
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Figure 6. Recommendations of FMs for teacher education after the COVID-19 pandemic

When examining Figure 6, it is seen that opinions of FMs are grouped under two main themes, with blended
education standing out, and based on experiences during the pandemic, FMs recommend blended model of teacher
education. Under the theme of teacher education programs, they recommended providing ethical education to PTs,
adding new courses related to remote education and digital/non-digital educational technologies, as well as adding
a technological/digital competency dimension to teacher qualifications determined by the Turkish Ministry of
National Education [MoNE] (MoNE, 2017). They also mentioned innovations such as allowing PTs to take courses
from different universities and increasing summer school courses. Direct quotations related to these findings are
provided below:

K.2. "For the future, more investment can be made in blended education..."

K.4. "...there must be competencies in the technology dimension, and courses related to this should
be added to the teacher education programs."

Quantitative Findings Regarding PTs’ Experiences in RTE
The findings regarding the general views of PTs' on RTE during COVID-19 pandemic are presented in Table 10.

Table 10
General Views of PTs on RTE During COVID-19 Pandemic

X Level of
Items 1 2 3 4 5 S5 participation
1. I am happy to receive remote f 186 172 148 117 86 2.63 Undecided
education. % 2620 2420 20.80 16,50 1210 1.35
2. | easily adapted to remote foo11 150 128 211 108 3.06 Undecided
education. % 1560 2110 1800 29.70 1520 1.33
3. Necessary announcements f 47 104 154 299 102 341
regarding remote education were Agree
made by the university in a timely % 6.60 1460 21.70 4210 1430 1.14
manner.

1: Strongly Disagree, 2: Disagree, 3: Undecided, 4. Agree, 5: Strongly Agree

According to Table 10, in the first item, 50.40% of PTs expressed dissatisfaction with remote education, while
28.60% were satisfied. In the second item, 44.90% of them stated that they were able to adapt to remote education,
whereas 36.70% mentioned that they could not adapt. In the third item, like those of FMs, 56.40% of the PTs
indicated that announcements were made by the University on time. Findings regarding PTs' views on learning
outcomes in RTE during COVID-19 pandemic are presented in Table 11.
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Table 11
Views of PTs on the Learning Outcomes in RTE During COVID-19 Pandemic

Items 1 2 3 4 5 X Level of
ss participation

1. I find it suitable to achieve the learning f 157 166 186 144 57 2.68
outcomes determined in remote education Undecided
through remate education. % 2210 2330 2620 2030 800 124
2. All learning objectives set in remote f 8 19 20 5 2 252

) ) Disagree
education were achieved. % 1480 3520 3700 930 370 098
3. I believe | have acquired the knowledge ~ f 157 158 198 145 53 2.69 .

- - . - Undecided
and skills outlined in remote education. % 2210 2220 2780 2040 750 1.23

1: Strongly Disagree, 2: Disagree, 3: Undecided, 4. Agree, 5: Strongly Agree

According to Table 11, in the first item, there was no prominent opinion, and the mean corresponds undecided (X
= 2.68). In the second item, like FMs, PTs also indicated that not all goals were achieved (X = 2.52) during the
period of remote education. In the third item, predominantly 44.30% of PTs mentioned that they did not achieve
the knowledge and skills outlined in RTE. Findings regarding PTs' views on the content of RTE during COVID-
19 pandemic are presented in Table 12.

Table 12
Views of PTs on the Content in RTE During COVID-19 Pandemic

Items 1 2 3 4 5 X Level of -
ss participation
1. The course contents in remote education  f 53 74 162 341 81 3.45
were selected in accordance with the Agree
objectives. % 7.50 1040 2280 48.00 1140 1.06
2. The topics to be covered in remote f 43 73 88 374 133 3.68
education are clearly explained at the Agree
beginning of the semester. % 6.00 10.30 1240 52.60 18.70 1.07
3. Less topics were covered in remote f 135 209 178 124 64 2.68
education compared to face-to-face Undecided
education. % 19.00 2940 25.00 17.40 9.00 1.22
1: Strongly Disagree, 2: Disagree, 3: Undecided, 4. Agree, 5: Strongly Agree
Table 13
Views of PTs on the Teaching and Learning Processes in RTE During COVID-19 Pandemic
Items 1 2 3 4 5 X Level of
ss participation
1. I find LMS, which is the university's 67 7 139 308 120 3.47 Adree
remote education platform, useful. %  9.40 10.80 1950 4330 1690 1.17 g
2. Other applications should be used instead f 58 114 231 153 151 3.30 .
- . Undecided
of Adobe Connect in remote education. % 820 16.00 3250 2150 2120 1.23
3. The digital course materials used in f 140 169 196 148 53 2.70 .
: . Undecided
remote education were sufficient. % 1970 2380 2760 2080 7.50 1.22
4. Active learning methods were used in f 7 127 286 169 57 3.02 .
. Undecided
remote education. % 1000 17.90 4020 2380 8.00 107
5. In remote education; I usually kept my f 235 239 94 105 37 2.25 .
Disagree

camera and microphone on during lessons. % 3310 3360 1320 1480 5.20 1.21

6. The most inefficient courses in remote f 7 63 155 167 255 3.66
education were those that required practice. o, 10.00 8.90 21.80 2350 3590 1.31

1: Strongly Disagree, 2: Disagree, 3: Undecided, 4. Agree, 5: Strongly Agree

Agree
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According to Table 12, in the first item, 59.40% and in the second item, 71.30% of PTs expressed agreement and
strong agreement, parallel to the views of FMs. Although the mean in the third item indicates undecided, the
opinions of PTs are weighted towards disagree (29.40%) and strongly disagree (19.00%). Findings regarding PTs'
views on the teaching and learning in RTE are presented in Table 13.

According to Table 13, in the first item, like FMs, 60.20% of PTs found LMS useful during the period of RTE. In
the second item, although there is a predominance (42.70%) of agreement and strong agreement, there is also a
high percentage (32.50%) of undecided responses. In the third item, while 43.50% of PTs disagreed or strongly
disagreed, in the fourth item, although the majority (40.20%) were undecided, 27.90% disagreed or strongly
disagreed. The fifth item has the lowest mean (X = 2.25), and in the sixth item, the majority of the PTs (59.40%)
agree or strongly agree. Findings regarding PTs' views on the assessment in RTE are presented in Table 14.

Table 14
Views of PTs on the Assessment in RTE During COVID-19 Pandemic

X Level of

Items 1 2 3 4 > ss participation
1. I received feedback from the FMs f 76 105 136 272 121 3.36
regarding the homeworks and projects | did Undecided
during the remote education. % 1070 1480 1910 3830 1700 1.23
2. In remote education; 1 did not encounter ~ f 222 203 83 122 81 2.49 )

. - Disagree
any technical problems during the exams. % 3120 2860 1170 17.20 1140 1.38
3. | believe that, exams taken in remote f222 117 168 132 71 2.59 Disagree
education are not reliable. % 3120 1650 2360 1860 10.00 1.35

1: Strongly Disagree, 2: Disagree, 3: Undecided, 4. Agree, 5: Strongly Agree

Upon examining Table 14, it is noted that in the first item, the consensus (55.30%) is in favor of agree and strongly
agree. The second item has the lowest mean (X'= 2.49), indicating that 59.80% of PTs encountered technical issues.
In the third item, opinions tend to lean towards disagree (X = 2.59), indicating that PTs, like FMs, also believe that
online exam results are not sufficiently reliable.

Qualitative Findings on PTs' Experiences in RTE

Qualitative findings regarding PTs' views on their experiences in RTE during the COVID-19 pandemic are
summarized in Figure 7.
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Figure 7. PTs' views on their experiences in RTE during COVID-19 pandemic
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Figure 7 shows that, the views of PTs on RTE during the COVID-19 pandemic (f = 547) are grouped under 12
themes, with themes such as teaching and learning processes, assessments, communication, and learning outcomes
standing out.

Under the learning outcomes theme, some PTs expressed the view that access to learning outcomes varied
depending on the PTs, but the consensus is that particularly in practice courses, learning outcomes were not
achieved. Direct quotations related to these findings are provided below:

K.3. "In our online first aid class, teacher demonstrated first aid practically, but we couldn't see it
live. When | become a teacher, if a child suddenly gets sick in class, | might panic and not know how
to behave."

Under the teaching and learning processes theme, PTs mentioned that classroom environments were generally
passive. Due to the availability of video records of online classes for later watching with no deadline, class
participation was low, and interaction was minimal. They attributed the low active participation in online classes
mainly to Adobe Connect's inability to support active participation and the high class sizes. PTs also noted that
online classes predominantly favored lecturing and question-answer as teaching strategies, relying mostly on slides
as teaching materials, supplemented by videos, articles, and the use of web 2.0 tools. Direct quotations related to
these findings are provided below:

K.14. "No one attended most classes, they were watched later, there was no classroom environment,
no communication."

K.14. "Mostly FMs just read off slides, there was lecturing."

Within the assessments theme, PTs emphasized that online exams lacked sufficient exam security measures, and
the rules implemented to enhance exam security increased PTs’ exam anxiety, ultimately rendering the exams
unreliable. Additionally, some PTs mentioned that FMs were generous in grading, giving high grades to everyone,
resulting in a lack of fairness in evaluation. Direct quotations related to these findings are provided below:

K.12. "Time was limited in exams. I was extra anxious during the exam...”
K.14. "I don't think a fair evaluation was made..."

Within the communication theme, PTs reported having trouble in communicating with FMs during the RTE and
noted a decrease in communication with their peers. Under the technical difficulties theme, they mentioned facing
technical problems such as power outages and disconnections throughout the remote education. Under the
socialization theme, they indicated not being able to be in social environments enough. Under the health issues
theme, they expressed experiencing physical and psychological problems. Lastly, under the motivation theme,
they indicated a low motivation throughout the remote education. Direct quotations related to these findings are
provided below:

K.7. "There were those who didn't have internet, didn't have a computer, or had to share a computer
with many others."

K.13. "Socialization was very bad, | closed myself off, didn't communicate with people, disconnected
from school..."

K.15. "Back pain from sitting at the computer because of not being able to move; eye pain ..."

In the academic gains theme, PTs defined the advantages of remote education as being able to watch online class
video records whenever they wanted, access course materials from the system, and having more free time as they
didn't go to university. In the financial expenses theme, they highlighted several advantages of remote education,
including the absence of expenses such as transportation and accommodation, as well as the flexibility to work
and earn money by watching video recordings of classes later. However, they also mentioned acquiring necessary
equipment such as computers, smartphones, and internet access as financial disadvantages. Direct quotations
related to these findings are provided below:

K.1. "FMs recorded the classes, we could watch them later... thanks to the pandemic, I got a job, 1
could financially help my family and at the same time tried to deal with my classes..."

K.12. "I had to get internet, buy a computer and my family had financial difficulties."
Findings Regarding PTs' Recommendations for RTE

The qualitative findings obtained from the recommendations of PTs to make the remote education process more
efficient are provided in Figure 8.
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Figure 8. Recommendations of PTs for RTE

In Figure 8, the recommendations of PTs (f = 82) are grouped under 8 themes, among which the themes of
teaching-learning process, assessment, and evaluation, strengthening technological infrastructure, and support for
students stand out. In the theme of the teaching and learning process, PTs have recommended the effective
processing of classes through interactive video conferencing software using various materials, the establishment
of classroom rules such as mandatory participation with camera and microphone during classes, ensuring high
communication between PTs and FMs, setting clearly defined and infrequently changed rules, and effective use
of technology by FMs. In the assessments theme, some PTs believe that alternative methods such as process-based
assessment and project-based assessment would be more efficient instead of online exams, but they also mentioned
that online tests and exams could be developed. In the assessments theme, certain PTs suggested that employing
formative evaluation and alternative assessment approaches such as project-based evaluation could prove more
effective evaluations than relying solely on summative evaluation strategies like online tests. Nevertheless, they
have also acknowledged the potential for further development in online testing and other assessment strategies.
Additionally, they suggested having exam advisors to contact in case of any issues during exams, creating and
sharing grading criteria with students before exams, and obtaining feedback from students would be beneficial.
Furthermore, in the theme of strengthening technological infrastructure, they suggested strengthening internet
infrastructure, addressing technological deficiencies with university or government support under the theme of
support for students; organizing online activities such as online student meetings to facilitate socialization,
suggesting that break times could be longer in the theme of breaks between classes, and finally, in the theme of
raising awareness among families, providing educational activities to raise awareness among families about their
responsibilities in remote education. Direct quotations regarding these findings are provided below:

K.7. "Online exams are really troublesome. Online exams definitely need to be worked on and
improvements made."

K.24. "... we need to solve the internet problem. There is no infrastructure in villages, you can't
even connect to the internet..."
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K.12. "Many students experienced financial difficulties. ... the state could have provided discounts
for computers.”

K.2. "They could have used different teaching materials. No one used such things, reduced
efficiency.”

The recommendations of PTs for teacher education after the COVID-19 pandemic are provided in Figure 9.
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Figure 9. Recommendations of PTs for teacher education after the COVID-19 pandemic

When examining Figure 9, it is observed that the recommendations of PTs (f = 34) are grouped under four main
themes, with the themes of educational model and teacher education program standing out. In the theme of
educational model, it is seen that most PTs recommended face-to-face education, while some suggest blended
teacher education after pandemic. Under the theme of teacher education programs, they propose adding new
courses related to remote education and educational technologies to equip PTs with technological competencies
and conducting remedial education to address learning deficiencies raised during the remote education. They also
suggested that increasing the teaching practices in real school environments (school practices), and technology
could continue to be effectively used in educational settings. Direct quotations regarding these findings are
provided below:

K.9. "In my opinion, remote education is more disadvantaged compared to face-to-face education...
face-to-face education is much better."

K.8. "We should give more emphasis to courses related to remote education in our curriculum.”

K.24. "The pandemic period was a bit uncertain, so it was a lost period. | think there should be
remedial education...”

Discussion, Conclusion and Recommendations

With the rapid transition to remote education, both FMs and PTs initially struggled but eventually adapted to
remote learning. Kaysi (2020) noted that university students had a high level of adaptation to remote education,
while Wingo et al., (2017) stated that as FMs gained experience and their adaptation to online environments
increased. Considering the continuation of education processes in online environments, it is recommended that
FMs stay current with developments in educational technologies.

Participants believe that PTs could not acquire many social skills due to physically not being in the university
environment. The literature also highlights that remote education often lacks opportunities for students to engage
in socialization environments, thereby inadequately supporting their social development. (Karahan et al., 2020;
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Paydar & Dogan, 2019). In addition to not gaining sufficient social skills, participants believe that learning goals
were not adequately achieved in classes, particularly in courses requiring practice, leading to significant learning
gaps. Other studies also highlight similar results (e.g. Giindeger & Giindogdu, 2023). Socialization holds
significant importance among the expectations of PTs from university. Therefore, it is recommended that online
environments be utilized not only for teaching but also for organizing social and cultural activities by universities
or student clubs to promote socialization. Additionally, compensatory training programs should be implemented
to address any learning gaps that may arise during remote education, ensuring they do not hinder future learning.

The pandemic had negative effects on the physical and psychological health of the participants. Sedentary lifestyle
and continuous exposure to screen led to physical health problems, while staying at home for a long time, not
being able to socialize, and health concerns led to psychological issues. Jeong and Lee (2022), and Y18 (2023)
have also reported similar results, while Tiiziin and Y6riik-Toraman (2021) suggested providing individuals with
more psychological support in pandemic. Based on this, centers where FMs and PTs can receive psychological
support could be established to address these issues, and informational sessions about computer usage and
ergonomics could be conducted to minimize physical health problems.

Adobe Connect application was generally preferred in RTE in the university at the focus of this study. Findings
from the study suggest that Adobe Connect did not adequately support active participation. Istanbul University
(2020) reported low satisfaction with Adobe Connect in their remote education report, and Ersen and Yumak
(2021) stated that this dissatisfaction stemmed from issues such as freezing, audio delays, and lack of mobile
device access. Additionally, this study found that participants encountered technical issues (connection
interruptions, power outages, etc.) during the process, consistent with findings in the literature (Lai & Widmar,
2021; Yorganci, 2022). Considering these findings, it is recommended to prefer interactive software that supports
active participation in the future.

While FMs mentioned using digital course materials in classes, PTs expressed dissatisfaction with their adequacy
and indicated that FMs did not effectively use technology. It was found that in online classes commonly used
teaching materials like slides, videos, articles did not sufficiently support active learning, alongside a limited
number of Web 2.0 tools. Other studies also support this finding (e.g. Cakir & Akincan, 2021). Hence, in addition
to providing in-service training for FMs on preparing digital course materials, it is suggested that universities
establish educational technology support units, consisting of experts, to assist in the development of effective and
high-quality teaching materials.

It was evident that there was low classroom interaction and inactive class environments in remote education.
Simple lecturing and question-answer methods were mostly used in RTE, resulting in difficulties for PTs to focus,
reduced interest in classes, and inability to actively participate in classes by keeping their cameras and microphones
off, negatively impacting classroom interaction. Other studies also indicate decreased interaction in instructional
procedures (Bozkurt, 2017; Caliskan, 2023). In line with these results, it is recommended to organize in-service
training sessions for FMs to develop skills in designing, engaging, participatory, and interactive online courses,
and to enhance professional networks with good examples.

The urgent transition to remote education also had significant effects on the assessment in teacher education (Sahu,
2020). During this period, FMs conducted assessments through online exams, projects, or assignments.
Participants perceived online exams disadvantaged in terms of reliability and considered assignments as unfairly
graded. PTs felt that grading was lenient in assignments. FMs also mentioned that the grading process for
assignments took too much time. Relevant studies also indicate that project assignments significantly increase the
workload for FMs, especially in large classes (Seren et al., 2020; Tiiziin & Yoriik-Toraman, 2021). Moreover, the
distance nature of exams made it difficult to conduct sufficient supervision due to each student being in a different
environment, negatively affecting exam security. Studies suggest that online exams have a high risk of ethical
violations and low reliability (Ersen & Yumak, 2021; Saleh, 2020). FMs implemented various measures, such as
shuffling question orders and closing transitions between questions, to enhance exam security. However, these
measures inadvertently heightened exam anxiety among some PTs, consequently impacting the reliability of
assessments negatively. Other studies also indicate that students experience exam anxiety in online exams
(Karahan et al., 2020; Ozer & Turan, 2021). Therefore, it is recommended to provide in-service training for FMs
to enhance their professional competencies in distance assessment and to improve the reliability of distance
assessments in RTE by implementing alternative assessment strategies.

This study is limited to the experiences and recommendations of FMs and PTs at the Education Faculty of Mugla
Sitki Kogman University regarding RTE during the COVID-19 pandemic. Researchers are encouraged to
undertake fresh investigations comparing these experiences with those of other faculties of education in Tiirkiye
and with the experiences of the countries that have excelled in remote education.

232



Remote Teacher Education During the COVID-19 Pandemic: Experiences and Recommendations

Acknowledgement

We express our gratitude to all participants who contributed to the realization of this study through their voluntary
participation.

Declaration of Competing Interest

As the authors, we declare that there are no financial or non-financial conflicts of interest that could affect this
research.

Funding

As the authors, we declare that we have not received any financial support related to this research from any public,
commercial, or non-profit organizations.

Ethics Committee Permission Information: This research was conducted with the permission granted by the

Mugla Sitki Kogman University Ethics Committee for Social and Human Sciences Research, under decision
number 175, dated 07/05/2021.

233



Hatice Hanim Erol and Semra Tican Basaran

References / Kaynakc¢a

Bozkurt, A. (2017). Tiirkiye’de uzaktan egitimin diinii, bugiinii ve yarim1 [The past, present and future of the
distance education in Turkey]. Agikogretim Uygulamalart ve Arastirmalart Dergisi, 3(2), 85-124.
https://dergipark.org.tr/tr/pub/auad/issue/34117/378446

Biiyiikoztiirk, S., Kilig-Cakmak, E., Akgiin, E. O., Karadeniz, S., & Demirel, F. (2020). Bilimsel arastirma
yontemleri [Scientific research methods] (34th ed.). Pegem Akademi Yayincilik.

Creswell, J. W. (2009). Research design. Qualitative, quantitative and mixed methods approaches (3rd ed.). Sage
Publications.

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

Cakir, R., & Akincan, E. (2021). Advices and suggestions to increase the performance of instructors teaching in
the distance education process. International Journal of Field Education, 7(2), 134-165.
https://doi.org/10.32570/ijofe.1012742

Caligkan, R. (2023). Problems encountered by English teachers during remote education process in the pandemic
period. Journal of National Education, 3(2), 361-373. https://doi.org/10.5281/zen0odo.7691353

Celik, Z. (2020). COVID-19 salgininin gélgesinde egitim: Riskler ve oneriler [Education in the shadow of the
COVID-19 pandemic: Risks and recommendations]. Egitim-Bir-Sen, (Focus Analysis No. 5), 2-52.
https://doi.org/10.13140/RG.2.2.34400.30723

Erkut, E. (2020). Higher education after COVID-19. Journal of Higher Education, 10(2), 125-133.
https://doi.org/10.2399/y0d.20.002

Ersen, Z. B., & Yumak, Y. (2021). Preservice mathematics teachers' views on distance education applications
during the COVID-19 pandemic process. Cumhuriyet International Journal of Education, 10(4), 1449-1470.
http://dx.doi.org/10.30703/cije.853688

Giindeger, C., & Gindogdu, R. (2023). Opinions of psychological counseling and guidance undergraduate students
on the conduct of practical courses in the process of distance education. Mehmet Akif Ersoy University
Journal of Faculty of Education, (65), 114-134. https://doi.org/10.21764/maeuefd.1047615

Giirbliz, S., & Sahin, F. (2018). Sosyal bilimlerde arastirma yontemleri. Felsefe-Yontem-Analiz [Research methods
in social sciences. Philosophy-Method-Analysis] (5th ed.). Se¢kin Yayincilik.

HEC. (2020a). Egitim birimlerine gore dgrenci ve dgretim elemanlari sayilari, 2020-2021 [Number of students &
teaching staff by educational wnstitutions, 2020-2021]. https://istatistik.yok.gov.tr/

HEC. (2020b). YOK 'ten egitim fakiiltelerine onemli yetki devri karart [An important decision from YOK on
delegation of authority]. https://www.yok.gov.tr/Sayfalar/Haberler/2020/egitim-fak%C3%BCltelerine-

yetki-devri.aspx

HEC. (2020c). Yiiksekogretim kurumlarinda uzaktan ogretime iliskin usul ve esaslar [Procedures and principles
regarding distance education in higher education institutions].
https://www.yok.gov.tr/Documents/Kurumsal/egitim_ogretim_dairesi/Uzaktan _ogretim/yuksekogretim-
kurumlarinda-uzaktan-ogretime-iliskin-usul-ve-esaslar.pdf

HEC. (2024). Ogrenci sayiar: ézet tablosu, 2022-2023 [Summary table of number of students, 2022-2023].
https://istatistik.yok.gov.tr/

Istanbul University. (2020). Uzaktan egitim degerlendirme raporu 6gretim elemant ve égrenci anketleri [Distance
education evaluation report, instructor, and student surveys].
https://cdn.istanbul.edu.tr/FileHandler2.ashx?f=uzaktan-eg%CC%86itim-deg%CC%86erlendirme-

raporu.pdf

Jeong, H., & Lee, B. (2022). The factor structure of the hospital anxiety depression scale adapted for Korean
preschool prospective teachers during the coronavirus disease 2019 pandemic. Psychiatry and Clinical
Psychopharmacology, 32(3), 196-204. https://doi.org/10.5152/pcp.2022.22426

Karahan, E., Bozan, M. A., & Akgay, A. O. (2020). The online learning experiences of primary school pre-service
teachers during the COVID-19 pandemic process. Electronic Turkish Studies, 15(4), 201-214.
https://dx.doi.org/10.7827/TurkishStudies.44348

234


https://dergipark.org.tr/tr/pub/auad/issue/34117/378446
https://doi.org/10.32570/ijofe.1012742
https://doi.org/10.5281/zenodo.7691353
https://doi.org/10.13140/RG.2.2.34400.30723
https://doi.org/10.2399/yod.20.002
http://dx.doi.org/10.30703/cije.853688
https://doi.org/10.21764/maeuefd.1047615
https://istatistik.yok.gov.tr/
https://www.yok.gov.tr/Sayfalar/Haberler/2020/egitim-fak%C3%BCltelerine-yetki-devri.aspx
https://www.yok.gov.tr/Sayfalar/Haberler/2020/egitim-fak%C3%BCltelerine-yetki-devri.aspx
https://www.yok.gov.tr/Documents/Kurumsal/egitim_ogretim_dairesi/Uzaktan_ogretim/yuksekogretim-kurumlarinda-uzaktan-ogretime-iliskin-usul-ve-esaslar.pdf
https://www.yok.gov.tr/Documents/Kurumsal/egitim_ogretim_dairesi/Uzaktan_ogretim/yuksekogretim-kurumlarinda-uzaktan-ogretime-iliskin-usul-ve-esaslar.pdf
https://istatistik.yok.gov.tr/
https://cdn.istanbul.edu.tr/FileHandler2.ashx?f=uzaktan-eg%CC%86itim-deg%CC%86erlendirme-raporu.pdf
https://cdn.istanbul.edu.tr/FileHandler2.ashx?f=uzaktan-eg%CC%86itim-deg%CC%86erlendirme-raporu.pdf
https://doi.org/10.5152/pcp.2022.22426
https://dx.doi.org/10.7827/TurkishStudies.44348

Remote Teacher Education During the COVID-19 Pandemic: Experiences and Recommendations

Kaysi, F. (2020, September). COVID-19 salgini siirecinde Tiirkiye'de gerceklestirilen uzaktan egitimin
degerlendirilmesi [Evaluation of distance education in Turkiye during the COVID-19 pandemic]. 5th
International Scientific Research Congress, Istanbul.
https://www.researchgate.net/publication/344418456_COVID-

19 Salgini_Surecinde_Turkiye%27de Gerceklestirilen_Uzaktan_Egitimin_Degerlendirilmesi

Keegan, D. (1995). Distance education technology for the new millennium compressed video teaching. ZIFF
Papiere 101, 1-43. https://eric.ed.gov/?id=ED389931

Lai, J., & Widmar, N. O. (2021). Revisiting the digital divide in the COVID-19 era. Applied Economic Perspectives
and Policy, 43(1), 458-464. https://doi.org/10.1002/aepp.13104

Merriam, S. B. (2018). Nitel arastirma: Desen ve uygulama i¢in bir rehber [Qualitative research: A guide to
design and implemantation]. (S. Turan. translation ed.) (3rd ed.). Nobel Akademik Yaymcilik. (Original
publication date 2009).

MONE. 2017. Ogretmenlik meslegi genel yeterlikleri [General qualifications for the teaching profession].
https://oygm.meb.gov.tr/dosyalar/StPrg/Ogretmenlik_Meslegi_Genel_Yeterlikleri.pdf

Ozer, S., & Turan, E. Z. (2021). Opinions of prospective teachers about distance education due to COVID-19.
Turkish Studies - Education, 16(2), 1049-1068. https://dx.doi.org/10.47423/TurkishStudies.48147

Paydar, S., & Dogan, A. (2019). Prospective teachers' views on open and distance learning environments.
Education and Technology, 1(2), 154-162. https://dergipark.org.tr/tr/pub/egitek/issue/50136/650237

Sahu, P. (2020). Closure of universities due to coronavirus disease 2019 (COVID-19): Impact on education and
mental health of students and academic staff. Cureus, 12(4), 1-6. https://doi.org/10.7759/cureus.7541

Saleh, S. E. (2020). Remote teaching for higher education: opportunities and challenges. First International
Conference, (6), 1-10.
https://www.academia.edu/download/65014213/9 Remote_Teaching_for_Higher Education_Opportunitie
s_and_Challenges.pdf

Seren, N., Tut, E., & Kesten, A. (2020). Distance education in corona virus times: Opinions of lecturer’s primary
education department. Turkish Studies, 15(6), 4507-4524. http://dx.doi.org/10.47423/TurkishStudies.46472

Teddlie, C., & Tashakkori, A. (2009). Foundations of mixed methods research: Integrating quantitative and
qualitative approaches in the social and behavioral sciences (1st ed.). Sage Publications.

TEDMEM. (2021). 2020 Egitim degerlendirme raporu [2020 education evaluation report]. (TEDMEM
Evaluation Series 7). Turkish Education Association. https:/tedmem.org/yayin/2020-egitim-degerlendirme-

raporu

The World Bank Group (2020). Individuals using the internet (% of population).
https://data.worldbank.org/indicator/IT.NET.USER.ZS

Tiiziin, F., & Yoériik-Toraman, N. (2021). Factors affecting distance education during pandemic. Omer Halisdemir
University Faculty of Economics and Administrative Sciences Journal, 14(3), 822-845.
https://doi.org/10.25287/ohuiibf.780189

UNESCO. (2021). UNESCO COVID-19 education response.
https://unesdoc.unesco.org/ark:/48223/pf0000378174

Wedemeyer, C. A. (1981). Learning at the back door: Reflections on nontraditional learning in the lifespan (1st
ed.). IAP.

Wingo, N. P., lvankova, N. V., & Moss, J. A. (2017). Faculty perceptions about teaching online: Exploring the
literature using the technology acceptance model as an organizing framework. Online Learning, 21(1), 15-
35. https://doi.org/10.24059/0lj.v21i1.761

Yamane, T. (2001). Temel ornekieme yontemleri [Basic sampling methods] (1st ed.). (A. Esin, M. A. Bakir, C.
Aydin ve E. Giirbiizsel translation eds.). Literatiir Yaymcilik. (Original publication date 1967).

Y18, K. G. (2023). Experiences of mathematics education prospective teachers in the emergency remote education:
Reflections on the new normal. Mehmet Akif Ersoy University Journal of Faculty of Education, (65), 549-
577. https://doi.org/10.21764/maeuefd.1162499

Yildinim, A., & Simsek H. (2016). Sosyal bilimlerde nitel arastirma yontemleri [Qualitative research methods in
the social sciences] (12th ed.). Se¢kin Yayincilik.

235


https://www.researchgate.net/publication/344418456_Covid-19_Salgini_Surecinde_Turkiye%27de_Gerceklestirilen_Uzaktan_Egitimin_Degerlendirilmesi
https://www.researchgate.net/publication/344418456_Covid-19_Salgini_Surecinde_Turkiye%27de_Gerceklestirilen_Uzaktan_Egitimin_Degerlendirilmesi
https://eric.ed.gov/?id=ED389931
https://doi.org/10.1002/aepp.13104
https://oygm.meb.gov.tr/dosyalar/StPrg/Ogretmenlik_Meslegi_Genel_Yeterlikleri.pdf
https://dx.doi.org/10.47423/TurkishStudies.48147
https://dergipark.org.tr/tr/pub/egitek/issue/50136/650237
https://doi.org/10.7759/cureus.7541
https://www.academia.edu/download/65014213/9_Remote_Teaching_for_Higher_Education_Opportunities_and_Challenges.pdf
https://www.academia.edu/download/65014213/9_Remote_Teaching_for_Higher_Education_Opportunities_and_Challenges.pdf
http://dx.doi.org/10.47423/TurkishStudies.46472
https://tedmem.org/yayin/2020-egitim-degerlendirme-raporu
https://tedmem.org/yayin/2020-egitim-degerlendirme-raporu
https://data.worldbank.org/indicator/IT.NET.USER.ZS
https://doi.org/10.25287/ohuiibf.780189
https://unesdoc.unesco.org/ark:/48223/pf0000378174
https://doi.org/10.24059/olj.v21i1.761
https://doi.org/10.21764/maeuefd.1162499

Hatice Hanim Erol and Semra Tican Basaran

Yorganci, O. K. (2022). The views of Turkish education lecturers on technological competencies. Journal of
Mother Tounque Education, 10(1), 177-198. http://dx.doi.org/10.16916/aded.1050519

236


http://dx.doi.org/10.16916/aded.1050519

ISSN: 1307-4474 EGE EGITIM DERGIS] 25(3), 2024, 237 - 259

Ogretmenlerin Lisans Diizeyinde Aldiklar1 Ogretim Yéntem ve Teknikleri Egitimine Yonelik Bir
inceleme*

Yeliz Tunga™?, Berkan Celik? ve Kiirsat Cagiltay®

Oz Anahtar Sozciikler
Literatiirde 6gretim yontem ve teknik bilgisinin dgretmenlerin mesleki repertuarinda 6nemli bir yer Ogretim yontemleri
tuttugu ve etkili bir 6gretim i¢in genis bir repertuar gerekliligi vurgulanmaktadir. Bu ¢aligma, Ogretim teknikleri
Ogretmenlerin 6gretim yontem ve teknikleri tercihlerinin branglara gore nasil sekillendigini inceleyerek, Ogretmen egitimi
ogretmenlerin bu yontem ve tekniklerin 6grenildigi lisans diizeyinde aldiklari 6gretim yontem ve Ogretmen algilar
teknikleri egitimine yonelik goriislerini ve bu tiir bir egitime ihtiya¢ duyma durumlarmi tespit etmeyi Dijital 6gretmenler projesi

amaglamaktadir. Arastirma yontemi olarak betimsel bir aragtirma benimsenmis ve katilimeilar Dijital
Ogretmenler Projesi kapsaminda diizenlenen egitimlere katilan 965 ilkokul ve ortaokul
ogretmenlerinden olugmustur. Veri toplama araci olarak sunum hazirlama 6devi ve anket formu

Makale Hakkinda

Gonderim Tarihi

kullamlmugtir. Katilimeilarin hazirladifi sunumlar ve anket cevaplan betimsel istatistikler ve igerik 27 May1s 2024
analizi kullanilarak analiz edilmistir. Ogretmenlerin sunum hazirlamayi tercih ettikleri yontem ve Kabul Tarihi
teknikler arasinda siklikla alt1 sapkali diisiinme, beyin firtinasi, problem ¢6zme ve drama gibi geleneksel 15 Kasim 2024
yontem ve tekniklerin 6n planda oldugu belirlenmistir. Bunun yani sira, ¢alisma sonucunda Makale Tiirii

6gretmenlerin yarisindan fazlasi lisans diizeyinden verilen 6gretim yontem ve teknikleri egitimini yeterli
bulmadiklar ifade etmislerdir. Arastirmanin bulgulari, 6gretmenlerin 6gretim yontem ve tekniklerine
iligkin mesleki ihtiyaglarinin ve beklentilerinin anlasilmasi agisindan 6nemli bir katki saglamaktadir.

Arastirma Makalesi

An Examination of Teachers' Teaching Methods and Techniques Training at Undergraduate
Level

Abstract Keywords
In the literature, it is emphasized that knowledge of teaching methods and techniques has an important Teaching methods
place in teachers' professional repertoire and that a wide repertoire is necessary for effective teaching. Teaching techniques
This study aims to examine how teachers' preferences for instructional methods and techniques vary by Teacher education
subject area, as well as to determine their views on the undergraduate training they received in these Teacher perceptions
methods and techniques and their perceived need for such training. Descriptive research was adopted as Digital teachers project
the research method, and the participants consisted of 965 primary and secondary school teachers who .

participated in the training organized within the scope of the Digital Teachers Project. A presentation Avrticle Info
assignment and a survey form were used as data collection tools. The presentations prepared by the Received
participants and the survey responses were analyzed using descriptive statistics and content analysis. It May 27, 2024
was determined that traditional methods and techniques such as six-hat thinking, brainstorming, Accepted
problem solving, and drama were at the forefront among the methods and techniques that teachers November 15, 2024
preferred to prepare presentations. In addition, more than half of the teachers stated that they did not Article Type
find the teaching methods and techniques training given at the undergraduate level sufficient. The Research Paper

findings of the study make an important contribution to understanding teachers' professional needs and
expectations regarding teaching methods and techniques.

Anf Tunga, Y., Celik, B. ve Cagiltay, K. (2024). Ogretmenlerin Lisans Diizeyinde Aldiklar1 Ogretim Yontem ve Teknikleri Egitimine Yonelik
Bir Inceleme. Ege Egitim Dergisi, 25(3), 237-259. doi: https://doi.org/10.12984/egeefd.1490903

“ Bu calisma 8. Uluslararas1 Avrasya Egitim Arastirmalart Kongresi’nde (EJER 2021) sozli bildiri olarak sunulmustur. [This study was
presented as an oral paper at the 8th International Eurasian Educational Research Congress (EJER 2021)]

™ Sorumlu Yazar / Corresponding Author

42 Manisa Celal Bayar Universitesi, Egitim Fakiiltesi, Bilgisayar ve Ogretim Teknolojileri Egitimi, Tiirkiye, yeliz.tunga@cbu.edu.tr

20 Van Yiiziincii Y1l Universitesi, Bagkale Meslek Yiiksekokulu, Bilgisayar Teknolojileri, Tiirkiye, berkancelik@yyu.edu.tr

3(9Sabanct  Universitesi, Miihendislik ve Doga Bilimleri Fakiiltesi, Bilgisayar Bilimi ve Miihendisligi, Tiirkiye,
kursat.cagiltay@sabanciuniv.edu

@ This paper is licensed under Creative Commons Attribution-NonCommercial-NoDerivatives 4.0 terms.
237


https://doi.org/10.12984/egeefd.1490903
mailto:yeliz.tunga@cbu.edu.tr
mailto:berkancelik@yyu.edu.tr
mailto:kursat.cagiltay@sabanciuniv.edu
https://orcid.org/0000-0002-4046-4198
https://orcid.org/0000-0002-7068-8918
https://orcid.org/0000-0003-1973-7056
https://creativecommons.org/licenses/by-nc-nd/4.0/deed.en

Yeliz Tunga, Berkan Celik ve Kiirsat Cagiltay

Extended Abstract
Introduction

Teachers play a crucial role in the planning and execution of education and training activities. Therefore, their
qualifications are vital for an effective and efficient education process (Seferoglu, 2004). One important
qualification is knowledge of teaching methods and techniques. Some researchers define teachers' knowledge of
teaching methods, techniques, and strategies as a professional repertoire, arguing that effective teachers should
have a broad repertoire (Arends, 2004). The primary task of the teacher is to equip students with the necessary
knowledge and skills. To achieve this, teachers should facilitate effective learning by employing various teaching
methods and techniques according to a teaching plan (Y1lmaz & Karatas, 2023). Kosterelioglu (2019) asserts that
content knowledge alone is insufficient; teachers must also have extensive knowledge of teaching methods.
Additionally, studies on effective teacher qualifications emphasize the importance of the ability to utilize teaching
methods and techniques as a core professional competency (Demirel, 1999; Karakelle, 2005; Ozkan & Arslantas,
2013; Sahin, 2011).

Educational sciences courses, including the compulsory principles and methods of teaching course, are
fundamental in building teachers' professional repertoire. This course aims to impart theoretical knowledge and
practical skills, making it pivotal in shaping teachers' performance in their professional lives. Evaluating and
improving this course is essential, yet the number of studies on its effectiveness is limited. This gap makes it
challenging to assess the course's efficacy and the practicality of the methods and techniques taught. Key questions
include whether these methods and techniques are deemed adequate by teachers and which ones are used in real
educational settings. This research aims to address these questions by collecting opinions from public school
teachers, providing suggestions for improving teaching methods courses and teacher training practices. Existing
studies on teaching methods and techniques often focus on preferences and their reasons, mostly involving
classroom and science teachers, with limited large-sample studies. Therefore, research with a larger and more
representative sample group, including teachers from various subjects, can significantly contribute to the field.

Method

This descriptive research involved 965 teachers from primary and secondary schools participating in the Digital
Teachers Project, which aimed to enhance teachers' digital literacy through training sessions on various educational
topics. The participants, from 14 different subjects, were teachers working in schools affiliated with the Ministry
of National Education in 15 Turkish cities. Data were collected using a presentation assignment and a survey. The
presentation assignment required teachers to prepare a presentation about any teaching method or technique,
whereas the survey gathered detailed responses about their experiences and the adequacy of their method or
technique training at the undergraduate level. The data were analyzed using descriptive statistics and content
analysis.

Findings

The data analysis from the presentations and survey responses provided a robust depiction of the current state of
teaching methods and techniques among the teachers. The results revealed that traditional teaching methods and
techniques such as the six thinking hats technique, brainstorming, problem-solving, and drama were frequently
employed by teachers in their presentation assignments. These methods were preferred for their versatility and
effectiveness in engaging students and fostering a dynamic learning environment. However, a significant finding
of the study was the reported insufficiency of methods and techniques training at the undergraduate level. Over
half of the participants expressed concerns that the training did not fully prepare them for the practical demands
of teaching, indicating disconnection between theoretical training and practical application. Many teachers felt the
need for ongoing professional development opportunities to continuously improve their instructional skills.

Discussion and Conclusion

This study has revealed findings that will enable an understanding of teachers' knowledge and preferences in
teaching methods and techniques. The study highlighted that teachers have a broad knowledge of teaching methods
and techniques, preparing presentations on 71 different topics. However, some teachers prepared presentations on
educational literature rather than teaching methods or techniques, indicating a lack of understanding of these
concepts. This confusion, despite written and verbal instructions for the presentation assignment, aligns with
Demir and Ozden (2013), who found that teachers often struggle to define the concepts of method and technique.
More research is needed to draw definitive conclusions.

The most preferred presentation topic by the teachers was the six thinking hats technique, followed by
brainstorming, problem solving and drama. Female teachers prepared presentations on more topics than male
teachers, but this difference can be explained by the higher number of female participants. When the presentation
preferences of the teachers were analyzed according to their gender and subject, it was seen that six thinking hats,
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brainstorming, problem solving, and drama were prominent in both groups. Participant teachers preferred to
prepare presentations about their favorite and most used methods. These results contrast with some studies in the
literature. For example, Giiven Yildirim et al. (2016) and Yilmaz (2017) found that science education teacher
candidates mostly preferred the lecture method as well as classroom teachers (Demir & Ozden, 2013) and science
education teachers (Bardak & Karamustafaoglu, 2016). This difference can be explained by the motivation of the
participant group. The participants of this study were highly motivated teachers who voluntarily participated in
the Digital Teachers Project. It can be said that these teachers adopted more student-centered methods by
overcoming the classroom management difficulties mentioned in other studies (Bardak & Karamustafaoglu, 2016;
Demir & Ozden, 2013; Kayabasi, 2012). In the study, it was determined that teaching methods and techniques
courses were often not sufficient. More than half of the teachers expressed a need for additional training in these
areas. These findings suggest that both in-service and pre-service training on teaching methods and techniques
should be increased. Enhancing and expanding the content of these courses in education faculties is essential.

This study underscores the critical role of comprehensive training in teaching methods and techniques within
teacher education programs. While traditional methods continue to be favored by teachers for their proven
effectiveness, the reported insufficiency of training highlights significant gaps in current teacher education
curriculum. The results call for curriculum designers and educational policymakers to reevaluate and enhance the
content and delivery of teaching methods training to better align with the evolving educational landscape and
classroom realities. Teachers from 12 different subjects participated in the study, a strength of this research.
However, the unequal subject and gender distribution of participants is a limitation. Future studies should aim for
a more homogeneous distribution of participants.
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Giris

Egitim-6gretim faaliyetlerinin planlanmasi ve yiiriitiilmesinde siiphesiz ki 6gretmenlere bilyiik gorev diismektedir.
Bu sebeple, 6gretmenlerin sahip olduklari nitelikler egitim 6gretim siirecinin etkili ve verimli gegmesinde 6nemli
bir yere sahiptir (Seferoglu, 2004). Bu niteliklerden birisi de 6gretim yontem ve teknik bilgisidir. Literatiirde
ogretmenlerin sahip oldugu 6gretim yontem, teknik ve stratejileri bilgisini mesleki repertuar olarak tanimlayan ve
etkili 6gretmenlerin genis bir repertuara sahip olmasi gerektigini savunan arastirmacilar bulunmaktadir (Arends,
2004). Ogretmenin baslica gorevinin dgrencilerinin ihtiyag duydugu bilgi ve becerileri kazandirmak oldugunu
ifade eden Yilmaz ve Karatas (2023), bu amag¢ dogrultusunda 6gretmenlerin bir 6gretim plani dogrultusunda gesitli
Ogretim yontem ve tekniklerini kullanarak &grencilerinin etkili 6grenmeler gergeklestirmesine olanak saglamasi
gerektigini ifade etmektedir. Kosterelioglu (2019) 6gretmenlerin yalnizca alan bilgisine hakim olmasinin yeterli
olmadigini, ayn: zamanda zengin bir 6gretim yontemleri bilgisine de sahip olmalar1 gerektigini ifade etmektedir.
Bunun yani sira, etkili 6gretmen niteliklerini arastiran ¢aligmalarda da G6gretim yontem ve tekniklerinden
yararlanma becerisinin 6gretmenlerin sahip olmasi gereken mesleki yeterlikler arasinda oldugu ifade edilmektedir
(Demirel, 1999; Karakelle, 2005; Ozkan ve Arslantas, 2013; Sahin, 2011).

Ilgili literatiirde farkli 6gretim amaglarma hizmet etmek iizere gelistirilmis birgok dgretim ydntem ve teknigi
bulunmaktadir. Bu yontem ve tekniklerin kendine has sinirliliklar1 ve sagladigi gesitli avantajlar bulunmaktadir.
Ogretmenlerin bunlar1 géz oniinde bulundurarak dersin kazanimlara en uygun yontemi segmesi ve kullanmasi
gerekmektedir (Yilmaz, 2017). Yazar ve Karatag (2018) iyi ve nitelikli bir 6gretmeni, egitim bilimleri
calismalarinin ortaya koydugu kavramsal bilgiyi 6grenip icsellestirebilen ve bunlar1 6gretmekle yiikiimlii oldugu
alanin gereksinimleri dogrultusunda kullanabilen, 6grenme ve O&gretme siirecini yoneten kisi olarak
tanimlamaktadir. Benzer olarak, Milli Egitim Bakanligi (MEB) tarafindan yayinlanan 6gretmenlik meslegi genel
yeterlikleri cercevesi mesleki beceri yeterlik alaninda “Ogrenme ve 6gretme siirecinde uygun strateji, yontem ve
teknikleri kullanarak etkili 6grenmeyi gergeklestirir” maddesi ile 6gretim yontem ve teknikleri bilgisinin
gerekliligi vurgulanmaktadir (MEB, 2017, s. 14). Bunun yan1 sira, 6gretmen yetistirme programlarinin bakanlik
tarafindan belirlenen mesleki yeterlilikler baz alinarak yapilmasi ve ders igeriklerinin bu yeterlilikler kapsaminda
belirlenmesi ve diizenlemesi gerektigi ifade edilmektedir (MEB, 2017).

Ulkemizde 6gretmen yetistirme gdrevini egitim fakiilteleri iistlenmektedir. Yiiksekdgretim Kurulu (YOK)
Ogretmen yetistirme lisans programlarini en son 2018 yilinda giincellemis ve pedagoji bilgisi, alan bilgisi ve
pedagojik alan bilgisini kapsayan bir yap1 olusturmustur (Y1lmaz ve Karatas, 2023; YOK, 2018). Pedagoji bilgisi,
Ogretimin planlanmasi, uygulanmasi ve degerlendirilmesi gibi alanlari kapsayan genis bir ¢ergeveye sahiptir. Bu
baglamda, egitim fakiiltelerinde birgok egitim bilimleri dersi okutulmaktadir. Bu derslerden birisi olan, 6gretim
ilke ve yontemleri dersi 6gretmen yetistirme programlarinda tiim adaylara mesleki bilgi ve beceri kazandirmayi
hedefleyen zorunlu bir derstir. Bu ders, 6gretim yontem ve teknikleri konusunda kuramsal bilgi saglayarak
ogretmenlerin mesleki bilgi birikimini destekleyen temel derslerden biri olarak degerlendirilmektedir. Ancak,
dersin etkililigini ve Ogretilen yontem ve tekniklerin islevselligini degerlendiren aragtirmalar simirhdir. Bu
baglamda gergeklestirilen bu arastirmada, devlet okullarinda gorev yapan 6gretmenlerin goriislerine bagvurulmus
ve bu goriisler dogrultusunda hem 6gretim yontem ve teknikleri dgretilen derslerin iyilestirilmesine hem de
Ogretmen yetistirme uygulamalarinin gézden gegirilmesine katki saglayacak oneriler sunulmasi amaglanmistir.

Ogretimin Temel Kavramlari: Strateji, Yontem ve Teknik

Strateji, yontem ve teknik, siklikla karistirilan ancak dgretimde farkli anlamlara sahip terimlerdir (Aktin ve diger.,
2013; Yildizli, 2023). Genelden 6zele dogru incelendiginde, stratejinin yontem ve teknigi kapsadigi goriilmektedir
(Sekill). Eker (2019), 6gretim stratejilerini 6grenme hedeflerine ulasmak igin izlenen yollar biitiinii olarak
tanimlarken, Kdosterelioglu (2019), 6gretim yontem ve tekniklerini ve degerlendirme bigimlerini igeren genel bir
kavram olarak agiklamaktadir. Literatiirde bulus, sunus ve arastirma-inceleme olmak {izere {li¢ temel 6gretim
stratejisi bulunmaktadir (Eker, 2019; Pilli, 2017). Kazanimlara, siniftaki 6grenci sayisina, dersin igerigine ve
ogrencilerin diizeyine bagli olarak bir ya da birden fazla 6gretim stratejisi giiclii yonler ve sinirliliklar baz alinarak
kullanilabilir (Demirel, 2012; Eker, 2019). Ogretim yontemi ise, belirlenen stratejiye uygun olarak hedeflenen
kazamimlara ulasmak icin izlenen sistemli bir yoldur (Ké&sterelioglu, 2019). Ogretim yontemleri, dgrenci ve
O0gretmen merkezli veya grup biiylikliigiine gore siiflandirilabilmektedir (Cakmak, 2015; Kdksal ve Atalay,
2016). Anlatim, tartisma, soru-cevap, problem ¢ézme ve drama gibi yontemler yaygin olarak kullanilmaktadir
(Aydin, 2022; Demirel, 2012; Erdamar, 2022).
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Ogretim
Stratejisi

Ogretim Yontemi

Ogretim Teknigi

Sekil 1. Strateji, Yontem ve Teknik arasindaki iliski (Hesapgioglu, 2011)

Son olarak, dgretim teknigi yontemin derste uygulanis bigimidir ve yontemi tamamlayan etkinlikler serisi olarak
tanimlanir (Demirel, 2012; Erdamar, 2022). Literatiirde analoji, balik kilgigi, egitsel oyun, zihin haritasi, miinazara
ve Sokrat semineri gibi birgok teknik yer almaktadir (Aydin, 2022; Demirel, 2012). Ozetle, d3retim stratejisi genel
bir uygulama planini ifade ederken, yontem ve teknik bu planin uygulanmasini detaylandirir. Bu nedenle, strateji
belirlendikten sonra uygun yontem ve tekniklerin se¢ilmesi tavsiye edilmektedir (Eker, 2019; Hesap¢ioglu, 2011;
Yildizli, 2023).

flgili Aragtirmalar

Ogretim yontem ve tekniklerini konu alan arasgtirmalara bakildiginda arastirmalarin biiyiik bir kisminin 6gretmen
adaylari ile gerceklestirildigi goriilmektedir (Arslantag, 2011; Giiven Yildirim ve diger., 2016; Yilmaz, 2017). Bu
aragtirmalar 6gretmen adaylarinin 6gretim yontem ve teknikleri tercihlerini ortaya koymay1 hedeflemektedir.
Ornegin Giiven Yildirim ve digerleri (2016) tarafindan 183 fen bilgisi 6gretmen adayiyla yapilan arastirmada,
Ogretmen adaylarmin fen derslerinde en ¢ok diiz anlatim yontemini tercih ettikleri ortaya konulmustur. Benzer
olarak, Yilmaz (2017) tarafindan 32 fen bilgisi 6gretmen adaylariyla gergeklestirilen ¢alismada da en ¢ok diiz
anlatim yonteminin tercih edildigi bulunmustur. Ogretim elemanlarinin 8gretim yéntem ve tekniklerinin kullanma
diizeylerine yonelik 6gretmen adaylarmin goriislerinin arastirildig: bir diger ¢alismada ise gretim elemanlarinin
yaklasik %60’ 1min 6gretim yontem ve teknikleri kullanma becerilerinin yeterli olmadig1 sonucuna varilmistir
(Arslantas, 2011).

Bunun yani sira, 6gretmenler ile gergeklestirilen az sayida arastirma bulunmaktadir (Bardak ve Karamustafaoglu,
2016; Demir ve Ozden, 2013; Dogan, 2004; Karasu Avci ve Ketenoglu Kayabasi, 2019; Kayabasi, 2012; Kulak
ve Aypargasi, 2018; Saracaloglu ve diger., 2011; Taskaya ve Siirmeli, 2014). Bu caligmalar, 6gretmen adaylariyla
gergeklestirilen ¢alismalara benzer olarak ¢ogunlukla 6gretmenlerin derslerinde kullanmay tercih ettikleri yontem
ve teknikleri ortaya ¢ikarmaya yoneliktir. Ornegin Demir ve Ozden (2013) tarafindan 22 simf 8gretmeni ile yapilan
arastirmada, Ogretmenlerin strateji, yontem ve teknik kavramlarini tamimlamakta giigliik cektikleri, 6grenci
merkezli yontem ve tekniklerin kullanilmasinin énemli olduklarin1 distindiikleri ancak ¢esitli nedenlerden Gtiirti
derslerinde en ¢ok diiz anlatim yéntemini kullandiklar1 sonucuna ulasilmistir. Ogretmenler ile gergeklestirilen bir
diger arastirmada, 6gretmenlerin kullandiklart 6gretim yontem ve teknikleri ile tercih nedenleri arastirilmistir
(Kayabasi, 2012). Tarama modelinde gerceklestirilen bu ¢alismaya 325 brans ve smif dgretmeni katilmigtir.
Calisma sonucunda, geleneksel yontemlerde diiz anlatim yontemi ile grup ile anlatim yontemlerinden soru-cevap
ve beyin firtinasinin en ¢ok tercih edilen yontem ve teknikler oldugu, yontem tercihlerinin cinsiyet, tecriibe gibi
faktorlere bagli olarak degismedigi, anlatilan dersin iceriginin sozel ya da sayisal olmasi ile ilgili oldugu
bulunmustur. Yakin zamanda iki fen bilgisi 6gretmeni ile yapilan nitel arastirmada da benzer sonuglar ortaya
cikmustir (Bardak ve Karamustafaoglu, 2016). Ogretmenler 6grenci merkezli 6gretim yontem ve tekniklerinin sinif
yonetimini zorlastirdig1 ve zaman kaybina neden oldugu igin kullanmadiklarini, en ¢ok anlatim yontemini tercih
ettiklerini ifade etmislerdir. Son olarak, Karasu Avci ve Ketenoglu Kayabagi (2019) diger aragtirmalardan farkli
olarak smif 6gretmeni olarak ¢alisan 30 6gretmen ile bir olgu bilim ¢aligsmasi gerceklestirerek sinif 6gretmenlerinin
farkli derslerde 6gretim yontem ve teknikleri kullanma tercihleri ile bu tercihlerinin nedenlerini aragtirmistir.
Calisma sonucunda 6gretmenlerin farkli derslerde farkli yontem ve teknikleri tercih ettikleri, 6rnegin Tiirkce
dersinde anlatim, matematik dersinde ise anlatimim yani sira problem ¢ézme ve soru-cevap yontemlerini tercih
ettikleri bulunmustur. Ogretmenler tercih nedenlerini Ogrencilerin ilgisi, seviyesi ve ihtiyaglar1 seklinde
aciklayarak 6gretim yontem ve teknik bilgilerinin yeterli oldugunu séylemislerdir.
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Bu baglamda, ilgili arastirmalar incelendiginde, 6gretim yontem ve tekniklerini ele alan ¢aligmalarin genellikle
Ogretmen ve 6gretmen adaylarinin tercihleri ve bunlarin nedenlerine odaklandigi, 6rneklem olarak sinif ve fen
bilgisi 6gretmenlerinin sik¢a kullanildigi ve genis 6rnekleme sahip ¢alismalarin sinirli oldugu goriilmektedir. Bu
durum, farkli branslardaki 6gretmenlerin tercihlerine dair yorum yapmay1 zorlastirmaktadir. Bu nedenle, farkli
branglardan 6gretmenlerin tercihlerini belirlemek literatiire ve 6gretmen yetistirme pratiklerine katki saglayabilir.
Ayrica, mevcut arastirmalarin giincelligiyle ilgili eksiklikler dikkat ¢ekmektedir. Bazi ¢alismalarin 10 yili askin
stire 6nce yapilmis olmast ve en son ¢aligmanin 2019°da gergeklestirilmis olmasi (Karasu Avcr ve Ketenoglu
Kayabasi, 2019), bu alanda giincel verilere ihtiyag oldugunu gostermektedir. Son olarak, mevcut c¢aligmalar
yalnizca yontem tercihlerinin nedenlerine odaklanirken, lisans egitiminde verilen 6gretim yontem ve teknikleri
egitimine yonelik bulgular icermemektedir. Bu baglamda, farkli branslardan 6gretmenlerin dahil oldugu daha
genis ve temsil edici 6rneklem grubu ile gergeklestirilecek biitiinciil ¢alismalarin alana katki saglayabilecegi
diigiiniilmektedir. Bu arasgtirma, 6gretmenlerin 6gretim yontem ve teknikleri tercihlerinin ve bu tercihlerin
nedenlerinin belirlenmesi ile tercihlerin branglara gore dagilimini incelemeyi ve dgretmenlerin lisans diizeyinde
aldiklar1 6gretim yontem ve teknikleri egitimine yonelik goriislerini tespit etmeyi amaglamaktadir.

Yontem
Arastirmanin Deseni

Bu calisma, betimsel nitelikte bir arastirmadir. Betimsel arastirmalar, ele alinan olgularin nedenlerini sorgulayan
sorulart yanitlamaktan ziyade, mevcut durumu tanimlamay1 ve yorumlamay1 hedeflemektedir (Cohen ve diger.,
2007). Bu calismada nicel ve nitel arastirma yontemlerinden faydalanilmistir. Nicel aragtirma yontemlerinden
tarama arastirmasi (Fraenkel ve diger., 2012) kullanilirken nitel aragtirma olarak temel yorumlayici nitel aragtirma
(Merriam, 2002) kullanilmistir. Bu sayede katilimcilarin kendi goriis, deneyim ve algilarini derinlemesine ifade
etmelerine olanak taninmustir.

Katilmcilar

Aragtirma katilimeilar1 Dijital Ogretmenler Projesi (DOP) kapsaminda diizenlenen gevrim igi egitimlere katilan
ilkokul ve ortaokul &gretmenlerinden olusturmaktadir. Caligmanin katilimcilarina kolayli 6rneklem yoluyla
ulagilmigtir. Aragtirmaya, halen MEB’e baglh okullarda gorev yapmakta olan 14 farkli branstan 965 ilkokul ve
ortaokul Ogretmeni katilmistir. Katilimcilarin %10,67'si erkek (n=103) ve %89,33"i kadindir (n=862).
Katilimeilarin branglara gére dagilimi Tablo 1°de sunulmustur.

Tablo 1.
Katilimcilarin Branslara Gére Dagilimi

Brang Erkek Kadin Toplam
Arapca - 3 3
Beden Egitimi - 6 6
Din Kiiltiirii ve Ahlak Bilgisi 2 23 25
Fen Bilimleri 8 68 76
Gorsel Sanatlar 1 2 3
[lkogretim Matematik 7 65 72
Ingilizce 3 98 101
Miizik 1 2 3
Ozel Egitim 2 15 17
Psikolojik Danisma ve Rehberlik 5 42 47
Sinif Ogretmenligi 66 447 513
Sosyal Bilgiler 3 17 20
Teknoloji Tasarim 1 38 39
Tiirkce 4 36 40
Genel Toplam 103 862 965

Veri Toplama Araclari ve Veri Toplama Siireci

Aragtirma, DOP kapsaminda 6gretmenlere verilen sunum hazirlama édevlerinin degerlendirilmesiyle ortaya ¢ikan
bir gézlem sonucunda baslamistir. DOP projesi katilimcilarindan, derste grendikleri sunum hazirlama becerilerini
kullanarak bir 6gretim yontemi veya teknigi hakkinda sunum hazirlamalar: istenmistir. Bu ddev, 6gretmenlerin
bilgilerini tazelemeleri veya yeni bir yontem dgrenmeleri amaciyla se¢ilmistir. Ancak ddevlerin ¢ogunda yalnizca
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birka¢ teknigin ele alinmasi, 6gretmenlerin neden bu tekniklere odaklandigini arastirma ihtiyacini dogurmustur.
Bu amacgla, sonraki dénemlerde katilimcilara ayni1 6dev verilmis ve bir anket uygulanmistir.

Anket formunda katilimeilara toplam dort soru yoneltilmistir. Tlk soru, hangi 6gretim yontemi veya teknigi ile
ilgili sunum 6devi hazirladiklarina iliskindir; bu soru, sunum dosyalari araciligiyla toplanan verilerin teyit edilmesi
amactyla sorulmustur. ikinci soru, bu yéntem veya teknigi neden sectikleridir. Bu soruya verilen secenekler
arasinda “En ¢ok kullandigim ydntem/teknik oldugu i¢in”, “En ¢ok sevdigim yontem/teknik oldugu igin”,
“Hatirladigim tek yontem/teknik oldugu i¢in” ve “Diger (agiklaymiz)” yer almaktadir. Katilimeilar, “Diger”
segenegini isaretleyerek, bu secenegin disindaki nedenleri agik uglu olarak ifade edebilmislerdir. Ayrica, “Lisans
diizeyinde okutulan dgretim yontem ve teknikleri derslerini yeterli buluyor musunuz?” ve “Ogretim yontem ve
teknikleri ile ilgili bir egitime ihtiya¢ duydugunuzu diigiiniiyor musunuz?” sorular1 da sorulmustur. Bu sorulara
3'li Likert 6lgegi ile yanit verilmesi istenmistir.

Veri Analizi

Katilimeilarin hazirladigi sunumlar, 6grenme yonetim sisteminden indirildikten sonra igerikleri analiz edilmis ve
0dev tanimina uymayan sunumlar veri setinden ¢ikartlmistir. Verilerin analizinde betimsel istatistikler, sunum
konularinin listelenmesinde dokiiman analizi, a¢ik uclu sorularin analizinde ise igerik analizi yOntemi
benimsenerek tiimevarimsal acik kodlama yapilmustir Icerik analizi, metni siniflandirarak ve yorumlayarak anlam
¢ikarmay1 amaglayan bir yontemdir (Creswell ve Creswell, 2022).

Gecerlik ve Giivenirlik Onlemleri/inandiricilik

Aragtirmada kullanilan anket, uzman goriisii alinarak gelistirilmis ve igerik gegerliligi saglamak amaciyla konu
uzmanlar tarafindan incelenmistir. Hem nicel hem de agik uglu sorular iceren anket, veri gesitliligi saglayarak
aragtirmanin gegerliligini giiclendirmistir. Caligmaya 14 farkli branstan 965 6gretmen katilmis, bu genis 6rneklem
bulgularin dis gegerliligini artirmistir. Veri toplama siireci tiim katilimeilar i¢in standardize edilerek giivenilirlik
saglanmistir. igerik analizinde verilerin %20’si ayr1 ayr1 kodlanmis ve kodlayicilar arasi uyum indeksi 0,89 olarak
hesaplanmuistir, bu da nitel verilerin kodlanmasinda yiiksek giivenilirlik saglamistir. Bulgular, denetim izi (Lincoln
ve Guba, 1985) yontemiyle teyit edilebilir olup, ham veriler ve analiz dosyalar1 saklanmistir.

Etik Konular

Bu arastirma icin Orta Dogu Teknik Universitesi insan Arastirmalar1 Etik Kurulu’ndan izin alimmustir. Caligma
oncesinde katilimcilarin goniillii katilim onami alinmis ve galigma ile ilgili yeterli bilgilendirme yapilmustir.

Bulgular
Ogretmenler Tarafindan En Cok Tercih Edilen Ogretim Yéntem ve Teknikleri

Verilen gorev dogrultusunda ogretmenler bircok farkli &gretim yontemi ve teknigini konu alan sunum
hazirlamislardir. Tercih edilen yontem ve tekniklerin sikliklar1 Sekil 2 ve Tablo 2’de gosterilmistir. Ogretmenler
toplamda 71 farkli konu ile ilgili sunum hazirlamaya tercih ederken, en fazla tercih edilen konu alt1 sapkali
(ayakkabilr) diigiinme teknigi (f=190, %19,69) olmustur. Bu teknigi beyin firtinasi teknigi (f=131, %13,58) ve
problem ¢dzme (f=76, %7,88) ve drama (f=75, %7,77) takip etmistir. Istasyon teknigi, tartigma, soru cevap,
anlatim gibi yontemler de 6gretmenler tarafindan siklikla tercih edilmistir. 32 farkli teknik ve yontem ile ilgili
yalnizca birer 6gretmen tarafindan tercih edilmistir. Kadin ve erkek 6gretmenlerin konu tercihlerine bakildiginda,
kadin 6gretmenlerin (f=70), erkek 6gretmenlere (f=28) kiyasla daha fazla sayida yontem ve teknik konusunu tercih
ettikleri goriilmektedir (Tablo 2). Bu durum haricinde, iki grup arasindaki konu tercih sikliklar1 arasinda belirgin
bir siralama farki gézlemlenmemistir.
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Sekil 2. En Cok Tercih Edilen Yontem ve Tekniklerin Dagilimi
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Ayrica, verilen gorev yonergesinde Ogretmenlerden bir yontem ya da teknik ile ilgili sunum hazirlamalari
istenmesine ragmen, bazi 6gretmenlerin ¢oklu zeka kurami, bilgisayar destekli 6grenme, is birlikli 6grenme veya
tam 6grenme modeli gibi konularda sunum hazirladiklar: da tespit edilmistir.

Tablo 2.
En Cok Tercih Edilen Yontem ve Tekniklerin Cinsiyete Gére Dagilimi

Yontem/Teknik Frekans (f) Yontem/Teknik Frekans (f)
Erkek Kadm Erkek  Kadin

Alt1 Sapkali Diistinme Teknigi 21 169 Miinazara 1 1
Beyin Firtinast 14 117 Senaryo Tabanl1 Ogretim 1 1
Problem C6zme 9 67 Sorgulamaya Dayali Ogrenme - 2
Drama 7 68 Tam Ogrenme - 2
Istasyon 6 64 Arastirma/inceleme Yoluyla Ogretim - 1
Tartigma 8 47 Atli Karinca - 1
Soru-Cevap 2 49 Benzetim (Simiilasyon) - 1
Anlatim (Takrir-Sunu) 12 31 Callan Metodu - 1
Gosterip-Yaptirma 1 36 Cognitive Code Approach - 1
Proje Tabanli Ogrenme 1 27 Content and Language Integrated Learning - 1
Ornek Olay Inceleme 2 22 Content-Based Instruction and Role Playing - 1
Is Birlikli Ogrenme 1 19 Cember Tartisma Teknigi - 1
Ters Yiiz Ogrenme 2 11 Dedikodu - 1
Balik Kil¢ig1 Teknigi 1 11 Dictation in Language Learning - 1
Gezi Gozlem 1 11 Eszamanli Ipucuyla Ogretim - 1
Zihin/Kavram Haritalari 1 9 Farklilagtirma - 1
Bulus Yoluyla Ogretim 1 8 Grammar Translation Method - 1
Sunus Yoluyla Ogretim 3 5 Isitsel ve Gorsel Yontem - 1
Egitsel oyun - 7 Karsilikli Ogretim Teknigi - 1
Scamper - 7 Kart Gosterme Teknigi - 1
Bilgisayar Destekli Ogretim 1 4 Modiiler Ogretim - 1
Coklu Zeka Kurami 1 4 Montessori Egitim Ydntemi - 1
Deney 1 4 Miize Egitimi - 1
Konugma Halkast Teknigi - 4 Miizik Ogretiminde Orff Yontemi - 1
Programli 6gretim - 4 Nominal Grup Teknigi - 1
Akvaryum 1 2 Okuma Cemberi - 1
5E - 3 Oryantiring 1 -
Qzel Egitimde Yanligsiz - 3 Ozel Egitim Uygun Davraniglarin Artirllmast - 1
Ogretim Yontemi (UDA) Pekistirme

Analoji 1 1 Philips 66 Teknigi - 1
Direct Method - 2 Ses Temelli Okuma Yazma Ogretimi - 1
Grupla Ogretim Teknikleri - 2 Sesli Okuma Teknigi - 1
Harmanlanmig Ogrenme - 2 Sinif Dis1 Ogretim Teknikleri - 1
Iletisimsel Dil Ogretimi 1 Storytelling - 1
Jigsaw 1 Suggestopedia - 1
Kartopu - 2 Total Physical Response - 1
Mikro Ogretim - 2 Toplam 965

Tercih Edilen Yontem ve Tekniklerin Branslara Gére Dagihminin incelenmesi

Ogretmenlerin tercih ettikleri yéntem ve teknikler branslara gore incelendiginde, en fazla katihhmcinm bulundugu
siif 6gretmenligi branginda toplam 45 farkli yontem ve teknik tercih edildigi goriilmiistiir (Sekil 3). En ¢ok tercih
edilen teknigin alt1 sapkali diisiinme oldugu (f=105) belirlenmistir. Bunun yani sira, istasyon teknigi, problem
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Sekil 3. Siif 6gretmenleri tarafindan tercih edilen yontem ve teknikler
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Ogretmenleri arasinda en ¢ok tercih edilen yontem alt1 sapkali diisiinme teknigi olmustur. Ayrica, beyin firtinasi,
17

Sekil 4'te goriildiigii lizere toplam 33 farkli yontem ve teknik tercih edilmistir. Bunun yani sira, Ingilizce
drama ve problem ¢dzme gibi yontem ve tekniklerin de siklikla tercih edildigi tespit edilmistir.

Benzer sekilde, Ingilizce 6gretmenleri tarafindan da genis bir yelpazede ydntem ve teknik tercihleri yapilmustr.
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Sekil 4. Ingilizce 6gretmenleri tarafindan tercih edilen yontem ve teknikler
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Sekil 5'te goriildiigii tizere, Psikolojik Danisma ve Rehberlik (PDR) 6gretmenleri toplamda 16 farkli dgretim
yontemi ve teknigi ile ilgili sunum hazirlamayi tercih etmislerdir. En ¢ok tercih edilen teknik, diger boliimlerde
oldugu gibi alt1 sapkali diisiinme teknigi olmugtur. Bunun yani sira; drama, beyin firtinasi, tartisma ve istasyon
gibi teknikler de siklikla tercih edilmistir.

Psikolojik Danismanlik ve Rehberlik
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Sekil 5. PDR 6gretmenleri tarafindan tercih edilen yontem ve teknikler

Fen Bilgisi 6gretmenlerinin tercihleri incelendiginde, diger boliimlere benzer yontem ve tekniklerin 6ne ¢iktigi
goriilmektedir. Sekil 6'da gortildiigii tizere, Fen Bilgisi 6gretmenleri toplam 23 farkli konuda sunum hazirlamay1
tercih etmislerdir. En ¢ok tercih edilen teknik ise alt1 sapkali diisiinme teknigi olmustur. Bunun yani sira; beyin
firtinasi, problem ¢6zme ve anlatim gibi yontem ve teknikler de yaygin olarak tercih edilmistir.

Fen Bilgisi Ogretmenligi
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Sekil 6. Fen bilgisi 6gretmenleri tarafindan tercih edilen yontem ve teknikler
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Sekil 7'de goriildiigii tizere, Din Kiiltiirii ve Ahlak Bilgisi (DKAB) 6gretmenleri toplam 16 farkli konuda sunum
hazirlamay1 tercih etmistir. Bu boliimde, diger boliimlerden farkli olarak belirgin bir tek yontem ya da teknik 6ne
cikmamustir. Ote yandan, en ¢ok tercih edilen ve popiiler olan yéntem ve teknikler, diger branslarda éne ¢ikanlarla
benzerlik gostermektedir. En ¢ok tercih edilen yontem ve teknikler arasinda beyin firtinasi, alti sapkali diisiinme
teknigi ve tartisma teknikleri yer almaktadir. Diger yontem ve teknikler ise yalnizca birer 6gretmen tarafindan
tercih edilmistir.

Din Kultiird ve Ahlak Bilgisi Ogretmenligi
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Sekil 7. DKAB &gretmenleri tarafindan tercih edilen yontem ve teknikler

Sekil 8'de goriildiigli lizere, Matematik dgretmenleri tarafindan hazirlanan sunumlar incelendiginde, 21 farkli
yontem ve teknik hakkinda sunum hazirlamayi tercih ettikleri gériilmektedir. Bu bransta da sinif, fen ve Ingilizce
branslarinda oldugu gibi, alt1 sapkali diisiinme teknigi en ¢ok tercih edilen 6gretim teknigi olmustur. Bunun yant
sira, Matematik 6gretmenleri siklikla beyin firtinast ve problem ¢dzme gibi yontem ve teknikleri tercih etmislerdir.

Matematik Ogretmenligi
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Sekil 8. Matematik dgretmenleri tarafindan tercih edilen yontem ve teknikler
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Son olarak, az sayida 6gretmen katilimcist bulunan Arapga, Gorsel Sanatlar, Beden Egitimi ve Miizik 6gretmenligi
branglarinin yontem ve teknik tercihleri Sekil 9'da gdsterilmistir. Diger branslardan farkli olarak, bu branslarda
alt1 sapkal diisiinme teknigi sunum konusu olarak tercih edilmemistir. Ote yandan diger branslarda da popiiler
olan beyin firtinasi, Beden Egitimi ve Gorsel Sanatlar 6gretmenleri tarafindan da tercih edilmistir.

Arapca Ogretmenligi Beden Egitimi Ogretmenligi

1 1 1 4

5E
Programli
Ogretim
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(takrir-sunu)
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Sekil 9. Miizik, gorsel sanatlar, beden egitimi ve Arapga 6gretmenleri tarafindan tercih edilen sunum konulari

Ogretmenlerin Yontem ve Teknik Tercih Nedenlerinin incelenmesi

Ogretmenlere tercih ettikleri yontem ve tekniklerin nedenleri sorulmustur. Bu sorunun secenekleri arasinda “en
¢ok kullandigim”, “en ¢ok sevdigim” ve “hatirladigim tek yontem/teknik oldugu icin” gibi ii¢ segenek ile “diger
(agiklayimiz)” seklinde bir agik uglu segenek sunulmustur. Sekil 10'da goriildiigi lizere, 6gretmenler gogunlukla
en ¢ok sevdigi yontem/teknik (f=341, %35) ve en ¢ok kullandigi yontem/teknik (f=215, %21) ya da her iki
segenegi de isaretleyerek en ¢ok sevdigi ve en ¢ok kullandig1 yontem veya teknik (f=201, %21) oldugu i¢in sunum

konularmi tercih etmislerdir. Az sayida 6gretmen (f=10, %1) ise hatirladig1 tek yontem veya teknik oldugu i¢in
tercih yapmustir.
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Hatirladigim Tek

Yéntem/Teknik

Oldugu icin

1% N .

En Cok Sevdigim Yontem/Teknik
Oldugu igin

® En Cok Kullandigim Yontem/Teknik

En Cok Sevdigim o
Yontem/Teknik Oldugu Icin
Oldugu I¢in = En Cok Sevdigim ve En ¢ok Kullanigim

35% Yoéntem/ Teknik Oldugu icin

= Hatirladigim Tek Yontem/Teknik
Oldugu igin

= Diger

Sekil 10. Ogretmenlerin tercih ettikleri yontem ve teknikleri tercih etme nedenleri

Diger segenegini isaretleyen 6gretmenlerden bu sebeplerin neler oldugunu agiklamalari istenmistir. Bu agik uglu
soruya verilen cevaplar igerik analizi yontemi ile incelenmistir. Katilimcilarin sunum yapma nedenlerine yonelik
48 farkli koda ulasilmistir. Bu kodlar kullanim kolayligi, kisisel deneyim ve tercihler ve egitsel fayda, bransa
uygunluk ve kullanim siklig1 ve popiilarite seklinde bes tema altinda toplanmistir (Tablo3).

Tablo 3.
Ogretmenlerin Yontem ve Teknik Tercihlerinin Nedenleri
Temalar Kodlar Almtilar
Sunum hazirlamasi kolay olacag igin “Sunum hazirlamakta zorlanmayacagim bir yontem
(f=34) oldugunun diisiindiigiimden soru-cevap yontemini segtim.
(K441)”
Kolaylikla kullanilabilecek oldugu i¢in “Cocuklarin da ilgisini ¢ekecek, bir¢ok ders ve konuda
Kullann}l (f=4) suif ortaminda kolaylikla kullanilabilecek bir yontem
Kolayligt oldugu igin tercih ettim. (K72)”
Hazirlik gerektirmedigi i¢in (f=1) “Kiiciik yas gruplarinda ¢oziime daha hizli kavusulan bir

yontemdir ve hazirlik gerektirmez. Sorunun yasandigi
anda yontem uygulanabilir. (K785)”

Bransa Brangima uygun oldugu i¢in (f=33) “Bransima daha ¢ok uyuyor.(K1)”

Uygunluk Tiim branglara uygun bir yontem oldugu “Ogretmenlerin her bransta kullanabilecegi yontem ve
icin (f=6) teknik olabilir. (K759).”
Bilgilerimi tazelemek i¢in (f=17) “Bu teknigi se¢cme sebebim bilgilerimi tazelemek,

tekrardan hatirlamak i¢indi. (K12)”
Sevdigim bir yontem oldugu i¢in (f=15) “Severek kullandigim bir yontem oldugu i¢in (K662).”

Konuya hakim oldugum i¢in (f=13) “Yaratici Drama Egitmenligi yapryorum ve teknige
hakimim. Teknik hakkinda ¢alismayr seviyorum (K22).

Kisisel Tercih »
ve Deneyim

Bu yontemi 6grenebilmek igin (f=10) “Hig bilmedigim ve kullanmadigim bir yontemdi.

Bu yontemi yeni 6grendigim igin (f=9) “En yeni ogrendigim yontem oldugu icin bu yontemi
anlatmak istedim. (K313)”
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Merak ettigim i¢in (f=5)

flgi gekici buldugum igin (f=4)

Gelecekte daha fazla kullanilacagina
inandigim i¢in (f=4)

Aklima gelen ilk yontem oldugu i¢in

(f=4)

Bu yontem ile ilgili kapsamli bir kaynaga
sahip oldugum i¢in (f=2)

En ¢ok aklimda kalan yontem oldugu i¢gin

(f=1)

Bu yontemi 6gretmek/tamitmak igin (f=1)

“Merak ettigim ve arastirmak istedigim teknik oldugu
icin.(K29)”

“ligimi ¢ektigi i¢in. (K42)”
“Gelecek yillarda bu egitim modelinin uygulanacagini ve

teknoloji ile barismanin gerekliligini diisiiniiyorum.
(K414)»

“Sevdigim fakat kalabalik siniflar okuttugum icin sik
uygulayamadigim bir yontem oldugu igin sanirim. Odevi
okuyunca aklima ilk gelendi. (K303)”

“Elimde kapsaml bir drama kitabi oldugu igin (K806).”

“Universitede yontem ve teknikler konusundan en cok
aklimda kalan yontem.(K953)”

“Hem 6grenip hem ogretmeyi amagladim. (K643)”

Kullanim Siklig:
ve Popiilarite

Sik kullandigim i¢in (f=30)

Az kullandigim igin (f=9)

Giincel oldugu i¢in (f=4)

Az bilindigi i¢in (f=3)

Sevdigim ama pek kullanamadigim bir
yontem oldugu i¢in (f=7)

Cok bilindigi i¢in (f=2)

“En fazla kullandigim ve verim aldigim yararina
inandigim igin. (K142)”

“Diger tekniklere gore daha az kullanildigin
diistindiigiimden ve kendim de tekrar yapip ozelliklerini

hatirlamak amaciyla bu teknigi kullanmayr tercih ettim.
(K7)"

“Giincel bir konu (K750).”

“Cok bilindik ve sik uygulanan olan bir yontem degildir.

Tamitmak veya hatirlatmak igin bu yontemi segtim.
(K779).”

“Sevdigim fakat kalabalik simiflar okuttugum icin sik
uygulayamadigim bir yontem oldugu i¢in sanirum.
(K303)”

“Genel anlamda ogretmenlerin en ¢ok kullandigi yontem
oldugu igin tercih ettim. (K910)”

Egitsel Fayda

Eglenceli (f=27)

Farkl1 perspektifleri ele almay1 sagladigt
icin (f=20)

Islevsel oldugu igin (f=15)
Farkl: diislincelere saygi duymay1

ogrettigi i¢in (f=10)

Ust diizey diisiinme becerilerine katk1
sagladigi igin (f=10)

Yaratici diisiinmeye katki sagladig igin
(f=9)

Ogrencilerin ilgisini cektigini i¢in (f=9)
Kalici bilgi edinmeye yardimer oldugu
icin (f=8)

Duygu ve diisiinciileri ifade etmeye
yardimei oldugu i¢in (f=8)

Ogrencilerin sevdigi bir yéntem oldugu
icin (f=7)

“Ogrencileri derse ceken, eglenceli ve ‘bende bir seyler
biliyorum, kimse beni olumsuz olarak elestirmedi’
diisiincesini ogrencide olusturan bir yontemdir. (K113)”

“Konulara farkl bakis acilarindan bakmayr saglayan bir
metottur. (K31)”

“Ogrencilerin ilgisini cekiyor ve islevsel. (K2)”

“Ogrencinin ¢ok yonlii diisiinmesini, derse daha etkin
kattlimim ve diger duygu diistincelere de saygili
olunmasni sagladig igin bu teknigi sectim. (K696)”

“Ogrencilerin diisiinme etkinligini belli bir diizene
sokarak analiz etmesini saglarken bireyin diigiinme
vetenegini ve yaraticthigini gelistirmektir. Boylece tist
diizey diisiinme becerileri gelismektedir. (K15)”

“Sorun ¢ézme ve yaratici diigtinmeyi tesvik ettigi icin.
(K854)”

“Ogrencinin ilgisini canli tutmak, derse motive etmek ve
topluluk oniinde konusmaya cesaretlendirmek amaciyla
kullandigim bir yontem. (K697)”

“Ogrenciler bu teknikte hem ¢ok egleniyorlar hem daha
akilda kalict oluyor égrendikleri ve deneyimledikleri.
(K204)”

“Ogrencilerin zihinlerinde var olan ve ayni zamanda
kendi siizgeglerinden gecirdikleri duygu ve diistinceleri
ifade edebilmelerine firsat vermesinden dolayi. (K52)”

“Cocuklar ¢ok seviyor. (K423)”
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“Ogrencilerin aktif katlimini sagladigi icin, yaratici
Katilimi artirdigi igin (f=6) diigtinmeyi destekledigi icin, grup ¢alinmasini
destekledigi icin sectim. (K253)”

“Bransima daha ¢ok uyuyor, eglenceli, kalici bilgi
Grup ¢aligmalarina uygun oldugu igin edinmede yardimci, 6zgiiven gelistirici, sunum
(f=6) kabiliyetini arttirict etkisi oldugu i¢in sosyal ve grup
calismalarina miisait bir yontem. (K1)”

) “Yasamin iginden ve yasanti odakli sonugsal degil
Ogrenmeyi giinliik hayatla iliskilendirdigi  siiregsel bir yontem oldugu icin 6grenmenin de yasama

icin (f=6) doniik ve yasamin iginden olmasmi onemsedigim igin.”
(K425).

Ozgiiven gelistirmeye yardimci oldugu “Coculklarin 6zgiiven geligsimine destek verdigi igin.

i¢in (f=5) (K57)”

Yaparak-yasayarak 6grenmeye olanak “Yaparak yasayarak ilkesine uydugunu diigtindiigiim igin.

sagladigi igin (f=4) (K209)”

" . S o “Tamamen égrenciyi merkeze alan ve dijital araglarin
Ogrenci merkezli bir yéntem oldugu igin .
(f=3) kullanimina ¢ok uygun olmasi sebebiyle bu konuyu

sectim.(K947)”

“Hem swnifta hem laboratuvarda hem de sinif dist
etkinliklerde kullanabildigim kullanisl bir teknik oldugu

Is birlikli 5grenmeye olanak saglama icin sectim. Ayrica farkl zekd tiirlerine sahip

(t=3) ogrencilerin is birligi yapabildigi ve akranlarindan da
ogrenebildigi bir teknik oldugu icin segtim. (K280)”

Aktif 6grenmeye olanak sagladigi i¢in “Bilim ve fene onem veriyorum. Cocuklarin egitim

(f=3) ortaminda aktif olmalart beni mutlu ediyor. (K196)”

“Ogrencinin ilgisini canli tutmak, derse motive etmek ve
topluluk oniinde konusmaya cesaretlendirmek amaciyla
kullandigim bir yontem. (K697)”

Topluluk 6niinde konusmaya tesvik eden
bir yontem oldugu igin (f=2)

Motivasyonu artiran bir yontem oldugu “Ozellikle dersin basinda ogrencilerimi giidiilemek icin
icin (f=2) bu teknigi ¢ok sik kullanirim. (K376)”
Uzaktan egitime uygun oldugu i¢in (f=1) “Uzaktan ogretim siirecinde kavram, sekil, grafik ve

deneylerden de faydalanarak 6grenmeyi sunus yoluyla
anlatarak agsama asama kalict hale getirmeyi
hedefliyorum. (K393)”

Hareket ihtiyacina cevap veren (f=2) “Ilkokul 6grencilerinin hareket ihtiyaclarim karsilayan,
oynarken egiten ve ogreten bir yontem. (K207)”

Sosyallesmeye olanak sagladigi i¢in (f=1)  “Cocuklar ¢cok seviyor. Cocuklarin kisilik ozellikleri ve
kendilerini ifade ederken davranislarini gozlemlemeye
firsat veriyor. Cocuklari sosyallestiriyor. (K423)”

Yapilandirmaci yaklasima uygun oldugu “Yapilandirmaci yaklagima uygun oldugu igin bu

icin (f=1) yontemi segtim. (K295)”
fletisim becerilerini kazandirmada faydali  “Ogrencilere iletisim becerisini kazandirmada énemli bir
oldugu i¢in (f=1) yontem oldugu i¢in. (K444)”

Kullanim kolaylig1 temas1 6gretmenlerin tercihlerinde pratikligi ve kolayligi 6nemsedigini gostermektedir. Bu
temada en yiiksek frekansa sahip olan sunum hazirlamanin kolay olmasi nedeni verilen gorevi gergeklestirmenin
kolaylig: ile ilgiliyken, diger iki kod tercih edilen yontem ya da teknigin 6gretimsel etkinliklerdeki kullanim
kolayligimi ifade etmektedir. Bransa uygunluk temasi, dgretmenlerin kendi ya da tiim branslara uygun oldugu
diisliniilen yontem ve teknikleri tercih ettigini gostermektedir. Kisisel tercih ve deneyim temasi; 6gretmenlerin
tercihlerinde o yontemi sevmek, o yonteme hakim olmak, 6grenilmis bilgileri tazelemek ya da yeni bir yontem ya
da teknik 6grenmek gibi kisisel nedenlerin tercihlerinde etkili oldugunu gostermektedir. Kullanim siklig1 ve
popiilarite temasi, 6gretmenlerin tercihlerini sik kullandiklar1 ve popiiler olan yontem ya da tekniklerin yan1 sira
az bilinen ve kullanilanlardan yana yaptiklarin1 géstermistir. Son tema olan egitsel fayda temasi, 6gretmenlerin
tercihlerini 6grencilerin ilgisini ¢ekme, iist diizey diisiinme becerilerini gelistirme, 6zgiivenini artirma gibi egitsel
ve 6gretimsel ¢iktilara katki saglayacagini diislindiikleri yontem ve tekniklerden yana kullandiklarini gostermistir.
Temalar igerdikleri kod cesitliligi ve siklig1 agisindan incelendiginde en fazla kod ¢esitliligi olan temanin egitsel
fayda oldugu, en az kod ¢esitliligi olan temanin ise bransa uygunluk oldugu goriilmektedir. Temalarin igerdikleri
kodlarin frekanslarinin toplamlarina bakildiginda 6gretmenlerin tercih nedenlerinin en gok egitsel fayda temasiyla
aciklanabildigi, bunu kisisel tercih ve deneyimler ile kullanim siklig1 ile popiilaritenin takip ettigi goriilmektedir
(Sekil 11).
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Sekil 11. Sunum konusu tercihlerine yonelik verilen diger cevaplarin analizi

Ortaya ¢ikan kodlar, temalardan bagimsiz olarak incelendiginde en sik tespit edilen tercih nedeni verilen sunum
hazirlama gorevinin kolay olacagi diisiincesidir. Bunu bransa uygunluk, sik kullanilan bir yontem olmasi, eglenceli
olmasi, farkl perspektifleri ele almay1 saglamasi, bilgileri tazeleme gibi kodlar takip etmektedir.

Tercih Edilen Yontem ve Teknikler Arasinda En Cok Sevilen ve Kullanilanlar

Sekil 12°de goriildiigii iizere en ¢ok sevilen ve en ¢ok kullanilan teknikler birbirinden farklidir. Alt1 sapkali
diiginme teknigi en ¢ok sevilen teknik olurken en ¢ok kullanilan teknik beyin firtinasi teknigi olmustur. Bu
sonuglar, dgretmenlerin yontem ve teknik segimlerinin kisisel begeniler ve smif i¢i uygulamalardaki pratik
kullanimlari arasinda farklilik gosterebilecegini gostermektedir.

En Cok Sevilen Yontem ve En Cok Kullanilan Yontem ve
Teknikler Teknikler
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Sekil 12. Tercih edilen yontemler arasinda en ¢ok sevilen ve en ¢ok kullanilan yontem ve teknikler

Lisans Diizeyinde Okutulan Ogretim Yontem ve Teknikleri Egitimi ile flgili Ogretmen Degerlendirmeleri

Sekil 13°te goriildiigh tizere katilimer 6gretmenlerin yarisindan fazlasi (f=576, %59,75) lisans diizeyinde okutulan
ogretim yontem ve tekniklerinin anlatildig1 dersleri yeterli bulmamaktadir. Ogretmenlerin yalnizca %17,43’{
(f=168) bu dersleri yeterli bulurken, %22,82’si (f=220) bu konuda kararsiz olduklarini ifade etmislerdir.
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Sekil 13. Ogretmenlerin lisans diizeyinde okutulan 6gretim yontem ve teknikleri egitimine yonelik goriislerini gosteren grafik

Kadin ve erkek ogretmenlerin cevaplart ayri ayri incelendiginde verilen cevaplarda farkliliklar oldugu
gozlemlenmistir. Sekil 14’te goriildiigii lizere kadin 6gretmenlerin %60,16’sin1n bu dersleri yetersiz buldugunu
soylemesine ragmen bu oran erkek 6gretmenlerde %56,31 olarak hesaplanmistir. Benzer sekilde, evet segenegi

220, 22,82%

Evet

168, 17,43%

576, 59,75%

= Hayir, bulmuyorum

= Kararsizim

isaretleyen kadin 6gretmenlerin oran1 %18 iken, bu oran erkeklerde %12,62 olarak bulunmustur.

188,
21,84%

518, 60,16%

m Evet m Hayir, bulmuyorum

Sekil 14. Kadm (sol) ve erkek (sag) dgretmenlerin lisans diizeyinde okutulan 6gretim yontem ve teknikleri egitimine yonelik
goriisleri

Tablo 4, branslara gore 6gretmenlerin lisans diizeyinde verilen 6gretim yontem ve teknikleri egitimine yonelik
goriislerini gostermektedir. Veriler, branslara gére 6gretmenlerin egitim yeterliligi algilarinda belirgin farkliliklar

oldugunu ortaya koymaktadir.

155,
18,00%

Evet

13,
12,62%

58, 56,31%

= Hayir, bulmuyorum

m Kararsizim

Tablo 4.

Branslara Gore Ogretmenlerin Lisans Diizeyinde Verilen Ogretim Yontem ve Teknikleri Egitiminin Yeterliligine

Yonelik Gériisleri

Evet Hayir, Bulmuyorum Kararsizim
Brang
f % f % f %

Arapga 1 33,33 33,33 1 33,33
Beden Egitimi 0 0 83,33 1 16,67
DKAB 5 20 16 64 4 16
Fen Bilimleri 22 28,95 42 55,26 12 15,79
Gorsel Sanatlar 1 33,33 2 66,67 0 0
[lkogretim Matematik 16 22,22 40 55,56 16 22,22
Ingilizce 19 18,81 53 52,48 29 28,71
Miizik 0 0 2 66,67 33,33
Ozel Egitim 1 5,88 13 76,47 3 17,65
Psikolojik Danigsma ve Rehberlik 4 8,51 32 68,09 11 23,40
Sinif Ogretmenligi 87 16,99 302 58,98 123 24,02
Sosyal Bilgiler 10 16 80 2 10
Teknoloji Tasarim 15,38 20 51,28 13 33,33
Tiirkge 10 32 80 4 10
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Tablo 4’te goriildiigii iizere lisans diizeyinde verilen egitimi yeterli bulan 6gretmenlerin orani 0 (beden egitimi) ile
%33,33 (DKAB) arasinda degismektedir. Egitimi yetersiz bulanlarin orani ise %33,33 (DKAB) ile %83,33 (beden
egitimi) arasinda degismektedir. Kararsizlar i¢in bu oran 0 ile %33,33 arasinda degismektedir. Ek olarak,
arastirmaya katilan dgretmenler arasinda lisans diizeyinde verilen 6gretim yontem ve teknikleri egitimini en ¢ok
yetersiz bulan branglarin sirasiyla beden egitimi (%83,33), sosyal bilgiler (%80) ve Tiirk¢e (%80) ile 6zel egitim
(%76,47) oldugu goriilmektedir. Branglara gore katilimeir dgretmenlerin "evet, yeterli buluyorum" cevabi
incelendiginde ise en yiiksek oran Arapga (%33,33), gorsel sanatlar (%33,33), fen bilimleri (%28,95) ve ilkogretim
matematik (%22,22) dgretmenleri arasinda gozlemlenmistir. Bu konuda kararsiz kalan 6gretmenlerin oranina
bakildiginda ise Teknoloji Tasarim (%33,33), Arapca (%33,33), Miizik (%33,33) ve takiben Ingilizce (%28,71)
ogretmenlerinin oldugu goriilmektedir.

Ogretmenlerin Ogretim Yontem ve Teknikleri ile ilgili Bir Egitime Thtiyac Duyma Durumlari

Katilime1 6gretmenlerin yarisindan fazlasi (n=533, %55,23) 6gretim yontem ve teknikleri ile ilgili egitime ihtiyag
duyduklarmi ifade etmislerdir. Ogretmenlerin yalnizca %18,65’i (n=180) bdyle bir egitime ihtiyag duymadiklarim
ifade ederken %26,11°1 (n=252) ise bu konuda kararsiz olduklarin1 ifade etmislerdir.

252, 26,11%

533, 55,23%

180, 18,65%

Evet Hayir, duymuyorum = Kararsizim

Sekil 15. Ogretmenlerin 6gretim yontem ve teknikleri ile ilgili bir egitime ihtiyag duyma durumlar:

Kadm ve erkek 6gretmenlerin cevaplari ayr1 ayr1 incelendiginde ise kadin 6gretmenlerin %53,94’1 egitime ihtiyac1
oldugunu soylerken bu oran erkek ogretmenlerde %62,02 olarak gézlemlenmistir. Hem kadin hem de erkek
ogretmenlerde kararsizim diyenlerin sayist hayir egitime ihtiyacim yok diyenlerden fazladir. Kararsizim diyenlerin
orani kadinlarda %27,15 iken erkeklerde %17,48dir.

234 18,
, 17,48%
27,15%
465, .
53,94% 17, 16,50%
163, 18,91% 68,
66,02%
m Evet m Hayir, bulmuyorum Kararsizim Evet ® Hayir, bulmuyorum = Kararsizim

Sekil 16. Kadin (sol) ve erkek (sag) 6gretmenlerin 6gretim yontem teknikleri ile ilgili bir egitime ihtiya¢ duyup
duymadiklarma dair goriisleri

Tablo 5, branglara gore 6gretmenlerin 6gretim yontem ve teknikleri ile ilgili egitim ihtiyaglarini gostermektedir.
Veriler, 6gretim yontem ve teknikleri ile ilgili ihtiyaglarin branslar arasinda belirgin farkliliklar gdsterdigini ve
bazi bransglarin 0gretmenlerinin bu konudaki ihtiyaclarin1 daha belirgin bir sekilde ifade ettiklerini ortaya
koymaktadir.
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Tablo 5.
Branslara Gore Ogretmenlerin Ogretim Yontem ve Teknikleri Ihtiyaglarina Duyma Durumlar:

Evet Hay1r, duymuyorum Kararsizim
Brans
f % f % f %

Arapca 2 66,67 0 0,00 1 33,33
Beden Egitimi 3 50,00 2 33,33 1 16,67
DKAB 15 60,00 6 24,00 4 16,00
Fen Bilimleri 34 44,74 17 22,37 25 32,89
Gorsel Sanatlar 1 33,33 1 33,33 1 33,33
ilk6gretim Matematik 41 56,94 15 20,83 16 22,22
Ingilizce 51 50,50 16 15,84 34 33,66
Miizik 2 66,67 0 0,00 1 33,33
Ozel Egitim 10 58,82 2 11,76 5 29,41
Psikolojik Danigma ve Rehberlik 16 34,04 12 25,53 19 40,43
Sinif Ogretmenligi 296 57,70 92 17,93 125 24,37
Sosyal Bilgiler 11 55,00 4 20,00 5 25,00
Teknoloji Tasarim 21 53,85 9 23,08 9 23,08
Tiirkce 30 75,00 4 10,00 6 15,00

Tablo 5’e gore, katilimer 6gretmenlerin dgretim yontem ve teknikleri ile ilgili bir egitime ihtiyag duyup
duymadiklaria yonelik verdikleri cevaplar branglarina gore incelendiginde, "evet, bir egitime ihtiya¢ duyuyorum"
diyenlerin oranit %33,33 ile %66,67 arasinda degismektedir. "Herhangi bir egitime ihtiya¢ duymadigin1” belirten
Ogretmenlerin orani ise 0 ile %33,33 arasinda degisiklik gostermektedir. "Kararsizim" diyen dgretmenlerin orani
ise %16 ile %40,43 arasinda degismektedir. Arastirma sonuglarina gore, en yiiksek oranda egitime ihtiyag
duydugunu ifade eden ogretmenler sirasiyla Tirkge (%75), Arapga ve Miizik (%66,67) ve DKAB (%60)
branglarindan gelmektedir. "Hayir, ihtiya¢ duymuyorum" yanitini veren 6gretmenlerin en fazla oldugu branslar ise
gorsel sanatlar ve beden egitimi (%33,33) ile PDR (%25,53) ve DKAB (%24) branglaridir. "Kararsizim" diyen
dgretmenlerin dne giktig1 branslar ise PDR (%40,43) ve Ingilizce (%33,66) olarak belirlenmistir.

Sonug¢ ve Tartisma

Bu ¢alisma 6gretmenlerin 6gretim yontem ve teknik bilgi ve tercihlerinin anlagilmasina olanak saglayacak bulgular
ortaya koymustur. Arastirma sonucunda oncelikle, 6gretmenlerin genis bir 6gretim yontem ve teknik bilgisine
sahip olduklar1 belirlenmistir. Aragtirmaya katilan ogretmenler, toplamda 71 farkli konuyla ilgili sunum
hazirlamayi tercih etmislerdir. Ote yandan, baz1 6gretmenlerin egitim literatiiriiyle ilgili ancak bir gretim yontemi
ya da teknigi olmayan konularla ilgili sunum hazirladiklari gériilmistiir. Bu durum, 6gretmenlerin bu iki kavram
konusunda bir bilgi eksikligi oldugu ya da 6dev yonergesini anlayamadiklari seklinde agiklanabilir. Odev
yonergesinin dgretmenlere yazili olarak iletilmesi ve senkron dersler sirasinda s6zlii olarak agiklanmasi ve
6gretmenlerin biiyiik ¢ogunlugunun 6devi basariyla tamamladigi géz oniinde bulunduruldugunda, ilk se¢enegin
daha olas1 oldugu sdylenebilir. Benzer sekilde, Demir ve Ozden (2013) tarafindan yapilan calismada oldugu gibi,
Ogretmenlerin yontem ve teknik kavramlarini tanimlamakta giicliik ¢ektikleri yorumu yapilabilir. Fakat kesin bir
yorum yapabilmek icin bu konuya yonelik ¢alismalarin yapilmasi gerektigi unutulmamalidir.

Ogretmenler tarafindan en ¢ok tercih edilen konu alt1 sapkal diisiinme teknigi olmustur. Bu teknigi beyin firtimasi,
problem ¢dzme ve drama takip etmistir. Ogretmenlerin tercihleri cinsiyet ve branglarina gore incelenmistir. Kadin
Ogretmenler, erkek 6gretmenlere gore daha fazla konuda sunum hazirlamistir. Bu durum kadin katilimcilarin
sayica fazla olmasi ile agiklanabilir. Bunun haricinde kadin ve erkek katilimcilarin tercihleri arasinda anlaml
denebilecek farklilar gézlemlenmemistir. Her iki grupta da alt1 sapkali diisiinme, beyin firtinasi, problem ¢ézme,
drama konular1 6ne ¢ikan ydntem ve tekniklerdir. Ogretmenlerin tercihleri brans bazinda incelendiginde de bahsi
gegen bu yontem ve tekniklerinin one ¢iktigi goriilmektedir. Katilimer Ggretmenlere tercihlerinin nedenleri
soruldugunda, 6gretmenler ¢ogunlukla en ¢ok sevdigi (%35) ve en ¢ok kullandigi (%21) ya da iki secenegi de
isaretleyerek en ¢cok sevdigi ve en ¢ok kullandig1 yontem veya teknik (%21) oldugu i¢in bu konuyu tercih ettiklerini
iletmislerdir. Diger segenegini isaretleyen Ogretmenler ise egitsel fayda basta olmak {izere kisisel tercihler,
kullanim siklig1 gibi farkli nedenlerden 6tiirti bu konu ile ilgili sunum hazirladiklarini ifade etmislerdir.

Aragtirmada en ¢ok sevilen teknigin alt1 sapkali diisiinme teknigi oldugu goriiliirken en ¢ok kullanilan teknigin
beyin firtinas1 teknigi oldugu bulunmustur. Elde edilen bu bulgular literatiirde var olan ¢alismalar ile farklilik
gostermektedir. Ornegin Giiven Yildirim ve digerleri (2016) ve Yilmaz (2017) fen bilgisi 6gretmen adaylari ile

255



Yeliz Tunga, Berkan Celik ve Kiirsat Cagiltay

yaptiklart ¢aligmalarda en ¢ok diiz anlatim yonteminin tercih edildigi sonucuna ulagmislardir. Benzer olarak,
Demir ve Ozden (2013) tarafindan simf gretmenleri ile yapilan arastirmada ve Bardak ve Karamustafaoglu (2016)
tarafindan fen bilgisi 6gretmenleriyle yapilan ¢aligmalarda da 6gretmenlerin diiz anlatim ydntemini tercih ettikleri
sonucuna ulasilmistir. Bu c¢alisma sonucunda fen bilgisi 6gretmenleri en ¢ok beyin firtinast teknigini
kullandiklarini ifade etmislerdir. Benzer olarak sinif 6gretmenlerinin de en gok beyin firtinast yontemini kullandigi
bulunmustur. Kayabasi’nin (2012) sinif 6gretmenleri ile yaptig1 calismada da 6gretmenler diiz anlatim yonteminin
yant sira soru cevap ve beyin firtinast tekniklerini kullandiklarini ifade etmislerdir. Tespit edilen bu farkliliklar
katilimc1 grubunun motivasyonlari ile agiklanabilir. Bu arastirmanin katilimeilar1 Dijital Ogretmenler Projesine
goniillii olarak katilan 6gretmenlerden olusmaktadir. On hafta siiren bu proje kapsaminda goniillii olarak egitime
devam eden ve verilen 6devleri yapan 6gretmenlerin mesleki gelisimlerine katki saglamak isteyen yiiksek
motivasyona sahip dgretmenler oldugunu sdylemek yanlis olmayacaktir. Bu sebeple bu dgretmenlerin diger
caligmalarda (Bardak ve Karamustafaoglu, 2016; Demir ve Ozden, 2013; Kayabasi, 2012) katilimc1 6gretmenler
tarafindan dile getirilen 6grenci merkezli yontem ve tekniklerinin kullanilmasinin yarattigi smif yonetimindeki
zorluklar1 asarak daha 6grenci merkezli ve egitsel fayda odakli bir yaklasim benimsedikleri yorumu yapilabilir.

Bunun yani sira, bu ¢alismada lisans diizeyinde okutulan 6gretim yontem ve teknikleri derslerini yeterli bulmama
konusunda genel bir egilim belirlenmistir. Arastirmaya katilan dgretmenlerin ¢cogunlugu (%59,75) bu dersleri
yeterli bulmadigini ifade etmistir. Ogretmenlerin yalnizca %17,43’ii bu dersleri yeterli bulurken, %22,82’si bu
konuda kararsiz olduklar1 ifade etmislerdir. Cinsiyet ve branslara gore incelendiginde, kadin &gretmenlerin
%60,16'sinin bu dersleri yetersiz buldugu, erkek 6gretmenlerde ise bu oranin %56,31 oldugu gorilmiistiir.
Branslara gore ise, beden egitimi (%83,33), sosyal bilgiler (%80), Tiirk¢ce (%80) ve dzel egitim (%76,47)
dgretmenleri bu dersleri en ¢ok yetersiz bulan gruplardir. Ote yandan sayisal derslerin agirhikli oldugu ilkogretim
matematik ve fen egitimi gibi boliimlerde bu oran nispeten daha diisiiktiir. Bu durum, zorluk diizeyi daha diisiik
boliimlerden mezun olan dgretmenlerin kendilerini yetersiz hissetmeleri seklinde bir varsayimi giindeme getirse
de bu ¢ikarimin kesinlesmesi i¢in daha fazla arastirma gerekmektedir.

Benzer olarak, katilimc1 6gretmenlere 6gretim yontem ve teknikleri ile ilgili herhangi bir egitime ihtiyag duyup
duymadiklart soruldugunda ise sonuglar bir Onceki soruya verilen cevaplar ile tutarlilik gostermektedir.
Ogretmenlerin yarisindan fazlasi (%55,23) bu konuda egitime ihtiya¢ duyduklarim ifade etmislerdir. Katilime1
Ogretmenlerin cinsiyet bazinda egitim ihtiyact incelendiginde ise erkek (%62,02) dgretmenlerin kadin (%53,9)
dgretmenlerden daha fazla egitime ihtiyag duydugu bulgusuna ulasilmistir. Iki grupta da kararsizim diyenlerin
sayisi hayir, egitime ihtiyacim yok diyenlerden fazladir. Arastirmaya katilan 6gretmenler arasinda en yiiksek
oranda egitime ihtiya¢ duydugu ifade eden 6gretmenler sirasiyla Tiirkce (%75) Arapca ve miizik (%66,67) ve
DKAB (%60) 6gretmenleridir.

Bu bulgulardan yola ¢ikarak 6gretmenlerin mesleki gelisimine katki saglayacak gretim yontem ve tekniklerini
konu alan hizmet i¢i ve Oncesi egitimlerin niceliksel ve niteliksel olarak artirilmasina ihtiya¢ duyuldugu
sOylenebilir. Daha da Onemlisi 0gretmen egitimi programlarinda bu konulara yonelik okutulan derslerin
igeriklerinin iyilestirilmesi ve belki bu derslerin sayisinin artirilmasi gerektigi soylenebilir. Yildirim (2013)
tilkemizde 6gretmen yetistirme programlarinin alan egitimi odakl oldugunu ve 6gretmenlik meslek bilgisi olan
pedagojik derslerin yeterince énemsenmedigini ifade etmektedir. Ogretmen yetistirme programlarinin gdzden
gecirilmesinin gerekliligini vurgulayan Yildirim (2013), egitim arastirmalarinin bu reforma kaynaklik etmesi
gerektigini soylemektedir. Yildiz ve Cinkir (2023) 6gretmen egitiminde bir diger tartismali konu bilen dgretir
argiimanina deginmektedir. Fen edebiyat fakiilteleri gibi yogun alan egitimi sunan fakiiltelerden mezun olan
kisilerin de 6gretmenlik yapabilecegini savunan bu argiiman, lilkemizde pedagojik formasyon egitimi olarak
adlandirilan mesleki egitim programlarinin uygulanmasina da kaynaklik etmektedir. Yildiz ve Cinkir (2023) bu
durumu, egitim fakiiltesi mezunlarinin 6gretmenlik alan bilgisi sinavindan daha ytiksek puanlar aldigin1 gostererek
elestirse de, fen fakiiltesi ¢ikish 6gretmenlerin egitim fakiiltesi ¢ikislt 6gretmenlere kiyasla 6grencilerin akademik
basarilarina daha fazla katki sagladigini gosteren caligmalara (6rnegin Abazaoglu ve diger., 2016) atifta bulunarak
egitim fakiiltesi mezunu olmanin pratikte bir avantaj saglamiyor olabilecegini ve kosullar ne olursa egitim
fakiiltelerinin iyilestirilmesine ihtiya¢ oldugu vurgulamaktadir. Bu c¢aligmaya katilan 6gretmenlerin egitim
fakiiltesi ya da fen fakiiltesi kokenli oldugu bilinmemekle birlikte, bu fakiiltelerden mezun olan 6gretmenlerin 6z
yeterlik inanglar1 ve aldiklar1 pedagoji egitimine yonelik degerlendirmelerini igeren egitim arastirmalarina ve bu
calismalarin sonuglarini g6z 6niinde bulunduran iyilestirmelere ihtiya¢ oldugu soylenebilir.

Aragtirmaya 12 farkli brangtan ilkokul ve ortaokul 6gretmeni katilmistir. Bu durum, arastirmanin giiglii
yanlarindan biri olmasmin yan1 sira sinirliliklarindan birisidir. Arastirmaya katilan 6gretmenlerin sayist brans
dagilimi agisindan esit degildir. Katilimeilarin biiyiik ¢ogunlugunu sinif 6gretmenleri olusturmaktadir. Benzer bir
durum cinsiyet degiskeni i¢in de gegerlidir. Kadin katilimcilarin sayisi erkek katilimcilardan fazladir. Bu sebeple
daha homojen bir katilimeci dagilimina sahip benzer arastirmalarin yapilmasi, bu ¢alisma sonuglarmnin teyit
edilmesi agisindan onerilmektedir. Arastirmada 6gretmenlere dogrudan sevdikleri ve kullanigh bulduklar1 6gretim
yontemi veya teknigi sorulmak yerine dnce herhangi bir yontem ve teknikle ilgili bir sunum hazirlamalari, daha
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sonra bu tercihlerinin gerekgesinin sorulmasi tercih edilmigtir. Bu durum, arastirmanin bir diger sinirlilig1 ve ayn
zamanda gii¢lii yanlarindan biri olarak goriilebilir. Ogretmenlerin énce sunum konusunu tercih etmeleri, daha
sonra bu durumu gerekgelendirmeleri, cevaplarinin daha detayli ve kapsamli olmasini saglayabilir.

Tesekkiir

Bu caligmanin hazirlanmasina katkida bulunan Dijital Ogretmenler Projesi katilimcilarina igtenlikle tesekkiir
ederiz.

Cikar Catismasi Beyani
Yazarlar arasinda herhangi bir ¢ikar ¢atismasi bulunmamaktadir.

Mali Destek

Yazarlar bu ¢aligma i¢in herhangi bir kamu kurumundan veya ticari kurulustan mali destek almamustir.

Etik Kurul izin Bilgisi: Bu arastirma, Orta Dogu Teknik Universitesi insan Arastirmalari Etik Kurulu’nun
13/11/2020 tarihli ve 320-ODTU-2020 sayili karari ile alinan izinle yiiriitiilmistiir.
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