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Inclusive education, which provides serious advantages in providing education services to
individuals with special needs, continued through online education, one of the distance
education methods, together with the pandemic. The present study aims to examine
teachers' online education applications from the perspective of parents and in the context of
access, participation, and support, which are the requirements of qualified inclusion in the
joint statement of the Council for Exceptional Children (CEC) Division for Early Childhood
(DEC) and the National Association for the Education of Young Children (NAEYC). In this
direction, individual interviews were conducted using semi-structured interview questions
with 15 parents with special needs children who are continuing their inclusion education.
The data produced from the interviews were analyzed with the inductive method. As a
result of the analyses made; Three themes, including the transfer of inclusion practices to
the online environment, the practices of classroom teachers, and opinions and demands,
and six sub-themes related to these themes and 29 codes were identified. Positive and
negative opinions of parents and classroom teachers about online education practices,
predictions, and demands concerning the reasons for these opinions are discussed within
the framework of access, participation, and support, which are specified as the requirements
of inclusive education, depending on the literature.

Cevrimici Egitimde Kaynastirma/Biitiinlestirme Sinif Ogretmenleri: Ebeveyn
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Ozel gereksinimli bireylere egitim hizmetlerinin sunulmasinda ciddi avantajlar saglayan
kaynastirma egitimi pandemiyle birlikte uzaktan egitim yontemlerinden gevrimici egitim
yoluyla siirdiiriilmiistiir. Mevcut c¢alismada Ogretmenlerin  cevrimici  egitim
uygulamalarinin; Ozel Gereksinimli Cocuklar Konseyi'nin (Council for Exceptional
Children-CEC) Erken Cocukluk Birimi (Division for Early Childhood-DEC) ile Ulusal Kiigiik
Cocuklarin Egitimi Dernegi'nin (National Association for the Education of Young Children-
NAEYC) ortak bildirisindeki nitelikli kaynastirmanin gerekleri olan erisim, katilim ve destek
olgular1 baglaminda ve ebeveyn perspektifinden incelenmesi amaglanmistir. Bu dogrultuda
0zel gereksinimli ¢ocuga sahip ve cocugu kaynastirma egitimine devam eden 15 ebeveyn ile
yar1 yapilandirilmis goriisme sorulariyla Dbireysel goriismeler yiiriitiilmiistiir.
Goriismelerden iiretilen veriler tiimevarim yontemi ile analiz edilmistir. Yapilan analizler
sonucunda; kaynastirma uygulamalarmin ¢evrimigi ortama aktarimasi, smif
Ogretmenlerinin uygulamalar ile goriis ve talepler olmak {izere ii¢ tema ve bu temalara
iliskin alt1 alt tema ile 29 kod elde edilmistir. Ebeveynlerin, sinf 6gretmenlerinin gevrimici
egitim uygulamalarma iliskin olumlu ve olumsuz goriisleri, bu goriislerin nedenlerine
iliskin 6ngoriiler ve talepler alan yazina bagl olarak kaynastirma egitiminin gerekleri olarak
belirtilen erisim, katilim ve destek olgular cercevesinde tartisilmustir.
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1. Giris

Ozel gereksinimli bireylerin yasam kalitelerinde 6nemli bir
rol istlenen egitim hizmetleri farkli yontem, uygulama
veya ortamlarda gerceklestirilebilmektedir (Ozel Egitim
Hizmetleri Yonetmeligi, 2018; Saloviita, 2020). Yontem,
uygulama ve ortamlarin belirlenmesinde ise bireyin iist
diizey faydasinin gozetilmesi gerekmektedir (Yilmaz ve
Melekoglu, 2018).
baglaminda 6zel egitimin temel ilkelerinden olan en az
kisitlayic1 ortam ilkesi geregi genel egitim ortamlarinda

Egitim hizmetlerinin saglanmasi

tipik gelisen bireylerle birlikte hizmetlerin sunulmasi
oncelik olmalidir (Kircaali-iftar, 1998). Bu noktada
kaynastirma, biitiinlestirme ya da kapsayici egitim on
plana c¢ikmaktadir. Belirtilen kavramlar birbirlerinden
gesitli farklilagsa da
uygulamadan beklentiler benzesmektedir. Dolayisiyla
¢alismanin izleyen boliimlerinde kaynastirma kavrami
tercih edilmistir.

acilardan uygulamalar  ve

Kaynastirma egitim uygulamalar1 0zel gereksinimli
bireylerin egitimden saglayacaklar1 fayda bakimindan
benzersiz olanaklar saglamaktadir. Yapilan c¢alismalar
incelendiginde 0©zel gereksinimli bireyler
donemi de icine alacak sekilde okul déneminin her
kaynastirma uygulamalarindan diger
uygulamalara kiyasla daha fazla fayda saglamaktadir
(Dessemontet vd., 2012; Ruijs ve Peetsma, 2009; Woodgate
vd., 2020). Sucuoglu ve digerleri (2020), yaptiklar
calismada 6gretmen ve 6grencilere herhangi bir ek destegin
saglanmadig1 dahi kaynastirma
uygulamasindan, gereksinimli bireylerin fayda
sagladigina isaret etmektedir. Her ne kadar kaynastirma
uygulamasi bagh basina 6zel gereksinimli 6grenciye fayda
saglasa da uygulamadan maksimum basar1 elde edilmek
getirilmesi  gereken
bulunmaktadir. Erken ¢ocukluk alaninda o6nde gelen
kuruluglardan olan Ozel Gereksinimli ~Cocuklar
Konseyi'nin (Council for Exceptional Children [CEC]),
Erken Cocukluk Birimi (Division for Early Childhood
[DEC]) ile Ulusal Kiigiik Cocuklarin Egitimi Dernegi'nin
(National Association for the Education of Young Children
[NAEYC]) ortak Dbildirisinde yiiksek kaliteli bir
kaynastirma uygulamas:t icin {i¢ Onemli
gergeklestirilmesi gerektigi ifade edilmektedir. Bunlardan
ilki 6grenme firsati, etkinlik, ortam ve gevreye erisimdir.
Cevre ve program erisime uygun olarak tasarlanmis olsa da
bazi ¢ocuklar, 6grenme etkinliklerine dahil olmak igin ek
diizenleme ve destege ihtiya¢ duymaktadir. Bu yiizden ek
destek ve diizenlemeler ile katilimin saglanmasi ikinci
gerekliliktir. Ugiinciisii ise kaynastirma uygulamalarinda
O0gretmen, ebeveyn ve dgrenciye desteklerin saglanmasidir
(DEC ve NAEYC, 2009). Bu {ii¢ énemli olgu yalmizca
okuldncesi donem igin degil okul dénemi kaynastirma
uygulamalari i¢in de olmazsa olmazdir (Dessemontet vd.,
2012). Bunlarin gergeklestirilmesi, nitelikli 6gretmenler,
okula aile is birligi, yasal diizenlemeler gibi bir¢ok kosulun
yerine getirilmesini gerektirmektedir.

okul6ncesi

kademesinde

durumlarda
ozel

admina yerine temel unsurlar

bilesenin

Her ne kadar DEC ve NAEYC (2009) ortak bildirisinde
belirtilen bu ii¢ énemli olgu, yiiz ylize egitimin oldugu
durumlar igin belirtilmis olsa da uzaktan egitimin oldugu
durumlarda da 6zel gereksinimli 6grencilerin kaynastirma
uygulamasinda fayda saglamasi agisindan kritik éneme
sahiptir (Parmigiani vd., 2021). 2019 Mart ayiyla birlikte
iilkemizde goriilerek etkisini ciddi diizeyde hissettiren
Korona Viriis Hastalig1 (Corona Virus Diseases-COVID)
pandemiye doniiserek (World Health Organization
[WHO], 2020) hayatin olagan akisinm1 bir¢cok agidan
olumsuz bir bigimde etkilemistir (Karatas, 2020). Olumsuz
etkilerin en 6nemli yansimalarindan biri de egitim 6gretim
uygulamalarinda goriilmiistiir. Bu baglamda hastaligin ilk
goriildiigli zamanlarda {iilkemizde tiim kademelerde
egitim Ogretime ara siirecte
pandeminin seyrine goére uzun siireler boyunca egitim
Ogretim faaliyetleri acil uzaktan egitim yoOntemiyle
(Bozkurt vd., 2020) veya hem uzaktan hem de yiiz yiize
egitimin oldugu hibrit yontemle siirdiiriilmiistiir. Uzaktan
egitim modeli olaraksa farkli kademeler ve dersler igin TRT

verilmisgtir. Herleyen

Egitim ve Bilisim Agi'min yam sira genellikle online veya
cevrimici model kullanilmistir (Ozer, 2020).

Kaynastirma 6grencisi olan 6zel gereksinimli bireyler de
pandemi egitim  O0gretim  hizmetlerini,
pandemiyle artan ve bu donemde sikca
kargilagtigimiz gevrimici 6grenme ortamlarinda almistir
(Mengi ve Alpdogan, 2020). Bu durum bir¢ok soru isaretini
beraberinde getirmistir. Bu soru isaretlerinden biri daha
once belirtilen DEC ve NAEYC (2009) ortak bildirisindeki
erisim, katilim ve destek olgularinin gergeklestirilmesinde
yasanabilecek giicliiklerdir. Heniiz iilkemizde yiiz yiize
egitimde dahi erisim, katilim ve destegin oldukca sinurl
olmast sunulacak hizmetlerde bu
smirliligmm  daha olmasi oldukca
artirmaktadir. Oysa 6zel gereksinimli bireylere sunulacak
oldukca planli  olmasi
gerekmektedir Bu hizmetlerin okul

stiresince
onemi

cevrimici olarak

fazla ihtimalini
sistematik  ve

1990).
yillarinda sunulmasi son derece o6nemlidir. Ozellikle
akademik becerilerin edinilmeye baglandig: ilkokul yillart
kaynastirma 6grencileri igin vazgegilmezdir. Bu noktada
kaynagtirma smif Ogretmenleri 6n plana c¢ikmakta ve
Ogretmenlere

hizmetlerin
(Kavale,

onemli  sorumluluklar  diismektedir.

Cevrimi¢i donemde O&gretmenlerin 6zel gereksinimli
ogrencilerin 6grenme firsatlarina veya materyallere erigimi
icin neler yaptigi, ne diizeyde etkinliklere dahil ettigi,
Bireysellestirilmis ~ Egitim Plan1  (BEP)
hazirlamadigi, 6grenci igin secilen amaglar1 nasil ¢alistigy,
yapilan etkinliklere 6zel gereksinimli bireyleri dahil etmek
veya katilimlarini saglamak icin ne gibi diizenleme ve
uyarlamalar yaptigy, aile ve ¢ocuga destek hizmet saglayip
saglamadig1 gibi konular 6zel gereksinimli bireylerin elde
edecekleri kazanimlar bakimindan elzemdir (Alquraini ve
Gut, 2012). Belirtilen noktalarda 6gretmen uygulamalarinin
nasil oldugunun betimlenmesi var olan durumu ortaya
koymak ve bu dogrultuda karar verebilmek veya politika
gelistirebilmek i¢in 6nemli goriilmektedir.

hazirlayip
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Pandemi doneminde o6zel gereksinimli bireyleri ve
Ogretmenlerini ele alan ¢alismalar bulunmaktadir
(Akbayrak vd., 2021; Cay ve Bozak, 2021; Donitsa-Schmidt
ve Ramot, 2020; Glessner ve Johnson, 2020; Hopcan vd.,
2021; Kizir, 2021; Mengi ve Alpdogan, 2020; Samaila vd.,
2020; Sani-Bozkurt vd., 2022; Schuck vd., 2021; Smith, 2020;
Yazgayir ve Glirgiir, 2021). incelendiginde
gogunlukla 06zel egitim okullarinda hizmet alan 6&zel
gereksinimli bireylerin ¢alismaya konu oldugu (Cay ve
Bozak, 2021; Donitsa-Schmidt ve Ramot, 2020; Hopcan vd.,
2021; Kizir, 2021; Mengi ve Alpdogan, 2020; Samaila vd.,
2020; Smith, 2020; Yazgayir ve Giirgiir, 2021) 6zel egitim
Ogretmenlerinin uzaktan egitim deneyimlerinin ele alindig1
(Akbayrak vd., 2021; Glessner ve Johnson, 2020), ebeveyn
ve Ogretmen isbirliginin incelendigi (Schuck vd., 2021)
Ozel egitim
perspektifinden ele alindigi (Sani-Bozkurt vd. 2022)
¢alismalarin varligindan s6z edebiliriz. Ancak kaynastirma
ortamlarinda hizmet alan 6zel gereksinimli bireyleri ve
O0gretmen uygulamalarinin nasil oldugunu ele alan ¢alisma
say1sl sayidaki
uygulamalarin nasil oldugu 6gretmen perspektifinden ele
almmis (Colombo ve Santagati, 2022; Filiz ve Giines, 2022;
Parmigiani vd., 2021; Polat, 2021) veya uzaktan egitim
uygulamalarinda 6gretmelere yonelik derleme niteliginde
oneriler sunulmustur (Uleanya vd., 2021).

Bunlar

uzaktan uygulamalarimin uzman

sinirhdir. Bu  smurh calismada ise

Yapilan calismalar ontinde
bulunduruldugunda
uygulamalarmin 6gretmen goriislerine gore incelendigi
belirtilebilir.  Bu
uygulamalar1 6znel bakis agisiyla degerlendirebileceklerini
akla getirmektedir. Mevcut calisma ile kaynastirma smif
ogretmenlerinin ¢evrimigi egitim uygulamalarinin ebeveyn
perspektifinden bakis acilarmin edinilmesi amaglanarak
hem ailelerin ve gocuklarin beklentilerinin birinci agizdan
yansitilmasi hem de disardan bir bakis acisiyla 6gretmen
katkilar
saglayacaktir. Bu kapsamda mevcut calismada DEC ve
NAEYC (2009) bildirisindeki {i¢ 6nemli olgu 1siginda

tlimiiyle g0z

genellikle uzaktan egitim

durum Ogretmenlerin  yaptiklar

uygulamalarmin incelenmesi

degerli

ebeveyn perspektifinden kaynastirma smnif
Ogretmenlerinin ¢evrimici uygulamalarnin incelenmesi
amagclanmaktadir.
2. Yontem

2.1. Desen

Bu arastirmada, 6zel gereksinimli bireye sahip annelerin,
¢ocuklarmin ¢evrimici egitim donemine iliskin goriislerinin
ortaya konmasi amaglanmistir. Bu amag¢ dogrultusunda
¢alisma nitel arastirma temelinde desenlenerek, insanlarin
gercek deneyimlerinin anlamina, yapisina ve ziine iliskin
derinlemesine inceleme saglamasi (Patton, 2014) sebebiyle
aragtirmada olgu bilim (fenomenoloji) tercih edilmistir.
Olgu bilim; farkinda olunmasina karsin ayrintili anlayis
gelistirilemeyen fenomenlere dair, katilimar
deneyimlerinin betimlenmesi ve yorumlanarak anlasiimasi
neticesinde genel bir ac¢iklamaya ulasilmasi olarak ifade

edilmektedir (Annells, 2006; Creswell, 2014). Arastirmada
ele alinan olgu (fenomen), ilkokulda Ogrenim goren
kaynastirma 6grencilerinin ¢evrimigi egitim yasantilaridir.

2.2. Calisma Grubu

Goriisme yapilacak annelerin se¢iminde, amagli 6rnekleme
Olciit
basvurulmustur. Hgili yontemin arastirmada kullanilma
sebebi, bu yontemde olgiit seciminde; herhangi bir
durumun 6l¢iit segilebilmesi (Grix, 2010) ve bu dlgiitlerin
arasgtirmaci (Marshall ve
Rossman, 2014) 6zellikleridir. Katilimcr se¢imindeki temel
Olctitler a) 2021 — 2022 egitim Ogretim yilinda ilkokulda
O0grenim gormekte olan 6zel gereksinimli ¢ocuga sahip
olmak, b) ¢ocuklarmin pandemi déneminden 6nce egitim-
Ogretim yasantilaria baslamis olmalari ve c) Ankara ilinde

yontemlerinden orneklemi yontemine

tarafindan belirlenebilmesi

ikamet etmektir.
arastirmada goniillii katillm saglayarak sozlii onamlari
alinan 15 katilimci ile goriismeler gergeklestirilmistir. Kod
isimler verilen annelere ve gocuklarina iliskin demografik
bilgiler Tablo 1’de yer almaktadir.

Belirlenen o&lgiitleri karsilayan ve

2.3. Islem

Verilerin tiretilmesi siirecinde; arastirmanin desenlenmesi,
veri iiretme aracinin gelistirilmesi ve Etik Kurul Onayi
alinmasinin ardindan Ankara ili merkez ilgelerinde yer
alan o6zel 6zel egitim kurumlar ile birinci arastirmaci
tarafindan iletisime gegilmistir. Kurumlar ile telefon
araciligiyla  gerceklestirilen  goriismede,  arastirma
hakkinda bilgi verilerek, gerceklestirilmesi planlanan
arastirma icin hem onaylarmin hem de Olgiitleri karsilayan
ogrencilerinin olup olmadigi sorulmustur. Sonrasmnda
aragtirmanin velilerinin katilimi ile yiiriitiilmesine onay
veren kurum yoneticilerinden, annelere iligkin iletisim
bilgileri istenmis ve telefon yoluyla yapilan ilk goriismede
gonillii katilimer olan ve s6zlii onamlar1 alinan anneler ile
goriisme giin ve saatleri kararlastirilmistir. Son olarak
belirlenen giin ve saatlerde telefon aracilig: ile annelere
ulasilmis ve goriismeler Sncesinde; arastirma hakkinda
tekrar sorulari alman
cevaplarin yalnizca arastirma kapsaminda kullanilacag: ve
istedikleri an arastirmadan cekilebilecekleri belirtilerek, ses
kayd1 adma sozlii onamlar1 almmustir.
Goriismeler, ikinci arastirmaci tarafindan telefon aracilig:

bilgi verilmis, cevaplanmus,

alinabilmesi

ile ytirtitiilmiis, goriismeler sirasinda goriislerin objektif
yansitilmasi adina yonlendirmede bulunulmamis ve veri
doygunlugu saglanana kadar katilimci sayisi artirilarak
goriismelere devam edilmistir.

Arastirmadaki en kisa goriismenin siiresi 10 dakika 53
saniye iken en uzun goriisme ise 21 dakika 35 saniyedir.
Yapilan goriismelerin tamami ses kayit cihazi aracilig ile
kayit altina alinmigtir. Goriismelere ait; katilimei, goriisme
siiresi ve goriisme tarihi bilgileri Tablo 2’de yer almaktadir.
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Tablo 1.

Anneler ve Cocuklarina [liskin Demografik Bilgiler

Anneler Egitim Diizeyi Annenin Yas1 Meslek Cocugun Yetersizligi  Cocugun Yasi1  Cocugun Cinsiyeti
K1 Lise 29 Ev Hanim zY 8 Kiz
K2 Doktora 35 Uzman zY 8 Erkek
K3 Lise 36 Ev Hanim FY+ZY 9 Kiz
K4 Lise 36 Ev Hanim zY 9 Kiz
K5 Lise 32 Ev Hanimm 0G 10 Kiz
K6 Lisans 49 Ogretmen zY 10 Erkek
K7 Lisans 42 Sigortac OSB 8 Erkek
K8 Lisans 45 Ogretmen FY+ZY 8 Kiz
K9 Tlkokul 45 Ev Hanimm 0SB 9 Erkek
K10 Lisans 42 Ogretmen OSB 9 Kiz
K11 ilkokul 42 Temizlikgi zY 9 Erkek
K12 Yiiksek Lisans 42 Doktor 0G 9 Erkek
K13 Lisans 51 Emekli 0G 10 Erkek
K14 Lisans 44 Ev Hanim 0G 9 Kiz
K15 Lisans 42 Ogretmen 0SB 9 Erkek

Not. K: Katilimet, ZY: Zihinsel Yetersizlik, FY: Fiziksel Yetersizlik, OG: Ogrenme Giigliigii, OSB: Otizm Spektrum Bozuklugu

Tablo 2.

Katilimei, Goriisme Siireleri ve Goriisme Tarihlerine Iliskin Bilgiler

Katilimcilar Goriisme siiresi Goriisme tarihi
K1 16:04 19.04.2022
K2 18:17 21.04.2022
K3 14:02 22.04.2022
K4 10:53 21.04.2022
K5 16:25 24.04.2022
Ké6 11:45 28.04.2022
K7 12:52 01.05.2022
K8 16:14 27.04.2022
K9 10:14 25.04.2022
K10 13:51 26.04.2022
K11 11:28 20.04.2022
K12 12:36 03.05.2022
K13 21:35 02.05.2022
K14 11:01 26.04.2022
K15 19:30 03.05.2022

2.3.1. Etik bildirim

Yapilan bu ¢alismada “Yiiksekogretim Kurumlar: Bilimsel
Arastirma ve Yayn Etigi Yonergesi” kapsaminda uyulmasi
belirtilen tiim kurallara uyulmustur. Yonergenin ikinci
boliimii olan “Bilimsel Arastirma ve Yaymn Etigine Aykiri
Eylemler” baglhig1 altinda belirtilen eylemlerden higbiri
gergeklestirilmemistir. Bu  ¢alisma  Artvin  Coruh
Universitesi Etik Kurulu'nun 22.01.2021 tarihli ve E.4482
sayili izni dogrultusunda gerceklestirilmistir.

2.4. Veri Toplama Araglar
2.4.1.Yar1 yapilandirilmig goriisme formu

flk olarak detayli alanyazin taramasi gergeklestirilmis ve
arastirma kapsaminda dahil edilmesi diisiiniilen konular
(6grencinin ¢evrimigi donemden sonraki egitim hayati,
¢evrimic¢i donem ile yiiz yiize dénem arasinda farklilasan
durumlar, ebeveyn-ogretmen iletisimi, bireysellestirilmis
egitim  programi,  destek vb.)
belirlenmistir. Ardindan goriislerin agik bir sekilde
betimlenmesi ve konuyla ilgili kapsamli bilgi tiretebilmek
amaciyla (Bailey, 1982; Berg, 2001) bu arastirmada yari-
yapilandirilmis goriisme tekniginin kullanilmasina karar
verilmistir. yapilandirilmis goriisme formunun
olusturulma asamalar1 Sekil 1'de yer almaktadir.

egitim  hizmetleri

Yari
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Ana formun olusturulmast

On gdriisme yapilmas

Uzman goriisii ahnmast

Taslak formun olusturulmasi

Soruhavuzununolusturulmasi

Alanyazin taramasi

Sekil 1. Yar1 yapilandirilmis goriisme formu olusturma
asamalari

Yari-yapilandirilmis  gorlisme formunun olusturulma
asamasinda, her bir aragtirmaci tarafindan birinci boliimde
goriisme sorular1 ve bu sorulara bagl olarak daha doygun
cevaplar saglanmasi adina destek (sonda) sorulari
belirlenerek soru havuzu olusturulmustur. Sonrasinda
aragtirmacilar tarafindan her bir soru tartigilarak ilk taslak
forma ulasilmistir. Formun ikinci béliimiinde ise g¢ocuga
iliskin; yas, cinsiyet, yetersizlik tiirii ile anneye iliskin; yas,
meslek ve egitim diizeyi bilgilerini igeren demografik bilgi
formu olusturulmustur. Goriigsme ve destek sorularinin

olusturulmasmin ardindan, anlasihirhk ve kapsam
yonlerinden  degerlendirilmesi ~ amaciyla;  gegmis
calismalarinda nitel arastirma deseninde arastirma

ylriitmiis, doktorasini 6zel egitim alaninda tamamlamis ve
hala alanda aktif olarak ¢alisan, {i¢ uzmandan goriis
almis, uzmanlarin goriislerine dayali olarak 6grenci-
Ogretmen etkilesimini inceleyen sorular birlestirilmis ve
Ogretmen roliine iliskin soru sonda sorusu haline
getirilerek toplamda iki ana soru formdan gikartilmistir.
Son asamada ise, uzman goriislerine dayali olarak
diizenlenen goriisme formu kullanilarak iki ebeveynle 6n
goriisme  gerceklestirilmistir. ~ Gergeklestirilen ~ 6n
goriismelerin  katilimcilarinin  belirlenmesinde; ikamet
ilinin Ankara olmasi, 6zel gereksinimli ¢ocuga sahip olma
ve cocuklarinin egitim-6gretim yasantisinda uzaktan
egitim almis olmasi sartlar1 aranmistir. On goriismeler,
27.03.2022 tarihinde telefon goriismesi araciigr ile
gerceklestirilmistir. Goriismeler neticesinde kayit altina
alan ses dosyalar1 (16 dakika 43 saniye ve 18 dakika 37
saniye) desifre edilerek kodlayicilar arasi giivenirligi
saglamak amaciyla Word programinda
olusturulan metinler her bir yazar tarafindan bireysel
olarak okunarak kod ve temalara ulagilmistir. Varilan fikir
birligi sonucunda yazarlarin ulastig1 ortak kod ve temalar,
organize edilme ve yeterliligi saglama bakimlarindan
degerlendirilmek amaciyla iki farkli uzmana sunulmustur.
Gergeklestirilen 6n goriismelerin ardindan, ii¢ destekleyici

Microsoft

soru eklenerek, yari-yapilandirilmis gériisme formuna son
sekli verilmistir. Formda su sorular yer almistir:

1. Cocugunuzun cevrimigi veya online egitim siirecini
degerlendirir misiniz?

Sonda 1: Cevrimigi ile yiiz ylize egitim siirecini
kargilagtirabilir misiniz?

Sonda 2: Cevrimici egitim siirecini 6grenme firsati
ve erisim yonleriyle degerlendirir misiniz?

2. Cevrimigi egitim siirecinde cocu§unuzun 0gretmeni ile
etkilesiminiz ve iletisiminiz hakkinda ne diigiiniiyorsunuz?

Sonda 1: Ogretmen ile etkilesiminiz ve iletisimiz
bakimindan ¢evrimigi ile yiiz yiize egitim siirecini
kargilagtirabilir misiniz?

3. Cocugunuz icin  cevrimi¢i  domemde  uygulanan
bireysellestirilmis egitim programi (BEP) hakkinda ne

diigtiniiyorsunuz?

Sonda 1: Stire¢ (BEP hazirlanmast ve BEP
uygulanmast) hakkinda bilgi verir misiniz?

Sonda 2: Hazirlanan programda yer alan amaglarin
gocugunuzun
hakkinda ne diisiiniiyorsunuz?

gereksinimlerini karsilamasi

Sonda 3: Cocugunuz igin ¢evrimigi ve yiiz ylize

donemde hazirlanan BEP’leri karsilastirabilir
misiniz?
4. Cevrimigi egitim siirecinde ¢ocugunuzun egitime katilimi
hakkinda ne diigiiniiyorsunuz?

Sonda 1: Cevrimigi egitim siirecinde, smif
O0gretmeninin ¢ocugunuza yonelik rolii hakkinda ne
diistintiyorsunuz?

Sonda 2: Cevrimigi egitim siirecinde ¢ocugunuzun
smif  Ogretmeninin ev  i¢i  etkinliklerinizi
yonlendirmesi ve rehberlik etmesi konusunda ne
diistiniiyorsunuz?

Sonda 3: Cocugunuz cevrimici ve yiiz yiize
egitiminde  6gretmen
karsilagtirabilir misiniz?

donemdeki roliinii

5. Cevrimici egitim siirecindeki destek egitim hizmetleri
hakkinda ne diisiiniiyorsunuz?

Sonda 1: Cevrimi¢ci donem ve
donemlerdeki destek egitim hizmetlerini ¢ocugunuz
agisindan karsilastirabilir misiniz?

yliz yiize

Sonda 2: Cevrimigi donem ve yiiz yiize
donemlerdeki destek egitim hizmetlerini 6gretmen

agisindan karsilastirabilir misiniz?

6. Bunlanin disinda eklemek istediginiz ve/veya onerileriniz
varsa bahseder misiniz?
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2.5. Veri Analizi

Aragstirmada {iretilen veriler, igerik analizi yontemi olan
tiimevarimsal analiz yontemi kullanilarak analiz edilmistir.
Tiimevarimsal analiz yonteminde; okuyucularmn {iretilen
verileri anlamasi temelinde kodlamalar kullanilarak
kategorilere ulasilmasi, sonrasinda ise iligki baglantilarinin
ortaya konularak tema ve alt temalara ulasilmas:
amagclanmaktadir (Creswell, 2014; Patton, 2014; Yildirim ve
Simsek, 2016). Analizin ilk adiminda her bir goriismeye ait
ses kayit dosyalar1 herhangi bir degisiklige ugramaksizin
bilgisayar ortaminda desifre edilmistir. Sonrasinda veri
organizasyonunun saglanmasi amaciyla desifreler soru
sirasina gore alt alta siralanmais, sayfa ile satir numaralari
verilmis ve betimsel indeks boliimii eklenerek 45 sayfalik
metin dosyasi elde edilmistir. Ardindan olusturulan bu
metin her bir arastirmaci tarafindan goriisme sorular
ekseninde okunarak olas1 kodlar not alinmis ve bu iglem
ikiser defa tekrarlanmustir. Bir sonraki asamada, bagimsiz
olarak wulasilan kodlar tizerinde arastirmacilar uzlagi
saglamis ve kodlar yeniden diizenlenmistir. Son adimda
ise; aragtirmacilar tarafindan
olusturulmasmin ardindan, kategoriler {iizerinde goriis
birligine varilmis ve is birligi gercevesinde kategoriler

tekrar diizenlenerek temalara ve alt temalara ulagilmistir.

kategorilerin

Yiiriitiilmiis arastirmada, gegerligin saglanmasi amaciyla
inandiricilik ve aktarilabilirlik stratejisinden, giivenirligin

saglanmasi amaciyla ise tutarlibk  stratejisinden
faydalanilmustir. 1nand1r1c1hg1 saglamak adina,
katilimalarin ~ goriislerini onaylamalar1 istenmis ve

goriisme sonlarinda ekleme ya da ¢ikarma yapmalarina
alanyazinda kullanilmas:
olan  (Creswell ve Miller,
goriislerine teyit
Aktarnlabilirligin saglanmasi amaciyla ise, arastirmanin
tim siireci seffaf ve ayrintili sekilde betimlenmistir. Bu
sayede muhtemel okuyuculara arastirma siireci hakkinda
detayl: bilgiler sunulmustur. Tutarlilig giiglendirmek igin

Onerilen
2000)
alinmustir.

imkan verilerek,
stratejilerden

katilimcilardan iliskin

ise kodlamalar oncelikle her bir arastirmact tarafindan
bagimsiz olarak yapilmig sonrasinda ise varilan fikir birligi
gercevesinde sunulmustur. Kullanilan bu stratejilerin yan
sira arastirmada; goriisme formunun olusturulmasi
asamasinda iki farklt uzmandan goriis alinarak dis

degerlendirmenin  gergeklestirilmesi ~ amaglanmaistir.
Uzmanlarin ve arastirmacilarin goriis birlikleri ve goriis
ayriliklar;, Miles ve Huberman (1994) tarafindan

gelistirilen “Giivenirlik = Goriis Birligi / Goriis Birligi +
Goriis Ayriligr” formiilii kullanilarak hesaplanmistir. Her
bir soruya iligkin giivenirlik uyum degerleri; soru sirasina
gore %92, %93, %86, %90 ve %88 olarak hesaplanmustir.

3. Bulgular
Bu arastirmada, ©6zel gereksinimli  kaynastirma
ogrencilerinin ¢evrimigi egitim dénemindeki

yasantilariin, annelerinin perspektifinden betimlenmesi
amaglanmistir. Bu gergevede gerceklestirilen goriismelerin

veri dokiimleri, igerik analizi yoOntemlerinden olan

timevarimsal analiz analiz  edilmisgtir.
Analizler sonucu elde edilen bulgular, {i¢ ana tema
icerisinde yedi alt temadan olusmaktadir. Ana temalar, (1)
cevrimigi egitim doneminde kaynastirma egitimi, (2)
gevrimici egitimde sinif Sgretmeni ve (3) diger goriis ve
talepler seklindedir. Cevrimici egitim hakkindaki goriisler
ana temasi igerisinde genel goriisler ve farklilasan
durumlar alt temalar1 ile bu alt temalara bagli 15 kod yer
almaktadir. Tablo 3’te, ¢evrimi¢i egitim hakkindaki

goriisler ana temasina iliskin, alt tema ve kod dagilimlar

yontemiyle

ile frekans degerleri yer almaktadir.
Tablo 3.

Cevrimigi Egitim Hakkindaki Goriigler Ana Temasina Tliskin Alt
Temalar ve Kodlar

Al
Tema t Kod Frekans
Tema
Verimsiz Olmasi 9
Ebeveyn Katilimi Zorunlulugu 8
-
=z Gegis Problemi 4
gt
-
:8 Cevrimici Donemde Sosyallesme 4
‘g Té Sorunu
B g
);_%D O Ogrenci Uzerinde Olumsuz 3
g Psikolojik Etki
=
%’ Sistemsel Sorunlar 2
>
N Cevrimici Dénemde Destek 10
,‘é’ Egitim Sunulmamasi
§ Ogrenci Kaygisi 4
8 o Evde Olmaktan Dolay1
IS . 4
g E Motivasyon Kayb1
Bb 2
M = Cevrimigi Egitim Konforu 4
2 =
g % Ozel Ders Alma Zorunlulugu 3
> <
C"} % Fiziksel Ortam Sorunu 3
&
= Ebeveyn i¢in Ekstra Yiik 3
Olusturmast
Problem Davranig 3
Ebeveyn Kaygisi 2

Genel goriisler alt temasmn katilimecr goriislerinden
bazilar1 su sekildedir:

“Yiiz yiize kadar olmasa da hi¢ yoktan iyidir seklinde
diisiiniiyorum yani u orta diyelim yani yiiz yiizeye miikemmel
dersek bu ortada kaliyor 6yle soyleyeyim.” [K5].

“Yani soyle soyleyim biraz zorlandik ilk baglarda online egitime
alisamadik yani simdi herkes alisamadi zaten.” [K1].

“...hani biz yamnda olamayacagiz ¢alistyoruz nasil  bas
edebilecek hani sonucta o ekrani agmak bile ya da hani internet
koptugunda bir aksilik oldugunda. Bas edebilmek bile bir mesele
yasitlart bunu rahat yapabiliyor ama benim oglum hani yapamaz.
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Birisinin mutlaka yardimct olmast lazim ya da iste kitabini acacak
defterinin su sayfasini acacak kitabimin bilmem ne sayfasini
acacak hani bunlarda birinin  mutlaka yardimc:  olmas:
gerekiyordu.” [K12].

“..an sunun eksikligine ya yani tiim cocuklar hissediyor.
Sosyallesme ortamlart hepimizde oldugu gibi onlarmn da elinden
alindi ve 11 bir ekrana n maruz birakidldilar. Sadece bunun 11 uzun
vadede mutlaka dezavantajlari olacaktir diye diisiiniiyorum.”
[K2].

“...hani simiftaki o heyecan iste o teneffiislerdeki o cocuklarin
coskusu hani bunlarm hicbirini yasayamadilar. Yani daha cok
hani ruhsal olarak etkilendiklerini diisiiniiyorum evde sikici bir
ortam sonugta.” [K14].

“Internetlerde bazen sorun oluyor o da artik herkes girdigi icin.
Herkeste de olabiliyor yani olabiliyor ses gidebiliyor, cocuk
dersten kopabiliyor.” [K9].

Farklilasan durumlar alt temasinda yer alan bazi goriisler
sirastyla sunulmustur.

“Ozel egitimde destek egitim cok onemli uzaktan egitimin en
biiyiik zarar o oldu ¢ocuklara. Ozel egitim isteyen cocuklarimiza
destek egitim alamadilar birebir egitim yapamadilar yani.” [K6].

“Online derslerinde 1 biraz n konusmas: anlasilmadig icin
hocam biraz gekiniyor arkadaglarindan. Ekranin karsisinda bazen
iste takilip kaliyor.” [K11].

“Ben yamnda oturdugum icin mecburen katiliyor katilmak
zorunda oluyor ama siirekli evde oldugu icin istemedigi durumlar
oluyor. Yani hemen kapatmak istiyor ne zaman bitecek soruyor.
Hani ne zaman bitecek dersimiz daha kag dakika kald: 11 girmesek
olmaz m1 gibi sozler kullaniyor.” [K8].

“I standart doneme gore daha verimli oldugunu diisiiniiyorum
yiiz yiize egitimden daha fazla verim aldik online egitimden...
esasimda normal yiiz yiize egitimde 11 diger cocuklara uyum
saglamakta zorlandi fakat online egitime gecildikten sonra derse
odaklanmaya basladi. Evde olmak c¢ok rahat hissettirdi
cocuguma.” [K2].

“Bu siirecte dedim ki 1 bunu ben 1w ozel 6gretmen tutarak bu
sekilde halledeyim dedim. Hani okul olarak hocam iyi olur dediler
yani onlarda haklydi ciinkii 6gretmenlerinde yetismesi ¢ok
zordu. In 6yle olunca da ben bu dénemde iki tane 6grenci geldi
eve ders vermeye.” [K15].

“...benim evim cok miisait ev degil 11 evdeyiz oda evin odalar:
kiiciik cocugum aymni anda canli derse giriyor. In cihazlarimiz
yeterli degil.” [K7].

“...yani 1 bu konu tamamen annelere diistii. Yetisemiyorum
yani agikcas: ben evde hepsine yetisemiyorum. Bir de evde kiigiik
bebegim wvar bir buguk yasimda u ben sadece iste derste
gordiiklerimiz ve sonrasinda yaptigimiz ddevler fazlast olmuyor.”
[K1].

“Yani ben bunu doktorlardan veya da diger 11 bilgili insanlardan
arastiriyoruz soruyoruz dikkati dagiliyor oturmak istemiyor
bilgisayarda. Herhangi bir soru soruldugunda bir yerden

herhangi bir ses tonu yiikseldi mi kalkip gidiyor bilgisayardan.
Sonra yani toparlamaya ¢alistyoruz, soyle oldu boyle oldu diye
yonlendirmeye calistyorum.” [K10].

“Kaygilarimiz vardr hani yiiz yiize eitim gibi olmaz hani
anlamaz etmez diye...hani ders bagladi§indan sonuna kadar 11
hani ona destekte oluyordum ama olmuyordu.” [K13].

Cevrimi¢i egitimde smif Ogretmeni ana temasinda,
Ogretmen roliine iliskin goriisler ve dgretmen — ebeveyn
iletisimi alt temalar1 ile bu alt temalara bagl 9 kod yer
almaktadir. Tablo 4'te, ilgili temaya ait, alt tema ve kod
dagilimlari ile frekans degerleri yer almaktadir.

Tablo 4.

Cevrimici Egitimde Sumf Ogretmenine Iliskin Goriisler Ana
Temasina Ait Alt Temalar ve Kodlar

Al
Tema t Kod Frekans
Tema
. Cevrimi¢i Donemde BEP 10
c S . Hazirlanmamasi
L
— Un
e © u ‘B  Gergeklikten Uzak Amag Secimi 6
£ EEG
gb O E © Cevrimi¢i Donemde Otorite 6
- Gugliigii
5
b Ebeveyne Rehberlik 12
°
g % Motive Etme 10
350 %
m & = -
- m E Olumlu Ogretmen Tutumu 9
Bs é B &
g QE’ é‘j Ogretmen Cabast 4
3 9] N
o go Olumsuz Ogretmen Tutumu 4
Ebeveyne Rehberlik Edilmemesi 3

flgili tema igerisindeki ilk alt tema olan 6gretmen roliine
ilisgkin goriigler alt temasy;, ¢evrimi¢i donemde BEP
hazirlanmamasi, gergeklikten uzak amag¢ segimi ve
cevrimi¢i donemde otorite giigliigli kodlarmndan
olusmaktadir. Ikinci alt tema olan &gretmen-ebeveyn
iletisimi alt temasinda ise; ebeveyne rehberlik, motive etme,
olumlu Ogretmen tutumu, Ogretmen ¢abasi, olumsuz
Ogretmen tutumu, ebeveyne rehberlik edilmemesi kodlar:
yer almaktadir. Ogretmen roliine iliskin goriigler alt
temasinin katilimer goriislerinden bazilari su sekildedir:

“Bir ve ikinci siiftayken evet Ozel bir program hazirland:
haftanin ii¢ giinii normal derslerinin haricinde ayr1 bi 6gretmenle
bireysel egitim 6gretmeniyle ders yapwyordu. Hem simf
ogretmenimiz hem bireysel egitim 6gretmeni u nasil bir program
yapacaklarini bize izah ettiler sene sonunda yine bi toplant:
yaptilar iste neler kazandik neler yaptik onlarin bilgisini verdiler.
Ama bu uzaktan egitim siirecinde 3.sinifta bunu hi¢ yapamadik.”
[K12].

“...yani ben cocugun ur ¢ok yani degerlendirme noktasinda
objektif  degerlendirilmedigini  diigiiniiyorum. Ciinkii
ogretmenimizin bize hani ¢ok anlam veremedigimiz seyler



C. Karadas vd.

Ahi Evran Universitesi Kirsehir Egitim Fakiiltesi Dergisi Cilt 26, Sayt 1, 2025

soyledi. Alakasi olmayan zaten bildigi seyler 6gretti cocuguma.”
[K2].

“...biraz daha tabi davramglar: farkli oluyo cocugun okuldaki
haliyle evdeki hali 11 ayn1 olmuyor. Online egitimde biraz daha
evde rahat hissettigi icin kendini yani bu davramslarda
dgretmenin etkisi pek sey 11 online egitimde pek etkili olamuyor.
Dinlemiyor ¢ocuklar 6gretmeni yani.” [K3].

Ogretmen-ebeveyn iletisimi alt temasmn katilime

goriislerinden bazilar1 ise su sekildedir:

“In yani su konuyu sunu boyle dgretebilirsiniz su kaynaktan
diye  yonlendirdigi  oluyor.  Soyle
yapabilirsiniz  diyor mesela kaynak istedi, c¢alisabilirsiniz
kelimeleri harfleri vermeden 6nce miizik dinleyebilirsiniz, onunla
ilgili oyunlar oynayabilirsiniz dedi. Mesela “1” sesine gectigimiz
zaman onunla ilgili iste ne baslyor bu harfle ne baslyor oyun
seklinde bulmaya caligabilirsiniz gibi yonlendirmeleri oluyor,
rehberlik ediyor.” [K8].

yararlanabilirsiniz

“...mesela sosyal acidan 6gretmen hep boyle resimlerini yapt biz
paylastik, video c¢ektik, gonderdik. Mesela 0gretmenimiz
cocuklara bu 23 Nisan’da 29 Ekim’de hep etkinlik yapti. Onlar1
video olarak birlestirdi bizlere gonderdi. Cocuklar evde siir
ezberlediler sundular hani 11 onlarin hepsini yapt:. Hig bi sekilde
u geri kalmadi cocuklar hatta bir siirii hatiralar: oldu, motive
oldular.” [K10].

“Ogretmenimizle etkilesimimiz iletisimimiz gayet iyi sag olsun
her konuda bize yardimc: oluyor kendisi. Bir sikint1 yasamadik
simdiye kadar gayet iletisimimiz iyi. Hosgoriilii bir 63retmenimiz
var yani her sekilde yardimct oluyor bize elinden geldigince.”
[K4].

“Ogretmenimiz sik sik bilgilendirme yapiyor. Aryor, telefonla
iletisimi  kuruyor bizimle. Ne diizeyde olduguna dair ne
yapmamiz gerektigiyle ilgili bilgilendirme yapiyor bize. Kizim
simifla birlikte tam gotiiremedigi icin egitimi haftada bi saatte
onunla ayrica bireysel ders yapryor Zoom iizerinden.” [K8].

“Ogretmen bize inanamadr. Béyle bir siire¢ gecirdik hani o tam
bir u kaynastirma Ogrencisi olmadigimi  diisiindii  dogru
degerlendirilemedigini  diigiindii. ~ Ogretmenimizle  bir
iletisimimiz yok derslerini anlatiyor bizler derslerine katiliyoruz
dinliyoruz.” [K2].

“...bak bi sene olcak biz bi senedir evdeyiz okul bi senedir kapali
bir senedir 6gretmeni daha bi sefer aramishigr yoktur. Hani bizi
arayip da mesela dememistir hani oglum napiyosun iste egitime
basladin m1 derslerin nasil felan hicbi sekilde sey yapmuyo mesela
hi¢.” [K13].

Diger goriis ve talepler ana temasi igerisinde iki alt tema ve
bes kod yer almaktadir. Alt temalar, ¢evrimici donemde
siirece iliskin goriisler ve talepler seklindedir. Tablo 5te,
diger goriis ve talepler ana temasina ait, alt tema ve kod
dagilimlari ile frekans degerleri yer almaktadir.

Tablo 5.

Diger Goriis ve Talepler Ana Temasina Iligkin Alt Temalar ve Kodlar

Alt

Tema Kod Frekans
Tema
. Cevrimici Egitimin 4
3] < Gelecekteki Kullanimi
T 2
E & Cevrimigi Egitimde Teknolojik 3
v Destek Gereksinimi
g Destek Egitim Hizmetleri 6
3 5 Talebi
g o .. .
?%D = Ozel Egitim Ogretmeni Talebi 2
Gelisim ve Saglik Talepleri 2

Goriigler alt temasinda yer alan bazi goriisler ise sirasiyla
sunulmustur.

“Benim cocugum zaten tabletle her giin oynuyordu. Dersler
uzaktan olunca bunun egitim igin olacaginmi da gordiik...Yani
bence ogretmen bulusmas: olarak kullanilabilir bilgisayardan.
Her zaman okula gidemiyoruz. Cocuklarimiz hakkimda bilgi almg
oluruz.” [K3].

“Pandemiden dolayr sanirim herkesin eli kolu bagland: bir anda
ama bu plansiz oldu. Yani kimse sormadi evde bilgisayarin var
mi diye bana. Iiix yani tamam teknolojiyi kullanalim ama bu da
bir maliyet bizler igin.” [K7].

Talepler alt temasinda yer alan bazi goriisler ise sirasiyla
sunulmustur.

“Benim istedigim destek egitimi 1 online egitimde yapilmasin
istiyorum ben. Yani biz normalde haftada iki saat ders
alabiliyorduk. Destek egitim sira uzaktan egitim sirasinda da
destek egitim alabilmek isterdim.” [K6].

“In oneri de getirsem 11 sey olur mu bilmiyorum. Hani ben en
cok dgretmen destegi isterim ozel egitim kokenli 6gretmen.
Cocuklarin 11 yani benim anlattigim dilde anlatmamali. Onlarin
anlatig teknikleri farkli oluyor ve cocugun bi sekilde kafasina
yatwyor. Ben 0gretmen destegi isterim kaliteli Ozel egitim
ogretmeni destegi isterim yani.” [K7].

“Destek egitim mesela bizim disaridan da aldi§imiz sekiz saatlik
bi fizik tedavi devletin verdigi haklar var ama aileler bunu 6zel
olarak desteklemezse bagka tiirlii kendi parasiyla desteklemezse bu
cocuklar asla yetisemezler. Biz fizik de almak zorundayiz bireysel
ders de almak zorundayiz benim gibi olan birgok veli ¢ocugunu
ozel olarak cocugunu destekliyor. Yani tamam devletimiz bu
konuda ¢ok fazla destek olmaya ¢alistyor cocuklarimiza verilen bir
siirii imkdnlar var ama artmas: gerekli.” [K8].

4. Tartisma

Bu calismada kaynastirma egitimi igerisinde yer alan 6zel
gereksinimli grencilerin smif dgretmenlerinin ¢evrimigi
egitim uygulamalarma yonelik goriisleri ebeveyn bakis
agistyla incelenmistir. Calismay1 alanyazindaki diger
¢alismalardan ayiran yani diinyay1 etkisi altina alan Covid-
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19 salgimindan sonra gerceklestirilmis olmasidir. Bunun
amaci ¢alismada yer alan katiimecilarin Covid-19 salginin
etkilerini atlatmis olmalar1 ve yiiz yiize egitimi yeniden
deneyimlemis olmalaridir. Katilimcilarin deneyimlenen
gevrimici egitimdeki Ogretmen uygulamalarma iliskin
goriislerinin objektif
diisiiniilerek hareket edilmistir. Calismada kaynastirma
uygulamalarmin niteliginin belirleyicileri olan erisim,
katilim ve destek unsurlari tizerinde durulmustur.

olmasmin  saglanabilecegi

Calisma sonucunda {i¢ tema ve alt1 alt temaya ulagilmistir.
Elde edilen bulgulardan ilki kaynastirma uygulamalarmin
gevrimici ortama aktarilmasi temasidir. Bu temaya iliskin
hem olumsuz hem de olumlu goriislerin yer aldig1
goriilmektedir. Cevrimigi egitime iliskin olumlu goriis
bildiren ebeveyn sayis1 sinirhi olsa da alan yazinda farkl
sonuglar yer almaktadir. Cevrimigi egitim araciligiyla
sunulan egitim hizmetlerinin konforlu oldugunu (Ceylan
vd., 2022), vakit agisindan pratik oldugunu (Sirem ve Bas,
2020), tekrara olanak tanidigimi (Moore ve Kearsley, 2012),
kapsayici egitime yonelik oldugunu (Sirem ve Bas, 2020) ve
erisim imkaninin okula gitmekten daha kolay oldugunu
(Kaynar vd., 2020) belirten calismalar bulunmaktadir.
Ayrica cevrimici egitim uygulamalar1 araciligiyla ozel
gereksinimli bireylere yonelik yapilan uygulamalarin etkili
oldugunu belirten c¢alismalar (Armutcu-Arslan, 2008;
Barkaia vd., 2017; Benson vd., 2018) vardir.

Olumsuz goriis bildiren katilimci sayisi ise oldukca
fazladir. Olumsuz goriislerin fiziksel ortam, sistemsel
sorunlar, ebeveyn katiiminin zorunlulugu, destege
gereksinim duyulmasit ve cevrimigi egitimin psikolojik
etkilerinden kaynakli oldugu goriilmektedir. Cevrimigi
egitim esnasinda igerisinde bulunulan fiziksel ortamin
farkhilasmasi gesitli sonuglar dogurmaktadir. Ogretmen
otoritesinin ¢evrimig¢i ortamda saglanamamasi (Frank,
2008), cevrimigi egitim alan ogrencilerin bilgisayar ve
yonelik  bilgilerinin  olmamasi
(Wehmeyer vd., 2004), cevrimici egitimin sunuldugu

internet  kullanima
esnada ortamin giiriiltiilii olmast (Guio vd., 2018) gibi
degiskenler cevrimigi egitime yonelik olumsuz goriislerin
fiziksel ortam yetersizligini aciklamaktadir. Cevrimigi
egitimde kullanilan sistemlerin basinda EBA TV yer
almakta ve daha oOnceden yapilmis g¢alismalarda EBA
TV'nin 6zel gereksinimli bireyler icin uygun olmadigin
belirten hem 06gretmenlerle (Kurtdede-Fidan vd., 2016;
Tiirker ve Giiven, 2016) hem de 6zel gereksinimli bireylerin
aileleri ile (Ceylan vd., 2022) yiiriitiilmiis ¢alismalar vardir.
Ozellikle kaynastirma uygulamalarinda yer alan &zel
gereksinimli Ogrencilere yonelik bireysel programlarin
olusturulmamasi 6gretmenler tarafindan en sik belirtilen
durumdur (Kana ve Aydin, 2017; Kurtdede-Fidan vd.,
2016).

Cevrimigi egitim sistemlerinde karsilasilan sorunlar
kaynagtirma egitimin ilkelerinden olan ve hem DEC hem
de NAEYC tarafindan 2009 yilinda yayimnlanan raporlarda
erisim ve katilma iliskin sorunlari icermektedir. Ozel

gereksinimli  bireylerin  egitimlerinde en  &nemli

noktalardan olan erisim ve katiim bireylerin ihtiyag
duyduklar1 imkanlara ulasabilmelerini ve etkinliklere
katiimlarimi icermektedir. Ozel gereksinimli bireylerle
gerceklestirilmemis olsa da Xie ve Yang (2020) yapmis
olduklar1 ¢aligmada Ogrencilerin  %20’sinin  ¢evrimigi
egitime  yonelik bir cihazlarimin = bulunmadigin,
bulunanlarin %38’sinin ise cihazlarmin g¢evrimigi egitim

i¢in uygun olmadiklarini belirtiklerine yer vermislerdir.

Tim Ogrencilerin ebeveynlerin
desteginin 6nemi son derece fazladir. Cevrimigi egitim
stirecinde bu destegin 6nemi daha artmaktadir (Coley vd.,
2020; Pugliese, 2020). Kaynastirma

uygulamalarmin niteliginin artmasindaki 6n kosullardan

egitim yasantilarmn

Hanson ve

biri olan destek unsurunun cevrimigi egitimde ebeveynler
tarafindan saglanmaya calisildigi bulgular arasinda yer
almaktadir. Ancak giiniimiizde ¢alisan anne babalarin
varligr goz oOniinde bulunduruldugunda pek ¢ok ozel
gereksinimli ~ 6grencinin  derslere katilabilmek
ihtiyaglar1 olan destegi almakta giigliik cekmeleri beklenen
bir bulgudur. Unay ve digerleri (2021), yapmis olduklari
calismada 6zel gereksinimli 6grencilerin ebeveynlerinin bir

icin

kisminin ¢evrimigi egitim siirecinde g¢ocuklarina destek
sagladiklarmi bir kisminin ise herhangi bir destek
sunmadiklarmni belirtmiglerdir.

Temaya iliskin bir diger bulgu ise ¢evrimigi egitim
siirecinde 6zel gereksinimli 6grencilerin psikolojik destek
ihtiyaglariin Ozel
gereksinimli 6grencilerin ¢evrimigi egitim siirecinde stres
yasadiklarin1 (Lee, 2020), egitim etkinliklerine yonelik
endise duyduklarin1 (Xiang vd., 2020), derslere yonelik
kaybettiklerini (Bozkurt vd. 2020),
problem davraniglarinin arttigini (Schuengel vd., 2020) ve
sosyal iliskilerde giliglitk yasadiklarmi (Prem vd., 2020)
belirten calismalar vardir. Kaynastirma uygulamalarinin

ortaya ¢ikmast  durumudur.

motivasyonlarini

basariya ulasabilmesi icin 6zel gereksinimli &grencilerin
psikolojik olarak desteklenmeleri gerekmektedir.

edilen bir diger tema

Ogretmenlerin

Calismada elde
uygulamalaridir.  Bu

O0gretmen
temada 6zel
gereksinimli Ogrenciler igin Dbireysellestirilmis egitim
programi (BEP) hazirlamadiklari, hazirlayanlarin ise
caligilmas1  diisliniilen gercek¢i  olarak
yaklagsmadiklar1 belirtilmistir. Ozel gereksinimli bireyler
icin BEP bir yol haritasi niteligi tasimaktadir. Belirlenen
amaglarin 6grencilerin performansma dayali, gergekgi,

amaclara

islevsel ve anlasilir olmasi ve &grencinin bulundugu
ortamyi, kullanilacak arag ve gereci, kullanilacak yontemi ve
sikligini g6z oniinde bulundurarak olusturmasi son derece
onemlidir (Kargm, 2019). Kaynastirma
unsurlarindan olan katilimin saglanabilmesi igin ¢evrimici
egitim yoluyla gereksinimli
Ogrenciler igin diizenlenmesi ve gerekli uyarlamalarin
yapilmasi gerekmektedir (DEC ve NAEYC, 2009). Ayrica
Ogretmenlerin sinif ortamindaki hakimiyetinin
kayboldugu ve ailelerin bir nevi 6gretmen rolii iistlendigi
goriilmektedir. Mengi ve Alpdogan (2020) da 0zel
gereksinimli 6grencilerin ¢evrimigi egitim uygulamalarmi

egitiminin

sunulan derslerin  6zel
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0zel egitim Ogretmenlerinin bakis agisiyla izlemisler ve
benzer sekilde 6gretmenlerin egitimcilik rollerini ¢evrimigi
egitimde kullanamadiklari belirtmislerdir.

Ogretmenlerin iletisim becerilerinin de ¢evrimigi egitimin
etkililiginde bir yordayict oldugu calisma bulgular:
arasinda yer almaktadir. Bu calismada o6gretmenlerin
gevrimici egitim siirecinde ebeveynlere rehberlik ettigi,
ogrencilere kars1 olumlu tutum gelistirdikleri ve motive
olmalarma destek olduklar1 bulgular1 gibi bu bulgularin
tam tersi sonuglara da rastlanilmaktadir. Alanyazinda da
Ogretmenlerin olumlu davramiglarini (Akbayrak vd., 2021;
Alea vd., 2020; Mengi ve Alpdogan, 2020; Stenhoff vd.,
2020; Unay vd., 2021) ve maalesef olumsuz davraniglarin
bulgulayan calismalar (Ceylan vd., 2022; Wehmeyer, 2007;
Ozmete ve Pak, 2023) yer almaktadir. Ebeveynlerin aktif rol
aldig1 ¢evrimici egitim siirecinde aile katiliminin etkisinin
yeniden fark edildigi diistiniilmektedir. Ulusal Mesleki
Gelisim Merkezi (National Professional Development
Center on Autism Spectrum Disorder [NPDC], 2020)
tarafindan yayinlanan raporda aile aracilifiyla sunulan
uygulamalarm bilimsel
kategorisinde yer aldig1 belirtilmektedir. Ogretmenler
tarafindan ebeveynlere sunulacak rehberlik, 6grencilere
yonelik motivasyon calismalari olumlu tutumlar O6zel
gereksinimli
artiracagl ve gevrimici egitimin onlar1 da kapsamasma
katki sunacag diistiniilmektedir.

dayanakl uygulamalar

bireylerin ¢evrimigi egitime katilimini

Son olarak katilimcilarin goriis ve taleplerine yer verilen
diger goriis ve talepler temasinda goriisler cevrimigi
egitimin gelecegi ve teknolojik gelismeler dogrultusunda
yer almaktadir. DEC ve NAEYC (2009) bildirisindeki
unsurlardan erisim, katihim ve destege iliskin bulgular elde
edilmistir. Ogretmenlerle yiiriitiilen calismalarin (Barnum,
2020; Unay vd., 2021) aksine bu ¢alismada ebeveynler
gerekli kosullar saglandigi takdir de cevrimigi egitimin &zel
gereksinimli bireyler icin gelecekte etkili olabilecegini
belirtmislerdir. Alanyazinda gerekli sartlar saglandiginda
0zel gereksinimli bireylere ¢evrimigi olarak sunulan
uygulamalarin etkililigine iliskin bulgular yer almaktadir
(NPDC, 2020). Teknolojik gelismeler dogrultusunda ise
bilgisayar ve internete erisim konusunda giicliik yasandig1
belirtilmistir. Rasmitadilla ve digerleri (2020), g¢evrimici
egitimin teknolojiyle i¢ ice oldugunu ve gevrimigi egitime
baglanilmadan once gerekli alt yap:
gerceklestirilmesi gerektigini belirtmistir. Rice ve Dykman
(2018) da ebeveynlere ve 6gretmenlere yonelik teknoloji, is
birligi ve pedagojik egitimlerin verilmesinin ve teknolojik

hazirliklarinin

alt yapmin olusturulmasini 6zel gereksinimli bireylerin
gevrimici egitimden faydalanmalar ic¢in 6n kosul olarak
gormektedirler.

Talepler alt kategorisinde ise destek ihtiyaci 6n plana
¢ikmustir. Katilimeilar bilgisayar ve internet baglantisi gibi
teknoloji temelli desteklerin yani sira destek egitime dair
beklentileri oldugunu belirtmiglerdir. Cevrimici egitim
stirecinde internete erigim hizmetlerinin ve cihazlarinin
¢evrimici egitim kalitesinin belirleyicisi olduguna iliskin

caligmalar vardir (Jeste vd. 2020; Stenhoff vd. 2020).
Gregory ve Lodge (2015), uzaktan egitim ¢alismalarinda en
sik kargilagilan sorunlarin internete erisim ve internete
baglanacak cihazlarin niteligi oldugunu belirtmistir.
Kargin (2019), 6zel gereksinimli bireylerin nitelikli egitim
alabilmeleri icin yetersizliklerine bagli oranda ihtiyag
duyduklar1 destek egitim hizmetlerinin saglanmasi
gerektigini belirtmistir. Yine DEC ve NAEYC (2009)
bildirisinde de 6zel gereksinimli bireylere sunulacak olan
destek egitim caligmalarmin var olan performanslarmin
artirllmasinda son derece 6nemli oldugu belirtilmistir.

Ozetle, kaynastirma egitiminde yer alan  siuf
Ogretmenlerinin cevrimici egitim uygulamalar1 ebeveyn
bakis acisiyla DEC ve NAEYC tarafindan 2009 yilinda
yaymlanan Dbildiri ¢ercevesinde
Ebeveyn goériisleri dogrultusunda erisim ve destek
unsurlarmin siklikla vurgulandig1 goze carpmaktadir.
Bunun nedeninin bu iki unsurun birbirini etkilemesinden
kaynakl oldugu diisiiniilmektedir. Bu ¢alismanin birtakim

sinirliliklar1 da bulunmaktadir. Bu c¢alisma Ankara da

degerlendirilmistir.

yasayan katilimcilarla yiiriitiilmiistiir, baska bolgelerde
yasayan bireylerin goriislerinin
onerilmektedir. Calismada kaynastirma egitiminde goérev
alan smif Ogretmenlerinin uygulamalar: incelenmistir.
Herleyen smif diizeylerinde ve bransg 6gretmenlerinin

incelenmesi

cevrimi¢i egitim uygulamalarmin incelenmesi tavsiye
edilmektedir. Ayrica calismada
perspektifinden 6gretmen degerlendirmesi yapildigindan
ileri aragtirmalarda cesitliligi  saglanabilmesi
bakimindan &gretmen, 6grenci ve diger paydaslarin da
goriigleri birlikte ele almabilir. Son olarak mevcut ¢alisma
nitel arastirma yontemi ile gergeklestirildiginden ileri
farkli yapilacak
¢alismalara ihtiyag duyuldugu belirtilebilir.

yalnizca ebeveyn

veri

aragtirmalarda yontemlerle olan

Yazar Notu : Bu calisma 22-25 Haziran 2022
tarihinde yapilan IXth International Eurasian Educational
Research Congress’te sozlii bildiri olarak sunulmustur.

Yazar Katkilar : Calismanin tiim boliimlerinde
yazarlarin katkilar: esit seviyede olmustur.

Finansman
destek alinmamastir.

Bu calismada finansal bir

Cikar Catismasi
veya herhangi bir kurum ya da kurulusla herhangi bir gikar
catismasi bulunmamaktadar.

: Bu ¢alismada yazarlar arasinda

Veri Erisilebilirligi
calismanin yazarlarindan izin alinmasi gerekmektedir.

Verilerin erisilebilirligi icin
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1. Introduction

Educational services, which play a significant role in the
quality of life of individuals with special needs, can be
implemented through different methods, practices, or
environments (Saloviita, 2020; Special Education Services
Regulation, 2018). In determining these methods, practices,
and environments, it is essential to consider the
individual's highest benefit (Yilmaz & Melekoglu, 2018). In
the context of providing educational services, the principle
of the least restrictive environment—a fundamental
concept in special education—emphasizes the priority of
delivering services in general education settings alongside
typically developing peers (Kircaali-iftar, 1998). At this
point, inclusion, integration, or inclusive education comes
to the forefront. Although these concepts differ in certain
respects, their practices and the expectations from these
practices are similar. Therefore, the concept of inclusion
was preferred in the following sections of this study.

Inclusion practices provide unique opportunities for
individuals with special needs in terms of the benefits they
can derive from education. Studies show that individuals
with special needs benefit more from inclusion practices
across all levels of schooling, including the preschool
period, compared to other educational approaches
(Dessemontet et al., 2012; Ruijs & Peetsma, 2009; Woodgate
et al.,, 2020). In a study by Sucuoglu et al. (2020), it was
noted that individuals with special needs benefited from
inclusion practices even when no additional support was
provided to teachers and students. Although inclusion
practices alone provide advantages to students with special
needs, there are fundamental elements that need to be
fulfilled to achieve maximum success from these practices.
The joint position statement of the Council for Exceptional
Children (CEC), specifically its Division for Early
Childhood (DEC), and the National Association for the
Education of Young Children (NAEYC), emphasizes the
need for three key components to implement high-quality
inclusive practices. The first component is access to
learning opportunities, activity, environment, and setting.
While environments and programs may be designed to be
accessible, some children require additional adjustments
and support to participate in learning activities. Thus, the

second requirement is to ensure participation with
support arrangements. The third
component is the provision of support to teachers, parents,
and students within inclusive practices (DEC & NAEYC,
2009). These three important factors are indispensable not
only for the preschool period but also for inclusion
practices during school years (Dessemontet et al.,, 2012).
Achieving these components requires fulfilling many
conditions, including the presence of qualified teachers,
school-family collaboration, and legal regulations.

additional and

Although these three key components outlined in the joint
statement by DEC and NAEYC (2009) were originally
intended for face-to-face education, they are also critically
important for ensuring that students with special needs
benefit from inclusion practices during remote education
(Parmigiani et al., 2021). Beginning in March 2019, the
COVID-19 pandemic (World Health Organization [WHO)],
2020) profoundly affected the normal course of life in many
aspects, having emerged and impacted our country
significantly (Karatas, 2020). One of the most significant
reflections of these adverse effects was observed in
educational practices. During the initial outbreak of the
pandemic, all levels of education were temporarily
suspended across the country. Over time, depending on the
course of the pandemic, educational activities were
conducted for extended periods through emergency
remote teaching (Bozkurt et al., 2020) or via a hybrid
approach combining remote and face-to-face education. As
a model of remote education, online platforms such as the
TRT Education Network and Educational Informatics
Network were predominantly utilized for different grade
levels and lessons (Ozer, 2020).

During the pandemic, students with special needs enrolled
in inclusion classrooms were provided with received
educational through  online  learning
environments, which had become increasingly important
and prevalent during this period (Mengi & Alpdogan,
2020). This situation raised several questions. One of these
is the potential challenges in achieving the access,
participation, and support components outlined in the joint
statement by DEC and NAEYC (2009). Given that access,
participation, and support are already quite limited in face-

services
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to--face education in our country, these limitations are
likely to be even greater in services provided online.
However, services offered to individuals with special needs
must be highly systematic and well-planned (Kavale, 1990).
It is extremely important that these services are provided
during the school years. Elementary school years,
especially when academic skills start to be developed, are
crucial for students who receive education in inclusive
settings. At this point, teachers who work at inclusive
classrooms play a key
responsibilities. It is essential to consider aspects such as
what teachers did to ensure students with special needs
had access to learning opportunities or materials, the extent
to which they included these students in activities, whether
they prepared Individualized Education Plans (IEPs), how
they worked toward the goals set for the student, what
adaptations and adjustments they made to facilitate
participation in activities, and whether they provided
support services to the family and child (Alquraini & Gut,
2012). Describing teachers' practices in these areas is

role and bear significant

important for understanding the current situation and
making developing policies
accordingly.

informed decisions or

There are studies that focus on individuals with special
needs and their teachers during the pandemic period
(Akbayrak et al., 2021; Cay & Bozak, 2021; Donitsa-Schmidt
& Ramot, 2020; Glessner & Johnson, 2020; Hopcan et al.,
2021; Kizir, 2021; Mengi & Alpdogan, 2020; Samaila et al.,
2020; Sani-Bozkurt et al., 2022; Schuck et al., 2021; Smith,
2020; Yazgayir & Glirgiir, 2021). When these studies are
examined, we can conclude that they mostly involve
individuals with special needs receiving services in special
education schools (Cay & Bozak, 2021; Donitsa-Schmidt &
Ramot, 2020; Hopcan et al,, 2021; Kizir, 2021; Mengi &
Alpdogan, 2020; Samaila et al., 2020; Smith, 2020; Yazcay1r
& Giirgiir, 2021), examine the remote teaching experiences
of special education teachers (Akbayrak et al, 2021;
Glessner & Johnson, 2020), investigate parent-teacher
collaboration (Schuck et al.,, 2021), and analyze remote
special education practices from an expert perspective
(Sani-Bozkurt et al., 2022). However, there are only a
limited number of studies that examine individuals with
special needs receiving services in inclusive settings and
investigate teachers’ practices in these environments. In
these few studies, practices are explored from the teachers'
perspective (Colombo & Santagati, 2022; Filiz & Giines,
2022; Parmigiani et al., 2021; Polat, 2021) or provide
compilation-based recommendations for teachers in
remote education (Uleanya et al., 2021).

Considering the studies conducted, it can generally be
stated that remote education practices have mostly been
examined from the perspective of teachers. This suggests
that teachers may evaluate their own practices with a
subjective viewpoint. The present study aims to gain
insights into the online teaching practices of teachers who
work in inclusive classrooms from the parents' perspective.

By doing so, the study intends to reflect the expectations of
families and children firsthand, as well as to examine
teachers' practices from an external perspective, which
would provide valuable contributions. In this context, the
present study aims to examine the online practices of
teachers who work in inclusive classrooms from the
parents' perspective, guided by the three essential
components outlined in the DEC and NAEYC (2009)
statement.

2. Method
2.1. Design

This study aims to reveal the perspectives of mothers who
have children with special needs regarding their children's
online education experiences. To achieve this aim, the
study was designed based on qualitative research, using
phenomenology as the research approach due to its
capacity to provide in-depth examination of the meaning,
structure, and essence of real experiences (Patton, 2014).
Phenomenology is defined as an approach that seeks to
achieve a general understanding of phenomena that are
recognized yet not fully understood, by describing and
interpreting participants' experiences (Annells, 2006;
Creswell, 2014). The phenomenon addressed in this study
was the online education experiences of students who
attended inclusive classrooms in primary school.

2.2. Participants

In selecting mothers to be interviewed, criterion sampling,
a purposive sampling method, was used. This method was
chosen for the study because it allowed for any condition
to be selected as a criterion (Grix, 2010), and these criteria
could be determined by the researcher (Marshall &
Rossman, 2014). The primary criteria for participant
selection were a) having a child with special needs
attending primary school in the 2021-2022 academic year,
b) having started their child’s educational journey before
the pandemic, and c¢) residing in Ankara. Interviews were
conducted with 15 participants who met these criteria,
voluntarily agreed to participate, and provided verbal
consent. Table 1 presents the demographic information of
the mothers and their children, who were assigned code
names for confidentiality.

2.3. Procedure

In the process of data collection, after the study design,
development of the data collection tool, and obtaining
Ethics Committee Approval, the first researcher contacted
special education institutions located in the central districts
of Ankara. During the phone interviews with the
institutions, information about the study was provided,
and both their approval and whether they had students
who met the criteria for participation were inquired.
Subsequently, the contact information of the mothers was
requested from the institution administrators who had
given their consent for the participation of parents in the
study. In the initial phone conversation, the mothers who
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volunteered and provided verbal consent were contacted,
and the interview dates and times were arranged. Finally,
on the specified dates and times, the mothers were reached
over the phone, and prior to the interviews, they were

Table 2.

Information on Participants, Interview Durations and Interview Dates

. ) o . . Participants Interview Durations Interview Dates
provided with additional information about the study,
their questions were answered, and they were informed P1 16:04 19.04.2022
that the responses VYould only be used for the research ‘and P 18:17 21.04.2022
that they could withdraw from the study at any time.
Verbal consent for recording the interviews was obtained. =~ P3 14:02 22.04.2022
The interviews were conducted by the second researcher P4 10:53 21.04.2022
via phone, and no guidance was provided during the
. . . P5 16:25 24.04.2022
interviews to ensure that the views were reflected
objectively. The number of participants was increased, and P6 11:45 28.04.2022
interviews continued until data saturation was achieved. P7 12:52 01.05.2022
The shortest interview in the study lasted 10 minutes and P8 16:14 27.04.2022
53 seconds, while the longest interview lasted 21 minutes
and 35 seconds. All of the interviews were recorded using P9 10:14 25.04.2022
a voice recorder. The participant, interview duration, and P10 13:51 26.04.2022
%nterv1ew date information for each interview can be found P11 1128 20.04.2022
in Table 2.
P12 12:36 03.05.2022
P13 21:35 02.05.2022
P14 11:01 26.04.2022
P15 19:30 03.05.2022
Table 1.
Demographic Information on Mothers and Their Children
Mothers Education Level Mother's Age Job Child's Disability =~ Child’s Age  Child's Gender
P1 High School 29 Housewife ID 8 Female
P2 Doctorate 35 Expert ID 8 Male
P3 High School 36 Housewife PD+ID 9 Female
P4 High School 36 Housewife ID 9 Female
P5 High School 32 Housewife LD 10 Female
P6 University 49 Teacher ID 10 Male
P7 University 42 Insurer ASD 8 Male
P8 University 45 Teacher PD+ID 8 Female
P9 Primary School 45 Housewife ASD 9 Male
P10 University 42 Teacher ASD 9 Female
P11 Primary School 42 Housekeeper ID 9 Male
P12 Master's Degree 42 Doctor LD 9 Male
P13 University 51 Retired LD 10 Male
P14 University 44 Housewife LD 9 Female
P15 University 42 Teacher ASD 9 Male

Note. P: Participant, ID: Intellectual Disability, PD: Physical Disability, LD: Learning Disability, ASD: Autism Spectrum Disorder
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2.3.1. Ethical disclosure

In this study, all the rules specified under the "Regulation
on Scientific Research and Publication Ethics in Higher
Education Institutions" have been adhered to. None of the
actions listed under the section "Actions Contrary to
Scientific Research and Publication Ethics" in the second
part of the regulation have been carried out. This study was
conducted with the permission granted by the Artvin
Coruh University Ethics Committee on 22.01.2021, with
decision number E.4482.

2.4. Measures
2.4.1.Semi-structured interview form

First, a detailed literature review was conducted, and the
topics to be included in the research (such as the student's
educational life after the online period, differences between
the online and face-to-face periods, parent-teacher
communication, individualized education programs,
support services, etc.) were identified. Then, to clearly
describe the opinions and to generate comprehensive
information on the subject (Bailey, 1982; Berg, 2001), it was
decided to use a semi-structured interview technique in
this study. The stages of creating the semi-structured
interview form are shown in Figure 1.

Creating the Main Form

|

Preliminary Interview

|\

Getting Expert Opinion

Creating the Draft Form

Creating the Question Pool

Literature Review

Figure 1. Stages of creating a semi-structured interview form

In the process of creating the semi-structured interview
form, each researcher developed a pool of questions,
including main questions and follow-up (probe) questions
aimed at obtaining more in-depth answers. Subsequently,
the researchers discussed each question to reach the first
draft of the form. In the second section of the form, a
demographic information form was created, which
included details about the child, such as age, gender, and
type of disability, and about the mother, such as age,
occupation, and education level. After creating the
interview and follow-up questions, the form was evaluated
in terms of clarity and comprehensiveness. For this
purpose, three experts who had conducted qualitative

research in previous studies, completed their doctorate in
special education, and were still active in the field, were
consulted. Based on the experts' opinions, the questions
exploring student-teacher interaction were consolidated,
and the question about the teacher's role was turned into a
probe question. As a result, two main questions were
removed from the form. In the final stage, the interview
form, revised according to the expert opinions, was used
for a preliminary interview with two parents. The criteria
for selecting the participants for the preliminary interview
included living in Ankara, having a child with special
needs, and having participated in remote education during
their children's educational experience. The preliminary
interviews were conducted on 27.03.2022 via telephone.
After the interviews, the recorded audio files (16 minutes
43 seconds and 18 minutes 37 seconds) were transcribed,
and to ensure inter-coder reliability, the transcriptions
created in Microsoft Word were individually reviewed by
each author, and codes and themes were identified. After
reaching a consensus, the common codes and themes were
presented to two different experts for evaluation in terms
of organization and adequacy. Following the preliminary
interviews, three additional supporting questions were
added, and the semi-structured interview form was
finalized. The following questions were included in the
form:

1. Would you evaluate your child’s online or remote learning
process?

Probe 1: Can you compare the online learning
process with face-to-face learning?

Probe 2: Could you evaluate the online education
process in terms of learning opportunities and
access?

2. What do you think about your interaction and
communication with your child’s teacher during the online
education process?

Probe 1: Can you compare the online and in-person
education processes in terms of your interaction and
communication with the teacher?

3. What are your thoughts on the individualized education
program (IEP) implemented for your child during the
online education period?

Probe 1: Can you provide information about the
process (the preparation and implementation of the
IEP)?

Probe 2: What do you think about the goals included
in the program in terms of addressing your child’s
needs?

Probe 3: Can you compare the IEPs (Individualized
Education Programs) prepared for your child
during the online and face-to-face periods?
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4. What are your thoughts on your child’s participation in
education during the online learning process?

Probe 1: What are your thoughts on the role of the
classroom teacher towards your child during the
online learning process?

Probe 2: What are your thoughts on the classroom
teacher guiding and providing mentorship for your
household activities during the online education
process for your child?

Probe 3: Can you compare the role of the teacher in
your child's education during the online and face-to-
face periods?

5. What do you think about the support education services
during the online learning process?

Probe 1: Can you compare the support education
services during the online and face-to-face learning
periods from your child's perspective?

Probe 2: Can you compare the support education
services during the online and face-to-face learning
periods from the teacher's perspective?

6. Is there anything else you would like to add or any
suggestions you would like to provide?

2.5. Data Analysis

The data produced in the research were analyzed using the
inductive analysis method, a content analysis technique. In
the inductive analysis method, the aim is to reach
categories by using coding based on the understanding of
the produced data, followed by revealing relationships and
connections to reach themes and sub-themes (Creswell,
2014; Patton, 2014; Y1ildirim & Simsek, 2016). In the first step
of the analysis, the audio recordings of each interview were
transcribed without any modification in a computer
environment. Then, in order to organize the data, the
transcriptions were listed according to the question order,
with page and line numbers provided, and a descriptive
index section was added, resulting in a 45-page text file.
The generated text was then read by each researcher based
on the interview questions, and possible codes were noted,
with this process repeated twice. In the next phase, the
researchers reached a consensus on the independently
reached codes, and the codes were reorganized. In the final
step, after the researchers created categories, consensus
was reached on the categories, and through collaboration,
they were reorganized to arrive at themes and sub-themes.

In the conducted research, to ensure validity, strategies of
credibility and transferability were used, and to ensure
reliability, the strategy of consistency was utilized. To
ensure credibility, participants were asked to confirm their
views, and at the end of the interviews, they were given the
opportunity to add or remove information, thus confirming
their opinions, as suggested by strategies recommended in
the literature (Creswell & Miller, 2000). To ensure

transferability, the entire process of the research was
described transparently and in detail. This provided
potential readers with detailed information about the
research process. To strengthen consistency, the coding was
initially done independently by each researcher and then
presented based on the consensus reached. In addition to
these strategies, in the research, external evaluation was
aimed by seeking the opinions of two different experts
during the creation of the interview form. The agreements
and disagreements between the experts and the researchers
were calculated using the formula "Reliability = Agreement
/ (Agreement + Disagreement)" developed by Miles and
Huberman (1994). The reliability agreement values for each
question were calculated as 92%, 93%, 86%, 90%, and 88%,
respectively, according to the question order.

3. Findings

This research aimed to describe the experiences of students
with special needs who received education in inclusive
classrooms during the online education period from the
perspectives of their mothers. The transcripts of the
interviews conducted within this framework were
analyzed using the inductive analysis method, one of the
content analysis methods. The findings obtained from the
analysis consist of three main themes and seven sub-
themes. The main themes are (1) inclusive education during
the online education period, (2) the classroom teacher in
online education, and (3) other views and demands. Within
the main theme of views on online education, there are sub-
themes of general views and differentiated situations, with
15 codes related to these sub-themes. Table 3 shows the
distribution of sub-themes and codes, along with frequency

values, for the main theme of views on online education.

Some of the participant views under the sub-theme of
general views are as follows:

"I think it's better than nothing, even if it’s not face-to-face, let’s
say it’s in the middle, I mean, if face-to-face is perfect, this is
somewhere in the middle.” [P5].

"Let me put it this way, we struggled a bit at first, we couldn’t
get used to online education, I mean, nobody could get used to it
anyway.” [P1].

”...we won't be there, we're working, how will they manage, 1
mean, just opening the screen or when the internet disconnects or
when there’s a problem, even handling that is an issue. Peers can
do this easily, but my son, he can't. Someone must always help,
or someone must open his book, open the specific page of his
notebook, or the page of his book, someone has to help with these.”
[P12].

”...the lack of this, I mean, all children feel it. Their socializing
opportunities, just like all of us, were taken away, and they were
exposed to a screen. I think this will definitely have disadvantages
in the long run.” [P2].

”...that excitement in the classroom, the enthusiasm of the kids
during breaks, they couldn’t experience any of that. I think they

18
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were motre affected emotionally, after all, it's a boring
environment at home.” [P14].

"Sometimes there are issues with the internet because everyone is
on it. It can happen to anyone, like the sound can be lost, and the
child might disconnect from the lesson.” [P9].

Some views included in the sub-theme of Differentiating
Situations are presented as follows.

"In special education, support education is very important, and
the biggest harm of distance education was that. Children who
needed special education couldn't receive support education, they
couldn't have one-on-one education.” [P6].

“In online lessons, sometimes my child’s speech is not
understood, so he is a bit hesitant around his friends. He gets
stuck in front of the screen sometimes.” [P11].

"Since I sit next to him, he is forced to attend, but because he is
constantly at home, there are times when he doesn’t want to. He
always asks, "When will it end? How many minutes are left?
Can’t we skip it?"” [P8].

"I think it's more efficient compared to the standard period. We
got more benefit from online education than face-to-face
education... Actually, in normal face-to-face education, he had
difficulty adapting to other children, but after switching to online
education, he started focusing on lessons. Being at home made my
child feel very comfortable.” [P2].

"During this process, I decided to solve it by hiring a special
teacher. The school also said it would be good, and they were right
because it was very difficult for the teachers to manage. So, during
this period, two students came to our house to give lessons.”
[P15].

"My house is not very suitable for this; we are at home, the rooms
are small, and my child is attending live lessons at the same time.
Our devices are not sufficient.” [P7].

"This issue entirely fell on the mothers. I can’t keep up, to be
honest, I can’t manage everything at home. I also have a one-and-
a-half-year-old baby, and I can only focus on what we saw in the
lesson and the homework we did afterward, nothing beyond that.”
[P1].

"I ask doctors or other knowledgeable people about it, we are
researching. He gets distracted, doesn't want to sit at the
computer. If any tone rises while a question is being asked, he gets
up and leaves the computer. Then I try to guide him, saying, "This
happened, that happened.’” [P10].

"We had concerns, like it wouldn't be like face-to-face education,
like he wouldn’t understand or learn... when the lesson started,
I supported him until the end, but it wasn't helping.” [P13].

Table 3.

Sub-Themes and Codes Regarding the Main Theme of Opinions on
Online Education

Theme Subtheme Code Frequency
Inefficiency 9
Parental Participation
N 8
Obligation
2]
§ Transition Problem 4
g Socialization Problem in 4
g the Online Period
2 O
b Negative Psychological 3
% Effect on Student
S
kS| Systemic Problems 2
3
3 No Support Education 10
.g During Online Period
=
% Student Anxiety 4
S
£ Loss of Motivation Due 4
5 @ to Being at Home
p= S
§ b= Online Education 4
3 2 Comfort
3
g o0
5 5 Requirement to Take 3
% = Private Lessons
E :
3:1:) Physical Environment 3
A Problem
Creating Extra Burden
3
for Parents
Problem Behavior 3
Parental Anxiety 2

In the main theme of the online education classroom
teacher, there are views related to the teacher's role and the
teacher-parent communication sub-theme, with 9 codes
associated with these sub-themes. In Table 4, the
distribution of sub-themes, codes, and their frequency
values related to the theme are provided.

The first sub-theme within the related theme, views on the
teacher's role, consists of the codes of lack of IEP
preparation in the online period, selection of goals
detached from reality, and difficulty in authority in the
online period. The second sub-theme, teacher-parent
communication, includes the codes guidance to the parent,
motivation, positive teacher attitude, teacher effort,
negative teacher attitude, and lack of guidance to the
parent. Some of the participant views on the sub-theme of
views on the teacher's role are as follows:

"When [my child] was in the first and second grades, yes, a
special program was prepared. Three days a week, besides normal
lessons, [my child] had individual lessons with a special
education teacher. Both the class teacher and the individual
education teacher explained to us how they would prepare the
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program. At the end of the year, they held a meeting and shared
what [my child] had gained, what had been done. But during this
distance education process, in the third grade, we couldn’t do this
at all.” [P12].

"I think my child wasn’t evaluated objectively in terms of
assessment. Because our teacher said things we couldn’t
understand, taught things that were irrelevant, and [my child]
already knew them.” [P2].

"Of course, the child’s behavior differs between school and home.
In online education, the child feels more comfortable at home, so
the teacher’s influence on their behavior isn't as effective. The
children don’t listen to the teacher.” [P3].

Some of the participants' views on the teacher-parent
communication sub-theme are as follows:

"Uh, sometimes they guide us by saying, "You can teach this topic
this way, you can benefit from this source.” For example, they
said, "You can do this, listen to music before giving words and
letters, you can play games related to it.” For example, when we
started with the letter "I, they suggested playing a game to find
words that start with that letter. They guide us like that.” [P8].

"For example, socially, the teacher always had them do drawings,
we shared them, took videos, and sent them. For example, our
teacher organized activities for the children on April 23rd and
October 29th. She compiled them into a video and sent it to us.
The children memorized poems at home and performed them. She
did all of that. The children didn’t fall behind at all; in fact, they
had many memories and were motivated.” [P10].

"Our interaction and communication with the teacher are quite
good, thank God. She helps us with everything. We haven't had
any issues so far, and our communication is great. We have a very
tolerant teacher who helps us as much as she can.” [P4].

"Our teacher frequently provides information. She calls us and
communicates with us over the phone. She informs us about what
we need to do and the level our child is at. Since my daughter
couldn't keep up with the class, she has an additional individual
lesson with her once a week on Zoom.” [P8].

"Our teacher didn’t believe us. We've been going through this
process, and she thought my child wasn’t really a mainstream
student and that she wasn’t being properly assessed. We don’t
have communication with our teacher; she teaches her lessons, we
participate, and we listen.” [P2].

"...Look, it’s been a year now, we've been home for a year, and the
school has been closed for a year. For a year, our teacher hasn’t
even called once. She hasn’t called to ask, 'Son, how are you?
Have you started education? How are your lessons?’ She never
does that.” [P13].

Table 4.

Sub-Themes and Codes of the Main Theme of Views on Classroom
Teachers in Online Education

Theme  Subtheme Code Frequency
- Not Preparing IEP
]
5 During the Online 10
8 Period
H
] 2 .
50 =0 Selection of Goals Far
g o . 6
é 5] from Reality
2
o]
3 3 Authority Difficulties 6
,Qg) - in the Online Period
=
% c Guidance for Parents 12
£ £
g S Motivation 10
< Qo
S ‘g
et 2 Positive Teacher
= . 9
£ £ Attitude
S
e o
2 = Teacher Effort 4
= 9]
© c Negative Teach
& gative Teacher 4
) Attitude
s
g Lack of Parental
= . 3
Guidance

The "Other Views and Requests" main theme includes two
sub-themes and five codes. The sub-themes are "Opinions
about the process in the online period" and "Requests."
Table 5 presents the distribution of sub-themes, codes, and
frequency values for the "Other Views and Requests" main
theme.

Some of the views in the "Opinions" sub-theme are
presented as follows:

"My child was already playing on the tablet every day. When
lessons became online, we saw that this could be used for
education... I think it can be used as a way to meet with teachers
through the computer. We can’t always go to school. We could
receive information about our children.” [P3].

"Because of the pandemic, I think everyone’s hands were tied at
once, but this happened without planning. No one asked me if I
had a computer at home. I mean, okay, let's use technology, but
it's also a cost for us.” [P7].

Some of the opinions in the "Requests" sub-theme are
presented as follows:

"I would like the support education to be provided in online
education. Normally, we used to take two hours of lessons per
week. I would have liked to receive support education during the
distance education process as well.” [P6].

"I don’t know if it would be possible, but if I were to make a
suggestion, I would most want teacher support from a special
education-trained teacher. The way they explain things should be
different from how I explain them. Their teaching techniques are
different and somehow it clicks with the child. I want teacher
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support, specifically quality support from a special education
teacher.” [P7].

"For support education, for example, we also receive eight hours
of physical therapy, which is provided by the government. But if
families don’t support it privately, these children can never
progress. We are required to take physical therapy and individual
lessons. Many parents like me support their children privately.
Yes, the state is trying to offer many opportunities, but it needs
to increase.” [P8].

Table 5.

Sub-Themes and Codes Regarding the Main Theme of Other Opinions
and Requests

Theme Subtheme Code Frequency
Future Use of Online 4
2 Education
B 9]
% 2
=] .
%;; g, Techn.olog1c§1l Support
2 o Need in Online 3
g Education
&
2 Support Education 6
'g Services Request
o 8
9 § Special Education 5
£ 5 Teacher Request
@) ~
Developmental and )

Health Requests

4. Discussion

In this study, the views of classroom teachers regarding
online education practices for students with special needs
in inclusive education are examined from the perspectives
of parents. What differentiates this study from other studies
in the literature was that the study was conducted after the
global Covid-19 pandemic, which affected the world. The
aim is for the participants to have overcome the effects of
the Covid-19 pandemic and to have re-experienced face-to-
face education. The study assumes that the views of the
participants regarding the teacher practices in the online
education they experienced can be objective. The study
focuses on the key factors determining the quality of
inclusive practices, namely access, participation, and
support.

As a result of the study, three themes and six sub-themes
were identified. The first of the findings is the theme of
transferring inclusive practices to the online environment.
It is observed that both positive and negative views were
present regarding this theme. Although the number of
parents who expressed positive views about online
education was limited, different results could be found in
the literature. Studies indicated that education services
provided through online education were comfortable
(Ceylan et al., 2022), practical in terms of time (Sirem & Bas,
2020), allowed for repetition (Moore & Kearsley, 2012),
were inclusive (Sirem & Bas, 2020), and that access was
easier than going to school (Kaynar et al, 2020).

Additionally, there were studies suggesting that
applications for individuals with special needs through
online education were effective (Armutcu-Arslan, 2008;

Barkaia et al., 2017; Benson et al., 2018).

The number of participants expressing negative views was
quite high. These negative opinions were primarily
attributed to factors such as the physical environment,
systemic issues, the necessity for parental involvement, the
need for support, and the psychological impacts of online
education. The differences in the physical environment
during online education led to various outcomes. The
inability to establish teacher authority in the online
environment (Frank, 2008), the lack of computer and
internet skills among students participating in online
education (Wehmeyer et al., 2004), and the presence of
noise during the online lessons (Guio et al.,, 2018) were
variables that explained the negative views related to the
physical environment's inadequacy in online education.
Among the systems used in online education, EBA TV was
one of the primary platforms. Previous studies indicated
that EBA TV was not suitable for individuals with special
needs, as noted by both teachers (Kurtdede-Fidan et al,,
2016; Tiirker & Giiven, 2016) and families of individuals
with special needs (Ceylan et al., 2022). One of the most
frequently mentioned issues by teachers was the absence of
individualized programs for students with special needs in
inclusive education settings (Kana & Aydm, 2017;
Kurtdede-Fidan et al., 2016).

The issues encountered in online education systems align
with the principles of inclusive education, particularly
those related to access and participation, as outlined in the
reports published by DEC and NAEYC in 2009. Access and
participation, which are crucial aspects in the education of
individuals with special needs, refer to the ability to access
the resources they need and to participate in activities.
Although this has not been specifically examined with
individuals with special needs, Xie and Yang (2020) in their
study reported that 20% of students lacked access to a
device for online education, and 38% of those who had a
device indicated that it was not suitable for online learning.

The importance of parental support in the educational
experiences of all students is extremely high. During the
online education process, the significance of this support
increases even further (Coley et al, 2020, Hanson &
Pugliese, 2020). Among the findings, it was noted that the
support element, which was a prerequisite for improving
the quality of inclusive practices, was provided by parents
during online education. However, given the presence of
working parents today, it is an expected finding that many
students with special needs struggle to receive the
necessary support in order to participate in lessons. Unay
et al. (2021) noted that some parents of students with
special needs provided support during the online
education process, while others did not provide any
support at all.
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Another finding related to the theme was the emergence of
psychological support needs for students with special
needs during the online education process. Studies have
shown that students with special needs experienced stress
during online education (Lee, 2020), felt anxious about
educational activities (Xiang et al., 2020), lost motivation for
lessons (Bozkurt et al., 2020), exhibited increased problem
behaviors (Schuengel et al., 2020), and faced difficulties in
social relationships (Prem et al., 2020). In order for inclusive
practices to be successful, it is essential to provide
psychological support for students with special needs.

Another theme identified in the study was teacher
practices. It was noted that teachers did not prepare
individualized education programs (IEPs) for students
with special needs, and those who did approach the
intended goals in an unrealistic manner. For individuals
with special needs, IEPs serve as a roadmap. It is extremely
important for the goals to be based on the student’s
performance, realistic, functional, and understandable, and
to be created by considering the student’s environment, the
tools and materials to be used, the methods, and the
frequency (Kargimn, 2019). To ensure participation, which is
one of the elements of inclusive education, the lessons
delivered through online education must be organized for
students with special needs, and necessary adaptations
must be made (DEC & NAEYC, 2009). Additionally, it was
observed that teachers' authority in the classroom was lost
and families, in a sense, took on the role of teachers. Mengi
and Alpdogan (2020) also studied the online education
applications for students with special needs from the
perspective of special education teachers and similarly
reported that teachers were unable to apply their
pedagogical roles in online education.

The study also found that teachers' communication skills
were a predictor of the effectiveness of online education. In
this study, it was found that teachers guided parents
during the online education process, developed positive
attitudes toward students, and supported their motivation.
However, opposite results to these findings were also
observed. The literature includes studies highlighting both
the positive behaviors of teachers (Akbayrak et al., 2021;
Alea et al., 2020; Mengi & Alpdogan, 2020; Stenhoff et al.,
2020; Unay et al,, 2021) and, unfortunately, their negative
behaviors (Ceylan et al., 2022; Wehmeyer, 2007; Ozmete &
Pak, 2023). It is believed that the impact of family
involvement in the online education process, where parents
play an active role, has been rediscovered. A report
published by the National Professional Development
Center on Autism Spectrum Disorder (NPDC, 2020) states
that interventions delivered through parents are classified
as evidence-based practices. The guidance provided by
teachers to parents, motivation efforts for students, and
positive attitudes are believed to increase the participation
of individuals with special needs in online education and
contribute to making online education more inclusive.

Finally, in the theme of other views and demands,
participants' opinions and requests are focused on the
future of online education and technological developments.
Findings related to access, participation, and support—
elements from the DEC and NAEYC (2009) report—were
obtained. Contrary to studies conducted with teachers
(Barnum, 2020; Unay et al, 2021), in this study, parents
stated that online education could be effective for
individuals with special needs in the future, provided that
the necessary conditions are met. The literature also
includes findings suggesting that online interventions can
be effective for individuals with special needs when the
required conditions are in place (NPDC, 2020). Regarding
difficulties in accessing
computers and the internet were mentioned. Rasmitadilla
et al. (2020) pointed out that online education was closely
tied to technology and that the necessary infrastructure

technological developments,

preparations should be made before starting online
education. Rice and Dykman (2018) also emphasized that
providing training on technology, collaboration, and
pedagogy to parents and teachers, along with the
establishment of technological infrastructure, was a
prerequisite for individuals with special needs to benefit
from online education.

In the "Demands" subcategory, the need for support has
been  highlighted.  Participants their
expectations not only for technology-based support such as

mentioned

computer and internet connectivity but also for support
related to special education services. Studies indicate that
access to the internet and the availability of devices are
crucial determinants of the quality of online education
(Jeste et al., 2020; Stenhoff et al., 2020). Gregory and Lodge
(2015) noted that the most common issues encountered in
distance education were internet access and the quality of
devices used to connect to the internet. Kargin (2019)
emphasized that for individuals with special needs to
receive quality education, support services should be
provided in accordance with their specific deficiencies. The
DEC and NAEYC (2009) report also stated that support
education services provided to individuals with special
needs enhancing their existing

were crucial for

performance.

In summary, the online education practices of classroom
teachers inclusive education have been
evaluated from the perspectives of parents within the
framework of the report published by DEC and NAEYC in
2009. Based on the parents' views, the elements of access
and support were frequently emphasized. This is believed
to be due to the interdependent nature of these two
elements. The study also has certain limitations. It was

involved in

conducted with participants living in Ankara, and it is
recommended that the views of individuals living in other
regions be examined. The study focused on the practices of
classroom teachers involved in inclusive education. It is
suggested that in future research, the online education
practices of teachers at higher grade levels and subject-area
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teachers be investigated. Additionally, since the study only
includes parent perspectives on teacher evaluation, future
studies could incorporate the views of teachers, students,
and other stakeholders to ensure data diversity. Finally, as
the current study was conducted using a qualitative
research method, it can be stated that there is a need for
studies using different methods in future research.
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Childhood and adolescence years typically mark the onset of mental health problems.
Psychological counselors provide mental health support for students in schools. However,
a variety of factors, such as the high number of students and the workload of psychological
counselors, make it difficult for children and adolescents to obtain the assistance they need.
Internet-based interventions have the potential to significantly alleviate these challenges. In
this study, school psychological counselors' perspectives on internet-based interventions
were investigated. Ten psychological counselors, working at different levels, were included
in the study. Semi-structured interviews were conducted individually in order to attain the
perspectives of the participants. The data obtained, as a result of the interviews, were
examined through content analysis. As a result of the interviews, three themes were
determined: advantages, concerns, and internet-based interventions in counseling services.
Participants have highlighted the benefits and drawbacks of internet-based interventions
for psychological counselors, students, and parents receiving services. They further
evaluated the potential applications of internet-based treatments in counseling services and
psychological counselors' needs. The study's findings highlight both the challenges and
opportunities for offering internet-based treatments in Turkish schools.
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Cocukluk ve ergenlik donemi ruh saghg problemlerinin basglangi¢ noktasinu
olusturmaktadir. Okullarda 6grencilere yonelik ruh saghg: destegi psikolojik danismanlar
tarafindan verilmektedir. Ancak 6grenci sayisinin fazlahigi, psikolojik damsmanlarin is yiikii
gibi farkli nedenler ¢ocuk ve ergenlerin ihtiya¢c duydugu destegi almasim zorlastirmaktadir.
Internet tabanli psikolojik destek miidahaleleri, bu zorluklarin iistesinden gelmede 6nemli
bir potansiyel sunmaktadir. Bu arastirmada okul psikolojik danismanlarinin internet tabanl
miidahalelere yonelik goriisleri incelenmistir. Arastirmaya farkli kademelerde gorev yapan
10 psikolojik danisman dahil edilmistir. Katilimcilarin goriislerini alabilmek igin bireysel
yar1 yapilandirilmis goriismeler gerceklestirilmistir. Goriismeler neticesinde elde edilen
veriler igerik analizi ile incelenmistir. Katilimalarin goriisleri neticesinde avantajlar,
endiseler ve PDR hizmetlerinde internet tabanli miidahaleler olmak {izere ii¢ temaya
ulasilmigtir. Katilimcilar internet tabanl miidahalelerin psikolojik danisman ve hizmet alan
ogrenci ve veli acisindan avantajlar: ve endiselerine yonelik goriisler bildirmislerdir. Ayrica
PDR hizmetlerinde internet tabanli miidahalelerin uygulama alanlar1 ve psikolojik
damismanlarin ihtiyaglarinin neler olabilecegi degerlendirmislerdir. Arastirmanin bulgulars,
Tiirkiye’de okullarda internet tabanli miidahalelerin sunulmasimn 6niindeki engelleri ve
kolaylastiricilarinin neler olabilecegini ortaya koymaktadir.
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1. Giris

Cocukluk ve ergenlik ruh saghg: problemleri igin riskli bir
dénemdir. Yasam boyu ruhsal bozukluk vakalarmnin yarist
¢ocukluk ve ergenlik doneminde ortaya c¢ikmaktadir
(Kessler vd., 2005). Diinya c¢apmnda ruh saghg:
bozukluklarmin ¢ocuk ve ergenlerde tahmini yaygimlik
orant %13.4 olarak belirtilmektedir (Polanczyk vd., 2015).
Cocukluk ve ergenlikte yasanan ruh saghgi problemleri
akademik performansin diismesi (Agnafors vd., 2021),
okulu birakma (Esch vd., 2014; Porche vd., 2011), madde
kullanim1 (Richert vd., 2020), intihar (Ong vd., 2021) gibi
onemli krizlerle yakindan iligkilidir. Ayrica erken déonemde
yasanan ruh sagligi problemlerinin olumsuz etkisi ileriki
yillar1 da etkilemekte ve yetiskinlikte ruhsal rahatsizlik
yasama de arttirmaktadir (Pine vd. 1998).
Cocuklarin ve ergenlerin ruh saghgi problemleri ile
iliskilendirilen bu olumsuz sonuglar, profesyonel tedaviye
erisimin 6nemini ortaya koymaktadir. Ancak bu olumsuz
etkilere ragmen cocuklar ve ergenler, ruh saghg: ile ilgili
bilgi eksikligi, damgalanma (Gulliver vd., 2010), ailenin

riskini

ilgisizligi, ekonomik kosullar, uzmana ulasamama veya
yogun bekleme listesi gibi engellerden dolay:1 yeterli
profesyonel psikolojik destegi alamamaktadir (Radez vd.,
2021; Reardon vd., 2017). Cocuk ve ergenlerin profesyonel
ruh sagligi destegi almasmin kolaylastiricilarmin okul
temelli ruh saghg1 calismalarinin oldugu belirtilmektedir
(Clark vd., 2018). Okullar, ruh sagligi problemlerinin
onlenmesi i¢in 6grencilere ulasilabilecek kritik bir temas
noktasidir. Zamanin bir biiyiik boliimiinii okulda gegiren
gocuk ve ergenlerin rahatlikla ulasabilecekleri ruh saglig:
uzmani ise okul psikolojik damigmanidir.

Tiirkiye’de okullarda psikolojik danigmanlik ve rehberlik
(PDR) faaliyetlerinin sunulmasi
koordinasyonu  psikolojik  danigmanlar
gergeklestirilmektedir. Psikolojik danismanlardan bireysel
ve grup seklinde olmak iizere gelisimsel ve Onleyici
hizmetler (bireyi
calismalari/bireysel goriismeler, yoneltme ve izleme),
iyilestirici hizmetler (bireysel ve grupla psikolojik danisma,
psikososyal miidahale, yonlendirme) ve destek hizmetleri
(veliye ve 6gretmene miisavirlik, toplantilar) alanlarinda
hizmet beklenmektedir (Milli Egitim Bakanligi [MEB],
2020). Ancak okullardaki psikolojik danisman sayist bu
faaliyetlerin gergeklestirebilmesi icin gereken sayidan
uzaktir (Tagay ve Savi Cakar, 2017; Tuzgol Dost, 2020).
Okul psikolojik danismanlar1 genellikle zamanlari
davranis ve uyum sorunlari gibi problemler yasayan
Ogrencilerle ¢alisarak harcamaktadirlar (Beames vd., 2021).
Ayrica okul psikolojik danismanlarinin, okullardaki rol
belirsizligi, velilerin ve &grencilerin PDR hizmetlerine
yonelik ilgisizligi, mekansal yetersizlikler gibi problemler
yasadiklar1 goriilmektedir (Tagay ve Savi Cakar, 2017).
Okullardaki sinurli kaynaklar, mevcut sorunlar ve gesitli
sorumluluklar okul damigmanlarinin miidahale edici ve
onleyici uygulama gabalarini daha da engelleyebilir (O’'Dea
vd., 2017). Biitiin bunlar birlikte ele alindiginda okul

ve bu faaliyetlerin
tarafindan

tanima c¢alismalari, bilgi

verme

psikolojik danismanlarinin tiim 6grencilere bireysel olarak
yeterli diizeyde ruh saghg:
gliclesebilecegi soylenebilir.
internet {izerinden ruh saghg ile ilgili bilgi aradiklar1 ve
internet tabanl miidahaleleri kullanma niyetlerinin yiiksek
oldugu belirtilmektedir (Bell vd., 2022). Genglerin internet
tizerinden ruh saghg: ile ilgili bilgi arama durumlar1 bu tiir
zorluklara bir énlem olarak diisiiniilebilir. Internet tabanli
miidahaleler (iTM), anonim olma, istenilen zamanda
ulasabilme, kendi hizinda ilerleyebilme, ayn1 anda bir¢ok
gerceklestirilebilme  gibi  6zellikleri
bakimindan okul psikolojik danismanlarmnin karsilastigi
zorluklarim {istesinden gelebilme potansiyeline sahiptir. Bu
durum genglere yonelik ruh saglig:
sunumunda internet tabanli miidahalelerin 6nemini ortaya

hizmeti verilmesinin

Diger taraftan gengclerin

kisi tarafindan

hizmetlerinin

koymaktadir.

Ozer ve Koksal (2023)'m tammina gore, internet tabanl
miidahaleler, bilimsel olarak kanitlanmis psikoterapi
tekniklerinin ¢evrimici web sayfalari, mobil uygulamalar
veya bilgisayar yazilimlari kullanicilarin
psikolojik
bozukluklar1 6nleme ve tedavi etme, kullanicilarin iyi olus
diizeylerini ve basa ¢ikma becerilerini artirma amaglarini
tasimaktadir. Kullanicilar bu miidahaleleri genellikle bir
ruh saglig1 uzmaninin rehberliginde veya tamamen kendi
baslarina kullanabilirler. Bu miidahalelerin ¢ocuklarda ve
ergenlerde depresyon (O’Kearney vd. 2009; Sethi vd.,
2010), anksiyete (March vd., 2018, 2021; O'Dea vd., 2019),
stres, obsesif kompulsif bozukluk (Rees vd., 2016) yeme
bozukluklari gibi ruh saglig1 problemlerinin azaltilmasinin
yani sira iyi olus, yasam amaglar1 gibi pozitif degiskenleri
gelistirmede etkili oldugu belirtilmektedir (Bafios vd., 2017;
Herbert ve Manjula, 2022; Herrero vd., 2019). ITM’ler ruh
saghig1 problemlerine dogrudan miidahale edici olarak
kullanilabildigi gibi bu problemlerin yasanmamas: adina
onleyici olarak da kullanilmaktadir (Beames vd., 2023; Kim
vd., 2022; Saulsberry vd. 2013). Ergenlere yd&nelik
depresyonu onleme programlariyla ilgili gerceklestirilen
bir meta analiz ¢alismasinda internet tabanli miidahaleler
ile yiiz yilize miidahaleler arasinda anlamli bir farklilik
olmadigr tespit edilmistir (Werner-Seidler vd. 2021).
ITM’ler agirlikli olarak klinik problemler ve klinik
orneklemlerde kullanilsa da klinik olmayan &rneklemler
i¢in de etkililigi kanitlanmis 6nemli araglardir (Cavanagh
vd., 2018; Cukrowicz ve Joiner, 2007).

aracitligryla

erisimine sunulmasidir. Bu miidahaleler,

Okul ortamlarinda uygulanan ruh saghigi problemlerini
onlemeye internet tabanli miidahaleler ile
gerceklestirilen aragtirmalarda, internet tabanh
miidahalelerin; zaman, yer ve maliyetlerle ilgili olarak ruh
saglig fiziksel veya pratik
engelleri asabilmesi (O'Dea vd., 2017), kisilere anonim
kalabilme firsat1 vermesi, ruh saglig1 okuryazarlig ile ilgili
bilgi vermesi, genglerin teknolojiye ¢ok¢a asina olmasi ve
ayn1 anda bir¢ok ¢ocuga ve gence kolay erisim saglamasi
(Navarro vd., 2020) gibi avantajlara sahip oldugu
belirtilmektedir. Ancak bu avantajlara karsilik kisisel

yonelik

hizmetlerinin oniindeki
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iletisimin eksikligi, mahremiyetin korunamamasu ile ilgili
endiseler, tiim Ogrencilerin internet erisiminin olmamasi,
erken birakma oranlarmin yiiksek olmasi ve zaten
internette fazla vakit geciren genglere interneti fazla tegvik
etmesi gibi dezavantajlar1 da bulunmaktadir (Zeiler vd.,
2021). Bu olumlu ve olumsuz ihtimaller gbz Oniine
alindiginda ITM’lerin okullarda &grenciler tarafindan

benimsenmesini etkileyen bir¢cok faktér bulundugu
soylenebilir.
ITM, cocuk ve ergenlerin yasadiklar1 ruh saghg:

problemlerine yonelik miidahale yontemlerinden biridir.
Bilimsel teorik bir c¢ergevede gelistirilen ITM'lerin
psikolojik problemlerin 6nlenmesinde ve sagaltiminda
etkili oldugu bircok arastirma ile kanitlanmistir. Farkl
olumu ve olumsuz etkenleri igerisinde barmndiran bu
miidahalelerin okullarda uygulanmasinda psikolojik
danismanlar kritik bir rol oynayabilir. Hem 6grencilerin
ihtiyaglarini belirleyip uygun miidahale programlarim
segmede hem de bu programlarin etkin bir gsekilde
uygulanmasinda sorumluluk iistlenebilirler. Internet
tabanl
uygulanabilmesi igin bir ruh sagligi uzmani olan okul
psikolojik danismanlarinin internet tabanli kaynaklara ve
hizmetlere yonelik tutumlarmin bilinmesi Onemlidir.
Tiirkiye'de ITM’ler nispeten yeni bir calisma alanidir ve
¢alismalar daha ¢ok gozden gecirme calismalarini (Acar,
2022; Cetintulum-Huyut, 2019; Durdu Akgiin vd., 2019;
Ozer ve Koksal, 2023) ve birkag deneysel calismay1 (Buga
ve Hamamci, 2016; Gocek-Yorulmaz, 2020) icermektedir.
Ayrica bir de iiniversite dgrencilerinin ITM tercihlerini
kesfetmeye yonelik arastirma bulunmaktadir (Ozer vd.,
2024). Ancak ITM’lerin okullarda
uygulanmasini etkileyebilecek faktorleri inceleyen bir
rastlanmamugtir. tabanlt

okullarda  basarih  bir  sekilde
uygulanabilmesi igin bir ruh sagligi uzmani olan okul
psikolojik danismanlarmin internet tabanli miidahalelere

miidahalelerin okullarda basarili bir sekilde

benimsenmesi ve

aragtirmaya Internet

miidahalelerin

yonelik goriislerinin bilinmesi 6nemlidir. Bu dogrultuda bu

aragtirmanin  amaci internet tabanli miidahalelerin
okullardaki psikolojik yardim hizmetlerindeki
uygulanabilirligi, kullanilabilirligi ve riskleri, daha 6nce
internet tabanli miidahaleyi deneyimlememis okul
psikolojik  damigmanlarn  goriisleri ~ dogrultusunda
incelemektir.
2. Yontem

2.1. Desen
Bu arastirma okul psikolojik danismanlarinin internet
tabanlt  psikolojik destek miidahalelerine yonelik
goriiglerini degerlendirmek amaciyla nitel arastirma
yontemlerinden fenomenolojik desen ile

gerceklestirilmistir. Fenomenolojik desen, bireylerin bir
fenomene yonelik deneyimlerini ve algilarini kesfetmek ve
anlamlandirmak amaciyla yiiriitiilen bir nitel bir arastirma
yontemidir (Creswell, 2014).

2.2. Katilimcilar

Aragtirmanin katilimcilart maksimum ¢esitlilik 6rnekleme
yontemi ile belirlenmistir (Patton, 2014). Katilimcilarm
cinsiyet, egitim diizeyi, ¢alistig1 kademe gibi unsurlarin
heterojen olmasina dikkat edilmistir. Boylece daha cesitli
bir gruptan bilgi alinmasi1 amaglanmistir. Arastirmaya Milli
Egitim Bakanligina bagh ilkokul, ortaokul ve lisede gorev
yapan psikolojik damigsmanlar dahil edilmistir. Nitel
arastirmalarda orneklem biiyiikliigiintin belirlenmesinde
kesin bir formiil veya kural bulunmamakla birlikte
fenomene iliskin yeni goriisler gelmediginde doyuma
ulastig1 degerlendirilmekte ve goriismeler
sonlandirilmaktadir (Guba ve Lincoln, 1982; Patton, 2014).
Bu gortis dogrultusunda, goriismelerden elde edilen
verilerin doyuma ulastig1 anlasildiginda yeni goriisme
yapilmamuistir.
arastirmaya dahil edilmistir. Katilimcilara ait bilgiler Tablo
1’de verilmistir.

Toplamda 10 psikolojik danigman

2.3. Islem

Bu arastirmada katilimcilarin bakis agilarini, duygularimi
ve diislincelerini derinlemesine anlayabilmek amaciyla
yapilandirilmis bireysel goriismeler
gerceklestirilmistir. Alanyazinda, katilimcilarn IT™ ile
ilgili deneyimleri olmasa da bu miidahalelere yonelik
diislinceleri degerlendirmek icin ITM ile ilgili kisa
bilgilendirmeler yapilmaktadir (Beerli vd., 2022; Dederichs
vd., 2021). Bu arastirmada da katilimcilar internet tabanl
miidahaleleri daha
goriismelerin basinda her katilimciya internet tabanli
miidahalelerin ne oldugu ve hizmetin belirli 6zellikleri
hakkinda ayrintili bilgilendirme Ayrica
rehberli ve rehbersiz internet tabanli miidahalelerin farklar:

yar1

once deneyimlemedikleri igin

yapilmstir.

acgiklanmigtir. Katilimcalarin internet tabanli miidahaleler
ile sorular1 cevaplandirilmigtir. Katilimcilarin internet
tabanli miidahalenin tam olarak ne oldugunu anladigmna
iki taraf (katihma ve aragtirmaci) da ikna olduktan sonra
goriisme sorularina gecilmistir.

2.3.1. Etik bildirim

Yapilan bu ¢alismada “Yiiksekogretim Kurumlar: Bilimsel
Arastirma ve Yayin Etigi Yonergesi” kapsaminda uyulmasi
belirtilen tiim kurallara uyulmustur. Yonergenin ikinci
boliimii olan “Bilimsel Arastirma ve Yayin Etigine Aykiri
Eylemler” bashgi altinda belirtilen eylemlerden higbiri
gerceklestirilmemistir. Bu ¢alisma, Tokat Gaziosmanpasa
Universitesi Sosyal ve Beseri Bilimler Aragtirmalar1 Etik
Kurulu'nun 12.07.2023 tarihli ve 11.17 say1 numarali izni
dogrultusunda gerceklestirilmistir.
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Tablo 1.

Katilimcilara Ait Demografik Bilgiler

Katilimcilar Cinsiyet Yas Egitim Diizeyi Calisma Deneyimi  Calistig1 Egitim Kademesi
K1 Kadin 34 Yiiksek Lisans 12 Lise
K2 Kadin 34 Yiiksek Lisans 12 flkokul
K3 Kadin 32 Yiiksek Lisans 6 Lise
K4 Erkek 36 Yiiksek Lisans 14 Ortaokul
K5 Erkek 35 Lisans 12 Anaokulu
Ké6 Kadin 43 Yiiksek Lisans 20 Lise
K7 Erkek 32 Lisans 9 Ortaokul
K8 Erkek 35 Yiiksek Lisans 11 Ortaokul
K9 Kadin 29 Lisans 9 Ortaokul
K10 Kadin 35 Yiiksek Lisans 13 Ilkokul

2.4. Veri Toplama Araglar
2.4.1.Kisisel bilgi formu

Arastirmaya katilan bireylerin sosyodemografik 6zellikleri
hakkinda  bilgi
tarafindan gelistirilen kisisel bilgi formu kullanilmistir. Bu
formda cinsiyet, yas, ¢alistig1 okul kademesi, kidem y1l1 gibi
kisisel bilgileri iceren sorular bulunmaktadir.

toplamak amacyla arastirmacilar

2.4.2. Yar1 yapilandirilmis goriisme formu

Aragtirmada katihmcailarin internet tabanli miidahalelerin
okullarda uygulanmasina yonelik degerlendirmelerini
daha iyi anlamak ve agiklamak adina arastirmacilar
tarafindan gelistirilen bir formdur. Yar1 yapilandirilmis
goriisme formu internet tabanli miidahaleler ve okul
psikolojik danismanliga ait literatiir dogrultusunda
hazirlanmigtir (Beames vd., 2023; O’'Dea vd., 2017; Zeiler
vd., 2021). Hazirlanan form ile ilgili olarak okul psikolojik
danismanlig1 alani ve internet tabanli miidahalelerle ilgili
deneyimi olan iki akademisyenden uzman goriisii
almmustir. Formun anlasilabilirligini test etmek amaciyla
bir okul psikolojik damismarni ile pilot goriisme
gergeklestirilmistir ve forma son hali verilmistir. Formda
yer alan sorularin Creswell (2014) tarafindan 6nerildigi gibi
baslangig sorular1 (Giinliik hayatinizda interneti kullantyor
Daha ¢ok neler yapmak
kullaniyorsunuz?) igerik sorular1 (internet
miidahaleler mevcut uygulamalariniza nasil entegre
edilebilir?, Internet tabanli miidahalelerin kullanilmasinda
ne gibi faydalar goriiyorsunuz?,
miidahalelerin  kullaniminda  ne

musunuz? icin interneti

tabanl

Internet  tabanl
gibi
goriiyorsunuz?) sondaj sorular1 (Bu kismi biraz daha
detaylandirabilir misiniz?), tamamlayict sorular (Son
olarak eklemek istediginiz bir sey var mi1?) olacak seklinde

ayarlanmustir.

zorluklar

2.5. Veri Analizi

Bireysel goriismelerden elde edilen nitel verilerin
sistematik bir sekilde incelenmesi igin icerik analizi
yontemi  benimsenmistir. Icerik  analizi, verileri

anlamlandirmak, smiflandirmak ve yorumlamak icin
kullanilan bir yontemdir. Bu yontem, metin verileri kod,
kategori ve tema agisindan organize etmeyi ve analiz
etmeyi mimkiin kilmaktadir (Patton, 2014). Arastirma
siirecinde katilimcilarla yapilan goriismeler o6ncelikle
desifre edilmistir.
arasgtirmaci desifrelerin
kodlanmas: ile gergeklestirilmistir. Kodlama siirecinde
Miles ve Huberman (1994) tarafindan onerilen kodlayicilar
glvenirlik katsayisi

Analiz siireci Oncelikle her bir

tarafindan okunmasi1 ve

arasi
uyumlulugu, farkli kodlayicilarin (arastirmacilarin veya
analistlerin)  ayn1
kodladiklarinda benzer sonuglara ulasma derecesini ifade
etmektedir. Kodlayicilar arasinda uyumlulugun %80 ile
%95 arasinda olmasinin giivenilir oldugu belirtilmektedir
(Miles ve Huberman, 1994). Bu arastirmada kodlayici
uyumlulugu %86 olarak tespit edilmistir. Fikir birligi
olmayan kod, kategori ve temalar tespit edilmis, tekrar
Ozellikle
endiseler temasindaki gizliligin korunmas, terapétik iligki
ile ilgili kodlar kullanic1 agisindan degerlendirildi ancak
sonrasinda hem okul psikolojik danismani agisindan hem
o0grenci/veli agisindan kategorilestirilmesine karar verildi.
Sonrasinda ise internet tabanli miidahaleler ve nitel
arastirmalar literatiiriine hakim iki akademisyenden
uzman goriisii alinmastir.

hesaplanmistir. Kodlayic

veri setini bagimsiz  olarak

degerlendirilmis ve son karar verilmistir.

2.6. Gegerlik ve Giivenirlik

Nitel arastirmalarm dogrulanabilirligi,
aktarilabilirligini ve giivenirligini saglayabilmek adina
farkl stratejiler kullanilmaktadir. Bu arastirmada katilimc
dogrulamasi, almmasi, yogun

inandiriciligy,
uzman

gortusuniin
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betimleme gibi stratejilerle inandiricilik, dogrulanabilirlik
ve giivenirlik i¢in 6nlemler almmistir (Creswell ve Miller,
2000). Katilimcilarla gergeklestirilen goriismelerin ses
kayitlar1 desifre edilerek yazili metin haline getirilmistir.
Metin haline getirilen goriismelerle ilgili herhangi bir
yanlislik veya anlagilmazlik durumunu netlestirmek adma
desifre metinleri katilimciya gonderilerek teyit edilmistir
ve iki katilima ile ilgili diizenleme yapilmistir. Goriisme
formlarmin hazirlanmasi siirecinde kod, kategori ve tema
olusturulduktan sonra uzman goriisiine bagvurulmustur.
Ayrica katillmcilara ait ifadeler uygun tema igerisinde
herhangi bir dogrudan
aktarilmigtir. Bunlarin diginda arastirmanin giivenirligini
igin  arastirmact  {liggenleme  yontemi
kullanilmistir. Bunun igin verilerin toplanmasi, analizi ve

miidahalede bulunmadan

arttirmak

yorumlanmasinda birden fazla arastirmaci yer almustir.
Teori tiggenlemesi ile ilgili olarak goriismeler dncesinde
alanyazin taramasi, okul psikolojik danismanlig1 alaninda
¢alisan uzman goriisleri ve ITMler ile ilgili alanda galisan
uzmanlarin goriisleri alinmistir.  Son olarak, ileriki
calismalarda benzer arastirmalarin yapilabilmesi igin
arastirma siireci ve islem basamaklar1 arastirmanin ilgili

bagliklarinda agiklanmaisgtir.
3. Bulgular

Okul psikolojik danismanlarmnin interneti kullanma
amaglar1 sorgulandiginda, diger iletisim,
arastirma yapma, haber takibi, eglence, 6grenme ve egitim
gibi  cevaplara Mesleki
incelendiginde ise, yapilan islerin kaydedildigi e-rehberlik
sistemi, bilgilendirme calismalari i¢in bilgi toplama, egitim
materyalleri arastirma, iiniversite ve fakiilte arastirmalari,
YOK Atlas, ¢evrimici egitimler, web2 araglarini kullanma
gibi amaglarla interneti kullandiklar1 anlasilmaktadir.
Aragtirmaya dahil edilen 10 psikolojik danismandan
sadece ikisinin internet tabanli miidahaleleri kismen olarak
bildigi geriye kalan sekiz katilimcinin daha o6nce hig
duymadigt anlasilmistir. Katilimeilardan higbiri daha 6nce

insanlarla

ulasilmugtir. kullanimlar1

internet tabanli miidahaleyi deneyimlemistir.

Okul psikolojik danmigsmanlarmin internet tabanlh
miidahalelere yonelik katilimci ifadeleri kodlanmis bu
kodlarin 6ncelikle okul psikolojik danigsmani, 6grenci/veli,
PDR wuygulama alanlar1 ve psikolojik danismanin
ihtiyaglar1 gibi alt kategoride toplandigi belirlenmistir. S6z
konusu bu alt kategorilerin ise avantajlar, endigeler ve PDR
hizmetlerinde internet tabanli miidahaleler olmak {izere ii¢
temada kiimelendigi goriilmiistiir. Goriismeler neticesinde

ulasilan tema ve kategoriler Sekil 1’de sunulmustur.
3.1. Avantajlar

Avantajlar temasi, internet tabanli miidahalelerin okullarda
uygulanmasinin avantajlarin1 kapsamaktadir. Katilimcilar
bu avantajlar1 iki farkli kategoride degerlendirmistir. Bu
kapsamda avantajlara yonelik goriisler okul psikolojik
damisman agisindan ve hizmet alan agisindan (6grenci, veli)

olmak iizere iki kategoriye ayrilmistir. Avantajlar temasi
icin olusturulan kod haritasi Tablo 2’de sunulmustur.

3.1.1. Okul psikolojik danismani agisindan avantajlar

Okullarda internet tabanli miidahalelerin uygulanmasinin
psikolojik danisman agisindan farkli avantajlar1 6n plana
cikmaktadir. Katilimcilar internet tabanli miidahalelerin,
yliz ylize ¢alismalarin destekleyicisi olabilecegini, zaman
ve maliyet acisindan tasarruf saglayacagini, arsivleme ve
analizlerde kolaylik saglayacagini, daha fazla kisiye
erisebilecegini, aileye daha kolay ulasabilecegini ve iyi bir
yapilandirma sayesinde Ogrencilerle de terapotik iliski
kurabileceklerini belirtmislerdir. Bu kategoriye iliskin
katilimar goriisleri su sekildedir;

K5: ...zamansal ekonomiklik cok énemli bir faydas: bana gore.
Ayrica daha fazla kisiye ulasma noktasinda bu programlarin etkili
olacagum diisiiniiyorum.

Ké: Kendi calismalarima ekleyebilirim. Mesela 6grencilerimle
stresle basa ¢itkmada iste gevseme egzersizleri uygulamam
gerekiyor ya da 6dev vermem gerekiyor ve okullarda zaman kisitlz,

K7:  Olumlu  anlamda  erisim  kolayligr  diyebilirim.
Bulundugumuz her ortamda erisebiliriz bu 6nemli avantaj.

K10: ... ailelerle ve ozellikle ¢iftlerle bir araya gelmek bizim icin
¢ok zor. Ogrencilerle alakali da §§rencilerin  yasadigi
problemlerde evden desteklenmesi agisindan giizel olabilir.

3.1.2.Hizmet alan agisindan (dgrenci, veli) avantajlar

Internet tabanli miidahalelerin okullarda uygulanmasinin
bu hizmeti alan 6grenci ve veli agisindan avantajlarinin
oldugu belirtiimektedir. Katilimcilar internet tabanh
miidahalelerin kolay erisebilme, kendini rahat hissettigi
yerde ve uzaktan uygulayabilme, anonim olma, uygulama
icin zamansal olarak esnek olabilme, psikolojik destek
gibi avantajlarnin  oldugunu

Katilimcilarin  hizmet alan agisindan

almay1 kolaylastirma
belirtmislerdir.
avantajlarma iliskin O6rnek olabilecek bazi ifadeleri su

sekildedir:

K1: Ogrenciler agisindan erisim kolaylhigt saglar ve daha az
maliyetle, harcayarak  bu  erisimi
gerceklestirebilirler.

daha az  zaman

K2: Kargidaki kisiye kendini agmaya yonelik problemleri varsa
orada kisiler arasi bir iletisim olmadig1 icin bu bazi 6grencilerin
istedigi bir sey olabilir.

K8: Herkesin bireysel destek alma maddi giicii olmuyor veya
iicretsiz destek alabilecekleri yerlerde de randevu alma siirecinde
stkintilar yasandigr durumu gercek.

K9: ... kendine ait bir zamam planlayabilir, zamandan da
tasarruf saglayabilir.
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Okul Psikolojik
Danigmanlarinin
ITM'ye Yénelik
Gortigleri
I |
PDR
Avantajlar Endigeler i?tlezrr:stt l”le“;ﬁi?h
Miidahaleler

Okul Psikolojik

Hizmet Alan
(Ogrenci, Veli)
Agisindan

Okul Psikolojik
Danismani
Agisindan

Danismani
Agisindan

(@grenci, Veli)

Hizmet Alan

Uygulama
Alanlar1

Ihtiyaclar
agisindan

Sekil 1. Okul psikolojik danismanlarinin ITM’ye yonelik goriisleri

Tablo 2.

Avantajlar Temasina [liskin Kod Haritas:

Tema Kategori

Kod

Okul Psikolojik Danigsmani Agisindan

Avantajlar

Hizmet Alan (Ogrenci, Veli) Agsindan

Yiiz yiize calismalar1 destekleme
Zaman ve maliyet acisindan tasarruf
Arsivleme

Analizlerde kolaylik saglama

Daha fazla kisiye erisebilme

Aileye daha kolay ulasabilme

Yapilandirma sayesinde 6grencilerle terapdtik iliski kurabilme

Ruh saglig1 miidahalesine kolay erigebilme

Kendini rahat hissettigin yerde ve uzaktan uygulayabilme
Anonim olma

Uygulama igin zamansal olarak esnek olabilme

Psikolojik destek almay1 kolaylastirma

3.2. Endigeler

Katilimailarin goriigleri neticesinde ortaya cikan ikinci
tema endigeler temasidir. Endiseler temasi internet tabanl
miidahalelerin okullarda uygulanmasma yo&nelik okul
psikolojik  danigmanlarinin ettigi
icermektedir. Bu tema kendi igerisinde okul psikolojik
danmismani agisindan ve hizmet alan agisindan (6grenci, veli)
olmak {izere iki kategoriye ayrilmaktadir. Endiseler temasi
i¢in olusturulan kod haritas1 Tablo 3’te sunulmustur.

endise goriisleri

3.2.1. Okul psikolojik danismani agisindan endiseler

Katihlmcailar internet tabanli miidahalelerin okullarda
uygulanmasma yonelik bazi endiselerinin oldugunu
bildirmistir. Katihimeilar, gizliligin koruyabilme, iletisimde
yapaylik, verileri saklanmasi, terapétik iliskinin yoklugu,

etkililikle ilgili siiphe etme, miidahaleyi ve katilimcilar
kontrol etmede zorlanma gibi farkli endiseler ile ilgili goriis
bildirmislerdir. Katilimecilarin okul psikolojik danismani
agisindan endiselerine yonelik gortisleri su sekildedir;

K2: Aymi ortamda goézlerine bakarak yapilan damsmanin
terapétik giiciiniin ¢ok daha fazla oldugunu diisiiniiyorum.

K4: Benimle yiiz yiize konustugunda aldig1, olusan sicak samimi
ortamla terapotik iliskiyle, uzman destekli internet tabanlh
miidahale de alsa aym terapitik etkiyi olusturacagini
diisiinmiiyorum.

K8: Etik ihlallere sebebiyet verilebilir. Hele bilgilerin toplandig
bir durum varsa orada bir etik ihlal soz konusu olabilir.

K10: Kimlerin uygulayip uygulamadigini takip etmek zor
olabilir.
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3.2.2.Hizmet alan agisindan (6grenci, aile) endiseler

Katilimcilar internet tabanli miidahalelerin okullarda
uygulanmasiyla birlikte bu hizmetten faydalananlar
agisindan bazi endiseler belirtmislerdir. Katilimcilara gore
hizmet alan Ogrenci agisindan,  gizliligi
korunmasi, kisilerin verilerin saklanmasi, dijital cihazlara
erisememe, terapotik iliskiden faydalanamama, teknolojik
aksakliklar  (internet baglanti1  sorunlari,
donmasi), farkli yas gruplarinda uygulanabilirligi,

teknoloji bagimliligi olusturma riski, ciddiye almama,

ve aileler

cihazlarin

miidahalenin etkililigi, intihara yoénelik 6nlem, kendini
rahat agamama gibi endiselerinin oldugunu belirtmislerdir.
Katilimcilarin bu endiselere yonelik goriisleri su sekildedir;

Tablo 3.

Endiseler Temasina iliskin Kod Haritast

K2: Kisi, cevaplari veriyorum ama bu cevaplar: kim kullanacak,
ne amacla kullanacak, sadece bana yardum hizmeti ile mi
kullanacak gibi endiseler yasayabilir.

K7: Teknik sikintilar olabilir. Malum internette kopmalar
olabilir. Boyle durumlarda da tam konsantre olmugken boyle bir
kopus belki kisiyi olumsuz olarak etkileyebilir.

K8: Oncelikle tabanl
yararlanan kisilerin giivenlik konusunda ciddi anlamda emin
olabilecegi bir platform olmas: gerekiyor.

internet miidahalede kullanan ve

K1: Teknolojik aletlere ulasma ve internet imkanini bulmak cok
zor oluyor ¢ogu dgrenci icin.

K2: Bireysel sorumsuzluk burada kendini gisterebilir. Programi
umursamayabilir, yiiz yiize birisiyle konusmadir zaman bunu
ciddiye almayabilir.

Tema Kategori

Kod

Okul Psikolojik Danigsmani Agisindan

Endiseler

Hizmet Alan (Ogrenci, Veli) Agisindan

Gizliligi koruyabilme
Tletisimde yapaylik
Verileri saklanmast
Terapotik iliskinin yoklugu
Etkililikle ilgili siiphe etme

Miidahaleyi ve katilimailar: kontrol etmede zorlanma

Gizliligi korunmasi

Kisilerin verilerin saklanmast
Dijital cihazlara erisememe
Terapotik iliskiden faydalanamama

Teknolojik aksakliklar (internet baglant1 sorunlari, cihazlarin
donmast)

Farkl1 yas gruplarinda uygulanabilirligi
Teknoloji bagimlilig olusturma riski
Ciddiye almama

Miidahalenin etkililigi

Intihara yonelik 6nlem

Kendini rahat acamama

3.3. PDR Hizmetlerinde Internet Tabanli Miidahaleler

Okul psikolojik danismanlarinin goriislerine gore ortaya
¢ikan {igiincii tema ise psikolojik damigsmanlik ve rehberlik
hizmetlerinde internet tabanli miidahaleler olarak tespit
edilmigtir. Bu tema igerisinde internet tabanli
miidahalelerin uygulama alanlart ve internet tabanl
miidahalelere yonelik wuzmanlarin ihtiyaclar1 kategorileri
bulunmaktadir. PDR Hizmetlerinde Internet Tabanl

Miidahaleler temasi icin olusturulan kod haritas: Tablo 4'te
sunulmustur.

3.3.1.Uygulama alanlar1

Katilimailar internet tabanli miidahalelerin okullarda PDR
Hizmetleri igerisinde uygulanabilecegine yonelik goriisler
bildirmiglerdir. Bu goriislere gore internet
miidahalelerin okul PDR hizmetlerinin Onleyici ve

tabanh
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iyilestirici olarak kullanilabilecegi belirtilmektedir. Ayrica
okullarda mesleki rehberlik, egitsel rehberlik (sinav
kaygisi) ve kisisel- sosyal rehberlik (fobiler, 6fkeyle bas
etme, bagimlilik, zaman yoOnetimi, akran zorbalig1),
alanlarinda  uygulanabilecegine  yonelik  goriisler
bulunmaktadir. Ek olarak bu hizmetlerin ebeveynlere ve
O0gretmenlere yonelik olarak da gelistirilmesi gerektigi ve
okullarda uygulanmas1 gerektigi belirtilmistir. Biitiin bu
uygulama disinda
miidahalelerin yiiz yiize psikolojik danisma faaliyetlerini
destekleyici olarak kullanilabilecegi yoniinde goriisler de
bulunmaktadir. Uygulama alanlarina yonelik bazi goriisler
asagida verilmistir.

alanlarmin Internet tabanl

K4: Arkadashk iliskileriyle sorun yasayan cocuklar olabiliyor.
Oradan bir gorev vermis iste “Bugiin arkadasinla tams.” Cocuk
icin daha cezbedici gelebilir.

K7: Sinav kaygisina yonelik ¢okga goriismelerimiz oluyor. Stnav
kaygisimi  yenmek bir siire¢ istiyor. Evde de bu siirece
destekleyebilmek adima Ogrencilerin okul disinda veya ailelere
yonelik de olabilir.

K8: Destek hizmetlerinde veli ve d§retmene yonelik olan
uygulanabilir.  Ogrenciye nasil  destek
olabilecegine yonelik miidahale olabilir.

hizmetlerde de

K3: Aileler i¢in de hazirlansin isterim ¢ok ihtiyag var. Ben aileye
ulasamiyorum. Ayrica 6gretmenlerimiz igin de o kadar ihtiyag
var ki. Iletisim becerileri yoniinde mesela cocuklarin gelisim
donemleriyle 1lgili bile ¢ok fazla bilgileri olmayabiliyor.

Tablo 4.

K10: Ofkeyle bas etme, zaman yonetimi, stresle bas etme gibi
konularda internet tabanli miidahaleler kullamlabilir.

3.3.2. Uzmanlarn ihtiyaclar1

Internet  tabanli  miidahalelerin  okullarda  PDR
Hizmetlerinde wuygulanabilmesi icin okul psikolojik
danismanlarin =~ baz1  ihtiyaglarmin  bulundugunu
belirtmiglerdir. Katilimcilara gore okul psikolojik

danismanlarinin, teknoloji okuryazarligi, internet tabanl
miidahalelerin kullanimina yonelik egitim, miidahalede
sunulacak uzman destegine dair siipervizyon, internet
tabanli miidahalelerle ilgili bilgilendirme, miidahalelerin
igerigini bilgisi, yonelik
uygulama orneklerini deneyimleyebilme gibi ihtiyaglar1
Okul  psikolojik  damismanlarinin
ihtiyaglarina iliskin goriisleri su sekildedir;

uretebilme miidahalelere

bulunmaktadir.

K1: Internet tabanli miidahale yontemlerine dair egitim ve destek
alinmas: gerekiyor. Nasil kullanilir, zorlanma aninda ne yapmak
gerekir?

K5: Internet tabanli miidahalelerle ilgili farkindaligin artirilmast
icin mesleki calistaylarda daha cok bilgilendirme yapilmas:
gerektigini diisiiniiyorum.

K5: Internet tabanli miidahalede bulunacaksam, bunun kuramsal

temelinin en azindan bana aktarilmasini isterim.

K9: Yabanci oldugumuz bir konu ve en azindan uygulama
siirecinde 0grenciye burada yaklagimla ilgili siipervizyon
alinmas: gerektigini diistiniiyorum.

PDR Hizmetlerinde Internet Tabanl Miidahaleler Temasina Iliskin Kod Haritas:

Tema Kategori

Kod

Uygulama Alanlar1

PDR Hizmetlerinde
Internet Tabanl
Miidahaleler

Thtiyaglar

Mesleki rehberlik
Egitsel rehberlik (smav kaygis1)

Kisisel-sosyal rehberlik (fobiler, 6fkeyle bas etme, bagimlilik,
zaman yOnetimi, akran zorbalig1)

Ebeveynlere yonelik egitimler
Ogretmenlere yonelik egitimler

Yiiz yiize psikolojik danisma faaliyetlerini destekleme

Teknoloji okuryazarlig:

Internet tabanli miidahalelerin kullanimi

Miidahalede sunulacak uzman destegine dair siipervizyon
Internet tabanli miidahalelerle ilgili bilgilendirme
Miidahalelerin igerigini iiretebilme

Miidahalelere yonelik uygulama 6rneklerini deneyimleyebilme
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4. Tartisma
Bu arastirma, Tiirkiye’de okullarda gorev yapan ve daha
once internet tabanli miidahaleyi deneyimlemeyen

psikolojik danigmanlarin internet tabanli miidahalelere
yonelik goriislerini anlamak ve okullarda bu hizmetin
sunulmasi ile ilgili faktorleri degerlendirmek amaciyla
yapilmustir.

Arastirmada elde edilen ilk bulguya gore arastirmaya
katillan okul psikolojik danismanlarinin interneti mesleki
¢alismalarinda kullandiklar1 (6rnegin: e-rehberlik vb.)
ancak internet tabanli miidahale programlarini okullarinda
kullanmadiklar1 sonucuna ulasilmigtir. Elde edilen bu
sonucun beklenen bir sonug oldugu soylenebilir ¢iinkii
bilindigi kadariyla Tiirkiye’de okullarda 0Ogrencilerin
kullanabilecegi
bulunmamaktadir. Buna ragmen alanyazin incelendiginde
Avusturalya’da okul danismanlariyla gerceklestirilen bir
¢alismada drneklemin %77,2'si (112/145) en az bir tiir web
tabanli programi kullandig1 veya 6grencileri yonlendirdigi
bildirilmektedir (O'Dea vd., 2017). Bu agidan bakildiginda
Tiirkiye’de okul psikolojik danismanlarinin mesleki olarak
kullanabilecegi ve Ogrencilerine Onerebilecegi internet
tabanli miidahalelerin gelistirilmesine ihtiya¢ oldugu
degerlendirilebilir.

internet tabanlh miidahaleler

Arastirmada internet tabanli miidahalelerin okul psikolojik
danismani agisindan avantajlar: incelendiginde, yiiz yiize
¢alismalarin destekleyicisi olabilecegi, zaman agisindan
tasarruf saglayacagi, arsivleme ve analizlerde kolaylik
saglayacagl, daha fazla kisiye erisebilecegi, aileye daha
kolay ulasabilecegi ve iyi bir yapilandirma sayesinde
ogrencilerle de terapotik iliski kurabilecekleri gibi farkl
avantajlar1 barindirdig yoniinde goriisler tespit edilmistir.
Psikolojik danismanlarn ITM’lerin avantajlar1 ile ilgili
goriisleri  degerlendirildiginde ITM'nin hizmet etme
kalitelerini arttirabilecegini diisiindiikleri sOylenebilir.
Alanyazinda ITM’lerin avantajlari daha g¢ok hizmeti
kullanan bireyler agisindan degerlendirilmistir ve nadiren
de olsa uygulayici agisindan sonuglar da bulunmaktadir.
Ornegin O'Dea ve digerleri (2017) yapilan aragtirmada
ITM’lerin  okul yikiini
azaltabilecegi ve 6grencilerine hizmet etme kapasitelerini
arttirabilecegi belirtilmektedir (O'Dea vd., 2017). Ayrica
ITM'lerin okullarda yenilikgi bir yaklagim olarak uygulama
kolaylig1 sunmasi da avantaj olarak degerlendirilmektedir
2023).
miidahalelerin ayni anda bir¢ok kisiye ulasabilmesi,
arsivleme ve veri analizi agisindan kolaylik saglamasi,
zamandan  tasarruf  saglamasi  okul  psikolojik
danismanlarinin =~ yasadigt  bu  sorunlarla  basa
cikabilmesinde avantaj olarak degerlendirilebilir. Bu
dogrultuda okul psikolojik danismanlarinin, PDR
hizmetlerini sunarken internet tabanli miidahalelerden
destek almalarinin faydali olabilecegi sdylenebilir.

psikolojik  danismanin  is

(Beames vd., Bu kapsamda internet tabanl

Arastirmada Avantajlar temasindaki diger kategori ise
ITM'lerin hizmet alan agisindan (§grenci, veli) avantajlarinin

degerlendirildigi kategoridir. Bu kategori igerisinde
katilimcilar ekonomiklik, kolay erisim, kendini rahat
hissettigin yerde ve uzaktan uygulayabilme, anonim olma,
zamansal olarak esnek olabilme, psikolojik destek almay1
kolaylastirma  gibi  avantajlardan  bahsetmislerdir.
Psikolojik danigmanlarin ITM’lerin hizmet alan agisindan
goriisleri  degerlendirildiginde o6grenci ve
psikolojik destege erismek igin ITM'leri alternatif veya
tamamlayict bir segenek olarak kullanabileceklerini
diisiindiikleri sdylenebilir. Alanyazinda da benzer sekilde
ITMlerin  psikolojik ~ destege daha
saglayabilecegi ve zaman-mekdn engelini ortadan
kaldirabilecegi belirtilmektedir (Navarro vd., 2020; O’'Dea
vd., 2017; Zeiler vd., 2021). Psikolojik destege erisimin yan1
sira anonim olma ile ITM’lerin damgalanma engelini de
asabilecegi degerlendirilmektedir. Bu goriislere paralel
olarak alanyazinda da bireyi kisisel olarak taninmadiginda,
kimlik bilgileri daha
tizerinde ¢alisabildigi belirtilmektedir (Navarro vd., 2020).
Ayrica katilimailarin belirttigi bu avantajlar 6grenci ve

velilerin

fazla erigimi

gizlendiginde hassas konular

velilerin ruh sagiligi hizmeti almasini kolaylastirabilecegi
soylenebilir. Bu bulgular ITM’lerin ruh sagligna iliskin
objektif icerdigi ve okullardaki
o0grencilerin psikolojik destek almasmi kolaylastirdig:
yoniinde goriislerle ortiismektedir (Navarro vd., 2020;
O’Dea vd., 2017; Zeiler vd., 2021).

bilimsel bilgileri

Arastirmada internet tabanl miidahalelerin okul psikolojik
danismani agisindan endiseleri incelendiginde bireylerin
gizliligini koruyabilme, iletisimde yapaylik,
saklanmasi, terapotik iliskinin yoklugu, etkililikle ilgili
siiphe etme, miidahaleyi ve katilimcilar1 kontrol etmede

verileri

zorlanma gibi farkli endiselere yoOnelik goriisler
bulunmaktadir.  Psikolojik =~ damigsmanlarin  hizmet
sunduklar1 bireylere yonelik etik gorev ve sorumluluklar
bulunmaktadir. ITM’leri degerlendirirken psikolojik

danismanlarin bu yasal ve etik sorumluluklarmi dikkate
aldiklar Psikolojik
danisanlarinin  hassas  bilgilerini
sorumluluklarinin ITM’de bozulabilecegine dair bir endise
hissettikleri ifade edilebilir. Bu yorumu destekler sekilde
ITMlerin okullarda kullaniminda kisisel verilerin gizliligi
ve depolanmasi ile ilgili endiseler alanyazinda da

sOylenebilir. danismanlarin

koruma ile

ilgili

vurgulanmaktadir (Beames vd., 2021). Baska bir ¢alismada
da dijital teknolojilerin kullanildig1 diger ruh saglig:
miidahalelerinde de gizlilikle ile ilgili endiseler psikolojik
danigsmanlar tarafindan belirtilmektedir (Foon vd., 2020).
Ayrica psikolojik danismanlar hizmet sundugu bireyin
iyiligi ve yararmni gozetmek durumundadir. ITM’lerin
O0grenci veya veliler igin tam olarak islevsel ve yararl olup
olmadig ile ilgili belirsizlikler psikolojik danismanlar icin
endise verici olabilir. Paralel goriisler alanyazinda da
belirtilmektedir (O’'Dea vd., 2017). Diger bir endise ise
terapotik iligkinin kurulmas: ile ilgilidir. Psikolojik
danismada iyilesme igin en 6nemli faktor terapotik iliskidir
(Lambert ve Barley, 2001). ITM’lerde bu iliskinin olup
olmadigr veya olacaksa bunun nasil kurulabilecegine
yonelik belirsizlikler psikolojik danismanlarm ITM’lere
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yonelik siiphe duymasina yol agmis olabilir. Alanyazinda
ITM’lerin, damisan ile damisman derin
baglantinin ~ kurulmasmi  engelleyebilecegi  veya
zorlastirabilecegi degerlendirilmektedir (Mol vd., 2019;
Zeiler vd., 2021). Terapotik iligki ile ilgili endiseler, ruh
saghgir desteginde dijital teknoloji kullanildiginda
psikolojik danigsmanlar tarafindan dile getirilmektedir
(Foon vd., 2020). Bagka bir endise de daniganlarin katilimini
ve siirecin kontroliinii saglamaktir. Psikolojik danismanlar
sunduklar1 hizmeti en etkin sekilde yerine getirmekle

arasindaki

sorumludur. ITM’leri ve hizmet alan bireyleri kontrol
edememek hizmetin etkin bir sekilde sunulmamas: gibi
endiseyi ortaya g¢ikarabilir. Alanyazinda da bulgulara
paralel olarak miidahalenin etkililigi, miidahaleyi ve
ogrencileri kontrol etmekle ilgili endiseler bildirilmistir
(O’'Dea vd., 2017). Bu goriisler birlikte degerlendirildiginde
psikolojik danismanlarin ruh sagligi hizmeti sunarken
ITM'leri kullanmada etik gorev sorumluluklarim dikkate
aldiklar1 ve bu miidahalelere temkinli yaklastiklar:
degerlendirilebilir.

Arastirmada internet tabanli miidahalelerin hizmet alan
agisindan endiseler kategorisi incelendiginde ise gizliligin
korunmasi, kisilerin verilerin saklanmasi, dijital cihazlara
erisememe, terapotik iliskiden faydalanamama, teknolojik
aksakliklar  (internet baglantt  sorunlari,
donmas1), farklh yas gruplarinda uygulanabilirligi,
teknoloji bagimlili$i olusturma riski, ciddiye almama,
miidahalenin etkililigi, destek
alamama, kendini rahat agamama gibi endiseler yer
almaktadir. Bu goriisler, dgrencilerine psikolojik destek
sunmaya ¢alisan psikolojik danismanlarin bu stirecgte ilk
olarak 6grencilerinin higbir seklinde zarar gérmemesi i¢in
ITM'lere dikkatli yaklastiklar1 seklinde yorumlanabilir.
Ruh saghg1 destegi alan 6grenciler ITM'lerde kendilerine
ait hassas bilgileri paylasabilirler ve bilgilerin bagkasinin
gecmesi  Ogrenciler i¢in ¢ok biiyiik
barindirabilir. Alanyazinda da ITM'lerle ilgili endiselerin

cihazlarin

intihara yonelik acil

eline riskler
basinda verilerin gizliligi ve depolanmasi gelmektedir
(Navarro vd., 2020; O'Dea vd., 2017). Bagka bir endige ise
terapotik sagladig: glicten
ogrenci/velilerin faydalanamama ihtimalidir. ITM’lerde
anonim olmak bir avantaji barindirsa da okul psikolojik

iliskinin iyilestirici

danismanlar1 bu durumun iyilestirici bir giicii olan
terapotik iliski kurmay1 engelleyebileceginden
endiselenmektedirler (Navarro vd., 2020; O’'Dea vd., 2017;
Zeiler vd., 2021). Bunlarin yaru sira psikolojik danismanlar
tiim &grencilerinin PDR hizmetlerine ulasabilmesini arzu
etmektedir. Ancak dijital cihazlara erisiminin olmamasi
veya yeterli internet baz1
ogrencilerin bu yardima ulasamamas: gibi endigeleri de
beraberinde getirmektedir (Simon wvd., 2021). Ayrica
ITM'lerle ruh saghig1 destegi verirken bir kriz durumunda
ne yapilabilecegi ile ilgili belirsizlikler endise yaratan diger
bir durum gibi gériinmektedir. Alanyazinda da intihar ve
kriz durumlarina 6grencilerin acil bir destek alamamasi
gibi bir ihtimale yonelik endiseler vurgulanmaktadir
(Navarro vd., 2020). Bagka bir endise de zaten internette

alt yapismmin olmamasi

¢ok fazla vakit geciren genclerin ITM’lerle birlikte daha
fazla internete tesvik edilmesiyle ilgilidir. Psikolojik
danismanlar bu durumun 6grencilerde farkli sorunlar
(bagimlilik vb.) olusturabilecegi ile ilgili
endiselenmektedir. Bu sonuclara sekilde
alanyazinda da ITM'ler yoluyla grencilerin internete agirt
etkiler olusturabilecegi
yoniinde diisiinceler belirtilmektedir (Zeiler vd., 2021).
Psikolojik danismanlarin bu endiseleri dikkate alinarak,
miidahalelerin uygulanabilirligini ve etkinligini artirmak
icin gesitli Onlemlerin alimmas1 gereklidir. Ozellikle
verilerin saklanmasina yonelik giivenlik O6nlemlerinin
gliclendirilmesi, etkili iletisim yontemlerinin gelistirilmesi,
miidahalenin kigisellestirilmesi
yonelik tedbirlerin planlanmasi bu tiir miidahalelerin daha

benzer

maruz kalmasinin olumsuz

ve kriz durumlarma

basarili bir sekilde uygulanmasina katki saglayabilir.

Uciincii tema psikolojik danismanlik ve rehberlik hizmetlerinde
internet tabanli miidahaleler olarak tespit edilmistir.
Uygulama alanlariyla ilgili olarak, okul psikolojik
danismanlar1 internet tabanli miidahalelerin &nleyici ve
iyilestirici hizmetlerde kullamilabilecegini belirtmislerdir.
Psikolojik danismanlarin, okullarda gelecekte
yasanabilecek istenmeyen olay ve sorunlar1 énleyebilmek
ve dgrencilerin saglikli gelisimi desteklemek icin ITTM’lerin
kullanilabilecekleri
sonuglarinda da bu miidahalelerin okullarda daha genis
alanlarda kullanilarak 6nleyici olabilecegi belirtilmektedir
(Zeiler vd., 2021). Nitekim okullarda internet tabanl
depresyon ve anksiyete (Werner vd., 2017), saldirganlik
(Lochman vd., 2017), riskli cinsel davraniglar (Doubova vd.,
2016), yeme bozukluklar: (Moessner vd., 2016) gibi farkl
sorun alanlarini 6nlemeye yonelik miidahalelerin etkili
olduguna dair arastirma sonuglar1 da bulunmaktadir.
Onleyici ve iyilestirici hizmetler igerisinde mesleki
rehberlik, egitsel rehberlik ve kisisel- sosyal rehberlik
uygulanabilecegine  yonelik  goriisler
bulunmaktadir. Bu bulgu dogrultusunda internet tabanli

sOylenebilir.  Diger  arastirma

alanlarinda

miidahalelerin ruh sagligi problemlerinin yani sira egitsel
ve kariyer alanlarma da dahil edilebilecegi soylenebilir.
Ayrica katilimcilar bu hizmetin yalnizca 6grencilere degil
ayni zamanda ebeveynlere ve 6gretmenlere yonelik olarak
da gelistirilmesi gerektigini belirtmislerdir. Psikolojik
yasam
becerilerini desteklemek icin ebeveynlerin de siirece
katilmalarin1 degerlendirdikleri sdylenebilir. Ebeveyn ve
¢ocuk davranislar1 bir dongii iginde birbirini etkilemektedir
(Serbin  vd., 2015). Ebeveynlere
miidahale programlarmin sonuglari, ¢ocuklarin davranis
problemlerini ve ebeveynlerin islevsiz davranislarim
azalttigi (Florean vd., 2020) ve ebeveynlik stratejilerini
kullanmay1 Ogretmede etkili oldugu gostermektedir
(MacDonell vd., 2017). Bu agidan bakildiginda internet
tabanli miidahaleler 6grencilerin yani1 sira ebeveynler igin
de 6nemli bir kaynak olarak goriilmektedir. Ebeveynler,
¢ocuklarmin psikolojik  gelisimlerini
desteklemek icin ihtiya¢ duyulan bilgi ve becerileri bu
Ogrenebilir ve yasamlarma dahil

danismanlar &grencilerin  ruh  saghgini  ve

yonelik  gelistirilen

akademik ve

miidahalelerden
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edebilirler. Ogretmenler ise, 6grencilerin ihtiyaglarini daha
iyi anlayabilmek ve etkili destek sunabilmek icin internet
tabanli  egitim
Alanyazinda da c¢ocuklarin ruh saghgim desteklemek
amaciyla dgretmenlere yonelik gelistirilen ITM’ler yer

almaktadir (Corkum vd., 2019; Pereira vd., 2015).

programlarindan  faydalanabilirler.

Bir diger kategori ise ihtiyaglardir. Bu kategori icerisindeki
goriislere gore okul psikolojik danmismanlarmin, teknoloji
okuryazarligi, internet tabanl miidahalelerin kullanimimna
yonelik egitim, miidahalede sunulacak uzman destegine
dair siipervizyon, internet tabanli miidahalelerle ilgili
bilgilendirme, miidahalelerin igerigini iiretebilme bilgisi,
miidahalelere uygulama
deneyimleyebilme gibi ihtiyaglar1 bulunmaktadir. Bu
Tiirkiye’deki okullarda heniiz
uygulanmadig1 ve ylriitebilecek  okul
psikolojik danismanlarmin bu siiregle ilgili yeterli bilgiye
sahip olmadiklar1 sOylenebilir. Psikolojik danigsmanlar
okullarda PDR hizmetlerine ITM’leri dahil etmesiyle
birlikte bu siirecin en etkin nasil yiiriitiilebilecegini

yonelik orneklerini
miidahalelerin
miidahaleyi

0grenmeye
Katilimcilarin goriislerine paralel sekilde alanyazinda da
uygulayicilarin internet tabanli miidahaleleri benimsemesi
ve olumlu tutumlar gelistirebilmesi i¢in uygulayicilara
yonelik derinlemesine teorik ve uygulamali egitimler ve
pratik deneyim kazanimlarina yo6nelik olanak saglanmasi
gerektigi belirtilmektedir (Zeiler vd., 2021). Okul psikolojik
danismanlarmnin  dijital
eksikliginin ve buna bagh kalite ve etkinlik hakkindaki
yanlis inanglarinin okul ortamlarinda bu miidahalelerin
kullanimim etkiledigi belirtilmektedir (Glasheen vd., 2015).
Psikolojik ~danismanlarin  ITM’lerle ilgili bilgi ve
becerilerinin arttirilmasimin bu miidahalelerin okullarda
kolaylastiracag1 vurgulanmaktadir

ihtiyaglarmin  oldugu degerlendirilebilir.

miidahalelere yonelik egitim

uygulanmasin
(Beames vd., 2021).

Bu arastirmada katilimcilardan ¢ok kiymetli bir¢ok goriis
elde Ancak
degerlendirilirken bazi sinirliliklara dikkat edilmelidir. Bu
aragtirmanin katilimcr grubu Tiirkiye’deki bir ilde gorev

edilmistir. arastirma sonuglari

yapan ve daha oOnce internet tabanli miidahaleyi
deneyimlemis  okul  psikolojik  damismanlarindan
olusmaktadir. Katilimec1 gruba goriismeler sirasinda

internet tabanli miidahaleler ile ilgili ayrintili bilgi verilmis
olsa da hi¢bir katilimcr daha 6nce bdyle bir miidahale
programini kullanmamustir.

Okul  psikolojik  danigsmanlar1  internet  tabanlh
miidahalelerin hem kendileri hem de hizmet alanlar
agisindan birgok avantajl barindirdigini

degerlendirmektedir. Bunun yani sira internet tabanli
miidahalelerin okullarda kullanilmasina yonelik endiseleri
ortaya cikarilmustir. Ayrica arastirmanin bulgular: internet
okullarda hangi
uygulanabilecegine yonelik de yol gosterici olmaktadir. Bu
Tiirkiye’de  okullarda  internet
miidahalelerin sunulmasinin o6niindeki engelleri ve
kolaylastiricilarinin neler olabilecegine 1s1k tutmaktadir.

tabanli miidahalelerin alanlarda

goriigler, tabanh

Bundan sonraki aragtirmalarda internet tabanl
miidahaleleri deneyimleyen okul psikolojik
danismanlariin  goriigleri ele alinabilir.  Kullania

Ogrencilerin goriisleri de arastirilmasi gereken 6nemli bir
konudur. Internet tabanli miidahalelere katilim, kullanic
deneyimleri yine alanyazinda {izerinde ¢alisilmasi gereken
konular olarak vurgulanmaktadir.

Yazar Katkilar1
yazarlar aktif bir sekilde katki sunmustur. Arastirmanin
daha ¢ok birinci yazar katkida
bulunurken yoéntem béliimiinde ikinci yazarken daha
aktiftir. Aragtirmanin nitel verilerinin analizinde iki yazar
da gorev almistir. Bulgular boliimiinde ikinci yazar daha
etkin rol almistir. Tartisma boliimiinde birinci yazar daha
aktif bir rol {istlenmistir. Tim yazarlar calismanin son

: Arastirmanin tamamina tim

giris boliimiinde

halini okumus ve onaylamislardir.

Finansman : Calismada finansal bir destek
alinmamustr.
Cikar Catismasi Bu calismada yazarlar ile

herhangi bir kurum ya da kisi ile ¢ikar catismasi
bulunmamaktadar.

Veri Erisilebilirligi : Aragtirmanin verilerini temin
etmek isteyenler sorumlu yazarla iletisime gegebilirler.
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1. Introduction

Childhood and adolescence are high-risk periods for
mental health problems. Half of lifetime mental disorder
cases emerge during childhood and adolescence (Kessler et
al., 2005). The global estimated prevalence rate of mental
health disorders in children and adolescents is reported to
be 13.4% (Polanczyk et al., 2015). Mental health problems
experienced during childhood and adolescence are closely
associated with significant crises, such as decreased
academic performance (Agnafors et al., 2021), school
dropout (Esch et al, 2014; Porche et al., 2011), and
substance use (Richert et al., 2020), and suicide (Ong et al.,
2021). Additionally, the negative impact of mental health
problems encountered in early periods affects later years,
thereby increasing the risk of experiencing mental health
disorders in adulthood (Pine et al., 1998). These adverse
outcomes associated with children's and adolescents'
mental health problems highlight the importance of access
to professional treatment. However, despite these negative
impacts, children and adolescents often do not receive
adequate professional psychological support due to
barriers such as lack of mental health knowledge, stigma
(Gulliver et al., 2010), lack of parental involvement,
economic conditions, lack of access to specialists, or long
waiting lists (Radez et al.,, 2021; Reardon et al.,, 2017).
School-based mental health interventions are noted as
facilitators in providing professional mental health support
for children and adolescents (Clark et al., 2018). Schools are
critical access points for reaching students to prevent
mental health problems. The school counselor, who is
readily accessible to children and adolescents spending
much of their time at school, is the mental health
professional most likely to assist them.

In Turkey, school counselors provide and coordinate
psychological counseling and guidance activities in
schools. School counselors are expected to provide
developmental and preventive services in both individual
and group formats (such as assessment,
information sharing/individual consultations, guidance,
and follow-up), therapeutic services (individual and group
counseling, psychosocial intervention, referrals), and
supportive services (consultation with parents and

student

teachers, meetings) (Ministry of National Education
[MoNE], 2020). However, the number of school counselors
is insufficient to carry out these activities effectively (Tagay
& Savi Cakar, 2017; Tuzgdl Dost, 2020). School counselors
often spend most of their time working with students
experiencing behavioral and adjustment issues (Beames et
al., 2021). Additionally, they face challenges such as role
ambiguity in schools, lack of interest in PCG services by
parents and students, and inadequate physical facilities
(Tagay & Savi Cakar, 2017). Limited resources, existing
issues, and various responsibilities may further hinder
school counselors' efforts to implement intervention and
preventive practices (O'Dea et al.,, 2017). Taken together,
these factors suggest that it may be challenging for school
counselors to provide adequate individual mental health
services to all students. Research indicates that young
people seek information about mental health online and
have a high intention to use internet-based interventions
(Bell et al., 2022). The tendency of young people to seek
mental health information online can be considered a
preventive measure against these challenges. Internet-
based interventions (IBls) offer a promising avenue for
addressing the challenges faced by school counselors.
These interventions possess distinctive features, including
anonymity, accessibility at any time, the capacity to
progress at one's own pace, and simultaneous availability
for numerous users. These attributes have the potential to
facilitate more effective and efficient support for students
in need. This emphasizes the importance of internet-based
interventions in providing mental health services for young
people.

Ozer and Koksal (2023)
interventions (IBIs) as the delivery of scientifically proven
psychotherapy techniques accessible to users via online
websites, mobile applications, or computer software. These
interventions aim to prevent and treat psychological
disorders, enhance users' well-being, and improve their
coping skills. Users may engage with these interventions
either under the guidance of a mental health professional
or entirely on their own. These interventions have been
shown to be effective in reducing mental health issues in
children and adolescents, such as depression (O’Kearney et
al., 2009; Sethi et al., 2010), anxiety (March et al., 2018, 2021;

defines internet-based
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ODea et al., 2019), stress, obsessive-compulsive disorder
(Rees et al.,, 2016), and eating disorders, as well as in
promoting positive outcomes like well-being and life
purpose (Bafios et al., 2017; Herbert & Manjula, 2022;
Herrero et al., 2019). IBIs can be used both as direct
interventions for existing mental health problems and as
preventive measures to reduce the likelihood of these
problems occurring (Beames et al., 2023; Kim et al., 2022;
Saulsberry et al., 2013). A meta-analysis of prevention
programs for adolescent depression found no significant
difference between internet-based interventions and face-
to-face interventions (Werner-Seidler et al., 2021). Although
IBIs are primarily used for clinical issues and samples, they
have also proven effective for non-clinical populations
(Cavanagh et al., 2018; Cukrowicz & Joiner, 2007).

Research on internet-based interventions (IBIs) aimed at
preventing mental health problems in school settings
provides several advantages. These interventions can
overcome physical or practical barriers to mental health
services related to time, location, and costs (O'Dea et al.,
2017); they provide opportunities for users to remain
anonymous, offer information on mental health literacy,
leverage young people's familiarity with technology, and
enable easy access to numerous children and adolescents
simultaneously (Navarro et al., 2020). However, alongside
these advantages, IBIs present certain drawbacks, such as
the lack of personal communication, privacy concerns, lack
of internet access for all students, high dropout rates, and
potentially encouraging excessive internet use among
already highly internet-engaged youth (Zeiler et al., 2021).
Considering these positive and negative factors, it is
that multiple elements
acceptance of IBIs in schools.

evident influence students'

Internet-based interventions (IBIs) are one of the
intervention methods for addressing mental health issues
experienced by children and adolescents. Numerous
studies have demonstrated that IBIs, developed within a
scientific theoretical framework, are effective in both
preventing and alleviating psychological problems. School
counselors can play a critical role in implementing these
interventions in schools, given their responsibility to
identify students' needs, select appropriate intervention
programs, and ensure effective program execution. In order
to successfully implement IBls in schools, it is of the utmost
importance to gain an understanding of the attitudes of
school counselors, who are mental health professionals,
towards online resources and services. In Turkey, IBIs are a
relatively new area of study, primarily encompassing
review studies (Acar, 2022; Cetintulum-Huyut, 2019;
Durdu Akgiin et al., 2019; Ozer & Koksal, 2023) and a few
experimental studies (Buga & Hamamci, 2016; Gocek-
Yorulmaz, 2020), as well as research exploring university
students' preferences for IBIs (Ozer et al, 2024).
Nevertheless, literature has revealed no studies that
examine the factors influencing the adoption and
implementation of IBIs in schools. Thus, understanding

school counselors' perspectives on the feasibility, usability,
and risks of IBIs within school-based psychological support
services is crucial for successful implementation. This study
aims to explore the applicability, usability, and risks of IBIs
in school counseling services based on the perspectives of
school counselors who have not previously experienced
these interventions.

2. Method
2.1. Design

This research was conducted using phenomenological
design, one of the qualitative research methods, to evaluate
school perspectives on internet-based
psychological support The
phenomenological design is a qualitative research method
conducted to explore and understand
experiences and perceptions of a particular phenomenon
(Creswell, 2014).

counselors'
interventions.

individuals'

2.2. Participants

Participants were selected using the maximum variation
sampling method (Patton, 2014). Efforts were made to
ensure heterogeneity in terms of participants' gender,
educational level, and the school level at which they
worked. This approach aimed to gather information from a
more diverse group. School counselors working in primary,
middle, and high schools affiliated with the Ministry of
National Education were included in the study. While there
is no specific formula or rule for determining the
appropriate sample size in qualitative research, data
collection typically continues until saturation is reached
until no new insights emerge regarding the phenomenon
under study (Guba & Lincoln, 1982; Patton, 2014).
Following this principle, interviews were ceased once data
saturation was achieved. A total of 10 school counselors
participated in the study. Details of the participants are
presented in Table 1.

2.3. Procedure

Semi-structured individual interviews were conducted to
participants'
perspectives, feelings, and thoughts. In the literature, brief
explanations of IBIs are often provided to assess
participants' views on these interventions, even if they lack
prior experience with them (Beerli et al., 2022; Dederichs et

gain an in-depth understanding of

al., 2021). Similarly, since participants in this study had not
previously experienced internet-based interventions, each
participant was given detailed information about the
nature of these interventions and specific features of the
services at the beginning of the interview. Additionally, the
differences between guided and unguided internet-based
interventions were explained, and participants' questions
about internet-based interventions were addressed. The
interview questions commenced once both the participant
and researcher confirmed that the participant fully
understood the concept of internet-based interventions.
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Table 1.

Demographic Information of Participants

Participants Gender Age Education Level Work Experience Education Level of Workplace
K1 Female 34 Master's 12 years High school
K2 Female 34 Master's 12 years Primary school
K3 Female 32 Master's 6 years High school
K4 Male 36 Master's 14 years Middle school
K5 Male 35 Bachelor’s 12 years Kindergarten
K6 Female 43 Master's 20 years High school
K7 Male 32 Bachelor’s 9 years Middle school
K8 Male 35 Master's 11 years Middle school
K9 Female 29 Bachelor’s 9 years Middle school
K10 Female 35 Master's 13 years Primary school

2.3.1. Ethical disclosure

In this study, all rules specified within the “Higher
Education Institutions Scientific Research and Publication
Ethics Directive” have been adhered to. None of the actions
listed under the second section of the directive, titled “Acts
Contrary to Scientific Research and Publication Ethics,”
were committed. This study was conducted with the
approval of the Ethics Committee for Social and Human
Sciences Research at Tokat Gaziosmanpasa University,
dated 12.07.2023 and numbered 11.17.

2.4. Measures
2.4.1.Personal information form

To gather information on the sociodemographic
characteristics of the participants, a personal information
form was developed by the researchers. This form includes
questions about personal details such as gender, age, school
level where they work, and years of experience.

2.4.2.Semi-structured interview form

A semi-structured interview form was developed by the
researchers to gain a deeper understanding of participants'
evaluations regarding the implementation of internet-
based interventions in schools. This form was created based
on the literature on internet-based interventions and school
counseling (Beames et al., 2023; O'Dea et al., 2017; Zeiler et
al.,, 2021). Two academics experienced in school counseling
and internet-based interventions reviewed the form to
provide expert opinions. To ensure clarity, a pilot interview
was conducted with a school counselor, and the final
version of the form was developed. The questions in the
form were structured to include introductory questions
(e.g., “Do you use the internet in your daily life? What do

you mostly use it for?”), content questions (e.g., “How
could internet-based interventions be integrated into your
current practices? What benefits do you see in using
internet-based interventions? What challenges do you
foresee in using internet-based interventions?”), probing
questions (e.g., “Could you elaborate on this part?”), and
closing questions (e.g., “Is there anything else you would
like to add?”), as suggested by Creswell (2014).

2.5. Data Analysis

Content analysis was adopted to examine the qualitative
data obtained from individual interviews systematically. It
is a method used to interpret, categorize, and make sense
of data, allowing the organization and analysis of textual
data through the use of codes, categories, and themes
(Patton, 2014). The interviews with participants were first
transcribed. Each researcher independently read and coded
the transcripts as part of the analysis process. The inter-
coder reliability coefficient, as suggested by Miles and
Huberman (1994), was calculated to ensure consistency
among coders. Inter-coder reliability indicates the degree to
which different coders (researchers or analysts) arrive at
similar coding the
independently. Inter-coder reliability between 80% and
95% is considered reliable (Miles & Huberman, 1994). In
this study, inter-coder reliability was found to be 86%.
Differences in codes, categories, and themes were
identified, re-evaluated, and finalized. Specifically, codes
regarding privacy in the "concerns” theme and therapeutic
relationship were initially considered from the user’s
perspective then they were categorized from both the
school counselor's and the student/parent's perspectives.
Subsequently, expert feedback was obtained from two
academics with expertise in internet-based interventions
and qualitative research methods.

results when same data set
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2.6. Validity and Reliability

Various strategies are employed in qualitative research to
ensure credibility, confirmability, transferability, and
reliability. In this study, strategies such as participant
validation, expert consultation, and thick description were
used to enhance credibility, confirmability, and reliability
(Creswell & Miller, 2000). The audio recordings of
interviews conducted with participants were transcribed
into written text. To clarify any potential inaccuracies or
ambiguities, the transcriptions were sent to the participants
for confirmation, and adjustments were made for two
participants. Expert opinions were sought during the
preparation of interview forms and after the codes,
categories, and themes were established. Additionally,
participants' statements were directly quoted within the
appropriate themes without any modification. To further
increase the reliability of the study, researcher triangulation
was utilized. Multiple researchers participated in data
collection, interpretation
Regarding theory triangulation, a literature review was

analysis, and processes.
conducted prior to the interviews, and expert opinions
from specialists in school counseling and those experienced
with IBIs were obtained. Finally, to facilitate replication in
future studies, the research process and procedural steps

are explained in detail in the relevant sections of this study.
3. Findings

In response to an inquiry regarding the purposes for which
school counselors utilize the internet, a range of responses
was elicited, including communication with others,
conducting research, following news, entertainment,
learning, and education. In terms of professional use,
counselors reported using the internet for purposes such as
logging tasks in the e-guidance system, gathering
information for informative researching
educational materials, exploring universities and faculties,
using the YOK Atlas, participating in online training, and
utilizing Web 2.0 tools. Among the ten counselors included

activities,

in the study, only two had partial knowledge of internet-
based interventions, while the remaining eight had never
heard of them. None of the participants had previously
experienced internet-based interventions.

Participant responses about internet-based interventions
were coded, and it was identified that these codes were
initially grouped into subcategories such as school
counselor, student/parent, PCG (Psychological Counseling
and Guidance) application areas, and counselor needs.
These subcategories were further clustered into three main
themes: advantages, and internet-based
interventions in PCG services. The themes and categories
derived from the interviews are presented in Figure 1.

concerns,

3.1. Advantages

The advantages theme encompasses the Dbenefits of
implementing internet-based interventions in schools.
Participants evaluated these advantages in two distinct

categories: advantages from the perspective of the school
counselor and advantages from the perspective of service
recipients (students and parents). The code map created for
the advantages theme is presented in Table 2.

3.1.1. Advantages from the school counselor's

perspective

Implementing internet-based interventions in schools
offers advantages for school
Participants noted that these interventions could support
face-to-face work, offer time and cost savings, facilitate

several counselors.

archiving and analysis, enable access to a larger number of
people, allow easier communication with families, and
provide the opportunity to establish a therapeutic
relationship with through well-structured
interventions. Participant perspectives related to this

students

category are as follows:

K5: "...to me, time efficiency is a very significant benefit.
Additionally, I think these programs could be effective in reaching
a larger number of people.”

Ké6: "I could incorporate it into my own work. For example, I need
to apply relaxation exercises with my students to help them cope
with stress or assign homework, but time is limited in schools.”

K7: "I would say ease of access is a positive aspect. We can access
it from any environment we are in, which is an important
advantage.”

K10: ”... It is very difficult for us to meet with families, especially
couples. It could be beneficial in terms of supporting students
with their problems from home as well.”

3.1.2. Advantages for service recipients (students,
parents)

The implementation of internet-based interventions in
schools offers several advantages for students and parents
receiving these services. Participants indicated that such
interventions provide benefits like easy access, the ability
to engage remotely in a comfortable setting, anonymity,
time flexibility for the sessions, and overall facilitation of
psychological support. Some illustrative statements from
participants regarding advantages for service recipients are
as follows:

K1: "It provides easy access for students, and they can access it
with lower costs and less time investment.”

K2: “If they have issues with opening up to someone else, the lack
of face-to-face communication could actually be desirable for some
students.”

K8: "Not everyone has the financial means to receive individual
support, and there are often difficulties in getting appointments
at free services.”

K9: “...they can plan their own time, which also allows for time
savings.”
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Figure 1. School counselors' perspectives on internet-based interventions

Table 2.
Code Map for the Advantages Theme

Theme Category

Code

From the School Counselor’s
Perspective

Advantages

From the Service Recipient’s
Perspective (Student, Parent)

Supporting face-to-face work

Time and cost savings

Archiving

Ease in analysis

Access to a larger number of people
Easier access to families

Ability to establish a therapeutic relationship with students
through structured interventions

Easy access to mental health interventions

Ability to participate remotely in a comfortable setting
Anonymity

Flexible timing for sessions

Access to psychological support

3.2. Concerns

The second theme that emerged from the participants'
views is concerns. The theme of concern encompasses
school apprehensions  regarding the
implementation of internet-based interventions in schools.
This theme is divided into two categories: concerns from
the perspective of the school counselor and concerns from
the perspective of service recipients (students, parents). The
code map created for the concerns theme is presented in
Table 3.

counselors'

3.2.1. Concerns from the school counselor's perspective

Participants ~ expressed  various concerns  about
implementing internet-based interventions in schools.

These concerns included maintaining confidentiality, the

artificial nature of communication, data storage issues, the
lack of a therapeutic relationship, doubts about
effectiveness, and challenges in controlling both the
intervention and participants. Some statements reflecting
school counselors’ concerns are as follows:

K2: "I believe the therapeutic power of counseling done face-to-
face, looking into someone’s eyes, is much greater.”

K4: "I do not think an internet-based intervention with
professional support can create the same therapeutic effect as the
warm, intimate environment that develops in face-to-face
conversations.”

K8: "There could be ethical violations. Especially if there is data
collection involved, there could be an ethical issue.”
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K10: "It might be challenging to monitor who is participating
and who is not.”

3.2.2. Concerns from the service recipients' perspective
(students, parents)

Participants also highlighted several concerns related to
service recipients, such as students and families. According
to the participants, concerns for students and parents
included maintaining confidentiality, secure data storage,
lack of access to digital devices, inability to benefit from the
therapeutic relationship, technological disruptions (such as
internet connectivity issues or device malfunctions),
applicability across different age groups, risk of technology
addiction, effectiveness of the
intervention, suicide prevention, and difficulty in opening
up. Some participant statements regarding these concerns

lack of seriousness,

are as follows:

Table 3.
Code Map for the Concerns Theme

K2: "The person might worry about who will use their responses,
for what purpose, and if they will be used solely for the purpose of
helping them.”

K7: "There could be technical issues. For instance, internet
disconnections could happen. In such situations, a disconnection
during full concentration could negatively impact the person.”

K8: "First of all, it needs to be a platform where users can be
absolutely confident about security when engaging in internet-
based interventions.”

K1: "Accessing technological devices and internet facilities is
very challenging for most students.”

K2: "Personal irresponsibility may come into play here. They
might not take the program seriously if do not speak with someone
face-to-face.”

Theme Category

Code

From the School Counselor’s
Perspective

Concerns

From the Service Recipient’s
Perspective (Student, Parent)

Maintaining confidentiality
Artificiality in communication
Data storage

Lack of therapeutic relationship
Doubts about effectiveness

Difficulty in controlling the intervention and participants

Maintaining confidentiality

Data security

Lack of access to digital devices

Inability to benefit from the therapeutic relationship

Technological issues (internet connectivity problems, device
malfunctions)

Applicability across different age groups
Risk of technology addiction

Lack of seriousness

Concerns about effectiveness

Suicide prevention measures

Difficulty in opening up

3.3. Internet-Based Interventions in PCG Services

The third theme identified from school counselors'
perspectives is internet-based
psychological counseling and guidance (PCG) services.
This theme includes categories related to application areas
of internet-based interventions and the needs of

interventions within

professionals for implementing these interventions. The
code map for the theme of Internet-Based Interventions in
PCG Services is presented in Table 4.

3.3.1. Application areas
internet-based

The  participants  indicated  that

interventions could be integrated into school PCG services.
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As they perceive it, these interventions could be employed
in both preventive and remedial capacities within the
context of school PCG services. Additionally, participants
noted that internet-based interventions could be applied in
areas such as career guidance, educational guidance (e.g.,
managing exam anxiety), and personal-social guidance
(e.g., addressing phobias, anger management, addiction,
time management, and peer bullying). Furthermore, there
is a perspective that these services should also be
developed and implemented for parents and teachers
within schools. Apart from these application areas,
participants indicated that internet-based interventions
could serve as supportive tools for face-to-face counseling
activities. Some of their views on application areas are
provided below:

K4: "There are children who have issues with friendship
relationships. A task like 'Today, go introduce yourself to a
friend" might be more appealing to the child.”

K7: "We frequently have sessions regarding exam anxiety.
Overcoming exam anxiety takes time, so support outside school
could also be beneficial for students, as well as for parents."

K8: "It can also be applied in support services directed at parents
and teachers, with interventions on how they can support
students."

K3: "I would like programs prepared for families as well; there is
a great need. I cannot always reach the families. Also, our teachers
have significant needs as well, for instance, regarding
communication skills or even understanding children’s
developmental stages.”

Table 4.

Code Map for Internet-based Interventions in PCG Services Theme

K10: "Internet-based interventions could be used in areas like
anger management, time management, and coping with stress.”

3.3.2.Needs of professionals

Participants indicated that school counselors have specific
needs for implementing internet-based interventions in
PCG services within schools. According to the participants,
school counselors need technological literacy, training on
the use of internet-based interventions, supervision for the
expert support offered in these interventions, information
on internet-based interventions, knowledge of how to
develop intervention content, and the opportunity to
experience practical examples of such interventions. Some
statements regarding the needs of school counselors are as
follows:

K1: "Training and support on internet-based intervention
methods are necessary. How are they used, and what should be
done when challenges arise?”

K5: "I think more information should be provided in professional
workshops ~ to  raise  awareness  about  internet-based
interventions."

K5: "If I am going to conduct internet-based interventions, I
would like to be informed about the theoretical foundation, at the
very least."

KO: "It is an unfamiliar topic for us, and I believe that supervision
on approaches for interacting with students in this process would
be necessary."

Theme Category

Code

Application Areas

Internet-Based
Interventions in PCG
Services

Needs

Career guidance
Educational guidance (exam anxiety)

Personal-social guidance (phobias, anger management,
addiction, time management, peer bullying)

Training for parents
Training for teachers

Supporting face-to-face psychological counseling activities

Technology literacy

Training on the use of internet-based interventions
Supervision expert support in interventions
Information on Internet-based interventions
Knowledge to create intervention content

Experience with practical examples of interventions
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4. Discussion

This study was conducted to understand the perspectives
of school counselors in Turkey who had not previously
experienced internet-based interventions regarding such
interventions and to evaluate the factors related to offering
this service in schools.

The first finding of the study reveals that while the school
counselors participating in the research use the Internet for
professional activities (e.g., e-guidance), they do not use
Internet-based intervention programs in their schools. This
finding had been expected, as there are currently no
internet-based interventions available for students in
Turkish schools. However, a study conducted with school
counselors in Australia reported that 77.2% (112/145) of the
sample used or referred students to at least one type of
web-based program (O'Dea et al, 2017). From this
perspective, it appears that there is a need to develop
internet-based
counselors can use professionally and recommend to their
students.

interventions in Turkey that school

In examining the internet-based
interventions (IBIs) from the perspective of school
counselors, it was found that counselors view these
interventions as complementary to face-to-face counseling,
time-saving, facilitating archiving and analysis, enabling
to a larger number of individuals, easing
communication with families, allowing the
establishment of therapeutic relationships with students
through structured programs. When considering school
counselors' views on the advantages of IBIs, it can be
inferred that they believe IBIs could enhance their service
quality.

advantages of

access
and

The literature generally evaluates the advantages of IBls
from the perspective of service users, with only occasional
reference to benefits for practitioners. For instance, in a
study by O'Dea et al. (2017), it was indicated that IBIs could
reduce the workload of school counselors and increase their
capacity to serve more students. Additionally, IBIs are
considered advantageous for offering ease of
implementation as an innovative approach in schools
(Beames et al.,, 2023). In this context, the ability of IBIs to
reach multiple individuals simultaneously, facilitate
archiving and data analysis, and save time may help school
counselors manage some of the challenges they face.
Consequently, it can be suggested that utilizing internet-
based interventions may be beneficial for school counselors

in delivering PCG services more effectively.

The other category within the advantages theme focuses on
the benefits of IBls for service recipients (students and
parents). Participants mentioned advantages such as cost-
effectiveness, ease of access, the ability to participate
remotely in a comfortable setting, anonymity, time
flexibility, and facilitating access to psychological support.
Based on school counselors' views, it can be suggested that
they perceive IBIs as an alternative or complementary

option for students and parents to access psychological
support. Similarly, the literature notes that IBIs can increase
accessibility to psychological support and eliminate time
and space constraints (Navarro et al., 2020; O'Dea et al,,
2017; Zeiler et al., 2021). In addition to enhancing access to
support, anonymity in IBIs may help overcome the barrier
of stigma. Consistent with these views, research indicates
that individuals are more willing to discuss sensitive issues
when they are not personally identifiable and their identity
remains protected (Navarro et al., 2020). The advantages
noted by participants suggest that IBIs could facilitate
access to mental health services for students and parents.
These findings align with the perspective that IBIs provide
scientifically objective information on mental health and
make psychological support more accessible to students in
schools (Navarro et al., 2020; O'Dea et al., 2017; Zeiler et al.,
2021).

In examining the concerns about internet-based
interventions (IBIs) from the perspective of school
counselors, various issues emerge, including the ability to
maintain confidentiality, the artificiality of communication,
data storage, the lack of a therapeutic relationship, doubts
about effectiveness, and challenges in controlling the
intervention and participants. School counselors have
ethical duties and responsibilities toward the individuals
they serve, and it appears that they consider these legal and
ethical obligations when evaluating IBIs. Specifically,
counselors seem to express concern that their responsibility
to protect
compromised with IBIs. Supporting this interpretation, the
literature also highlights concerns regarding the privacy

and storage of personal data when using IBIs in schools

clients' sensitive information could be

(Beames et al., 2021). Similar privacy concerns are noted in
other mental health interventions utilizing digital
technologies (Foon et al, 2020). Additionally, school
counselors are responsible for prioritizing the well-being
and benefit of those they serve. The uncertainty about
whether IBIs are fully functional and beneficial for students
or parents may be troubling for counselors, a view echoed
in the literature (O'Dea et al,, 2017). Another significant
concern relates to establishing a therapeutic relationship. In
psychological counseling, the therapeutic relationship is
essential for facilitating healing (Lambert & Barley, 2001).
Uncertainty regarding the existence or formation of this
relationship in IBIs may have contributed to counselors’
reservations. Research suggests that IBIs might hinder or
complicate the development of a deep connection between
counselor and client (Mol et al., 2019; Zeiler et al., 2021).
Concerns about the therapeutic relationship are common
among counselors when discussing digital technology in
mental health support (Foon et al., 2020). Another concern
involves ensuring client engagement and controlling the
process. School counselors are responsible for delivering
services effectively, and the lack of control over both the
intervention and participants in IBIs may raise worries
about service efficacy. The literature aligns with these
findings, noting concerns about intervention effectiveness
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and challenges in monitoring both the intervention and
students (O'Dea et al, 2017). Taken together, these
perspectives suggest that school counselors consider their
ethical duties in mental health services and approach IBIs
with caution.

In examining the about internet-based
interventions (IBIs) from the perspective of service
recipients, participants expressed apprehensions related to
data privacy, data storage, lack of access to digital devices,
inability to benefit from the therapeutic relationship,

concerns

technological issues (e.g., internet connectivity problems,
device malfunctions), applicability across different age
groups, risk of technology addiction, lack of seriousness,
intervention effectiveness, inability to receive immediate
support in cases of suicide, and difficulty in opening up.
These views suggest that school counselors approach IBIs
cautiously to ensure that their students are not harmed in
any way during the support process. Students receiving
mental health support may share sensitive information in
IBIs, and any data breach poses significant risks. Consistent
with this concern, the literature identifies data privacy and
storage as major worries related to IBIs (Navarro et al.,
2020; O'Dea et al., 2017). Another concern is that students
and parents may not fully benefit from the therapeutic
power of a relationship in IBIs. Although anonymity in IBIs
provides certain advantages, school counselors worry that
this the formation of a therapeutic
relationship, which has proven healing effects (Navarro et
al., 2020; O'Dea et al., 2017; Zeiler et al., 2021). Additionally,
school counselors want all students to have access to PCG
services. However, lack of access to digital devices or
inadequate internet infrastructure could prevent some
students from benefiting from these interventions, raising
concerns about equal access (Simon et al., 2021). Another
significant concern relates to the wuncertainty about
handling crises, such as suicide, within IBIs. The literature
similarly highlights concerns about the inability to provide

could hinder

immediate support in emergencies (Navarro et al., 2020).
Moreover, counselors expressed concerns about
encouraging further internet use among youth who already
spend excessive time online, which could lead to other
issues, such as internet addiction. Consistent with these
findings, the literature also raises concerns about the
potential negative impact of increased internet exposure
through IBIs (Zeiler et al., 2021). Considering these
concerns, various measures should be implemented to

enhance the feasibility and effectiveness of IBIs.
Strengthening security measures for data storage,
developing effective communication methods,

personalizing interventions, and planning for crises can
contribute to the more successful implementation of these
interventions.

The third theme identified in this study is internet-based
interventions (IBls) within psychological counseling and
guidance (PCG) services. Regarding application areas,
school counselors indicated that IBIs could be used in

preventive and remedial services. It can be inferred that
school counselors view IBIs as tools to prevent potential
future issues and support students' healthy development.
Consistent with this, other studies suggest that such
interventions could be broadly applied in schools to serve
preventive purposes (Zeiler et al., 2021). Indeed, research
has shown the effectiveness of school-based IBIs aimed at
preventing issues like depression and anxiety (Werner et
al,, 2017), aggression (Lochman et al., 2017), risky sexual
behaviors (Doubova et al., 2016), and eating disorders
(Moessner et al.,, 2016). Within preventive and remedial
services, participants noted that IBIs could be implemented
in career guidance, educational guidance, and personal-
social guidance. This finding suggests that IBIs could be
integrated into not only mental health support but also
educational and career-related domains. Additionally,
participants highlighted the need to develop these services
for not only students but also parents and teachers. It can
be interpreted that school counselors recognize the
importance of involving parents in supporting students’
mental health and life skills. Parent and child behaviors are
interdependent, influencing each other in a reciprocal cycle
(Serbin et al, 2015).
intervention programs has shown that they can reduce
children's behavioral problems and parents' dysfunctional
behaviors, as well as effectively teach parenting strategies
(Florean et al., 2020; MacDonell et al., 2017). From this
perspective, IBIs could serve as valuable resources for both
students and parents. Parents could gain the knowledge
and skills needed to support their children's academic and
psychological development and incorporate these into their
daily lives. Teachers, on the other hand, could benefit from
internet-based training programs to better understand and
effectively address students' needs. The literature also
includes IBIs designed to support teachers in fostering
children’s mental health (Corkum et al., 2019; Pereira et al.,
2015).

Research on parent-oriented

Another category identified is needs. The participants
indicated that school counselors require technology
literacy, training on using internet-based interventions,
supervision for expert support during interventions,
information on IBIs, knowledge of how to develop
intervention content, and opportunities to experience
practical examples. Given that IBIs are not yet implemented
in Turkish schools, it can be inferred that school counselors
may lack sufficient knowledge about this process. As they
begin to integrate IBIs into PCG services, school counselors
would need to learn how to implement these interventions
most effectively. Consistent with participants’ views, the
literature indicates that to foster acceptance and positive
attitudes toward IBIs, practitioners need in-depth
theoretical and practical training, as well as opportunities
to gain practical experience (Zeiler et al., 2021). Research
suggests that school counselors” lack of digital intervention
training and misconceptions about quality and efficacy
influence the adoption of IBIs in school settings (Glasheen
et al.,, 2015). Enhancing school counselors' knowledge and
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skills regarding IBIs is emphasized as a means to facilitate
the successful implementation of these interventions in
schools (Beames et al., 2021).

This study gathered valuable insights from participants.
However, certain limitations should be considered when
interpreting the findings. The participant group consisted
of school counselors working in a province in Turkey who
had not previously experienced internet-based
interventions. Although participants were provided with
detailed information about IBIs during the interviews, none
of them had actually used such a program before.

School  counselors  perceive that internet-based
interventions offer numerous advantages for both
themselves and the service recipients. At the same time,
various concerns regarding the use of IBIs in schools were
identified. Additionally, the study’s findings provide
guidance on possible application areas for IBIs in schools.
These perspectives shed light on the barriers and
facilitators for implementing IBIs in Turkish schools.

Future research could focus on the views of school
counselors who have experienced internet-based
interventions. Exploring the perspectives of student users
is also crucial. The literature highlights the need for further
study of participation in IBIs, user experiences, and related
challenges.
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Bu ¢alismanin amac, giiglendirici liderlik ile 6gretmenlerin mesleki 6grenmeleri arasindaki
iliskide &gretmen failliginin aracilik roliinii arastirmaktir. Bu amagla, Tiirkiye'de gorev
yapan 344 6gretmenden toplanan veriler kullanularak gii¢lendirici liderligin 6gretmenlerin
mesleki 6grenmelerine etkisi arastirilmistir. Bu ¢alismanin dnemi, okullarda giiclendirici
liderligin 6gretmenin mesleki faaliyetlerinde 6zerklik ve kontrol hissi anlamina gelen
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failligini kolaylastirmak igin pratik oneriler sunmaktadir. Bu ¢alismanin sonuglarinmn, okul
miidiirlerinin 6gretmen failligini destekleyerek Ogretmenlerin mesleki 6grenmelerini
baslatma, destekleme ve gelistirmedeki giiclendirici roliine iliskin okul liderligi literatiiriine
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1. Giris

Okul gelistirme ile ilgilenen egitim sistemleri, mevcut ve
hizmet 6ncesi 6gretmenlerin gelisimini saglamay1 énemli
bir faktor olarak kabul etmektedir (Geeraerts vd., 2014;
Harris ve Sass, 2007). Bu nedenle 6gretmenlerin mesleki
O6grenmelerinin gelistirilmesi pek ¢ok arastirmanin konusu
olmustur (Campbell, 2017; Darling-Hammond vd., 2017;
Opfer ve Pedder, 2011).

Ogretmenlerin mesleki 6grenmesinin dgrenci basarisin
artirmada 6nemli bir faktor oldugu goriilmektedir (Akiba
ve Liang, 2016, Hattie, 2003, 2009). Ogretmenler,
meslektaslariyla resmi ve gayri resmi iletisim kurarak,
Ogretmen aglarina dahil olarak, mesleki c¢alistay ve
konferanslara katilarak, tiniversitelerdeki dersleri takip
ederek, mesleki dergileri okuyarak ve 6grenci calismalarini
analiz ederek bilgilerini ve Ogretim uygulamalarin
gelistirmektedirler. Bu faaliyetler 6grenci basarisini olumlu
yonde etkilemektedir (Akiba ve Liang, 2016, Goddark vd.,
2007; Horn ve Little, 2010; Moolenaar vd., 2012).

Ogrenci basarisini artiran faktorleri inceleyen arastirmalar,
okul liderliginin 6gretmen davranislar1 araciligiyla 6grenci
basaris1 {izerinde istatistiksel olarak anlamli bir dolayh
etkisi oldugunu ortaya koymustur (Hallinger ve Heck,
1998; Leithwood vd., 1999; Robinson vd., 2008). Etkili okul
liderleri, olumlu ¢alisma kosullarini hazirlama, ig birlikgi ve
destekleyici 6grenme ortamlari olusturma, (Grissom vd.,
2021) ve Ogretmenler arasinda mesleki gelisimi ve is
birligini tesvik eden bir ortam yaratma konusunda 6ne
cakmaktadirlar  (Talebizadeh vd., 2021). Ozellikle
destekleyici ve paylasilan liderlik uygulamalari,
O0gretmenlerle gii¢ ve otoriteyi paylasarak ve onlar1 karar
alma siireglerine dahil ederek 6gretmen 6grenmesini ve
buna bagh olarak 6grenci sonuclarinin gelistirilmesini
saglamaktadir (Hord, 1997; Stoll vd., 2006).

Okul liderlerinin 6gretmenleri giiglendiren uygulamalari,
okulda siirekli gelisme kiiltiiriinii tegvik etmekte, 6gretmen
failligini artirmakta ve is birligine dayali 6grenme
ortamlarin1  desteklemektedir. Bu
uygulamalarmin ve o6grenci ciktilarinin iyilestirilmesine
aracilik etmektedir (Brown vd., 2021; King, 2022; Lovett,
2020; Squire-Kelly, 2012). Buradan hareketle, okul miidiirii
ozerklik
desteklenen 6gretmenlerin, mesleki 6grenme etkinliklerine
katilmak icin failliklerini kullanabilecekleri sdylenebilir
(King, 2019; Kools ve Stoll, 2016).

iliski, ~ 6gretim

tarafindan sunulan, kararlara katilmasi

dahil
olumlu

Mesleki ~ 6grenme  topluluklarma olmak
Ogretmenlerin  faillik  diizeylerini yonde
etkilemektedir (Priestley vd., 2015a). Mesleki 6grenme
topluluklari, 6gretmenlerin egitim reformunu 6grenerek ve
bunlara yanit vererek, hatta bunlar1 tesvik ederek
failliklerini gelistirmeleri ve kullanmalar: i¢in énemli bir
firsat sunmaktadir (Philpott ve Oates, 2017). Riveros ve
digerleri (2012) gore, Ogretmen failligini tesvik etmek,
mesleki 6grenme topluluklarmin etkililigini artirmanin bir
yolu olabilir. Arastirmalar, giiclendirilmis 6gretmenlerin

anlamli mesleki gelisime katilmaya yatkin ve yeni
teknikleri sinifa dahil etme konusunda istekli oldugunu
gostermektedir (Eccles ve Roeser, 2011).

Ogretmen o6zerkligi ve failligi, 6gretmenlerin motivasyonu
ve 0gretime baghlig ile olumlu yonde iliskilidir (Lennert
da Silva ve Maglstad, 2020). Okullar ve egitim sistemleri,
ogretmen failligini tesvik ederek Ogretmenlerin islerini
sahiplenmelerini ve dgrencileri i¢in daha etkili ve heyecan
verici 0grenme ortamlar: yaratmalarini saglayabilir. Ayrica
aragtirmalar, Ogretmen failligi ve mesleki 6grenmenin
Ogrenci onemli
gostermistir. Hargreaves ve Fullan (2012) tarafindan
yapilan bir ¢alisma, o6gretmen failligine ve mesleki
ogrenmeye Oncelik veren okullarin daha yiiksek 6grenci
basarisina sahip olma egiliminde oldugunu ortaya
koymustur. Benzer sekilde, Desimone (2009) tarafindan
yapilan bir meta-analiz ¢alismasi, etkili mesleki gelisim
programlarmnin 8gretmen failligi ve okul kiiltiirii ve liderlik
gibi baglamsal faktorlerle uyumlu olanlar oldugunu
bulmustur.

sonuglarmi iyilestirmede oldugunu

Onceki arastirmalarda gliclendirici liderlik, 6gretmen
failligi ve Ogretmen mesleki 6grenmesine ayri ayri yer
verilmesine ragmen, bu kavramlarin birlikte incelendigi bir
calismaya rastlanmamistir. Bu ¢alisma, ampirik veriler
kullanarak giiclendirici liderlik, Ogretmen failligi ve
O0gretmen mesleki Ogrenmesi arasinda kurulan iligkiyi
kesfetmeyi amaclamaktadir. Tlgili literatiire dayanarak,
mevcut kesitsel calismada asagidaki arastirma sorulari ele
alinmigtir:

1. Giglendirici liderlik,
0gretmen mesleki 6grenmesi arasinda anlamli bir
iligki var midir?

ogretmen failligi ve

2. Giiglendirici liderligin 6gretmenlerin mesleki
O0grenmesi tizerinde dogrudan etkisi var midir?

3. Giiglendirici liderligin 6gretmenlerin mesleki
Ogrenmesi iizerindeki etkisine 6gretmen failligi
nasil aracilik etmektedir?

1.1. Kuramsal Cerceve

Bu boliim, arastirma degiskenlerinin teorik arka planinin
acgiklanmasiyla baglamaktadir. Daha sonra, bu arastirmada
ampirik teste tabi tutulacak olan modelin kavramsal
gergevesi Bu cerceve,
degiskenler arasindaki iliskileri agiklamaktadir.

tanimlanmaktadir. incelenen

1.1.1. Ogretmen mesleki 6grenmesi

Ulkelerin politika yapicilari, beklenen egitim ciktilarina
ulagmak i¢in okul egitiminin kalitesinin artirmaya 6ncelik
vermektedirler (Chen, 2024). Okuldaki egitimin kalitesini
artirma ve siirdiiriilebilir okul gelisiminin saglanmasinda
siirekli mesleki o6grenmeye bagli olarak ogretmen
kalitesinin artirilmasi 6nemli bir faktordiir (Dinham, 2007;
Lieberman ve Pointer Mace, 2008; Liu ve Hallinger, 2018).
Ogretmenlerin mesleki 6grenmesi, resmi ve resmi olmayan
ortamlarda bireysel veya kolektif olarak gerceklestirilen
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faaliyetler olarak tanimlanabilir (Hallinger vd. 2019).
Hoyle ve John (1995) ise 6gretmen mesleki 6grenmesini
egitimin ve 6grencilere hizmetin kalitesini artirmak icin
bilgi edinme, beceri ve degerleri gelistirme siireci olarak
tanimlamistir.

Ogretmenlik profesyonel bir meslek olarak kabul
edildiginde, bu profesyonelligin gelisimi i¢in mesleki
o6grenme gerekli ve ayrilmaz bir adim olarak goriilmektedir
(Chen, 2024). Ayrica Ogretmenligin dogast geregi,
Ogretmenler mesleki boyunca &grenme
siirecinde olmalar1 gerekir (Day, 1999). Ogretmenler
acgisindan mesleki 6grenme, sadece yeni fikirlere agik olma,
bilgi ve beceri kazanma degil bunun yaninda bunlar1
uygulamaya koyma ve sonuglar: degerlendirmeyle ilgilidir
(Little, 2012; Timperley, 2011). Ogretmen mesleki 6grenme
siirecinin nihai hedefi ve uygulama alan1 G&gretim
uygulamalarmi iyilestirmek ve Ogrenci basarisim
artirmaktir (Chen, 2024; Hallinger vd., 2019).

yasamlar1

Okul, 6gretmenlerin sadece bireysel olarak 6grendikleri ve
gelisim gosterdikleri bir yer degil aym
meslektaglarin  birlikte fikir alisverisinde bulundugu,
planlama toplantilari, kogluk ve geri bildirimler yoluyla
ogrendikleri sosyal-profesyonel bir ortamdir (Kwakman,
2003; Liu ve Hallinger, 2018; Thoonen vd., 2012). Bu bakis
Ogretmenlerin  mesleki

zamanda

acisi, karmasik,
ekolojik ve
gerceklestirdiklerini varsayar. Bu yaklasimda bireyler ve
cevreleri arasindaki etkilesim, okul kiiltiirii, 6gretmen is
birligi ve okul liderligi gibi baglamsal kosullar 6gretmen
O0grenmesini tesvik etmektedir (Leithwood ve Jantzi, 2000;
Louis vd., 1996). Bu mesleki 6grenme toplulugu, gelismis
Ogretim uygulamalari, is birligine dayali bir Ogretim
kiltirii ve daha yiiksek 6grenci basarisiyla iligkilidir
(Andrews ve Lewis, 2002; Berry vd., 2005).

faaliyetlerini

dinamik bir sosyal ortamda

Bu ¢alismada Liu ve digerleri (2016) dort boyutlu 6gretmen
mesleki 6grenmesi kavramsallastirilmas: temel alinmistir.
Birinci boyut, okulda 6gretimi planlama, deneyim, bilgi ve
sorunlarin paylasimi yoluyla ortak hedeflere ulasmak igin
birlikte ¢alisma olarak tanimlanan is birligidir. ikinci boyut,
disaridan bilgi ve beceri elde etmekten farkli olarak
Ogretmenin kendi Ogretim uygulamalari
diisiinmesi, meslektaslardan ve dgrencilerden gelen geri

tizerinde

bildirimleri degerlendirerek 6gretimini gozden gegirmesi
anlamia gelen yansitmadir. Ugiincii boyut, dgretmenin
ogretimle ilgili yeni fikirleri denemesi ve 6grenci ilgisini
¢ekebilmek icin alternatif materyaller kullanmasin ifade
eden deneyimlemedir. Son boyut ise bilgiyi giincel tutmak
ve gelistirmek i¢in en yeni kaynaklara ulasmak anlamina
gelen bilgi tabanina erismedir (Chen, 2024; Liu vd., 2016;
Tynjala ve Heikkinen, 2011).

1.1.2. Ogretmen failligi

Ogretmen failligi, bir 6gretmenin mesleki eylemlerini
yonlendirme ve calisma ortamini etkileme becerisini ifade
etmekte ve ne Ogretilecegi, nasil 6gretilecegi ve Ogrenci
O0grenmesinin nasil degerlendirilecegi konusunda karar
verme becerisi olarak tanimlanmaktadir (Lennert da Silva
ve Molstad, 2020; Priestley vd., 2015b). Ayrica 6gretmen
failligi, ogretmenlerin egitimle ilgili zorluklara yanit
vermek i¢in hesap verebilirlikte yol alirken eylemlerinin
kapsamma iliskin algi ve deneyimlerine dayali olarak
iistlendikleri profesyonel eylem olarak tanimlanmaktadir.
(Lennert da Silva ve Molstad, 2020). Baska bir deyisle, bir
Ogretmenin failligi, miifredat, 6gretim ve degerlendirme
gibi 6gretim siirecine iliskin kararlar alma yetenegi de dahil
olmak {izere, mesleki faaliyetler {izerindeki &zerklik ve
kontrol hissini ifade eder (Priestley vd., 2015a). Smaller
(2015), bir¢cok Ogretmenin yeni talepleri karsilamak icin
degisen standartlara ve degerlendirmelere yanit olarak
daha yenilikgi ve yetenekli hale geldigini kesfetmistir.

Okul kiiltiirti, liderlik ve dis politikalar da dahil olmak
iizere cesitli faktorler ogretmen failligini etkileyebilir
(Priestley vd., 2015b). Ornegin, 6gretmen katkisma ve is
birligine deger veren destekleyici bir okul kiiltiiri,
O0gretmen failligini tesvik etmeye yardima olabilir (Eccles
ve Roeser, 2011). Aragtirmacilar, etkili ve siirdiiriilebilir
egitim sistemleri olusturmak igin 6gretmen failliginin sart
oldugunu savunmaktadir. Benzer sekilde, Priestley ve
digerleri (2015a) 6gretmenlerin isleri {izerinde 6zerklige
sahip olmalarinin ve 6grenci 6grenimini en iyi nasil tesvik
edeceklerine
cizmektedir. Ote yandan, 6zerklikten yoksun olduklarina
inanan ogretmenler hayal kirikligi, stres ve tiikenmislik
duygular1 yasayabilir (Priestley vd., 2015b).

karar vermelerinin  Oneminin  altin1

1.1.3. Guiglendirici liderlik

Gliglendirici liderlik, giicii ve karar verme yetkisini
calisanlarla paylasan ve boylece onlarin 6zerkliklerini,
sorumluluklarini ve bagliliklarini artiran bir liderlik tarzi
olarak tanimlanmaktadir.
inisiyatif almasini ve karar vermesini saglayarak psikolojik
gliclendirme ve i¢sel motivasyon ortamini tesvik eder (Lee
vd., 2017). Giiglendirici liderlik, ¢alisanlarin 6z yeterlilik ve

is kontrolii duygularmi gelistirerek performanslarini (Lee

Bu yaklasim, ¢alisanlarin

vd., 2017), memnuniyetlerini ve yaraticiliklarini olumlu
yonde etkilemektedir (Vecchio vd. 2010). Ayrica, bu
liderlik tarzi, is birlikg¢i ve yenilikgi bir ¢alisma kiiltiiriiniin
gelistirilmesini destekleyerek genel kurumsal etkinligin
artmasini saglayabilir (Cheong vd., 2019).

Tiirkiye'nin kiiltiirel baglaminda, yiiksek gii¢ mesafesi 6ne
cikan bir ozelliktir (Hofstede, 2001). Orgiitsel psikoloji
alaninda yapilan c¢alismalar, giiclendirici liderligin
calisanlar icin destek ve ilgi duygusunu tesvik ederek
amirler ve astlar arasindaki algilanan gii¢ mesafesini
azaltabilecegini gostermistir. Zhang ve digerleri (2018)
gliclendirici liderligin takipgiler {izerinde a) calisanin is
ortami, b) is ortamindaki 6nemli diger kisilerden (6rn.
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yakin liderler) gonderilen mesajlar ve c) calisanin yeterlilik
ve yeterlilik duygular1 agisindan etkileri
olabilecegini  belirtmektedir. = Giiglendirici  liderlik
davranislari, okullarda giiglendirici bir kiiltiiriin ortaya

olumlu

¢ikmasini saglayarak degisim ve yeniligi vurgulamaktadir.
Ayrica, bu giliglendirici kiiltiir, 6gretmenlerin ¢alisma
kosullarin1 iyilestirmeye ve Ogretmenlerin mesleki
performansini gelistirmeye yonelik hem degisim odakl
hem de pragmatist sonuglar ortaya ¢ikarmaktadir (Balkar,
2015).

Okul liderlerinin 6gretmenleri siirekli ve etkili grenmeye
yonlendirmedeki rollerinin 6nemine giderek daha fazla
vurgu yapilmaktadir (Hallinger ve Liu, 2016; Liu vd., 2016).
Giiglendirici liderlik, ¢alisanlarin refahini ve is doyumunu
artirdigi, yaraticiliklarini ve yenilikgiliklerini gelistirdigi
icin modern isyerlerinde giderek daha o©nemli hale
gelmistir (Gong vd., 2009; Spreitzer, 1996). Gliglendirici
liderlik, bir orgiitiin veya ekibin liderleri ile takipgileri
arasinda gli¢ paylasimina yonelik is birlik¢i bir yaklasim
gerektirir (Vecchio vd., 2010).

Giiclendirici liderler, bireyleri sorumluluk

almalari, yaratict diisiinmeleri ve kurumun basarismna

islerinde

katkida bulunmalart i¢in giiclendirmeye ve tesvik etmeye
calisir (Bass, 1985). Bu liderlik tarzi, giiven, destek ve
ozerkligin tesvik edilmesinin yani sira sorumluluklarin ve
yetkinin bireylere devredilmesiyle karakterize edilir
(Northouse, 2019). Giiglendirici liderlik, katilimc1 veya
demokratik liderlik olarak da adlandirilir (Yukl, 2013).
Ogretmen o6zerkligi, Ogretmenlerin faaliyet alani ile
devletin bu faaliyet alanini artiran veya sinirlayan kaynak
ve kurallar saglamadaki rolii arasindaki iliskiyle ilgilidir

(Lennert da Silva ve Maolstad, 2020).
1.1.4.Kavramsal gerceve

Bu ¢alismada test edilen model, 6nceki arastirma bulgular:
ilizerine insa edilmistir (Akiba ve Liang, 2016; Brown vd.,
2021; Hallinger vd., 2019; Opfer ve Pedder, 2011; Tynjala,
2008; Zhu vd., 2019). Literatiir taramas1 bizi giiglendirici
liderlik
O0grenmeleri iizerindeki dogrudan ve dolayl etkilerini

uygulamalarinin Ogretmenlerin mesleki
aragtirmaya yoneltmistir. Ayrica bu calisma, giiglendirici
liderlik uygulamalar1 ile o&gretmenlerin
ogrenmeleri arasindaki iliskide dgretmen failliginin araci
rol oynadigini varsaymaktadir. Bellibas ve digerleri (2019),

Ogretmen failliginin, okul gelistirmede etkili olan 6gretmen

mesleki

mesleki gelisimi, Ogretmenlerde 6zyeterlik algilari,
o0gretmenlerin kolektif yeterlik algilari, mesleki doyum ve
orgiitsel baghlik gibi agiklamada etkili
olabilecegini  6ne Onceki  calismalar
gliclendirici liderlik, 6gretmen mesleki Ogrenmesi ve
ogretmen failligi degiskenleri arasindaki ikili iligkileri
incelemis olsa da (Hallinger vd., 2019; Mohamadi ve
Ghanbari, 2022; Ozdemir vd., 2023; Polatcan, 2021; Zhu vd.,

2019) giiglendirici liderlik ile 6gretmen mesleki 6grenmesi

kavramlar1
surmiislerdir.

arasindaki iliskide ogretmen failliginin aracilik etkisine
odaklanan bir ¢alismaya rastlanmamistir. Bu yoniiyle,

mevcut ¢alismanin literatiire 6nemli katkilar sunabilecegi
disiintilmektedir. Bu ¢alismanin  sonuglari, okul
yoneticilerinin mesleki  6grenmesini
baslatma, destekleme ve gelistirmedeki roliine iliskin okul
liderligi literatiiriine katkida bulunabilir. Sekil 1'de, mevcut
literatiiriin incelenmesine dayali olarak calismaya rehberlik
edecek kavramsal model sunulmustur:

yola yol b

@ yol ¢!

Not. GL: Giiglendirici Liderlik, OF: Ogretmen Failligi, OMO: Ogretmen
Mesleki Ogrenmesi

Ogretmenlerin

Sekil 1. Kavramsal model
2. Yontem
2.1. Desen

Bu kesitsel calisma, giiglendirici liderligin 6gretmen failligi
araciligiyla 6gretmenlerin mesleki 6grenmeleri {izerindeki
dogrudan ve dolayl etkisini inceleyen iliskisel bir ¢calisma
olarak tasarlanmistir. Kesitsel bir ¢alisma, zamanimn belirli
bir noktasinda bir popiilasyonun anlik goériintiisiinii {ireten
bir ¢alismadir (Cohen vd., 2017).

2.2. Katilimcilar

orta
kesimlerinde yer alan {i¢ ilde gerceklestirilmistir. Arastirma
grubu K-12 okulu 6gretmenlerinden olusmaktadir. Katilim
gonilliliik dayanmaktadir ve
odillendirilmemistir.  Bu icin  ikinci

Arastirma, Tirkiye'de Karadeniz Bolgesi'nin

esasina
arastirma
arastirmacinin  ¢alistig1 {iniversitenin Sosyal ve Beseri
Bilimler Arastirma Etik Kurulu'ndan etik onay alinmistir.

Veriler anketler kullanilarak
Anketlerin linkleri 6gretmenlere gonderilmistir. Toplamda

368 6gretmen anketi cevaplamistir. Eksik cevapli 24 anket

cevrimici toplanmustir.

cikarildiktan sonra 344 anket analize dahil edilmistir.
Katilimcilarin -~ demografik  degiskenleri Tablo 1'de
sunulmustur.
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Tablo 1.

Katilimcilarin Demografik Ozellikleri

n %

Cinsiyet

Kadin 167 48.5

Erkek 177 51.5
Egitim Durumu

Yiiksekokul (2 yillik yiiksekogretim) 8 2.3

Lisans 248 721

Lisansiistii (Yiiksek lisans veya doktora) 88 25.6
Okul Kademesi

Okul oncesi 8 23

ilkokul 95 27.6

Ortaokul 154 44.8

Lise 87 25.3
Mesleki Kidem

1-10 y1l 89 259

11-20 y1l 131 38.1

21-30 y1l 98 28.5

31 yil ve tizeri 26 7.5

2.3. Islem

Calisma kapsaminda belirlenen &lgekler 6ncelikle ¢evrim
i¢ci ankete dontgtiirilmiis; daha sonra anket linki,
calismaya dahil edilen 6gretmenlerle paylasilmistir.

2.3.1. Etik bildirim

Yapilan bu ¢alismada “Yiiksekogretim Kurumlar: Bilimsel
Arastirma ve Yayin Etigi Yonergesi” kapsaminda uyulmasi
belirtilen tiim kurallara uyulmustur. Yonergenin ikinci
boliimii olan “Bilimsel Arastirma ve Yayin Etigine Aykiri
Eylemler” bashig1 altinda belirtilen eylemlerden higbiri
gerceklestirilmemistir. Bu ¢alisma, Tokat Gaziosmanpasa
Universitesi Sosyal ve Beseri Bilimler Arastirma Etik
Kurulu'nun 19.10.2021 tarihli ve 21.15 sayili karari
dogrultusunda gergeklestirilmistir.

2.4. Veri Toplama Araclar

Bu calismada giiglendirici liderlik, &gretmen failligi ve
Ogretmen mesleki 6grenmesi olmak {izere ii¢ ana degisken
bulunmaktadir. Olgme aract olarak Ogretmen Mesleki
Ogrenme Olgegi, Ogretmen Failligi Olcegi ve Giiglendirici
Liderlik Olgegi kullanilmistir. Belirlenen dlgekler 6ncelikle
cevrim i¢i ankete dontistiirtilmiis daha sonra anket linki
calismaya dahil
Olceklerin psikometrik 6zellikleri asagida sunulmustur.

edilen ogretmenlerle paylasilmistir.

24.1. Ogretmen Mesleki Ogrenme Olgegi

Bagimli degisken 6gretmen mesleki 6grenmesidir ve bunu
ol¢mek igin dort faktorlii bir yapiya sahip 27 maddeden
olugan "Ogretmen Mesleki Ogrenme Olgegi" kullanilmigtr:
is birligi, yansitma, uygulama ve bilgi tabanina ulagsma. Bu
o6lcek Liu ve digerleri (2016) tarafindan, Evers ve digerleri
(2016) ile Kwakman (2003) tarafindan gelistirilen &lgekler
gibi, birkag Olcek temel alinarak gelistirilmistir. Maddeler
51 Likert tipindedir (1 = kesinlikle katilmiyorum, 5 =
kesinlikle katiliyorum). Bu 6l¢ek Giimdiis ve digerleri (2018)
tarafindan Tiirkgeye uyarlanmistir. Uyarlanan versiyonun
uyum indeksleri (x2/sd =2.9, RMSEA = .07, SRMR = .04, CFI
=.96) kabul edilebilir bir model oldugunu gostermistir. Bu
calisma kapsaminda 6l¢egin tamaminin Cronbach Alpha
degeri .93 olarak bulunmustur.

24.2. Ogretmen Failligi Olgegi

Ogretmen failligi, giiclendirici liderlik ile 6gretmenlerin
mesleki Ogrenmeleri degiskendir.
"Ogretmen Failligi Olgegi" Liu ve digerleri (2016)
tarafindan gelistirilmis ve Bellibas ve digerleri (2019)
tarafindan Tiirkceye uyarlanmustir. Olcekte 24 madde ve
dort faktor (6grenme etkililigi, 6gretim etkililigi, iyimserlik,
yapict katiim) bulunmaktadir. Maddeler 5'1i likert
tipindedir (1 = kesinlikle katilmiyorum, 5 = kesinlikle
katiiyorum). Uyarlanan versiyonun uyum indeksleri
(x2/sd = 2.19, RMSEA = .05, SRMR = .08, CFI = .91) bu
6lcegin kabul edilebilir ve giivenilir oldugunu gostermistir.
Mevcut ¢alismada toplam 6lgegin Cronbach's Alpha degeri

arasindaki arac

.92 olarak belirlenmistir.
2.4.3. Giiglendirici Liderlik Olgegi

Bagimsiz degisken giiglendirici liderliktir. Bu ¢calismada, ilk
olarak Konczak ve digerleri (2000) tarafindan gelistirilen ve
Konan ve Celik (2018) tarafindan Tiirk¢eye uyarlanan
"Giiglendirici Liderlik Olgegi" kullanilmistir. Olgek iig
faktorden (yetki devri, hesap verebilirlik ve destek) ve 17
maddeden olusmaktadir. Maddeler 5'li likert tipindedir (1
= hicbir zaman, 5 = her zaman). Uyarlanmis versiyonun
uyum indeksleri, (x2/sd =2.54, RMSEA = .054, SRMR =.032,
CFI = .95), 6lcegin kabul edilebilir bir uyum gosterdigini
ortaya koymaktadir. Toplam o0lcegin Cronbach Alpha
degeri 0.94'tiir.
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2.5. Veri Analizi

Verilerin analizi iki adimda gergeklestirilmistir. Ilk olarak,
betimsel ve korelasyonel istatistikler hesaplanmustir.
Ortalama ve standart sapma degerleri, giivenilirlik
katsayilar1 ve degiskenler korelasyonlar
saglanmistir. Ikinci olarak, giiclendirici liderligin 6gretmen
mesleki dogrudan etkisi ve
Ogretmen failliginin aracilik rolii yoluyla dolayh etkisi
incelenmistir. Veri analizi SPSS 22.0 paket programi

arasindaki

O0grenmesi tizerindeki

kullanilarak gergeklestirilmistir. Bootstrapping'e dayali
araciligl test etmek igin gelistirilen PROCESS makrosu
(Simple Mediation Model 4) kullanilmistir (Preacher ve
Hayes, 2004).

3. Bulgular
3.1. Korelasyon Analizi

Degiskenler arasindaki iliskileri belirlemek icin Pearson
momentler c¢arpimi  korelasyon katsayis1  teknigi
kullanilarak sifirinct dereceden korelasyonlar
hesaplanmistir. Tablo 2'de goriildiigii gibi, giiclendirici
liderlik, 6gretmen mesleki 6grenmesi (r = .31, p <. 01; %95
GA [.204, .406]) ve 6gretmen failligi (r= .44, p <.01; %95 GA
[.344, .523]) ile iliskilidir. Ayrica, Ogretmen mesleki
O0grenmesi ile 6gretmen failligi arasinda anlamli bir iligki
bulunmustur (r = .70, p <. 01; %95 GA [.633, .751]). Bunun
liderlik

O0grenimi arasindaki iliskide 6gretmen failliginin aracilik

yaninda, gii¢lendirici ile Ogretmen mesleki

rolii aracilik analizi ile analiz edilmistir (Sekil 2).

Not. GL: Giiglendirici Liderlik, OF: Ogretmen Failligi, OMO: Ogretmen
Mesleki Ogrenmesi

Sekil 2. Aracilik modeli, giiglendirici liderligin 6gretmen
failligi yoluyla 6gretmen mesleki 6grenmesi tizerindeki

etkileri
Tablo 2.
Degiskenler Arast Iliskiler
Degisken Ortalama SS 1 2 3
GL (1) 64.41 1241 1
OF (2) 97.09 10.21 A4c 1
OMO(3) 11295 11.16 31 70" 1

Not. **p < .01; GL: Giiglendirici Liderlik, OF: Ogretmen Failligi, OMO:
Ogretmen Mesleki Ogrenmesi, SS: Standart Sapma; Bootstrapping 6rnegi
5000 6rnek ile tahmin edilmistir.

3.2. Aracilik Analizi

Bu calisma, giiclendirici liderlik ve 6gretmenlerin mesleki
O0grenmesi arasindaki iliskide 6gretmen failliginin aracilik
roliinli Process Macro (Model 4) kullanarak incelemistir.
Ogretmen failliginin aracilik roliinii test etmek igin Hayes
(2018) tarafindan onerilen siire¢ benimsenmistir.

Standartlastirilmis regresyon katsayilar1 goz Oniine
alindiginda, giliclendirici liderlik 6gretmenlerin mesleki
o0grenmesiyle anlaml sekilde iligkilidir (f = .30, p < .001;
%95 GA [.074, .150], yol c). Ayrica, giiclendirici liderlik
Ogretmen failligini anlamli bir sekilde yordamaktadir (3 =
44, p <.001; %95 GA [.132, .206], yol a). Aracilik analizi,
Ogretmen failliginin Ogretmen mesleki oOgrenmesi ile
anlaml sekilde iligkili oldugunu ortaya koymustur (3 = .69,
p < .001; %95 GA [.575, .739], yol b). Temel iligkiler
incelendikten sonra, Ogretmen failliginin aracilik rolii
arastirilmistir. Aracilik degiskeni modele dahil edildiginde,
gliclendirici liderligin 6gretmenlerin mesleki 6grenmesi
iizerindeki yordayia glicii ortadan kalkmustir (8 = .01, p >
.05; %95 GA [-.031, .033], yol c'). Bagka bir deyisle, 6gretmen
liderlik ile
O0grenmesi arasindaki iliskide aracilik roliine sahiptir.

failligi, giiglendirici Ogretmen mesleki
Genel olarak, giiclendirici liderligin Ogretmen failligi
O0grenmesi
dolayl etkisinin anlamli oldugu sonucuna varilmistir (3 =
.30, SE = .03; %95 GA [.228, .377], ab). Aracilik analizinin

sonuglari Tablo 3'te sunulmustur.

araciligiyla Ogretmen mesleki tizerindeki
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Tablo 3.

Aracilik Analizinin Sonuclar

Sonug
M (OF) Y(OMO)
Onciil Coeff. SE P Coeff. SE P
X(GL) a 44 .01 <.001 ct .01 .01 > .05
M(OF) b .69 04 <.001
Sabit im 12.32 43 <.001 iy 6.11 .61 <.001
R2=.19 R2= 47

F (1,342) = 80.27, p < .001

F (2,342) = 153.10, p < .001

Not. **p <.01. GL: Giiglendirici Liderlik, OF: Ogretmen Failligi, OMO: Ogretmen Mesleki Ogrenmesi. Bootstrapping 6rnegi 5000 drnek ile tahmin edilmistir.

4. Tartisma

Bu c¢alisma,
gliclendirici liderlik, 6gretmen failligi ve 6gretmen mesleki
ogrenimini  birlestirmektedir. Ogretmen failligi ve
O0gretmen mesleki 6grenmesi, egitimde birbiriyle yakindan

Tiirkiye'deki Ogretmenlerle ilgili olarak

iligkili iki kritik kavramdir. Bu c¢alismanin sonuglari,
gliclendirici liderlik, 6gretmen failligi ve 6gretmen mesleki
O0grenmesi arasinda anlamli iligkiler oldugunu, giiglendirici
liderligin 6gretmen mesleki 6grenmesi tizerindeki etkisinin
anlamli oldugunu ve o6gretmen failliginin giiglendirici
liderlik ve 6gretmen mesleki 6grenmesi arasindaki iligkiye
aracilik ettigini ortaya koymaktadir. Calismamiz, okul
liderlerinin 6gretmenlerin failligini etkileyerek onlarin
mesleki 6grenmelerini artirabilecegini ampirik olarak test
eden ilk ¢alismalardan biridir. Bulgular, gii¢lendirici
liderlik ve 6gretmen failligine iliskin literatiirii gelistiren
birkag 6nemli yeni goriis sunmaktadir.

Egitim reformlar1 agisindan mesleki 6grenme ve 6gretmen
failligi dikkat gektikge, mesleki 6grenme topluluklarmin
mesleki gelisim ve reformu kolaylastirmadaki 6nemi de
artmaktadir (Philpott ve Oates, 2017). Genel olarak,
Ogretmen failligi ve oOgretmenlerin mesleki 6grenimi
arasindaki iligki karmagik ve dinamiktir; her bir kavram
digerini destekler ve giiclendirir. Darling-Hammond ve
digerleri (2017), Ogretmenlerin mesleki &grenimi ve
Ogretmen failliginin, etkili 6gretme ve 6grenmeyi tesvik
etmek i¢in kritik 6nem tastyan siirekli bir gelisim siirecinin
karsilikli olarak birbirini gii¢lendiren unsurlart oldugunu
belirtmektedir.

Calisma bulgularma dayanarak, giliclendirici liderlik,
Ogretmen failligi ve oOgretmenlerin mesleki 6grenimi
arasinda gliclii bir baglant1 oldugunu soyleyebiliriz. Daha
biiyiikk faillik duygusuna sahip olan giiglendirilmis
Ogretmenlerin mesleki 6grenme firsatlarina katilma ve
bunlardan yararlanma olasilig1 daha yiiksektir. Priestley ve
digerleri (2015a) 6gretmen failliginin mesleki gelisim igin

bir 6n kosul oldugunu Dbelirtmektedir. Mesleki

uygulamalar1 hakkinda karar verme yetkisine sahip
oldugunu hisseden 6gretmenlerin hedef ve ilgi alanlariyla
uyumlu o6grenme firsatlar1 arama ve bunlara katilma
olasiligr daha yiiksektir. Bunun yaninda, 6gretmenlerin
uygulamalar1 hakkinda dogru kararlar vermek igin
kullanabilecekleri yeni bilgi ve beceriler gelistirmek
O0gretmen failligini daha da giiclendirebilir (Darling-
Hammond vd., 2017).

Mevcut calismada, gliglendirici liderligin 6gretmenlerin
Ogrenmesini yonde  etkiledigi
Literatiirde, c¢esitlik liderlik tiirleri ile
O0gretmen mesleki 6grenmesi arasindaki iliskiyi arastiran
calismalar mevcuttur. Tiirkiye’de, okullarda doéniisiimsel
liderlik ile is tatmini arasindaki iliskide Ogretmenlerin
mesleki 6grenmesinin roliinii arastiran Ozdemir ve
digerleri (2024), bu degiskenler arasindaki giiglii iliskiyi
vurgulamiglardir. Diger bir ¢alismada, Karacabey ve
(2022), liderlik
tiirlerinin 6gretmen mesleki 6grenmesinin yordayicilar
oldugunu ortaya koymustur. Tiirkiye’de yapilan bagka bir
calismada, liderlik ile 6gretmenlerin 6gretim uygulamalar:
arasinda dolayli bir iliski olduguna ve Ogretmenler
arasindaki  paylasilan Ogrenme
etkinligindeki 6gretmen failligi duygusunun tam aracilik
rolii oldugunu gosteren kanitlar saglanmistir (Bellibas vd.,
2022).

mesleki olumlu

bulunmustur.

digerleri Ogretimsel ve doniistimcii

uygulamalarin  ve

Cesitli ¢alismalarda, giiglendirici liderligin 6gretmenlerin
mesleki Ogrenmelerini gelistirdigi tutarli bir sekilde
gOsterilmistir. C)rnegin, Dee ve digerleri (2003) giiglendirici
calisma Ogretmen  profesyonelligini,
liderligini ve kalitesini O6nemli Ol¢iide
gelistirdigini ve boylece etkili okul reformunu ve mesleki
dgrenmeyi tesvik ettigini bulmustur. Ozdemir ve digerleri
(2023), Tiirkiye’deki ortaokullarda yiriittiikleri
arastirmada, giiclendirici liderligin 6gretmen failligini
olumlu yonde etkiledigini bulmuslardir. Benzer sekilde,
Liu ve Hallinger (2018) 6gretmenleri motive etmeyi ve
desteklemeyi iceren miidiiriin 6gretimsel liderliginin, 6z

ortamlarmin
is yasami
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yeterliligi artirarak 6gretmenlerin mesleki 6grenmelerini
dogrudan ve dolayli olarak artirdigini gostermistir. Ayrica,
Makuachukwu  (2023), c¢esitli liderlik becerilerine
odaklanan kapsamli mesleki gelisim programlarinin
o0gretmenlerin liderlik becerilerini ve mesleki gelisimlerini
olumlu yoénde etkiledigini vurgulamistir. Ayrica, Zhu ve
digerleri (2019) gliclendirici liderligin Ogretmenlerin
psikolojik giiglenmelerini artirarak yenilik¢i davraniglar
tesvik ettigini ortaya koymustur ki bu da liderligin mesleki
O6grenme icin elverigli bir ortam yaratmadaki 6neminin
altini gizmektedir.

Bu bulgularin iilkelerin hiikiimet politikalar1 kapsaminda
da tartisilmasi gerekmektedir. Bunu daha iyi agiklamak igin
diinyadaki bazi sistemleri analiz edebiliriz. Ornegin,
Brezilyali 6gretmenler sinirhi bir faaliyet yelpazesine ve
faillik firsatlarina sahiptir (Frostenson, 2015). Brezilyali
O0gretmenler smiflarda kamera araciligiyla siki bir ig
denetimle karsi karsiya kalmaktadir (Mausethagen ve
Molstad, 2015). Benzer sekilde, Norvegli 0gretmenlerin
bireysel ozgiirliikkleri, miifredat ve degerlendirme
tizerindeki kapsamli hiikiimet denetimi ile smirhidir
(Lennert da Silva ve Maolstad, 2020). Brezilya ve Norvegli
meslektaslariyla Tiirkiye'deki
O0gretmenlerin 6gretimsel 6zerkligi smmirhidir ve sistematik
hesap verebilirlik politikasi nedeniyle 6gretimsel kararlarin
sonuglarma iligkin sorumluluklar: da siirlidir (Bellibas ve
Gumiis, 2021; Canbolat, 2020). Bellibas ve Giimiis (2021),
merkezi  bir
O0gretmenlerin mesleki gelisim faaliyetlerinin bakanlik
tarafindan organize edildigini, bu durumun okul ve
o0gretmenlerin 6zerkligini simirlandirarak mesleki gelisim
faaliyetlerinin  niteliginin actigimi
vurgulamiglardir.

karsilastirildiginda,

egitim  sistemine sahip Tiirkiye'de

azalmasma yol

Arastirmalar, 6gretmen failligi ile 6gretmenlerin mesleki
o0grenmesi arasindaki iliskiyi siirekli olarak vurgulamis ve
bu ¢alismada oldugu gibi, failligin 6gretmenlerin mesleki
gelisimini artirmada 6nemli bir rol oynadigini gostermistir.
Ogretmen failligi mesleki 6grenmenin ayrilmaz bir
parcasidir ve mesleki topluluklara katilimi, mesleki gelisim
programlarinda etkili 6grenme transferini, hatta siiflarda
ogrenci failligi artirdigini gosteren énemli kanitlar vardir.
Polatcan ve digerleri (2024), 6gretmen faillik kapasitesinin
yenilik¢i uygulamalart benimsemeyi kolaylastiracagini
vurgulamistir. Brodie'nin (2019) 6gretmenlerin mesleki
ogrenme topluluklarma (MOT) katilma, katilmama ya da
reddetme kararlarinin dogrudan mesleki faillikleriyle
baglantili oldugunu ortaya koydugu gibi, 6gretmen failligi
mesleki 6grenme topluluklarina katilim ve baglilig1 énemli
Olciide etkilemektedir (Brodie, 2019). Benzer sekilde,
Pietarinen ve digerleri (2016) Ogretmenlerin mesleki
O0grenmesinin, Ozellikle de faillik agisindan, mesleki
topluluklara ve smif i¢i uygulamalara katilimlariyla
derinden baglantili oldugunu gostermistir. Bu ¢alismada
mesleki topluluklara disaridan katilimin sinifta gelismis
ogretim uygulamalarini destekledigi gosterilmistir. Ayrica,

Kauppinen ve digerleri (2020) hizmet ic¢i egitim

programlarinda mesleki failligin 6nemini vurgulayarak,
ogretmenlerin mesleki kimlik ve failliginin, 6grenmenin
sinif uygulamalarina etkili bir sekilde aktarilmasi icin ¢ok
onemli oldugunu belirtmistir. Bunun yaninda pratik,
uygulamali deneyimlerin ve akran desteginin bu aktarimi
onemli 6lciide artirdig: ifade edilmistir. Bu bulgular toplu
olarak, mesleki 6grenme ve gelisimi gelistirmek ve boylece
egitim uygulamalarmi ve sonuglarimi iyilestirmek icin
liderligi giiclendirmenin yardimiyla Ogretmen failligini
tesvik etmenin kritik 6neminin altini1 ¢cizmektedir.

Bulgularimizin okul liderleri ve 6gretmenler icin cesitli
pratik ¢ikarimlari bulunmaktadir. Tk olarak, giiclendirici
liderlik davramiglarinin 6gretmen failligi ile giliclii bir
sekilde iligkili oldugunu kesfettik. Buradan hareketle okul
yoneticilerinin, 6gretmenlerin  islerinde  sorumluluk
almalari, karar alma siireglerine katilmalari,
diigstinmeleri ve okulun bagarisina katkida bulunmalari igin

gliclendirmeleri ve tesvik etmek amaciyla yogun caba sarf

yaratici

etmeleri ve biirokratik kisitlamalar1 ortadan kaldirmalar:

onerilmektedir. Bu tiir davranuglar Sgretmenlerin
motivasyon diizeylerinin yiikselmesine yardimc olabilir

ve dolayisiyla failliklerini destekleyebilir.

ikinci olarak, sadece
O0gretmenlerin mesleki Ogrenmelerini tesvik etmeyebilir.
Liderler,
saglamalidir. Bu arastirmadan elde edilen bulgulara
dayanarak, Ogretmenlerin nasil basa ¢ikacaklarma ve
uygulayacaklarmna dair kararlarinda kendilerini yetkin
gerektigini Ayrica,
Ogretmenlere, 6grenme deneyimlerini iyilestiren kiiciik
olgekli icin ek firsatlar

sunulmasi gerekmektedir.

ogretmenleri  giiglendirmek

Ogretmenlere  ihtiyag¢ duyduklar failligi

hissetmeleri sOyleyebiliriz.

diizenlemeleri etkilemeleri

fleride yapilacak galigmalarda, araci degiskenler ve bagimli
degiskenler birden fazla kez olgiilerek bu degiskenler
arasindaki iligki aragtirilabilir. Gelecekteki ¢alismalar bu ti¢
degisken ile diger orgiitsel davranig konular1 arasindaki
Gelecekte
gliclendirici liderlik ile 6gretmenlerin mesleki 6grenmeleri
yonetebilecek  diger faktorleri
incelemeye devam edebilirler.

iliskiyi de arastirabilir. arastirmacilar,

arasindaki iligkiyi
Yazar Katkilar1 Giris: Birinci yazar, ikinci
yazar. Yontem: Ikinci yazar, Bulgular: Ikinci yazar,
Tartisma, Sonug ve Oneriler: Birinci yazar, Uglincii yazar.
Aragtirmanin  raporlama son halinin
verilmesinde {i¢ aragtirmaci birlikte ¢calismiglardir.

asamasi ve

Finansman Yazarlar bu makalenin
aragtirmasi, yazarligi veya yayini igin herhangi bir mali
destek almamugtir.

Cikar Catismasi : Yazarlar tarafindan herhangi
bir potansiyel ¢ikar ¢atismasi bildirilmemistir.

Veri Erisilebilirligi : Bu c¢alismada kullanilan
veriler, mantikli talep iizerine sorumlu yazardan temin
edilebilir.
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1. Introduction

Educational systems concerned with school improvement
consider the development of current and pre-service
teachers as a cornerstone (Geeraerts et al., 2014; Harris &
Sass, 2007). Therefore, improving teachers' professional
learning has been the subject of many studies (Campbell,
2017; Darling-Hammond et al.,, 2017; Opfer & Pedder,
2011).

Teachers' professional learning is important in increasing
student achievement (Akiba & Liang, 2016; Hattie, 2003,
2009). Teachers improve their knowledge and teaching
practices by communicating both formally and informally
with colleagues, participating
attending professional
following university courses, reading professional journals,
and analyzing student work. These activities positively
affect student achievement (Akiba & Liang, 2016; Goddark
et al., 2007; Horn & Little, 2010; Moolenaar et al., 2012).

in teacher networks,

workshops and conferences,

Research on factors that enhance student achievement has
shown that school leadership indirectly impacts student
achievement in a statistically significant way by affecting
teacher behaviors (Hallinger & Heck, 1998; Leithwood et
al., 1999; Robinson et al., 2008). Effective school leaders
stand out for creating positive working conditions,
collaborative and
(Grissom et al., 2021), and an environment that fosters
professional development and collaboration among
teachers (Talebizadeh et al., 2021). Supportive and shared
leadership practices, particularly, improve teacher learning
and student outcomes by sharing authority and power with
teachers and involving the teachers in decision-making
processes (Hord, 1997; Stoll et al., 2006).

supportive learning environments

School leaders’ practices that empower teachers promote
an environment of ongoing improvement in the school,
increase teacher agency, and support a collaborative
learning This relationship mediates
improvements in student outcomes and the practices of
teachers (Brown et al, 2021; King, 2022; Lovett, 2020;
Squire-Kelly, 2012). From this point of view, it can be said
that teachers who are given autonomy by the school
principal and supported to take part in decision-making

environment.

processes can use their agency to engage in professional
learning activities (King, 2019; Kools & Stoll, 2016).

Being involved in professional learning communities
positively affects agency level of teachers (Priestley et al.,
2015a). Professional learning communities offer a valuable
opportunity for teachers to develop and exercise their
agency by learning about responding to and even
encouraging educational reform (Philpott & Oates, 2017).
According to Riveros et al. (2012), Promoting teacher
agency can enhance the effectiveness of professional
learning communities. Studies indicate that teachers who
feel empowered have more potential likely to participate in
meaningful professional development and are willing to
incorporate new techniques into the classroom (Eccles &
Roeser, 2011).

Teachers' motivation and commitment to teaching are
positively influenced by their autonomy and sense of
agency (Lennert da Silva & Melstad, 2020). Encouraging
teacher agency, schools, and education systems can foster
teacher empowerment to take ownership of their work and
create more effective and exciting learning environments
for their students. Studies have also demonstrated that
teacher agency and professional learning are essential in
improving student outcomes. A study by Hargreaves and
Fullan (2012) has found that schools prioritizing teacher
agency and professional learning tend to have higher
student achievement. Similarly, a meta-analysis study by
(2009) that
development programs aligned with teacher agency and
factors within the context, such as school culture and
leadership.

Desimone found effective professional

Although previous studies addressed
leadership, teacher agency, and teacher professional
learning separately, studies have yet to be found that
examined these concepts together. This study uses
empirical data to explore the relationship between
empowering leadership, teacher agency, and teacher
professional learning. On the basis of the relevant
literature, the current cross-sectional study addressed the

following research questions:

empowering
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1. What is the relationship between empowering
leadership,
professional learning?

teacher agency, and teacher

2. Does empowering leadership directly have an
impact on teacher professional learning?

3. In what ways does teacher agency mediate the
impact of empowering leadership on teacher
professional learning?

1.1. Theoretical Framework

This section begins with an explanation of the theoretical
foundation of the research variables. Later, the conceptual
framework of the model that is subjected to empirical
testing in this research is defined. This framework explains
the relationship among the variables examined.

1.1.1. Teacher professional learning

Policymakers focus on improving the quality of school
education to attain desired educational outcomes (Chen,
2024). Enhancing teacher quality through continuous
professional learning is crucial for improving education
quality in schools and supporting sustainable school
development (Dinham, 2007; Lieberman & Pointer Mace,
2008; Liu & Hallinger, 2018). Teacher professional learning
can be defined as activities carried out individually or
collectively in formal and informal settings (Hallinger et al.,
2019). Hoyle and John (1995) described teacher professional
learning as the process of gaining knowledge and
developing values and skills to enhance the educational
quality and service provided to students.

When teaching is accepted as a professional profession,
professional learning is seen as a necessary and integral
step for developing this professionalism (Chen, 2024). In
addition, due to the nature of teaching, teachers must be in
the learning process throughout their professional lives
(Day, 1999). For teachers, professional learning is about
being open to new ideas, acquiring knowledge and skills,
and putting them into practice and evaluating the results
(Little, 2012; Timperley, 2011). The ultimate goal and scope
of the teacher professional learning process is to enhance
teaching practices and boost student achievement (Chen,
2024; Hallinger et al., 2019).

A school is a place where teachers learn and develop
individually and a social-professional environment where
colleagues exchange ideas and learn through planning
meetings, coaching, and feedback (Kwakman, 2003; Liu &
Hallinger, 2018; Thoonen et al., 2012). This perspective
views teachers as operating within a multifaceted, ever-
changing a social environment that is complex and
ecological. In this approach, contextual factors like
individual-environment interactions, school culture,
teacher collaboration, and school leadership foster teacher
learning (Leithwood & Jantzi, 2000; Louis et al., 1996). Such
a professional learning community is linked to increased
student achievement, a culture of collaborative teaching,

and enhanced teaching practices (Andrews & Lewis, 2002;
Berry et al., 2005).

This study is based on the four-dimensional
conceptualization of teacher professional learning of Liu et
al. (2016). The first dimension is collaboration, defined as
working together to achieve common goals through
planning, teaching in school, and sharing experiences,
knowledge, and problems. The second dimension is
reflection, which means that, unlike acquiring knowledge
and skills from outside, the teacher reflects on his/her
teaching practices and reviews his/her teaching by
evaluating feedback from colleagues and students. The
third dimension is experimentation, which refers to the
teacher trying out new ideas about teaching and using
alternative materials to attract student interest. The last
dimension is accessing the knowledge base, which means
accessing the latest resources to keep knowledge up to date
and develop it (Chen, 2024; Liu et al., 2016; Tynjala &
Heikkinen, 2011).

1.1.2. Teacher agency

Teacher agency is defined as the capacity of teachers to
guide their professional actions and influence their work
environment. It encompasses their ability to make decisions
regarding what to teach, how to teach, and how to assess
student learning (Lennert da Silva & Melstad, 2020;
Priestley et al., 2015b). Furthermore, teacher agency is also
defined as the professional actions that teachers take based
on their experiences and perceptions of their scope of
influence, as they manage accountability while tackling
educational challenges (Lennert da Silva & Meolstad, 2020).
In other words, a teacher's agency refers to the sense of
autonomy and control professional
including the ability to make decisions regarding the
teaching process, curriculum, instruction, and assessment
etc. (Priestley et al., 2015a). Smaller (2015) found that many
teachers became more innovative and skilled in response to
changing standards and assessments to meet new

over activities,

demands.

Teacher agency can be influenced by a range of factors
including school culture, leadership, and external policies
(Priestley et al., 2015b). For example, a supportive school
culture that values teacher input and collaboration can help
agency 2011).
Researchers argue that teacher agency is essential to
creating effective and sustainable educational systems.
Similarly, Priestley et al. (2015a) highlight the importance
of teachers having autonomy over their work and deciding
how best to promote student learning. On the other hand,
teachers who believe they lack autonomy may experience
feelings of frustration, stress, and burnout (Priestley et al.,
2015b).

promote teacher (Eccles & Roeser,

1.1.3. Empowering leadership

Empowering leadership is characterized as a leadership
style that shares power and decision-making authority
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with employees, thereby increasing their autonomy,
responsibility, and commitment. This approach encourages
an environment of psychological empowerment and
intrinsic motivation by allowing employees to take
(Lee et al, 2017).
Empowering leadership positively affects employees'
performance (Lee et al., 2017), satisfaction, and creativity by
improving their sense of self-efficacy and job control
(Vecchio et al., 2010). Additionally, this leadership style can
enhance overall organizational effectiveness by supporting
the development of a culture of collaboration and
innovative work culture (Cheong et al., 2019).

initiative and make decisions

In the cultural context of Tiirkiye, high power distance is
prevalent (Hofstede, 2001). Studies in the field of
organizational psychology have shown that empowering
leadership can reduce the perceived power distance
between superiors and subordinates by promoting a sense
of support and concern for employees. Zhang et al. (2018)
suggest that empowering leadership can positively impact
followers in areas such as a) the employee's work
environment, b) messages sent from significant others in
the work environment (e.g., close leaders), and c) the
employee's competence and adequacy.
Empowering leadership behaviors emphasize change and
innovation by ensuring the emergence of an empowering
culture in schools. In addition, this empowering culture
produces both change-oriented and pragmatist results
aimed at improving teachers' working conditions and
improving teachers' professional performance (Balkar,
2015).

feelings of

There is increasing emphasis on the responsibility of school
leaders in supporting and guiding teachers towards
sustained and effective learning (Hallinger & Liu, 2016; Liu
et al, 2016). Empowering leadership has become
increasingly important in modern workplaces as it
increases employees' well-being and job satisfaction, and
enhances their creativity and innovation (Gong et al., 2009;
Spreitzer, 1996).
collaborative approach to power sharing between leaders
of an organization or team and their followers (Vecchio et
al., 2010).

Empowering leadership requires a

Empowering leaders aim to inspire individuals to take
ownership of their work, think innovatively, and contribute
to the organization’s success (Bass, 1985). This leadership
style is characterized by the delegation of responsibilities
and authority to individuals, as well as the promotion of
trust, support, autonomy (Northouse, 2019).
Empowering leadership is also called participative or
democratic leadership (Yukl, 2013). Teacher autonomy
relates to the balance between the extent of teachers' actions
and the role of the state in supplying resources and
regulations that either expand or restrict this range of
activities (Lennert da Silva & Melstad, 2020).

and

1.1.4. Conceptual framework

The model tested in this study builds on previous research
findings (Akiba & Liang, 2016; Brown et al., 2021; Hallinger
et al., 2019; Opfer & Pedder, 2011; Tynjald, 2008; Zhu et al.,
2019). The literature review prompted us to explore both
the direct and indirect impacts of empowering leadership
practices on teacher professional learning. Additionally,
this study assumes that teacher agency plays a mediating
role in the relationship between empowering leadership
practices and teachers' professional learning. Bellibas et al.
(2019) suggested that teacher agency can be effective in
explaining concepts professional
development, teachers' self-efficacy perceptions, teachers'
collective efficacy perceptions, job
organizational commitment, which are effective in school

such as teacher

satisfaction and

improvement. While earlier studies have explored the two-
relationships between empowering leadership,
teacher professional learning, and teacher agency
(Hallinger et al., 2019; Mohamadi & Ghanbari, 2022;
Ozdemir et al., 2023; Polatcan, 2021; Zhu et al., 2019), no
study has been found focusing on the mediating effect of
teacher agency in the relationship between empowering
leadership and teacher professional learning. In this
respect, it is thought that the current study can significantly
contribute to the literature. The study results can contribute
to the leadership literature on the role of school
administrators in initiating, supporting and developing
teachers' professional learning. Figure 1 illustrates the
conceptual model developed to guide this study, informed
by a review of existing literature:

@ gy
@ ¢
@ path ¢’

Note. EL: Empowering Leadership, TA: Teacher Agency, TPL: Teacher
Professional Learning.

way

Figure 1. Conceptual model
2. Method

In this section, the details on study design, participants” and
measures’ information, data collection and analysis are
given.

2.1. Design

This cross-sectional study, which was designed as a
correlational study, examines the direct and indirect effect
of empowering leadership on teacher professional learning
through teacher agency. A cross-sectional study captures a
snapshot of a population at a particular point in time
(Cohen et al., 2017).

68
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2.2. Participants

The study was carried out in three provinces in Tiirkiye's
central Black Sea Region. The research group consisted of
K-12 school teachers. Participation was voluntary and was
not rewarded.

The data were collected using online survey tools, which
were distributed to teachers via survey links. A total of 368
teachers completed the survey. After excluding 24 surveys
with incomplete answers, 344 surveys were included in the
analysis. Table 1 presents the demographic variables of the
participants.

Table 1.

Characteristics of the Teachers

n %

Gender

Female 167 48.5

Male 177 51.5
Education Level

Pre-College (2 years of higher education) 8 2.3

College degree (BS or BA) 248 72.1

Graduate degree (Master or PhD) 88 25.6
School Level

Preschool 8 2.3

Elementary 95 27.6

Middle 154 44.8

High 87 25.3
Teaching Experience

1-10 years 89 25.9

11-20 years 131 38.1

21-30 years 98 28.5

31 years or more 26 7.5

2.3. Procedure

The scales were converted into an online survey, and then
the survey link was shared with participants.

2.3.1. Ethical disclosure

In this study, all the rules specified in the "Higher
Education Institutions Scientific Research and Publication
Ethics Directive" were followed. None of the actions
specified in the second section of the directive, "Actions
Contrary to Scientific Research and Publication Ethics",
were carried out. This study was conducted in accordance
with the decision of the Tokat Gaziosmanpasa University
Social and Humanities Research Ethics Committee, dated
October 19, 2021, and numbered 21.15.

2.4. Measures

This study has three main variables: empowering
leadership, teacher agency and teacher professional
learning. Teacher Professional Learning Scale, Teacher
Agency Scale and Empowering Leadership Scale were
employed as measurement tools. The psychometric

properties of the scales are presented below.
2.4.1. Teacher Professional Learning Scale

The dependent variable is teacher professional learning and to
measure it, the 27-item Teacher Professional Learning Scale,
with a four-factor structure, was utilized: collaboration,
reflection, implementation and accessing the knowledge base.
This scale was developed by Liu et al. (2016) based on several
scales, such as those developed by Evers et al. (2016) and
Kwakman (2003). The items are on a 5-point Likert type (1 =
strongly disagree, 5 = strongly agree). This scale was adapted
to Turkish by Gilimiis et al. (2018). The fit indices of the
adapted version (x2/sd =2.9, RMSEA = .07, SRMR = .04, CFI =
.96) showed that it was an acceptable model. In this study, the
Cronbach's Alpha for the entire scale was calculated to be .93.

2.4.2.Teacher Agency Scale

Teacher agency is the mediator variable between empowering
leadership and teachers' professional learning. The "Teacher
Agency Scale" was developed by Liu et al. (2016) and adapted
to Turkish by Bellibas et al. (2019). The scale has 24 items and
four factors (learning effectiveness, teaching effectiveness,
optimism, constructive participation). The items are on a 5-
point Likert type (1 =strongly disagree, 5=strongly agree). The
fit indices of the adapted version (x2/sd = 2.19, RMSEA = .05,
SRMR = .08, CFI = .91) showed that this scale was acceptable
and reliable. In the current study, the Cronbach's Alpha value
of the total scale was determined as .92.

2.4.3. Empowering Leadership Scale

The independent variable is empowering leadership. In this
study, the "Empowering Leadership Scale" which was first
developed by Konczak et al. (2000) and adapted to Turkish by
Konan and Celik (2018), was used. The scale consists of three
factors (delegation of authority, accountability, and support)
and 17 items. The items are on a 5-point Likert type (1 =never,
5=always). The fit indices of the adapted version (x2/sd =2.54,
RMSEA = .054, SRMR = .032, CFI = .95) showed that the scale
had an acceptable fit. The overall scale has a Cronbach's Alpha
value of 0.94.
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2.5. Data Analysis

Data analysis was carried out in two steps. First, descriptive
and correlational statistics were calculated. Mean and
standard deviation values, reliability coefficients, and
correlations between variables were provided. Second, the
direct effect of empowering leadership on teacher
professional learning and its indirect effect through the
mediating role of teacher agency were examined. The data
analysis was conducted using the SPSS 22.0 software
package. The PROCESS macro (Simple Mediation Model
4), designed for mediation testing using bootstrapping, was
utilized (Preacher & Hayes, 2004).

3. Findings
3.1. Correlation Analysis

To determine zero-order correlations between variables,
Pearson product-moment correlation coefficients were
calculated. As seen in Table 2, empowering leadership was
significantly related to teacher professional learning (r=.31,
p <.01;95% CI [.204, .406]) and teacher agency (r = .44, p <.
01; 95% CI [.344, .523]). In addition, a significant
relationship has been found between the following
variables; teacher professional learning and teacher agency
(r=.70, p<.01; %95 CI[.633, .751]). Also, the mediating role
of teacher agency in relation to empowering leadership and
teacher professional learning were analyzed in the
mediation analysis (Figure 2).

<

44 68

O

Note. EL: Empowering Leadership, TA: Teacher Agency, TPL: Teacher
Professional Learning.

Figure 2. The mediation model showing the effects of
empowering leadership on teacher professional learning
through teacher agency

Table 2.

Associations among Variables

Variable Mean SD 1 2 3
EL (1) 64.41 12.41 1

TA (2) 97.09 10.21 a1
TPL(3) 11295 11.16 31 700 1

Note. “p < .01. EL: Empowering Leadership, TA: Teacher Agency, TPL:
Teacher Professional Learning, SD: Standard Deviation. The bootstrapping
sample was estimated with 5000 samples.

3.2. Mediation Analysis

This study investigated the mediating role of teacher
agency in the relationship between empowering leadership
and teachers' professional learning using Process Macro
(Model 4). The process suggested by Hayes (2018) was
adopted to test the mediating role of teacher agency.

Given the standardized coefficients,
empowering leadership is significantly associated with
teachers' professional learning ( = .30, p < .001; %95 CI
[.074, .150], path c). Additionally, empowering leadership
significantly predicts teacher agency (3 = .44, p <.001; %95
CI [.132, .206], path a). Mediation analysis revealed that
teacher agency was significantly associated with teacher
professional learning (3 = .69, p < .001; %95 CI [.575, .739],
path b). After examining the basic relationships, the

mediating role of teacher agency was investigated. When

regression

the mediating variable was included in the model, the
predictive power of empowering leadership on teachers'
professional learning disappeared (3 = .01, p > .05; %95 CI [-
.031, .033], path c!). In other words, teacher agency has a
mediating role in the relationship between empowering
leadership and teacher professional learning. Overall, it is
concluded that the indirect effect of empowering
leadership on teacher professional learning through
teacher agency is significant (3 = .30, SE =.03; %95 CI [.228,
377], ab).
presented in Table 3.

The results of the mediation analysis are
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Table 3.
The Results of the Mediation Analysis

Consequent
M (TA) Y(TPL)
Antecedent Coeff. SE P Coeff. SE P
X(EL) a 44 .01 <.001 c! .01 .01 > .05
M(TA) b 69 04 <.001
Constant im 12.32 43 <.001 iy 6.11 .61 <.001
R?=.19 R?= 47

F (1,342)=80.27, p < .001

F (2, 342) = 153.10, p < .001

Note. EL: Empowering Leadership, TA: Teacher Agency, TPL: Teacher Professional Leadership. The bootstrapping sample was estimated with 5000 samples.

4. Discussion

This study combines empowering leadership, teacher
agency, and teacher professional learning with respect to
in Tirkiye. Teacher agency and
professional learning are two critical concepts that are
closely related to each other in education. The results of this
study reveal that there are significant relationships among

teachers teacher

empowering leadership, teacher agency and teacher
professional learning. Besides, the effect of
empowering leadership on teacher professional learning is
significant, teacher agency is found to meditate the
relationship between empowering leadership and teacher
professional learning. This study is among the first to
empirically examine whether school leaders can enhance
teachers' professional learning by impacting their agency.
The findings advance the literature on empowering
leadership and teacher agency by providing several
important new insights.

while

The significance of professional learning communities in
promoting professional development and driving reform is
also growing as professional learning and teacher agency
gain attention in terms of educational reforms (Philpott &
Oates, 2017). Overall, the relationship between teacher
agency and teacher professional learning is complex and
dynamic, with each concept supporting and reinforcing the
other. Darling-Hammond et al. (2017) argue that teacher
agency and teacher professional learning are mutually
reinforcing elements of a continuous development process
that is critical to promoting effective instruction and
learning.

The study findings indicate a strong link between
empowering leadership, teacher agency, and professional
learning. Teachers who feel empowered and possess a
higher sense of agency are highly inclined to engage in and
gain from professional learning opportunities. Priestley et
al. (2015a) state that teacher agency is a prerequisite for
professional development. Teachers who feel empowered

to make choices regarding their professional practice are
more likely to seek out and participate in learning
opportunities that align with their goals and interests. In
addition, developing new knowledge and skills that
teachers can use to make good decisions about their
practice can further strengthen teacher agency (Darling-
Hammond et al., 2017).

The current study found that empowering leadership has a
positive impact on teachers' professional learning. There
are studies in the literature investigating the relationship
between diverse leadership types and teacher professional
learning. Ozdemir et al. (2024), who investigated the role of
teachers' professional learning in the relationship between
transformational leadership and job satisfaction in schools
in Tiirkiye, emphasized the strong relationship between
these variables. In another study, Karacabey et al. (2022)
demonstrated that both instructional and transformational
leadership styles are predictors of teacher professional
learning. Another study conducted in Tiirkiye provided
evidence that there is an indirect relationship between
leadership and teachers' teaching practices, with common
practices among teachers, along with a sense of teacher
agency in the learning activity, serve as a full mediator
(Bellibas et al., 2022).

Research consistently shows that empowering leadership
enhances teachers' professional learning. For example, Dee
et al. (2003) found that empowering work environments
significantly improves teacher professionalism, leadership,
and quality of work life, thereby promoting effective school
reform and professional learning. In the
conducted in secondary schools in Tiirkiye, Ozdemir et al.
(2023) found that empowering leadership positively affects
teacher agency. Similarly, Liu and Hallinger (2018)
demonstrated that instructional leadership of principals—
encompassing motivation and support for teachers—
directly and indirectly enhances teachers' professional
learning by boosting their self-efficacy. Additionally,
Makuachukwu (2023) emphasized that comprehensive
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professional development programs focusing on various
leadership skills positively affect teachers” leadership skills
and professional development. Additionally, Zhu et al.
(2019) that empowering leadership fosters
innovative behaviors by enhancing teachers' psychological
empowerment, which underlines the importance of
leadership in establishing a supportive environment for
professional learning.

found

The findings also need to be discussed within the context of
countries' governmental policies. To illustrate this point, an
analysis of various educational systems worldwide can be
conducted. For instance, teachers in Brazil have limited
opportunities and scope for exercising agency (Frostenson,
2015). Brazilian teachers face tight internal control through
cameras in the classroom (Mausethagen & Melstad, 2015).
Similarly, Norwegian teachers’ individual freedoms are
limited by extensive government control over curriculum
and assessment (Lennert da Silva & Mpolstad, 2020).
Compared to their Brazilian and Norwegian counterparts,
teachers in Tiirkiye have restricted instructional autonomy,
and their accountability for the outcomes of instructional
decisions is also limited by the systematic accountability
policy (Bellibas & Giimiis, 2021; Canbolat, 2020). Bellibas
and Glimiis (2021) emphasized that in Tiirkiye, which has
a centralized education system, professional development
activities of teachers are organized by the ministry, and this
situation limits the autonomy of schools and teachers,
leading to a decrease in the quality of professional
development activities.

The relationship between teacher agency and teacher
professional learning has been consistently highlighted in
research, and this study demonstrates that agency plays a
crucial role in fostering professional development of
teachers. Teacher agency is an integral part of professional
learning, and there is significant evidence that participation
in professional communities increases effective transfer of
learning in professional development programs, and even
student agency in classrooms. Polatcan et al. (2024)
emphasized that teacher agency capacity will facilitate the
adoption of innovative practices. As Brodie (2019) revealed
that teachers' decisions to participate, not participate, or
reject professional learning communities (PLC) are directly
linked to their professional agency, and teacher agency
significantly affects participation and commitment to
professional (Brodie, 2019).
Similarly, Pietarinen et al. (2016) have shown that teachers’
professional learning, particularly in terms of agency, is
deeply linked to their participation in professional
communities and classroom practices. In that study,
external participation in professional communities was
shown to support improved teaching practices in the
classroom. In addition, the importance of professional
agency in in-service training programmes was emphasised
by Kauppinen et al. (2020), stating that teachers'
professional identity and agency are crucial for the effective
transfer of learning into classroom practice. In addition, it

learning communities

was stated that practical, hands-on experiences and peer
support significantly increase this transfer. Collectively,
these findings underscore the critical importance of
promoting agency through strengthening
leadership to enhance professional learning
development and thereby improve educational practices

teacher
and

and outcomes.

The findings have several practical implications for school
leaders and teachers. First, we discovered that empowering
leadership behaviors were strongly associated with teacher
agency. Based on this, it is recommended that school
administrators make intensive efforts to empower and
encourage teachers to take responsibility for their work,
participate in decision-making processes, think creatively
and contribute to the success of the school, and eliminate
bureaucratic restrictions. Such behaviors can help increase
teachers' motivation levels and thus support their agency.

Second, simply empowering teachers may not promote
teachers’ professional learning. Leaders must provide
teachers with the agency they need. Based on the findings
of this research, it can be stated that teachers need to feel
empowered in making decisions regarding how to address
challenges and implement practices effectively. Teachers
also need to be given additional opportunities to influence
small-scale adjustments that improve their learning
experiences.

In future studies, the mediator and dependent variables can
be measured more than once to investigate the relationship
between these variables. Future studies can also investigate
the relationship between these three variables and other
organizational behavior issues. Future research can explore
additional factors that are possible to moderate the
relationship between empowering leadership and teachers'
professional learning.
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Childhood obesity has been a significant concern worldwide. According to World Health
Organization data the pandemic, pose a danger to the world between March 2020 and May 2023,
has deepened this concern given the restriction measures such as closures taken to avoid the spread.
Following the pandemic, a gap in the literature has arisen concerning the assessment of the long-
term impact and potential side effects of physical activity restrictions on children. This study aims to
address this gap by developing a comprehensive, needs-based physical activity school program and
a web application for home settings, specifically designed for elementary schoolers in Tiirkiye. To
gather essential information on the needs and current status of children in terms of physical and
emotional well-being, as well as motor skills and physical activity habits from the perspectives of
their caregivers, a thorough needs analysis study was conducted. This study used surveys. 27
volunteer parents participated in the study. The data were analyzed using content analysis. With
these findings, an individual activity program consisting of different components was developed,
taking into account the development levels and physical fitness levels of elementary school students.
Individualized physical activity programs developed within this framework were created taking
into account the individual needs and abilities of students and in order to support these needs, and
were planned in two separate structures to be implemented with teachers at school and with parents
athome.
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Gocukluk gag1 obezitesi diinya capinda 6nemli bir endige kaynag olmustur. Dinya Saglik Orgiitii
verilerine gore Mart 2020 ile May1s 2023 tarihleri arasinda diinya igin tehlike arz edecegi diisiintilen
pandemi, yayilmay1 énlemek i¢in alinan kapatma gibi kisitlama énlemleri g6z dniine ahndigmda bu
endiseyi derinlestirmistir. Pandeminin ardndan, fiziksel aktivite kisitlamalarmin cocuklar
tizerindeki uzun vadeli etkisinin ve potansiyel yan etkilerinin degerlendirilmesine iliskin literatiirde
bir bosluk ortaya gikmustir. Bu ¢alisma, Tiirkiye'deki ilkokul 6grencileri icin 6zel olarak tasarlanmis
kapsamly, ihtiyag temelli bir fiziksel aktivite okul programu ve ev ortamlari igin bir web uygulamasi
gelistirerek bu boslugu gidermeyi amaglamaktadir. Cocuklarm fiziksel ve duygusal esenliklerinin
yaru sira motor becerileri ve fiziksel aktivite aliskanliklar1 agisindan ihtiyaglar1 ve mevcut durumlar
hakkinda bakim verenlerinin perspektifinden temel bilgileri toplamak icin anketler kullarularak
kapsamli bir ihtiyag analizi calismasi yapilmistir. Cahsmaya gontillii 27 ebeveyn katilmugtir. Elde
edilen veriler igerik analizi yapilarak sunulmustur. Bu bulgularla, ilkokul &grencilerinin gelisim
diizeyleri ve fiziksel uygunluk seviyeleri dikkate almarak farkli bilesenlerden olusan bireysel bir
aktivite programu gelistirilmistir. Bu cergevede gelistirilen bireysellestirilmis fiziksel aktivite
programlar, &grencilerin bireysel ihtiyag ve yetenekleri géz 6niinde bulundurularak ve bu
ihtiyaglar1 desteklemek amaayla olusturulmus ve okulda 6gretmenlerle, evde ise ebeveynlerle
uygulanmak tizere iki ayr1 yapida planlanmugtir.
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1. Giris

Toplumlarin ilerlemesi ve refahi, ¢ocuklarmin fiziksel ve
duygusal iyi oluslartyla baglantilidir. Gelisime odaklanan
tilkeler ¢ocuklarin fiziksel ve duygusal sagligina onem
vermektedirler. Clinkii ¢ocuklarin saghigi, saglikli gelecek
nesillerin yetistirilmesinde énemli bir rol oynar (Low vd.,
2018; Pancrazi vd., 1996). Kronik yetiskin hastaliklarmin
genellikle ¢ocukluk caginda ortaya ciktigi goz oniinde
bulunduruldugunda  ¢ocuklarmn
aligkanliklar1 edinmelerinin tiim yasamlar1 boyunca refah
durumlarini etkileyebilecegi
nedenledir ki; arastirmacilar ¢ocukluk doneminde
¢ocuklarin fiziksel durumu, fiziksel iyi olusu ve fiziksel
aktivitesiyle ilgili gesitli yonleri incelemeye uzun siiredir
ilgi duymaktadirlar (Barros vd., 2012; Chen vd., 2020a;
Dunton vd., 2020; McMurray vd., 2016; Thivel vd., 2018;
Ten Velde vd., 2021).

fiziksel aktivite

nasil anlagilabilir. Bu

Cocuklarin fiziksel uygunluklari ile ilgili calismalar, 1950'1i
yillarda Amerika ve Avrupa’daki ¢ocuklarm uygunluk
seviyelerinin karsilastirildigi  arastirmalar sonrasinda
baglamistir. 1985-1995 yillar1 arasinda 6-7 ve 13-14 yas
grubu c¢ocuklarda yapilan epidemiyolojik calismalar,
cocuklarda beden kitle indeksi ve obezite ortalamalarinda
¢ok dnemli artislarin oldugunu ortaya koymustur (Moreno,
2005). ABD’de 10-14 yas aras1 1205 ¢ocuk iizerinde yapilan
arastirmada ise, cocuklarin %54 tintin agir1 kilolu olduklar:
ya da asir1 kilolu olma riski tasidiklar1 ve yeterli derecede
fiziksel aktivite yapmadiklari ifade edilmistir (Miller, 2004).
Benzer sekilde, Finlandiya'daki arastirmacilar paralel
bulgulara dayanarak ¢ocukluk g¢ag1 obezitesi konusunda
endiselerini dile getirmislerdir (Deckelbaum ve Williams
2001; Tammelin vd., 2004). Ge¢misten giiniimiize veriler
incelendiginde 1975 yilinda elde edilen ilk veriler ¢ocuk ve
ergenlerin %4'inii fazla kilolu veya obez olarak
tanimlarken, 2016 yilinda %18 oraninda, 124 milyondan
fazla cocuk ve ergenin fazla kilolu veya obez olarak
tanimlandigr  goze carpmaktadir (World Health
Organization [WHO], 2021).

Obezitedeki artis, giinlitkk yasamda asir1 oturma ile
karakterize edilen hareketsiz davraniglara
dayandirilmaktadir (Katzmarzyk wvd. 2009). Sedanter
davranis olarak tanimlanan bu diizey, uzanma, yatma,
oturma, televizyon ve bilgisayar gibi araglarla ekran
karsisinda vakit gegirme benzeri enerji harcamada duragan
olan aktiviteleri icermektedir (Pate vd. 2008). Gelismis
tilkelerdeki ¢ocuklar ve gengler arasinda sedanter yasam
tarzlarmin yayginligi endigse vermektedir. ingiltere'de geng
bireyler iizerinde yapilan bir arastirmada, bu bireylerin
yalnizca %27'sinin bos zamanlarimi degerlendirirken
fiziksel aktivite gerektiren etkinlikleri tercih ettikleri tespit
edilmistir (Daley, 2002). Bu tarz sedanter davraniglarin
sebep oldugu sorunlar arasinda kronik hastaliklar ve kaba
motor becerilerinin kayb1 gibi biiyiik saglk problemleri
basi ¢ekmektedir (D'Elia ve D'Isanto, 2021; Nystrom vd.,
2020).

Giintimiizde, ¢ocuklar ve gengler televizyon izlemeyi ve
bilgisayar oyunlari oynamayi, aktivitelere fiziksel olarak
katilmaya gore daha kolay bulmakta ve arzu etmektedirler.
Dabhasy, gesitli finansal sorunlar nedeniyle okullarda beden
egitimi dersleri, oyun alanlar1 ve okul sonrasi fiziksel
aktivite programlari icin gerekli  kaynaklarin
olusturulmamasi, okul c¢ocuklarinin yasam
tarzina katki saglamaktadir (Kerkez vd., 2001; Saunders
vd., 2020). COVID-19 salgin1 hem yetiskinlerde hem de
¢ocuklarda hareketsiz davranista artisa yol agan evde
kalinan COVID-19 pandemi siireci ile fiziksel aktivitenin
hayatimizdaki varligt yoksunluk derecesine kadar
azalmistir. Insanlar aras: sosyal mesafenin korunmasi

sedanter

tedbiri, evde kalma hususunda sunulan &neriler toplumu
fiziksel aktiviteden zorunlu olarak uzaklagtirmistir.
Bununla birlikte ev ortamindan siirdiiriilen is-okul hayat1
yasantimiza eklenmistir. Bilgisayar basinda, gevrimici
ortamlarda yiiriitiilen is-okul isleyisi insanlar1 daha fazla
oturan insan olmaya mahkém kilmistir. Bu durum 6zellikle
oyun ¢aginda olan temel egitim seviyesindeki ¢ocuklarda
telafisi zor durumlarin olugsmasina neden olabilecektir.
Biiylime c¢aginda bu uzun pandemi siirecini yasayan
¢ocuklarin ilerleyen yasamlarinda pek ¢ok saglik sorunu ile
kargsilasma ihtimalleri uzmanlarca olasi goriilmektedir
(Chen vd., 2020b; Piindiik, 2020).

Bahsedilen saglik sorunlarinin yani sira pandemi siirecinde
6-18 yas araligindaki g¢ocuklarin dikkat ve odaklanma
problemleri yasadiklari yapilan aragtirmalarca
saptanmustir (Jiao vd., 2020; Ust{indag, 2021; Xie vd., 2020).
Bununla birlikte pandemi boyunca 4-10 yas araligindaki
¢ocuklarin Ogrenme veya oyun oynama ilgileri diisiis
goOstermis, her iki g¢ocuktan biri oyun ve Ogrenmeden
uzaklagsmistir (Pisano vd., 2020). Pandeminin ¢ocuklar
iizerindeki bu olumsuz etkilerinin yaninda kilo alimlar1 ve
uykusuzluk problemleri yarattigi da tespit edilenler
arasinda yer almistir (Rundle vd., 2020; Segre vd., 2021).
Salgin her yastan ¢cocugun sedanter davranislarinda artisa
neden olmustur (Xie vd., 2020). Erken yas dénemlerinde
saglikli aliskanlik edinmenin ileriki hayatlarinda iyi olusa
etkisi yasayan
¢ocuklarin diizenli fiziksel aktiviteye yonlendirilmesinin

diistintildiigiinde, pandemi etkilerini
onemi anlasilacaktir (Bailey ve Martin, 1994; Bowling vd.,

2019).

Ozetle, fiziksel aktivitenin ¢ocuklarin  akademik
performanslari, motivasyon ve konsantrasyon seviyeleri,
psikososyal iyi oluglar ve biligsel gelisimleri {izerine pozitif
iliskiler pek ¢ok arastirmayla belirlenmistir (Best, 2010;
Daly Smith vd., 2018; Lees ve Hopkins, 2013; NICE Public
Health Collaborating Centre, 2007; Nies ve McEwen, 2007;
Pehlivan, 2009; Reed vd., 2010; Sebire vd., 2011; Siedentop,
2009; Watson vd., 2017). Diizenli fiziksel aktivitenin etkileri
dikkate alindiginda onlar igin egzersiz programlari
olusturup uygulamanin énemi goze ¢arpmaktadir. Fakat
olusturulan programlarda g¢ocuklarin biligsel seviyeleri,
gelisim donemleri, yaslari, cinsiyetleri ve ilgi alanlarmin
dikkate alinmasi kritik 6neme sahiptir. Kisa olan dikkat
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siireleri de diistiniildiigiinde ¢ocuklarin hazirlanan fiziksel
aktivite programlarma katilimlarini saglayabilmek igin
oyunlar giiglii bir aractir.

Tim bu hususlara dayanarak bu arastirmanin amaci
ilkokul diizeyindeki (1-4. Smnif) ¢ocuklara yonelik ebeveyn-
Ogretmen destekli bir fiziksel aktivite
olusturmaktir. Bu hedef dogrultusunda, ¢alismanin &zel
amaclar1 asagidaki gibidir:

programi

e Cocuklarin fiziksel aktivite diizeylerini ve
ihtiyaglarini ebeveynlerinin ve &6gretmenlerinin

perspektifinden degerlendirmek.

e Ebeveynler ve Ogretmenler tarafindan bildirilen
ihtiyaglara dayali olarak cesitli fiziksel aktivite tipi,
siddeti, siiresi, sikligmni dikkate alan bir fiziksel
aktivite programi gelistirmek.

o Fiziksel aktivite programinin ebeveyn ve 6gretmen
is birligiyle uygulanabilmesi igin cesitli egitim
faaliyetleri, 6grenme materyalleri (egitsel oyunlar)
iceren bir ¢evrimici rehber olusturmak.

Bu amaglar dogrultusunda ¢alismada incelenen arastirma
sorulari sunlardir:

1. 1-4. simiflardaki ¢ocuklarin ebeveynleri tarafindan
bildirilen mevcut fiziksel aktivite diizeyleri nedir?

2. Ebeveynlere gore 1-4. smiflardaki ¢ocuklarin
algilanan fiziksel aktivite ihtiyaglar1 ve tercihleri
nelerdir?

3. Ebeveynlere gore, 1-4. sinuflardaki ¢ocuklar en ¢ok
ne tiir fiziksel aktiviteler istemektedir?

4. Bildirilen ihtiyaglar fiziksel aktivite programi igin
aktivite tirlerinin, stirelerinin ve sikliklarinin
secimini nasil etkilemektedir?

5. 1-4. smiflardaki ¢ocuklarin gesitli ihtiyaglarinin
karsilanmas1 igin ebeveynlerin 6nerdigi hangi
faktorler goz 6niinde bulundurulmalidir?

6. 1-4. simiflardaki ¢ocuklar icin ev ortaminda bir
aktivite programmin uygulanmasini
desteklemek iizere ebeveynler ve 6gretmenler igin

fiziksel

etkili bir c¢evrimi¢i kilavuzun temel bilesenleri
nelerdir?

2. Yontem
2.1. Desen

Bu calismada, betimsel arastirma asamasindan gelisimsel
arastirma asamasina sorunsuz bir sekilde gecis yapan iki
asamali bir aragtirma tasarimi kullanilmigtir. Bu tasarimin
birincil odak noktasi, 6grenci ihtiyaglarini degerlendirmek
ve ardindan her 6grenci ihtiyacina gore oOzellestirilmis
fiziksel aktivite programlari ve e-rehberler olusturmaktir.
Bu c¢alismanin ilk agsamasinda,
kapsamli bir sekilde degerlendirmek igin betimsel bir
aragtirma tasarimi kullanilmigtir. Betimsel aragtirma, 1-4.

Ogrenci ihtiyaclarini

siiflardaki ¢ocuklarin fiziksel aktivite seviyeleri ve
gereksinimleri olgusunun derinlemesine anlasilmas: igin
uygun bir tasarim oldugu igin tercih edilmistir. {lk asama
sayesinde c¢alismada, Ogrencilerin fiziksel
ihtiyaclar1 ve tercihlerine iligkin olarak hem ebeveynlerin
hem de 6gretmenlerin bakis agilarindan degerli bilgiler
toplamustir. asamada ise, Ogrenciler icin
bireysellestirilmis fiziksel aktivite programlar1 ve e-
rehberler tasarlamak, gelistirmek ve uygulamak igin en
uygun yaklasim olarak gelisimsel

aktivite

ikinci

aragtirma tercih
edilmistir. Gelisimsel arastirma tasarimi, gelistirme ve
siirekli iyilestirmeyi vurgulayarak {iriin veya programlarin
olusturulmasina son derece uygun bir yaklasgimdir (Richey
vd., 2004).

Arastirma hem betimsel hem de gelisimsel yaklasimlar
birlikte kullanarak ogrenci ihtiyaclarini tespit etmek,
ebeveyn ve 6gretmenlerinin géziinden ¢ocuklarmin fiziksel
aktivite katilimini artirmalarini  saglayacak ¢oziimler
olusturmak hedeflerine ulasmay1 amaglamaistir.

2.2. Orneklem

1htiyag tespiti, dogru kisilerin katilimini ve dogru sorularin
sorulmasini icermelidir (Groves vd., 2000). Bu arastirma
i¢in, pandemi sirasinda ve sonrasinda ¢ocuklarla en uzun
zamani gegiren; ¢ocuklarin fiziksel, duygusal uygunluklar:
aligkanliklar1  hakkinda
saglayabilecek en ideal insan grubunun, ebeveyn-velileri
oldugu belirlenmistir. Bu nedenle ¢alismanin katihmcilari,
Tiirkiye'nin kuzeybatisinda bulunan bir sehirde ikamet
eden 1-4. siniflardaki ilkokul cocuklarinin velilerinden
olusmaktadir. Cesitli temsiliyeti saglamak icin, 6rneklem
seciminde maksimum gesitlilik 6rnekleme yaklasimi
kullanilmistir.  Cesitliligi saglayabilmek adina, farkh
sosyoekonomik duruma sahip iki devlet okulu tercih
edilmis ve ¢ocuklar1 bu segilen okullara kayitli olan tiim
veliler ¢alismaya davet edilmistir. Bu bilgilendirme siireci
sonunda, okul smirlar1 igerisinde uygulanan ankete
goniillii olarak yamnit veren toplam 27 veli Orneklem

ve fiziksel aktivite bilgi

grubunu olusturmustur. Bu velilerin tamami, anne-babalar
birlikte yasamaktadirlar. Ankete goniillii olarak katilim
saglayan velilerden 15’i anne, 12’si ise babadir. Katilimci
annelerin yas ortalamasi 36,44, babalarin yas ortalamasi
39,92’dir. Annelerden 3’11 ilkokul, 5’i ortaokul, 10"u lise, 2’si
on lisans, 7’si liniversite mezunudur. Babalardan 4'ii
ilkokul, 11’1 lise, 7’si iiniversite ve 5'i lisansiistii 6grenim
derecesine sahiptir. Ebeveynlerden 5’inin toplam bir
¢ocugu, 18'inin iki ¢ocugu ve 4’tiniin {i¢ ¢ocugu vardir.

2.3. Islem

Bu ¢alisma igin veri toplama islemi 2022-2023 egitim
Ogretim yili giliz doneminde belirlenen iki okulda
gercgeklestirilmistir. Verilerin giivenligi ve biitiinlagiini
saglamak adina, anket uygulamasi i¢in geleneksel kagit ve
kalem formati se¢ilmistir. Arastirma projesinde aktif olarak
yer alan ve gerekli etik onaylar1 almis olan egitimli yiiksek
lisans ogrencileri, verilerin toplanmasi sorumlulugunu
iistlenmistir. Projenin baglangicinda, arastirmacilar ve okul
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yonetimleri tarafindan isbirligi konferanslari
diizenlenmistir. Bu konferanslar, ihtiyac
degerlendirilmesinin ve fiziksel aktivite programimin
hedefleri hakkinda ebeveynlerle iletisim kurmak ve onlari
bilgilendirmek igin bir platform gorevi gormiistiir. Bu
sayede ebeveynlerin katilimini ve ¢alismanin hedeflerinin
anlagilmasini tegvik eden seffaf ve igbirlik¢i bir atmosfer
olusturulmustur. Egitimli personel ve seffaf iletisim igceren
bu iyi yapilandirilmis prosediirler, veri toplama siirecinin
guvenilirligini ve basarisini saglamada etkili olmustur.

2.3.1. Etik bildirim

Yapilan bu ¢alismada “Yiiksekogretim Kurumlar: Bilimsel
Arastirma ve Yayin Etigi Yonergesi” kapsaminda uyulmasi
belirtilen tiim kurallara uyulmustur. Yonergenin ikinci
boliimii olan “Bilimsel Arastirma ve Yayin Etigine Aykir1
Eylemler” bashg1 altinda belirtilen eylemlerden higbiri
gerceklestirilmemistir. Bu ¢alisma Bartin Universitesi
Sosyal ve Beseri Bilimler Etik Kurulu'nun 06.12.2021 tarihli

ve 2021-SBB-0463 sayili izni dogrultusunda
gerceklestirilmistir.

2.4. Veri Toplama Araglar

2.4.1. Anket
Cocuklarin  mevcut fiziksel aktivite  durumlarmi
degerlendirmek ve ebeveynlerince algilanan fiziksel
aktivite ihtiyaclarin1 belirlemek icin arastirmacilar
tarafindan bir anket gelistirilmistir. Anket sorular

arastirma sorulariyla uyumlu olacak sekilde tasarlanip dil
uzmanlari tarafindan agiklik ve anlagilirlik yoniiyle, Slgme
ve degerlendirme uzmanlar1 tarafindan kapsam gecerligi
yoniiyle incelenmistir. Olusturulan anket {i¢ temel bilesen
icermektedir:

1. Demografik Bilgiler Iceren Sorular: Bu béliim, ocuklar
ve aileleri hakkinda temel demografik ayrintilar1 toplamak
ve ¢alisma i¢in baglam saglamak amaciyla 12 maddeden
olusturulmustur.

2. Coktan Se¢meli Sorular: Bu boliim, ¢ocuklarin giinliik
fiziksel aktivite rutinleri hakkinda bilgi edinmek igin
stratejik olarak formdiile edilmis 9 ¢oktan se¢meli madde
icermektedir. Bu sorular, ¢ocuklarin katildig: fiziksel
aktivitelerin tiirlerini ve siirelerini nicellestirmeyi ve
kategorize etmeyi amaglamaktadir.

3. Acgik Uglu Sorular: 8 agik uglu maddeden olusan bu
fiziksel aktivite
ihtiyaglar1 hakkindaki bakis agilarin1 incelemek igin
tasarlanmistir. Bu acitk uglu sorular ile ebeveynlerin
goriigleri, endiselerinin elde edilmesi
hedeflenmistir.

boliim, ebeveynlerin ¢ocuklarmin

Onerileri ve

Ek olarak, ebeveynlerden acik uglu sorulara yant verirken
seslerini kaydetmeleri igin izin istenmistir. Bu ses kaydi
ozelligi, ebeveynlerin yartlarin
zenginligini yakalamak ve diisiincelerinin ve endiselerinin
kapsamli ve dogru bir sekilde tasvir edilmesini saglamak
i¢in dahil edilmistir.

niianslarmi = ve

2.5. Veri Analizi

Calismada toplanan anket verileri, Jamovi (Jamovi, 2023)
ve MaxQDA (VERBI Software, 2020) olmak {izere iki ayr1
yazihim programi kullanilarak kapsamli bir
siirecinden gecirilmistir. Anket verilerinin dogasma ve
aragtirma
Demografik bilgileri 6zetlemek ve sunmak i¢in betimsel
istatistikler ve grafikler kullanilmistir. Cocuklarin fiziksel
aktivite rutinleri ve aligkanliklariyla ilgili verileri analiz
etmek i¢in frekanslar ve yiizdelerden faydalanilmistir.

analiz

sorularina uygun analizler kullanilmistir.

Tercih edilen bu nicel yaklasim sayesinde, katilimcilar
arasinda gesitli aktivitelerin yaygmhg ve dagiliminin
aktarimi saglanmaya ¢alisilmastr.

Ses kaydi almarak daha sonra yaziya dokiilen agik uglu
yanitlardan daha derin i¢goriiler elde etmek icin Braun ve
Clarke (2006) tarafindan 6nerilen tematik analiz yaklasimi
kullanilmigtir. Tematik analiz; ilk olarak kodlarin
belirlenmesi, ortak noktalara gore kodlarin siralanmasi ve
gruplandirilmasi ve benzer kodlarin 6énceden belirlenmis
temalar altinda toplanmasindan olusan birkag tekrarh
adimi icermektedir.

Icerik  analizi  arastirmacilarin  fikir birligi  ile
ylritilmiistiir. Metinsel verilerin mevcut temalara dogal
olarak uymadigi durumlarda,
kategorilere ihtiyac
arastirmacilar arasinda oy ¢okluguna dayali tartismalar
ylriitiilmiistiir. Bu yinelemeli siireg, c¢alisma sirasinda
toplanan zengin nitel verilerin kapsamli bir gsekilde
kesfedilmesine olanak saglamistir. Veri analizi siirecinin
kesinlikle dogrusal olmadigi, aksine dinamik ve yinelemeli
bir yaklasim izledigi dikkat cekicidir. Nitel verilerin
analizinde acikligi ve inamirligi saglayabilmek adina
olusturulan kod ve temalar ornek ifadeler egliginde
sunulmustur.

yeni temalara veya

olan degerlendirmek  igin

3. Bulgular

Anket, ¢ocuklariin  giinlitk  fiziksel
aktivitelerinin yeterliligini ve nedenlerini soran bir soru

ebeveynlere

cifti ile baglanmistir. Ankete katilan 27 ebeveynden 23'i
cocuklarmin yeterli fiziksel aktivitede bulunmadigini
belirtmistir. Bu yetersizligin arkasindaki nedenleri daha iyi
anlamak i¢in ebeveynler tarafindan verilen yanitlar analiz
edilmis ve cesitli kodlar ve temalar belirlenmis ve Tablo
1'de sunulmustur.
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Tablo 1.
Ebeveynin  Perspektifinden  Cocugun  Fiziksel — Aktivite
Eksikliginin Olma Nedenleri
Tema Kod f
Kisisel durumlar Dijital ortamlarda vakit gecirme 5
Isteksizlik 4
Dis alanda zaman gegirmeme 3
Bireysellesememe 2
Genetik faktorler 2
Aile ile ilgili Aile kisitlamasi 3
durumlar
Ailenin maddi durumu 3
Kardegler icindeki dogum sirasi 2
Olanaklarin Okulda tegviklerin eksikligi 3
eksikligi
Fiziksel aktivite alanlarinin 3
eksikligi
Sehrin sosyal tesis 3
imkansizliklart
Ulasim sorunlar1 2
Okul olanaklarmin eksikligi 2
Egitmen eksikligi 2
Okul dis1 kurs olanaklarin 2
eksikligi
Vakit ayiramama Ebeveyn ¢alisma kosullar1 4
nedeniyle vakit ayilramama
Odev ve sinav gorevlerinden 4

vakit ayiramama

Tablo 1'deki ebeveyn goriisleri incelendiginde, ¢ocugun
fiziksel aktivite eksikliginin olma nedenleri genel olarak

dijital ortamlarda vakit gecirme olarak gordiikleri
anlagilmaktadir. Kigisel durumlar altindaki kodlar
incelendiginde ebeveynler c¢ocugun fiziksel aktivite

eksikliginin olma nedenlerini agiklarken en ¢ok isteksizlik
(f = 4), dis alanda zaman gegirmeme (f = 3),
bireysellesememe (f = 2), genetik faktorler (f = 2) bu
agiklamada kullanilmaktadir. Aile ile ilgili durumlar
altindaki kodlar incelendiginde ebeveynler ¢ocugun
fiziksel aktivite eksikliginin olma nedenlerini a¢iklarken en
¢ok aile kisitlamasi (f = 3), ailenin maddi durumu (f = 3) ve

kardesler igindeki dogum siras1 (f = 2) bu agiklamada
kullanilmaktadir. Olanaklarin eksikligi temas1 altindaki
nedenler siklik siralamasma gore okulda tegviklerin
eksikligi (f = 3), fiziksel aktivite alanlarmin eksikligi (f = 3),
sehrin sosyal tesis imkansizliklar (f= 3), ulasim sorunlar (f
= 2), okul olanaklarinin eksikligi (f = 2), egitmen eksikligi (f
= 2), okul dis1 kurs olanaklarin eksikligi (f = 2) seklindedir.
Vakit ayrramama temas: altindaki nedenler ise ebeveyn
calisma kosullari nedeniyle vakit ayiramama (f=4) ve 6dev
ve smav gorevlerinde vakit ayiramama (f = 4) seklindedir.

Ebeveyn goriislerinden bazi o6rnek ciimleler asagida
sunulmaktadir:

K1: “Distiniiyorum. Simdi bu bizim 4. ¢ocugumuz. 3 defa
diisiik oldu annesi fazla iistiine titredigi igin biraz evcil
kald1 yani. Anne disar1 ¢tkmasina falan pek izin vermiyor.
Ondan dolay1 disarida fazla bir aktivitesi yok. Yaninda biz
varken her seyi yapar ama kendi basina bir parka bile
gitmez yani.”

K3: “Ikisinin de fiziksel aktivite eksiklikleri var tabi yani
sadece bisiklet biniyorlar normal kapida vakit geciriyorlar
onun haricinde bir ayriyeten yiizmeye gidemiyorlar ne
bileyim bir jimnastige gidemiyorlar.”

K6: “Hani basketbolu biz ya okulda potada oynayacak veya
parklara gotiirecegiz. Hani burada zaten bir sey var.
Hocalarimiz onlarla ilgileniyorlar. Isteseler de hani
digerlerini tabii ki onlarla da ilgileniyorlar ama agirlik
veremiyorlar. Bunlarin iistiine kurslar acilmis olsa biz
veliler de belki sevdigi

yonlendirebiliriz diye diisiiniiyorum.”

¢ocuklarimizin yonlerde

K10: “evet neden diisiiniiyorum ¢iinkii sokakta futbol
oynamasi degil c¢iinkii sokaklarda artik
oynayabilecegi alanlar yok okullarda da bununla ilgili
maalesef ¢ocuklara yeterli zaman verilmiyor yani beden
egitimi dersi haftada 1 saat 2 saat ¢ocukta da beden egitimi
dersinde kizlarin ilgi alanlari farkli erkeklerin ilgi alanlar1
farkli ayr1 ayri iki tane 6gretmen olmadig i¢in ayni ortama
futbol
oynatamiyorsunuz fiziksel gii¢ anlaminda farkli oldugu
i¢in voleybol oynatamiyorsunuz okulda teneffiislerdeki 5-
10 dakikalik seyler ¢ocuklari tatmin edecek seviyede degil
farkli aktiviteler olmasi lazim ¢ocugun da tabii biraz
merakli olmasi lazim su an yeterli gérmiiyoruz.”

yeterli

sokamiyorsunuz kizlarla erkekleri

Ebeveynlerin yanitlar1 incelendiginde ¢ocuklarmin fiziksel
aktivite diizeyini yeterli bulmadiklar1 asikardir. Bu
yetersizliginin algilanan sonuglar1 sorgulandiginda elde
edilen bulgular Tablo 2’de sunulan kodlar ve temalar
altinda sunulmustur.
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Tablo 2.

Ebeveynlerin Perspektifinden Fiziksel Aktivite Eksikliginin
Sonuglart

Tema Kod f
Sosyal gelisim Ozgiivensizlik 8
Teknoloji bagimlilig1 6
Akran iligkileri kuramama 4
Cekingenlik 4
Asosyallik 3
Psikolojik sorunlar 2
Tletisim eksikligi 2
Fiziksel gelisim Hareketsiz yasam 7
Kilo alma 6
Sagliksiz viicut 5
Gelisim geriligi 3

Tablo 2’deki ebeveyn goriisleri incelendiginde, ¢ocugun
fiziksel aktivite eksikliginin en &nemli
ozgiivensizlik ve hareketsiz yasam oldugu anlasilmaktadar.
Sosyal gelisim temas: altindaki kodlar incelendiginde

sonucunun

ozgiivensizlik (f = 8), teknoloji bagimlilig1 (f = 6), akran
iligkileri kuramama (f = 4), cekingenlik (f = 4), asosyallik (f=
3), psikolojik sorunlar (f = 2) ve iletisim eksikligi (f = 2)
fiziksel aktivite eksikliginin sonuglar1 arasindadir. Fiziksel
altindaki kodlar
¢ocugun fiziksel aktivite eksikliginin sonuglarini agiklarken
en ¢ok hareketsiz yasam (f = 7), kilo alma (f = 6), sagliksiz
viicut (f = 5) ve gelisim geriligi (f = 3) durumlar1 bu
aciklamada kullanilmaktadirlar.

gelisim incelendiginde ebeveynler

Ebeveynlerin ifadelerine gore, hareketsiz yasam tarzlari
¢ocuklarin 6zgiivenleri {izerinde 6nemli bir etkiye sahiptir
(K3). Keyif aldiklar1 fiziksel aktivitelerde bulunmanin
sosyal yasamlarini gelistirebilecegine ve 0zgiivenlerini
artirabilecegine inanmaktadirlar. Internet bagimlihigi ve
asir1 telefon veya tablet kullanimi hareketsiz davranislarin
sonuglari olarak algilanmaktadir (K8):

K8: “... sonuglarda bu internet bagimlilig1 telefon tablet.
Tabii ki buna da bakacak bunlardan da koparamayiz
¢ocuklar1 teknoloji cagindayiz ama spora herhangi bir
aktiviteye yonlendirilerek o aklina gelmeyecek ya da ¢ok
fazla o tarafta olmak istemeyecek.”

Ebeveynler ¢ocuklarinin disarida futbol oynamak yerine
sanalda futbol oyunu oynamak gibi, sanal ortamlarda

dijital etkinliklere katilmay1 gercek hayat, agik hava
etkinliklerine katilmaya tercih ettiklerini belirtmislerdir
(K10). Ayrica ebeveynler, fiziksel sonuglarin yani sira,
yetersiz fiziksel aktivitenin sosyal etkilesimi olumsuz
etkileyebilecegi ve izolasyona neden olabilecegini de
belirtmislerdir (K15).

Fiziksel aktivite eksikliginin ¢ocuklarinda dogurdugu
sonuglar1 betimleyen ebeveynlere cocuklarmin diizenli
fiziksel aktivite aligkanliklarinin degismesini tesvik edecek
potansiyel stratejiler hakkindaki goriisleri de sorulmustur.
Verdikleri yanutlar analiz edildikten sonra, 6zellikle okul
icinde ve disinda fiziksel aktivitelerin mevcudiyeti ve
erisilebilirligine odaklanan birka¢ &nemli tema ortaya
¢ikmis ve asagidaki Tablo 3’te belirlenen tema ve kodlar
sunulmustur.

Tablo 3.

Cocuga Fiziksel Aktivite Aliskanli§1 Kazandirilmas: Icin Neler
Yapilmas: Gerektigi Konusunda Ebeveyn Goriisleri

Tema Kod f
Destekler Aile destegi 4
Okul ve bakanliklarin destegi 3
Kurslara ulagim destegi 3
Kurslarla ilgili Kurslarin sayisinin artirilmast 5
durumlar
Kurslarin ¢esidinin artirilmasi 4
Yas diizeylerine uygun kurs 3
seceneklerinin olusturulmast
Bireysel Cocugu ilgili oldugu fiziksel 5
durumlar aktivitelere yonlendirme
Okul ortaminda fiziksel aktiviteleri 4
6zendirme faaliyetleri
Rol model olugturulmast 2
Altyap1 ve Sosyal tesis imkanlarinin artirilmasi 4
olanaklarin
artirilmast Okul imkanlarinuin artirilmasi 4
Dis alanlarda fiziksel aktivite 3
ortamlar1 saglanmasi
Tablo 3'teki ¢ocuga fiziksel aktivite aliskanlig

kazandirilmas: igin neler yapilmas: gerektigi konusunda
goriislere gore, en 6nemli etkinliklerin aile destegi, cocugu
ilgili oldugu fiziksel aktivitelere yonlendirme, sosyal tesis
imkanlarmin artirilmas: ve okul imkanlarmin artirilmasi
oldugu anlasilmaktadir. Destekler temas: altindaki kodlar
incelendiginde okul ve bakanliklarin destegi (f = 3) ve
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kurslara ulasim destegi (f = 3); kurslarla ilgili durumlar
temasi altinda kurslarin gesidinin artirilmasi (f = 4) ve yas
diizeylerine uygun kurs seceneklerinin olusturulmas: (f =
3); bireysel durumlar temasi altinda okul ortaminda fiziksel
aktiviteleri 6zendirme faaliyetleri (f = 4) ve rol model
olusturulmasi (f = 2) ve altyap1 ve olanaklarin artirilmasi
temas altinda ise dig alanlarda fiziksel aktivite ortamlar:
saglanmasi (f = 3) kodu oOne ¢ikmaktadir. Ebeveyn
goriislerinden bazi 6rnek ctimleler asagida sunulmaktadir:

K3: “... yani soyle olabilir milli egitim yaptig1 kurslara
ayriyeten ulasimi kolay olsun diye servisler olabilir. Benim
mesela iki vasitayla gotiirmem gerekiyor her ailenin
durumu buna el vermiyor olabilir. Evet okulda beden
egitimi dersi goriiyorlar ama daha sik ve farkli yas gruplari
i¢in farkl fiziksel aktiviteler icermeleri daha giizel olur.”

K10: "Ashnda, arkadaslarimizin da séyledigi gibi, ulasim
destegine ihtiya¢c var. Bazen yas gruplarinda sikinti
yastyoruz. Birka¢ spor dalinda 8 yasin iizeri yok ya da 5
yasin altt yok gibi. Gidip gelmesi bu tarz seylerle
karsilasmistik bunlar gelistirilebilir biraz daha merkezi
yerlerde belki bir seyler yapilabilir. Aktivite tiirleri de
sinurl."”

Ebeveynlere ¢ocuklarimin ihtiya¢ duydugu fiziksel aktivite
tlirleri hakkindaki gortisleri sorularak olusturulan tema ve
kodlar Tablo 4’te sunulmustur.

Tablo 4.

Cocugun  Fiziksel Aktivite Ihtiyaclart Konusunda Ebeveyn
Goriigleri

Tema Kod f
Fiziksel aktivite ~ Grup aktiviteleri (basketbol, 11
tiirleri voleybol, futbol, yapilandirilmis
oyun)
Koordinasyon becerilerini igeren 4
aktiviteler
Dikkat ve konsantrasyon gerektiren 2
aktiviteler

Tablo 4'te goriildiigii gibi, ebeveynler grup aktivitelerinin
(f=11) ve koordinasyon (f = 4) ve odaklanma/dikkat (f = 2)
iceren ihtiyag
duyuldugunu belirtmislerdir. Bu yonde goriis bildiren
ebeveynlerden bazi ifadeler:

aktivitelerin  ¢ocuklar1  tarafindan

K9: "Koordinasyon ve odaklanma gerektiren aktiviteler
kiiciik ¢ocuklarda ¢ok oOnemli. Yaslarina uygun olarak
yapilandirilmis oyunlarin bile ¢ok faydali olduguna
inantyorum ben."

K19: "Koordinasyonu destekleyen hareketler...Basit el ve
kol hareketleri ve ¢ocuklarin genel olarak ilgi duydugu
ziplama veya kosma gibi aktivitelere katilim...".

Cocuklarinin  fiziksel aktivite ihtiyaglarini bu sekilde
agiklayan ebeveynler fiziksel aktivitenin ¢ocuklarinin
davraniglar1 ve motivasyonlari iizerindeki etkisine iligkin
goriislerini paylasirken Tablo 5'te belirtildigi {izere fiziksel

aktiviteyi olumlu davranis ve artan motivasyonla
iligkilendirmiglerdir.
Tablo 5.
Ebeveynlerin Perspektifinden Fiziksel Aktivitenin Cocugun
Davramslar: ve Motivasyonuna Etkisi
Tema Kod f
Pozitif davrans Ozgﬁven 9
ve iyi olug
Pozitif duygu durum 8
Ofke kontrolii 7
Sosyallik 5
Dijital teknolojilerden uzaklasma 5
Olumlu aile-¢ocuk etkilesimi 4
Planl1 yasama aligkanliklar 4
Basarma duygusu 3
Uyku diizeni 2

Diizenli fiziksel aktivitenin bir sonucu olarak ebeveynler
tarafindan beklenen en belirgin olumlu davrams sonuglar:
“Pozitif Davranig ve Iyi Olus” temast altinda kategorize
edilebilir. Bu tema ¢ocuklarin 6zgiiveninin artmasini (f=9),
genel olarak pozitif duygu durumunu (f = 8), 6fkenin
kontroliinii (f = 7), gelismis sosyallesmeyi (f = 5) ve asir1
teknoloji kullanimmin azalmasini (f = 5) igermektedir.
Ayrica, ebeveynler aile-cocuk etkilesiminde (f = 4), planli
yasam becerisinde (f = 4), basarma duygusunda (f = 3) ve
uyku fF = 2 degisiklikler
beklemektedirler. Asagida, ebeveynlerin diizenli fiziksel
aktivitenin beklenen olumlu davranis sonuglarina iliskin

diizeninde olumlu

goriislerinden belirli 6rnekler yer almaktadir:

K4: “Cocuklar fiziksel igin
davraniglarin1 kesinlikle olumlu yoénde etkileyecektir.
Diizenli olarak fiziksel aktivitelere katilirlarsa daha motive
olurlar. Ayrica aramizdaki etkilesimde de olumlu bir artis
gozlemlemeyi bekliyorum.”.

aktiviteyi  sevdikleri

K7: “Fiziksel aktiviteye katildiginda daha mutlu oluyor.
Ayrica ofkesini daha iyi yonetiyor. Bence ¢ocuklarin daha
iyi 6fke yonetimi i¢in hareket etmeleri gerekiyor. Olumlu
bir duygu durumu igin biraz hareket etmeliler. Bunlar
birbiriyle iligkili. Biz bazen onu fiziksel aktiviteler
konusunda
hazirbulunuslugumuz sinirli. Uyku ve yemek diizeni de

yonlendirmeye calisiyoruz ama
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giin icinde ne kadar fiziksel aktivite yaptigina bagli oluyor.
Evde hareketsiz kaldiginda daha fazla abur cubur yiyor ve
teknolojiyi asir1 kullaniyor.”

Bu ifadeler ebeveynlerin 6zgiiven artisi, olumlu davranis
degisiklikleri, pozitif duygu durumu, aile-cocuk
etkilesiminin gelismesi, fiziksel aktivitenin uyku ve yeme
aligkanliklar1 tizerindeki etkisine iligskin beklentilerini
vurgulamaktadir. birlikte
yaptiklar1  fiziksel siklig
soruldugunda, alman yanitlardan Tablo 6'da sunulan

Ebeveynlere  ¢ocuklariyla

aktivitelerin  turti  ve

temalar ve kodlar ortaya ¢gikmustir.
Tablo 6.

Ebeveyn Perspektifinden Cocukla Yapilan Fiziksel Aktiviteler

Tema Kod f
Aktivite Tiirti Beraber yiiriiyiise citkma 9
Futbol oynamak 8
Bisiklete binme 5
Yiizmek 5
Ginliik islerdeki aktiviteler 5
Siklik Her giin 9
Haftada 1-2 kez 13
Yaz mevsiminde 2
Firsat buldukga/ nadiren 2

Tablo 6’daki ¢ocugun fiziksel aktivite yapmasi igin aile
programmin diizenlenmesiyle ilgili goriislere gore, en
onemli programin beraber yiiriiylise ¢ikmak oldugu
anlagilmaktadir. Bunu takip eden programlar ise sirasiyla
futbol oynamak (f = 8), bisiklete binmek (f = 5), ylizmek (f=
5) ve giinliik islerdeki aktivitelerdir (f = 5). Bu aktivitelerin
siklig1 incelendiginde her giin (f = 9) ile nadiren (f = 2)
arasinda degisiklik gosterdigi fakat genellikle haftada 1-2
kez (f = 13) gerceklestirildigi goriilmektedir. Ebeveyn
goriislerinden bazi 6rnek climleler asagida sunulmaktadir:

K5: “Firsat oldukga. Yiiriiyiis yapariz, ylizme yapariz firsat
oldukga.”

K18: “Beraber yiiriiylise ¢ikiyoruz zaman zaman evin
oniinde ya da evde futbol oynuyoruz. Annesi de oynar ben
de oynarim. Yiiriiyiise ¢ikmak atiyorum haftada 1 veya 2
kez ama futbol oynamak evde her giin.”

K25: “Cocugumun fiziksel aktivite yapmas: i¢in kendi
programina fiziksel aktivite ekleyemiyorum. Yani birlikte
futbol oynamak ya da birlikte yiiriiyiise ¢itkmak nadiren
yaptigimiz islerden. Ama onun fiziksel aktivite yapmasi

igin bolca kendi vaktinden onu kurslara

gotlrtiyorum.”

ayirip,

Son olarak, ebeveynlere ¢ocuklarinin sehirde katildiklar

fiziksel aktivite programlari sorulmustur. Tablo 7

cocuklarin katildiklar: aktivite programlarini

Ozetlemektedir.

Tablo 7.

Cocuklarin Katildig Fiziksel Aktivite Programlar

Tema Kod f
Yiizme 24
Futbol 16

Aktivite Tiirleri Basketbol 6
Tek-wan-do 3
Kick-Box 1

Tablo 7'deki faydalanilan fiziksel aktivite programlariyla
ilgili goriislere gore, en énemli programin yiizme (f = 24)
oldugu anlasilmaktadir. Bunu takip eden programlar ise
sirastyla futbol (f = 16), basketbol (f = 6), tekvando (f=3) ve
kick-boks (f=1) olarak belirlenmistir.

K3: “..oglumu gonderdigim bir futbol programi vardi,
ticretsizdi ve yaz boyunca haftada 2-3 kez gitti. Ucretli
fiziksel aktivite programlari var mi bilmiyorum, ticreti
6deyemem diistindigiim
aragtirmadim.”

dolayisiyla diye igin,

K9: “Cok fazla iicreti olmayan yiizme kurslar1 var.”

Ebeveyn perspektiflerinden elde edilen nitel sonuglar,
¢ocuklarin fiziksel aktivite ihtiyaglar1 ve diizenli fiziksel
aktivite aligkanliklarmmi tegvik etmek igin alinabilecek
onlemler hakkinda
Ebeveynler, kurs seceneklerinin genisletilmesi, yasa uygun
aktiviteler olusturulmasi ve ulasim destegi saglanmas: gibi
Ozel Oneriler sunmus ve hem okul icinde hem de okul
disinda fiziksel aktivitelerin sayismin ve erisiminin
artirllmasinin énemini vurgulamiglardir. Ayrica fiziksel
aktivitenin ¢ocuklarin 6zgiiveni, duygusal durumu, ofke
kontrolii, sosyallesmesi ve asir1 teknoloji kullanimindan
kaginmasi tizerinde olumlu etkilerini belirtmiglerdir. Aile
destegi, c¢ocugu ilgili oldugu fiziksel aktivitelere
yonlendirme, sosyal tesis imkanlarinin artirilmasi ve okul
imkanlarmin  artirllmasi  fiziksel  aktivite katiim
aligkanliklarinin tesvik edilmesinde 6nemli faktorler olarak
goriilmiistiir. Ayrica, ebeveynler c¢ocuklariyla birlikte
ylriiylis yapmak, futbol oynamak, bisiklete binmek,
ylizmek ve hatta birlikte ev isi yapmak gibi cesitli fiziksel
aktivitelere katildiklarmi ifade etmislerdir. Bu bulgular,

kiymetli bilgiler ~sunmaktadir.
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ilkokul ¢agindaki ¢ocuklar i¢in diizenli fiziksel aktivitenin
genel iyi olus ve gelisimlerine katkida bulundugu ve tegvik
edilmesi icin okullar, yetkililer ve aileler arasindaki isbirligi
¢abalarmin 6nemini vurgulamaktadir.

4. Tartisma

ihtiyag analizimizin bulgularna dayanarak, ebeveyn
perspektiflerinden elde edilen nitel sonuglar, ¢ocuklarin
fiziksel aktivite iliskin degerli bilgiler
sunmakta ve diizenli fiziksel aktivite aligkanliklarini tegvik
atilabilecek
saglamaktadir. Ebeveynlerin geri bildirimleri, okul icinde
ve disinda fiziksel aktivitelerin mevcudiyetinin ve
erisilebilirliginin artirlmasinin 6nemini vurgulamaktadir.
Spesifik segeneklerinin
genigletilmesi, yasa uygun aktivitelerin gelistirilmesi ve

ihtiyaglarma

etmek icin uygulanabilir adimlar

Oneriler  arasinda  kurs
katilimin 6niindeki engellerin asilmasi i¢in ulasim destegi
saglanmasi yer almaktadir. Firsatlarin artirilmasi, destek
saglanmasi ve ailelerin fiziksel aktivite girisimlerine dahil
gibi
ihtiyaglarin taninmasi ve ele alinmasiyla, fiziksel aktivite

edilmesi ebeveynler tarafindan belirlenen 6zel
programi ¢ocuklarin saglikli aligkanliklar gelistirmesi ve
icin  elverigli  bir
amaclamaktadir. Bu isbirlikci gabalar, ¢ocuklarin gelisim
yillarinda genel refah ve gelisimlerini saglamak igin ¢ok

onemlidir.

stirdiirmesi ortam  yaratmay1

Yapilan ¢alismanin sonuglar1 kisaca arastirma sorularina
gore sOyle Ozetlenebilir:

e (Calismaya katilan 27 ebeveynden 231 ¢ocuklarinin
yeterli fiziksel aktivitede bulunmadigin1 belirtirken; bunun
en Onemli nedenleri arasinda ozellikle djjital ortamda
¢ocuklarin daha fazla zaman gecirmeyi tercih etmelerini,
fiziksel aktivitelere erisimdeki maddi vb. zorluklari,
fiziksel aktivite segeneklerinin bulunmamasii ya da
aktivite alanlarinin okul ig¢inde ve disinda olmayisin
gostermislerdir.

e Ebeveynlere gore, fiziksel aktivite
aliskanligr kazandirilmas: icin fiziksel aktivite erisim
imkanlarmin artirilmasi, aktivite i¢in uygun alanlarin
olusturulmasi, fiziksel aktivite ¢esitliliginin saglanmasi,
¢ocuklarin  fiziksel aktiviteye yoOnlendirilmesi ve

bilinglendirmelerin i¢in ¢alismalarin yapilmasi énem arz

¢ocuklarina

etmektedir.

e Ebeveynler ¢ocuklar: igin 6zellikle basketbol, futbol,
voleybol, oyun gibi fiziksel grup
aktiviteleri, koordinasyon becerileri ile dikkat ve
konsantrasyonlarint gelistirici aktiviteler yaptirilmasin
onermektedirler.

yapilandirilmig

Ihtiyag Analizi Bulgularima Dayali Fiziksel Aktivite
Programi ve E-Kilavuz Tasarumi

ihtiyag analizinden elde edilen bulgular, ¢ocuklarin fiziksel
aktiviteye katilm diizeylerinin yetersiz oldugunu
gostermektedir. Katilimi engelleyen baslica faktorler
arasinda ailelerin maddi durumlarinin yetersizligi, fiziksel

aktivitenin ¢ocuk saglig: tizerindeki 6nemli etkisine iligkin
farkindalik eksikligi ve ¢ocuklarin 6zellikle asir: elektronik
cihaz kullanimini igeren hareketsiz davraniglar1 yer
almaktadir. Pandemi ve salgmn sonrasi dénem de var olan
bu sorunlar1 daha da kotiilestirmistir. Okullar agisindan
bakildiginda ¢ocuklarin aligkanliklarini tesvik etmek icin
mevcut egitmenler ve fiziksel aktivite segenekleri sinirlidir.
Bu arastirma bulgulari, gelistirilen e-kilavuzun ve fiziksel
programinin  igeriginin  sekillendirilmesinde
o6nemli bir rol oynamus, belirlenen zorluklarin etkili bir

aktivite

sekilde ele alinmasin1 ve uygun c¢oziimler sunulmasini
saglamistir. Program ve kilavuz, ebeveynleri ¢ocuklarinin
eglenceli fiziksel
kolaylastirma konusunda giiglendirmeyi ve
yaslardan itibaren saglikli ve aktif bir yasam tarzini tesvik

ve faydal aktivitelere katilimin

erken

etmeyi amaclamaktadir.

Ayrintili olarak incelendiginde, ebeveynler g¢ocuklarinin
saglikli fiziksel gelisimini saglayabilmek igin destege olan
ihtiyaglarii vurgulamistir. Bilingli rehberlige ve okul i¢i ve
disinda fiziksel aktivite ortamlarinin saglanmasina ihtiyag
duyduklarmi ifade
belirlenenler, ilkokul ¢ocuklarmin gelisim diizeyleri ve
fiziksel uygunluklar1 dikkate alinarak, fiziksel aktivitenin
tlirli, siddeti, siiresi ve siklig1 gibi farkli bilesenlerden
olusan bireysellestirilmis bir fiziksel aktivite programi
gelistirilmistir.

etmiglerdir. 1htiya(; analizinde

Bu programin bir parcast olarak c¢ocuklara fiziksel
uygunluk testleri uygulanmistir. Fiziksel uygunluk testleri
kapsaminda, 6grencilerin fiziksel uygunluk diizeylerinin
tespit edilebilmesi i¢in aerobik dayaniklilik, anaerobik giic,
kuvvet, esneklik, denge,
bilesenlerinden olusan giivenilirlik ve gegerliligi bulunan
test bataryalar1 uygulanmistir. Kisiye 6zel programlar
tasarlamak icin 6grencilerin fiziksel uygunluk seviyelerini
dogru bir sekilde belirlemek amaciyla bu testlerden
faydalamlmastir.

viicut kompozisyonunu

Testlerin uygulanmas1 ve bireysellestirilmis fiziksel
aktivite programinin gelistirilmesi igin ilkokullar iki gruba
ayrilmistir. 1. ve 2. sinuflardan olusan ilk grup igin, temel
hareket becerilerini gelistirmek amaciyla 12 haftalik bir
fiziksel aktivite ve egitsel oyun programi gelistirilmistir.
Programimn ilk iki haftasi, birincil egitim tiirii olarak
lokomotor becerileri gelistirmeyi ve dayaniklilig1 artirmay1
amaglayan fiziksel aktivitelere (yiiriime, kosma, atlama,
ziplama, adimlama, atlama, kayma ve tirmanma gibi) ve
egitsel oyunlara odaklanmaktadir. Ugiincii haftada,
lokomotor olmayan becerileri (egilme, donme, sallanma ve

esneme gibi) ve esnekligi hedefleyen aktiviteler
vurgulanmigtir. Dordiincii, besinci ve altinci haftalar hiz,
ceviklik ve koordinasyonu gelistirmek amaciyla

manipiilatif becerileri (kavrama, yakalama, top siirme,
tekme atma ve kontrol gibi) tesvik eden aktivitelere
ayrilmistir. Yedinci ve sekizinci haftalar denge becerilerini
(egilme, statik ve dinamik denge dahil),
koordinasyon ve reaksiyonu gelistiren
odaklanmisgtir. Dokuzuncu hafta denge ve ritmi hedefleyen

esneme,
aktivitelere
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egzersizleri igerirken, onuncu hafta koordinasyon,
karmasik beceriler ve spora 6zgii yeteneklere ayrilmistir.
On birinci haftada gilic ve esneklige odaklanarak ayrm
aktivitelerle devam edilmis ve on ikinci hafta da gii¢ ve
hareketlilige odaklanilmistir. Tiim faaliyetler haftada {ig
giin olarak planlanmis ve her bir faaliyet 45 dakika siirmiis

olup aktivitelerin siddeti orta diizeydedir.

Benzer sekilde, 3. ve 4. siniflardan olusan ikinci grup icin
de temel hareket becerilerini gelistirmeye yonelik 12
haftalik bir fiziksel aktivite ve egitsel oyun programi
gelistirilmistir. Bu gruba yonelik fiziksel aktivite programi
ve egitsel oyunlar, yas ve gelisim diizeyi goz oniinde
bulundurularak tasarlanmis, aktivitelerin seviyesi ve
siddetinde diizenlemeler yapilmistir. Program ilk gruba
benzer bir yap1 icermektedir; ilk hafta lokomotor beceriler
ve genel dayaruklilik, ikinci hafta lokomotor olmayan
beceriler ve esneklik, ti¢lincii, dordiincii ve beginci haftalar
manipiilatif beceriler, hiz, ¢eviklik ve koordinasyon,
egilme
odaklanmusgtir. Statik ve dinamik dengenin yani1 sira denge

yedinci ve sekizinci haftalar ise tlizerine

ve koordinasyon/tepki; dokuzuncu hafta ritim becerileri,
denge ve ceviklik; son ti¢ hafta da ise lokomotor ve
lokomotor olmayan beceriler, manipiilatif beceriler, denge
ve ritim kombinasyonu yoluyla koordinasyon, karmasik
beceriler ve spora 0zgii yeteneklerin gelistirilmesi
hedeflenmistir. Aktivitelerin siddeti ilk dokuz hafta
boyunca orta diizeydedir ve sonraki haftalarda orta ve
yiiksek seviyelere ¢ikmaktadir. Tiim faaliyetler haftada ii¢
glin olarak planlanmis ve her bir faaliyet 45 dakika
sturmusgtir.

Ebeveynler igin tasarlanan etkinlik igerikleri, onlar igin
kolay anlasilir ve ¢ocuklar: icin eglenceli olacak sekilde
olusturulmustur. Sekil 1'de sunulan, ev ici egitsel oyun
etkinligi, e-igerigi buna bir ornektir.

Ogretmenler icin hazirlanan okul etkinlikleri, okullarda

uygulama  sirasinda  koglar/egitmenler  tarafindan
anlagilabilecek sekilde tasarlanmistir. Hazirlanan okul igi
fiziksel aktivite e-igeriginin bir Ornegi Sekil 2'de
sunulmustur.

Ev/vivor

cift ayak
ziplama

@

Evin genis bir odasina koltuk
minderlerinden bir parkur
olusturulur. Yandaki gibi bir
parkur olusturulabilir. Aralikli
konan iki minderin lizerinden ¢ift
ayak atlama yapar.

sabitiken
uzanma

o

soru kagid:

soru dogru

¢
@
&
3

Baslangi¢

> 1 &

 _d

soruya ayaklar <l

R
ayakla top siirme ~u’
3

Minderin ilerinde yerde duran - . Kardesler arasi yaris yapilabilir.
soruya ayaklan sabit iken t | % Daha biiyiik yas bir kardesle
kollariyla uzanip alir. Soruyu okur = oynanirsa sorunun seviyesine
ve cevaplar. Dogru yanit verirse uygun olarak zorlastirilmasi
ilerleyen parkura gecer. Yanlis sm-ukagul.{> gerekir.
yanitta basa doner. —_—

soru yvanhs cevaplanirsa ya da siselerden birvi

diiserse parkurun en basia doniiliie

ikinci kisimda zigzag seklinde
dizilen su siseleri arasinda ayakla
top siirme hareketi yapar. Yine
sonda bulunan soruyu alir ve
cevaplar. Hatali cevaplarsa ya da
sislerden birini carpip diistiriirse
parkurun en basina déner.

Birinei Parkur

iniis

—

. @

Sekil 1. Ev i¢i oyunlardan bir érnegin Moodle platformunda goriintimii
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Sekil 2. Okul etkinliklerinden bir 6rnek

Ebeveyn farkindaligmi ve katilimini siirekli olarak
artirmak igin, Moodle tabanli kurs tasarimi ve e-igerik
entegrasyonu kullanilarak 0Ozellestirilmis bir ¢evrimici
ebeveyn kilavuz sistemi gelistirilmistir. Kullanicilarin e-
icerige erisimini saglamak i¢in agik kaynakli ve yaygimn
olarak kullanilan bir 6grenme y6netim sistemi olan Moodle
secilmistir. Kullanic1 etkilesimleri ve platformdaki ilerleme
Moodle'm 6grenme analitigi araclar1 kullanilarak takip
edilebilecektir. Bu amagla, Moodle 6grenme yonetim
sistemi i¢in Ozel olarak tasarlanmis SmartKlass eklentisi
kullanilmistir. Bu eklenti, Moodle'daki kullanic1 etkinlik
kayitlarina ek olarak bir dizi kullanic1 verisini kullanarak
Sekil 3'te bir 6rnegi goriilebilecek olan gosterge tablolar1 ve

raporlar sunmaktadir.

Sekil 3. SmartKlass eklentisinin ekran goriintiisii

Moodle tabanli masatiistii ve mobil uyumlu bir ortam
gelistirildikten sonra e-icerik platforma entegre edilmistir.
Hedeflenen kullanicilarla yapilan pilot uygulamadan elde
edilen verilere dayanarak Moodle platformunda gerekli
iyilestirmeler yapilmustir. Sekil 4, Moodle arayiiziiniin bir
ekran goriintiisiinii gostermektedir.

Moodle kurulumundan sonra, ebeveynlere 6zel bir mecra
tasarlanmistir. Ebeveynler minimal bilgisayar
okuryazarligmna sahip Dbireylerin igerikte kolayca
gezinmesine olanak taniyan basit ve anlasilir bir akis
olusturulmustur. Ebeveynler i¢in mecra gelistirildikten
sonra, uzmanlar tarafindan hazirlanan bireysellestirilmis
12 haftalik fiziksel aktivite programiyla uyumlu ev
aktiviteleri

icin,

icin e-igerik sisteme entegre edilmistir.
Ebeveynler icin igerik, Moodle yapisi icinde dogrusal bir

sekilde sunulmustur.

Ogretmenler igin hazirlanan e-igerik, smif seviyelerine gore
klasorler halinde diizenlenmis ve 12 haftalik bir siire
boyunca Moodle platformu igerisinde sunulmustur. Igerik,
Ogretmenlerin  kolay gezinmesini
kolaylastirmak igin sisteme entegre edilmistir. Sistemin
dosya yiikleme boyutunun yetersiz olmasi nedeniyle
videolar =~ YouTube  baglantilar1  olarak
gomiilmiistiir. Sekil 5, YouTube'da arsivlenen bir etkinlik
videosunun ekran goriintiisiinii ve oynatma listesinin
disinda paylasma segenegini gostermektedir.

erisimini  ve

sisteme
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Bireysellestirilmis Fiziksel Aktivite Programi (agmak igin tiklayiniz)

Degerli velilerimiz, bireysellestirilmis fiziksel aktivite programi icerisinde 1, 2, 3 ve 4.siniflara yonelik

«
1)) oyunlar bulunmaktadir. 1 ve 2.siniflarin oyunlari ortak olarak yer almaktadir. Ayrica 3 ve

4.siniflarinda oyunlari ortak olarak bulunmaktadir. Cocugunuzla oynayacaginiz oyunlara ulasmak
ARAS#IPR(I’\:I‘ALARI icin "Bireysellestirilmis Fiziksel Aktivite Pﬁrogrami basllg}lna tlcklamamz gerekmektedir. llgili bashga
tikladiktan sonra agilacak ekranda ¢cocugunuzun sinif diizeyine uygun oyunlari oynamaniz
gerekmektedir.

Tesekkur ederiz.

Egitimci: Genel Yonetici

Sekil 4. Moodle ici 6rnek bir ekran goriintiisii

» YouTube

Oynat (k)

| 2 I

Sekil 5. Okul aktivite videosu YouTube goriintiisii

Bu ¢alismanin amaci, 1-4. siuflardaki c¢ocuklar ic¢in  edilen bulgular, ¢ocuklar1 ¢esitli egitsel oyunlar ve
ebeveynler ve dgretmenler tarafindan desteklenen ve her  etkinliklerle  aktif  bir  gekilde  mesgul eden
¢ocugun kendine 6zgii gereksinimlerini, ilgi alanlarmi ve  bireysellestirilmis bir programin olusturulmasina yardimei
gelisim asamasmi dikkate alan bir fiziksel aktivite olmustur. Ancak, bu tiir bir programim uygulanabilirligi ve
programi olusturmaktir. Calisma, ebeveynlerin ve  siirdiiriilebilirligi baglaminda bazi smirlamalar dikkate
ogretmenlerin bakis acilarmi degerlendirerek gocuklarn  alinmalidir. Ornegin, ebeveyn ve Ogretmenlerin zaman
ihtiyaglar1 ve fiziksel aktivite diizeyleri hakkinda bilgi  kisitlamalar1 ya da bireysellestirilmis programlarin
edinmeyi amaglamistir. Bu amagla toplanan verilerdenelde  uygulanmasindaki  potansiyel zorluklar programin
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etkinligini sinurlayabilir. Bunun yarn sira, ¢ocuklarin uzun
vadeli katilimin1 ve motivasyonunu desteklemek igin ek
stratejiler gerektigi goriilmektedir. Bu
calisma, bireysellestirilmis fiziksel aktivite programlarinin
uygulanabilirligini ve etkisini ele almak igin gelecekteki
arastirmalara yon vermeyi hedeflemektedir.

gelistirilmesi

Calismanin ebeveynlerin ¢ocuklari igin fiziksel aktivitenin
avantajlarma iligkin algilar1 hakkindaki sonuglari, fiziksel
aktivitenin ¢ocuklarda bir dizi gelisimsel alan iizerindeki
yararli etkilerini gosteren daha &nceki
tutarlidir. Bunlar arasinda bilissel gelisim (Best, 2010; De
Greeff vd., 2018; Fedewa ve Ahn, 2011; Lees ve Hopkins,
2013), akademik performans (Daly Smith vd., 2018; De
Greeff vd., 2018; Fedewa ve Ahn, 2011; Lees ve Hopkins,
2013; Reed vd, 2010), konsantrasyon seviyeleri (De Greeff
vd., 2018; Mavilidi vd., 2022; Siedentop, 2009), psikososyal
iyi olus (Holt vd., 2011; Nies ve McEwen, 2007; Sebire vd.,
2011) ve motivasyon (Mavilidi vd., 2022; NICE Halk Saghg:
igbirligi Merkezi, 2007, Watson vd., 2017) c¢alismalarinmi
saymak miimkiindiir.

caligmalarla

Calisma bulgularna dayanarak ailelerin, g¢ocuklarmin
gelisimi igin fiziksel aktivitenin faydalarina inandiklarmi
soylemek miimkiindiir. Insan viicudunda biiyiime ve
gelismenin birbirinden tamamen ayrilmaz karmasik yapil
bir siire¢ oldugu bilinmektedir. Bu siireci etkileyen genetik,
epigenetik ve gevresel faktorler vardir. Bu faktorler zaman
farkli  baskinliklar ~ gostererek  gelisimi
etkilemektedir. Cevre, genetik potansiyel icin énemli bir
faktordiir. Cevre dogal oldugunda genetik faktorler
tizerinde olumsuz bir etki birakmaz ve potansiyel tam
olarak gergeklestirilebilir (Hussain, 2012). Cevrenin kalitim
tizerindeki etkilerini olusturan epigenetik faktorler goz
oniine alindiginda, ge¢mis neslin maruz kaldigr yasam
tarz1 bile saglikli bir nesil igin etkili faktorler arasinda
sayilabilir (Czerwinski vd., 2007). Bir bireyin saglikl
bliyiiylip gelisebilmesi icin dogal bir ¢evrede yasayan,
zararll aliskanliklart olmayan, fiziksel aktivite diizeyi

Zaman

yliksek bireylerin ¢ocuk sahibi olmasi ve ¢ocuklarimi da
ayni kosullarda yetistirmesi gerekmektedir.

Cocukluk dénemi, yasamin ilerleyen donemlerinde insan
viicudunun gelisimi iizerinde 6nemli bir etkiye sahiptir.
Cocukluk c¢aginda obezite ve sagliksiz yasam tarzi
se¢imleri, okul performansimin diisiik olmasina, biligsel ve
fiziksel gelisimde gecikmelere ve yasamin ilerleyen
donemlerinde kronik hastalik riskinin artmasina neden
olur. Hareketsiz, sagliksiz ve inaktif bir yasam tarzi olan
sedanter hayata sahip ¢ocuklarn uzun vadeli saglik
sorunlar1 daha yiiksektir. Yetersiz
beslenme ve kotii yasam tarzlarinin daha yaygimn oldugu
disiik gelirli tilkelerde ¢ocuklarin viicut biiyiime
endekslerinin kiiresel ortalamadan daha diisiik oldugu
goriilmektedir (Miiller ve Krawinkel, 2005). Diisiik
ekonomik kosullarin yarattigi bu riskten ¢ok daha fazlasi
olan obezite de yiiksek ekonomik kosullarin hakim oldugu
tilkelerde yaygindir. Obezite, dengeli beslenme ve saglikli

yasama olasili1

yasam tarzi siirdiiriilmediginde ortaya cikar ve gelismis
tilkelerde sikg¢a rastlanilir bir durumdur.

Cocukluk ¢aginda obez olanlarin ilerleyen yagslarda da obez
ihtimalinin yiiksek oldugu diistintildiigiinde,
ontimiizdeki yillarda obez bireylerin oraninin artmasi
muhtemeldir (Singh vd., 2008). Saglikli bir yasam, yeterli
ve dengeli beslenmenin yan sira fiziksel aktivite yapmay1
da gerektirir. Her bir alandaki eksiklikler, farkli saglik
sorunlar1 dogurabilmektedir. Arastirmanin sonuglari,
goriislerine bagvurulan ailelerin, ¢ocuklarinin yeterince

olma

egzersiz yapmadiklarinda kilo aldiklarini vurguladiklarin
da goOstermektedir. Arastirmalar, cocukluk
doneminde hizli kilo alimi yasayan ¢ocuklarin ilerleyen
yaslarda obeziteyle karsilasma ihtimalinin daha yiiksek
oldugunu gostermektedir (Norris vd., 2021). Neville ve
digerleri (2022), COVID-19 salgininin ergenlerin fiziksel
aktivite diizeyleri {izerindeki etkisini inceleyen yeni bir
meta-analizde, yasam
salginin ardindan orta ila siddetli fiziksel aktivitede
(MVPA) giinlik 17 dakikalik bir diisiis oldugunu
bildirmistir. Almanya'daki 152,421 katiimc arasinda
hareketsiz davranis ve fiziksel aktivite kaliplarmin nasil
degistigini inceleyen bir c¢alismaya gore, COVID-19
kisitlamalari sirasinda Diinya Saglk Orgiitiiniin fiziksel
aktivite 6nerilerini daha 6nce karsilayan katilimcilarm tigte
birinden fazlas1 artik yonergeleri karsilamamaktadir. Buna
ek olarak, kisitlama Oncesi seviyelere kiyasla, bireylerin
spor faaliyetlerine katilim1 6nemli 6l¢iide azalmis ve daha
hareketsiz hale gelmislerdir (Herbolsheimer vd., 2024).

erken

hareketsiz tarzlarinin  aksine,

Fiziksel harcamasin1  ve yag
oksidasyonunu artirarak yag kiitlesini azaltabilir ve yagsiz
viicut kiitlesini koruyabilir. Bu nedenle, fiziksel aktivitenin
artirllmast  ¢ocukluk c¢ag1 obezitesinin 6nlenmesi igin
onemli bir strateji olarak kabul edilmektedir (Yan-Ping vd.,
2010). Kardiyovaskiiler risk degiskenlerindeki iyilesmeler
artan fiziksel aktivite ile baglantihdir (Oliveira vd., 2017).

Sismanligin o6zellikle 7-9 yas araliginda kardiyovaskiiler

aktivite genel enerji

hastaliklarin habercisi oldugu, daha erken yaslarda ise bu
iligkinin zayif ya da sifir oldugu tespit edilmistir (Owen
vd., 2009). Arastirmaya katilan ailelere gore de ilkokul
¢agindaki ¢ocuklarin hareketsiz bir yasam tarzindan sik
fiziksel aktivite igeren bir yasam tarzina ge¢meleri ¢ok
Onemlidir.

Buna ek olarak, ¢alismada sunulan ebeveyn goriisleri,
cocuklarmn iyi aliskanliklar gelistirmelerine ve fiziksel

aktivite seviyelerini artirmalarina yardimci olmada
diizenlenmis oyun ve aile katiliminin oynadigi kritik
rollerin alti1 ¢izmektedir. Sonuglar, ebeveynlerin

¢ocuklariyla birlikte bisiklete binme, yiiriiyiis yapma ve
futbol oynama dahil olmak tizere bir dizi fiziksel aktiviteye
aktif olarak katildigini gostermistir. Bu durum, ilkokul
ogrencilerinin  diizenli fiziksel yapmalarini
destekleyen ve tesvik eden bir atmosfer yaratmak igin
ailelerin, okullarin ve devlet kurumlarmmin birlikte
calismasinin ne kadar 6nemli oldugunu vurgulamaktadir.
Onceki arastirmalar da cocuklarin fiziksel aktiviteye tesvik

aktivite
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edilmesinde aile katilim1 ve ekip ¢alismasinin 6nemini teyit
etmistir. Arastirmalar, ebeveynlerin ¢ocuklariyla birlikte
fiziksel aktivitelere katilmasimin aile igi
gelistirdigini ve c¢ocuklarin diizenli egzersiz yapma
olasiligini artirdigini gostermistir (Nies ve McEwen, 2007;
Sebire vd., 2011).

iletigimi

Aileler igin c¢ocuklarma iyi hareket aliskanliklar:
modellemek ve bu davraniglari evde, okullarda ve siirekli
degisen baglam ve kosullarda (teknoloji, sosyal normlar,
mevzuat vb.) gelistirmek zor ve yorucu olabilir (Sallis vd.,
2012; Nyberg vd. 2020; Guthold vd., 2020). Raporlara gore,
hareketsiz davranisi ve fiziksel aktiviteyi etkileyen baslica
sosyo-cevresel unsurlardan biri, kisinin mahallesinin
algilanan sosyal ortamidir (Rogers vd., 2024). Kesitsel bir
calismaya gore, daha yiiksek diizeyde algilanan mahalle
memnuniyeti (algillanan giivenlik, konfor, asinalik ve
tesisler), daha yiiksek diizeyde fiziksel aktivite katilimi
(6rnegin, Dbisiklete binme, kaykay ve
baglantilidir (Bazaco vd., 2016).

fitness) ile

Pedagojik ve cevresel taktikler, tigiincii sinif 6grencilerinde
fiziksel aktiviteyi tesvik etmek ve hareketsiz davranislari
azaltmak/ortadan kaldirmak igin Avustralya
Melbourne’daki 20 ilkokulda 30 aylk bir deneysel
aragtirmasinda kullanilmistir. Egitmenlere, Ogrencileri
daha aktif olmaya motive etmek icin sedanter davranisi
azaltmanin degerine iliskin temel dersleri iceren on sekiz
ders plani verilmistir. Egitmenler sinifta ayakta durmayi
kolaylastirmis, Ogrencileri ev &devleri sirasinda ayakta
durmaya veya hareket etmeye tesvik etmis, cevreyi
iyilestirmis (6rnegin bahgeye oyun ¢izgileri ¢izerek) ve veli
biiltenlerinde cocuklarin evde oturarak daha az zaman
gecirmelerine yardimci olacak stratejiler sunmuslardir.
Tiim bu faaliyetler, ¢ocuklarin ders sirasinda hareketsiz
gecirdikleri siireyi azaltmak ve nihayetinde ortadan
kaldirmak icin tasarlanmistir. Arastirmaya gore, cocuklarin
MET degerleri ve fiziksel aktivite seviyeleri artmistir.
Miidahalenin etkileri devam ederse, saglik masraflarmin
azalmasi ve yasamin ilerleyen donemlerinde kronik
hastaliklara yakalanma riskinin azalmasi seklinde saglik
avantajlari olabilecegi belirtilmistir (Brown vd., 2024).

Hareketsiz bir yasam tarzim1 terk eden ¢ocuklarin
yasamlarmin ilerleyen dénemlerinde saglik sorunlarinin
olusmasi riskinin daha diisiik oldugu bilinmektedir (Owen
vd., 2010). Bu nedenle ailelerin ¢ocuklariyla birlikte fiziksel
aktivitelere katilmalari, onlarin sagligini desteklemelerinin
bir yoludur. Ayrica, arastirmalar c¢ocuklarin fiziksel
aktiviteye yonelik tutum ve davranislarinin ebeveyn
destegi ve evde olumlu rol modellemeden biiyiik olgiide
etkilendigini gostermistir (Zhang vd., 2021; Zeng vd., 2022).

Hoy ve digerleri (2024), ebeveynlerin saglikli yasam
tarzlarim1 ~ ve  fiziksel = aktivite
benimsemelerinin ¢ocuklarin gelisimi {izerinde temel
etkileri oldugunu 6ne siirmektedir. Ayrica, orta ila yiiksek
diizeyde siddetli fiziksel aktivite yapan Isvegli
ebeveynlerin  kiz  ¢ocuklarma  fayda  sagladigi

uygulamalarin

kesfedilmistir. Wu ve digerlerinin (2019) Cin'de yaptig1
arastirma, genglerin fiziksel aktivite diizeyinin aile
tipinden de etkilendigini ortaya koymustur. Sistematik
incelemelere gore, kiiclik c¢ocuklarin aktiviteleri ile bu
aliskanliklar1 model alan ebeveynlerin fiziksel aktiviteleri
arasinda orta ila onemli Olciide korelasyonlar vardir.
Arastirmaya gore, ¢ocuklarin fiziksel aktivite seviyeleri
ebeveynlerin destegi ve tesviki ile
¢ocuklarin ekran siiresi ebeveynlerin kendi ekran siirelerini
kismalari ile azaltilabilir (Xu vd., 2015). Ergenlerin fiziksel
aktiviteye katilimim kolaylastiran ve kisitlayan faktorler
iizerine yapilan onceki arastirmalar da ailenin hem olumlu
hem de olumsuz olarak etkileyebilecegini belirtmistir
(Martins vd., 2015). Bir baska calismada, ebeveynlerin
duygusal destegi, fiziksel aktivite modellemesi, fiziksel
aktivite hakkindaki bilgi/inanglar S0SyO-
demografik faktorlerin, ¢ocuklarin fiziksel aktiviteleri ile

artirilabilirken,

ve gesitli

iligkili oldugu bildirilmistir. Ayrica, ebeveyn
modellemesinin (fiziksel aktivite ve ekran siiresi) ve aile
beklentilerinin  (kurallar) ¢ocuklarin ve ergenlerin

hareketsiz davraniglarini ve ekran siirelerini sinirlamada
onemli oldugu bildirilmistir (Rhodes vd., 2020). Global
Matrix 3.0 Fiziksel Aktivite Karnesi, 49 iilkeden gelen
verileri analiz etmek icin kullanilmustir. insani Gelisme
Endeksi (IGH) temel alinarak iilkeler ii¢ kategoriye
ayrilmistir. Analiz {i¢ sekilde yapilmistir: (1)
gostergeler icin aralik degerleri toplanarak belirlenen bir
genel puan; (2) Genel Fiziksel Aktivite, Organize Spor ve
Fiziksel Aktivite, Aktif Oyun, Aktif Ulasim ve Hareketsiz
Davraniglar icin aralik degerlerini iceren bir davranis
puang; ve (3) Aile ve Akranlar, Okul, Toplum ve Cevre ve
Hiikiimet icin aralik degerlerinin toplamini igeren bir
elverisli ortam puani. Genel fiziksel aktivite, organize spor
ve fiziksel aktivite, aktif oyun ve aktif ulagim gibi dlciitlerde
iilkeler arasindaki farkli notlar, ¢ocuklar ve gengler
arasinda fiziksel aktiviteye yonelik kiiresel bir endiseye
isaret etmektedir. Diisiik ve orta IGE'ye sahip iilkeler icin

tim

ortalama “C-”, “D+” ve “C-" notlar1 kaydedilirken, yiiksek
ve ¢ok yiiksek IGE'ye sahip iilkeler tarafindan esdeger
puanlar elde edilmistir. Bu durum, fiziksel aktivite
firsatlarini artirmaya yonelik basarili programlar: hayata
gecirmek igin bilingli kamu yatirimlarinin gerekliligini
vurgulamaktadir (Aurbert vd., 2018).

Egitsel oyunlar ve fiziksel aktivite programinin basarisinda
iceriginin niteligi kadar, iyi planlanmis bir uygulama
takvimine sahip olmasi da kritik 6neme sahiptir. Bu
nedenle hazirlanan fiziksel aktivite programinin okul
boyutu on iki hafta boyunca, haftada {i¢ oturum olacak
sekilde diizenlenecektir.

Evde her biri 20 ila 30 dakika siiren egitsel oyunlar haftada
dort seans olacak sekilde uygulanacaktir. Okulda ise her
biri 45 dakika siiren haftada {i¢ seans olarak planlanan
diizenli fiziksel aktivite programi uygulanacaktir. Bu
yapilandirilmis plan fiziksel aktivite programlari,
egzersizin sikligy, siiresi ve siddetinin dikkate alinmasinin
ne kadar onemli onceki

oldugunu vurgulayan

90
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aragtirmalarin  Onerileriyle uyumludur (Guzauskas ve
Sukys, 2021).

Diinya Saglk Orgiitii (DSO), 5-17 yas arast gocuk ve
ergenlerin giinde en az ortalama 60 dakika orta ila siddetli
fiziksel aktivite yapmalarini Snermektedir. Kilavuzlar,
aktivitelerin aerobik
desteklenebilmesini ve haftada en az ii¢ kez kas ve kemik
gliclendirici aktiviteler icermesini 6nermektedir (WHO,
2020). Fiziksel aktivite, 162 ¢alismanin sistematik analizine
gore cocuklarda ve ergenlerde fiziksel, psikolojik/sosyal ve
bilissel saglik gostergeleri ile olumlu yonde iligkilidir.
Cocuklarda ve ergenlerde hastaliklarin Onlenmesi ve
saghigin gelistirilmesi igin genglerin giinde en az 60 dakika
aerobik aktivite yapmasi gerekmektedir (Poitras vd., 2016).
Cocuklarda ve ergenlerde fiziksel aktivitenin yogunlugu,

olmasini, oyunlarla

sikligl, siiresi ve hacminin iskelet kasi kondisyonu
tizerindeki etkisini inceleyen bir ¢alismada, haftada <3 kez
ve <60 dakika/seans yapilan yiiksek yogunluklu fiziksel
aktivitenin kas kondisyonunu etkili bir sekilde gelistirdigi
bulunmustur. Ayrica, >3 set/seans ve <10 tekrar/set direng
antrenmani kas kondisyonunu 6nemli dlclide artirmistir.
Diisiik frekansly, yiiksek yogunluklu ve kisa stireli fiziksel
aktivitenin ¢ocuklarda ve ergenlerde kas kondisyonunu
daha etkili bir sekilde gelistirdigi bildirilmistir (Wu vd.,
2021).

Kanada'da 10-13 yas aras1 ¢ocuklarin agik havada aktif
oyun, aktif seyahat, okulda 6gretim programina dayal
fiziksel aktivite ve organize sporlara katilmak igin
harcadiklar1 zamani inceleyen bir ¢alismada, giinde
yaklagsik 2 saatlerini bu dort tiir fiziksel aktiviteye katilarak
gecirdikleri bulunmustur. Ancak, bu 2 saatlik siirenin
sadece kiiciik bir kismu (agirlikli ortalamalara gore yaklasik
%29'u) orta ila yiiksek yogunlukta gecirilmistir. Ayrica,
glin boyunca biriken orta yogunluktaki hareketlerin
yaklasik %49'unun diger fiziksel aktivite kaynaklarindan
(agik havada aktif oyun ve organize spor gibi) elde edildigi
goriilmiistiir. Bu bulgular 1s1ginda, fiziksel uygunluk
gelisimini desteklemek igin, cocuklarin agik havada aktif
oyun oynamaya katilimini artirmak ve her seansi 30-60
dakika siiren haftada en az 3 giin aerobik egzersizler
yaparak DSO tavsiyelerine uymak 6nerilebilir (Borghese ve
Janssen, 2019).

Siirekliligin saglanmasi igin faaliyetin iyi yapilandirilmis
olmasi onemlidir. Fiziksel aktivite ve diyet davranisini
iceren 12 aylik web tabanli bir kilo verme miidahale
programmin, programin sonunda katiimcilarin fiziksel
aktivite ve diyetlerinde iyilesmelerle sonuglandig1
bildirilmistir (Carlson vd., 2012). Bir calismada, smif
saatleri i¢inde hareketsiz gecen siireyi azaltmay1 amaglayan
okul temelli bir miidahalenin, 6zellikle baslangi¢ seviyeleri
daha yiiksek olan ¢ocuklarda bel-kal¢a oranimi 6nemli
ol¢lide azaltabilecegi bildirilmistir. Bulgular, ¢ocukluk ¢ag:
obezitesini hedef alan uygun maliyetli ve diisiik kaynaklh
miidahalelerin umut verici oldugunu gostermektedir
(Ronca vd., 2024). Cevresel ve bilgisayara 6zgii bilesenleri
iceren 2 yillik bir ortaokul fiziksel aktivite ve saglikli

beslenme miidahalesinin kiz ve erkek c¢ocuklarda beden
kitle indeksi (BKI) ve BKI z skorlar1 iizerindeki etkilerini
degerlendiren bir calismada, kiz ¢ocuklarda BKI ve BKI z
skorlarmin ebeveyn destegi olan miidahale grubunda
kontrol grubuna (p < .05) veya tek basina miidahale
grubuna (p = .05) kiyasla ¢nemli 6l¢iide daha az arttig1
bulunmustur. Erkek gocuklarda herhangi bir degisiklik
gozlenmemistir (Haerens vd., 2006).

Yazar Notu : Katilmailara tesekkiir ederiz.
destekten TUBITAK a

tesekkiirlerimizi sunariz.

Projeye verdigi oturti
Yazar Katkilar1 Girig: Birinci yazar, ikinci
yazar. Yontem: Uctincii yazar, Bulgular: Dérdiincii yazar,
Tartisma: Besinci yazar.

Finansman : Bu ¢alisma, Tiirkiye Bilimsel ve
Teknolojik Arastirma Kurumu (TUBITAK) tarafindan
221K342. Numarali proje ile desteklenmistir.

Cikar Catismasi Calismanizda bir  ¢ikar
catismasi yoktur.
Veri Erisilebilirligi Sorumlu yazardan talep

edilerek verilere erisim saglanabilir.
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1. Introduction

The progress and well-being of societies are closely
connected to the physical and emotional well-being of their
children, making these aspects a focal point for countries.
The health of children plays a pivotal role in nurturing
healthy future generations (Low et al., 2018; Pancrazi et al.,
1996). Recognizing that chronic adult diseases often
originate in childhood, it becomes evident that the status of
children's physical well-being, as well as their physical
activity habits in promoting overall well-being, holds
significant importance. Consequently, researchers have
maintained a long-standing interest in studying various
aspects related to children's physical status, physical well-
being, and physical activity during childhood (Barros et al.,
2012; Chen et al., 2020a; Dunton et al., 2020; McMurray et
al., 2016; Thivel et al., 2018; Ten Velde et al., 2021).

Research on children's physical fitness and well-being can
be traced back to the 1950s when comparisons were made
between European and American children regarding their
level of physical fitness. Significant findings emerged from
epidemiological studies conducted between 1985 and 1995,
focusing on children aged 6-7 and 13-14. These studies
revealed a notable increase in body mass index and obesity
rates among children (Moreno, 2005). Further
investigations by Miller (2004) found that 54% of 1205
children aged 10-14 in the US were classified as overweight.
Similarly, researchers in Finland raised concerns about
childhood obesity based on parallel findings (Deckelbaum
& Williams, 2001; Tammelin et al., 2004). When data from
the past to the present were examined, it shows that while
4% of children and
overweight or obese in 1975, by 2016, this figure had risen
to more than 124 million children and adolescents,
representing a rate of 18% (World Health Organization
[WHO], 2021).

adolescents were classified as

The rise in obesity was attributed to sedentary behaviors
characterized by excessive sitting in daily life (Katzmarzyk
et al., 2009). Sedentary behavior encompasses activities
such as lying down, sitting, and spending extended periods
of time on screens (Pate et al., 2008). The prevalence of

sedentary lifestyles among children and youth in
developed nations is a matter of concern. For instance, only
27% of young individuals in the UK spend their free time
engaging in physical exercise (Daley, 2002). Chronic
diseases and the loss of gross motor abilities are just two of
the health problems that result from sedentary behavior
(D'Elia & D'Isanto, 2021; Nystrom et al., 2020).

Adolescents and kids typically would rather spend their
time using electronic devices than engage in physical
activity. In addition, the problem of sedentary behavior is
made worse by economic inequality since it limits access to
places and opportunities for physical activity, both inside
and outside of schools (Kerkez et al., 2001; Saunders et al.,
2020). The COVID-19 pandemic has made matters worse by
encouraging stay-at-home parenting, which has led to an
increase in sedentary behavior in both adults and children.
An increasing amount of time is being spent in sedentary
activities as a result of the rise in online meetings, courses,
and other activities. Long-term health effects from the
pandemic are predicted, especially for young children who
are still developing their play skills (Chen et al., 2020b;
Pundiik, 2020).

These worries are reinforced by recent study results that
show a higher prevalence of attention problems among
children between the ages of 6 and 18 during the pandemic
(Jiao et al., 2020; Ustﬁndag, 2021; Xie et al., 2020).
Furthermore, during the pandemic, the interest of children
aged 4-10 in learning or playing games decreased, with one
in two children distancing themselves from play and
learning (Pisano et al, 2020). Among the detrimental
impacts of the pandemic on children were weight gain and
sleep disturbances (Rundle et al., 2020; Segre et al., 2021).
During the pandemic, children of all ages saw a notable
increase in their sedentary behavior (Xie et al., 2020).
Importantly, cultivating healthy habits during childhood
plays a crucial role in shaping adult behaviors and well-
being (Bailey & Martin, 1994; Bowling et al., 2019). This
emphasizes the importance of promoting and supporting
regular physical activity habits among children who have
experienced the closures and sedentary lifestyles associated
with the pandemic.
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To summarize, there is a positive correlation between
regular physical activity and several aspects of children's
development, such as academic performance, motivation,
levels, psychosocial well-being,
cognitive development (Best, 2010; Daly Smith et al., 2018;
Lees & Hopkins, 2013; NICE Public Health Collaborating
Centre, 2007; Nies & McEwen, 2007; Pehlivan, 2009; Reed et
al.,, 2010; Sebire et al., 2011; Siedentop, 2009; Watson et al.,
2017). While developing and sustaining physical exercise
programs for kids is crucial, it's also important to take into

concentration and

account their unique needs, including age, gender,
interests, and developmental and cognitive stages.
Instructional play can be a very powerful tool for getting
kids involved in physical activity programs, especially
considered their short attention spans.

Building upon these findings, the objective of this study is
to create a parent-teacher supported physical activity
program tailored to children in grades 1-4. In line with this
objective, the specific aims of the study are as follows:

o Assessing the physical activity levels and needs of
children from the perspectives of their parents and
teachers.

e Developing a physical activity program that
types, durations,
frequencies of activities based on the identified
needs reported by parents and teachers.

considers the varying and

¢ Creating an online guide that provides a diverse
range of educational activities, plays, and learning
materials for parents and teachers to collaboratively
support the implementation of the physical activity
program.

To this end, the research questions investigated in this
study as follows:

1.  What are the current physical activity levels of
children in grades 1-4 as reported by their
parents?

2. What are the perceived physical activity needs
and preferences of children in grades 1-4
according to parents?

3. What types of physical activities are most desired
by children in grades 1-4, as reported by their
parents?

4. How do the reported needs influence the selection
of activity types, durations, and frequencies for
the physical activity program?

5. What factors should be considered in tailoring the
physical activity program to meet the diverse
needs of children in grades 1-4, as suggested by
parents?

6. What are the key components of an effective
online guide for parents and teachers to support

the implementation of a physical activity program
at home setting for children in grades 1-4?

2. Method
2.1. Design

This study utilized a two-phase research design, seamlessly
transitioning from a descriptive phase to a developmental
phase. The primary focus of this design was to evaluate
student needs and subsequently create customized
physical activity programs and e-guides for individual
students. In the initial phase of this study, a descriptive
research design was employed to comprehensively assess
student needs. Descriptive research is particularly well-
suited for obtaining an in-depth understanding of the
current state of a phenomenon; in this case, the physical
activity levels and requirements of children in grades 1-4.
Through this phase, the study gathered valuable insights
from the perspectives of both parents and teachers
regarding the physical activity needs and preferences of the
students. Subsequently, the research transitioned into the
developmental research phase, which was chosen as the
most appropriate approach for designing, developing, and
implementing customized physical activity programs and
e-guides for individual students. The developmental
research design is highly tailored to the creation of
products or programs, emphasizing iterative development
and continuous improvement (Richey et al., 2004).

By combining descriptive and developmental research
approaches, this study was able to comprehensively
address its objectives, from understanding the needs of the
students to creating targeted solutions that empower
parents and teachers to enhance their children's physical
activity engagement.

2.2. Participants

The participants of this study consisted of parents of
elementary school children in grades 1-4 residing in a city
located in Northwest Tiirkiye. To ensure diverse
representation, a maximum variability sampling approach
was employed to select the sample. To achieve this, two
public schools with distinct socioeconomic backgrounds
were chosen. All parents whose children were enrolled in
these selected schools were invited to the study. Need
assessment should include involvement of the right people
and posing the right questions (Groves et al., 2000). It was
determined that parents/caregivers were the most ideal
group of people who can provide information about
children’s physical and emotional wellbeing and physical
activity habits as they spent the longest time with kids
during and after pandemic. This selection process led to a
total of 27 parents who willingly responded to the survey,
which was administered within the school premises. Their
input played a pivotal role in shaping the foundation of this
research. All of the participating parents live as couples.
Among those who voluntarily participated in the survey,
15 were mothers, and 12 were fathers. The average age of
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the participating mothers was 36.44 years, while the
average age of the fathers was 39.92 years. Of the mothers,
three had completed primary school, five middle school, 10
high school, two associate degrees, and seven university
degrees. Among the fathers, four had completed primary
school, 11 high school, seven university degrees, and five
postgraduate degrees. Regarding the number of children,
five parents had one child, 18 had two children, and four
had three children.

2.3. Procedure

Data collection for this study occurred during the fall of
2022 at the selected participating schools. To ensure the
security and completeness of the data, a traditional paper
and pencil questionnaire
administration. Trained graduate students, who were
actively engaged in the research project and had obtained
the necessary ethical undertook the
responsibility of collecting the data. At the initiation of the

format was chosen for

approvals,

project, a collaborative conference was thoughtfully
organized by the researchers and the school administration.
This conference served as a platform to engage with and
inform parents about the objectives of the need assessment
and the physical activity program. By doing so, the research
team fostered a transparent and cooperative atmosphere
that encouraged parental involvement and understanding
of the study's goals. These well-structured procedures,
personnel transparent
communication, were instrumental in ensuring the

involving  trained and

reliability and success of the data collection process.
2.3.1. Ethical disclosure

In this study, all the rules specified in the “Higher
Education Institutions Scientific Research and Publication
Ethics Guidelines” were complied with. None of the actions
specified under the second section of the guideline,
“Actions Contrary to Scientific Research and Publication
Ethics”, have been carried out. This study was conducted
in accordance with the approval of the Bartin University
Social and Human Sciences Ethics Committee, dated
December 6, 2021, and numbered 2021-SBB-0463.

2.4. Measures
2.4.1. Questionnaire

The research team developed a self-report questionnaire
crafted to assess the current physical activity status of
children and to identify their physical activity needs, as
perceived by their parents. The survey questions were
thoughtfully designed to align with the research questions
and underwent a rigorous evaluation process, which
included review by language experts and measurement
experts to ensure the language used was appropriate and
the questions were clear. The questionnaire encompassed
three key components:

1. Demographic Information: This section included 12 items
to gather essential demographic details about the children
and their families, providing context for the study.

2. Multiple-Choice Questions: This section contained 9
multiple-choice items, strategically formulated to elicit
information about the daily physical activity routines of the
children. These questions aimed to quantify and categorize
the types and durations of physical activities in which the
children engaged.

3. Open-Ended Questions: Comprising 8 open-ended items,
this section was designed to delve into the parents'
perspectives on their children's physical activity needs.
These open-ended questions invited parents to share their
insights, suggestions, and concerns, providing a more
qualitative and nuanced understanding of the subject
matter.

Additionally, parents were asked for their consent to record
their voices while responding to the open-ended questions.
This audio recording feature was included to capture the
nuances and richness of the parents' responses, ensuring a
comprehensive and accurate portrayal of their thoughts
and concerns.

2.5. Data Analysis

The survey data collected in this study underwent a
comprehensive analysis process, employing two distinct
software programs: Jamovi (Jamovi, 2023) and MaxQDA
(VERBI Software, 2020). The analysis was tailored to the
nature of the data and the specific objectives of the research.
Descriptive statistics and plots were employed to
summarize and present
Frequencies and percentages were calculated to analyze
data related to children's physical activity routines and
habits. This quantitative
understanding of the prevalence and distribution of
various activities among the study participants.

demographic information.

approach facilitated the

To gain deeper insights from the open-ended responses, a
thematic analysis approach was utilized, following the
guidelines proposed by Braun and Clarke (2006). The
thematic analysis involved several iterative steps. These
steps included the codes,
subsequent organizing of codes based on commonalities,
and the aggregation of similar codes under predetermined

identification of initial

themes.

In cases where the textual data did not naturally fit within
the existing themes, collaborative discussions among the
researchers were conducted to assess the need for new
themes or categories. This iterative process allowed for the
comprehensive exploration of the rich qualitative data
collected during the study. It is noteworthy that the data
analysis process was not strictly linear but, rather, followed
a dynamic and iterative approach. Researchers engaged in
back-and-forth movements between different stages as
needed, ensuring that the analysis was thorough and
reflective of the nuanced insights obtained from the data.
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3. Findings

The survey included a binary question asking parents
about the sufficiency of their children's daily physical
activity. Out of the 27 respondents, 23 parents indicated
that their children did not engage in sufficient physical
activity. To further understand the reasons behind this
insufficiency, the responses provided by the parents were
analyzed, resulting in the identification of various codes
and themes. Table 1 presents these codes and themes for
reference.

Table 1.

Parental Perspectives on Insufficient Physical Activity

Theme Code f
Individual Excessive screen time 5
factors
Lack of motivation 4
Lack of outdoor time 3
Inability to individualize activities 2
Genetic factors 2
Family- Family restrictions 3
related
factors Family financial situation 3
Birth order among siblings 2
Lack of Lack of school incentives 3
opportunities
Insufficient physical activity facilities 3
at school
Lack of community areas/facilities in 3
the city
Transportation issues 2
Insufficient school infrastructure 2
Insufficient number of instructors 2
Insufficient extracurricular course 2
opportunities
Time and Inability to allocate time due to long 4
scheduling working hours
limitations of
Lack of time due to exam and 4
parents

homework responsibilities

Based on the analysis of Table 1, it can be concluded that
excessive screen time (f = 5) is a significant factor
contributing to insufficient physical activity. Among the
personal factors, lack of motivation (f = 4), limited outdoor
time (f = 3), inability to be independent (f=2), and genetic

factors (f = 2) were identified. In terms of family-related
factors, budget restrictions (f=3) and birth order (f=2) were
notable. The lack of opportunities theme included
insufficient school support (f = 3), inadequate school and
community spaces for physical activity (f = 3),
transportation limitations (f = 2), insufficient school
infrastructure (f = 2), a shortage of trainers/instructors (f =
2), and a lack of after-school programs. The time and
scheduling limitations theme encompassed long working
hours for parents (f = 4) and the academic demands of
homework and exams for students (f = 4). Some of the
statements of the parents are presented below.

P1: “Mom had 3 pregnancy failures before his birth which
makes her over protective. She is a typical helicopter
parent. Our child has been spending too much time at home
since mom does not allow him to be outside very often. He
can do everything when we are with him outside but he
cannot even go to the playground by himself”.

P3: “Of course my kids are not physically active enough.
Our location is not convenient for physical and social
places. We are living far from most of them. Budget is
another problem. They only spend time out in front of our
house. They sometimes ride a bike but that is it. They
cannot go to the gym or swimming for example”.

P6: “It would be nice if there were extra after school
programs for physical activity. His activity is limited to
playing basketball at the school yard. Sometimes we take
him to playgrounds. Not enough”.

P10: “Yes, I agree that the child's physical activity is
insufficient. Playing soccer in alleys is not providing
enough opportunities for physical activity. The lack of
adequate outdoor space further limits the ability to engage
in active play. Additionally, schools are not dedicating
enough time to physical activity. Offering only 1 or 2 hours
of Physical Education class per week is insufficient.
Moreover, having only one Physical Education teacher who
needs to accommodate the diverse interests of both girls
and boys poses a challenge. The short breaks also restrict
the time available for children to be physically active.”.

When the parents’ responses were examined and analyzed
in terms of perceived results of the insufficient physical
activity of children, the presented codes and themes on
Table 2 were obtained.
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Table 2.

Parental Perspectives on the Results of Insufficient Physical
Activity

Theme Code f
Social- Lack of self confidence 8
emotional Technol ddicti 6
development echnology addiction
Lack of peer relations 4
Shyness 4
Introversion 3
Mental health issues 2
Lack of communication 2
Physical- Sedentary behaviors 7
development . .
Weight gain 6
Unhealthy body look 5
Developmental delays 3

Examining Table 2, it can be observed that sedentary
behaviors (f=7) and lack of self-confidence (f = 8) were the
most perceived
insufficient physical activity. In terms of social-emotional
development, technology addiction (f = 6), lack of peer
relations (f = 4), shyness (f = 4), introversion (f = 3), mental
health issues (f=2), and lack of communication (f = 2) were
identified as codes. The physical-development theme
encompassed weight gain (f = 6), unhealthy body
appearance (f = 5), and developmental delays (f = 3) as
notable factors related to the consequences of physical
inactivity, according to parents' responses.

prominent results associated with

According to parent statements, sedentary lifestyles have a
significant impact on children's self-confidence (P3). They
believe that engaging in physical activities they enjoy can
improve their social lives and boost their self-confidence.
Internet addiction and excessive use of phones or tablets
are perceived as outcomes of sedentary behavior (P8):

P8: “Internet addiction, phone or tablet addiction is a result.
Of course, we can't take them away from them completely
but physical activities would definitely help to schedule
their day against excessive technology use.”.

Parents also noted that children find it more convenient
and enjoyable to engage in digital activities, such as playing
soccer in digital environments, rather than playing soccer
outdoors (P10). Furthermore, apart from the physical
consequences, insufficient physical activity was associated
with negative effects on social interaction and isolation
(P15).

The parents were also queried about their views on
potential strategies to promote a change in their children's
habits towards regular physical activity. After analyzing

their responses, several prominent themes emerged, with a
particular focus on the availability and accessibility of
physical within and outside the school
environment. Table 3 presents the specific themes and

activities

corresponding codes identified in their responses.
Table 3.

Parental Perspectives on Promoting Children’s Physical Activity
Habits

Theme Code f
Supportive Family support 4
environment - -
Authorities’ support (School, Ministry 3
of Education etc.)
Transportation support for attending 3
courses
Expanding Increasing the number of courses 5
conee Diversifying the types of 4
offerings iversifying the types of courses
Creating age-appropriate course 3
options
Providing Guiding children towards activities 5
guidance they are interested in
Promoting physical activities in the 4
school environment
Creating role models 2
Enhancing More community areas 4
hysical
Py More physical activity areas at school 4
activity
spaces More physical activity areas outside 3

According to parental responses presented on Table 3
above, the importance of guidance provided by schools and
other authorities such as the Ministry of Education (f = 3)
was emphasized as crucial for children to develop regular
physical activity habits. Parents also stated that such
authorities could support children in establishing these
habits by providing transportation (f=3) and infrastructure
(f=11), as well as by increasing the variety of activities (f =
4) available for different age groups (f = 3). Additionally,
parents believed that having role models at school (f = 4)
and at home (f = 2), as well as guiding children (f = 5) in
structured physical activities, would be vital for children to
adopt healthy habits of physical activity. Here are some
specific examples of parents' perspectives:

P3: "Well, there may be shuttles for easy access to the after-
school programs offered by the Ministry of National
Education, for example. I definitely need to take two
different transportation lines to access, for example. Not
every family could afford this. Yes, they take physical
education classes at school, but it would be better if they
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were more frequent and included different types of
physical activities for various age groups."

P10: "In fact, as our friends just said, transportation support
is needed. Sometimes we have problems with the age
group limitations. Children below 5 and above 8 years old
are underrepresented in physical activity programs. It can
be improved a little more, and perhaps community areas
could be relocated to more central places. The types of
activities are also limited."

Parents were also presented with their views on the types
of physical activities that their children need. Table 4
summarizes themes and codes based on parent responses.

Table 4.

Parental Perspectives on the Needed Physical Activity Types

Theme Code f
Physical ~ Group activities (basketball, volleyball, 11
activity soccer, structured play)
type
P Activities that involve coordination skills 4
Activities that require attention and focus 2

As observed in Table 4, parents highlighted the importance
of group activities (f = 11) and activities that involve
coordination (f = 4) and motor skills (f = 2). Here are some
statements from parents:

P9: "Activities that require coordination and motor skills
are very important in young children. I believe that even
structured play suitable for their age is highly beneficial."

P19: ‘Movements that support coordination...Simple hand
and arm movements and participation in activities that
children are generally interested in, such as jumping or
running...”.

Parents who explained their children's physical activity
needs in this way shared their views on the effect of
physical activity on their children's behaviour and
motivation, and associated physical activity with positive
behaviour and increased motivation, as shown in Table 5.

Table 5.
Parental Perspectives on the Effects of Physical Activity

Theme Code f

Positive Self-confidence 9

behavior . .
Positive emotional state 8

and

wellbeing  Temper management 7
Enhanced socialization 5
Reduced excessive technology use 5
Positive family-child interaction 4
Planned lifestyle 4
Sense of achievement 3
Sleep schedule 2

The most apparent positive behavior outcomes expected by
parents as a result of regular physical activity can be
categorized under the theme of "Positive Behavior and
Well-being." This theme includes increased self-confidence
of children (f=9), positive emotional state in general (f=8),
effective temper management (f=7), enhanced socialization
(f = 5) with reduced excessive technology use (f = 5).
Additionally, parents also anticipate positive changes in
family-child interaction, the child's sense of achievement (f
=3), and improved sleep schedule (f=2). Below are specific
examples of parents' views regarding the expected positive
behavior outcomes of regular physical activity:

P4: "It will definitely impact their behaviors positively
because children like physical activity. They would be more
motivated if they involved physical activities on a regular
basis. I also expect to observe an increase in interaction
between them and us."

P7: "He seems happier when he is involved in physical
activity. He also manages his temper better. Children need
to move for better temper management, I think. They
should spend some physical effort for a positive emotional
state. These are interrelated. We sometimes try to guide
him in terms of physical activities, but our preparedness is
limited. His sleep and eating schedule also depend on how
much physical activity he has done in a day. When he stays
home sedated, he eats more junk food and uses technology
excessively."

These statements highlight the parents' expectations of
increased self-confidence, positive behavior changes,
improved emotional well-being, enhanced family-child
interaction, and the influence of physical activity on sleep
and eating habits. When parents were asked the type and
frequency of the physical activities that they do with their
children, following themes and codes as seen on Table 6
emerged.
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Table 6.

Physical Activities Engaged with Children

Theme Code f
Type of Walking out together 9
activity Playing soccer together 8
Biking together 5
Swimming together 5
Housework 5
Frequency Everyday 9
1-2 times a week 13
Only in summer break 2
Very rarely 2

As summarized in Table 6, the most common physical
activity engaged in by families as a family activity is
walking outside together (f=9). This is followed by playing
soccer together (f = 8), biking (f = 5), swimming (f = 5), and
participating in housework duties together (f = 5). The
frequency of these activities varied among families, ranging
from daily (f = 9) to very rarely (f = 2). Here are some
regarding  their
engagement in physical activities with their children:

selected statements from parents

P5: "Whenever we have free time, we enjoy walking outside
or swimming together."

P18: "We play soccer at home every day, and sometimes my
spouse joins us. Additionally, we go for family walks once
or twice a week."

P25: "Due to my busy schedule, I rarely get the opportunity
to engage in physical activities with my child. However, I
am responsible for taking him to private physical activity
courses."

Lastly, parents were asked about the available physical
activity programs that their children have attended in the
city. Table 7 summarizes the activity programs that the
children have attended.

Table 7.

Physical Activity Programs Attended by Children

Theme Code f

Available programs Swimming 24
Soccer 16
Basketball 6
Teak-wan-doo 3
Kick-Box 1

According to the opinions regarding the physical activity
programs utilized, it is understood that swimming is the
most important program (f = 24). It is followed by soccer (f
=16), basketball (f = 6), tackwondo (f=3), and kickboxing (f
= 1) codes. Some examples of parent statements are
provided below:

P3: "...there was one soccer program that I sent my son to,
it was free and he went 2-3 times a week during the
summer. I don't know if there are any paid physical activity
programs, I haven't researched it because I thought I
couldn't afford it.”

P9 "Well, there are swimming courses that don't cost
much.”

The qualitative results from the parent perspectives
provide valuable insights into the physical activity needs
and actions that can be taken to promote regular physical
activity habits in children. Parents emphasized the
importance of increasing the number and access to physical
activities both in and out of school, with specific
suggestions such as expanding course options, creating
age-appropriate activities, and providing transportation
support. They also highlighted the positive impact of
physical activity on children's self-confidence, emotional
state, temper management, socialization, and avoidance of
excessive technology wuse. Family involvement, role
models, and structured play were seen as important factors
for fostering healthy habits. Furthermore, parents
expressed their engagement in various physical activities
with their children, such as walking, playing soccer, biking,
swimming, and even doing housework together. These
findings emphasize the significance of collaborative efforts
between schools, authorities, and families in promoting
and facilitating regular physical activity for elementary
school children, ultimately contributing to their overall
well-being and development.

4. Discussion

Based on the findings of our needs analysis, the qualitative
results obtained from the parent perspectives offer valuable
insights into the physical activity needs of children and
provide actionable steps that can be taken to promote regular
physical activity habits. The parents' feedback highlights the
importance of increasing the availability and accessibility of
physical activities both within and outside of school settings.
Specific suggestions include expanding the range of course
options, developing age-appropriate activities, and providing
transportation support to overcome barriers to participation.
By recognizing and addressing the specific needs identified by
parents, such as increasing opportunities, providing support,
and involving families in physical activity initiatives, the
physical activity program aims to create a conducive
environment for children to develop and maintain healthy
habits. These collaborative efforts are crucial for ensuring the
overall well-being and development of children during their
formative years. The conclusion can be summarized as
follows:
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¢ Of the 27 parents who participated, 23 reported that their
children were not engaging in sufficient physical activity. The
primary reasons identified were children’s preference for
spending more time in digital environments, financial and
logistical challenges in accessing physical activities, a lack of
diverse activity options, and the absence of suitable spaces for
physical activities both in and out of schools.

e Parents highlighted the importance of several measures to
encourage physical activity in children. These include
increasing access to physical activities, creating appropriate
spaces for exercise, offering a variety of physical activity
options, guiding children towards active participation, and
raising awareness about the importance of physical activity.

o In particular, parents recommended structured group
activities such as basketball, football, volleyball, and organized
games, as well as activities designed to improve coordination,
attention, and concentration skills.

Design of the Physical Activity Program and E-Guide Based
on Need Analysis Findings

The findings from the need analysis indicate that children are
engaging in inadequate levels of physical activity. The
primary factors contributing to this insufficiency include
financial constraints within families, their lack of awareness
regarding the significant impact of physical activity on child
health, and excessive sedentary behavior of children,
particularly involving electronic devices. The pandemic has
exacerbated these issues, which continue to persist in the post-
pandemic period. Schools also face limitations in terms of
available instructors and physical activity options to
encourage children's habits. These research findings have
played a crucial role in shaping the content of the developed
e-guide and physical activity program, ensuring they
effectively address the identified challenges and provide
suitable solutions. The program and guide aim to empower
parents in facilitating their children's participation in enjoyable
and beneficial physical activities, fostering a healthy and active
lifestyle from an early age.

More specifically, parents emphasized the importance of
receiving support themselves in order to ensure the healthy
physical development of their children. They expressed the
need for conscious guidance and the provision of physical
activity environments both within and outside of school.
Taking into account the developmental levels and physical
fitness of elementary school children identified in the needs
analysis, a personalized physical activity program was
developed consisting of different components such as the
type, intensity, duration, and frequency of physical activity. As
part of this program, physical fitness tests were conducted for
children. The tests administered encompassed test batteries
that demonstrated reliable and valid results. These batteries
assessed various components of physical fitness, including
aerobic endurance, anaerobic power, strength, flexibility,
balance, and body composition. The purpose of these tests was
to accurately determine the students' levels of physical fitness
for designing a tailored plan.

More specifically, for the first group, consisting of 1st and 2nd
grades, a 12-week physical activity program and educational
games were developed to enhance basic movement skills. The
first two weeks of the program focus on physical activities
(such as walking, running, jumping, hopping, stepping,
skipping, sliding, and climbing) and educational games aimed
at developing locomotor skills and improving endurance as
the primary training type. In the third week, activities
targeting non-locomotor skills (such as bending, rotating,
swinging, and flexing) and flexibility are emphasized. Weeks
four, five, and six are dedicated to activities promoting
manipulative skills (such as grasping, catching, ball dribbling,
kicking, and control), with the aim of improving speed, agility,
and coordination. Weeks seven and eight focus on activities
that enhance balance skills (including bending, stretching,
static and dynamic balance) as well as coordination and
reaction. The ninth week involves exercises targeting balance
and rhythm, while the tenth week is dedicated to coordination,
complex skills, and sport-specific abilities. The eleventh week
continues with the same activities, focusing on strength and
flexibility, and the twelfth week focuses on strength and
mobility. All activities are scheduled for three days per week,
with each activity lasting 45 minutes.

Similarly, a 12-week physical activity program and
educational games were developed for the second group,
consisting of 3rd and 4th grades, to enhance basic movement
skills. The physical activity program and educational games
for this group are designed to consider age and developmental
level, with adjustments made to the level and intensity of
activities. The program follows a similar structure to the first
group, with the first week focusing on locomotor skills and
overall endurance, the second week on non-locomotor skills
and flexibility, the third, fourth, and fifth weeks on
manipulative skills, speed, agility, and coordination, the
seventh and eighth weeks on bending, static and dynamic
balance, as well as balance and coordination/reaction, the
ninth week on rhythm skills, balance, and agility, and the final
three weeks on developing coordination, complex skills, and
sport-specific abilities through a combination of locomotor
and non-locomotor skills, manipulative skills, balance, and
rhythm. The intensity of the activities is moderate for the first
nine weeks, and then it increases to moderate and high levels
for the following weeks. All activities are scheduled for three
days per week, with each activity lasting 45 minutes.

Activity content designed for parents was created in a manner
that is easy to understand for them and enjoyable for their
children. The prepared home activity e-content that is
presented in Figure 1 is an example of this.

School activities prepared for teachers were designed in a way
that can be understood by coaches/instructors during
implementation in schools. An example of the prepared school
activity e-content is presented in Figure 2.
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Figure 1. Online home activity example as appears on Moodle
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Figure 2. An example of school activity
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To continuously enhance parent and
engagement, a customized online parent guide system was
developed wusing Moodle-based course design and
integration of e-content. Moodle, an open-source and
widely used learning management system, was chosen to
provide users with access to e-content. User interactions
and progress within the platform will be tracked using
Moodle's learning analytics tools. For this purpose, the

SmartKlass plugin, designed specifically for the Moodle

awareness

After developing a desktop and mobile-responsive
environment based on Moodle,
integrated into the platform. Necessary improvements
were made to the Moodle platform based on the data
obtained from the pilot implementation with the intended
users. Figure 4 illustrates a screenshot of the Moodle
interface.

the e-content was

After the Moodle installation, a course was designed

specifically for parents. The course for parents was created

learni ement system, was utilized. This plugi . . . .
arning management system, was utiiz 1S PUBIL gy a simple and straightforward manner, allowing

offers dashboards and reports by utilizing a range of user

individual ith minimal ter lit t il
data in addition to user activity logs in Moodle (Figure 3). naivicua s with minimat computer fteracy 1o easty

navigate through the content. Once the course for parents

i - was developed, the e-content for home activities, aligned
@ Ossons _ with the personalized 12-week physical activity program

e e prepared by experts, was integrated into the system. The
==

content for parents was presented in a linear fashion within
the Moodle structure.

The e-content prepared for teachers was organized into
folders according to grade levels and presented within the
Moodle course for a duration of 12 weeks. The content was
integrated into the system to facilitate easy access and
navigation for teachers. Due to the insufficient system file
: o upload size, the videos were embedded in the system as
YouTube links. Figure 5 displays a screenshot of an activity
video archived on YouTube, with the option of sharing it
outside of the playlist.

Figure 3. A screenshot of the SmartKlass plugin

(ounmac @

&« C O hups

/projemoodle.erbakan.edu.tr/?redirect=0 A % «Q S o= O N
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1)) oyunlar bulunmaktadir. 1 ve 2.siniflarin oyunlari ortak olarak yer almaktadir. Ayrica 3 ve
4.siniflarinda oyunlari ortak olarak bulunmaktadir. Cocugunuzla oynayacaginiz oyunlara ulasmak
icin “Bireysellestirilmis Fiziksel Aktivite Programi" basligina tiklamaniz gerekmektedir. ilgili bashga
tikladiktan sonra acilacak ekranda ¢cocugunuzun sinif diizeyine uygun oyunlari oynamaniz
gerekmektedir.
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ARASTIRMALARI

Tesekkur ederiz.
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Figure 4. A screenshot of the Moodle interface
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» YouTube
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Figure 5. A screenshot of an in-school video activity

The aim of this study is to design a physical activity
program for children in grades 1 through 4 that is
supported by parents and teachers, while considering each
child's unique needs, interests, and developmental stage.
By evaluating the perspectives of parents and teachers, the
study sought to gather insights into children’s needs and
levels of physical activity. The findings derived from the
collected data have contributed to the development of a
personalized program that actively engages children
through various games
However, certain limitations should be considered
regarding the feasibility and sustainability of such a
program. For instance, constraints on parents” and teachers’
time or potential challenges in implementing
individualized programs could affect the program’s
effectiveness. Additionally, it has been observed that extra
strategies are needed to support children’s long-term
participation and motivation.

educational and activities.

This study aims to guide future research by addressing the
feasibility and impact of implementing individualized
physical activity programs and exploring ways to
overcome challenges associated with such initiatives.

The study's conclusions about parents' perceptions of the
advantages of physical activity for their kids are consistent
with earlier studies that show the beneficial effects of
physical activity on a number of developmental domains in
kids. This includes the following: the cognitive
development (Best, 2010; De Greeff et al., 2018; Fedewa &
Ahn, 2011; Lees & Hopkins, 2013), academic performance
(Daly Smith et al., 2018; De Greeff et al., 2018; Fedewa &
Ahn, 2011; Lees & Hopkins, 2013; Reed et al., 2010),
concentration levels (De Greeff et al., 2018; Mavilidi et al.,

2022; Siedentop, 2009), psychosocial well-being (Holt et al.,
2011; Nies & McEwen, 2007; Sebire et al, 2011), and
motivation (Mavilidi et al., 2022; NICE Public Health
Collaborating Centre, 2007; Watson et al., 2017).

Families believe in the benefits of physical activity for their
children's development. It is known that growth and
development in the human body is a process with a
complex structure that is completely inseparable from each
other. There are genetic, epigenetic and environmental
factors that affect this process. These factors affect
development by playing a different dominance from time
to time (Cameron & Schell, 2021). Environment is an
important When the
environment is natural, it does not leave a negative impact
on genetic factors and the potential can be fully realized
(Hussain, 2012). Considering the epigenetic factors that
create the effects of the environment on heredity, even the
lifestyle that the past generation was exposed to can be
considered among the effective factors for a healthy
generation (Czerwinski et al., 2007). For an individual to
grow and develop healthily, individuals who live in a
natural environment, do not have harmful habits, and have

factor for genetic potential.

a high level of physical activity must have children and
raise their children under the same conditions.

Childhood has a significant influence on the development
of the human body in later life. Childhood obesity and
unhealthy lifestyle lead to poor
performance, delays in cognitive and physical
development, and an increased risk of chronic diseases
later in life. Children who have sedentary lifestyles—a life
that is immobile, unhealthy, and inactive —are more likely
to experience long-term health issues. Children's body

choices school
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growth indices are shown to be lower than the global
average in low-income nations, where malnutrition and
bad lifestyles are more prevalent (Miiller & Krawinkel,
2005). But there is more to this issue than just the nations'
economic circumstances. Obesity is another risk that
develops when a balanced diet and healthy lifestyle are not
maintained, and it is a common occurrence in developed
nations. Considering the high probability of those who
were obese in childhood to become obese in later ages, it is
likely that the rate of obese individuals will increase in the
coming years (Singh et al., 2008). A healthy existence also
requires physical exercise in addition to an adequate and
balanced diet. Distinct health hazards
deficiencies in each domains. The results of the study also
indicate that families whose views were sought out

arise from

emphasize that their kids acquire weight when they aren't
getting enough exercise. Research shows that children in
early childhood who experience rapid weight gain are
more likely to face obesity in later ages (Norris et al., 2021).
Neville et al. (2022), a new meta-analysis examining the
impact of the COVID-19 pandemic on adolescents' levels of
physical activity, contrary to sedentary lifestyles, reported
a daily decrease of 17 minutes in moderate to vigorous
physical activity (MVPA) following the pandemic. More
than a third of participants who had previously met the
WHO's recommendation for physical activity during the
COVID-19 restrictions no longer met the guidelines,
according to a study that looked at how patterns of
sedentary behavior and physical activity changed among
152.421 participants in Germany. In addition, compared to
pre-restriction levels, individuals' participation in sports
activities significantly decreased, and they became more
sedentary (Herbolsheimer et al., 2024).

Physical activity increases overall energy expenditure and
fat oxidation, which can reduce fat mass and maintain lean
body mass. Therefore, increasing physical activity is
considered an important strategy for preventing childhood
obesity (Yan-Ping et al, 2010).
cardiovascular risk variables are linked to increased
physical activity (Oliveira et al, 2017). It has been
determined that fatness is a harbinger of cardiovascular
diseases, especially in the 7-9 age range, and that this

Improvements in

relationship is weak or null at earlier ages (Owen et al,,
2009). According to the study's participant families, it is
crucial that elementary school-aged children transition
from a sedentary lifestyle to one that involves frequent
physical activity.

Additionally, the study's parental viewpoints underline the
critical roles that regulated play and family participation
play in helping children develop good habits and increase
their physical activity levels. The results showed that
parents actively participate in a range of physical activities
with their kids, including riding, walking, and soccer. This
emphasizes how crucial it is for families, schools, and the
government to work together to create an atmosphere that
supports and encourages primary school students to

engage in regular physical activity. Prior research has also
confirmed the importance of family participation and
teamwork in encouraging children's physical activity.
Studies have indicated that when parents engage in
physical activities with their kids, it improves family
communication and raises the probability that kids will
exercise regularly (Nies & McEwen, 2007; Sebire et al.,
2011).

It can be difficult and exhausting for families to model good
movement habits for their children and to cultivate these
behaviors at home, in schools, and in ever-changing
contexts and conditions (such as technology, social norms,
legislation, etc.) (Sallis et al., 2012; Nyberg et al. 2020;
Guthold et al., 2020). According to reports, one of the
primary  socio-environmental elements influencing
sedentary behavior and physical activity is the perceived
social milieu of one's neighborhood (Rogers et al., 2024).
Greater levels of perceived neighborhood satisfaction
(perceived safety, comfort, familiarity, and facilities) were
linked to greater levels of physical activity involvement
(e.g., cycling, skateboarding, and fitness), according to a

cross-sectional study (Bazaco et al., 2016).

Pedagogical and environmental tactics were used in a 30-
month intervention research in 20 primary schools in
Melbourne, Australia, to encourage physical activity and
decrease/eliminate sedentary behavior in third-grade
pupils. Instructors were given eighteen lesson plans that
included basic lessons on the value of lowering sedentary
behavior in order to motivate students to be more active.
Instructors  facilitated
encouraged students to stand or move during homework,
improved the environment (by, for example, drawing game
lines in the yard), and provided strategies in parent
newsletters to help children spend less time sitting at home.
All of these activities were designed to reduce and
eventually eliminate the amount of time that children
spend sedentary during lessons. According to the study,

standing in the classroom,

children's MET values and levels of physical activity have
increased. If the intervention's effects continue, there may
be health advantages in the form of reduced healthcare
costs and a decreased risk of developing chronic diseases
later in life (Brown et al., 2024).

Children who abandon a sedentary lifestyle are known to
have a lower chance of developing health issues later in life
(Owen et al., 2010). Engaging in physical activities with
their children is one way that families may promote their
health. Furthermore, research has shown that children's
attitudes and behaviors toward physical activity are greatly
influenced by parental support and positive role modeling
at home (Zhang et al., 2021; Zeng et al., 2022).

Hoy et al. (2024) suggest that parental adoption of healthy
lifestyles and physical activity practices have fundamental
effects on children's development. Furthermore, it has been
discovered that Swedish parents who engage in moderate-
to-vigorous physical activity benefit their daughters. Wu et
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al.'s (2019) investigation in China revealed that the physical
activity level of youngsters is also influenced by the type of
family. There are moderate to substantial correlations
between young children's activities and parents who model
physical activity, according to systematic
According to the study, children's levels of physical activity
can be increased by parents' support and encouragement,
while children's screen time can be decreased by parents
cutting back on their own screen time (Xu et al.,, 2015).
Previous research on factors facilitating and constraining

reviews.

adolescents' physical activity participation has also noted
that the family can be experienced both positively and
negatively (Martins et al., 2015). In another study, it was
reported that parents' emotional support, physical activity
modeling, parents' knowledge/beliefs about physical
activity, and various socio-demographic factors are
associated with children's physical activities. Additionally,
parental modeling (physical activity and screen time) and
family expectations (rules) were reported to be important
in limiting children's and adolescents' sedentary behavior
and screen time (Rhodes et al., 2020). The Global Matrix 3.0
Physical Activity Report Card was used to analyze data
from 49 countries. Based on the Human Development
Index (HDI), the countries were divided into three
categories. The analysis was done in three ways: (1) an
overall score that was determined by adding the range
values for all indicators; (2) a behavioral score that included
the range values for General Physical Activity, Organized
Sports and Physical Activity, Active Play,
Transportation, and Sedentary Behaviors; and (3) an
enabling environments score that included the sum of the
range values for Family and Peers, School, Community and
Environment, and Government. A global concern for
physical activity among children and youth is indicated by
the differing grades among nations in metrics including
general physical activity, organized sports and physical
activity, active play, and active transportation. Average

Active

grades of "C-", "D+", and "C-" were recorded for nations
with low and medium HDI, although equivalent scores
were attained by those with high and very high HDI. This
emphasizes the necessity of deliberate public investments
to put into practice successful programs meant to increase
opportunities for physical activity (Aurbert et al., 2018).

It is crucial to stress that the well-planned implementation
schedule and content of the educational games and
physical activity program will be just as critical to their
success as their content. Over the course of the program's
twelve weeks, three sessions will be held.

Four sessions a week at home, each lasting 20 to 30 minutes,
and three session per week at school, lasting 45 minutes,
provide and structured participation,
optimizing the advantages for the involved children. This
result is in line with earlier research’ suggestions, which
stress how crucial it is to take into account the frequency,
length, and intensity of physical exercise programs
(Guzauskas & Sukys, 2021).

will regular

The World Health Organization (WHO) recommends that
children and adolescents aged 5 to 17 engage in at least an
average of 60 minutes of moderate to vigorous physical
activity per day. The guidelines suggest that activities
should be aerobic, can be supported through games, and
should include muscle and bone-strengthening activities at
least three times a week (WHO, 2020). Physical activity is
positively correlated with physical, psychological/social,
and cognitive health indicators in children and adolescents,
according to a systematic analysis of 162 studies. For the
prevention of disease and to promote health in children and
adolescents, at least 60 minutes of aerobic activity should
be included daily from young people (Poitras et al., 2016).
A study examining the effect of intensity, frequency,
duration, and volume of physical activity on skeletal
muscle conditioning in children and adolescents found that
high-intensity physical activity performed less than 3 times
per week and less than 60 minutes per session effectively
improved muscle conditioning. Additionally, resistance
training with >3 sets/session and <10 repetitions/set
significantly ~enhanced muscle
frequency, high-intensity, and short-duration physical
activity were reported to more effectively improve muscle
conditioning in children and adolescents (Wu et al., 2021).

conditioning. Low-

In a study examining the time spent by children aged 10-13
in Canada participating in outdoor active play, active
travel, curriculum-based physical activity at school, and
sports, that they spent
approximately 2 hours per day engaging in these four types
of physical activities. However, only a small portion of this
2-hour period (approximately 29% based on weighted
averages) was spent at moderate to high intensity. It was
also observed that about 49% of the accumulated moderate-
intensity movements throughout the day were obtained
from other sources of physical activity (such as outdoor
active play and organized sports). In light of these findings,
to promote physical fitness development, it may be

organized it was found

recommended to increase children's engagement in
outdoor active play and adhere to WHO recommendations
by performing aerobic exercises for a minimum of 3 days
per week, each session lasting 30-60 minutes (Borghese &
Janssen, 2019).

It is important for the activity to be well-structured to
ensure continuity. It has been reported that a 12-month
web-based weight loss intervention program, including
physical activity and dietary behavior,
improvements in participants' physical activity and diets
by the end of the program (Carlson et al., 2012). A study
reported that a school-based intervention aimed at
reducing sedentary time during classroom hours could
significantly decrease waist-to-hip ratio, especially in
children with higher baseline levels. The findings suggest
that cost-effective and low-resource interventions targeting
childhood obesity are promising (Ronca et al., 2024). A
study evaluating the effects of a 2-year middle school
physical activity and healthy eating intervention, including

resulted in
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environmental and computer-specific components, on BMI
and BMI z-scores in boys and girls found that in girls, BMI
and BMI z-scores increased significantly less in the
intervention group with parental support compared to the
control group (p < .05) or the intervention group alone (p =
.05). There were no changes observed in boys (Haerens et
al., 2006).
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This study aims to compare the primary school 1-4 mathematics curricula published in 2018
and 2024. In this study, where the case study model was adopted, data were collected
through document review. The collected data was analyzed with the descriptive analysis
technique. The analysis revealed that the primary changes occurred in the naming of
learning and sub-learning areas, with the 2024 curriculum adopting the terms ‘theme’ and
‘content’. It has been determined that 229 learning objectives were replaced by 111 learning
outcomes in the 2024 program. It has been observed that a skill-based, thematic structure
has been adopted with the 2024 curricula, a more concrete process has been processed based
on daily life problems, and coding activities have been included. In the 2024 program, some
concepts such as tree diagram, column chart, point, line, ray and plane have been removed.
Angle has been associated with daily life and addressed as a dynamic rotation quantity.
Moreover, at the 3rd and 4th grade levels, addition, subtraction, multiplication and division
operations are given in the context of making predictions and performing mental
calculations before the presentation of procedural information.
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Bu calismada 2018 ve 2024 yillarinda yayimlanan ilkokul 1-4 matematik dersi 6gretim
programlarinin karsilastirilmasi amaglanmistir. Yapilan ¢alismada durum calismasi modeli
kullanilmis olup dokiiman incelemesi ile veriler toplanmistir. Toplanan veriler ise betimsel
analiz teknigi ile ¢oziimlenmistir. Yapilan analizler sonucunda, oncelikli degisikliklerin
Ogrenme ve alt 6grenme alanlariin isimlerinde oldugu, 2024 programinda tema ve igerik
olarak adlandirmalarin yapildigr goriilmiistiir. Ayrica, 2018 programinda yer alan 229
kazanimin, 2024 programinda yerini 111 6grenme ¢iktisina biraktigi belirlenmistir. 2024
programui ile beceri temelli, tematik bir yapiya gecildigi, giinliik yasam problemlerinden yola
cikilarak daha somut bir siireg islendigi, kodlama etkinliklerine yer verildigi gortilmiistiir.
2024 programinda agac¢ semas1 ve siitun grafigi ile nokta, dogru, 15 ve diizlem gibi
kavramlarin kaldirildigy belirlenmistir. Agi, giinliik yasamla iliskilendirilerek dinamik bir
donme miktar1 olarak ele alinmistir. Ayrica, 3. ve 4. smif diizeylerindeki toplama, ¢ikarma,
carpma ve bolme iglemleri 6nce tahminde bulunma ve zihinden islem yapma baglaminda
verilmis, ardindan islemsel bilgi anlaminda nasil oldugu sunulmustur.
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1. Giris

Egitim sistemleri, iilkelerin gelecegini sekillendiren en
temel yap1 taglarindan biridir. Egitim sistemleri, bir iilkenin
sosyal ve ekonomik gelisimin yani sira, bireylerin
entelektiiel ve kisisel gelisimlerinde de kritik rol oynar.
Egitim sistemlerinin tasarlanma siirecinde belirlenen
yaklasimlar {ilkenin hedeflerine ve toplumun ihtiyaglarina
gore degismektedir. Ogrencilerin gelecekte basarili
olmalar1 i¢in gerekli goriilen bilgi ve becerilerin dengeli bir
sekilde hazirladiklar
programlarina baglidir.

kazanilmas1  ise Ogretim
Ogretim programi, egitim sisteminin amacina ulagmast igin
okullarin yapmakla sorumlu oldugu bir 6grenme plarn
olarak (Tyler, 1957) ya da okul i¢inde ve okul disinda ister
grup halinde isterse bireysel olarak gergeklestirilen ve okul
tarafindan planlanip yiiriitiilen 6grenme etkinliklerinin
timii olarak (Kerr, 1968) tanimlanmaktadir. Bireylerin
yetismesinde ve cagdas egitim seviyelerine ¢ikilmasinda
O0gretim programlarinin 6nemli oldugu goriilmektedir.
Ogretim programlarinin  degisimi, toplumun degisen
ihtiyaglarina yanit verme kapasitesinin bir gostergesi olup
egitim sisteminin dinamik ve siirekli gelisen dogasina
uyum saglamak igin kritik 6neme sahiptir. Bugiine kadar
yapilan ¢alismalar incelendiginde (Gezer vd. 2014;
Zorluoglu vd., 2016), nitelikli bir dgretim programinin
belirli bir amag¢ dogrultusunda diizenlenmesinin,
uygulanmasinin =~ ve  degerlendirilmesinin  dgretim
kazanimlar1 sayesinde oldugu vurgulanmuistir. Ogretim
kazanimlari,
davraniglar ya da mevcut davranislarinda olusturulmak
istenen degisiklikler olarak tanimlanmistir (Tekin, 2009).
Oysaki kiiresellesen diinyada ortaya ¢ikan karmagik
sorunlara karsi ¢oziimler tiretme ve disiplinler arasi is
birligine duyulan ihtiyacin artmasi, egitim sistemlerini
beceri temelli ve yenilik¢i yaklasimlara yonlendirmekte ve
ulusal egitim politikalarinin bu alanlarda gelisimine
onciiliik etmektedir (Kuzu vd., 2024). Bu baglamda, Milli
Egitim Bakanligi (MEB) ile Birlesmis Milletler Cocuklara
Yardim Fonu (United Nations International Children’s
Emergency Fund [UNICEF]) is birligi icerisinde “K12
Beceriler Cergevesi: Tiirkiye Biitiinciil Modeli” olarak
isimlendirilen beceri

Ogrenciye  kazandirilmasi  hedeflenen

temelli bir egitim yaklasimi
hazirlanmis ve burada beceri kavrami “bir ¢alisma veya
6grenme alaninda edinilen mantiksal veya sezgisel nitelikli
diistinme yaklasimi ile el becerisi, yontem ve arag-gereg
kullanmay1 gerektiren her tiirlii edinim veya eylem olarak
tanimlanmustir.” (MEB, 2023). Egitim-6gretim siirecinde
kazanilmasi beklenen beceriler ve kazanimlar degerli olup
her iki kavram arasinda bir denge kurmak 6nemlidir. Bu
kapsamda her ne kadar birinin digerinden daha nitelikli
oldugunu sdylemek yamiltici olsa da diger bir ifadeyle
nitelikli egitim i¢in her iki bireye
kazandirdiklar1 kiymetli olsa da beceri temelli egitim,
Ogrencilerin belirli is ve yasam becerilerini gelistirmelerine
ve glinliik yasam problemleriyle basa ¢ikmada daha etkili
bir siire¢ olusturmaktadir. Bu baglamda, ulusal &gretim

kavramin da

programlar1 beceri temelli yaklagima yonelmis ve 2024 yili
Ogretim  programlar1 bu yaklasim  cergevesinde
yenilenmistir. Matematik dersi  6zelinde
programlar1 2024'ten once kronolojik olarak 1924, 1926,
1936, 1948, 1968, 2005, 2009, 2015 ve 2017 yillarinda
yenilenmistir (Singer, 2018). Bunlar icerisinde Altindag ve
Korkmaz (2019) tarafindan belirtildigi gibi asil kokli
degisim 2005 matematik dersi Ogretim programi ile
yapilmustir. Ciinkii 2005 yilindaki yenilikler bir paradigma
degisimi

Ogretim

(yapilandirmact  yaklasim)  gergevesinde
yapimistir. 2018 yilinda yapilan yenilikler “Tiirkiye
Yeterlikler Cercevesi” temel alinarak yapilirken (Deveci ve
Aykag, 2020), 2024 matematik dersi 6gretim programlari

birgok bilesenle birlikte beceri temelli olarak yenilenmistir.

Yenilenen programlar igerisinde gerek egitim sisteminin
genel basaris1 gerekse bireylerin akademik ve Kkisisel
gelisimi {izerinde etkili rol oynamasi ve diger 0gretim
programlarina temel olusturmasi, matematik Ogretim
programlarini kilmastr.
kavramlarin kazandirilmas: ve

Onemli Temel matematiksel
kavramlarin
somutlagtirilmas: ile ¢ocuklara matematiksel bir temel
olusturma yolunda olan ilkokul matematik Ogretim
programinin ise kavramlarin dogru ve anlamli 6grenilmesi
agisindan  oldukga  dikkatli gerektigi
bilenmekte ve yapilan degisiklikler daha {ist siniflara iligkin
O0gretim programlarini da etkilemektedir. Nitekim birbiri
konumlandirilmig olusan
matematikte, bir olarak
anlamlandirilamamas: iliskili ya da devami niteliginde
olan konularin dgreniminde giigliiklerin ortaya ¢tkmasina

sebep olabilmektedir (Kuzu, 2017). Bu baglamda ilkokul

hazirlanmasi

lizerine konulardan

konunun tam

matematik  Ogretim  programina  iliskin  yapilan
degisikliklerin ~ degerlendirilmesinin ~6nemli oldugu
distiniilmektedir.

Beceri temelli bir yapida tasarlanan 2024 ilkokul matematik
dersi 6gretim programi K12 Beceriler Cergevesi: Tiirkiye
Biitiinciill Modeli kapsaminda “Kavramsal Beceriler”,
“Sosyal-Duygusal Ogrenme Becerileri”, “Egilimler” ve
“Alana Ozgﬁ Beceriler” seklinde dort bilesenden
olusmaktadir.  Sosyal-duygusal = &grenme  becerileri
okuryazarlik becerileri ve degerler ile yakindan iliskili olup
programda bu iki beceriye de yer verilmistir. Kavramsal ve
alana 0zgii beceriler ile O&grencilere matematiksel
kavramlar1 derinlemesine anlama ve belirli matematiksel
alanlarda uygulama yapabilme gibi matematiksel anlayisa
yonelik becerilerin  kazandirilmas:  planlanmaktadir.
Sosyal-duygusal beceriler ve egilimler ile Ogrencilere
matematik 6grenme siireglerinde gevresi ile olumlu iliskiler
kurabilme, is birligi yapabilme ve empati kurabilme gibi
tutum ve davraniglar ile iligkili becerilerin kazandirilmasi
planlanmaktadir. Kavramsal ve alana 6zgii beceriler 2024
ilkokul matematik &gretim programmin kavramlarin
Ogretimi siirecinde énemli rol oynarken, sosyal-duygusal
beceriler ve egilimler ise degerlerin kazandirilmasi
stirecinde etkin rol oynamistir. Bu baglamda 2024 ilkokul

matematik 6gretim programi tematik ve icerik olarak



O. Kuzu vd.

Ahi Evran Universitesi Kirsehir Egitim Fakiiltesi Dergisi Cilt 26, Say1 1, 2025

kavramsal ve alana ozgii beceriler 1s1ginda; 6grenme-
O0gretme yasantilari ise kavramsal ve alana 6zgii becerilerin
yani sira sosyal-duygusal beceriler, egilimler, okuryazarlik
becerileri ve degerler 1s131nda yapilandirilmistir. Kazanim
temelli hazirlanan ve gerek Ogrenme alani gerekse alt
O0grenme alani olarak tasarlanan 2018 ilkokul matematik
dersi 0gretim programinin beceri temelli hazirlanan ve
o0grenme ciktilar: ile gerek tematik gerekse igerik olarak
farkli tasarlanan 2024 ilkokul matematik dersi 6gretim
programu ile iligkisi, benzer ve farkli yonleri merak
uyandirmaktadir. Bu baglamda, bu ¢alismada 2018 ve 2024
yili ilkokul matematik dersi Ogretim programlarinin
karsilastirmali analizi yapilmis ve asagidaki sorulara cevap
aranmigtir:

1) 2018 ilkokul matematik dersi  Ogretim
programmin 6grenme alani, alt 6grenme alani,
saat ve kazanim sayis1 baglaminda smuf
diizeylerine gore dagilim1 nasildir?

2) 2024 ilkokul matematik dersi  Ogretim

programimin tema, igerik, saat ve 6grenme ciktisi
baglaminda smnif diizeylerine gore dagilimi
nasildir?

3) 2018 ve 2024 ilkokul matematik dersi &gretim
programlari

¢ kazanim/6grenme ¢iktisi sayilari nasildir?
e 9grenme alani/tema bagliklar: nasildir?
e alt 6grenme alani/igerik bagliklar: nasildir?

e ders kitaplarina ayrilan forma sayilart ve
hazirlanacak ders kitaplarinin ebatlar: nasildir?

4) 2024 ilkokul matematik dersi 6gretim programaiile
igerik temelinde yapilan degisiklikler nelerdir?

2. Yontem
2.1. Desen

Bu ¢alismada, toplanan verilerin niteligi, veri toplama
siireci ve verilerin analizi dikkate alindiginda nitel
arastirma yaklasimi benimsenmistir. 2018 ve 2024 ilkokul
matematik dersi Ogretim programlarinin yapisinin
karsilastirmali olarak betimlendigi bu calismada durum
¢alismasi deseni kullanilmis olup dokiiman incelemesi ile

veriler toplanmustir.
2.2. Veri Toplama Araglar

Calismada veri kaynagi olarak, 2018 ve 2024 yillarinda
MEB tarafindan yayimlanan 1-4 flkokul Matematik Dersi
Ogretim programlari kullanilmigtir.

2.3. Veri Analizi

Verilerin analizi siirecinde betimsel analiz tekniginden
yararlanilmistir.

2.3.1. Etik bildirim

Yapilan bu ¢alismada “Yiiksek6gretim Kurumlar: Bilimsel
Arastirma ve Yayin Etigi Yonergesi” kapsaminda uyulmasi
belirtilen tiim kurallara uyulmustur. Yonergenin ikinci
boliimii olan “Bilimsel Arastirma ve Yayin Etigine Aykiri
Eylemler” bashg1 altinda belirtilen eylemlerden hicbiri
gerceklestirilmemistir. TR Dizin Etik flkeleri Akis Semas:
uyarinca bu ¢alisma, dokiiman incelemesi niteliginde olup
herhangi bir katilimc igermediginden etik kurul izni
gerektirmemektedir.

3. Bulgular

Bu boéliimde, 2018 ve 2024 yili ilkokul matematik dersi
Ogretim programlarmin karsilastirmali analizine iliskin
bulgular arastirmanin alt problemleri dogrultusunda
sunulmustur.

3.1.2018  ilkokul —Matematik Dersi  Ogretim
Programimn Ogrenme Alami, Alt Ogrenme Alan,
Saat ve Kazamm Sayist Baglaminda Simif
Diizeylerine Gore Dagilimina Iliskin Bulgular

Bu boliimde, 2018 ilkokul matematik dersi Ogretim
programina iliskin 6grenme alanlari, alt 6grenme alanlari,
saatler ve kazamim sayilar1 incelenmis, sinf diizeylerine
gore dagilimlar: betimsel olarak belirlenmis ve elde edilen
bulgular Tablo 1’de sunulmustur.

Tablo 1 incelendiginde, dncelikle 2018 ilkokul matematik
dersi 6gretim programinin genis bir kategoriyi temsil eden
0grenme alanindan ve 6grenme alaninin belirli konularna
odaklanan alt 6grenme alanindan olustugu goriilmektedir.
Program, “Sayilar ve 1§1emler", “Geometri”, ”Olgme” ve
“Veri Isleme” seklinde dort §grenme alanindan olusmakta
ve her bir 6grenme alani sirasiyla yedi, dort, yedi ve bir alt
O0grenme alanini icermektedir. Sinif diizeyi agisndan alt
ogrenme alanlarinin dagilimi incelendiginde ise, 1. smifta
13 alt 6grenme alanina iliskin konu dagiliminin yapildig:
goriilmektedir. 2. smifta bu say1 15 iken, 3. smnifta 18 ve 4.
Smifta 17 olarak belirlenmistir. Alt 6grenme alani sayis1
bakimindan 3. smif (f = 18) ve 4. sinif (f = 18) diizeylerinde
daha ¢ok oldugu dikkatleri ¢ekmektedir. Kazanim sayist
agisindan incelendiginde ise toplamda 229 kazanimin
114’{iniin “Sayilar ve Islemler” &grenme alaninda oldugu
goriilmektedir. Geometri, dlgme ve veri isleme 6grenme
alanlari ise sirasiyla 36, 70 ve 9 kazanim icermektedir. Alt
o0grenme alanlari igerisinde ise en fazla kazanimin “Dogal
Sayilar” alt 6grenme alaninda oldugu belirlenmistir (f=32).
Bunu 21 kazamim ile “Dogal Sayilarda Toplama Islemi” alt
O6grenme alani takip etmektedir. Programda, 1. sinif (f = 8),
2. sinif (f=8) ve 3. smif (f=10) diizeyinde en fazla kazanimin
“Dogal Sayilar” alt 6grenme alaninda oldugu goériiliirken,
4. Sinif diizeyinde ise “Dogal Sayilarda Bolme Islemi” alt
ogrenme alani (f = 8) digerlerinden daha fazla kazanima
sahiptir. Programin genelinde, kazanimlarin da benzer
sekilde 3. sinif (f = 72) ve 4. siuf (f = 71) diizeylerinde
yogunlastig1 dikkatleri cekmektedir.
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Tablo 1.

2018 Ilkokul Matematik Dersi Ogretim Programinin Ogrenme Alani, Saat ve Kazanim Sayisi Baglaminda Sumf Diizeylerine Gore

Dagilim

2018 ilkokul Matematik Dersi Ogretim Programina iliskin Dagilim

Ogrenme Alan1 Alt Ogrenme Alanlan 1 2 SIé n AOAK OAK
1 Sayilar ve Islemler Dogal Sayilar 8 8 10 6 32 114
1. sinuf: 110 saat; %61 Dogal Sayilarda Toplama ig,lemi 6 5 6 4 21
2. sinif: 114 saat; %63 Dogal Sayilarda Cikarma Islemi 4 6 4 4 18
3. sinuf: 102 saat; %57 Dogal Sayilarda Carpma Islemi 3 6 6 15
4. smf: 100 saat; %56 Dogal Sayilarda Bslme Islemi 2 4 8 14
Kesirler 1 1 6 4 12
Kesirlerle islemler 2 2
2 Geometri Geometrik Cisimler ve Sekiller 2 4 4 5 15 36
1. siruf: 24 saat; %13 Uzamsal Iliskiler 2 2 2 2 8
2. smuf: 19 saat; %11 3
3. sinif: 22 saat; %12 Geometrik Oriintiiler 2 2 1 5
4. smuf: 25 saat; %14 Geometride Temel Kavramlar 3 5 8
3 Olcme Uzunluk Ol¢me 3 6 5 4 18 70
1. siuf: 41 saat; %23 Cevre Olgme 4 3 7
2. sinif: 41 saat; %23 Alan Olgme 2 2 4
3. sinif: 46 saat; %26 Paralarimiz 1 3 2 [
4. sinaf: 47 saat; %27 Zaman Olgme 3 3 4 2 12
Tartma 1 2 3 5 11
Siv1 Olgme 2 2 3 5 12
4 Veri Isleme Veri Toplama ve Degerlendirme 1 1 3 4 9 9
1. sinif: 5 saat; %3
2. sinif: 6 saat; %3
3. sinaf: 10 saat; %6
4. sinif: 8 saat; %4
Smuf Diizeyine Gére Kazanim Sayisi 36 50 72 71 229 229
Sinuf Diizeyine Gore Kazanim Yiizdesi 16 22 31 31 100 100

Not. Bir egitim dgretim yilindaki toplam ders saati 180 saattir. SK: Sinif diizeyine gore kazanim sayis;, AOAK: Alt 6grenme alanina gore toplam

kazanim sayis;; OAK: Ogrenme alanina gore toplam kazanim sayist

Ote yandan 2018 ilkokul matematik dersi ogretim
programida 180 saatlik bir ders doéneminin oldugu
goriilmektedir. Ogrenme alanlar1 igerisinde her sinuf
diizeyi igin en fazla zamanin “Sayilar ve Islemler” 6grenme
alanina ayrildig1, en az zamanin ise “Veri Isleme” 6grenme
alaninda oldugu belirlenmistir. En fazla kazanimin “Say1lar
ve Islemler” 6grenme alaninda oldugu dikkate alindiginda
bu durumun olagan oldugu diisiiniilmektedir. Sayilar ve
islemler 6grenme alanina iligkin kazanim sayisi en fazla 3.
sinifta (f = 36) olmasina karsin, en fazla zamanin (114 saat)
2. Smnifa ayrildig1 belirlenmistir. Geometri 6grenme alanina
iliskin gerek kazanim sayisiuin (f = 12) gerekse ayrilan
zamanin (25 saat) en fazla 4. sinifta oldugu goriilmektedir.
Olgme 6grenme alaninda ise en fazla kazarmm (f = 23) 3.
smifta yer alirken, ayrilan zamanin (47 saat) en fazla 4.
sinifta oldugu belirlenmistir. Veri isleme 6grenme alaniigin
ise en fazla kazanimin (f = 4) 4. smifta en fazla zamanin (10
saat) ise 3. sinifta verildigi belirlenmistir.

3.2.2024  ilkokul —Matematik Dersi  Ogretim
Programinmin Tema, igerik, Saat ve (')'g“renme Ciktist
Baglaminda Sinif Diizeylerine Goére Dagilimina
Iliskin Bulgular

Bu béliimde, 2024 ilkokul matematik dersi 6gretim programina
iliskin temalar, icerikler, saatler ve Ogrenme ciktis1 sayilar
incelenmis, sif diizeylerine gore dagilimlari betimsel olarak
belirlenmis ve elde edilen bulgular Tablo 2’de sunulmustur.

Tablo 2 incelendiginde, 6ncelikle 2024 ilkokul matematik dersi
Ogretim programinin genis bir kategoriyi temsil eden temalardan
ve temalarin belirli konularina odaklanan igeriklerden olustugu
goriilmektedir. Program, “Sayilar ve Nicelikler”, “Islemlerden
Cebirsel Diisiinmeye”, “Nesnelerin Geometrisi”, “Veriye Dayali
Aragtirma” ve “Olaylarin Olasiligt ve Veriye Dayali Arastirma”
seklinde bes 6grenme alanini icermekte ve her bir 6grenme alar
da sirastyla iki, iki, dort, bir ve iki igerikten olusmaktadir. Siruf
diizeyi agisindan igeriklerin dagihmi incelendiginde, 1. siufta
ieriklere ait 8 konu dagilimimn yapildig: goriilmektedir. 2. sinufta
bu say1 13 iken, 3. siifta 14 ve 4. sirafta 15 olarak belirlenmistir.
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Tablo 2.
2024 Tlkokul Matematik Dersi Ogretim Programumin Tema, Icerik, Saat ve Ogrenme Ciktist Baglaminda Sinif Diizeylerine Gore
Dagilim
2024 ilkokul Matematik Dersi Ogretim Programina iliskin Dagilim
Tema icerik SO¢ i0C  TOC
1 2 3 4
1 Sayilar ve Nicelikler Sayilar 7 7 11 12 37 49
1. sinuf: 81 saat; %45 e Dogal Sayilar (ds) ds=6 ds=5 ds=7 ds=4
2. sinif: 71 saat; %39 o Kesirler (k) ss0=1 k=1 k=3 k=5
3. siif: 71 saat; %39 o Kesirlerle Islemler (ki) sso=1 sso=1 ki=2
4. sinif: 66 saat; %37 e Say1 ve Sekil Oriintiileri (ss6) sso =1
Nicelikler 2 4 5 1 12
e Uzunluk ve Kiitle Olgme (uk) uk=1 uk =2 uk=1 uk =1
e Zaman Olgme (20) p=1 z6=1 26=3
¢ Paralarimiz (p) p=1 p=1
2 Islemlerden Cebirsel Toplama-Cikarma 4 4 27
Diigtinmeye Toplama-Cikarma ve Carpma-Bolme 6 8 9 23
1. siruf: 50 saat; %28 e Toplama-Cikarma (tg) t¢=3 tg=2 t¢=2
2. siif: 55 saat; %31 e Carpma-Bolme (¢b) ¢b=2 ¢b=2 ¢b=3
3. siuf: 55 saat; %31 ¢ Toplama-Cikarma-Carpma- tggb=1 tgb=4  tggb=4
4. sif: 50 saat; %28 Bolme (tgeb)
Nesnelerin Geometrisi ~ Nesneler ve Geometrik Sekiller 3 3 30
1. sinuf: 31 saat; %17 Geometrik Cisimler ve Geometrik 5 5 4 14
2. sinif: 36 saat; %20 Sekiller gcgs=4 gcgs=3 gegs=2
3. siruf: 31 saat; %17 o Geometrik Cisimler ve Geometrik so=1 ¢6=1 ¢o=1
4. sinif: 41 saat; %23 Sekillel.r. (gcgs) so=1 ab=1
e Cevre Ol¢me (¢0)
o Alan Olgme (a6)
e Sivi Olgme (s6)
Aq 3 3
Uzamsal iliskiler 2 2 3 3 10
4 Veriye Dayali Kategorik Veri 1 1 2 2
Aragtirma
1. siruf: 10 saat; %6
2. sinif: 10 saat; %6
5 Olaylarin Olasilig1 ve Olasiligin Dili 1 1 3
Veriye Dayal1 Kategorik ve Nicel Veri 1 1 2
Arastirma
3. sinif: 15 saat; %8
4. siuf: 15 saat; %8
Sinuf Diizeyine Gore C)grenme Ciktis1 Sayisi 19 25 33 34 111 111
Smif Diizeyine Gore Ogrenme Ciktis1 Yiizdesi 17 23 30 31 100 100

Not. Her smif diizeyi icin ayrica 8 saat “Okul Temelli Planlama” yer almakta olup bir egitim 6gretim yilindaki toplam ders saati 180 saattir. SOC:
Smuf diizeyine gore 6grenme ciktist saysy, IOC: Icerige gore toplam dgrenme ciktist sayisy; TOG: Temaya gore toplam dgrenme giktist say1st

Igeriklere iliskin konularin dagilimi bakimindan 3. smif (f=
14) ve 4. smf (f = 15) diizeylerinde daha ¢ok oldugu
dikkatleri ¢ekmektedir. Ogrenme ciktis1 sayist agisindan
incelendiginde ise toplamda 111 o6grenme ¢iktisinin
49unun “Sayilar ve Nicelikler” temasinda oldugu

goriilmektedir.  Islemlerden  cebirsel
nesnelerin geometrisi, veriye dayali arastirma, olaylarin
olasilig1 ve veriye dayali arastirma temalari ise sirasiyla 27,
30, 2 ve 3 6grenme ciktis1 icermektedir. Igerikler icerisinde
ise en fazla 6grenme ¢iktisinin “Sayilar” igeriginde oldugu

diisiinmeye,
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belirlenmistir (f = 37). Bunu 23 &6grenme c¢iktis1 ile
“Toplama-Cikarma ve Carpma-Bolme” igerigi takip
etmektedir. Tema baglaminda ele alirsak ise en fazla
Iceriklere iliskin konularin dagilimi incelendiginde ise en
fazla 6grenme ¢iktisinin dogal sayilar konusunda oldugu
goriilmektedir (f = 22). Ayrica, dogal sayilar konusunun 1.
smif (f=6), 2. Smif (f=5) ve 3. smif (f="7) diizeyinde en fazla
O0grenme c¢iktisina sahip oldugu belirlenmistir. 4. simf
diizeyinde ise kesirler konusunun (f=5) digerlerinden daha
fazla ogrenme ciktisina sahip oldugu goriilmektedir.
Programim genelinde, 6grenme ¢iktilarinin da benzer
sekilde 3. siif (f = 33) ve 4. siuf (f = 34) diizeylerinde
yogunlastig1 dikkatleri cekmektedir.

Ote yandan, her sinif diizeyi igin 8 saat “Okul Temelli
Planlama” yer almakta olup bir egitim dgretim yilinda 180
saatlik bir ders
Ogrenme alanlari icerisinde her smif diizeyi icin en fazla
zamanin “Sayilar ve Nicelikler” temasina ayrildigi, en az
zamanin ise “Veriye Dayali Arastirma” temasinda oldugu
belirlenmistir. En fazla &grenme c¢iktisinin “Sayilar ve

doneminin oldugu goriilmektedir.

Nicelikler” temasinda oldugu dikkate alindiginda bu
durumun olagan oldugu diisiiniilmektedir. “Sayilar ve
Nicelikler” temasina iliskin 6grenme ¢iktis1 sayisi en fazla
3. smifta (f = 16) olmasina karsin, en fazla zamanin (81 saat)
1. simfa ayrildig1 belirlenmistir. Islemlerden cebirsel
diisiinmeye iliskin 6grenme g¢iktis1 sayismin en fazla 4.
sinifta (f = 9) oldugu goriilse de ayrilan zamanin (55 saat)
en fazla 2. ve 3. smiflarda oldugu goriilmektedir.
Nesnelerin geometrisi temasinda ise 6grenme ¢iktismin (f=
10) ve ayrilan zamanin (41 saat) en fazla 4. Sinifta oldugu
belirlenmistir. Veriye dayali arastirma temas: 1. ve 2. smif
diizeylerinde sunulan birer 6grenme ¢iktisindan olustugu
ve 10’ar saat zaman verildigi goriilmektedir. Olaylarin
olasilig1 ve veriye dayal1 arastirma temasi ise 3. ve 4. siif
diizeylerinde sunulan birer 6grenme ¢iktisindan olustugu
ve 15’er saat zaman verildigi goriilmektedir.

3.3.2018 ve 2024 ilkokul Matematik Dersi Ogretim
Programimin Karsilastirmali Analiz Sonuclarina
Iliskin Bulgular

Bu béliimde, 2018 ve 2024 ilkokul matematik dersi 6gretim
programlarinin  kazanim ve Ogrenme ¢iktis1 sayilari,
O0grenme alani ve tema basliklari, alt 6grenme alani ve
icerik basgliklari, ders kitaplarma ayrilan forma sayilar1 ve
hazirlanacak ders kitaplarinin ebatlar1 karsilastirmal
olarak incelenmis ve elde edilen bulgular Tablo 3 ve Tablo
4’te sunulmustur.

Tablo 3 incelendiginde, oncelikle 2018 Ogretim
programinda yer alan 6grenme alani ve alt 6grenme alani
ifadelerinin 2024 yilinda tema ve igerik olarak degistigi
goriilmektedir. 2018 programinda yer alan 6grenme ve alt
O6grenme alanlarinin 2024 yilinda boliinerek farkli temalar
ve icerikler altinda birlestigi goriilmektedir. Ornegin,
“Sayilar ve Islemler” 6grenme alaninin 2024 programinda
ikiye boliindiigii ve dogal sayilar, kesirler, kesirlerle

islemler alt 6grenme alanlarmnin “Sayilar ve Nicelikler”

temas1 “Sayilar” igerigi altinda; dogal sayilarda toplama,
¢ikarma, ¢arpma ve bdlme alt 6grenme alanlarinin ise
“Islemlerden Cebirsel Diisiinmeye” temasi “Toplama-
Cikarma” ve “Toplama-Cikarma ve Carpma-Bolme”
igerikleri altinda yer aldig1 goriilmektedir. Benzer sekilde
2018 programindaki “Geometri” 6grenme alan1 geometrik
oriintiiler alt 6grenme alan1 “Sayilar ve Nicelikler” temasi
“Nicelikler” icerigi altina yerlestirilmis iken, geometride
temel kavramlar, uzamsal iligkiler, geometrik cisimler ve
sekiller alt 6grenme alami ise “Nesnelerin Geometrisi”
temasi “Ac1”, “Uzamsal {liskiler”, “Nesneler ve Geometrik
Sekiller”, “Geometrik Cisimler ve Geometrik Sekiller”
icerikleri altinda yerlestirilmistir. Benzer sekilde bu durum
2018 programindaki “Olgme” ve “Veri Isleme” 6grenme
alanlar uygulanmigtir. 2018 programindaki
“Olgme” ifadesi 2024 programinda
tamamen kalkmis; 2018 programindaki tartma, uzunluk
6l¢me, zaman dlgme ve paralarimiz alt 6grenme alanlari
2024 programinda Nicelikler”
“Nicelikler” igerigi altina; cevre, alan ve sivi dlgme alt

iginde
O6grenme alani

“Sayilar ve temast
ogrenme alanlar1 ise “Nesnelerin Geometrisi” temasi
“Geometrik Cisimler ve Geometrik Sekiller” igerigi altina
yerlesmistir.
degerlendirme alt Ogrenme alani 2024 programinda
“Veriye Dayali Arastirma” ve “Olaylarm Olasiligi ve
Veriye Dayali Arastirma” temalar1 “Kategorik Veri”,
“Olasiligin Dili”, “Kategorik ve Nicel Veri” igerikleri altina
yer almistir. 2018 programinda yer alan 229 kazanim, 2024
programinda yerini 111 6grenme ¢iktisina birakmaistir. Her
iki program incelendiginde, benzer ya da tekrara diisen
kazanimlarin birlestirilerek bir 6grenme ¢iktis1 ile tek cati
altinda toplandig1 goriilmiistiir.

2018 programindaki veri toplama ve

Tablo 4 incelendiginde, 2018 ilkokul matematik dersi
O0gretim programinda 1. sinifta 13, 2. smfta 20, 3. sinifta 18,
4. sinifta ise 19 formay1 ge¢meyecek sekilde iist smur
belirlenmistir. 2024 ilkokul matematik dersi Ogretim
programinda ise {ist smirin yaninda alt smirda
belirlenmistir. 2024 ilkokul matematik dersi &gretim
programinda 1. smifta 22, 2. sinifta 23, 3. sinifta 23, 4. sinufta
ise 23 formay1 ge¢cmeyecek sekilde iist sinir belirlenmistir.
Alt siir baglaminda 1. smafta 20 diger siuflarda ise 21
formanin altinda kitaplarmn olmamasi gerektigine iliskin
kesin smuirlar olusturulmustur. Forma sayilar1 baglaminda
iki program arasinda {iist smir konusunda Onemli
farkliliklarn oldugu sdylenebilir. Nitekim oransal agidan
karsilastirma yapildiginda ozellikle 1.
kitaplarinda %69,23'liik bir artisin oldugu goriilmektedir.
Ote yandan, kitap ebatlari baglaminda 2018 ve 2024 ilkokul
matematik dersi 6gretim programlarinda kitap ebatlar
“19,5 ecm ve 27,5 cm” seklinde belirlenmistir. Kitap
ebatlarmin her iki programda da benzer boyutlarda
verildigi goriilmektedir.

siniftaki  ders
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Tablo 3.

2018 ve 2024 ilkokul Matematik Dersi Ogretim Programinin Kargilastirmalr Analiz Sonuglar:

2018 ilkokul Matematik Dersi Ogretim Programi

2024 ilkokul Matematik Dersi Ogretim Program1

Ogrenme

Alt Ogrenme Alan1* icerik” Tema
Alani
Sayilar ve Dogal Sayilar (32) Sayilar (37) Sayilar ve
Islemler Kesirler (12) e Dogal Sayilar (22) Nicelikler
Kesirlerle islemler (2) o Kesirler (9?
Geometri Geometrik Oriintiiler (5) * Kesirlerle I§1eP11er @
o Sayi ve Sekil Oriintiileri (4)
Olgme Tartma (11) Nicelikler (12)
Uzunluk Ol¢me (18) ¢ Uzunluk ve Kiitle Ol¢cme (5)
Zaman Olgme (12) e Zaman Olgme (4)
Paralarimiz (6) e Paralarimiz (3)
Sayilar ve Dogal Sayilarda Toplama Islemi (21) Toplama-Cikarma (4) Islemlerden
Islemler Dogal Sayilarda Cikarma Islemi (18) Toplama-Cikarma ve Carpma-Bolme (23) Cebirsel
Dogal Sayilarda GCarpma Iglemi (15) e Toplama-Cikarma (7) Diistinmeye
Dogal Sayilarda Bolme Islemi (14) e Carpma-Bdlme (7)
o Toplama-Cikarma-Carpma-Bolme (9)
Geometri Geometride Temel Kavramlar (8) Aq (3) Nesnelerin
Uzamsal iliskiler (8) Uzamsal iligkiler (10) Geometrisi
Geometrik Cisimler ve Sekiller (15) Nesneler ve Geometrik Sekiller (3)
Geometrik Cisimler ve Geometrik Sekiller (14)
o Geometrik Cisimler ve Geometrik Sekiller (9)
Ol¢me Cevre Ol¢me (7) e Cevre Olcme (2)
Alan Ol¢me (4) e Alan Olcme (1)
Sivi Oleme (12) e Sv1 Olgme (2)
Veri Isleme Veri Toplama ve Degerlendirme (9) Kategorik Veri (2) Veriye Dayal1
Arastirma
Olasiligin Dili (1) Olaylarm Olasilig
Kategorik ve Nicel Veri (2) ve Veriye Dayali
Arastirma

Not. * Parantez icinde bulunan sayilar ilgili alt 6grenme alanina iligkin kazanim sayisimi belirtir; ** Parantez icinde bulunan sayilar ilgili icerige
iliskin 6grenme ¢iktis1 sayisini belirtir.

Tablo 4.
2018 ve 2024 ilkokul Matematik Dersi Ogretim Programlarinin Forma Sayilar: ve Kitap Ebatlart Baglaminda Karsilastirmali Analiz
Sonuglar
2018 ilkokul Matematik Dersi Ogretim 2024 flkokul Matematik Dersi Ogretim
Programi Programi
F Sayilarindaki
Simiflar  Forma Sayilan Kitap Ebad1 Forma Sayilar Kitap Ebad1 orma Sayrarinea ul, .
Oransal A¢idan Degisim
1 13 19,5 cm ve 27,5 cm 20-22 19,5 cm ve 27,5 cm 53,84-69,23
2 20 19,5 cm ve 27,5 cm 21-23 19,5 cm ve 27,5 cm 5,00-15,00
3 18 19,5 cm ve 27,5 cm 21-23 19,5 cm ve 27,5 cm 16,66-27,77
4 19 19,5 cm ve 27,5 cm 21-23 19,5 cm ve 27,5 cm 10,52-21,05

3.4. 2024 ilkokul Matematik Dersi Ogretim Programi
ile Her Bir Sumif Diizeyinde Icerik Temelinde

Yapilan Degisiklikler

Bu bolimde 2024 ilkokul matematik dersi Ogretim
programmin dgrenme ciktilari,
Ogretme-0grenme yasantilari ile gelen degisiklikler her bir

siire¢ bilesenleri ve

sunulmustur.

siif diizeyi baglaminda incelenmis ve elde edilen bulgular

3.4.1.Tlkokul 1. sinif diizeyinde yapilan degisiklikler

e Sipsak sayma,

Ogrenme  ciktilar

say1

temsiline dontisen sekil
Oriintiileri, sayilar1 ¢oziimleme ve kodlama ile ilgili
eklenmigtir

(MAT.1.1.2,

MAT.1.1.6, MAT.1.1.7, MAT.1.3.1).
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e Geometrik oriintiiler yerine artan ve azalan say1
orlintiileri ile tekrar eden sekil Oriintiilerine yer
verilmistir (MAT.1.1.6).

¢ 200 TL'nin temsil ettigi biiyilikliik tanitilmistir
(MAT.1.1.9).

¢ 2018 programinda ayri ayri verilen toplama ve
c¢ikarma islemi gerektiren problemler 2024
programinda bir arada iligkisel olarak verilmistir
(MAT.1.2.1-MAT.1.2.4).

e Toplama ve ¢ikarma iglemleri, islemsel bilginin
sunulmasinin ardindan tahminde bulunma ve
zihinden islem yapma baglaminda verilmistir
(MAT.1.2.1-MAT.1.2.2).

e Kurus, kesir, zaman, takvim okuma ve standart
olmayan siv1 6lgme 1. siiftan kaldirilmig, 2. sinifa
aktarilmigtir.

3.4.2.Tlkokul 2. sinif diizeyinde yapilan degisiklikler

e Deste ve diizine kavramlar1 2018 programinda bir
¢oklugun modellenmesi siirecinde verilirken
(M.2.1.1.2), 2024 programinda toplama ve ¢itkarma
islemleri gerektiren giinliik yasam problemlerini
¢ozebilme siirecine iliskin = Ogretme-O6grenme
yasantilarinda verilmistir (MAT.2.1.2).

2018 programinda 1. sinifta verilen kurus ile 3.
sinifta  verilen kurug-lira iligskisi 2. smifa
aktardmigtir (MAT.2.1.8).

Kesirler, para ve zaman kavramlarnn ile
iliskilendirilerek 2. simftan itibaren verilmeye
baglanmistir (MAT.2.1.7-MAT.2.1.9).

Zaman, tam-yarim-geyrek ve parga-biitiin iliskisi ile
2. simftan itibaren verilmeye baglanmistir
(MAT.2.1.9).

Takvim okuma, 2. smuftan itibaren verilmeye
baglanmistir (MAT.2.1.9).

2018 programinda ayri ayri verilen carpma ve
bolme isglemi gerektiren problemler 2024
programinda bir arada kendi iginde iligkisel ve
toplama-gikarma  islemlerine = dayali  olarak
verilmigtir (MAT.2.2.4-MAT.2.2.5).

Toplama, ¢ikarma, carpma ve bdlme islemleri,
islemsel bilginin sunulmasinin ardindan tahminde
bulunma ve zihinden islem yapma baglaminda
verilmistir MAT.2.2.1-MAT.2.2.5).

Standart olmayan siv1 6l¢gme, standart olmayan sivi
Olgme araglari ile sivi miktarinin tahmin edilmesi ve
Olgim sonuglarmin tahmin sonuglariyla
karsilastirilmasi baglaminda 2. sinifa aktarilmigtir
(MAT.2.3.5).

e Kodlama ile ilgili 6grenme ¢iktis1 eklenmistir
(MAT.2.3.6).

¢ 2018 programinda 2. sinif diizeyinde yer alan aga¢
semast 2024 ilkokul matematik dersi Ogretim
programinda tamamen kaldirilmistir.

3.4.3.1lkokul 3. sinuf diizeyinde yapilan degisiklikler

¢ 2018 programimda Romen rakamlari tek basmna bir
kazanim olarak ele almmis ve 20'ye kadar
verilmistir (M.3.1.1.10). 2024 programinda ise
zaman Ol¢me birimlerine iligkin 6grenme ¢iktisinin
O0gretme-0grenme yasantilarinda analog saat ile
iligkilendirilerek 24’e kadar
(MAT.3.1.13).

verilmistir

2018 programinda ayr: ayri verilen toplama,
¢itkarma, carpma ve bolme islemi gerektiren
problemler 2024 programinda bir arada iliskisel
olarak verilmistir (MAT.3.2.5-MAT.3.2.6).

Toplama, ¢ikarma, carpma ve bdlme islemleri,
islemsel bilginin sunulmasindan once tahminde
bulunma ve zihinden islem yapma baglaminda
verilmigtir (MAT.3.2.1-MAT.3.2.4).

Kodlama ile ilgili 6grenme ¢iktis1 eklenmistir
(MAT.3.3.8).

Nokta grafigi eklenmistir (MAT3.4.1).

2018 programinda 3. sinif diizeyinde yer alan nokta,
dogru, dogru parcasi ve 151n kavramlar1 2024 ilkokul
matematik dersi dgretim programinda tamamen
kaldirilmgtir.

e Act kavrami ve standart olmayan alan 6l¢gme 3.
siniftan kaldirilmig, 4. sinifa aktarilmistir.

3.4.4.Tlkokul 4. sinif diizeyinde yapilan degisiklikler

¢ 2018 programinda ayri ayri1 verilen toplama,
¢ikarma, c¢arpma ve boOlme islemi gerektiren
problemler 2024 programinda bir arada iliskisel
olarak verilmistir (MAT.4.2.7-MAT.4.2.9).

e Toplama, ¢ikarma, carpma ve bolme islemleri,
islemsel bilginin sunulmasindan 6nce tahminde
bulunma ve zihinden islem yapma baglaminda
verilmistir (MAT.4.2.1-MAT.4.2.5).

e Ag1 kavrami 4. sinif diizeyinde giinliik yasamla
iligkilendirilerek dinamik bir donme miktar1 olarak
ele alimmigtir (MAT.4.3.5-MAT.4.3.7).

¢ 2018 programinda 4. sinif diizeyinde yer alan dogru
ag1, diizlem ve siitun grafigi 2024 ilkokul matematik
dersi 6gretim programinda tamamen kaldirilmstir.

¢ 2024 programinda Ogrencilerden giinliik yasamla
ilgili herhangi bir olaym olasiligini “imkansiz,
olabilir, kesin” olarak belirlemelerine yonelik bir
ogrenme ¢iktisi eklenmistir (MAT.4.4.1).

¢ 2024 programina denk kesirleri olusturmak icin
matematiksel temsillerden yararlanabilme ile ilgili
ogrenme ¢iktis1 eklenmistir (MAT.4.1.7).
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e 2018 programinda 4. sinif diizeyinde yer alan agag
semast 2024 ilkokul matematik dersi Ogretim
programinda tamamen kaldirilmistir.

4. Tartisma

Matematik, bu sistemlerin merkezinde yer alan ve
ogrencilerin  analitik diisiinme,
mantiksal akil yiiriitme becerilerini gelistiren temel bir
derstir. Tiirkiye'de ilkokul matematik dersi, ¢ocuklarin
biligsel gelisimlerini desteklemek ve temel matematik
bilgilerini kazandirmak amaciyla 6zenle hazirlanmis

problem ¢6zme ve

Ogretim programlar1 araciligiyla yiiriitiilmektedir. Bu
baglamda, 2018 ve 2024 yillarinda uygulanan Ilkokul
Matematik Dersi Ogretim Programlar1  arasindaki
degisiklikler, matematik egitimi baglaminda egitim
politikalarmin nasil bir degisim oldugu, gliniimiiz sartlar
uyum sagladigs,
O0gretiminin nasil bir doniisiim gegirdigini anlamak
acisindan 6nemlidir.

ve ihtiyaglarma nasil matematik

Gilincel egitim ihtiyaglarin1 karsilamak, kiiresel ¢apta
iilkelerin beceri temelli yaklasimla 6gretim siireclerine
yonelmeleri ve matematik egitimi temelinde ulusla ve
uluslararasi veriler 2024 yili ilkokul matematik dersi
Ogretim  programinin
gecirilmesinde etkili olmustur. Bu temelde hazirlanan
ilkokul matematik dersi Ogretim programinda c¢esitli
degisiklikler yapilmistir. Yapilan degisiklikler baglaminda
her iki program karsilastirildiginda oncelikli degisikliklerin
o0grenme ve alt 6grenme alanlarmnin isimlerinde oldugu
belirlenmistir. 2024 programinda tema ve igerik olarak
adlandirilan bu bagliklar kapsayicilik ve anlam derinligi
agisindan daha etkili olmustur. Ornegin, 2018 programinda
yer alan “Sayilar ve Islemler” ifadesi daha ¢ok aritmetik
islemlerle sinirh bir alg1 yaratirken, 2024 programinda yer
alan “Sayilar ve Nicelikler” ifadesi daha genis bir
perspektif sunmakta ve sayilarin sadece islemlerle degil
ayni zamanda 6l¢me, karsilastirma ve niceliksel analizlerle
nasil iliskilendirildigini de kapsamaktadir. Nicelikler

hazirlanmasinda ve hayata

tizerine odaklanmak, matematiksel
kavramlar1 daha derinlemesine anlamalarmi saglar. Olgme
ve karsilastirma gibi siiregler, Ogrencilerin niceliksel
iligkileri anlamalaria ve bu iligkileri cesitli problemler

tizerinde uygulamalarina yardimct olur. Bu durum ise

ogrencilerin

sadece temel islemleri degil, ayn1 zamanda kavramsal
anlayisi da icerdiginden 6grencilerin daha yiiksek diizeyde
matematiksel diistinme becerileri gelistirmelerine olanak
tanir (van Hiele, 1986). Bu baglamda, 2018 programinda
“Olgme” 6grenme alani altinda yer alan uzunluk, kiitle ve
zaman Olgme 2024 programinda “Nicelikler” igeriginde
yerini bulmustur. Bu baglamda, 2018 6gretim programinda
yer alan “Olgme” &grenme alani 2024 programinda
kaldirilmis ve bu 6grenme alani igerisinde yer alan alt
o0grenme alanlari konu baglaminda “Sayilar ve Nicelikler”
ile “Nesnelerin Geometrisi” temalar1 altinda yer almigtir.
Ote yandan 2024 programinda yer alan “Islemlerden
Cebirsel Diisiinmeye” temas: ile 6grencilere matematik
diinyasinin temelini olusturan islemlerden baslayarak

cebirsel diislinmeye dogru bir
belirtilmektedir (MEB, 2024a).

yonelimin  oldugu

2018 programinda yer alan “Geometri” 6grenme alan
yerine 2024 programinda “Nesnelerin Geometrisi” ifadesi
ile 6grencilerin glinlitk yasamdaki deneyimlerinden ve
gordiiklerinden yola c¢ikarak nesnelerdeki geometriyi
kesfetmelerine vurgu yapildig1 goriilmektedir. Anlam
derinligine sahip olan bu ifade ile 6grencilere geometrik
kavramlarmn yalmizca soyut birer obje olmadigi, aym
zamanda cevrelerindeki gercek nesnelerle nasil iligkili
oldugu gosterilmektedir. Bu durum ise 0Ogrencilerin
geometrik diisiinme becerilerini ve kavramsal anlayislarin
derinlestirmektedir (van Hiele, 1986). 2018 programinda
yer alan “Veri Isleme” oOgrenme alami yerine 2024
programinda “Veriye Dayali Arastirma” ve “Olaylarin
Olasiligr  ve ifadeleri
kullanilmistir. Veri isleme ifadesi verilerle ilgili temel
islemleri ifade ederken, "Veriye Dayali Arastirma" ve
"Olaylarin Olasilig1 ve Veriye Dayali Arastirma" ifadeleri,
ogrencilerin veriyi daha kapsamli ve biitiinsel bir sekilde

Veriye Dayali  Arastirma”

anlamalarina, analiz etmelerine ve uygulamalarina olanak
tanir (MEB, 2024a). Bu nedenle, daha genis bir 6grenme
perspektifi ve etkili bir egitim deneyimi saglamak
agisindan daha etkili olabilir. Veri biliminin bilesenlerinin
ilkokuldan baslayarak 6grenme-6gretme uygulamalaria
yerlestirilmesi, Ozellikle veri madenciligi ve Ogrenme
analitigi gibi alanlarda kaydedilen gelismelerle dogrudan
iligkili degerlendirilebilir. Bu teknolojiler, 6grencilerin
0grenme durumlarini daha iyi anlamayi ve giiglii yonlerini
ortaya gikarmay1 miimkiin kildigindan 6gretim yontemleri
daha etkili bir sekilde tasarlanabilmektedir (Hartati vd.,
2024; Romero ve Ventura, 2020). 2024 6gretim programinda
“Veri ile Calisma ve Veriye Dayali Karar Verme Becerisi”
cercevesinde yapilan igerik diizenlemeleri, Ogrencilere
daha genis bir 6grenme perspektifi sunmaktadir. Program,
ogrencileri islemleri ~ 6grenmekle
sinirlamamakta; ayni zamanda veriye dayali arastirmalar

yalnizca  temel
yapmaya ve giinlik yasam durumlariyla iligkili olarak
olasiik kavramlarini derinlemesine anlamaya tesvik
etmektedir. Bu, egitim sisteminde daha etkili bir karar
verme siireci olusturmanin temelini atmanin yaninda kalict
katk1

ogrenme  deneyimlerinin  olugsmasina  da
saglamaktadir (Scarlatos vd., 2022).

2018 programinda yer alan 229 kazanim, 2024 programinda
yerini 111 6grenme ¢iktisina birakmistir. Burada benzer ya
da tekrara diisen kazanimlarin birlegtirilmesi ve bir
ogrenme ¢iktisi ile tek ¢at1 altinda yer almas: programa bir
sadelik katmustir. Ayrica 6grenme ciktilarinda yer alan
siireg bilesenleri ile verilmek istenen baglam hiyerarsik bir
sekilde ogrenciye sunulmustur. Bu ise hem ¢iktilarin
sadelesmesine hem de basitten karmasiga bir siirecin
olusmasia imkan tanimistir. Ayrica, 2018 programinda
Ogrenci seviyesine uygun olmayan, anlasilmayan ya da
amacina hizmet etmeyen kazanimlarin da revize edilerek
ya da ¢ikarilarak 6grenme ¢iktisi olarak 2024 programinda
yer aldig1 goriilmiistiir. Nitekim Kuzu vd. (2018) tarafindan

122



O. Kuzu vd.

Ahi Evran Universitesi Kirsehir Egitim Fakiiltesi Dergisi Cilt 26, Say1 1, 2025

yapilan ¢alismada, 2018 programinda

kazanimlarin derinlemesine

yer alan
yapilmis ve
kazanimlarm “birden fazla eylem icermesi”, “acik ve
anlagilir karmasiga  dogru
diizenlenmemesi” seklinde yapisal bozukluklara sahip
oldugu belirlenmistir. 2018 y1l1 programinda kazanimlarda
yer alan bu bozukluklar 2024 yili programinda giderilerek
o0grenme c¢iktis1 olarak yerini almustir. Ornegin, 2018
programinda “Geometri” 6grenme alanina iliskin konular
incelendiginde giinliik hayatta yer almayan ve daha soyut

incelemesi

olmamas1”, “basitten

olan sekillerin (6rn., {icgen, kare, dikdortgen) Ogretimi
daha once verilirken; 2024 programi 6grencilerin zihinde
olusturacagt daha
anlamlandirilmas1 ve daha somut olmasi adina giinliik
hayattaki nesneler {izerinden baslanmuistir (6rn., bina ¢atis,
futbol topu, meyve suyu kutusu).

geometrik  yapilarin rahat

2018 dgretim programinda 6grencilerin daha ¢ok islemsel
bilgi diizeyinde zihinsel siiregleri ise kosmalar1 beklenirken
2024 programinda 0grencilerin tahmin etme, ¢oziimleme,
yapilandirma ve sentezleme gibi daha iist diizey biligsel
becerileri anlamlandirarak ise kosmalar1 beklenmistir.
Ayrica, 2018 dgretim programinda kodlama ve algoritma
aktivitelerine yer
0grencilerin daha anlamli bir kodlama siirecine baglamalar1
hedeflenmistir. Nitekim g¢ocuklarinin kodlamaya erken
yasta tanismasi ileriki hayatlarinda kodlamay1 daha kolay
anlamalarina ve uygulamalarina yardimea olur (Grover ve
Pea, 2013; Wing, 2006). Ozetle glniimiiz sartlarinda
o0grencilerin ihtiya¢ duydugu becerilerin 2024 ilkokul
matematik dersi 6gretim programu ile cesitli bilesenlerle
birlikte 6grencilerde 6grenme ¢iktis1 olarak goriilmesine
olanak saglandig1 soylenebilir.

verilmemisken, 2024 programinda

Kodlama etkinlikleri, ilkokul &grencilerinin problem
¢ozme ve mantiksal akil yiiriitme becerilerini 6nemli
Olciide
problemleri daha kiigiik parcalara ayirarak ¢6zmesini
gerektirir, bu da matematiksel diisiince ve analitik

gelistirir. Kodlama, 0grencilerin  karmasik

becerilerle yakindan iligkilidir. Bu etkinlikler, yalnizca
matematiksel kavramlarin anlasilmasini kolaylastirmakla
kalmaz, ayn1 zamanda elestirel diisiinme ve yaraticilig1 da
tesvik eder. Kim ve Kwon (2019) calismasinda kodlama
etkinliklerine katilan &grencilerin 6zellikle matematik gibi
mantiksal akil yiiriitme gerektiren derslerde daha yiiksek
akademik basar1 gosterdigini saptamiglardir. Kodlama
becerileri,
gelecekteki kariyer firsatlarina hazirlanmasinda kritik bir
rol oynar. Kodlamaya erken yasta maruz kalmak,
Ogrencilerin FeteMM (Fen, Teknoloji, Miihendislik,
Matematik) alanlarina olan ilgisini artirirken teknolojiyle
dolu bir is giiclinde bagarili olmalar1 igin gereken
yetkinlikleri kazanmalarimi saglar (Rahmawati ve Rasidi,
2023). Bu baglamda Tiirkiye Yiizyilh Maarif Modeli
kapsaminda hazirlanan ilkokul matematik dersi 6gretim
programinda kodlamanin erken yasta tanitilmasi,
teknolojiye uyum saglayabilen bireyler yetistirmek igin

giderek dijitallesen diinyada 06grencilerin

Onemli bir O0grenme kanit1 olarak

degerlendirilebilir.

bilegseni

2018 dgretim programinda nokta, dogru, 151 ve diizlem
gibi daha soyut kavramlara yer verilirken, 2024
programinda bu kavramlar giinliik hayatta yansimasi
olmadig1 siniflara  birakilmigtir. Bu
kavramlarm anlamlandirilmas1 icin soyut diisiinme
becerilerine ihtiya¢ duymasi, somut 6rneklerle 6grenmeye
daha yatkin olan ilkokul seviyesindeki Ogrenciler icin
zorlayici olabilir (Hiebert ve Carpenter, 1992). Bu nedenle,
bu kavramlarin iist smiflara birakilmasi, &grencilerin
gelisimsel asamalarina uygun bir 6grenme deneyimi saglar
(National Council of Teachers of Mathematics [NCTM],
2000). Daha erken yasta soyut kavramlari Ogretmeye
calismak, 6grencilerin kavramlar: tam olarak anlamadan

icin daha st

ileriye geg¢melerine neden olabilir. Bu baglamda, soyut
kavramlar1 daha st siniflara birakmak, 6grencilerin bu
kavramlar1 daha olgun ve saglam bir sekilde 6grenmelerini
saglamaktadir (Clements ve Sarama, 2009).

2018 6gretim programinda a¢1 kavrami daha soyut olarak
ele alinirken,
iligkilendirilerek dinamik bir donme miktar1 olarak ele
alimmigtir. A¢inin dinamik bir dénme miktar: olarak ele
alinmasi, ¢ocuklarin soyut kavramlari somutlastirmasina
yardimct olabilir. Cocuklar, agiyr hareketli bir nesne
veya gilinlik  yasamdan
gordiiklerinde kavramin anlamini daha iyi kavrayabilirler.
Ornegin, kapi mentesesi veya donen bir tekerlek gibi somut
nesneler iizerinden ag¢1 kavramini 6grenmek, 6grencilerin
ogrenmelerini daha anlamli hale getirebilir (NCTM, 2000).
Ayrica, agiyr giinliikk yasamla iliskilendirmek ve aginin
pratik kullanimlarini gostermek 6grenmeyi daha ilgi gekici
ve motive edici hale getirebilir (Fuson, 2003). Bu baglamda,
programda Ornek olarak sunulan mentege tarafinin sabit
kalmas: ile kapali durumdaki bir kapmin agilmasi
sonucunda olusan ag¢illma miktarmin (kapmin doénme
miktar1) bir ag1 olarak ifade edilmesi ¢ocuklar i¢in daha

2024 programinda giinliik hayatla

lizerinden orneklerle

anlamli olacaktir. Burada kapmnin o6nceki ve sonraki
konumlar1 ag¢inin kollarini, mentese ise ac¢inin sabit
noktasini, donme merkezini ya da kosesini belirtmektedir.

Denk kesirler, 6grencilerin somut diisiinme becerilerinden
soyut diisiinme becerilerine gecisini destekleyen temel
matematik kavramlarindan biridir. Bu kavram, ozellikle
ilkokul ve ortaokul seviyelerinde, sayisal ve cebirsel
baglamlarda daha
siireglerinin temelini olusturur (Santos vd., 2017). Piaget’in
bilissel gelisim teorisine gore, somut islemsel déonemde (7-
11 yas arasi) olan ¢ocuklar, soyut kavramlari somut
0grenme deneyimleriyle daha iyi kavrarlar (Dogan ve Sir,
2022). Bu baglamda, denk kesirlerin erken donemde etkili
bir sekilde dgretilmesi, gocuklarin matematiksel diistinme
becerilerini gelistirmek acisindan ©nem tasimaktadir.
Bir¢ok Ogrenci, kesirleri yalnizca birden kiiciik sayilar
olarak algilama egilimindedir. Bu yanhs algi, denk
kesirlerin anlasilmasinit zorlastirabilir ve oran-oranti gibi
kesirlerin temel oldugu daha ileri matematik konularinda

karmasik matematiksel diisiinme
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ogrencilerin zorluk yasamalarma neden olabilmektedir
(Gabriel vd., 2013). Bu nedenle, kesirlerle ilgili 6grenme-
Ogretme denk kesirlere yer
o0grencilerin temel matematiksel becerilerini gelistirmek
icin erken yaslarda tanitilmasini bir gereklilik haline
getirmistir (Cady vd., 2015). Kesirler konusundaki eksik
ogrenmeler, yalnizca matematikle sinirli kalmayip, fen
bilimleri gibi diger disiplinlerde de basariyr olumsuz
etkileme potansiyeli bulunmaktadir (Bouck vd., 2017).
Ifade edilen durum ve gereklilikler ilkokul matematik dersi
Ogretim programinda denk kesirlere yer verilmesinin tiim
bilesenleri ile birlikte ©nemli bir yenilik oldugunu
gostermektedir.

stireclerinde verilmesi,

Bailey ve digerleri (2017), denk kesir kavramini iceren kesir
biiyiikliigii anlayisina odaklanan faaliyetlerin kesirle ilgili
aritmetik  becerilerde
belirlemislerdir. Bu baglamda, ilkokulda denk kesirlerin
matematik programina yerlestirilmesi,
o0grencilerin kargilasacaklar1 daha karmasik
matematiksel problemlerle basa ¢ikabilmeleri i¢in saglam

onemli gelismeler sagladigini
Ogretim
ileride

bir temel olusturacaktir. Denk kesirlerin Ogretiminde
materyaller,
somutlastirilmas1 agisindan biiyiik 6nem tasimaktadir.
Ogrenme-6gretme gesitli  materyallerin
kullanilmasi, O6grencilerin denk kesirleri daha kolay
anlamalarina yardimc1 olmaktadir. Nitekim Flores ve
digerleri  (2023), O0gretiminde
materyallerin kullanilmasinin, 6grencilerin performansini
ve denk kesir kavramini anlama diizeylerini 6nemli 6lciide
artirdigini kanitlamstir.

kullanilan soyut kavramlarin

stirecinde

kesirlerin somut

2024 ogretim programi giinlitk yasam problemlerinden
yola ¢ikilarak daha somut bir yapida ilerletilmis ve
ogrencilerin algilayabildiklerinden yeni kavramlarin ve
problemlerin hedeflenmistir. Bu
baglamda, 2024 6gretim programi ile 6gretmenler, beceri
temelli egitim icin farkli 6grenme stratejileri 6grencilerin
becerilerini cesitli
baglamlarda uygulamalarma yardimci olabilir. Ayrica
kavramlar1 giinlitk yasam problemleriyle iliskilendirmek
i¢in proje tabanli 6grenme yontemlerini kullanabilirler ve
o0grendikleri somut  bir  baglamda
pekistirebilirler. 2024 programinda teknolojik anlamda

anlamlandirilmasi

gelistirmelerine  ve  Dbilgilerini

kavramlar1

kodlamanin da temelinin ilk yillardan itibaren atilmasina
ve Ogretim teknolojik bilgilerin
kullandirilmasina 6zen gosterilmistir. Programda sunulan
kodlama ile ilgili c¢ktilar ig¢in Ogretmenler okullarda
teknoloji kuliipleri olusturabilir ve &grencilerin kodlama
tegvik eden etkinlikler

slirecinde

projelerine katilimini

diizenleyebilir.

2024 6gretim programina iligskin biitiin siire¢ K12 beceriler
gercevesinde yapilandirilmis ve biitiinciil bir anlayisla
Ogretim programi tasarlanmistir. Bu baglamda 2024
Ogretim programimin beceri temelli yapilandirilmasi ortaya
¢ikan tek yenilik olmayip, 2018 programinda karsilasilan
kazanimlarm birden fazla eylem igermesi, agik ve anlagilir
olmamasi, basitten karmasiga dogru diizenlenmemesi gibi

yapisal bozukluklar da ogrenme ¢iktilar1 ve siireg
bilegenleri ile giderilmistir. Ayrica programin tematik ve
icerik olarak kavramsal ve alana 6zgii beceriler 15181nda
tasarlanmasi,  0grenme-O0gretme  yasantilarinin  ise
kavramsal ve alana 0zgii becerilerin yani sira sosyal-
duygusal beceriler, egilimler, okuryazarlik becerileri ve
degerler 1s5181nda yapilandirilmis olmas: da ortaya ¢ikan
onemli bir diger yenilik olarak karsimiza ¢ikmaktadir.
Programda bu becerilere, egilimlere ve degerlere yer
vermek igin, 6grencilerin empati, is birligi ve 6z disiplin
gibi becerileri gelistirmelerine yardima olacak etkinlikler
ve tartismalar diizenlenebilir.

Calisma kapsaminda 2018 ve 2024 Ilkokul Matematik Dersi
Ogretim Programlarinda yer alan forma sayilari ve kitap
ebatlar1 yapilan degisiklikler
karsilastirilmistir. Verilere gore, iki program arasinda
forma sayilar1 ve kitap ebatlari ile ilgili 6nemli farkliliklar
tespit edilmistir. Forma sayilarinda 6zellikle alt ve tist
sinirlarin belirlenmesi, programlar arasinda dikkat gekici
bir farklilik olusturmaktadir. 2024 &gretim programinda

baglaminda

forma sayisma alt smirin eklenmesi ve {ist simirin
artirtlmasi, ders materyallerinin kapsamini genisletmistir.
Bu durum, programin daha fazla igerigi kapsadigina veya
O0grencilere daha fazla kaynak sunmayr amacladigin
gostermektedir. Ozellikle 1. sinifta yasanan %69,23'litk
artis, programin erken yas gruplarma yonelik igerik
yogunlugunu olan materyallerin sunulmasimni amacladigini
ortaya koymaktadir. Kitap boyutlar1 baglaminda ise
aragtirmada  programlar degisikligin
yapilmadiginin belirlenmesi, 6gretmenlerin ve 6grencilerin
mevcut materyallerle devamliligini saglama amaci tasidig:
sOylenebilir.

arasi bir

Arastirma kapsaminda 2024 ilkokul matematik dersi
Ogretim programinin disiplinler, beceriler ve programlar
arasi iligkiler baglaminda 2018 programindan igerik
baglaminda derinleserek farklilasmasi ders kitaplarinin
forma sayilarina artis olarak yansimigtir. Forma sayisinin
artmasi ile, farkli 6grenme stillerine uygun materyaller
(grafik, gorsel, etkinlikler) sunarak 6grencilerin matematigi
daha (Tomlinson, 2001).
Matematik dersinin yap1 itibari ile soyut bir alan
birden
kullanimina olanak saglanmasi ve bu olanagin kitap igerigi
icin forma sayilarmin arttirilmasi
matematiksel kavramlarmn farkl: agilardan (teorik alt yaps,
problem ¢ozme, oyun, etkinlik vb.) ele alinmasima firsat
saglayabilir (Polya, 1945). Bunun yaninda forma sayisinin
artmas1 uygulama ve pratikle 6grenilmesi daha kolay olan
matematik dersinde o6grencilerin smmifta 6grendiklerini
daha etkinlikle Olciilmesine de
(Schoenfeld, 1992). Programin forma sayisi ile desteklenen
icerigin daha fazla etkinlige olanak vermesi, dersi
monotonluktan uzaklastirabilecegi gibi derse olan ilgiyi
arttirabilir (Ryan ve Deci, 2000). Nitekim bu durum, 2024-
2025 egitim-6gretim yilinda TYMM kapsaminda
hazirlanan Tlkokul Matematik 1. smif ders kitabinda

kolay anlasilmasi saglanir

oldugundan  programin fazla  materyalin

ile desteklenmesi

fazla firsat  verir
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goriilmektedir. Birinci ve ikinci dénem olmak iizere iki
kitap halinde hazirlanan ders kitabi, toplum 22 formadan
olusmaktadir (MEB, 2024b). Belirtilen durum 2024
programi temelinde amaclanan igerik derinliginin kitaplara
forma sayis1 ve beraberinde bilgi ve beceri temelinde
etkinlikler olarak yansidigimi kanitlamaktadir.

Yazar Katkilar1 : Girig: Birinci yazar. Yontem:
ikinci yazar. Bulgular: Birinci yazar, {iglincii yazar.
Tartisma: Birinci yazar, ikinci yazar, {iglincii yazar.

Finansman : Bu calisma igin herhangi bir
finansal destek alinmamugtir.

Cikar Catismasi : Bu calismada cikar catismasi
olarak  nitelendirilebilecek  herhangi  bir  durum
bulunmamaktadir.

Veri Erisilebilirligi : Bu c¢alismanin verilerine T.C.

Milli Egitim Bakanlig1 internet sayfasindan ulasilmaktadir.
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1. Introduction

Education systems are some of the most fundamental
building blocks that shape the future of countries.
Education systems play a critical role in a country's social
and economic development as well as in the intellectual
and personal development of individuals. The approaches
adopted in the process of designing education systems vary
according to the goals of the country and the needs of the
society. The balanced acquisition of the knowledge and
skills necessary for students to be successful in the future
depends on the curricula designed for them.

Curriculum is defined as a learning plan that schools are
responsible for developing in order to achieve the goals of
the education system (Tyler, 1957) or as all of the learning
activities that are planned and carried out by the school
(Kerr, 1968), whether in groups or individually inside and
outside the school. Curricula play a crucial role in shaping
individuals and achieving contemporary educational
standards. The revision of curricula is an indicator of the
capacity to respond to the changing needs of society and is
critical for adapting to the dynamic and constantly
evolving nature of the education system. When the studies
conducted to date are examined (Gezer et al., 2014;
Zorluoglu et al., 2016), it is emphasized that achieving a
qualified curriculum in line with a specific purpose relies
on the teaching outcomes. Teaching outcomes are defined
as the behaviors aimed to be gained by the student or the
changes desired to be created in their existing behaviors
(Tekin, 2009). However, the increasing need for
interdisciplinary cooperation and the need to produce
solutions to complex problems emerging in the globalizing
world direct education systems towards skill-based and
innovative approaches and lead the development of
national education policies in these areas (Kuzu et al., 2024).
In this context, the Ministry of National Education (MoNE)
and the United Nations International Children's
Emergency Fund (UNICEF) collaborated to create the "K12
Skills Framework: Tiirkiye Holistic Model", where the
concept of skill is defined as "any type of acquisition or
action gained in an area of study or learning that requires a
logical or intuitive thinking approach and manual skills,
methods and tools" (MoNE, 2023). The skills and

achievements expected to be gained in the education and
training process are valuable and it is important to establish
a balance between both concepts. In this context, although
it is misleading to say that one is more qualified than the
other, in other words, although both concepts are valuable
for qualified education, skills-based education supports
students develop certain work and life skills and creates a
more effective process in dealing with daily life problems.
In this context, national curricula have increasingly shifted
towards a skills-based approach and the 2024 curricula
have been renewed within the framework of this approach.
Before 2024, the curricula in mathematics were
chronologically renewed in 1924, 1926, 1936, 1948, 1968,
2005, 2009, 2015 and 2017 (Singer, 2018). Among these, as
stated by Altindag and Korkmaz (2019), the most radical
change was made with the 2005 mathematics curriculum.
Because the innovations in 2005 were made within the
framework of a paradigm shift (constructivist approach).
While the 2018 innovations were based on the "Turkish
Competencies Framework" (Deveci & Aykag, 2020), the
2024 mathematics curriculum has been renewed as skill
based.

Among the renewed curricula, mathematics curricula stand
out become important because they play an effective role in
the overall success of the education system as well as in the
academic and personal development of individuals and
form the basis for other curricula. It is known that the
primary school mathematics curriculum, which is on the
way to create a mathematical foundation for children by
providing basic mathematical concepts and concretizing
the concepts, should be prepared meticulously to ensure
correct and meaningful learning of concepts. Additionally,
the changes made to this curriculum significantly influence
the curricula of higher grades. In mathematics, a discipline
where topics build upon one another, failure to fully
understand a topic may cause difficulties in the learning of
topics that are related or sequential (Kuzu, 2017). In this
context, it is considered important to evaluate the changes
made in the primary school mathematics curriculum.

The 2024 primary school mathematics curriculum,
designed in a skills-based structure, consists of four

components: "Conceptual Skills", "Social-Emotional
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Learning Skills", "Dispositions” and "Domain Specific
Skills": Tiirkiye Holistic Model
components: "Conceptual  Skills",
Learning Skills", "Dispositions” and "Domain Specific
Skills". Social-emotional learning skills are closely related
to literacy skills and values, and these two skills are also
included in the program. With conceptual and domain-
specific skills, it is planned to provide students with skills
related to mathematical understanding, such as a deep
understanding of mathematical concepts and the ability to

consists of four

"Social-Emotional

apply them in specific mathematical areas. With social-
emotional skills and dispositions, it is planned to provide
students with skills related to attitudes and behaviors such
as establishing positive relationships with the environment,
cooperation and empathy in mathematics
processes. While conceptual and domain-specific skills
played an important role in the process of teaching
concepts
curriculum, social-emotional skills and dispositions played
an active role in the process of gaining values. In this

learning

in the 2024 primary school mathematics

context, the 2024 primary school mathematics curriculum
was structured thematically and content-wise in the light of
conceptual and domain-specific skills, and the learning-
teaching experiences were structured in the light of
conceptual and domain-specific skills as well as social-
emotional skills, dispositions, literacy skills and values. The
relationship, similarities, and differences between the 2018
primary
outcome-based and designed both in terms of learning
areas and sub-learning areas, and the 2024 primary school
mathematics curriculum, which is skill-based and designed
differently in terms of learning outcomes and thematic
content, provoke curiosity. In this context, in this study, a
comparative analysis of the 2018 and 2024 primary school
mathematics curricula was conducted, seeking answers to
the following questions:

school mathematics curriculum, which is

1) How is the 2018 primary school mathematics
curriculum distributed according to grade levels
in terms of learning areas, sub-learning areas,
instructional hours and number of objectives?

2) How is the 2024 primary school mathematics
curriculum distributed according to grade levels
in terms of theme, content, time and learning
outcomes?

3) Regarding the primary school mathematics

curricula of 2018 and 2024

e what is the number of outcomes/learning
outcomes?

¢ what are the learning area/theme titles?
¢ what are the sub-learning area/content titles?

e what is the number of forms allocated for
textbooks and the size of the textbooks to be
prepared?

4)  What are the content-based changes introduced in
the 2024 primary school mathematics curriculum?

2. Method
2.1. Design

In this study, a qualitative research approach was adopted,
considering the nature of the collected data, the data
collection process, and the data analysis. The structure of
the 2018 and 2024 primary school mathematics curricula
was described comparatively using a case study model,
with data collected through document analysis.

2.2. Measures

In the study, 1-4 Primary School Mathematics Curricula
published by MoNE in 2018 and 2024 were used as data
sources.

2.3. Data Analysis

Descriptive analysis technique was used in the data
analysis process.

2.3.1. Ethical disclosure

In this study, all the guidelines outlined in the "Directive on
Scientific Research and Publication Ethics of Higher
Education Institutions" were strictly adhered to. None of
the violations listed under the second section of the
Directive, titled "Actions Contrary to Scientific Research
and Publication Ethics," were committed. This study, in
accordance with the Flow Chart of TR Dizin Ethics
Principles, is a document review and does not involve any
participants; therefore, it does not require ethical approval.

3. Findings

In this section, the findings regarding the comparative
analysis of the 2018 and 2024 primary school mathematics
curricula are presented in line with the sub-problems of the
study.

3.1. Findings on the Distribution of the 2018 Primary
School Mathematics Curriculum according to
Grade Levels in terms of Learning Area, Sub-
Learning Area, Instructional Hours and Number of
Learning Outcomes

In this section, the learning areas, sub-learning areas,
instructional hours and number of learning outcomes of the
2018 primary school mathematics curriculum were
examined, their distribution according to grade levels was
determined descriptively and the findings are presented in
Table 1.

When Table 1 is examined, it is seen that the 2018 primary
school mathematics curriculum consists of learning areas
representing a broad category and sub-learning areas
focusing on specific topics of the learning area. The
curriculum consists of four learning areas, namely
"Numbers and Operations”, "Geometry", "Measurement"
and "Data Processing”, and each learning area includes
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seven, four, seven and one sub-learning area, respectively.
When the distribution of sub-learning areas in terms of
grade level is analyzed, it is seen that 13 sub-learning areas
are distributed in the 1st grade. While this number was 15
in 2nd grade, it was determined as 18 in 3rd grade and 17
in 4th grade. In terms of the number of sub-learning areas,
it is noteworthy that there are more in 3rd grade (f=18) and
4th grade (f=18). When analyzed in terms of the number of
learning outcomes, it is seen that 114 of the total 229
learning outcomes are in the "Numbers and Operations"
Geometry, and data
processing learning areas contain 36, 70 and 9 objectives,

learning area. measurement

Table 1.

respectively. Among the sub-learning areas, it was
determined that the highest number of objectives was in the
"Natural Numbers" sub-learning area (f = 32). This is
followed by the sub-learning area of "Addition in Natural
Numbers" with 21 objectives. In the program, it was
observed that the "Natural Numbers" sub-learning area
had the highest number of objectives at the 1st (f=8), 2nd (f
= 8) and 3rd (f = 10) grade levels, while the "Division of
Natural Numbers" sub-learning area (f = 8) had more
objectives than the others at the 4th grade level. It is
noteworthy that the objectives are similarly concentrated at
the 3rd grade (f=72) and 4th grade (f="71) levels.

The Distribution of the 2018 Primary School Mathematics Curriculum According to Grade Level in terms of Learning Area, Sub-
Learning Area, Instructional Hours and Number of Learning Outcomes

Distribution of the 2018 Primary School Mathematics Curriculum

Learning Areas Sub-Learning Areas 1 2 GL(; 2 SLALO LALO
1 Numbers and Operations Natural Numbers 8 8 10 6 32 114
Grade 1: 110 hours; 61% Addition of Natural Numbers 6 5 6 4 21
Grade 2: 114 hours; 63% Subtraction of Natural Numbers 4 6 4 4 18
Grade 3: 102 hours; 57% Multiplication of Natural Numbers 3 6 6 15
Grade 4: 100 hours; 56% Division of Natural Numbers 2 4 8 14
Fractions 1 1 6 4 12
Operations with Fractions 2 2
2 Geometry Geometric Objects and Shapes 2 4 4 5 15 36
Grade 1: 24 hours; 13% Spatial Relations 2 2 2 2 8
Grade 2: 19 hours; 11% Geometric Patterns 2 2 1 5
Grade 3: 22 hours; 12% Basic Concepts in Geometry 3 5 8
Grade 4: 25 hours; 14%
3  Measurement Length Measurement 3 6 5 4 18 70
Grade 1: 41 hours; 23% Perimeter Measurement 4 3 7
Grade 2: 41 hours; 23% Area Measurement 2 2 4
Grade 3: 46 hours; 26% Our Currencies 1 3 2 6
Grade 4: 47 hours; 27% Time Measurement 3 3 4 2 12
Weight Measurement 1 2 3 5 11
Liquid Measurement 2 2 3 5 12
4  Data Processing Data Collection and Evaluation 1 1 3 4 9 9
Grade 1: 5 hours; 3%
Grade 2: 6 hours; 3%
Grade 3: 10 hours; 6%
Grade 4: 8 hours; 4%
Number of Learning outcomes by Grade Level 36 50 72 71 229 229
Percentage of Learning outcomes by Grade Level 16 22 31 31 100 100

Note. The total instructional hours in an academic year is 180 hours. GLO: Number of learning outcomes by grade level, SLALO: Total number of
learning outcomes by sub-learning area; LALO: Total number of learning outcomes by learning area

On the other hand, it is seen that there is a 180-hour lesson
period in the 2018 primary school mathematics curriculum.
Among the learning areas, it was determined that the most
time was allocated to "Numbers and Operations" learning area
for each grade level, while the least time was allocated to "Data
Processing”" learning area. Considering that the highest

number of learning outcomes is in the "Numbers and
Operations" learning area, this situation is thought to be
normal. Although the highest number of learning outcomes in
the "Numbers and Operations" learning area was in the 3rd
grade (f = 36), the most instructional time (114 hours) was
allocated to the 2nd grade. It is seen that both the number of

130
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learning outcomes (f=12) and the allocated time (25 hours) in
the geometry learning area are highest in the 4th grade. In the
measurement learning area, while the highest number of
learning outcomes (f = 23) was in the 3rd grade, the most time

allocated (47 hours) was in the 4th grade. For the data
processing learning area, it was determined that the most
earning outcomes (f = 4) were in the 4th grade and the most
time (10 hours) was in the 3rd grade.

Table 2.

The Distribution of the 2024 Primary School Mathematics Curriculum according to Grade Level in terms of Theme, Content,
Instructional Hours, and Learning Outcomes

Distribution of the 2024 Primary School Mathematics Curriculum

GLO
Theme Content CLO TLO
1 2 3 4
1 Numbers and Numbers 7 7 11 12 37 49
Quantities o Natural Numbers (nn) nn=6 nn=>5 nn=7 nn=4
Grade 1: 81 hours; 45% e Fractions (f) nsp=1 f=1 f=3 f=5
Grade 2: 71 hours; 39% o Operations with Fractions (of) nsp=1 nsp=1 of=2
Grade 3: 71 hours; 39% o Number and Shape Patterns (nsp) nsp=1
Grade 4: 66 hours; 37%  Quantities 2 4 5 1 12
e Length and Mass Measurement (Im) ~ Im =1 Im=2 Im=1 Im=1
e Time Measurement (tm) p=1 tm=1 tm=3
e Our Currencies (oc) oc=1 oc=1
From Operations to Addition-Subtraction 4 4 27
Algebraic Thinking Addition-Subtraction and 6 8 9 23
Grade 1: 50 hours; 28%  Multiplication-Division as=3 as=2 as=2
Grade 2: 55 hours; 31% o Addition-Subtraction (as) md =2 md =2 md =3
Grade 3: 55 hours; 31% o Multiplication-Division (md) asmd =1 asmd=4 asmd=4
Grade 4: 50 hours; 28% o Addition-Subtraction-
Multiplication-Division (asmd)
Geometry of Objects Objects and Geometric Shapes 3 3 30
Grade 1: 31 hours; 17% Geometric Objects and Geometric 5 5 4 14
Grade 2: 36 hours; 20% Shapes gogs =4 gogs =3 gogs =2
Grade 3: 31 hours; 17% o Geometric Objects and lim=1 pm=1 pm=1
Grade 4: 41 hours; 23% Geometric Shapes (gogs) lim=1 am=1
e Perimeter Measurement (pm)
e Area Measurement (am)
¢ Liquid Measurement (lim)
Angle 3
Spatial Relationships 2 2 3 10
Data-Driven Categorical Data 1 1 2 2
Investigation
Grade 1: 10 hours; 6%
Grade 2: 10 hours; 6%
Probability of Events Language of Probability 1 1 3
and Data-Driven Categorical and Quantitative Data 1 1 2
Investigation
Grade 3: 15 hours; 8%
Grade 4: 15 hours; 8%
Number of Learning Outcomes by Grade Level 19 25 33 34 111 111

Percentage of Learning Outcomes by Grade Level 17 23 30 31 100 100
Note. Each grade level includes 8 hours of "School-Based Planning," and the total lesson time for an academic year is 180 hours. GLO: Number of

learning outcomes by grade level; CLO: Total number of learning outcomes by content; TLO: Total Number of Learning Outcomes by Theme



O. Kuzu et al.

Ahi Evran University Journal of Kirsehir Education Faculty Volume 26, Issue 1, 2025

3.2. Findings on the Distribution of the 2024 Primary
School Mathematics Curriculum according to
Grade Levels in terms of Theme, Content,
Instructional Hours and Learning Outcomes

In this section, the themes, contents, instructional hours
and number of learning outcomes of the 2024 primary
school mathematics curriculum were examined, their
distribution according to grade levels was determined
descriptively and the findings are presented in Table 2.

When Table 2 is examined, it is seen that the 2024 primary
school
representing broad categories and content focusing on
specific topics within those themes. The curriculum
includes five learning areas, namely "Numbers and
Quantities”, "From Operations to Algebraic Thinking",
"Geometry of Objects", "Data-Driven Investigation" and
"Probability of Events and Data-Driven Investigation", and
each learning area consists of two, two, four, one and two
contents, respectively. When the distribution of the
contents in terms of grade level is analyzed, it is seen that 8

mathematics curriculum consists of themes

topics belonging to the contents are distributed in the 1st
grade. While this number was 13 in 2nd grade, it was 14 in
3rd grade and 15 in 4th grade.

In terms of the distribution of the topics related to the
contents, it is noteworthy that there are more at the 3rd
grade (f = 14) and 4th grade (f= 15) levels. When analyzed
in terms of the number of learning outcomes, it is seen that
49 of the 111 learning outcomes are in the "Numbers and
Quantities" theme. From operations to algebraic thinking,
geometry of objects, data-based inquiry, probability of
events and data-based inquiry themes contain 27, 30, 2 and
3 learning outcomes, respectively. Among the contents, it
was determined that the highest number of learning
outcomes was in the "Numbers" content (f = 37). This was
followed by "Addition-Subtraction and Multiplication-
Division" content with 23 learning outcomes. In terms of
themes, when the distribution of the topics related to the
content is analyzed, it is seen that the highest number of
learning outcomes is in the subject of natural numbers (f =
22). In addition, it was determined that the subject of
natural numbers had the highest number of learning
outcomes at the 1st grade (f= 6), 2nd grade (f = 5) and 3rd
grade (f=7) levels. At the 4th grade level, it is seen that the
subject of fractions (f=5) has more learning outcomes than
the others. In the overall program, it is noteworthy that the
learning outcomes are similarly concentrated at the 3rd
grade (f=33) and 4th grade (f= 34) levels.

On the other hand, there are 8 hours of "School-Based
Planning" for each grade level and it is seen that there is a
180-hour course period in an academic year. Within the
learning areas, it was determined that the most time for
each grade level was allocated to the theme of "Numbers
and Quantities" and the least time was allocated to the
theme of "Data Based Research". Considering that the most
learning outcomes are in the "Numbers and Quantities”

theme, this situation is thought to be normal. Although the
highest number of learning outcomes related to the
"Numbers and Quantities" theme was in the 3rd grade (f =
16), the most time (81 hours) was allocated to the 1st grade.
Although the number of learning outcomes related to
algebraic thinking from operations was highest in the 4th
grade (f=9), the time allocated (55 hours) was mostly in the
2nd and 3rd grades. In the theme of geometry of objects, it
was determined that the highest number of learning
outcomes (f = 10) and allocated time (41 hours) were in the
4th grade. It is seen that the data-based research theme
consists of one learning outcome presented at the 1st and
2nd grade levels and 10 hours of time each. It is seen that
the theme of probability of events and data-based research
consists of one learning outcome presented at the 3rd and
4th grade levels and 15 hours each.

3.3. Findings on the Comparative Analysis of the 2018
and 2024 Primary School Mathematics Curriculum

In this section, the 2018 and 2024 primary school mathematics
curriculum were compared in terms of the number of learning
outcomes and objectives, learning domains and thematic
headings, sub-learning domains and content topics, the
number of pages allocated for textbooks, and the dimensions
of the textbooks to be prepared. The findings obtained are
presented in Table 3 and Table 4.

When Table 3 is examined, it is observed that the learning
domains and sub-learning domains in the 2018 curriculum
have been transformed into themes and content in the 2024
curriculum. Furthermore, the learning areas and sub-learning
areas in the 2018 program have been divided and integrated
under different themes and content in the 2024 curriculum. For
example, it is observed that the "Numbers and Operations"
learning area in the 2024 curriculum has been divided into two
parts. Sub-learning areas such as natural numbers, fractions,
and operations with fractions are placed under the theme
"Numbers and Quantities" within the content "Numbers,"
addition,
multiplication, and division with natural numbers are

while sub-learning areas like subtraction,
included under the theme "From Operations to Algebraic
Thinking" within the contents "Addition-Subtraction" and
"Addition-Subtraction Multiplication-Division".

Similarly, the "Geometry" learning area in the 2018 program

and

has undergone restructuring. The sub-learning area of
geometric patterns has been placed under the theme
"Numbers and Quantities" within the content "Quantities,"
whereas sub-learning areas such as basic concepts in
geometry, spatial relations, geometric objects, and shapes have
been reorganized under the theme "Geometry of Objects” with
contents like "Angles," "Spatial Relations,” "Objects and
Geometric Shapes," and "Geometric Solids and Shapes". This
reorganization has also been applied to the "Measurement"
and "Data Processing" learning areas in the 2018 program. In
the 2024 curriculum, the "Measurement" learning area from
the 2018 program has been completely removed. Sub-learning
areas such as weighing, measuring length, measuring time,
and our currency in the 2018 program have been placed under

132
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the theme "Numbers and Quantities" within the content
"Quantities" in the 2024 curriculum. Similarly, sub-learning
areas such as perimeter, area, and liquid measurement have
been reorganized under the theme "Geometry of Objects"
within the content "Geometric Solids and Geometric Shapes".
The sub-learning area of collecting and evaluating data in the
2018 program has been distributed under the themes "Data-
Driven Investigation" and "Probability of Events and Data-

Table 3.

Driven Investigation" in the 2024 program, within contents
such as "Categorical Data," "The Language of Probability," and
"Categorical and Quantitative Data". The 229 learning
outcomes in the 2018 program have been replaced by 111
learning objectives in the 2024 program. Upon examining both
programs, it is observed that similar or repetitive outcomes
have been consolidated under a single learning objective,
streamlining the structure.

Comparative Analysis Results of the 2018 and 2024 Primary School Mathematics Curriculum

2018 Primary School Mathematics Curriculum

2024 Primary School Mathematics Curriculum

Learning Area Sub-Learning Area * Content™ Theme
Numbers and Natural Numbers (32) Numbers (37) Numbers and
Operations Fractions (12) e Natural Numbers (22) Quantities
Operations with Fractions (2) e Fractions (9)
Geometry Geometric Patterns (5) * Operations with Fractions (2)
e Number and Shape Patterns (4)
Measurement Mass Measurement (11) Quantities (12)

Length Measurement (18)
Time Measurement (12)
Our Currencies (6)

¢ Length and Mass Measurement (5)
e Time Measurement (4)
e Our Currencies (3)

Numbers and Addition of Natural Numbers (21)

Addition-Subtraction (4) From Operations to

Operations Subtraction of Natural Numbers (18) Addition-Subtraction and Multiplication- ~ Algebraic Thinking
Multiplication of Natural Numbers (15) Division (23)
Division of Natural Numbers (14) o Addition-Subtraction (7)
e Multiplication-Division (7)
¢ Addition-Subtraction and
Multiplication-Division (9)
Geometry Basic Geometric Concepts (8) Angle (3) Geometry of Objects
Spatial Relationships (8) Spatial Relationships (10)
Geometric Solids and Shapes (15) Objects and Geometric Shapes (3)
Geometric Solids and Geometric Shapes
(14)
Measurement Perimeter Measurement (7) o Geometric Solids and Geometric
Area Measurement (4) Shapes (9)

Liquid Measurement (12)

o Perimeter Measurement (2)
o Area Measurement (1)
o Liquid Measurement (2)

Data Processing ~ Data Collection and Evaluation (9)

Categorical Data (2) Data-Driven
Investigation
Language of Probability (1) Probability of

Categorical and Quantitative Data (2) Events and Data-

Driven Investigation

Note. * The numbers in parentheses indicate the number of learning outcomes related to the corresponding sub-learning area; the numbers in
parentheses indicate the number of learning outcomes related to the corresponding content.

When Table 4 is examined, it is observed that the 2018 primary
school mathematics curriculum set an upper limit for the
number of pages, with a maximum of 13 pages for Grade 1, 20
for Grade 2, 18 for Grade 3, and 19 for Grade 4. In contrast, the
2024 primary school mathematics curriculum introduced both
upper and lower limits. For the 2024 program, the upper limits
are set at 22 pages for Grade 1, and 23 pages for Grades 2, 3,
and 4. Regarding the lower limits, a minimum of 20 pages for
Grade 1 and 21 pages for other grades have been strictly

defined. Significant differences are noted between the two
programs concerning the upper page limits. For instance, a
proportional comparison reveals a 69.23% increase in the page
count for Grade 1 textbooks. On the other hand, regarding
book dimensions, both the 2018 and 2024 primary school
mathematics curricula specify the textbook size as "19.5 cm by
27.5 cm". It is observed that the book dimensions are provided
in similar dimensions in both programs.
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Table 4.
Comparative Analysis Results of the 2018 and 2024 Primary School Mathematics Curricula in terms of Form Numbers and Book
Dimensions
2018 Primary School Mathematics 2024 Primary School Mathematics
Curriculum Curriculum
. . . . Proportional Change in
Grade Form Numbers Book Dimensions Form Numbers Book Dimensions
Form Numbers
1 13 19.5 cm and 27.5 cm 20-22 19.5 cm and 27.5 cm 53.84-69.23
2 20 19.5 cm and 27.5 cm 21-23 19.5 cm and 27.5 cm 5.00-15.00
3 18 19.5 cm and 27.5 cm 21-23 19.5 cm and 27.5 cm 16.66-27.77
4 19 19.5 cm and 27.5 cm 21-23 19.5 cm and 27.5 cm 10.52-21.05

3.4. Changes Made Based on Content in the 2024
Primary School Mathematics Curriculum for Each
Grade Level

In this section, the changes in the learning outcomes,
process components and teaching-learning experiences of
the 2024 primary school mathematics curriculum are
examined in the context of each grade level and the findings
are presented.

3.4.1.Changes made at the 1st grade level of primary
school

¢ Learning outcomes related to instant counting,

shape patterns that turn into number
representations, decoding and coding numbers
were added (MAT.1.1.2, MAT.1.1.6, MAT.1.1.7,
MAT.1.3.1).

Instead of geometric patterns, increasing and
decreasing number patterns and repeating shape
patterns were included (MAT.1.1.6).

The size represented by 200 TL is introduced
(MAT.1.1.9).

In the 2024 program, problems requiring addition
and subtraction, which are given separately in the
2018 program, are given together in a relational way
(MAT.1.2.1-MAT.1.2.4).

Addition and subtraction operations are presented
in the context of making predictions and mental
operations after the presentation of procedural
knowledge (MAT.1.2.1-MAT.1.2.2).

¢ Pennies, fractions, time reading, calendar and non-
standard liquid measurement were removed from
Grade 1 and transferred to Grade 2.

3.4.2. Changes made at the 2nd grade level of primary
school

¢ While the concepts of deck and dozen are given in
the process of modeling a multiplicity in the 2018
program (M.2.1.1.2), they are given in the teaching-
learning experiences related to the process of
solving daily life problems requiring addition and

subtraction operations in the 2024 program
(MAT.2.1.2).

In the 2018 curriculum, the kurus relationship given
in Grade 1 and the kurus-lira relationship given in
Grade 3 were transferred to Grade 2 (MAT.2.1.8).

Fractions were associated with the concepts of
money and time and started to be introduced in
Grade 2 (MAT.2.1.7-MAT.2.1.9).

Time is introduced from Grade 2 onwards with
whole-half-quarter and part-whole relationships
(MAT.2.1.9).

Calendar reading is introduced from Grade 2
(MAT.2.1.9).

eIn the 2024 program, problems requiring
multiplication and division, which are given
separately in the 2018 program, are given together
in the 2024 program based on relational and
addition-subtraction =~ operations = (MAT.2.2.4-
MAT.2.2.5).

Addition, subtraction, multiplication and division
operations are presented in the context of making
predictions and mental operations after the
presentation of procedural knowledge (MAT.2.2.1-
MAT.2.2.5).

Non-standard liquid measurement was transferred
to Grade 2 in the context of estimating the amount
of liquid with non-standard liquid measurement
tools and comparing the measurement results with
the estimation results (MAT.2.3.5).

A learning outcome related to coding has been
added (MAT.2.3.6).

The tree diagram, which was included in the 2018
curriculum at the 2nd grade level, was completely
removed in the 2024 primary school mathematics
curriculum.

3.4.3. Changes made at the 3rd grade level of primary
school

e In the 2018 curriculum, Roman numerals are treated

134



O. Kuzu et al.

Ahi Evran University Journal of Kirsehir Education Faculty Volume 26, Issue 1, 2025

as a learning outcome on their own and given up to
20 (M.3.1.1.10). In the 2024 curriculum, the learning
outcome related to units of time measurement is
associated with analog clock in teaching-learning
experiences and given up to 24 (MAT.3.1.13).

In the 2024 program, problems requiring addition,
subtraction, multiplication and division, which are
given separately in the 2018 program, are given
together in a relational manner (MAT.3.2.5-

MAT.3.2.6).

¢ Addition, subtraction, multiplication and division
operations are presented in the context of making
predictions and mental operations before the
presentation of procedural information (MAT.3.2.1-
MAT.3.2.4).

e A learning outcome related to coding has been
added (MAT.3.3.8).

¢ A dot plot has been added (MAT3.4.1).

e The concepts of point, line, line segment and ray,
which were included in the 2018 curriculum at the
3rd grade level, were completely removed in the
2024 primary school mathematics curriculum.

e The concept of angle and non-standard area
measurement were removed from Grade 3 and
transferred to Grade 4.

3.4.4. Changes made at the 4th grade level of primary
school

¢ In the 2024 program, problems requiring addition,
subtraction, multiplication and division, which are
given separately in the 2018 program, are given
relational (MAT.4.2.7-

together in a manner

MAT.4.2.9).

Addition, subtraction, multiplication and division
operations are presented in the context of making
predictions and mental operations before the
presentation of procedural information (MAT.4.2.1-
MAT .4.2.5).

At the 4th grade level, the concept of angle was
associated with daily life and handled as a dynamic
amount of rotation (MAT.4.3.5-MAT.4.3.7).

Line angle, plane and column graph, which were
included in the 2018 curriculum at the 4th grade
level, were completely removed in the 2024 primary
school mathematics curriculum.

In the 2024 program, a learning outcome was added
for students to determine the probability of any
event related to daily life as "impossible, possible,
certain" (MAT.4.4.1).

¢ A learning outcome related to using mathematical
representations to create equivalent fractions has
been added to the 2024 program (MAT .4.1.7).

o The tree diagram, which was included in the 2018
program at the 4th grade level, was completely
removed in the 2024 primary school mathematics
curriculum.

4. Discussion

Mathematics is at the center of these systems and is a
fundamental subject that develops students' analytical
thinking, problem solving and logical reasoning skills. In
Tiirkiye, primary school mathematics courses are taught
through curricula that are carefully designed to support
children's cognitive development and provide them with
basic mathematical knowledge. In this context, the changes
between the Primary School Mathematics Curricula
implemented in 2018 and 2024 are important in terms of
understanding how educational policies have changed in
the context of mathematics education, how they adapt to
today's conditions and needs, and how mathematics
teaching has undergone a transformation.

Meeting current educational needs, global countries'
orientation towards teaching processes with a skills-based
approach, and national and international data on the basis
of mathematics education have been effective in the
preparation and implementation of the primary school
mathematics curriculum for 2024. Various changes were
made in the primary school mathematics curriculum
prepared on this basis. When the two programs were
compared in the context of the changes made, it was
determined that the primary changes were in the names of
learning and sub-learning areas. In the 2024 program, these
titles, called themes and content, were more effective in
terms of comprehensiveness and depth of meaning. For
example, while the term "Numbers and Operations" in the
2018 curriculum creates a perception limited to arithmetic
operations, the term "Numbers and Quantities" in the 2024
curriculum offers a broader perspective and covers how
numbers are associated not only with operations but also
with measurement, comparison and quantitative analysis.
Focusing on quantities provides students with a deeper
understanding of mathematical concepts. Processes such as
measurement and comparison help students understand
quantitative relationships and apply them to a variety of
problems. Since this involves not only basic operations but
also conceptual understanding, it allows students to
develop higher level mathematical thinking skills (van
Hiele, 1986). In this context, measuring length, mass and
time, which were included under the "Measurement"
learning area in the 2018 curriculum, were included in the
"Quantities" content in the 2024 curriculum. In this context,
the "Measurement" learning area in the 2018 curriculum
was removed in the 2024 curriculum and the sub-learning
areas within this learning area were included under the
themes of "Numbers and Quantities" and "Geometry of
Objects". On the other hand, with the theme "From
Operations to Algebraic Thinking" in the 2024 program, it
is stated that there is an orientation towards algebraic
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thinking starting from operations that form the basis of the
mathematical world (MoNE, 2024a).

In the 2024 program, instead of the "Geometry" learning
area in the 2018 program, the expression "Geometry of
Objects" is used to emphasize students' discovery of
geometry in objects based on their experiences and what
they see in daily life. With this expression, which has a
depth of meaning, students are shown that geometric
concepts are not only abstract objects, but also how they are
related to real objects around them. This deepens students'
geometric thinking skills and conceptual understanding
(van Hiele, 1986). In the 2024 program, instead of the "Data
Processing” learning area in the 2018 program, the terms
"Data-Based Investigation" and "Probability of Events and
Data-Based Investigation” were used. While the term "data
processing” refers to the basic operations related to data,
the terms "Data-Driven Research" and '"Probability of
Events and Data-Driven Research" allow students to
understand, and apply data
comprehensive and holistic way (MoNE, 2024a). Therefore,

analyze in a more
it can be more effective in terms of providing a broader
learning perspective and effective educational experience.
The integration of data science components into learning-
teaching practices starting from primary school can be
directly linked to developments in areas such as data
mining and learning analytics. These technologies enable a
better understanding of students' learning situations and
help reveal their strengths, allowing teaching methods to
be designed more effectively (Hartati et al., 2024; Romero &
Ventura, 2020). The content adjustments made within the
framework of "Working with Data and Data-Driven
Decision-Making Skills" in the 2024 curriculum offer
students a broader learning perspective. The program does
not limit students to learning basic operations; it also
encourages them to conduct data-driven research and
understand the concepts of probability in relation to real-
life situations. This not only lays the foundation for creating
a more effective decision-making process in the education
system but also contributes to the formation of lasting
learning experiences (Scarlatos et al., 2022).

The 229 learning outcomes in the 2018 program were
replaced by 111 learning outcomes in the 2024 program.
Here, combining similar or repetitive outcomes and placing
them under a single roof with a learning outcome has
added simplicity to the program. In addition, the process
components in the learning outcomes and the context to be
given are presented to the students in a hierarchical
manner. This allowed both the simplification of the
outcomes and the formation of a process from simple to
complex. In addition, it was observed that the outcomes
that were not suitable for the level of students in the 2018
program, were not understood or did not serve their
purpose were revised or removed and included in the 2024
program as learning outcomes. As a matter of fact, in the
study conducted by Kuzu et al. (2018), the learning
outcomes in the 2018 curriculum were examined in depth

and it was determined that the learning outcomes had
structural defects such as "including more than one action",
"not being clear and understandable”, and "not being
organized from simple to complex”. In the 2018 program,
these defects in the learning outcomes were eliminated in
the 2024 program and replaced as learning outcomes. For
example, when the topics related to the "Geometry"
learning area in the 2018 program are examined, while the
teaching of shapes that do not take place in daily life and
are more abstract (e.g., triangle, square, rectangle) was
given before, the 2024 program started with objects in daily
life (e.g., building roof, soccer ball, juice box) in order to
make the geometric structures that students will create in
their minds more easily understood and more concrete.

While in the 2018 curriculum, students are expected to
engage in mental processes at the level of procedural
knowledge, in the 2024 curriculum, students are expected
to engage in higher level cognitive skills such as prediction,
analysis, structuring and synthesis by making sense. In
addition, while coding and algorithm activities were not
included in the 2018 curriculum, the 2024 curriculum aims
for students to start a more meaningful coding process.
Indeed, introducing children to coding at an early age helps
them understand and apply coding more easily in their
future lives (Grover & Pea, 2013; Wing, 2006). In summary,
it can be said that the skills that students need in today's
conditions are enabled to be seen as learning outcomes in
students with various components with the 2024 primary
school mathematics curriculum.

Coding activities significantly enhance primary school
students' problem-solving and logical reasoning skills.
Coding requires students to break down complex problems
into smaller parts, which is closely related to mathematical
thinking and analytical skills. These activities not only
facilitate the understanding of mathematical concepts but
also promote critical thinking and creativity. In a study by
Kim and Kwon (2019), students who participated in coding
activities showed higher academic success, particularly in
subjects like mathematics that require logical reasoning.
Coding skills play a critical role in preparing students for
future career opportunities in an increasingly digital world.
Early exposure to coding helps students develop the
competencies needed to succeed in a tech-filled workforce
while increasing their interest in STEM fields (Rahmawati
& Rasidi, 2023). In this context, the introduction of coding
at an early age in the primary school mathematics
curriculum, as part of the Tiirkiye Century Education
Model framework, can be seen as an essential learning
evidence component for cultivating individuals who can
adapt to technology.

In the 2018 curriculum, more abstract concepts such as
point, line, ray and plane are included, while in the 2024
curriculum, these concepts are left to higher grades because
they have no reflection in daily life. The need for abstract
thinking skills to make sense of these concepts can be
challenging for elementary school students who are more
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prone to learning with concrete examples (Hiebert &
Carpenter, 1992). Therefore, leaving these concepts to
upper grades provides a learning experience that is
appropriate for students' developmental stages (National
Council of Teachers of Mathematics [NCTM], 2000).
Attempting to teach abstract concepts at an earlier age may
cause students to move on without fully understanding the
concepts. In this context, leaving abstract concepts to higher
grades allows students to learn these concepts in a more
mature and robust way (Clements & Sarama, 2009).

In the 2018 curriculum, the concept of angle is handled
more abstractly, while in the 2024 curriculum, it is handled
as a dynamic amount of rotation by associating it with daily
life. Treating the angle as a dynamic amount of rotation can
help children concretize abstract concepts. Children can
better grasp the meaning of the concept when they see the
angle through a moving object or examples from daily life.
For example, learning the angle concept through concrete
objects such as a door hinge or a spinning wheel can make
students' learning more meaningful (NCTM, 2000). In
addition, relating the angle to daily life and showing
practical uses of the angle can make learning more
interesting and motivating (Fuson, 2003). In this context, it
would be more meaningful for children to express the
amount of opening (the amount of rotation of the door) that
occurs as a result of opening a closed door with the hinge
side remaining fixed, which is presented as an example in
the program, as an angle. Here, the previous and next
positions of the door indicate the arms of the angle, and the
hinge indicates the fixed point of the angle, the center of
rotation or the corner.

Equivalent fractions are one of the fundamental
mathematical concepts that support students' transition
from concrete thinking skills to abstract thinking skills. This
concept, particularly at elementary and middle school
levels, forms the foundation for more complex
mathematical thinking processes in numerical and
algebraic contexts (Santos et al. 2017). According to Piaget's
cognitive development theory, children in the concrete
operational stage (ages 7-11) better understand abstract
concepts through concrete learning experiences (Dogan &
Sir, 2022).
equivalent fractions at an early stage is crucial for
developing children's mathematical thinking skills. Many
students tend to perceive fractions solely as numbers less
than one. This misconception can hinder the understanding
of equivalent fractions and lead to difficulties in more
advanced mathematical topics, such as ratio and
proportion, where fractions are fundamental (Gabriel et al.,
2013). Therefore, incorporating equivalent fractions into
the teaching and learning processes related to fractions has
become a necessity to develop students' basic mathematical
skills at an early age (Cady et al.,, 2015). Deficiencies in
learning about fractions can negatively impact not only
mathematics but also success in other disciplines like
science (Bouck et al.,, 2017). The stated situation and

In this context, the effective teaching of

requirements highlight that incorporating equivalent
fractions into the elementary mathematics curriculum,
along with all its components, represents a significant
innovation.

Bailey et al. (2017) stated that activities focusing on the
understanding of fraction magnitude, including the
concept of equivalent fractions, lead to significant
improvements in arithmetic skills related to fractions. In
this context, integrating equivalent fractions into the
elementary school mathematics curriculum will establish a
strong foundation for students to tackle more complex
mathematical problems they will encounter in the future.
The materials used in teaching equivalent fractions play a
critical role in concretizing abstract concepts. The use of
various materials during the teaching-learning process
helps students understand equivalent fractions more
easily. Indeed, Flores et al. (2023) demonstrated that
employing concrete materials
significantly enhances students' performance and their
understanding of the concept of equivalent fractions.

in teaching fractions

The 2024 curriculum is based on daily life problems and is
developed in a more concrete structure and aims to make
sense of new concepts and problems from what students
can perceive. In this context, with the 2024 curriculum,
teachers can use different learning strategies for skills-
based education to help students develop their skills and
apply their knowledge in various contexts. They can also
use project-based learning methods to relate concepts to
daily life problems and reinforce the concepts they have
learned in a concrete context. In the 2024 program, care was
taken to lay the foundation of coding in the technological
sense from the early years and to use technological
knowledge in the teaching process. For the outcomes
related to coding presented in the program, teachers can
create technology clubs in schools and organize activities
that encourage students to participate in coding projects.

The whole process regarding the 2024 curriculum was
structured within the framework of K12 skills and the
curriculum was designed with a holistic approach. In this
context, the skill-based structuring of the 2024 curriculum
is not the only innovation that emerged, and structural
defects such as the gains encountered in the

2018 curriculum containing more than one action, not
being clear and understandable, and not being organized
from simple to complex have been eliminated with learning
outcomes and process components. In addition, another
important innovation is that the program is designed
thematically and content-wise in the light of conceptual
and domain-specific skills, and the learning-teaching
experiences are structured in the light of social- emotional
skills, dispositions, literacy skills and values as well as
conceptual and domain-specific skills. In order to include
these skills, dispositions and values in the curriculum,
activities and discussions can be organized to help students
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develop skills such as empathy, cooperation and self-
discipline.

This study compares the changes in the number of forms
and book dimensions in the 2018 and 2024 Primary School
Curriculum. According to the data,
significant differences have been found between the two
programs in terms of form numbers and book dimensions.
In particular, the determination of lower and upper limits
for form numbers creates a striking difference between the
programs. The addition of a lower limit for form numbers

Mathematics

and the increase in the upper limit in the 2024 curriculum
have expanded the scope of teaching materials. This
suggests that the program aims to cover more content or
provide students with more resources. The 69.23% increase
observed in the 1st grade indicates that the program
intends to provide content-rich materials for younger age
groups. In terms of book dimensions, the study found no
changes between the programs, suggesting that the
intention was to maintain continuity with the existing
materials for both teachers and students.

In the context of this study, the deepening and
differentiation of the 2024 Primary School Mathematics
Curriculum in terms of disciplines, skills, and inter-
program relationships compared to the 2018 program is
reflected in the increase in the number of forms in the
textbooks. With the increase in the number of forms,
materials suitable for different learning styles (graphs,
visuals, activities) are provided, making it easier for
students to understand mathematics (Tomlinson, 2001).
Given that mathematics is inherently an abstract field,
increasing the number of forms allows for the use of
multiple materials and supports this opportunity with the
content of the books. This can provide the chance to address

concepts from different
background, problem-solving,  games,
activities, etc.) (Polya, 1945). Furthermore, the increase in
the number of forms also offers more opportunities to

mathematical perspectives

(theoretical

assess what students have learned in class through
additional activities in mathematics, a subject that is easier
to learn through practice (Schoenfeld, 1992). The increased
number of forms supporting the content, by allowing more
activities, can not only prevent the lesson from becoming
monotonous but also increase students' interest in the
subject (Ryan & Deci, 2000).

The 2024-2025 academic year provides a concrete example
of this approach through the 1st Grade Primary School
Mathematics Textbook developed under the Tiirkiye
Century Education Model. This textbook, prepared
separately for the first and second semesters, consists of a
total of 22 forms (MEB, 2024b). In contrast, the textbook
prepared according to the 2018 curriculum and used during
the 2023-2024 academic year was designed with 13 forms
and was used in this format throughout the teaching
process.

When examining the content of the books prepared in line
with the 2024 curriculum, the increase in the number of
forms is accompanied by a notable richness in the teaching
and learning practices. The books are not limited to
transmitting theoretical knowledge; they are structured in
a way that blends students' knowledge and skills. These
books are equipped with various activity types, visual
elements, digital content, and supportive materials with
online access, all of which serve the profile of the students
envisioned by Tiirkiye Century Education Model. This
shows that the depth of content targeted by the 2024
curriculum is clearly reflected in the textbooks. The
increase in the number of forms and the content enriched
with skill-based activities demonstrates an approach that
contributes to the learning process.
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1. Giris

Cocuklar, formal egitime baglamadan 6nce biiyiik 6l¢iide
informal yollarla edindikleri matematiksel becerilere
sahiptir (Ginsburg vd., 2008; Litkowski vd., 2020; Sarama
ve Clements, 2004, 2009). Bu becerilerin anlamli ve eglenceli
etkinliklerle desteklenerek giiclendirilmesi, gelecege
hazirlanmalarina olanak saglayabilir. 2010'dan sonra
dogan Alfa kusagi, bilgisayarlar ve internet ile i¢ ice
biiylimektedir. Bu durum goz oOniine alindiginda,
Cowan'm (2008) belirttigi gibi, yas grubundan bagimsiz
olarak tiim sinuflara teknoloji entegrasyonu artik bir tercih
degil, bir gerekliliktir.

Bazi aragtirmalar, okul Oncesi 6gretmenlerinin teknoloji
kullanimiyla ilgili algilarini incelemistir (Blackwell vd.,
2014; Fox vd., 2016; Ihmeideh, 2009; Ihmeideh ve Al-
Maadadi, 2018; Kara ve Cagltay, 2017; Liu ve Pange, 2015;
Lavidas vd., 2021; Liu vd. 2014; Luo vd. 2021;
Nikolopoulou ve Gialamas, 2015; Nikolopoulou, 2020;
Nikolopoulou, 2021; Ogegbo ve Aina, 2020; Parette vd.,
2010; Schriever vd., 2020; Wood vd., 2008). Ancak, okul
oncesi
Ogretirken teknoloji kullanimina odaklanan c¢alismalar
olduk¢a smurhdir (Akilovna, 2024; Clements ve Sarama,
2003; Eleftheriadi vd., 2021; Nikolopoulou, 2020;
Verbruggen vd., 2021; Yao vd., 2024). Bu ¢alisma, odak
grup tartismalar: araciligryla okul 6ncesi 6gretmenlerinin
teknolojiye dair genel algilarii ve matematikle ilgili
etkinliklerde  teknoloji
amaclamaktadir.

ogretmenlerinin matematiksel kavramlari

entegrasyonunu incelemeyi

1.1. Erken Cocukluk Déneminde Matematik Egitimi

Genellikle ilkokul egitimine bir hazirhik olarak goriilen
erken cocukluk egitiminin, bireylerin sonraki yasamlar
tizerindeki acikga goriilmektedir. Ozellikle,
bireylerin boyunca ihtiyag  duydugu
matematiksel bilgi ve beceriler erken ¢ocukluk déneminde
olusmaktadir (Akman, 2002; Clements ve Sarama, 2009,
2013; Ergiin, 2003; Lindmeier vd., 2020; Papadakis vd.,
2017, Watts vd., 2014). Aragtirmalar, erken c¢ocukluk
doneminde kazanilan matematik bilgi ve becerilerinin
sonraki yillardaki akademik basariy1 artirdigini (Aubrey ve
Dahl, 2014; Aunio ve Niemivirta, 2010; Aunio vd., 2008;
Bailey vd., 2014; Duncan vd., 2007, Nguyen vd., 2016;
Ramani vd., 2017; Ritchie ve Bates, 2013; Ryoo vd., 2014;
Watts vd., 2014) ve daha iyi kariyer segenekleri ile
ekonomik olarak daha rahat bir yasamin giiglii bir
yordayicisi oldugunu ortaya koymaktadir (Platas vd., 2016;
Schoon vd., 2021).

etkileri
yasamlari

Uluslararast Ogrenci Bagar1 Degerlendirme Programi
(PISA) ve Uluslararasti Matematik ve Fen Egilimleri
Aragtirmasi (TIMMS) sonuglari incelendiginde,
Tiirkiye'deki 6grencilerin matematik basarilarinda yillar
icinde bir artis goriilmesine ragmen istenen seviyede
olmadig1 ve basari siralamasinda alt siralarda yer aldig:
goriilmektedir (Atik, 2017; Dolu, 2020; Ozeng ve Arslanhan,
2010; Sarier, 2020). TIMMS ve PISA verilerini kullanan

aragtirmalar, matematik kaygis1 ve korkusu, matematige
sevgi ve ilgi, matematik 6z giiveni, ev/okul ortami ve
Ogretmen/dgrenci merkezli etkinlikler gibi faktorlerin
¢ocuklarin matematik basarisiyla dogrudan iligkili
oldugunu gostermektedir (Akytiiz, 2014; Ertiirk ve Akan,
2018; Yayan, 2003). Bu faktorler arasinda ozellikle
matematik kaygis1 veya korkusunun, ilkokuldan tiniversite
seviyesine kadar dgrencilerin matematik basarisi {izerinde
olumsuz etkisinin oldugu yapilan arastirmalarla
kanitlanmistir (Batdal, 2006; Bayirh vd., 2021; Beisly vd.,
2024; Foley vd, 2017; Kesici ve Asilioglu, 2017; Yenilmez ve
Ozbey, 2006; Zhang vd., 2019).

1.2. Erken Cocukluk Matematik Egitiminde Teknoloji

Erken g¢ocukluk doneminde matematik bilgi ve
becerilerinin, ilerleyen yillardaki akademik basari, kariyer
secimi ve sosyoekonomik durum igin giiglii bir yordayici
oldugu diisiiniildiiglinde, bu egitimin  dikkatle
planlanmasi gerekmektedir. Tarih boyunca matematik
egitiminde ¢esitli fiziksel materyaller kullanilmigtir
(Boggan vd., 2010; Swan ve Marshall, 2010). Ancak,
teknolojik doniistimle birlikte dijital materyaller 6n plana
¢ikmistir. Hizla gelisen teknoloji sayesinde, arastirmacilar
bilgi ve iletisim teknolojileri (BIT) teriminin igerigini sadece
masaiistii ve diziistii bilgisayarlarla smirli tutmamis, e-
oyuncaklar, robotik cihazlar, akilli oyunlar ve mobil
teknolojileri kapsayacak sekilde genisletmistir (Bjorklund
vd., 2020; Dias ve Brito, 2021; Dorouka vd., 2021; Gjelaj,
2013; Johnson vd., 2011; Wu vd., 2023). Bu teknolojilerin
etkin bir sekilde 6gretim faaliyetlerine entegre edilmesi,
gliclii bir etkilesimle birlestiginde, ¢ocuklarin yaraticiligini
ve hayal giiclinii artirirken (Fleer, 2018; Marsh vd., 2018;
Yelland, 2018), bilissel becerilerini (Hirsh-Pasek vd., 2015;
Huber vd., 2018; Neumann ve Neumann, 2017; Papadakis
vd., 2018; Steinkuehler, 2010; Steinkuehler ve Williams,
2009; Van Eck, 2015; Yelland, 2018), sosyal becerilerini
(Danby vd., 2018; Yelland, 2005; Zhao ve Linaza-Iglesias,
2015) ve sorgulama becerilerini (Beavis vd., 2012; Fregola,
2015; Hakkarainen ve Sintonen, 2002; van de Sande vd.,
2015, Wernholm ve Vigmo, 2015, Yelland, 2005)
geligtirebilmektedir. Ozellikle, ¢ocuklarn dokuz yasina
geldiklerinde yetkin performans
gosterebilmeleri i¢in, erken g¢ocukluk matematik egitimi

smavlarda

sirasinda Bloom'un taksonomisinin {ist diizeylerine
ulagmalar1 gerekmektedir (National Association for the
Education of Young Children [NAEYC], 2009). Bu siiregte
akran is birligi, iist diizey diisiinme becerilerini gelistirmek
i¢in 6nemlidir. Ulusal Egitim Teknolojisi Standartlar1 (The
International Society for Technology in Education [ISTE],
2007), teknolojinin is birligini tesvik etmedeki roliinii actk¢a
vurgulamaktadir. Dolayisiyla, egitsel teknolojinin yalnizca
bireysel kullanim araci olarak degil, ayn1 zamanda is
birligini destekleyen bir ara¢ olarak kabul edilmesi
gerekmektedir. Erken ¢ocukluk sirasinda
matematiksel becerileri desteklemek amaciyla teknoloji

uygun sekilde entegre edilmelidir.

egitimi
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Okul 6ncesi (O0) gretmenleri, teknolojinin ¢ocuklarm
yasamlarindaki Onemini kabul etseler de (Dong ve
Newman, 2016; Ihmeideh, 2009; Kalas, 2010; Kara ve
Cagilday, 2017; Mertala, 2017), teknolojinin 00 smiflarina
entegrasyonu bazi engeller nedeniyle istenilen seviyede
degildir (Thmeideh, 2009; Magen-Nagar ve Firstater, 2019;
Stoner, 2008). Ulusal
arastirmalarda, ekipman eksikligi veya yetersizligi, destek,
deneyim, alg1 ve inanglar, egitim ve yeterlilik eksikligi gibi
faktorler baslica engeller olarak ele alinmaktadir (Dong,
2018; Ertmer, 1999; Goktas vd., 2013; Thmeideh, 2009;
Ihmeideh ve Al-Maadadi, 2018; Liu ve Pange, 2015; Luo
vd., 2021; Mutohar, 2012; Nikolopoulou ve Gialamas, 2015;
Pelgrum, 2001; Palaiologou, 2016; Wood vd., 2008). Bu
Ogretmenlerin teknolojiye ve teknolojinin ¢ocuklarin

Parette ve ve uluslararasi

o0grenimindeki roliine iligkin yeterlilikleri, algilar1 ve
inanglar1 teknolojiyle ilgili uygulamalarin etkilerken (Hew
ve Brush, 2007), sinif ortamlarimin donanimi ve fiziksel
kosullar1 ile okul yoneticilerinden ve meslektaslardan
aldiklar1  destek  de entegrasyonunu
etkilemektedir  (Parette 2013).
O0gretmenlerin teknoloji konusundaki yeterlilikleri, algilar:
inanglari,

teknoloji
ve Blum, Ayrica,
ve
teknolojiye odaklanan hizmet igi Ogretmen egitimleri
sirasinda sekillenmektedir. Hizmet 6ncesi 6gretmenlerin
teknolojiyle ilgili deneyimleri, programm kapsaml ve
derin bir sekilde planlanmasini gerektirirken (United States
Department of Education, 2017), hizmet i¢i egitimler, "ne
yapilacagii bilmekten" ¢ok "nasil yapilacagini bilmeye"
odaklanmalidir (Brown vd., 1989). 00 smuflarindaki
matematik etkinliklerinin 6nemi ve literatiirde tartisilan
engeller, OO o6gretmenlerinin teknolojiye iliskin genel
algilarm1 ve matematikle ilgili etkinliklerde teknoloji
entegrasyonlarini aragtirmanin

Ogretmen yetistirme programlart ve

Oonemini ortaya

Odak

Pizay Gruplar

« 20 katilimciya

* OGG igin sorularin
bilgilendirilmis onam

hazirlanmasi

« Pilot gériismeler saglanmasi

+ Katilimeilarin * Alti OGG - ortalama
belirlenmesi 8_7 dakika

+ OGG igin giin ve + Video kaydi

« Arastirmacilar
tarafindan yénetme ve
gbzlem

saatin belirlenmesi

erken
kavramlarin

¢ocukluk smiflarinda
Ogretiminde  teknoloji
kullanimina odaklanan arastirmalar oldukga sinirhdir (6r.,
Akilovna, 2024; Clements ve Sarama, 2003; Eleftheriadi vd.,
2021; Nikolopoulou, 2020; Verbruggen vd., 2021; Yao vd.,
2024). Bu arastirmalar arasinda yalnizca Eleftheriadi ve
digerleri  (2021) Nikolopoulou  (2020), 00
Ogretmenlerinin Ogretiminde  teknoloji
entegrasyonu konusundaki algilarmna odaklanmistir. Bu
nedenle, bu calisma, OO &gretmenlerinin teknolojiye
yonelik genel algilarina ve matematik etkinliklerindeki

koymaktadir.
matematiksel

Ayrica,

ile
matematik

teknoloji  entegrasyonuna iliskin bir bakis agist
saglamaktadir.
2. Yontem
2.1. Desen
Bu odak grup calismasi, 00 smflarda teknoloji

entegrasyonunu inceleyen daha kapsaml bir ¢alismanin
bir parcasidir. Calismanin bu boliimii, nitel arastirma
yontemlerinden  biri
kullanilarak gerceklestirilmistir. Fenomenolojik calismalar,

olan fenomenolojik  yontem
tam olarak bilemedigimiz olaylari, deneyimleri, algilari
veya durumlari arastirmayr amaclamaktadir (Munhall,
2012; van Manen, 2007, s. 12; Willig, 2007; Yildirim ve
Simgek, 2016, s. 69). Bu tiir calismalar, insanlarin benzer
deneyimler ve olaylara iliskin algilarindaki ortakliklar:
belirlemeyi ve anlamlandirmay: igermektedir (Fraenkel
vd., 2012, s. 432; Rose vd, 1995, s. 1124; Tezcan, 2013, s. 55).
Bu calismada da OO smiflarda teknoloji entegrasyonu
olgusunu tam olarak agiklamak, tanimlamak ve anlamak
uygun  oldugu
diistiniilmiistiir. Sekil 1, bu ¢alismanin metodolojik ve
analiz siirecini gostermektedir.

icin  fenomenolojik  yaklasimin

Verilerin
diizenlenmesi

« Bir arastirmaci tarafindan
metindeki oruntilerin ilk tespiti

iki aragtirmacinin video
kayitlarini metne

déntstirmesi + Tanimlar ve etiketler dahil ilk
Metnin video kayirlarla kodlarin tretilmesi
értustugunan teyidi + Kodlarin tematik gruplara
Gizlilik igin takma isim kategorize edilmesi
kullanma + Temalarin ve kodlarin

arastirmacilar tarafindan
kontrol edilmesi

intiyac halinde temalarin
yeniden tanimlanmasi veya
adlandiriimasi

+ Tum metnin derlenmesi

Sekil 1. Metodoloji ve analiz siireci
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2.2. Calisma Grubu

Calismanin katilimcilar, Tiirkiye’de gorev yapan 20 OO
Ogretmeninden olugsmaktadir. Bu ¢alismada katilim igin tek
segim kriteri gontlliliiktiir. Katilimcalar Tiirkiye'nin
dogusunda yer alan farkli devlet okullarinda gorev
yapmaktadir. Bu okullar, dort gehir
bulunmakta olup, agirlikli olarak orta gelirli ailelerin
¢ocuklarma hizmet vermektedir. Katilimcilar, genis bir
¢alisma kidemi yelpazesine sahiptir. Calismada 18 kadin ve
iki erkek katilimcr bulunmaktadir. Tim katilimcilar, Okul
Oncesi Ogretmenligi Boliimiinden lisans derecesi almistir.
Bes katilimci ise yine ayni alandan yiiksek lisans derecesine
sahiptir.
teknolojiyle iligkili iki ders almistir: Bilgi Teknolojileri ve
Ogretim Teknolojileri. Ayrica, yalnizca iki Ogretmen

merkezinde

Tim katimalar, lisans egitimi sirasinda

teknolojiyle ilgili mesleki gelisim egitimlerine katildigim
bildirmistir. Odak grup goriismelerinde
arasinda smnirsiz ifade dzgiirliigiinii tesvik eden, kapsayic
ve rahat bir atmosfer olugturmak igin ¢aba sarf edilmistir.
Ayrica,

katilimalar

katilmcilara  gizliligi korumak amaciyla
raporlastirma asamasinda takma isimler kullanilacagi ifade

edilmisgtir.
2.3. Islem

Veri toplama siireci 2023 yazinda gergeklestirilmistir.
Caligsmada (OGG) yontemi
kullanilmistir. Bu yontem, OO 6gretmenlerinin teknolojiye
dair genel algilarni ve teknolojiyi matematikle ilgili
etkinliklere nasil entegre ettiklerini arastiran bu ¢alisma
i¢in uygun bir yontemdir (Nyumba vd., 2018; van Eeuwijk
ve Zuzana, 2017). OGG yontemi, arastirmacilara segilen
konu hakkinda agiklama yapma, konuyu netlestirme ve
daha iyi bir bakis acis1 sunma imkani saglamaktadir
(Mishra, 2016).

Odak Grup Gorilismesi

Literatiirde, her bir OGG oturumundaki katilimci sayisi
konusunda geliskili dneriler bulunmaktadir (Bouchard vd.,
1974; Cortini vd., 2019; Liamputtong, 2010; Stagi, 2000). J1S
oturumda bes OO Ogretmeni bir araya getirilmistir.
Gortisme 95 dakika
arastirmaci, katilimcilarin bekleme siiresi nedeniyle ya
fikirlerini unuttuklarini ya da sikildiklarini gézlemlemistir.
Bu nedenle, sonraki bes oturum iiger 6gretmenden olusan
gruplarla
ortamda yapilmis ve katilimcilarin izinlerinin alinmasimnin
ardindan tartismalar kaydedilmistir. Oturumlar 70 ile 95
dakika arasinda stirmiigtiir.

surmiis ve oturumu yoOneten

gerceklestirilmistir. ~ Oturumlar  ¢evrimigi

2.3.1. Etik bildirim

Yapilan bu ¢alismada “Yiiksekogretim Kurumlar: Bilimsel
Arastirma ve Yayin Etigi Yonergesi” kapsaminda uyulmasi
belirtilen tiim kurallara uyulmustur. Yonergenin ikinci
boliimii olan “Bilimsel Arastirma ve Yayin Etigine Aykiri
Eylemler” bashg1 altinda belirtilen eylemlerden higbiri
gergeklestirilmemistir. Bu ¢alisma, Firat Universitesi Etik
Kurulu'nun 13.06.2023 tarihli ve 9102
dogrultusunda gergeklestirilmistir.

sayili izni

2.4. Veri Toplama Araclar
2.4.1. Goriisme formu

Aragtirmacilar, odak grup goriismesinde sormak {izere bir
soru havuzu olusturmuslardir. Sekiz sorudan olusan bu
havuz, konuya iligkin literatiir taramasina dayali olarak
hazirlanmistir. Daha sonra, Okul Oncesi Ogretmenhgi
Boliimiinden iki akademisyen ve Bilgisayar Egitimi ve
Ogretim Teknolojileri Boliimii'nden iki akademisyen
sorular1 incelemis ve geri bildirim saglamistir. Uzman
goriislerinden sonra bir soru havuzdan ¢ikarilmagtir.

Olusturulan sorularin zengin veri saglayip
saglayamayacagini belirlemek icin iki OO &gretmeniyle
pilot goriisme yapilmistir. OGG sorulart nihai hale
getirildikten sonra, ilk OGG oturumu igin bes 00
secilmistir. Daha

ogretmenin oldugu bes OGG oturumu gergeklestirilmistir.

Ogretmeni sonra her birinde f{i¢
Son oturumda, elde edilen verilerin onceki oturumlarla
karsilastirildiginda tekrarlayict oldugu goriilmiistiir. Bu
nedenle arastirmacilar, OGG oturumlarini sonlandirmaya
karar vermistir. Sonug olarak, calismaya toplamda 20 00
ogretmeni katilmigtir. Iki 6rnek soru su sekildedir:
"Cocuklarin desteklerken

teknoloji kullaniyor musunuz? Kullaniyorsaniz, nasil

matematiksel  becerilerini
kullaniyorsunuz?" ve "Matematik 6gretiminde teknoloji
kullanirken ne tiir sorunlarla karsilasiyorsunuz?"

2.5. Veri Analizi

Veri analizi Oncesinde, tiim kayitlar yazih bir formata

dontstiirtilmiistir.  Katilmalarm — kimliklerini  korumak
amaciyla kendilerine takma adlar atanmis ve tiim veriler gizli
tutulmustur. Veri analizi i¢in Braun ve Clarke (2006)
tarafindan acgiklanan altt asamali tematik analiz stireci

izlenmigtir:

1. 1k yazar, transkriptleri birkag kez dikkatlice
incelemis ve gozlemlenen Oriintiiler hakkinda ilk
degerlendirmeleri yapmustr.

2. Arastirma sorularyla ilgili veriler igin taimlar1 ve
etiketleri igeren baslangi¢ kodlar olusturulmustur.

3. Olusturulan kodlar araciigiyla tema kiimeleri
olusturulmustur.

4. Bu asamada, ikinci ve tiglincii yazarlar temalar1 ve
kodlari elestirel bir sekilde analiz etmistir.

5. Uglincii yazar, temalar yeniden gozden gegirmis,
yeniden adlandirmis ve verilerin tutarliigim
dogrulayarak tutarl bir yorum sunmustur.

6. Tim kodlar ve temalara son hali verilmigtir.
2.6. Giivenilirlik

Nitel arastirmalarda, arastirmanin giivenilirligini saglamak
icin dort yaygin Olglit vardir: gecerlik, giivenirlik,
dogrulanabilirlik ve aktarilabilirlik (Lincoln ve Guba, 1985).
Gegerlik baglaminda, ¢alismada iki

pilot goriisme
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gerceklestirilmistir. Ayrica, tim kayitlar yazili formata
dontistiiriildiikten sonra, yazili metinlerin kayitlarla uyumlu
olup olmadigi kontrol edilmistir. Veri toplama ve analiz
siiregleri es zamanli olarak yiiriitiilmiis, ek veri ya da agtklama
gerekip gerekmedigi belirlenmistir. Veri analizi siirecinde,
uzmanlardan geri bildirim almarak gecerlik artirilmustir.
Giivenirlik kapsaminda ise katithmalara veri toplama ve
analiz siireclerine iliskin detayl bilgi sunulmustur.

Iki aragtirmaci, bu cahsmada dogrulanabilirligi saglamak igin
verileri bireysel olarak incelemis ve {iglincii arastirmaci kodlar
ve kategoriler hakkinda geri bildirim saglamstir. Veri analizi
stireci, aragtirmacilarin gerektiginde kategorileri ve temalar
korumasina olanak taniyan NVivo 14 siiriimii kullanilarak
gerceklestirilmistir. Ayrica, bulgular
dogrulanabilirligi saglamak i¢in dogrudan alintilara yer
verilmistir. Aktarilabilirlik agisindan, katilimcilar ve aragtirma

boliimiinde

stireci hakkinda ayrintih bilgiler sunulmustur.
3. Bulgular

Bulgular dort ana tema altinda sunulmustur: 6gretmenlerin
teknolojiye yonelik genel algilari, matematik Ogretiminde
kullanilan teknolojiler, matematik 6gretiminde teknolojinin
kullamm  durumu, Ogretiminde  teknoloji
kullaniminda karsilasilan sorunlar ve matematik 6gretiminde
teknoloji kullanimma duyulan ihtiyag. Her bir tema, alt
temalar ve kodlarla birlikte katihmalardan alman dogrudan
alintilarla zenginlestirilerek asagida sunulmustur.

matematik

3.1. Ogretmenlerin Teknolojiye Yonelik Genel Algilar

Bugiin, teknolojik cihazlar insan hayatiin her alaninda
goriilmekte ve bu durum ¢ocuklarin giinliik ekran siiresinin
artmasina yol agmaktadir (Dumuid, 2020; Rideout ve Robb,
2020; Saracho, 2015). Amerikan Pediatri Akademisi (American
Academy of Pediatrics, 2015), kiiciik ¢ocuklarmn teknolojik
cihazlara ve ekran siiresine maruz kalmasinn artik kaginilmaz
bir gercek oldugunu kabul etmistir. OGG oturumlarmin ilk
sorusu, Ogretmenlerin teknolojiye yonelik genel algilariyla
iligkilidir. Tiim ogretmenler, teknolojinin ve teknolojinin
¢ocuklarm hayatlarmdaki yerinin inkar edilemez bir gercek
oldugunun farkinda olduklarin ifade etmislerdir.

Su anda teknoloji cagindayiz ve g¢ocuklar akilli
telefonlar ve bilgisayarlardan bir¢ok sey 6greniyorlar.
(Ceyda, 15 Agustos 2023).

Yani, soylemeye gerek yok, teknoloji artik hayatimizin
her yerinde. (Sara, 14 Agustos 2023).

Katihmalar arasinda yalmzca bir 6gretmen, ¢ocuklarm
teknoloji kullanimuyla ilgili endigelerini dile getirmistir. Ceren,
teknoloji hakkindaki diistincelerini tartisirken COVID-19
pandemisi sonrasindaki déneme atifta bulunmus ve Pandemi
sirasinda gocuklarin teknolojik cihazlar araciligiyla maruz
kaldiklar1 igerikler nedeniyle sergiledikleri siddet igeren
davramslara dikkat gekmistir. Ceren’in teknoloji kullanimi
konusundaki geleneksel diislinceleri, bu deneyimden
kaynaklaniyor olabilir.

Bir ogretmen olarak, evet, teknolojiyi aktif olarak
kullanmamiz ~ gerektigini  disiiniiyorum,
cocuklari teknolojiden biraz uzak tutmamiz gerektigine
inantyorum. Hala teknoloji konusunda eski kafaltyim.
Acikgasi, ¢ocuklarin teknolojiyle fazla i¢ ice olmasin
istemiyorum. (Ceren, 15 Agustos 2023).

ancak

3.2. Matematik Ogretiminde Kullanilan Teknolojiler

Ulusal Matematik Egitimi Konseyi (National Council for
Educational Mathematics [NCTM], 2023), kii¢iik ¢ocuklarin
becerilerini  gelistirmek i¢in teknolojinin
6nemini giiclii bir sekilde vurgulamaktadir. Ogretmenlerm
siniflarda teknoloji kullanimmna veya teknolojiye ydnelik
algilarma dair kapsaml aragtirmalar bulunmasma ragmen,
teknolojinin matematik ogretimi ve 6greniminde kullanim
olduk¢a smurhdir (Eleftheriadi vd., 2021; Fox vd. 2016;
Ihmeideh ve Al-Maadadi, 2018; Nikolopoulou, 2020).
Ozellikle, Thmeideh ve Al-Maadadi (2018) yaptiklari
calismada iic OO Ogretmeniyle calismistir. Bu calisma
sonucunda, bu 6gretmenlerin sayilar1 6gretmek icin genellikle
sarki dinlemek veya video izlemek amaciyla bilgisayar ve

matematiksel

etkilesimli beyaz tahta kullandiklarini ve odaklarmnin daha gok
alistirma ve tekrar iizerine oldugu rapor edilmistir. Diger
cahsmalarda, OO 6gretmenlerinin ¢ocuklarn matematiksel
becerilerini desteklemek igin egitici videolar izlettikleri,
resimler gosterdikleri veya sarkilar dinlettikleri tespit
edilmistir (Alomyan ve Alelaimat, 2021; Liu vd., 2014;
Nikolopoulou, 2020). Bu c¢alismada da benzer sonuglar
bulunmustur.
kullandiklar1 ekipman ve uygulamalardan bahsetmistir (Sekil
2). 15 ogretmen smuflarinda akilhi tahta veya bilgisayar
bulunmadigimi  belirtirken, dizustii
bilgisayarlarim getirdiklerini ya da akilli telefonlarim hoparlér
ile kullandiklarmi sdylemistir. Sadece bir 6gretmen okulunda
bir robotik kit oldugunu ifade etmistir. Uygulamalarla ilgili
olarak, ogretmenler matematikle ilgili etkinliklerde video,
sarki, resim ve ses kullandiklarimi belirtmistir. Sadece Ceyda,
sinifta veya ebeveyn denetimi altinda evde Web 2.0

Katihmailar, matematik Ogretirken

bazilar1  simufa

uygulamalarm kullandigin bildirmistir. Dogrudan alintilar
asagida sunulmustur.

Ekipmanla alakali dogrudan alintilar:

Eger ihtiyag varsa, her zaman diziistii bilgisayarim
sinifa getiririm. (Sara, 14 Agustos 2023)

Her zaman akilli telefonumu kullanirim. Ek bir internet
paketi satin aliyorum ve ihtiya¢ duydugum her seyi
kullanmak igin telefonumu kullantyorum. (Merve, 18
Agustos 2023)

Uygulamalarla alakali dogrudan alintilar:

Ancak, sarkiy1 [sayilarla ilgili sarkilar] etkilesimli beyaz
tahta iizerinden dinledigimizde, cocuklar daha iyi
ogreniyor. (Reyyan, 22 Agustos 2023)

Genellikle Mental Up, Google Interland ve World Wall
gibi mobil uygulamalar1 kullantyorum." (Ceyda, 15
Agustos 2023)
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TEMA 1: Matematik ogretiminde kullanilan teknolojiler

ALT TEMA : EKIPMANLAR

Akilli tahta
Hoperlor

Kisisel bilgisayar
Robot kiti
Projektor

Kisisel telefon
Yazici

Kodlar

ALT TEMA : UYGULAMALAR

Animasyonlar

EBA

Resimler ve sesler

Eglence ve iletisim uygulamalarinin
cocuklara yonelik kisith sGramleri
Web 2.0 aracglan

Sarkilar

3D uygulamalan

Videolar

Youtube

Kodlar

Sekil 2. Matematik 6gretiminde kullanilan teknolojiler

3.3. Matematik Ogretiminde Teknolojinin Kullanim
Durumu

Bircok aragtrmaci ve kurum, erken ¢ocukluk déneminde
teknolojinin  kullanimin1 ~ desteklemektedir (Clements ve
Sarama, 2013; NAEYC, 2010; NCTM, 2023; Papadakis vd., 2016;
Verbruggen vd. 2021). Artan sayida c¢alisma, matematik
Ogretiminde teknolojinin  kullammimn  gocuklarn  istegini,
motivasyonunu ve katimimi artirdigimi ve matematiksel
kavramlar1 daha iyi anlamalarma yardima oldugunu
bildirmektedir (Clements ve Sarama, 2013; Eleftheriadi vd.,
2021; Griffith vd., 2020; Verbruggen vd., 2021). Bu calisma,
Ogretmenler ve c¢ocuklar i¢in teknoloji entegrasyonunun
faydalarini, ¢ocuklarm teknoloji kullanurken karsilasabilecegi
riskleri ve bunlarm nedenlerini ele almustir (Sekil 3). OO
ogretmenlerine gore, matematik ve diger etkinlikler igin siufta
teknoloji kullarumi, hem Ogretmenlerin hem de gocuklarm
motivasyonunu artirmaktadir. Katthmalar arasinda on bir
ogretmen, teknolojiyle zenginlestirilmis etkinlikler sirasmnda
¢ocuklarmi tanimlamak i¢in “mutlu” kelimesini kullanmistir.
Ayrica, on ti¢ 6gretmen 6grenme hiziny, artan dikkat seviyesini
ve motivasyon/kalicihgy, birden fazla duyuyu harekete gegiren
teknolojinin 6zellikleriyle iliskilendirmistir.

Teknoloji kullanimindan kaynaklanabilecek zararlarla ilgili
olarak, iki 6gretmen goz kurulugu sorunlarmdan ve dil gelisimi
uizerindeki olumsuz etkilerinden bahsetmistir. Bunun Gtesinde,
on alt1 6gretmen, ¢ocuklarin ¢evrimici ortamda maruz kaldiklar
icerikler nedeniyle siddet iceren davranuslar sergileyebilecegine
dikkat ¢ekmisgtir. Ogretrnerﬂer, bircok film, ¢izgi film, video,
sarki veya reklam siddet iceren igerikler barmdirabildigini ve
ozellikle, ¢ocuklarin teknoloji kullaniminda bir zaman smuir1
olmadiginda, bu siddet igeren davramslar1 kisa siirede
sergilediklerini ifade etmistir.

Cocuklar i¢in teknolojinin faydalarmna iliskin dogrudan alintilar:

Ve bence ¢ocuklar bunu [teknolojiyi] seviyor ve daha
kolay &greniyorlar ¢iinkii daha fazla duyu organina
hitap ediyor. (Reyyan, 22 Agustos 2023)

Bunu [matematiksel kavramlari] bir bilgisayar ve
teknoloji araciigiyla somutlastirabilir ve ¢ocuklarmn
zihinlerinde daha kahc hale getirebilirsiniz. (Yavuz, 15
Agustos 2023)

Bu teknolojilerin [teknolojiyi kastederek] 6grenme hizin
artirdigma inantyorum. (Asli, 20 Agustos 2023)

Ogretmenler icin teknolojinin faydalarma iliskin dogrudan
alntilar:

Eger dogru kullanirsak, ¢ocuklarin dikkatini ¢ekebiliriz.
Ve bazen kiigiik ¢ocuklara dgretmesi cok zor olan seyleri
somutlastirmak gerekir. Bunu bilgisayarlar ve teknoloji
aracihigiyla somutlagtirabilir ve gocuklarm zihinlerinde
daha kalict hale getirebiliriz. (Ata, 24 Agustos 2023)

Bu agidan bakildiginda, bu soyut kavramlari teknoloji ile
aktarabiliyoruz. Aksi takdirde, bazen bu kavramlari ¢ok
iyi 6gretemeyebiliyoruz. (Merve, 18 Agustos 2023)

Cocuklarm maruz kalabilecegi zarara yonelik dogrudan
alintilar:

Ogrencilerimden birinde dil gelisim bozuklugu vardi. Ve
doktoru, ebeveynlere onu teknolojiden [internette
ulagilabilen igeriklerden] uzak tutmalarim sOylemisti.
(Beren, 24 Agustos 2023)

Bu zararm sebeplerine yonelik dogrudan alintilar:

Sebep su, simdi, ¢ocuk izledigi video hakkinda bilgi
sahibi olsa bile, arada sirada reklamlar ¢ikiyor. Ve bunlar
pek uygun olmayan reklamlar. (Pelin, 18 Agustos 2023)

Genel olarak, ¢ocuklar [COVID-19 Pandemisi sonrasi
okullar agildiginda] inanilmaz bir siddet egilimi
gosteriyordu. Ciinkii 4 yasindaki ¢ocuklar, maruz
kalmamalar1 gereken ¢ok fazla igerige maruz kaldilar."
(Ceren, 15 Agustos 2023)
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TEMA 2: Matematik ogretiminde teknoloji kullanim durumu

ALT TEMA : COCUKLAR ICIN FAYDALARI

* Akilda tutmayi destekler
Birden fazla duyuya hitap eder
Ogrenmeyi kolaylastirir
Hatirlamayi kolaylastirir
Dikkat seviyesini artirir
Cocugu mutlu eder

Ogrenme hizini artinr
Pekistirme firsati sunar
Somutlastirmayi artinr
Motivasyonu artirir

Kodlar

ALT TEMA : COCUKLARA ZARARI

* Dil gelisimine olumsuz etkisi
e GOz kuruluguna sebep olmasi
* Siddet iceren davranislara sebep olmasi

Kodlar

ALT TEMA : OGRETMENLER IGIN FAYDALARI

* Motivasyonu artirr
* Somutlastirma imkani sunar
* Ogretmeyi kolaylastirir

—

L)

T

)

X

ALT TEMA : ZARARLARIN SEBEPLERI

* Uygunsuz kullanim
¢ Dusuk kaliteli ve glvenilir olmayan icerik
¢ Siddet barindiran icerik

E e Sure sinirlamasi olmadan kullanim

%

)

4

Sekil 3. Matematik 6gretiminde teknolojinin kullanim durumu

3.4. Matematik Ogretiminde Teknoloji Kullaniminda
Karsilagilan Sorunlar

OGG oturumlarinda
Ogretmenler ya teknolojiyi kullanmamakta ya da matematik
etkinliklerinde teknoloji kullarurken sorunlarla
karsilagsmaktadir.  Literatiirde,  smuflarda  teknolojinin
kullanimina yonelik bircok engel tartisilmuistir. Bu engeller
arasinda simiflardaki ekipman eksikligi veya yetersizligi, okul
yoneticilerinden destek eksikligi, 6gretmenlerin teknolojik
yetersizligi veya yeterlilik eksikligi, dijital 6gretim materyali
eksikligi ve smirl mesleki gelisim firsatlar1 bulunmaktadir
(Cabuk, 2024; Dong, 2018; Ertmer, 1999; Goktas vd., 2013;
Thmeideh, 2009; thmeideh ve Al-Maadadi, 2018; Kurupinar vd.,

iki ana durum gozlemlenmistir:

2024; Liu ve Pange, 2015; Luo vd., 2021; Mutohar, 2012;
Nikolopoulou ve Gialamas, 2015; Pelgrum, 2001; Palaiologou,
2016; Wood vd., 2008). Bu ¢alismanin katihmcilar1 da benzer
engellerden bahsetmistir. Sekil 4, 6gretmenlerin smuflarmda
teknolojiyi  kullanmamalarinin  nedenlerini  gostermektedir.
Ozellikle, 15 6gretmen smiflarmda akilh tahta veya bilgisayar
bulunmadigini belirtmistir. Ayrica, iki 6gretmen, okullarmin
bulundugu bolgede elektrik kesintisi sorununun yasandigmi
bildirmistir. Her iki 6gretmen de bu nedenle 6gretmenlerin
kendi teknolojik cihazlarini simifa getirmeyi tercih etmediklerini
ifade etmigstir. Katihmalar arasmda, 18 6gretmen teknoloji
kullamimu konusundaki yeterliliklerinin smurh oldugunu dile
getirmistir.

Tema 3: Siniflarda teknoloji kullanmama sebepleri

ALT TEMA : TEKNOLOIJI KULLANIMININ OLMAMASI

Elektrik kesintisi sorunlar

Kodlar

Devlet okullarinda sinirli imkanlar

S_lnlflarda teknolojik ekipman eksikligi
Ogretmenlerin teknolojik yeterlilik eksikligi

Sekil 4. Ogretmenlerin teknoloji kullanmama sebepleri
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Yukarida tartisilan engellere ek olarak, ogretmenler
teknoloji kullanimi sirasinda sinif iginde gesitli sorunlarla
da karsilasmaktadir: simif yonetimi sorunlari ve smifin
sinirh fiziksel kosullar: (Nikolopoulou ve Gialamas, 2015;
Wood vd., 2008). Bu ¢aligmanin katilimcilar1 da benzer
sorunlara deginmistir (Sekil 5). Katilimcilar arasinda en sik
dile getirilen sorun, siniflarmin fiziksel kosullar1 olmustur.
Ayrica, iki 6gretmene gore, ¢ocuklar sinifta hoparldriin ses
seviyesini degistirme egiliminde bulunmakta veya egitici
icerikler yerine ¢izgi film izlemekte 1srar etmektedir.
Sadece  bir
ogrencileriyle ilgili bir sorundan bahsetmistir.

O6gretmen,  smifindaki  kaynastirma

Teknoloji kullanmamaya yonelik dogrudan alintilar:

Yine, kendi ¢abamla bir projeksiyon cihazi buldum
ve smifima getirdim. Yani, sorun degil. Bu tiir
imkanlar genelde devlet okullarinda bulunmuyor.
(Ata, 24 Agustos 2023)

Sahsen,  belki
saglayabilirsem, smnif ortamini daha iyi organize
edebilirsem, teknoloji kullanmak igin daha fazla

smif  yonetimini

daha iyi

zaman ayirabilirim. (Ceren, 15 Agustos 2023)

Teknoloji kullanimiyla ilgili birka¢ mesleki gelisim
programma katildim.  Ancak,
diizeydeydi ve etkilesimli degildi. Cok az sey

bunlar temel

o6grendim ve teknolojik becerilerimde higbir sey
degismedi. (Ayfer, 15 Agustos 2023)

Teknoloji kullanim1 esnasinda karsilasilan sorunlara
yonelik dogrudan alintilar:

Evet, tabii ki oluyor. Hoparlérle oynamak isteyen
cocuklar olabilir. Genel olarak bu tiir zorluklar
yasiyorum. Ayrica, smifta bir projeksiyon cihazi
olmadig igin sadece diziistii bilgisayar var ve ekran
gorebilmeleri igin diziistii bilgisayarm agisini
ayarlamaya calisiyorum. Cocuklarimi belirli bir
diizenle oturtuyorum. Ancak, ekrandan uzak kalan
¢ocuklar i¢in, bazen bilmiyorum, bu genelde onlarin
dikkatini dagitiyor. (Yavuz, 15 Agustos 2023)

Ornegin, gocuklar bunun egitim amagl oldugunu
anlamayabiliyor. Interneti actigimizda, cizgi film
veya baska eglenceli seyler

diisiiniiyorlar. (Ata, 24 Agustos 2023)

izleyecegimizi

Her yil en az bir otizmli 6grencim oluyor. Ornegin,
bu videolar1 son 10 dakikaya ayiriyordum ve
ogrencinin erken alinmasini sagliyordum. Boyle
yapiyordum; videoyu
veremezdim. Aksi takdirde, o 6grenci i¢in videoyu

onun izlemesine izin
ya da sadece bilgisayar1 agmam bile yeterli oluyordu.
Ekrana hicbir sey olmasa bile durup

bakabiliyordu. (Sara, 14 Agustos 2023)

ona

TEMA 4: Matematik ogretiminde teknoloji kullanimi esnasinda
karsilasilan sorunlar

ALT TEMA : KARSILASILAN SORUNLAR

¢ Cocuklarin teknolojik cihazlarla oynamasi

« Ogrencilerin istekleri

¢ Sinifin fiziksel kosullan

- Kodlar

* Sinif ydnetiminde karsilasilan sorunlar

« Sinifta kaynastirma 6grencilerinin olmasi

Sekil 5. Matematik 6gretiminde teknoloji kullanimi esnasinda karsilasilan sorunlar

3.5. Matematik Ogretiminde Teknoloji Kullanimina
Duyulan Ihtiyag

Teknolojiden en iyi gsekilde faydalanmak icin dikkate
almmasi gereken bazi unsurlar bulunmaktadir: amagh ve
gelisimsel olarak uygun dijital araglarin kullanimi, ebeveyn
arabuluculugu ve teknoloji getirilen
sinirlamalar (Clements ve Sarama, 2003; Donohue ve
Schomburg, 2017; Goziim ve Kandir, 2021; Konca, 2022;
McManis ve Gunnewig, 2012). Sekil 6, matematik

kullanimina

ogretiminde kullanimina
temasini, alt
Katilimcilara yoneltilen soru matematik 6gretiminde

teknoloji
temalarini

duyulan
ve kodlarmni

ihtiyag
sunmaktadir.

teknoloji kullanimiyla ilgili olmasina ragmen, verilen
cevaplar hem matematik 6gretiminde hem de genel olarak
teknoloji kullanimini igermektedir. Ogretmenler, yukarida
belirtilen unsurlara benzer noktalari, teknolojiden en tist
diizeyde faydalanmak igin dile getirmistir.
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Egitime teknoloji entegrasyonu ile ilgili mesleki gelisim
firsatlarinin sayisinda artis olmasina ragmen (Yurtseven
Ava vd., 2020), 6gretmenler, 6zellikle 00 smuflarinda,
teknolojiyi 6gretime entegre etmekte basarisiz olmaktadir
(Ihmeideh, 2009; Parette ve Stoner, 2008; Parette vd., 2020).
Bu baglamda, 6gretmen yetistirme programlar1 ve hizmet
ici mesleki gelisim firsatlar1 dikkate alinmasi gereken iki
onemli noktadir. Bu c¢alismada, iki 6gretmen {iniversite
egitimleri egitim  teknolojisiyle  ilgili
deneyimlerinin simirl oldugunu belirtirken, yedi 6gretmen

sirasinda

mesleki gelisim firsatlarinin etkisizligini dile getirmistir.
Blackwell ve digerlerinin (2014) belirttigi gibi, OO
Ogretmenlerinin egitim amagh teknoloji kullanimina
yonelik algilari, 6zgiivenleri ve aldiklari destek, egitime
teknoloji entegrasyonunun en giiglii belirleyicileri arasinda
yer almaktadir. Bu oniinde
bulunduruldugunda, 6gretmenlerin egitim teknolojisiyle
ilgili deneyimlerinin hizmet 6ncesi ve hizmet i¢i mesleki
gelisim  programlar1  aracilifiyla  gelistirilebilecegi
sOylenebilir.

durum g0z

Teknolojinin faydalarinin ortaya ¢ikmasi igin dikkate
alinmasi gerekenlere iliskin dogrudan alintilar:

Tuna'ya katiiyorum. Eger bilingli bir sekilde
kullanilacaksa ve ebeveyn denetiminde olacaksa,
evet, teknoloji giizel bir sey. Yani, bence uzun saatler
degil, smirh bir siire boyunca ebeveyn kontroliinde
kullanulabilir. (Filiz, 15 Agustos 2023)

Yani, soylemek istedigim su ki, tabletler, televizyon
ve mobil uygulamalar var. Icerigin giivenligini

dogruladigimiz siirece. Yani, kesinlikle ebeveyn is
birligiyle kullanilmasini istiyorum. Ama aymn
zamanda bunlarin belirli zaman araliklarina sahip
olmasi gerektigine de inaniyorum. (Asli, 20 Agustos
2023)

Ogretmenlerin  teknolojik artirma

beklentilerine iliskin dogrudan alintilar:

yeterliliklerini

Ben de projeksiyon cihazi kullaniyorum. Cocuklari
tam anlamiyla harekete gecirmiyor. Bu nedenle,
bunun yerine fare ile hareketler yapmak zorunda
kaliyorum. Ornegin, bir etkilesimli akilli tahta
olursa, ¢ocuklar kendi hareketleri i¢in dogrudan bir
geri doniis alabilirler. (Ata, 24 Agustos 2023)

Yani, her seyden once, bir akilli tahta isterdim, bu
iitopik bir istek olmaz, degil mi? [giiliiyor]. Ama
bunun disinda, ¢ocuklar i¢in matematik egitimini
daha eglenceli ve farkli hale getirmek adina teknoloji
entegrasyonuna yonelik egitimler varsa, bu konuda
o0grenmek, katilmak ve kendimi gelistirmek isterim.
(Sara, 14 Agustos 2023)

Kegke bir mobil uygulama tasarlamay: bilseydim.
Bir¢ok mobil uygulamada ihtiyacimiz olan seyler
yok. Zaten sinif etkinlikleri tasarliyorum ama bu
etkinlikleri ¢evrimigi bir ortama aktarmak istiyorum.
Boyle bir egitim programi varsa, becerilerimi
gelistirmek igin onlara katilmay1 ¢ok isterim. Aksi
takdirde, teknolojik becerilerim gok sinirli. (Beyza, 22
Agustos 2023)

Tema 5: Teknoloji kullanimina duyulan ihtiyac¢

ALT TEMA : TEKNOLOJININ
COCUKLAR ACISINDAN
FAYDASININ ORTAYA CIKMASI

Uygun kullanim

Dogru uygulamanin segilmesi
Ebeveyn gozetiminde kullanim
Guvenli internet kullaniminin
ogretilmesi

interactive uygulamalann kullaniimasi
Sare sinirlamasi ile kullanim

Ebeveyn isbirligi ile kullanim

Kodlar

ALT TEMA : OGRETMENLERIN
TEKNOLOJIK YETERLILIKLERINI
ARTIRMA BEKLENTILERI

* Hizmet 6ncesi programlarinda teknoloji
kullanimini vurgulama

Hizmet ici mesleki gelisim ekipmanlar
Ogretmenlere destek

Sinifin teknolojik cihazlarla
zenginlestirilmesi

Kodlar

Sekil 6. Matematik 6gretiminde teknoloji kullanimina yonelik ihtiyaglar

4. Tartisma

Odak grup goriismeleri araciligiyla yapilan bu calismada,
okul Ogretmenlerinin  matematikle  ilgili
etkinliklerde teknolojik cihazlara yonelik algilari ve
kullanim durumlar1 incelenmistir. Bu ¢alismanin bulgulari,
OO smiflarinda teknoloji entegrasyonu igin &nemli
¢ikarimlara 151k tutmaktadir. Katilimea 6gretmenler

oncesi

teknolojiye karst olumlu bir tutum sergilemis ve
teknolojinin kiigiik ¢ocuklarin yasamlar1 ve 6grenmeleri
tizerindeki roliinii kabul etmislerdir. Onceki calismalar da
benzer sonuglar ortaya koymustur (Dong ve Newman,
2016; Ihmeideh, 2009; Kalas, 2010; Kara ve Cagilday, 2017;
Mertala, 2017; Wu vd., 2023). Bu olumlu tutuma ragmen,

odak grup goriismelerinde matematik Ogretiminde
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teknoloji kullanimina yonelik engeller ve zorluklar 6n
plana gikmuistir. Bu ¢calismada, teknoloji entegrasyonundaki
eksikliklerin 6gretmenlerin smirli veya yetersiz teknoloji
yeterlilikleri, okul yoneticilerinden destek eksikligi,
yetersiz  teknolojik altyapr ve pedagojik destek
yetersizliginden kaynaklandig: bildirilmistir. Bu engeller,
diger ¢alismalarda da dile getirilmistir (Cabuk, 2024; Cheng
vd., 2021; Dong, 2018; Ertmer, 1999; Goktas vd., 2013;
Ihmeideh, 2009; Ihmeideh ve Al-Maadadi, 2018; Kurupinar
vd., 2024; Liu ve Pange, 2015; Luo vd., 2021; Magen-Nagar
ve Firstater, 2019; Mutohar, 2012; Nikolopoulou ve
Gialamas, 2015; Pelgrum, 2001; Palaiologou, 2016; Wood
vd., 2008). Goriildiigii gibi, teknoloji entegrasyonuna
yonelik tartismalar yillardir engeller ve zorluklar etrafinda
sekillenmistir.

Bu calismadaki &gretmenlerin ¢ogu, matematikle ilgili
sarkilar, videolar ve gorseller gibi dijital materyalleri,
yalnizca c¢ocuklarin matematiksel kavramlar agisindan
zaten Ogrendiklerini pekistirmeleri i¢in kullandiklarini
vurgulamistir. Benzer sonuglar diger calismalarda da
bulunmustur (Alomyan ve Alelaimat, 2021; Liu vd., 2014;
Nikolopoulou, 2020). Inan ve Lowther (2010), teknoloji
entegrasyonunu {i¢ boyutta kategorize etmistir: ders plani
hazirlama, kavramlar: teknoloji araciligiyla aktarma ve
¢ocuklarin dijital materyalleri ve teknolojik araclar
Ancak, bu c¢alismanin
bulgulari, 6gretmenlerin dijital materyalleri yalnizca tekrar
ve aligstirma igin, kendi kontrolleri altinda kullandiklarini
ortaya koymustur. Bu noktada odaklanilmasi gereken
konu,
diizeyleri olmalidir.

kullanmalarin1  destekleme.

Ogretmenlerin teknolojik beceri ve yeterlilik

Ogretmenlerin teknolojik becerileri ve yeterlilikleri, hizmet
oncesi egitim sirasinda sekillenir ve hizmet ici mesleki
gelisim Elestirel medya
okuryazarligi, &gretmenlerin Ogretim icin kullandiklar
elestirel bir sekilde
diistinmelerini gerektirir ve bu, hizmet 6ncesi egitimde ele

firsatlar1 ile desteklenir.

medyayr derinlemesine ve
almmas1 gereken teknoloji entegrasyonunun onemli bir
boyutudur (Trust vd., 2022). Bunun yan sira, hizmet 6ncesi
Ogretmenlerin  teknolojiyle  &gretime  hazirlanmasi
gereklidir (Sprague vd., 2022; Yadav ve Lachney, 2022;
Zaranis ve Oikonomidis, 2014). Bu nedenle, hizmet 6ncesi
ogretmenlerin teknolojiyi kullanma ve yaratici bir sekilde
uygulama becerileri gelistirilmelidir. Tiirkiye'de, Okul
Oncesi Ogretmenligi programi yalnizca teknolojiyle ilgili
iki ders sunmaktadir: Bilgi Teknolojileri ve Ogretim
Teknolojileri. 11ki,
becerilerine odaklarnirken, ikincisi teknolojinin egitim
ortamlarina entegrasyonuna yoneliktir. Benzer bir durum,
diger Avrupa iilkelerinde de bulunmaktadir. Okul 6ncesi
smiflarinda matematik dgretimi agisindan yalnizca Erken
Cocuklukta Matematik Egitimi adinda bir
bulunmaktadir. Bu dersin, hizmet 6ncesi 6gretmenlerin
teknoloji kullanarak kiiciik ¢ocuklara matematik 6gretme
bilgilerini gelistirecek sekilde tasarlanmasi gereklidir. Bu
nedenle, bu arastirma, Sgretmen egitimi programlarinin

Ogretmen adaylarmin  teknoloji

ders

yeniden goézden hizmet  Oncesi
O0gretmenlerin Ogretim teknolojilerine asinaliginin hem
derinlemesine hem de program genelinde saglanmasini
onermektedir. Ancak, bu, Ogretmenlerin matematik ve
diger etkinliklerde teknolojiyi 6gretim siireclerine entegre

etmeleri i¢in yeterli degildir.

gecirilmesini  ve

Ogretmenler, teknolojiyi cocuklarin O0grenimini
destekleyen bir ara¢ olarak gormeli ve teknolojiyle
zenginlestirilmis 6grenme ortamini su Ozellikleri icerecek
sekilde organize etmelidir: 6zgiinliik, cocuklarin bilgiyi
yapilandirmasina olanak tanima, dgrenci is birligini tesvik
etme, acik uglu 6grenme firsatlar: saglama ve gerektiginde
farkli yetenek seviyelerini bir arada kullanma (Lindmeier
vd., 2020; Smeets, 2005). Hizmet ici egitim firsatlari,
Ogretmenlerin bu tiir bir 6grenme ortami yaratmasina
yardimai olacak sekilde tasarlanmalidir. Ancak, bu galisma
ve mevcut literatiirdeki c¢alismalarin bildirdigi gibi,
Ogretmenler bu firsatlarin  etkisizliginden sikayet
etmektedir (Bey, 2012; Keengwe ve Onchwari, 2009; Potter
ve Rockinson-Szapkiw, 2012; Vaugelade Berg, 2011).
Ozellikle ogretmenlerin sikayetleri, bu programlarin siiresi,
igerigi, sinirl birebir teknoloji deneyimi, 6gretmenlerin bu
egitimlerde pasif kalmasi, smirli yansitma firsatlar1 gibi
konular1 kapsamaktadir (Ertmer, 2005, Powel ve Bodur,
2016, 2019; Rice ve Dawley, 2009; Yurtseven Avci vd., 2020).
Bunlar goz oniinde bulunduruldugunda, hizmet igi
programlarmin Ogretmenlere esnek oOgrenme firsatlar
sunmasi gerektigi onerilmektedir (Belland vd., 2015). Esnek
0grenmenin bir yolu, 6gretmenlere, 6grendiklerini hizmet
ici egitimler
degerlendirme firsat1 taniyan "ters gevrilmis hizmet ici
egitim" programlari (Belland vd., 2015;
Yurtseven Avc vd., 2020). Bu arastirmanin bulgulari,
Ogretmenlerin teknoloji ve entegrasyonu hakkindaki
bilgilerini gelistirmelerini, teknoloji entegrasyonu igin
farkli pedagojik yaklagimlar1 6grenmelerini, siruflarinda
uygulama
degerlendirmelerini saglamak amaciyla hizmet ici egitim
programlarinin  yeniden ele gerektigini
gostermektedir. Bu tiir programlarin, OO &gretmenlerinin
smiflarinda teknolojiyi entegre etmek i¢in uygun pedagojik
yaklasimlar1 benimsemelerine olanak taniyabilir.

sirasinda uygulama ve deneyimlerini

sunmaktir

yapmalarim1  ve  bu  uygulamalan

alinmasi

Bu calisma, erken cocukluk 6gretmenlerinin teknolojiye
yonelik genel algilarini ve matematikle ilgili etkinliklerde
teknolojiyi
amaglamistir. Calisma, matematik 6gretimi ve 6grenimine
odaklanarak literatiirdeki bir boslugu doldursa da katilimei
sayis1 ve veri toplama araci olarak kullanilan odak grup
goriismeleri sinirliliklaridir. OO dgretmenlerinin teknoloji
entegrasyonuna  yonelik  tutumlari, inanglar1 ve
uygulamalar1 hakkinda daha kapsamli bir resim elde
etmek icin, gelecekteki aragtirmalar farkli kiiltiirlerden
Ogretmenleri dahil etmeyi ve alternatif veri toplama
araglarmi  (Ornegin, gozlemleri)
diistinebilir. Ayrica, bu ¢alismada yer alan 6gretmenler
devlet okullarinda gorev yapmaktadir. Ozel okullarda

kullanma durumlarini arastirmayi

smnif kullanmay1
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calisan  Ogretmenler, 00 smuflarinda  matematik
etkinliklerinde teknoloji entegrasyonu hakkinda farkli
bakis agilar1 saglayabilir. Ayrica, hizmet igi egitim
programlarinin  etkinligini  sekillendiren  faktorleri
belirlemek icin daha fazla bilgiye ihtiya¢ vardir, boylece
daha iyi programlar tasarlanabilir.

Yazar Katkilar1 : Giris: Birinci yazar, ikinci
yazar. Yontem: Ugiincii yazar. Bulgular: Birinci yazar ve
tiglincii yazar. Tartisma: Birinci yazar ve ikinci yazar.

Finansman : Bu calisma TUBITAK
tarafindan  122G148 numarali proje kapsaminda
desteklenmistir.

Cikar Catismasi : Beyan edilecek herhangi bir

¢ikar catismasi yoktur.

Veri Erisilebilirligi ¢ Aragtirmacilardan yapilacak
gerekcelendirilmis  talep  {izerine verilere erisim
saglanabilir.
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1. Introduction

Children have mathematical skills that they acquire informally
at a substantial rate before they start formal education
(Ginsburg et al., 2008; Litkowski et al., 2020; Sarama &
Clements, 2004, 2009). Strengthening these skills by
supporting them with meaningful and entertaining activities
can potentially prepare them for the future. The Alpha
generation, born in 2010, is intertwined with computers and
the internet. Considering this situation, as Cowan (2008)
stated, technology integration into classrooms is no longer a
choice but a necessity, regardless of age group. Although
studies explored early childhood (EC) teachers’ perceptions
about the use of technology (Blackwell et al., 2014; Fox et al.,
2016; Thmeideh, 2009; Ihmeideh & Al-Maadadi, 2018; Kara &
Cagiltay, 2017; Liu & Pange, 2015; Lavidas et al.,, 2021; Liu et
al., 2014; Luo et al., 2021; Nikolopoulou & Gialamas, 2015;
Nikolopoulou, 2020; Nikolopoulou, 2021; Ogegbo & Aina,
2020; Parette et al., 2010; Schriever et al., 2020; Wood et al.,,
2008), there exist a few studies focusing on EC teachers’
technology use in teaching mathematical concepts (Akilovna,
2024; Clements & Sarama, 2003; Eleftheriadi et al, 2021;
Nikolopoulou, 2020; Verbruggen et al., 2021; Yao et al., 2024).
The current study explores EC teachers’ overall perceptions of
technology and its integration into mathematics-related
activities through focus group discussions.

1.1. Mathematics Education

Education

in Early Childhood

The effects of early childhood education, generally seen as a
preparation for primary education, on later life are also
apparent. In particular, the mathematical knowledge and
skills that individuals need throughout their lives are based on
early childhood education (Akman, 2002; Clements & Sarama,
2009, 2013; Ergiin, 2003; Lindmeier et al., 2020; Papadakis et al.,
2017; Watts et al, 2014). Studies have shown that early
childhood mathematics knowledge and skills increase
academic success in the following years (Aubrey & Dahl, 2014;
Aunio & Niemivirta, 2010; Aunio et al., 2008; Bailey et al., 2014;
Duncan et al., 2007; Nguyen et al., 2016; Ramani et al., 2017;
Ritchie & Bates, 2013; Ryoo et al., 2014; Watts et al., 2014) and
itis a strong predictor of a more economically comfortable life
with better career options (Platas et al., 2016; Schoon et al.,
2021).

When the results of the International Student Achievement
Assessment Program (PISA) and the International
Mathematics and Science Trends Survey (TIMMS) are
examined, it is seen that although an increase has been
observed in the mathematics achievement of the students in
Turkey over the years, they are not at the desired level and
they are in the lower ranks in the success order (Atik, 2017;
Dolu, 2020; Ozeng & Arslanhan, 2010; Sarier, 2020). Studies
using TIMMS and PISA data show that factors such as
love and interest in
mathematics home/school
environment, and teacher/student-centered activities are
directly related to children's mathematics achievement
(Akytiz, 2014; Ertirk & Akan, 2018; Yayan, 2003). Among
these factors, especially the negative effect of mathematics
anxiety or fear on students' mathematics achievement from
primary school to university level was proven (Batdal, 2006;
Bayirli et al., 2021; Beisly et al., 2024; Foley et al., 2017; Kesici &
Asilioglu, 2017; Yenilmez & Ozbey, 2006; Zhang et al., 2019).

mathematics anxiety and fear,

mathematics, self-confidence,

1.2. Technology in Early Childhood Mathematics
Education

Considering that mathematics knowledge and skills in early
childhood are a strong predictor of academic success, career
choice, and socio-economic status in the following years, early
childhood education should be constructed carefully. Various
physical materials have been used in mathematics education
since ancient times (Boggan et al., 2010; Swan & Marshall, 2010).
However, with technological transformation, digital materials
have come to the fore. Due to rapid technological developments,
researchers have expanded the content of the term information
and communication technologies (ICT) to cover not only
desktop and laptop computers but also various mobile
technologies embedded in devices such as e-toys, robotics,
smart games, and especially smart mobile devices (Bjorklund et
al,, 2020; Dias & Brito, 2021; Dorouka et al., 2021; Gjelaj, 2013;
Johnson et al, 2011; Wu et al.,, 2023). When their effective
integration is combined with strong interaction, children's
creativity and imagination increase (Fleer, 2018; Marsh et al.,
2018; Yelland, 2018) and their cognitive skills (Hirsh-Pasek et al.,
2015, Huber et al, 2018; Neumann & Neumann, 2017;
Papadakis et al, 2018; Steinkuehler, 2010; Steinkuehler &
Williams, 2009; Van Eck, 2015; Yelland, 2018), social skills
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(Danby et al., 2018; Yelland, 2005; Zhao & Linaza-Iglesias, 2015),
and inquiry skills (Beavis et al., 2012; Fregola, 2015; Hakkarainen
& Sintonen, 2002; van de Sande et al., 2015; Wernholm & Vigmo,
2015; Yelland, 2005) are developed. Specifically, to achieve
proficient performance on exams by the age of nine, students
need to engage with the upper levels of Bloom's taxonomy in
early childhood mathematics (National Association for the
Education of Young Children [NAEYC], 2009) through peer
collaboration, which enhances higher-order thinking skills. The
National Educational Technology Standard (The International
Society for Technology in Education [ISTE], 2007) explicitly
emphasizes the role of technology in promoting collaboration.
Therefore, accepting that utilizing educational technology is not
a solo practice for users, it should be appropriately integrated
into early childhood education and support young children’s
mathematical skills.

Although EC teachers acknowledge the importance of
technology in children’s lives (Dong & Newman, 2016;
Ihmeideh, 2009; Kalas, 2010; Kara & Cagilday, 2017, Mertala,
2017), its integration into EC classrooms is not at the desired
level due to some obstacles (Ihmeideh, 2009; Magen-Nagar &
Firstater, 2019; Parette & Stoner, 2008). The lack of or limited
equipment, support, experience, perception and beliefs,
training, and competence are the main obstacles discussed in
national and international research (Dong, 2018; Ertmer, 1999;
Goktas et al, 2013; hmeideh, 2009; ihmeideh & Al-Maadadj,
2018; Liu & Pange, 2015 Luo et al, 2021; Mutohar, 2012;
Nikolopoulou & Gialamas, 2015; Pelgrum, 2001; Palaiologou,
2016, Wood et al, 2008). Although teachers’ competence,
perceptions, and beliefs about technology and its role in
children’s learning influence their technology-related practices
(Hew & Brush, 2007), their environment, including the
equipment and physical conditions of their classrooms, and the
support they receive from school administrators and colleagues
also affect their technology integration (Parette & Blum, 2013).
In addition, their competence, perceptions, and beliefs about
technology are shaped during teacher education programs and
in-service teacher training focusing on technology. While pre-

Focus

Design Groups

+ Creation of main Providing informed

questions for FGD consentsto 20
+ Pilotinterviews participants
+ Recruiting + Six FGD sessions - 87
participants minutes in average
+ Setting up date and + Videorecorded
time for FGD * Moderated and
observed by
researchers

service teachers’ experiences with technology should be
program-deep and program-wide (United States Department of
Education, 2017), In-service training to enhance teachers’
competence in technology should focus on knowing how rather
than knowing what (Brown et al, 1989). Considering the
importance of mathematics activities in EC classrooms and the
barriers discussed in the literature, it is essential to investigate
EC teachers’ overall perceptions of technology and their
technology integration into mathematics-related activities. Also,
there exist only a few studies focusing on teachers’ technology
use in teaching specifically mathematical concepts in early
childhood classrooms (i.e., Akilovna, 2024; Clements & Sarama,
2003; Eleftheriadi et al., 2021; Nikolopoulou, 2020; Verbruggen
et al, 2021; Yao et al,, 2024), and among those studies only
Eleftheriadi et al. (2021) and Nikolopoulou (2020) focused on EC
teachers” perceptions about technology integration in teaching
mathematics in EC setting. Therefore, this study will provide
insight into EC teachers' general perceptions of technology and
technology integration in mathematics activities.

2. Method
2.1. Design

This focus group study was part of a broader study that examined
technology integration into kindergarten classrooms. This part of
the study was conducted using phenomenological methodology,
one of the qualitative research methods. Phenomenological
studies aim to investigate events, experiences, perceptions, or
situations that we do not fully know (Munhall, 2012; van Manen,
2007, p. 12; Willig, 2007; Yildirim & Simsek, 2016, p. 69). These
studies involve identifying and making sense of the
commonalities in people's perceptions of similar experiences and
events (Fraenkel et al, 2012, p. 432; Rose et al.,, 1995, p. 1124;
Tezcan, 2013, p. 55). Within the scope of this study, the
phenomenological approach was considered appropriate to fully
explain, define, and understand the phenomenon of technology
integration in preschool dassrooms. Figure 1 presents the
methodological and analysis process of this particular study.

Data
Generation

Initial assessments of the
patterns by one researcher
Producing the first codes
including definitions and
labels

Categorization of codes into
thematic groups

Controlling of the themes
and codes by researchers
Re-definition and re-naming
the themes, if necessary
Compilation of the text

Two researchers *
transcribed all video
recordings

Ensuring that the text
match with the
recordings
Pseudonyms used for
confidentialy

Figure 1. Methodology and analysis process
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2.2. Participants

The participants of the study consist of 20 Turkish early
childhood teachers. Volunteering is the sole selection
criterion for this study. Each participant worked in separate
public schools in the eastern part of Tiirkiye. The schools
located in four city centers serve primarily middle-income
families. The attendees encompassed an extensive range of
teaching expertise. Most of the teachers who took part were
female, alongside two male participants. All participants
obtained their undergraduate degrees from the
Department of Early Childhood Education.
participants also held Master’s degrees in early childhood
education. All participants took two technology-related
courses during their undergraduate education: Information
Technologies and Instructional Technologies. Also, only
two teachers reported that they attended technology-
related professional development training. While the
researchers endeavored to cultivate a conducive and
atmosphere that promoted
expression among participants, the participants were

Five

inclusive unrestricted
ensured that pseudonyms would be used in order to
protect their privacy.

2.3. Procedure

Data collection was held during the summer of 2023. The
Focus Group Discussion (FGD) method was used. FGD is a
suitable method since this study investigates EC teachers’
overall perceptions of technology and their integration of
technology into mathematics-related activities (Nyumba et
al., 2018; van Eeuwijk & Zuzana, 2017). This method
enables researchers to explain, clarify, and provide a better
perspective on the subject selected (Mishra, 2016).

In the literature, contradictory suggestions exist about the
number of participants in each FGD session (Bouchard et
al., 1974; Cortini et al., 2019; Liamputtong, 2010; Stagi,
2000). Five kindergarten teachers were gathered in the first
session. The interview lasted 95 minutes, and the researcher
who moderated the session observed that the participants
either forgot their ideas or got bored because of the waiting
time. Therefore, the following five sessions were held with
a group of three teachers. The sessions were held online,
and discussions were recorded after obtaining the
participants” permission. The sessions lasted between 70
and 95 minutes.

2.3.1. Ethical disclosure

In this study, all the rules specified in the "Higher
Education Institutions Scientific Research and Publication
Ethics Directive" were followed. None of the actions
specified in the second section of the directive, "Actions
Contrary to Scientific Research and Publication Ethics",
were carried out. This study was conducted with the
approval of the Ethics Committee of Firat University, dated
June 13, 2023, and numbered 9102.

2.4. Measures
2.4.1.Interview form

The researchers created a pool of questions about
technology integration into mathematics education in
kindergarten classrooms. The question pool, consisting of
eight questions, was created based on a literature review of
the subject. Then, two experts from the Department of Early
Childhood Education and two from the Department of
Computer Education and Instructional Design reviewed
the questions and provided feedback. After the expert
opinions, one question was dropped from the pool.

Two pre-interviews were conducted with kindergarten
teachers to determine whether answers to the questions
provided rich data about the proposed research question.
After finalizing the FGD questions, the researchers
recruited five kindergarten teachers for the first FGD
session. After that, five FGD sessions were held with three
kindergarten teachers. In the last session, the data was
repetitive compared to what was collected in the previous
sessions. Therefore, the researchers decided to end the FGD
sessions. In the end, 20 kindergarten teachers participated
in the study. Two example questions are: “Do you use
technology, supporting
mathematical skills? If so, how do you use them?” and

especially when children's
“What type of issues do you encounter when you use
technology in teaching mathematics?”

2.5. Data Analysis

Before the data analysis, all recordings were transformed
Participants were assigned
pseudonyms to protect their identities, and all data were
maintained strictly confidential. For data analysis, the six-
stage thematic analysis process outlined by Braun and
Clarke (2006) was followed:

into a written format.

1. The primary author thoroughly reviewed the
transcripts several times and conducted the first
evaluations of the observed patterns.

2. She generated the initial codes, which included
definitions and labels allocated to the data about
the research questions.

3. Theme
generated codes.

clusters were created through the

4. During this phase, the second and third authors
critically analyzed the themes and codes.

5. The third author revised and re-labeled the
themes and verified their consistency to provide a
coherent interpretation of the data.

6. The text was compiled.
2.6. Trustworthiness

In qualitative studies, four common measures exist for the
trustworthiness of qualitative credibility,
dependability, conformability, and transferability (Lincoln

research:

160
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& Guba, 1985). In terms of credibility, two pre-interviews
were conducted. Also, recordings
transformed into a written format, these texts were checked
to ensure the written texts matched the recordings. In
addition, data collection and analysis processes were
conducted simultaneously to determine any need for

after all were

additional data or clarification. Peer feedback was also
obtained during the data analysis process. In terms of
dependability, detailed information about the participants,
the data collection, and analysis processes are provided.

Two researchers individually examined the data to ensure
conformability in this particular study, and the third
researcher provided feedback about the codes and
categories. The data analysis process was conducted using
the NVivo version 14 package, which allowed the
researchers to maintain the categories and themes if
needed. Also, direct quotes are provided in the findings
section to ensure conformability. In terms of transferability,
detailed information about the participants and the
research process is provided.

3. Findings

The findings are presented under four main themes:
technologies used in teaching mathematics, the use of
technology in teaching mathematics, issues related to the
use of technology in teaching mathematics, and the need
for the use of technology while teaching mathematics. Each
theme was provided below with sub-themes and codes,
enriched with direct quotes from the participants.

3.1. Teachers’ Overall Perception towards Technology

Today, technological devices are ubiquitous in people’s
lives, which results in an increase in the daily duration of
screen time for children (Dumuid, 2020; Rideout & Robb,
2020; Saracho, 2015). The American Academy of Pediatrics
(2015) acknowledged that young children’s exposure to
technological devices and screen time is no longer
plausible. The first question of the FGD sessions was about
teachers’ overall perceptions of technology. All teachers
were aware that the place of technology and technology's
place in children's lives is an undeniable reality.

We are now in the age of technology, and children
learn many things from smartphones and computers
(Ceyda, Aug. 15, 2023, group interview).

So, needless to say, technology is now everywhere in
our lives (Sara, Aug. 14, 2023, group interview).

Only one teacher raised her concern about children’s
technology use among the participants. As Ceren discussed
her thoughts about technology, she mentioned the time
after the COVID-19 pandemic. She mentioned the violent
behaviors of children due to the content they were exposed
to through technological devices during the pandemic. Her
old-fashioned thoughts about children’s technology use
might be due to this experience.

As a teacher, yes, I think we should use it actively,
but I believe that we should keep the children a little
away from technology. I'm still old-fashioned about
technology. Honestly, I don't want children to be too
involved with technology. (Ceren, Aug. 15, 2023,
group interview)

3.2. Technologies Used in Teaching Mathematics

The National Council for Educational Mathematics
(NCTM, 2023) strongly emphasizes technology to facilitate
young children’s mathematical skills. Although there is
extensive research about teachers’ use of or perceptions of
technology in classrooms, its use in teaching and learning
mathematics is very limited (Eleftheriadi et al., 2021; Fox et
al., 2016; Ihmeideh & Al-Maadadi, 2018; Nikolopoulou,
2020). Specifically, Thmeideh and Al-Maadadi (2018)
worked with three kindergarten teachers in their study.
Through their observations, they reported that
kindergarten teachers mainly used computers and
interactive whiteboards for listening to songs or watching
videos to learn numbers, and their focus was mainly on
drills and practice. In other studies, kindergarten teachers
were found to use technology to watch educational videos,
view pictures, or listen to songs to support children’s
mathematical skills (Alomyan & Alelaimat, 2021; Liu et al.,
2014; Nikolopoulou, 2020). In this particular study, similar
results were found. The participants mentioned the
equipment and applications they use while teaching
mathematics (see Figure 2). Although 15 teachers reported
that they do not have a smartboard or a computer in their
classrooms, some said they either bring their laptops to the
classroom or use their smartphones with speakers. Only
one teacher stated that there was a robotic kit in their
school. Regarding applications, teachers mentioned videos,
songs, images, and sounds to use while doing mathematics-
related activities. Only Ceyda reported using Web 2.0
applications in the classroom or at home with parental
supervision. The direct quotes are provided below.

Direct quotes related to equipment:

If there is a need, I always bring my laptop to the
classroom. (Sara, Aug. 14, 2023, group interview)

I always use my smartphone. I purchase an extra
internet package and use my smartphone to use
whatever I need to use. (Merve, Aug. 18, 2023, group
interview)

Direct quotes related to applications:

But when we listen to the song [referring to songs
to numbers] through the
whiteboard, children learn better. (Reyyan, Aug. 22,
2023, group interview)

related interactive

Usually, I use mobile apps like Mental Up, Google
Interland, and World Wall. (Ceyda, Aug. 15, 2023,
group interview)
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THEME 1: Technologies used in teaching mathematics

SUB-THEME : EQUIPMENT

Smartboard

Speaker

Personel computer/Laptop
Coding robot

Projector

Personal smartphone
Printer

Codes

SUB-THEME : APPLICATIONS

Animations

EBA

Images and sounds

Child-restricted versions of entertainment
and communication apps

Web 2.0 tools

Songs

3D applications

Videos

Youtube

Codes

Figure 2. Technologies used in teaching mathematics

3.3. Use of Technology in Teaching Mathematics

Many researchers and institutions support the use of
technology in early childhood (Clements & Sarama, 2013;
NAEYC, 2010; NCTM, 2023; Papadakis et al, 2016;
Verbruggen et al., 2021). A growing body of studies reported
that the use of technology in teaching mathematics increases
children’s enthusiasm, motivation, and engagement and
supports them in understanding mathematical concepts
better (Clements & Sarama, 2013; Eleftheriadi et al., 2021;
Griffith et al.,, 2020; Verbruggen et al., 2021). This study
discussed the benefits of technology integration for teachers
and children, the harm children may encounter while using
technology, and its causes (see Figure 3). According to
kindergarten teachers, using technology in the classroom for
mathematics and other activities increases teachers' and
children’s motivation. Among the participants, eleven
teachers used the word “happy” to describe their children
during technology-enriched activities. In addition, thirteen
teachers associated learning speed, increased attention level,
and motivation/retention with technology that appeals to
multiple senses.

Regarding the
technology usage, two teachers mentioned dry eye issues

harm children may encounter from

and their negative effects on language development. Beyond
that, sixteen teachers pointed out violent behaviors children
may have due to the content they are exposed to in an online
environment. According to the teachers, many movies,
cartoons, videos, songs, or advertisements may include
violent content. Mainly, when children use technology with
no time limitation, they display those violent behaviors in a
short time.

Direct quotes related to the benefits of technology for
children:

And 1 think that children love it [referring to
technology] and learn more easily because it appeals
to more sense organs. (Reyyan, Aug., 22, 2023, group
interview)

You can concretize this [referring to mathematical
concepts] through a computer and technology,
making it more permanent in children's minds.
(Yavuz, Aug., 15, 2023, group interview)

I believe these [referring to technology] improve the
learning speed. (Asli, Aug., 20, 2023, group interview)

Direct quotes related to the benefits of technology for
teachers:

If we use it correctly, we can attract the attention of
children. And sometimes things that are so difficult to
teach to those young children need to be concreted.
We can concrete it through computers and technology
and make it more permanent in children's minds.
(Ata, Aug., 24, 2023, group interview)

From this point of view, we are able to convey those
abstract concepts with technology. The concepts,
otherwise, we sometimes cannot teach very well.
(Merve, Aug., 18, 2023, group interview)

Direct quotes related to harm to children:

One of my students had a language development
disorder. And his doctor told the parents to keep him
away from technology [referring to the content that
can be reached through the Internet]. (Beren, Aug., 24,
2023, group interview)

Direct quotes related to causes of harm:

This is why. Now, even if the child has information
about the video he watched, there are occasional
advertisements. And they are not very appropriate
ads. (Pelin, Aug., 18, 2023, group interview)

In general, the children had an incredible tendency to
violence [referring to the time schools started after the
COVID-19 pandemic]. Because 4-year-olds were
exposed to a lot of content they shouldn't have been
exposed to. (Ceren, Aug., 15, 2023, group interview)
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THEME 2: Use of technology in teaching mathematics
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Figure 3. Use of technology in teaching mathematics

3.4. Issues related to the Use of Technology in Teaching
Mathematics

In the FGD sessions, two main situations were observed: teachers
either do not use technology or encounter issues during their use
of technology in mathematics activities. In the literature,
researchers discussed many obstacles to the use of technology in
classrooms. Those barriers indude insufficient or lack of
equipment in classrooms, lack of support from school
administrators, teachers’ insufficient or lack of competence, lack
of digital teaching materials, and limited professional
development (PD) opportunities (Cabuk, 2024; Dong, 2018;
Ertmer, 1999; Goktas et al,, 2013; Ihmeideh, 2009; ihmeideh & Al-

Maadadj, 2018; Kurupmar et al., 2024; Liu & Pange, 2015; Luo et
al, 2021; Mutohar, 2012; Nikolopoulou & Gialamas, 2015;
Pelgrum, 2001; Palaiologou, 2016; Wood et al, 2008). The
participants of the current study mentioned similar obstacles.
Figure 4 represents teachers’ reasons for not using technology in
their classrooms. Specifically, 15 teachers reported that they donot
have a smartboard or a computer in their classrooms. Also, two
teachers reported the power-cut issue in the area where their
school is located. Both stated that teachers in those schools prefer
not to bring their own technological devices to the classrooms
because of power-cut issues. Among the participants, eighteen
teachers mentioned their limited competence in the use of
technology.

THEME 3: Reasons for the absence of technology use in
classrooms
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In addition to the barriers discussed above, teachers
encounter several classroom problems during technology
use: classroom management issues and limited classroom
conditions (Nikolopoulou & Gialamas, 2015; Wood et al.,
2008). The study participants also mentioned similar issues
(Figure 5). The physical conditions of their classrooms are
the most frequently mentioned issue among the others.
Also, according to two teachers, children tend to change the
speaker's volume in the classroom or insist on watching a
cartoon rather than educational content. Only one teacher
mentioned an issue related to inclusive students in her
classroom.

Direct quotes related to the reasons for non-use of
technology in the classroom:

Again, I found a projector with my own effort and
brought it to my classroom. I mean, it's okay. These
opportunities are not usually available in public
schools. (Ata, Aug., 24, 2023, group interview)

Personally, maybe if I could provide classroom
management better, if I could organize the classroom
environment better, I could spend more time using
technology. (Ceren, Aug., 15, 2023, group interview)

I attended
programs related to technology use. However, they

several professional development

were at the basic level and non-interactive. I did learn

so little and nothing changed in my technological
skills. (Ayfer, Aug., 15, 2023, group interview)

Direct quotes related to the encountered issues:

So yes, of course we do. There may be children who
want to play with the speaker. In general, I have
difficulty like this. Also, since there is a laptop and
no projector in the classroom, I try to adjust the angle
of the laptop so that those children can see the screen.
I organize my children to sit there in a certain order.
And for children who stay away from the screen,
sometimes, I don't know, this often breaks their
concentration. (Yavuz, Aug., 15, 2023, group
interview)

For example, children may not understand that it is
for an educational purpose. When we open the
internet, they think we will watch cartoons or other
fun stuff. (Ata, Aug., 24, 2023, group interview)

I had a problem. I always have at least one student
with autism every year. For example, I was
dedicating those videos to the last 10 minutes and
making sure that the student was picked up early.
That's how I did it; I could not let him watch it.
Otherwise, it was enough for me to open the video or
even the computer for that student. He could stop
and stare at the screen, even if nothing was on it.
(Sara, Aug., 14, 2023, group interview)

THEME 4: Issues related to use of technology in teaching
mathematics
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Figure 5. Issues related to the use of technology in teaching mathematics

3.5. Needs for the Use of Technology while Teaching
Mathematics

In order to benefit from technology, there exist several
aspects to consider: the wuse of intentional
developmentally appropriate digital tools, parental
mediation, and limitations on the use of technology
(Clements & Sarama, 2003; Donohue & Schomburg, 2017;

and

Gozim & Kandir, 2021; Konca, 2022; McManis &
Gunnewig, 2012). Figure 6 presents the theme entitled the
need for the use of technology while teaching mathematics
and its sub-themes and codes. Although the question asked
to the participants was about technology use in teaching
mathematics, their answers contained both technology use
in teaching mathematics and in general. The teachers
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pointed out similar aspects provided above to benefit from
technology at the highest level.

Despite an increase in the number of PD opportunities
regarding technology integration
(Yurtseven Avc et al, 2020), teachers fail to integrate
technology into their instruction, especially in early
childhood classrooms (Ihmeideh, 2009; Parette & Stoner,
2008; Parette et al., 2020). In this regard, teacher education
programs and in-service PD opportunities are two key
points to consider. In the current study, while two teachers
mentioned the limitations about their experiences with
educational technology during their education, seven
teachers even mentioned the ineffectiveness of PD
opportunities. Considering that, as Blackwell et al. (2014)
stated, early childhood teachers’ perceptions about
technology use for educational purposes, their confidence,
and the support they receive are the strongest predictors of

into education

technology integration into education, teachers’ experience
with educational technology may get advanced through
pre-service and in-service PD.

Direct quotes related to the things to consider for the
benefits of technology to emerge:

I agree with Tuna. If it will be used consciously and
if it will be used under parental supervision, yes,
technology is a beautiful thing. You know, I think it
can be used under parental control in a limited time,
not very long hours. (Filiz, Aug., 15, 2023, group
interview)

Well, but what I'm saying is that there are tablets,
television, and mobile apps. As long as we verify its
safety in terms of content. Well, I definitely want
them to be used with parental cooperation. Well, but
I also believe that these should have certain time
intervals. (Asl;, Aug., 20, 2023, group interview)

Direct quotes related to teachers' expectations to increase
technological competencies:

I also use a projector. It doesn't fully activate
children. So, in return, I have to make movements
with my mouse. If there is an interactive smart board,
for example, children will receive a direct return for
their actions. (Ata, Aug., 24, 2023, group interview)

So, first of all, I would like a smartboard that would
be anon-utopian request, right? [laughing]. But apart
from that, I would like to learn, participate, and
improve myself in this regard if there are training
sessions about integrating technology to make
mathematics education more fun and different for
children. (Sara, Aug., 14, 2023, group interview)

I wish I knew how to design a mobile app. Many
mobile apps do not have what we need. I already
design classroom activities but I want to transfer
those activities in an online setting. If there is a
training program like that, I would love to attend
improve my skills. Otherwise, my
technological skills are very limited. (Beyza, Aug., 22,
2023, group interview)

them to
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Figure 6. Needs for use of technology while teaching mathematics

4. Discussion

Through focus group discussions, EC teachers’ perceptions
and use of technological devices in conducting math-
related activities. The findings of this study highlight
important implications for technology integration in
preschool classrooms. The EC teachers held a positive
attitude towards technology and acknowledged the role of

technology in young children’s lives and learning. Previous
studies found similar results (Dong & Newman, 2016;
Ihmeideh, 2009; Kalas, 2010; Kara & Cagilday, 2017;
Mertala, 2017; Wu et al., 2023). Despite this positive
attitude, barriers and challenges became the forefront of the
focus group discussions. For this study, the missing parts
of technology integration were due to teachers’ lack of or
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limited technology competence, support from school
administrators, technological
infrastructures, and insufficient pedagogical support, as
they reported. These barriers were also mentioned in other
studies (Cabuk, 2024; Cheng et al, 2021; Dong, 2018;
Ertmer, 1999; Goktas et al., 2013; Thmeideh, 2009; Thmeideh
& Al-Maadadi, 2018; Kurupinar et al., 2024; Liu & Pange,
2015; Luo et al, 2021; Magen-Nagar & Firstater, 2019;
Mutohar, 2012; Nikolopoulou & Gialamas, 2015; Pelgrum,
2001; Palaiologou, 2016; Wood et al., 2008). As seen, the
discussion has been around barriers and challenges for

a lack of or limited

years.

Most of the teachers in the current study emphasized using
digital materials, including mathematics-related songs,
videos, and images, for only children to practice what they
have already learned in terms of mathematical concepts, as
found in other studies (Alomyan & Alelaimat, 2021; Liu et
al., 2014; Nikolopoulou, 2020). Inan and Lowther (2010)
categorized technology integration into three aspects:
preparing lesson plans, delivering concepts through
technology, and supporting children to use digital
materials and technological tools. However, the current
study's findings revealed that teachers only used digital
materials for drills and practice under their control. The
question here should be about teachers’ technological skills
and competence.

Teachers’ technological skills and competence are shaped
during pre-service education and supported through in-
service PD opportunities. Critical media literacy, which
requires teachers to think deeply and critically about the
media they use for teaching (Trust et al., 2022), is one aspect
of technology integration that needs to be covered during
pre-service education. In addition, pre-service teachers
should be prepared to teach with technology (Sprague et
al.,, 2022; Yadav & Lachney, 2022; Zaranis & Oikonomidis,
2014). Therefore, pre-service teachers’ skills to use and
create with technology should be advanced. In Tiirkiye, the
EC teacher education program offers only two courses:
Information Technologies and Instructional Technologies.
While the former focuses on teacher candidates’ technology
skills, the latter focuses on technology integration in
educational settings. A similar situation exists in other
European countries. In terms of teaching mathematics in
EC classrooms, there is only one course entitled
Mathematics in Early Childhood. This course should be
designed to advance pre-service teachers” knowledge about
how to teach mathematics to young children with
technology. Therefore, this research suggests that teacher
education programs should be
ensuring pre-service teachers’ exposure to educational
technology is program-deep and program-wide. However,
this is not enough for teachers to implement technology
into their instruction while conducting mathematics and
other activities.

reviewed carefully,

Teachers should consider technology as a tool to support
children’s learning and organize the technology-enriched

learning environment to include originality, allow children
to construct knowledge, enable student collaboration, use
open-ended learning, and integrate mixed ability levels
when needed (Lindmeier et al., 2020; Smeets, 2005). PD
opportunities should be designed to help teachers create
the aforementioned learning environment. However, as
reported in this particular study and the existing studies,
teachers complain about the ineffectiveness of PD
opportunities (Bey, 2012; Keengwe & Onchwari, 2009;
Potter & Rockinson-Szapkiw, 2012; Vaugelade Berg, 2011).
Specifically, teachers” complaints were about the duration
of PD, its content, limited first-hand experiences with
technology, being inactive in PD sessions, limited
reflections, and so on (Ertmer, 2005; Powel & Bodur, 2016,
2019; Rice & Dawley, 2009; Yurtseven Ava et al., 2020).
Considering these complaints, PD programs should offer
teachers flexible learning, as suggested by Belland and
colleagues (2015). One way of providing flexible learning
is, for instance, to provide teachers with flipped PD
programs that give them time to implement what they learn
during PD and evaluate their experiences (Belland et al.,
2015; Yurtseven Ava et al., 2020). The implications of this
research point to the need to re-consider PD programs to
enable teachers to advance their knowledge about
technology and its integration, learn different pedagogical
approaches for technology integration, practice in their
classrooms, and reflect on their practices. Such PD
programs may enable EC teachers to adapt suitable
pedagogical approaches to integrate technology into their
classrooms.

The current study sought to explore early childhood
teachers’ overall perceptions of technology and their use of
the implementation of technology during mathematics-
related activities. Although this study fills the gap in the
literature by focusing on and
mathematics, the number of participants and the data

collection tool - focus group discussions - are its limitations.

teaching learning

To obtain a more outstanding picture of EC teachers’
attitudes and beliefs towards and practices related to
technology integration in classrooms, further research may
consider including teachers from different cultures and
data (i.e.,
observation). Also, the study group worked in public
schools in this particular study. Teachers working in
private schools may provide different perspectives on
technology integration in mathematics activities in early
childhood classrooms. Further insights are also needed to
determine the factors that shape PD programs’
effectiveness so better programs can be designed.

alternative collection  tools classroom
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teachers' digital literacy skills and their self-efficacy beliefs regarding Web 2.0 content
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Classroom Teaching at a state university in Central Anatolia, from 1st, 2nd, 3rd and 4th
grade levels. Data were gathered from 240 pre-service teachers through online forms using
the “Digital Literacy Scale” and the “Web 2.0 Content Development Self-Efficacy Belief
Scale.” Following the normality analysis, parametric tests such as correlation, independent
samples t-test, and one-way ANOVA were performed. The results indicate a significant
gender difference in digital literacy, with males scoring higher than females. However, no
significant difference was found between genders in Web 2.0 content development self-
efficacy beliefs. Significant differences were observed across grade levels, with 4th-year
students achieving the highest scores in both digital literacy and Web 2.0 content
development self-efficacy. A moderate positive correlation was found between digital
literacy and Web 2.0 content development self-efficacy beliefs.
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Bu aragtirmanin amaci, sinif 6gretmeni adaylarinin dijital okuryazarlik becerileri ile Web 2.0
igerik gelistirme Ozyeterlik inanglar1 arasindaki iliskiyi belirlemektir. Nicel yontemle
tasarlanan arastirma, iliskisel tarama modeli kullanularak yiiriitiilmistiir. Arastirmanin
evrenini, i¢ Anadolu'da bir devlet iiniversitesinin Siuf Ogretmenligi Anabilim Dali'nda 1.,
2., 3. ve 4. sinuf diizeylerinde 6grenimini siirdiiren 6gretmen adaylar1 olusturmustur. Veri
toplama siirecinde “Dijital Okuryazarlik Olgegi” ve “Web 2.0 Igerik Gelistirme Ozyeterlik
Inana Olgegi” kullanilmustir. Veriler, cevrimigi formlar aracihigiyla 240 6gretmen adayindan
toplanmistir. Normallik analizine gore parametrik testler uygulanmis ve korelasyon,
bagimsiz orneklem t-testi ve tek yonlit ANOVA yapilmistir. Sonuglara gore, cinsiyetler
arasinda dijital okuryazarlikta anlamh fark bulunmus, erkekler kadinlardan daha yiiksek
puan almistir. Ancak Web 2.0 igerik gelistirme 6zyeterlik inanglarinda cinsiyetler arasinda
fark bulunamamistir. Siif diizeyine gore, dijital okuryazarlik ve Web 2.0 igerik gelistirme
ozyeterliklerinde anlamli farklar saptanmus, 4. sinif 6grencileri en yiiksek puanlari almistir.
Dijital okuryazarlik ile Web 2.0 icerik gelistirme 6zyeterlik inanglar1 arasinda orta diizeyde
pozitif bir iligki bulunmustur.
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1. Giris

Doniistim, bir durumdan bagka bir duruma gegme,
tahavviil olarak tanimlanmaktadir (Tirk Dil Kurumu
[TDK], 2023). Toplumlarin tarih boyunca yasadig: cesitli
dontiistimler beraberinde bireylerin yasam bigimlerinde,
ihtiyaglarinda ve toplumsal yapilarinda koklii degisiklikler
meydana getirmistir. Bu doniisiimlerin en Onemli
etkenlerinden biri ise teknolojideki hizl1 gelismeler olarak
goriilmektedir. Teknolojide yasanan doniisiim, bilginin
iiretilmesi, paylasilmasi ve tiiketilmesi siireglerini radikal
bir sekilde degistirmistir.

Ozellikle teknoloji alanlarinda meydana gelen déniisiimler
cesitli kavramlarin tanimlarina kadar etki etmektedir. Bu
dontistimlerden teknolojileridir. =~ Web
teknolojileri, internetin kullanimi, icerik {iretimi gibi
teknolojiye dayali farkli sahiptir. Web
teknolojileri, Tim Burners-Lee tarafindan 1989'un
sonlarinda tanitilmistir. Belgeler (Web 1.0), insanlar (Web
2.0) ve veriler (Web 3.0) olmak iizere ii¢ versiyonundan
agirlikli olarak bahsedilmektedir. Berners-Lee'ye gore Web

birisi  web

islevlere

1.0 orijinal web'dir ve sadece okuma yetenegi olan bir web
olarak goriilse de ayni zamanda bir anlama sistemidir,
sinirl kullanici etkilesimi veya igerik katkisi saglamaktadir.
Bilgiyi aramaya ve okumaya izin vermektedir. Web 2.0,
Dale Dougherty tarafindan 2004 'te bir okuma-yazma web’i

iligkilere sahip genis kiiresel topluluklarin, ortak ilgilere
sahip olanlarin toplanmasina ve yonetilmesine olanak
tanimaktadir. Web 2.0, kullanicilarin etkilesime girebildigi
ve igerik iiretebildigi bir web deneyimi sunmak igin
gelistirilmistir. Birey artik sadece icerige wulasmakla
kalmamakta igerik gelistirmekte ve paylasabilmektedir
(Krol; 2020; McKimm vd., 2003; O’Reilly, 2010; Onday,
2019).

Egitim, toplum var oldugu siirece varligim siirdiirecek
canli bir sistemdir ve toplumu etkiledigi gibi toplumdan
etkilenmektedir. Bu nedenle toplumsal doniisiimlerin
gerceklestirilebilmesi i¢in egitimin de doniistiiriilmesi
gerekmektedir. Egitimin en temel islevlerinden birisi
okuryazarlik becerilerini kazandirmaktur.

Ilkokul egitimi, bireylerin temel becerileri kazandiklari,
kisisel ve toplumsal kimliklerini sekillendirdikleri kritik bir
donemdir. kazandirilan okuryazarlik
becerileri, bireylerin hem kisisel hem de toplumsal
yasamlarinda basarili olmalari i¢in hayati neme sahiptir.
Okuryazarlik kavrami da teknolojik doniisiimlerle birlikte

Bu donemde

yeniden tanimlanmis ve kapsami genisletilmistir.

Glinlimiiz diinyasinda, teknolojik doniisiimlerin etkisiyle
okuryazarlik kavraminin dijital boyutu 6n plana ¢tkmustir.
Sekil 1’de okuryazarlik tanimlarinin yillara gore degisimi
ozetlenmektedir.

olarak tanimlanmistir. Web 2.0 teknolojileri, sosyal
medya araglarinin yayihimimmn
L4 artmasi ve gesitlenmesi

sonucu medya okuryazarhig:

ig, tiretim, vatandaghk, kiiltiir ve
kiiresel ¢cevreye dogru bireyin daha
katilimer olacag: genis kapsam

®1970

“1950

temel yazih dil becerilerini bilmek ve
bunu giinliik yasamda kullanmak

@ 1980

bilgi okuryazarhig: kavramu ile
bilgiye erisme, erisilen bilgileri
ayiklama ve paylagsma gibi daha
karmasik beceriler

21.yy okuryazarhg
ve ozellikle dijital
okuryazarhk
vurgular:

Sekil 1. Teknolojik doniistimlerin okuryazarhik tanimlari iizerine etkisi (American Library Association [ALA], 1989; Belshaw, 2012;
Buckingham, 1993; Gilster, 1997; Giines, 2019; Media Literacy Project, 1992; United Nations Educational, Scientific and Cultural
Organization [UNESCO], 1958; UNESCO,1978; Zurkowski; 1974)

Teknolojik doniisiimlerin okuryazarlik tanimlari {izerine
etkisini gosteren Sekil 1’e bakildiginda; 1950'li yillarda
temel yazili dil becerilerini bilmek ve bunu giinliik
yasamda kullanmak okuryazarlik tanimi olarak gecerken
1970°li yillarda okumak ve yazmak becerilerinin &tesine
tasmnarak kapsamu is, {iretim, vatandaslik, kiiltiir ve kiiresel
gevreye dogru bireyin daha katilimci olacagi sekilde

genisletilmistir. 1980’li yillarda bilgi okuryazarlig: kavrami
ile bilgiye erisme, erisilen bilgileri ayiklama ve paylasma
gibi daha karmasik beceriler iizerine odaklanildig:
goriilmektedir.  1990'li  yillarda medya
yayilimimin artmasi ve gesitlenmesi sonucu medya
okuryazarligi, 2000'1i yillardan giintimiize dogru ise 21. yy.
okuryazarligi ve 6zellikle dijital okuryazarlik vurgular:

araglarmin
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dikkat g¢ekmektedir. Okuryazarlik, kokleri topluma ve
doniistime dayali, toplumun amaglarina, icinde bulunulan
donemin gelismisligine gore cesitlenen dallara sahip bir
aga¢ olarak diisiiniilebilir. Okuryazarlik, baglarda
geleneksel olarak yazili metinleri anlama ve yorumlama
yetenegi olarak tamimlanmistir. Ancak, 21. yiizyilin
baslarindan itibaren bilgi toplumu ve dijital doniistimiin
hiz kazanmasiyla birlikte, okuryazarlik tanimi énemli bir
doniisiim gecirmistir. Bugiin, okuryazarlik sadece yazili
metinleri anlamakla smurli kalmayip ayni zamanda
karmagik bilgiyi analiz etme, elestirel diisiinme, ¢oklu
kaynaklar1 sentezleme ve dijital araclar: etkili bir sekilde
kullanma yetenegini icermektedir. Bu baglamda, bilgi
okuryazarligi, bireylerin bilgiyi tiiketmekle
kalmayip ayni zamanda iiretmek ve paylasmak icin

sadece

gereken becerileri igerir. Dijital doniisiimiin hizla yayilmasi
ile birlikte, dijital okuryazarlik da 6nemli hale gelmis ve
bireylerin dijital araclar1 anlama, kullanma ve elestirel bir
sekilde degerlendirme yetenegini ifade eder hale gelmistir.
Bu nedenle, giiniimiizde okuryazarlik kavrami, geleneksel
ve dijital okuryazarlik becerilerini bir araya getirerek bilgi
toplumu ve 21. yiizyil becerileriyle uyumlu bir sekilde
genislemistir (American Library Association [ALA], 1989;
Belshaw, 2012; Buckingham, 1993; Gilster, 1997; Giines,
2019; United Nations Educational, Scientific and Cultural
Organization [UNESCO], 1958, UNESCO, 197§;
Zurkowski; 1974).

Dijital okuryazarlik, bireylerin dijital teknolojileri anlama,
kullanma ve degerlendirme Dbecerilerini igeren bir
kavramdir. Dijital okuryazarlik, dijital ortamlarda bilgi
arama, dogru kaynaklar1 se¢me, bilgiyi elestirel bir sekilde
degerlendirme, verileri analiz etme ve etkili iletisim kurma
gibi becerileri igerir. Dijital okuryazarlik, bireylerin internet
ve Web 2.0 gibi djjital platformlarda etkili bir sekilde bilgi
olusturma ve paylasma yeteneklerini gelistirmelerine
yardimct olur. Web 2.0, kullanicilarin interaktif olarak
icerik olusturabildigi, paylasabildigi ve
bulunabildigi bir internet donemini ifade etmektedir. Web
2.0 igerik gelistirme ozyeterlik inanc1 ise bireylerin bu tiir
interaktif
becerilerine ve giivenine sahip olmalariyla agiklanabilir ve
bireylerin aktif bir sekilde dijital ortamlarda katilim
tesvik dijital
becerilerini kullanmalarimi saglamaktadir. Bu baglamda,
dijital okuryazarligin bireylere Web 2.0 platformlarinda
etkili bir sekilde igerik olusturma ve paylasma becerilerini

etkilesimde

web  platformlarinda  igerik  olusturma

gostermelerini etmekte, okuryazarlik

gelistirme imkani sunacagi belirtilebilir. Geleneksel
okuryazarlik, okuma-yazma becerisiyle sirliyken,
gliniimiizde dijital okuryazarlik, bireylerin dijital

ortamlarda bilgiye erisim, bilgiyi degerlendirme, yaratici
ve etik bir sekilde dijital igerik olusturma becerilerini
icermektedir. Bu baglamda, teknoloji ve toplumsal degisim
arasindaki etkilesimin, egitimin de yeniden sekillenmesine
etki ettigi diistiniilebilir.

Simdinin ve gelecegin toplumunda aktif bir sekilde yer
alabilecek bireylerin yetistiricisi olan 6gretmenlerin dijital

okuryazarlik becerilerinin ve Web 2.0 icerik gelistirme
Ozyeterlik  inanglarmin  yiiksek
goriilmektedir. Smif 6gretmenlerinin dijital okuryazarlik
ve Web 2.0 teknolojileri kullanim becerilerini gelistirme
konusundaki rolleri, egitimdeki bu doniisiime ayak
uydurmanin
goriilmektedir. Sinif 6gretmeni yetistirme programlarinda
dijital okuryazarlik ve Web 2.0 teknolojileri kullanim
becerilerine 6nem verilmesi, gelecegin 6gretmenlerinin bu
yeni egitim paradigmalarina uygun sekilde hazirlanmasini

olmasi onemli

temel unsurlarindan biri olarak

saglayacaktir. Dolayisiyla, smif Ogretmeni adaylarmin
dijital okuryazarlik becerileri ile Web 2.0 igerik gelistirme
Ozyeterlik inanglar iligkinin
cagdas egitimin ihtiyaglarma yamnt
Ogretmenlerin yetistirilmesi acisindan 6nemli bir arastirma

arasindaki incelenmesi,

veren nitelikli

alani olarak karsimiza ¢ikmaktadir. Gelecegin 6gretmenleri
olarak, hentiz hizmet 6ncesi egitimlerini almakta olan geng
ogretmen adaylarmin dijital okuryazarlik becerilerinin ve
Web 2.0 araglar1 ile igerik gelistirebilme oOzyeterlik
inanglarinin belirlenmesi kiymetli bulunmaktadir. Bu
aragtirmanin problem ciimlesi “Smnif 6gretmeni adaylarimin
dijital okuryazarlik becerileri ile Web 2.0 igerik gelistirme
ozyeterlik inanglar1 arasinda iligki var midir?” olarak ifade
edilebilir. Bu genel amag¢ dogrultusunda asagidaki alt
amaglara cevaplar aranmuisgtir:

e Dijital Okuryazarlik Becerileri ve Web 2.0 Icerik
Gelistirme Ozyeterlik Inanglar cinsiyete, giinliik
internet kullanim siirelerine ve sinif diizeyine
gore anlamli bir sekilde farklilasmakta midir?

e Dijital Okuryazarlik Becerileri ve Web 2.0 Igerik
Geligtirme Ozyeterlik Inanclar1 arasmnda anlamli
bir iligki var midir?

2. Yontem
2.1. Desen

Aragtirma nicel olarak desenlenmistir ve iligkisel tarama
modelinde ytiriitiilmiistiir. fligkisel tarama modelinde iki
ya da daha fazla degisken arasindaki birlikte degisim
durumu ve bunun derecesini belirlemek amaglanmaktadir
(Creswell, 2017; Karasar, 2016; Ocak, 2019). Bu arastirmada
ise Smif ogretmeni okuryazarlik
becerileri ile Web 2.0 igerik gelistirme 0zyeterlik inanglar1
arasindaki iliskiler, birlikte degisim durumlar: ve bunun

adaylarmin dijital

derecesini belirlemek amaclanmstir.
2.2. Orneklem

Arastirmanin evrenini I¢ Anadolu Bélgesinde yer alan bir
devlet {iniversitesinin Sinif Ogretmenligi Anabilim Dalinda
1-4. simiflarinda  Ogrenim goren Ogretmen adaylar:
olusturmaktadir. Bu ¢alismada evreni temsil eden bir
orneklemden veri toplamak yerine evrenin tamamindan
veri toplanmistir. Toplamda 240 Ogretmen adaymna
ulagilmistir.
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2.3. Islem

Veriler ¢evrim i¢i ortamda olusturulan formlar araciligiyla
toplanmistir. Arastirma, arastirmaya dair katilimcilara
yapilan Dbilgilendirmeler goniilliilik
ylritilmistir.

sonrasi esash

2.3.1. Etik bildirim

Yapilan bu ¢alismada “Yiiksekogretim Kurumlar: Bilimsel
Arastirma ve Yayin Etigi Yonergesi” kapsaminda uyulmasi
belirtilen tiim kurallara uyulmustur. Yonergenin ikinci
boliimii olan “Bilimsel Arastirma ve Yayin Etigine Aykir1
Eylemler” bashig1 altinda belirtilen eylemlerden higbiri
gerceklestirilmemistir. Bu ¢alisma Kirgehir Ahi Evran
Universitesi Sosyal ve Begeri Bilimler Bilimsel Arastirma ve
Yayin Etik Kurulu'nun 21.12.2023 tarihli, E-51450103-
010.99- 00000592734  sayili
gergeklestirilmistir.

karar1  dogrultusunda

2.4. Veri Toplama Araglar

Aragtirmanmin verileri “Dijital Okuryazarhik Olgegi” ve
“Web 2.0 icerik Gelistirme Ozyeterlik Inanc Olgegi" olmak
iizere iki adet olgme araci ile toplanmistir. Olgeklerin
kullanimy, 6lgek gelistiricilerin izni alinarak saglanmistir.

2.4.1. Dijital Okuryazarlik Olgegi

Bayrak¢t ve Narmanoglu (2021) tarafindan gelistirilmis
olan Dijital Okuryazarlik Olceginde aragtirmacilar Slgegin
tamaminda  giivenirlik olarak
hesaplamiglardir. Bu

hesaplanmustir.

katsayisini 92

aragtirmada ise .89 olarak

2.42.Web 2.0 Icerik Gelistirme Ozyeterlik Inanc
Olgegi

Birisci ve digerleri (2018) tarafindan gelistirilmis olan Web

2.0 Hizli icerik Gelistirme Oz-Yeterlik Inanci Belirlemeye

Tablo 1.

Yonelik  Olgekte olgegin  tamaminda
glivenirlik katsayisin1 .95 olarak hesaplamiglardir. Bu

aragtirmada ise .97 olarak hesaplanmustir.

aragtirmacilar

2.5. Veri Analizi

Verilerin analizinde SPSS 21 paket programi kullanilmistir.
Olgeklerin glvenirligi analiz edilmistir. Ug¢ degerlerin

kontrolii  saglanmistir.  Analiz  yontemine  karar
verilebilmesi icin ise normallik kontrol edilmistir.
Normallik analizi sonucunda parametrik testlerin

uygulanmasi uygun goriilmiistiir. Buna gore korelasyon,
bagimsiz 6rneklem t-Testi ve tek yonlit ANOVA analizleri
yapilarak bulgular elde edilmistir. Olgeklerin ortalama
carpiklik ve basiklik,
glivenirlik sonuglar1 Tablo 1’de sunulmustur.

puanlari, standart sapma ve

Olceklerden alman puanlarin ortalamalarina bakildiginda
Dijital Okuryazarlik Olgeginde ortalamanin 106.84; Web 2.0
Icerik Gelistirme Ozyeterlik Inanci Olgeginde ise 69 oldugu
goriilmiistiir. Dijital Okuryazarlik Olgeginden alinabilecek
en diisiik puan 29 iken en yiiksek puan 145tir. Web 2.0
Icerik Gelistirme Ozyeterlik Inanc Olgeginde ise en diisiik
puan 21 iken en yiiksek puan 105tir. Carpiklik ve basiklik
katsayilarina bakildiginda degerlerin -1 ile +1 araliginda
oldugu goriilmektedir. Bu nedenle verilerin normal
dagilim gosterdigi tespit edilmistir (George ve Mallery,
2010).

Olceklerin glivenirligini kontrol etmek i¢in Cronbach a ig
tutarlilik katsayisina bakilmistir. Elde edilen sonuglara gore
Dijital Okuryazarlik Olgeginin 89; Web 2.0 Icerik
Gelistirme Ozyeterlik Inanai Olgeginin ise .97 oldugu
gortilmiistiir. Olceklerin Cronbach alfa degerleri .70’in
iizerinde oldugundan giivenirlik diizeylerinin yiiksek
oldugu yorumuna ulasilmistir (Meyer vd. 2013). Bu
nedenle Olgeklerin arastirmay: yiiriitmek igin giivenilir
araglar oldugu kabul edilmistir.

Olgek Puanlarimin Ortalama, Carpiklik, Basiklik ve Cronbach o Degerleri

Degiskenler M SS Carpiklik Basiklik Cronbach a
Dijital Okuryazarlik 106.84 13.40 119 -.049 .89
Web 2.0 Igerik Gelistirme Ozyeterlik inanci 69 15.35 -.499 920 97

3. Bulgular Dijital Okuryazarlik Olgeginde; cinsiyetler arasmda anlamlt

Aragtirma amaglarma yonelik olarak toplanan verilere
yapilan analizler sonucunda elde edilen bulgular asagida
ilgili baghklar altinda sunulmustur.

Olgeklerden alinan puanlarin cinsiyete gore anlamli bir
farklihik gosterme durumunu belirlemek icin yapilan
bagimsiz 6rneklem f testi sonuglar: Tablo 2’de sunulmustur.

bir fark ¢ikmustir (p =.004, Cohen’s d = .40). Erkeklerin dijital
okuryazarlik diizeyleri (M = 111.15), kadinlara gore (M =
105.40) daha yiiksek ¢ikmistir. Web 2.0 Ierik Gelistirme
Ozyeterlik Inanci Olgeginde; cinsiyetler arasnda anlaml bir
fark bulunamamustir (p = .527, Cohen’s d = .09). Ancak
kadmlarin ortalamasmin (M = 69.37), erkeklere gore (M =
67.91) daha yiiksek oldugu goriilmektedir.
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Tablo 2.

Cinsiyete Gore Anlamli Farklilik Durumu

Olcek Grup N M SS t df p Cohen's d

Kadin 179 105.40 12.63 -.2.920 237 .004* 40
Dijital Okuryazarlik

Erkek 60 111.15 15.76

Kadin 179 69.37 15.01 .633 236 .527 .09
Web 2.0 Igerik Gelistirme Ozyeterlik inanci

Erkek 60 67.91 16.42

Not. *p <.01

Olgeklerden alinan puanlarin giinliik internet kullanim
siirelerine gore anlamli bir farklilik gésterme durumunu
belirlemek igin yapilan tek yonlit ANOVA testi sonuglari
Tablo 3’te sunulmustur.

Katilimcilarin giinliik internet kullanim siirelerinin agirlikli
olarak 3-4 saat araliginda (M 108.59) bulundugu
goriilmektedir. Bunu 5-6 saat (M = 106.42) ve +7 saat (M =
103.92) takip etmektedir. Ogretmen adaylari internette
agirlikl olarak 3-4 saat zaman gegirseler de gittikge uzayan
glnliik internet kullanim siiresi dikkat ¢ekmektedir. Bu
veri internete iliskin yapilacak bagimlilik yahut zorbalik
calismalari i¢in 6nemli goriilmektedir.

Dijital Okuryazarlik Olgeginde; giinliik internet kullanim
stireleri arasinda anlamli bir fark bulunamamuistir (F[3, 235]

Tablo 3.

1.333, p = 264, n? .017). Ancak genel anlamda
bakildiginda giinliik 3-4 saat internet kullanim siiresine
sahip  Ogretmen adaylarmin djjital okuryazarlik
diizeylerinin (M = 108.59) digerlerine gore ve genel
ortalamaya gore daha yiiksek oldugu goriilmektedir.

Web 2.0 icerik Gelistirme Ozyeterlik Inanc Olgeginde;
glinliik internet kullanim siireleri arasinda anlamli bir fark
bulunamamustir (F[3, 234] = .648, p = .585, > = .008). Ancak
genel anlamda bakildiginda giinliikk 3-4 saat internet
kullanim siiresine sahip 6gretmen adaylarinin Web 2.0
igerik gelistirme Ozyeterlik inanglarmin (M 70.43)
digerlerine gore ve genel ortalamaya gore daha yiiksek
oldugu goriilmektedir.

Giinliik Internet Kullanim Siirelerine Gore Anlaml Farklilik Durumu

Giinliik Internet N M SS F sd 4 1>
Kullanim Siiresi
Dijital Okuryazarlik 1-2 saat 10 10480 1263 1333 3235 264 017
3-4 saat 101 108.59 14.40
5-6 saat 87 106.42 12.05
+7 saat 41 103.92 13.55
Toplam 239 106.84 13.40
Web 2.0 gerik Geligtirme Ozyeterlik inanci 1-2 saat 10 66.50 18.57 648 3-234 585 008
3-4 saat 101 70.43 16.29
5-6 saat 86 68.60 14.63
+7 saat 41 66.92 13.78
Toplam 239 69.00 15.35
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Olceklerden alnan puanlarmn smif diizeylerine gore
anlamli bir farkliik gésterme durumunu belirlemek igin
yapilan tek yonlii ANOVA testi sonucglar1 Tablo 4'te
sunulmustur.

Dijital Okuryazarhik Olgeginde; simf diizeyleri arasinda
anlamh bir fark vardir (F[3, 235] = 3.047, p = .029, n? = .037).
Bu farkliigin hangi gruplar oldugunu
belirleyebilmek igin yapilan Tukey Post Hoc testinde
farkliliklarin 3. siuflar ile 4. smiflar arasinda (p = .021)
oldugu goriilmektedir. Dijital okuryazarlik diizeyi en
diisiik olanlarin 3. siniflar (M = 103.88), en yiiksek olanlarin
ise 4. siniflar (M = 110.46) oldugu belirtilebilir.

arasinda

Tablo 4.

Sinif Diizeylerine Gére Anlamli Farklilik Durumu

Web 2.0 I¢erik Gelistirme Ozyeterlik Inana Olgeginde; sinf
diizeyleri arasinda anlaml bir fark vardir (F[3, 234] = 5.855,
p = .001, n? = .070). Bu farklihgin hangi gruplar arasinda
oldugunu belirleyebilmek icin yapilan Tamhane T2 Post
Hoc testinde farkliliklarin 1. siniflar ile 4. simiflar arasinda
(p = .000) oldugu goriilmektedir. En diisitk puari 1.
siniflarn en yiiksek puani ise 4. smiflarin  aldig:
goriilmektedir. Bu puan farkina siire¢ igerisinde alman
Bilisim Teknolojisi, Ogretim Teknolojileri, Cocuk Edebiyatt
gibi 6grencilerin dijital araglar kullandiklar1 derslerin etkisi
oldugu diisiiniilmektedir.

Sinif Diizeyi N M SS F sd p  Coklu Karsilastirma n?
Dijital Okuryazarlik 1. simif 48 10754 1210 3.047 3-235 .029 (3)-(4)* .037

2. siuf 54 10557  13.07

3. sif 70 103.88  13.86

4. siuf 67 11046 1343

Toplam 239  106.84  13.40
Web 2.0 cerik Gelistirme 1. simf 48 6287 1186 5855 3-234 .001 (1)-(4)* .070
Ozyeterlik Inanci 2. simif 54 6849 1194

3. siif 70 68.30 19.64

4. simf 67 74.53 13.09

Toplam 239 69.00 15.35

Degiskenler arasindaki iliskinin varligmin ve derecesinin
belirlenmesi i¢in yapilan korelasyon analizinin sonuglar1
Tablo 5’te sunulmustur.

Tablo 5.

Degiskenler Arasindaki Iliskinin Belirlenmesi

Web 2.0 igerik
.. Dijital . .
Degiskenler Okurvazarlik Gelistirme
¥y Ozyeterlik inanc1
Dijital Okuryazarlik - 387
Web 2.0 icerik Gelistirme gy )

Ozyeterlik Inanct

Not. *p < .01

Dijital Okuryazarlik ile Web 2.0 Igerik Gelistirme
Ozyeterlik Inanci arasindaki iliski Pearson momentler
carpimi korelasyon Kkatsayisi kullanilarak incelenmistir.
Yapilan analize gore iki degisken arasinda orta giicte

pozitif yonlii bir iliski (r(237) = .39, p < .05) oldugu
gorilmiistiir.

4. Tartisma

Aragtirmada, Smif Ogretmeni adaylarmin  dijital
okuryazarlik becerileri ile Web 2.0 igerik gelistirme
Ozyeterlik inanglar1 arasinda anlamli bir iliski olma
durumu incelenmistir. Arastirmada toplanan veriler ve
yapilan analizlerle elde edilen sonuglar, bu sonuglarmn
alanda yapilmis diger calisma bulgular ile tartisilmas: ve
tartismalar 1s1ginda gelistirilmis Oneriler bu bd&liimde
Ozetlenmektedir.

Dijital Okuryazarlik Olgeginde; cinsiyetler arasinda
anlaml bir fark ¢ikmustir. Erkeklerin dijital okuryazarlik
gore daha yiiksek cikmustir.
Alanyazinda benzer sonuglara ulasan ¢alismalar mevcuttur
(Dedebali, 2020; Karagozlii ve Gezer, 2022; Tyger, 2011;
Yontar, 2019). Buna karsilik kadinlarin daha ytiksek ¢iktig1
¢alisma sonuglar1 da goriilmiistiir (Kuru, 2022; Tor vd.,
2022). Bu durum cinsiyetler arasindaki bu farkliligin hangi

diizeyleri, kadinlara
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sebeplerden  kaynakli olabileceginin  arastirilmasin
gerektirmektedir. Tiirkiye Istatistik Kurumu (TUIK, 2023)
tarafindan yayimlanan 2023 yii Hanehalki Bilisim

Teknolojileri (BT) Kullanim Arastirmasi'na gore erkeklerin
internet kullanim oranlar1 kadinlara gore %7,6 oraninda
daha fazla olarak tespit edilmistir. Kadin ve erkeklerin
arasindaki bu fark genellikle erkeklerin teknolojiye ve
dijital araglara daha fazla ilgi gostermesi ve bu alanlarda
daha fazla zaman harcamasiyla yorumlanabilir (Hargittai,
2010). Ancak, bu calismada kadinlarin dijital okuryazarlik
puan ortalamalarinin erkeklerden sadece 6 puan daha
diisiik olmasi, bu farkin ¢ok biiyiik olmadigini ve dijital

okuryazarlhk  diizeylerinde cinsiyetler = arasindaki
ugurumun  sanildigr  kadar derin  olmadigim
distindiirmektedir.

Web 2.0 Igerik Gelistirme Ozyeterlik Inanc Olgeginde;
cinsiyetler arasinda anlamli bir fark bulunamamuistir.
Ancak kadinlarin ortalamasinin erkeklere gore daha
yiiksek oldugu goriilmiistiir. Alanyazinda benzer sonuglar
goriilmektedir (Giin, 2024; Horzum vd., 2014). Kadinlarin
sosyal medya platformlar1 gibi Web 2.0 araglarini daha aktif
bir sekilde kullandiginmi ve bu araglar igerik iiretmek ve
paylasmak igin siklikla tercih ettigini belirten arastirma
sonuglar1 mevcuttur (Hargittai ve Walejko, 2008; Joiner vd.,
2012; Tess, 2013). Bu arastirma sonucuna gore erkeklerin
dijital okuryazarlik diizeyleri daha yiiksekken igerik
gelistirmeye yonelik 6zyeterlik inanglarmin diisiik olmasi
kadinlarin sosyal medya platformlarini erkeklere gore
daha ¢ok igerik iiretmek i¢in kullanmalariyla aciklanabilir.

Katilimailarin giinliik internet kullanim stirelerinin agirlikh
olarak 3-4 saat araliginda (M = 108.59) degistigi tespit
edilmigtir. Bunu 5-6 saat ve +7 saat internet kullanim siiresi
takip etmektedir. Ogretmen adaylari internette agirlikh
olarak 3-4 saat zaman gegirseler de gittikge uzayan giinliik
internet kullanim siiresi dikkat g¢ekmektedir. Bu veri
internete iligkin yapilacak bagimhlik yahut zorbalik
calismalart igin 6nemli goriilmektedir. Ozgelik ve Kale
(2019), Sinif Egitimi Lisans Programinda 6grenim gérmekte
olan 360 6grenciyle ytiriittiigii calismalarda katilimcilarin
yarisina yakininin giinliik 3-4 saat internet kullandiklarini
ortaya ¢ikarmiglardir. Katilimailarin yarisindan fazlasinin 3
saatten fazla internet kullanim siiresi oldugunu tespit
ederek bu sonucu destekleyen benzer c¢alisma sonuglari
bulunmaktadir (Caligkan ve Coklar, 2022; Korucu ve Kara,
2019; Oztiirk ve Budak, 2019).

Dijital Okuryazarhik Olgeginde ve Web 2.0 Igerik Gelistirme
Ozyeterlik Inanci Olgeginde giinliik internet kullanim
stireleri arasinda anlamli bir fark bulunamamigtir. Ancak
her iki dlgekte de giinliik 3-4 saat internet kullanim siiresine
sahip Ogretmen adaylarmin dijital okuryazarlik
diizeylerinin digerlerine gore ve genel ortalamaya gore
daha yiiksek oldugu dikkat cekmistir. Internette gegirilen
zamanin dijital okuryazarlik becerilerini ve Web 2.0 igerik
gelistirme Ozyeterlik inancini gelistirdigi diistiniilebilir.
Benzer calisma sonuglar1 da bu sonucu desteklemektedir
(Gunuc ve Dogan, 2013; Ng, 2013). Ancak arastirmayla

¢ikan sonuglarda internet kullanim siiresi ile dijital
okuryazarlik diizeyi ve Web 2.0 igerik gelistirme 6zyeterlik
inanc arasinda dogru bir oranti dikkat cekmemektedir.
Uzun siireli internet kullaniminin her zaman daha ytiksek
dijital okuryazarlik anlamma gelmedigi vurgulanabilir.
Bireylerin internet kullanim amaglarimin belirlenmesinin
bu durumun agiklanmasinda faydali olabilecegi

distiniilmektedir.

Dijital Okuryazarhik Olgeginde; simf diizeyleri arasinda
anlamli bir fark tespit edilmistir. Farkliliklarin 3. siuflar ile
oldugu goriilmiistiir. Dijital
okuryazarlik diizeyi en diisiik olanlarin 3. sinflar, en
yiiksek olanlarin ise 4. smiflar oldugu belirtilebilir.
Alanyazina bakildiginda benzeri arastirmalarda siuf
diizeyleri ilerledikge dijital okuryazarlik diizeylerinin de
arttig1 yoniinde sonuglar goriilmiistiir. Bazi calisma
sonuglarinda ise farkli simif diizeylerinde digerlerine gore

4. smuflar arasinda

daha fazla oldugu goriilmiistiir. Bu sonugclar arastirmayla
ulagilan sonug¢ ile Ortiismemektedir. aragtirma
sonuglarinda ise 2. smif diizeyindeki 6grencilerin dijital
okuryazarlik diizeylerinin diger sinif diizeylerinden daha
yiiksek oldugu goriilmiistiir. Tiim bu bilgiler 1s1§1nda sinif
diizeyleri arasindaki bu farkliligin sebeplerinden birinin
Ogrencilerin 6grenim gordiikleri iiniversitelerdeki lisans
aldiklar1  derslerle ilgili  olabilecegi
diisiiniilmektedir. Yiiksekogretim Kurumu'nun (YOK) her
bir lisans programi igin ayr1 olarak yayimladigi program

Baz1

programinda

kitapgiginda her bir yariyilda verilmesi gereken zorunlu
derslere ve se¢meli derslere yer verilmektedir. Se¢meli
derslerde serbestlik taninmakla birlikte kitapgikta meslek
bilgisi, genel kiiltiir ve alan egitimi basliklar1 altinda gesitli
dersler yer almaktadir. YOK'iin Siif Ogretmenligi Lisans
Programinda “dijital” kelimesi ge¢cmemektedir, “web”
kelimesi ise Bilisim Teknolojileri dersi igerisinde web
tasarimi olarak Mesleki Ingilizce dersi igerisinde ise okuma
becerileri icerisinde Web 2.0 araglariyla yazili metni okuma
vb. olarak ge¢mektedir. Dijital okuryazarlik becerilerinin
daha fazla akademik
programlara dahil edilmesi 6nemli goriilmektedir.

gelistirilebilecegi  derslerin

Web 2.0 igerik Gelistirme Ozyeterlik Inanc1 Olgeginde; sinif
diizeyleri arasmnda anlamli bir fark bulunmustur.
Farkliliklarin 1. smiflar ile 4. smiflar arasinda oldugu ortaya
¢ikmustir. En diisiik puani 1. smuflarin en yiiksek puani ise
4. sinuflarin aldig1 goriilmektedir. Buna gore Web 2.0 icerik
gelistirme 6zyeterlik inanci en diisiik olan 1. siniflar iken en
yiiksek olan 4. siniflardir. Puan farkina lisans programi
stiresince alinan Bilisim Teknolojisi, C)gretim Teknolojileri,
Cocuk Edebiyat1 gibi Ogrencilerin dijital araclar
kullandiklar1 derslerin etkisi oldugu diisiiniilmektedir.
Dijital okuryazarlik diizeyinin en yiiksek oldugu siuf
diizeyinin de 4. smiflar olmasi bu yoruma destekte
bulunmaktadir. Ancak Web 2.0 igerik gelistirme 6zyeterlik
inancinin  sif  diizeyleriyle dogru orantili olmasina
ragmen dijital okuryazarlik diizeyleri i¢in benzer bir
ulagilmamasi, bu eyleme
doniistiiriilebilmesinin énemini ortaya ¢ikarmaktadir.

sonuca becerilerin
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Dijital Okuryazarlik ile Web 2.0 Icerik Gelistirme
Ozyeterlik Inanci arasinda orta giicte pozitif yonlii bir iligki
oldugu ortaya gikarilmistir. Orta giigte pozitif yonlii bir
iliskinin bulunmasi, dijital okuryazarhigin tek basina Web
2.0 igerik gelistirme 6zyeterligini tam anlamiyla agiklamak
i¢in yeterli olmadigini, ancak 6nemli bir bilesen oldugunu
gostermektedir. Buradan dijital okuryazarlik becerilerinin,
bireylerin dijital platformlarda daha yiiksek ézgiiven ve
yaraticihlk ile igerik gelistirmelerine katki sagladig:
diiglintilebilir (Baki, 2022; Dolan, 2016; Eshet, 2004;
Tondeur vd., 2017).

Yazar Notu ¢ 21.  Uluslararast  Swmuf
Ogretmenligi Egitimi Sempozyumu'nda (USOS-2023)
sozli bildiri olarak sunulmustur.

Yazar Katkilar1 : Calisma iki yazarhdir.

Finansman : Calisma igin herhangi bir
finansal destek alinmamuistir.

Cikar Catismasi : Calismada c¢kar catismast
olusturabilecek herhangi bir durum yoktur.

Veri Erisilebilirligi : Veriler aragtirmacilar
tarafindan gizli tutulmaktadir. Arastirmacilarla iletisime
gecilmelidir.



F. C. Ozcelik ve H. Akyol

Ahi Evran Universitesi Kirsehir Egitim Fakiiltesi Dergisi Cilt 26, Say1 1, 2025

Kaynakca

American Library Association. (1989). American Library Association
Presidential Committee on Information Literacy: Final report.
American Library Association.

Baki, Y. (2022). Web 2.0 araglarmin dijital okuryazarlik
becerilerinin ve web pedagojik igerik bilgisinin gelisimine
etkisi. Ana Dili Egitimi Dergisi, 10(3), 671-695.

Belshaw, D. A. (2012). What is ‘digital literacy’? [Doctoral

dissertation, Durham University].
https://dougbelshaw.com/doug-belshaw-edd-thesis-
final.pdf

Buckingham, D. (Ed.). (1993). Reading audiences: Young people and
the media. Manchester University Press.

Buckingham, D. (2019). Media education and digital literacy: From
paradigms to paradoxes. Routledge.

Cortesi, S, & Gasser, U. (2015). Digitally connected: Global
perspectives on youth and digital media. Berman Center
Research. https://doi.org/10.2139/ssrn.2585686

Caliskan, M. ve Coklar, A. N. (2022). Ogretmen adaylarinin
teknostres diizeylerinin belirlenmesi. Anadolu Universitesi
Egitim Fakiiltesi Dergisi (AUJEF), 6(3), 341-354.

Dedebali, N. C. (2020). Analysis of digital literacy and metaphoric
perceptions of teacher candidate. International Journal of
Educational Methodology, 6(1), 135-145.

Dolan, J. E. (2016). Splicing the divide: A review of research on the
evolving digital divide among K-12 students. Journal of
Research on Technology in Education, 48(1), 16-37.

Déntisiim. (2023). Tiirk Dil Kurumu Sozliigii. https://sozluk.gov.tr/

Eshet, Y. (2004). Digital literacy: A conceptual framework for
survival skills in the digital era. Journal of Educational
Multimedia and Hypermedia, 13(1), 93-106.

Jenkins, H., Clinton, K., Purushotma, R., Robison, A. J., & Weigel,
M. (2009). Confronting the challenges of participatory culture:
Media education for the 21st century. MIT Press.

Fraillon, J., Ainley, J., Schulz, W., Friedman, T., & Gebhardt, E.
(2014). Preparing for life in a digital age: The IEA International
Computer and Information Literacy Study International Report.
Springer.

Gilster, P. (1997). Digital literacy. Wiley.

Giin, E. (2024). Beden egitimi ve spor 6gretmeni ve 63retmen adaylarimn
web 2 0 araglarini kullanim diizeyleri ve icerik iiretme 6z-yeterlik
inanglarimin  incelenmesi [Yiiksek lisans tezi, Marmara
Universitesi]. Ulusal Tez Merkezi.

Gunug, S., & Dogan, A. (2013). The relationships between Turkish
adolescents’ internet addiction, their perceived social

in  Human
2197-

support and family activities. Computers
Behavior, 29(6),
2207. https://doi.org/10.1016/j.chb.2013.04.011

Hargittai, E. (2010). Digital na(t)ives? Variation in internet skills
and uses among members of the 'net
generation." Sociological Inquiry, 80(1), 92—
113. https://doi.org/10.1111/j.1475-682X.2009.00317.x

Hargittai, E., & Walejko, G. (2008). The participation divide:
Content creation and sharing in the digital agel.
Information, Communication & Society, 11(2), 239-256.
https://doi.org/10.1080/13691180801946150

Horzum, M. B., Akgiin, O. E. & Oztiirk, E. (2014). The psychometric
properties of the technological pedagogical content
knowledge scale. International Online Journal of Educational
Sciences, 6(3), 544-557.

Joiner, R., Gavin, J., Brosnan, M., Cromby, J., Gregory, H., Guiller,
J., Maras, P., & Moon, A. (2012). Gender, internet
experience, internet identification, and internet anxiety: A
ten-year follow-up. Cyberpsychology, Behavior, and Social
Networking, 15(7), 370-372.

Karagozoglu, N., & Gezer, U. (2022). An investigation of the
relationship between digital literacy levels of social studies
teacher candidates and their attitudes towards distance
education. Educational ~ Policy ~Analysis and  Strategic
Research, 17(1), 218-235.

Korucu, A., T. ve Kara, S. (2019). Ogretmen adaylarmin derslerde
akilli telefon siber aylaklik diizeyleri ile sanal ortam
yalmzlik diizeyleri arasindaki iliskinin incelenmesi. Bilgi
ve Iletigim Teknolojileri Dergisi, 1(1), 41-56.

Kroél, K. (2020). Evolution of online mapping: from Web 1.0 to Web
6.0. Geomatics, Landmanagement and Landscape, 1(1), 33-51.
https://doi.org/10.15576/gl1/2020.1.33

Kuru, E. (2022). Digital literacy skill levels of teacher
candidates. International Journal of Education and Literacy

Studies, 10(4), 27-35.

McKimm, J., Jollie, C., & Cantillon, P. (2003). ABC of learning and
teaching: Web based learning. BMJ, 326(7394), 870-873.
https://doi.org/10.1136/bmj.326.7394.870

Ng, W. (2012). Can we teach digital natives
literacy? Computers & Education, 59(3), 1065-1078.

digital

O'Reilly, T. (2010). What is web 2.0? In H. Donelan, K. Kear and M.
Ramage (Eds.), Online communication and collaboration: A
reader (pp. 226-235). Routledge.

Onday, O. (2019). Web 6.0: Journey from Web 1.0 to Web 6.0.
Journal of Media & Management, 1(1), 1-6.

Ozcelik, F. C. ve Kale, M. (2019). Siruf C)gretmeni adaylarinin sanal
ortamda zorbalik yapma ve zorbaliga maruz kalma
durumlarinin incelenmesi. TUBAV Bilim Dergisi, 12(2), 30-
40.

Oztiirk, Y. ve Budak, Y. (2019). Ogretmen adaylarimin kendilerine
yonelik  dijital okuryazarlik  degerlendirmelerinin
incelenmesi. Kesit Akademi Dergisi, (21), 156-172.

Tess, P. A. (2013). The role of social media in higher education
classes (real and virtual) — A literature review. Computers
n Human Behavior, 29(5), A60-A68.
https://doi.org/10.1016/j.chb.2012.12.032

Tor, D., Demir Basaran, S., & Arik, E. (2022). Examining of the
digital literacy level of teacher candidates. Ahi Evran
Universitesi Kirsehir Egitim Fakiiltesi Dergisi, 23(2), 2027-
2064.

182


https://dougbelshaw.com/doug-belshaw-edd-thesis-final.pdf
https://dougbelshaw.com/doug-belshaw-edd-thesis-final.pdf
https://doi.org/10.2139/ssrn.2585686
https://sozluk.gov.tr/
https://psycnet.apa.org/doi/10.1016/j.chb.2013.04.011
https://psycnet.apa.org/doi/10.1111/j.1475-682X.2009.00317.x
https://doi.org/10.1080/13691180801946150
https://doi.org/10.15576/gll/2020.1.33
https://doi.org/10.1136/bmj.326.7394.870
https://doi.org/10.1016/j.chb.2012.12.032

F. C. Ozcelik ve H. Akyol

Ahi Evran Universitesi Kirsehir Egitim Fakiiltesi Dergisi Cilt 26, Say1 1, 2025

Tondeur, J., van Braak, J., Ertmer, P. A., & Ottenbreit-Leftwich, A.
(2017). Understanding the relationship between teachers’
pedagogical beliefs and technology use in education: A
systematic review of qualitative evidence. Educational
Technology Research and Development, 65(3), 555-575.

Tiirkiye Istatistik Kurumu. (2023). Hanehalk: Bilisim Teknolojileri
(BT) kullanim aragtirmast.
https://data.tuik.gov.tr/Bulten/Index?p=Hanehalki-
Bilisim-Teknolojileri-(BT)-Kullanim-Arastirmasi-2023-
49407

Tyger, R. L. (2011). Teacher candidates’ digital literacy and their
technology integration efficacy.
https://digitalcommons.georgiasouthern.edu/cgi/viewcon
tent.cgi?article=1557 &context=etd

United Nations Educational, Scientific and Cultural Organization.
(1958, November, 4-5). Recommendation concerning the
international standardization of educational statistics. In
Records of the general conference, 10th session. UNESCO.

United Nations Educational, Scientific and Cultural Organization.
(1978, November, 27). Recommendation concerning the
international standardization of educational statistics. In
Adopted by the general conference at its 20th session. UNESCO.

Yontar, A. (2019). Ogretmen adaylarmin dijital okuryazarlik
diizeyleri. Ana Dili Egitimi Dergisi, 7(4), 815-824.

Zurkowski, P. G. (1974). The information service environment:
Relationships and priorities. (Report ED 100391). National
Commission on Libraries and Information Science.


https://data.tuik.gov.tr/Bulten/Index?p=Hanehalki-Bilisim-Teknolojileri-(BT)-Kullanim-Arastirmasi-2023-49407
https://data.tuik.gov.tr/Bulten/Index?p=Hanehalki-Bilisim-Teknolojileri-(BT)-Kullanim-Arastirmasi-2023-49407
https://data.tuik.gov.tr/Bulten/Index?p=Hanehalki-Bilisim-Teknolojileri-(BT)-Kullanim-Arastirmasi-2023-49407
https://digitalcommons.georgiasouthern.edu/cgi/viewcontent.cgi?article=1557&context=etd
https://digitalcommons.georgiasouthern.edu/cgi/viewcontent.cgi?article=1557&context=etd

Ahi Evran University Journal of Kirsehir Education Faculty Volume 26, Issue 1, 2025

I}

KEFAD

ISSN: 2147 - 1037

Ahi Evran University Journal of Kirsehir Education Faculty

ENGLISH VERSION

1. Introduction

Transformation is defined as a change from one state to
another (Turkish Language Association [TLA], 2023). The
various transformations that societies have experienced
throughout history have led to significant changes in
individuals' lifestyles, needs, and social structures. One of
the most influential factors driving these transformations is
the rapid advancements in technology. Technological
transformation has radically altered the processes of
producing, sharing, and consuming information.

Technological transformations, especially in the field of
technology, have impacted the definitions of various
concepts. One such transformation is web technologies,
characterized by different functions related to the use of the
internet and content creation. Web technologies were
introduced by Tim Berners-Lee in late 1989. They are
generally discussed in three versions: documents (Web 1.0),
people (Web 2.0), and data (Web 3.0). According to Berners-
Lee, Web 1.0 is the original web, which, although seen as a
read-only web, is also an information system with limited
user interaction or content contribution, allowing for
information search and reading. Web 2.0, described as a
read-write web by Dale Dougherty in 2004, enables the
formation and management of global communities with

A broader
individual

scope where the
will become more
work,

participatory towards

production, citizenship, culture,

<1970

and the global environment

Information

more complex skills such as

shared interests and social relationships. Web 2.0 was
developed to offer a web experience where users can
interact and create content. Individuals are no longer
merely consumers of content but also creators and sharers
of it (Krol, 2020; McKimm et al., 2003; O'Reilly, 2010;
Onday, 2019).

Education is a dynamic system that will persist as long as
society exists, influencing and being influenced by society.
Thus, for societal transformations to occur, education itself
must also undergo transformation. One of the primary
functions of education is to instill literacy skills.

Primary education is a critical period in which individuals
acquire fundamental skills and shape their personal and
social identities. The literacy skills developed during this
period are essential for individuals to succeed both
personally and socially. The concept of literacy has been
expanded  with  technological

redefined and

transformations.

In today’s world, the digital dimension of literacy has come
to the forefront due to the impact of technological
transformations. Figure 1 summarizes the changes in
literacy definitions over the years.

Emphasis on 2lst century

literacy  involves literacy  and

digital literacy

especially

accessing information, extracting

“1950

Possessing fundamental written language

skills and utilizing them in everyday life

relevant data, and sharing it

Figure 1. Impact of technological transformations on definitions of literacy (American Library Association [ALA], 1989; Belshaw, 2012;
Buckingham, 1993; Gilster, 1997; Giines, 2019; Media Literacy Project, 1992; United Nations Educational, Scientific and Cultural
Organization [UNESCO], 1958; UNESCO, 1978; Zurkowski, 1974)
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Figure 1 illustrates the impact of technological
transformations on literacy definitions, it is evident that in
the 1950s, literacy was defined as knowing basic written
language skills and applying them in daily life. In the 1970s,
this definition expanded beyond reading and writing to
encompass work, production, citizenship, culture, and
global environments, emphasizing greater individual
participation. In the 1980s, the concept of information
literacy emerged, focusing on more complex skills such as
accessing, filtering, and sharing information. With the
proliferation and diversification of media tools in the 1990s,
media literacy became a focus. From the 2000s to the
present, 21%-century literacy and especially digital literacy
have gained prominence. Literacy can be seen as a tree
rooted in society and transformation, with branches that
diversify according to the societal goals and development
of the time. Initially defined as the ability to comprehend
and interpret written texts, literacy has undergone
significant transformation since the early 21st century,
influenced by the rapid development of the information
society and digital transformation. Nowadays, literacy
encompasses not only understanding written texts but also
analyzing
synthesizing multiple sources, and effectively using digital
tools. In this context, information literacy includes the skills
necessary for individuals to not only consume information
but also to produce and share it. With the rapid progress of
digital transformation, digital literacy has become a vital
component, referring to the ability to understand, use, and
critically evaluate digital tools. Consequently, literacy
today integrates traditional and digital literacy skills,
aligning with 21%t-century skills and the demands of the
information society (American Library Association [ALA],
1989; Belshaw, 2012; Buckingham, 1993; Gilster, 1997;
Giines, 2019; Media Literacy Project, 1992; United Nations
Educational, Scientific and Cultural Organization
[UNESCO], 1958; UNESCO, 1978; Zurkowski, 1974).

complex information, thinking critically,

Digital refers to the skills that involve
understanding, using, and evaluating digital technologies.
It includes abilities such as searching for information in
digital environments, selecting credible sources, critically
data,

literacy  helps

literacy

evaluating information, analyzing and
communicating Digital
individuals develop the capacity to create and share
information on digital platforms such as the internet and
Web 2.0. Web 2.0 refers to the internet era where users can
interact, create, share, and engage with content. Web 2.0
content development self-efficacy can be explained as
individuals’ confidence in their ability to create content on
these interactive web platforms, which encourages active
participation in digital environments and enhances their
digital literacy skills. In this regard, digital literacy provides
individuals with the opportunity to effectively develop and
share content on Web 2.0 platforms. While traditional
literacy was limited to reading and writing, digital literacy
today encompasses the ability to access, evaluate, create,

and ethically manage digital content. Thus, the interaction

effectively.

between technology and social change can be seen as
influencing the reshaping of education.

It is crucial for teachers, who are responsible for educating
individuals to actively participate in the society of today
and the future, to possess high levels of digital literacy skills
and Web 2.0 content development self-efficacy beliefs. The
role of classroom teachers in developing digital literacy and
Web 2.0 skills is seen as one of the key factors in keeping
pace with the transformation in education. Emphasizing
digital literacy and Web 2.0 technology skills in classroom
teacher training programs ensures that future teachers are
prepared to meet the demands of these new educational
paradigms. Therefore, examining the relationship between
pre-service classroom teachers’ digital literacy skills and
their Web 2.0 content development self-efficacy beliefs
emerges as a significant area of research for training
qualified teachers who meet the needs of contemporary
education. As the future educators, assessing the digital
literacy skills and Web 2.0 content development self-
efficacy beliefs of pre-service teachers is of great
importance. The research problem of this study can be
expressed as: “Is there a relationship between pre-service
classroom teachers’ digital literacy skills and their Web 2.0
content development self-efficacy beliefs?” In line with this
general purpose, the following sub-objectives will be
addressed:

e Do digital literacy skills and Web 2.0 content
development self-efficacy beliefs significantly
differ by gender, daily internet usage, and grade
level?

e Is there a significant relationship between digital
literacy skills and Web 2.0 content development
self-efficacy beliefs?

2. Method
2.1. Design

The study employed quantitative design and utilized a
correlational survey model. In the correlational survey
model, the aim is to determine the co-variation between
two or more variables and the degree of this co-variation
(Creswell, 2017; Karasar, 2016; Ocak, 2019). In this study,
the aim is to determine the relationships, co-variation, and
the degree of co-variation between pre-service classroom
teachers' digital literacy skills and their self-efficacy beliefs
in developing Web 2.0 content.

2.2, Participants

The population of the study consists of pre-service teachers
enrolled in the Department of Classroom Teaching at a
state university in the Central Anatolia Region, across 1+t to
4th-year levels. Since the entire population was reached, no
sampling procedure was employed. A total of 240 pre-
service teachers participated in the study.
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2.3. Procedure

Data were collected through online forms. A total of 240
pre-service teachers participated in the study. The research
was conducted on a voluntary basis following the provision
of information to the participants regarding the study.

2.3.1. Ethical disclosure

This study adhered to all the rules outlined in the "Scientific
Research and Publication Ethics Directive of Higher
Education Institutions." None of the actions specified under
the second section of the directive, titled "Violations of
Scientific Research and Publication Ethics,"
committed. This study was conducted in accordance with
the decision dated December 21, 2023, and numbered E-
51450103-010.99-00000592734, issued by the Scientific
Research and Publication Ethics Committee of Kirsehir Ahi
Evran University, Faculty of Social and Human Sciences.

were

2.4. Measures

The data for the study were collected using two
instruments: the "Digital Literacy Scale” and the "Web 2.0
Content Development Self-Efficacy Belief Scale." The use of
these scales was permitted with the approval of the scale
developers.

2.4.1.Digital Literacy Scale

The Digital Literacy Scale, developed by Bayrak¢ and
Narmanoglu (2021), was reported to have a reliability
coefficient of .92 by the original researchers. In this study,
the reliability coefficient was calculated as .89.

Table 1.

Mean, Skewness, Kurtosis and Cronbach o Values of Scale Scores

2.42.Web 2.0 Content Development Self-Efficacy
Belief Scale

The Web 2.0 Content Development Self-Efficacy Belief
Scale, developed by Birisci et al. (2018), was reported to
have a reliability coefficient of .95 by the original
researchers. In this study, the reliability coefficient was
calculated as .97.

2.5. Data Analysis

IBM SPSS Statistics V21.0 was used for data analysis. The
reliability of the scales was examined, and outliers were
checked. To determine the appropriate analysis method, a
normality test was conducted. Based on the results of the
normality analysis,
Accordingly, correlation, independent samples t-test, and
one-way ANOVA were performed to obtain the findings.
Table 1 presents the mean scores, skewness and kurtosis
values, standard deviation, and reliability results of the
scales.

parametric tests were utilized.

The mean scores from the scales indicate that the average
score for the Digital Literacy Scale was 106.84, while the
Web 2.0 Content Development Self-Efficacy Scale had a
mean score of 69. The skewness and kurtosis values were
within the range of -1 to +1, indicating a normal distribution
of the data (George & Mallery, 2010).

To assess the reliability of the scales, Cronbach's a internal
consistency coefficient was examined. The results showed
that the Digital Literacy Scale had a Cronbach's a of .89,
while the Web 2.0 Content Development Self-Efficacy Scale
had a Cronbach's a of .97. Since Cronbach’s values of both
scales were above .70, it was concluded that the reliability
levels were high (Meyer et al., 2013). Therefore, the scales
were considered reliable tools for conducting the research.

Variables M SD Skewness Kurtosis Cronbach’s o
Digital Literacy 106.84 13.40 119 -.049 .89
Web 2.0 Practical Content Development Self-Efficacy Belief 69 15.35 -.499 920 97

3. Findings

The findings obtained from the analysis of the data
collected for the research objectives are presented below
under relevant headings.

The results of the independent samples t-test, conducted to
determine whether the scores from the scales showed a
significant difference by gender, are presented in Table 2.

For the Digital Literacy Scale, a significant difference was
found between genders (p = .004, Cohen’s d = .40). Males
had higher digital literacy levels (M = 111.15) compared to
females (M =105.40). For the Web 2.0 Content Development
Self-Efficacy Belief Scale, no significant difference was
found between genders (p=.527, Cohen’s d =.09). However,
the average score of females (M = 69.37) was higher than
that of males (M = 67.91).
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Table 2.

Gender-based Significant Differences

Scale Group N M SD t df p Cohen's d
Female 179 105.40 12.63 -2.920 237 .004* 40

Digital Literacy
Male 60 111.15 15.76

. Female 179 69.37 15.01 .633 236 527 .09

Web 2.0 Practical Content Development Self-

Efficacy Belief
Male 60 67.91 16.42

Note. *p < .01

The results of the one-way ANOVA, conducted to
determine whether the scores from the scales showed a
significant difference according to daily internet usage, are
presented in Table 3.

Participants' daily internet usage was mostly between 3-4
hours (M =108.59), followed by 5-6 hours (M = 106.42) and
more than 7 hours (M = 103.92). Although most pre-service
teachers spent 3-4 hours daily on the internet, the
increasing usage time is noteworthy and may be significant
for future studies on internet addiction or cyberbullying.

Table 3.

Significant Differences Based on Daily Internet Usage Duration

For the Digital Literacy Scale, no significant difference was
found in daily internet usage (F[3, 235] = 1.333, p = .264, n?
.017). However, pre-service teachers with 3-4 hours of daily
internet usage had higher digital literacy levels (M =108.59)
than others and the general average.

For the Web 2.0 Content Development Self-Efficacy Belief
Scale, no significant difference was found in daily internet
usage (F[3, 234] = .648, p = .585, > = .008). However, those
with 3-4 hours of daily internet usage had higher self-
efficacy beliefs (M = 70.43) compared to others and the
general average.

Daily Internet N M SD F df p 17?
Usage Duration
Digital Literacy 1-2 hours 10 104.80 12.63 1333  3-235 264 .017
3-4 hours 101 108.59 14.40
5-6 hours 87 106.42 12.05
+7 hours 41 103.92 13.55
Total 239 106.84 13.40
Web 2.0 Practical Content Development Self- 12 hours 10 6650 1857 648 3234 585  .008
Efficacy Belief 3-4 hours 101 70.43 16.29
5-6 hours 86 68.60 14.63
+7 hours 41 66.92 13.78
Total 239 69.00 15.35
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The results of the one-way ANOVA, conducted to
determine whether the scores from the scales showed a
significant difference by grade level, are presented in Table
4.

For the Digital Literacy Scale, a significant difference was
found between grade levels (F[3, 235] = 3.047, p = .029, > =
.037). The Tukey Post Hoc test indicated that the difference
was between 3rd-year and 4"-year students (p = .021). The
lowest digital literacy scores were observed in 3rd-year
students (M = 103.88), while 4th-year students had the
highest scores (M =110.46).

Table 4.
Significant Differences by Grade Level

For the Web 2.0 Content Development Self-Efficacy Belief
Scale, a significant difference was found between grade
levels (F[3, 234] = 5.855, p = .001, ? =.070). The Tamhane T2
Post Hoc test showed that the difference was between 1st-
year and 4th-year students (p = .000). The lowest scores
were observed in 1%-year students, while 4"-year students
had the highest scores. This difference is thought to be
influenced by courses taken during the program, such as
Information Technology, Instructional Technologies, and
Children's Literature, where students use digital tools.

Grade Level N M SD F df P Multiple Comparison n?
Digital Literacy 1st Grade 48 10754 1210 3047 3235 029 (3)-(4y 037

2nd Grade 54 105.57  13.07

3rd Grade 70 103.88  13.86

4th Grade 67 11046  13.43

Total 239  106.84 13.40
Web 2.0 Practical Content 1st Grade 48 6287 1186 5855 3-234 .001 (1)-(4)* .070
Development Self-Efficacy ond Grade 54 68.49 11.94
Belief

3rd Grade 70 6830  19.64

4th Grade 67 7453  13.09

Total 239 69.00  15.35

The results of the correlation analysis conducted to
determine the presence and degree of the relationship
between variables are presented in Table 5.

Table 5.

Determination of the Relationship Between Variables

Web 2.0 Practical
. . Content
Variables E:g::al Development
eracy Self-Efficacy
Belief
Digital Literacy - 387+
Web 2.0 Practical Content
Development Self- 387+ -
Efficacy Belief

Note. **p < .01

The relationship between Digital Literacy and Web 2.0
Content Development Self-Efficacy Beliefs was examined

using Pearson's product-moment correlation coefficient.
The analysis revealed a moderately positive correlation
between the two variables (r(237) = .39, p <.05).

4. Discussion

In this study, the presence of a significant relationship
between pre-service classroom teachers' digital literacy
skills and their Web 2.0 content development self-efficacy
beliefs was examined. The data collected and the results
obtained from the analysis, along with a discussion of these
findings in comparison with other studies in the field and
suggestions developed based on these discussions, are
summarized in this section.

A significant difference was found between genders in the
Digital Literacy Scale, with males having higher digital
literacy levels compared to females. Similar findings have
been reported in other studies (Dedebali, 2020; Karagozlii
& Gezer, 2022; Tyger, 2011; Yontar, 2019). However, studies
where females scored higher also exist (Kuru, 2022; Tor et
al., 2022). This suggests the need for further investigation
into the reasons behind these gender differences.
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According to the 2023 Household Information Technology
(IT) Usage Survey by the Turkish Statistical Institute (TSL
2023) males use the internet 7.6% more than females. This
difference can generally be attributed to males’ greater
interest in and engagement with technology and digital
tools (Hargittai, 2010). However, the fact that females
scored only six points lower than males in this study
suggests that the gap in digital literacy between genders
may not be as wide as assumed.

In the Web 2.0 Content Development Self-Efficacy Belief
Scale, no significant difference was found between genders,
although females' average score was higher than males'.
Similar results have been observed in the literature (Giin,
2024; Horzum et al., 2014). Research indicate that females
are more active users of Web 2.0 tools, such as social media
platforms, for content creation and sharing (Hargittai &
Walejko, 2008; Joiner et al., 2012; Tess, 2013). The finding
that males have higher digital literacy but lower content
development self-efficacy may be explained that females
use social media platforms more for content creation than
males.

Participants' daily internet usage was primarily between 3-
4 hours (M = 108.59), followed by 5-6 hours and over 7
hours. While pre-service teachers mostly spend 3-4 hours
on the internet daily, the increasing time spent online is
notable. This data is considered important for future
studies on internet addiction or cyberbullying. Ozgelik and
Kale (2019), in their study with 360 students from a
Classroom Education Undergraduate Program, found that
nearly half of the participants used the internet for 3-4
hours a day. This finding is supported by similar results
from other studies (Caliskan & Coklar, 2022; Korucu &
Kara, 2019; Oztiirk & Budak, 2019).

No significant difference was found in daily internet usage
for both the Digital Literacy Scale and the Web 2.0 Content
Development Self-Efficacy Belief Scale. However, pre-
service teachers whose internet usage 3-4 hours daily had
higher digital literacy and self-efficacy scores compared to
others and the general average. It can be suggested that
time spent on the internet improves digital literacy and
Web 2.0 content development self-efficacy beliefs. Similar
findings support this conclusion (Gunuc & Dogan, 2013;
Ng, 2013). However, the study’s results indicate no clear
linear correlation between internet usage time and digital
literacy or Web 2.0 content development self-efficacy. It can
be emphasized that extended internet usage does not
necessarily mean higher digital literacy. The purpose of
individuals' internet usage could provide valuable insight
in explaining this situation.

A significant difference was found between grade levels in
the Digital Literacy Scale, with the difference being
between 3rd-year and 4t-year students. The lowest digital
literacy scores were observed among 3-year students,
while the highest scores were among 4%-year students.
Similar results have been found in the literature, where

digital literacy levels increase as grade levels progress.
However, some studies have found higher digital literacy
levels in other grade levels, which do not align with this
study's findings. In some studies, 2"d-year students had
higher digital literacy levels than other grade levels.
Considering these findings, it is thought that one reason for
the differences between grade levels may be related to the
courses taken in their undergraduate programs. Council of
Higher Education publishes program booklets for each
undergraduate program, detailing the compulsory and
elective courses for each semester. While there is flexibility
in elective courses, various courses are included under the
headings of professional knowledge, general culture, and
subject education. Council of Higher Education Classroom
Teaching Undergraduate Program does not mention
"digital" explicitly, and the term "web" is referenced in the
Information Technology course for web design and in the
Professional English course for reading skills using Web 2.0
tools. It is important to include more courses that could
develop digital literacy skills in academic programs.

A significant difference was found between grade levels in
the Web 2.0 Content Development Self-Efficacy Belief Scale,
with the difference being between 1st-year and 4"-year
students. The lowest scores were found in 1%*-year students,
while the highest scores were in 4th-year students. This
suggests that Web 2.0 content development self-efficacy is
lowest among 1st-year students and highest among 4"-year
students. It is thought that this difference may be
influenced by courses taken during the undergraduate
program, such as Information Technology, Instructional
Technologies, and Children's Literature, where students
use digital tools. The fact that the highest digital literacy
scores were also among 4™-year students supports this
interpretation. However, Web 2.0 content
development self-efficacy increases with grade level, a
similar trend is not observed for digital literacy,
highlighting the importance of transforming these skills

while

into action.

A moderately positive correlation was found between
Digital Literacy and Web 2.0 Content Development Self-
Efficacy Belief. The presence of a moderately positive
correlation suggests that while digital literacy alone is not
sufficient to fully explain Web 2.0 content development
self-efficacy, it is an important component. This finding
that digital skills
individuals’ ability to develop content with greater
confidence and creativity on digital platforms (Baki, 2022;
Dolan, 2016; Eshet, 2004; Tondeur et al., 2017).
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