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Research Article

We aim to determine the effect of secondary school students' digital addictions on their
perceptions of moral values in the digital environment and to explore the relationship
between students' digital addictions and their perceptions of moral values in the digital
environment with different variables in this study. The sample of the research consists
of 736 (338 females - 398 males) students studying at the secondary school in a city
center in the Central Anatolia Region in the spring semester of the 2022-2023 academic
year. We collected data using the random data collection method, which is among the
general survey methods, one of the quantitative research approaches. We used the
"Digital Game Addiction Scale for Children" and "Secondary School Students'
Perceptions of Moral Values in the Digital Environment Scale" to obtain the data. We
performed descriptive and normality analyses in the analysis of the data. Since it was
assumed that the normality assumption was met, we used independent samples t-test,
one-way ANOVA, Tukey test, Pearson Correlation analysis, SEM, and CFA, which are
among the parametric tests. Considering the findings obtained as a result of the analysis;
we revealed that the mean scores of the students differed significantly according to the
variables of gender, grade level, and parental education levels (p <.05). Additionally, we
have found that students' digital addictions have a negative impact on students’
perceptions of moral values in digital environments.
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Makale Bilgisi

Degerlere Yonelik Algilarina Etkisi

Oz

DOI: 10.14812/cuefd.1413238

Makale Gegmisi:

Gelis 01.01.24
Dizeltme 14.11.24
Kabul 14.12.24

Anahtar Kelimeler:
Dijital Bagimlilik,
Dijital Ortam,
Ahlaki Deger,
Ortaokul,

YEM.

Arastirma Makalesi

Bu calismada ortaokul 6grencilerinin dijital bagimhhiklarinin dijital ortamdaki ahlaki
degerlere yonelik algilari Gzerindeki etkisinin belirlenmesi ve o6grencilerin dijital
bagimliliklari ve dijital ortamdaki ahlaki degerlere yonelik algilarinin farkl degiskenlerle
iliskisinin belirlenmesi amaglanmistir. Arastirmanin 6rneklemini 2022-2023 yili bahar
yariyiinda i¢ Anadolu Bélgesi Bélgesinde bulunan bir sehir merkezindeki ortaokul
duzeyinde 6grenim goren 736 (338 kiz-398 erkek) 6grenci olusturmaktadir. Arastirmanin
verileri nicel arastirma modelleri arasinda yer alan genel tarama yéntemiiginde yer alan
random veri toplama yontemi kullanilarak elde edilmistir. Verilerin elde edilmesinde
“Cocuklar igin Dijital Oyun Bagimlihgi Olgegi” ve “Ortaokul Ogrencilerinin Dijital Ortamda
Ahlaki Degerlere Déniik Algilari Olgegi” kullanilmistir. Elde edilen verilerin analizinde
tanimlayict ve normallik analizleri yapilmistir. Normallik varsayimin karsilandigi
varsayimi elde edildigi igin parametrik testler arasinda yer alan bagimsiz 6rneklemler t
testi, tek yonli ANOVA, Tukey testi, Pearson Korelasyon analizi, YEM ve DFA
kullanmlmigtir.  Yapilan analizler neticesinde elde edilen bulgulara bakildiginda;
ogrencilerin aldiklari puan ortalamalarinin cinsiyet, sinif diizey, anne ve baba egitim
durumu degiskenlerine gore anlamh dizeyde farklihk gosterdigi belirlenmistir (p<.05).
Ogrencilerin dijital bagimliliklarinin dijital ortamdaki ahlaki degerler Uzerinde etki
negatif yonde bir etkiye sahip oldugu bulgusuna ulagiimistir.

*Corresponding Author: arslanaysel.58 @gmail.com
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Introduction

Technology is defined as the acquisition of knowledge that simplifies human life and the development
and application of various tools and equipment in this context (Attwell, 2007). Throughout human history,
technology has been present in every era and has continuously evolved in line with the developments of
its time. Today, it is safe to say that no era has witnessed technological advancement as rapid as the
present one. Experts define technology as practical materials that simplify life, while others define it as
information. In today's world, both views are valid but insufficient; the dimension that affects social life
should also be emphasized. Each era undergoes a structural formation and changes in sociological terms
in accordance with the technology it produces (Tekin et al., 2003). In this framework, professions,
communication, and education are shaped. In our era, the development of technology is primarily
evaluated through digital tools in all areas. The concept of technology, with a slight narrowing of its
meaning, is now perceived as being more integrated with television, computers, telephones, recording
devices, and musical instruments (Katz, 2022). These devices, with new and improved versions released
every day, were initially designed for communication and entertainment but have since acquired a much
broader content and meaning for their users. Technology, especially with these advanced devices, has
replaced the traditional concept of technology with the concept of 'digital,' which encompasses a further
step. Technological tools are now defined as digital tools. Digital tools meet the needs of individuals in
areas, from communication and entertainment to education and socialization, through the functions they
perform (Kaputa et al., 2022). The widespread use of the internet and the increasing accessibility of digital
tools have played a key role in this. Digital tools are made available to a large segment of the world's
population from a noticeably early age. Initially, the widespread use of digital tools and their use by
individuals of all ages were considered a great innovation and development. Here, the pleasure
experienced by people in feeling that they have the world at their fingertips is also a crucial factor
(Papanastasiou et al., 2019). Due to the positive contributions of the digital technology age to people's
lives and its rapid transformative power, negative aspects such as asociality, communication disorders,
digital addiction, and a decline in perceptions of social values have been noticed later (Baeva & Grigorev,
2020). Among these negative effects, digital addiction has emerged as a quite common and sought-after
problem today, as it is a problem experienced by individuals of all ages.

Addiction is defined as the desire to excessively and uncontrollably use or experience a substance or
behaviour, even though it is harmful to oneself (Egger & Rauterberg, 1996). Because individuals lose
control, they cannot make rational inferences about the consequences of their addiction. They are driven
solely by their impulses, focusing only on getting what they want. As a result, they increasingly want to
engage in the behaviour they are addicted to. When they cannot do so, they experience severe reactions,
health problems, depression, etc. By losing control, they can do anything to get what they want. In
addition to the material and spiritual damage they suffer, they lose the people around them. They
experience physical collapse by neglecting the wear and tear on their bodies (Ogel, 2005). While the
concept of addiction was previously associated with the use of any substance, today it is considered two
main categories: substance addiction and behavioural addiction. Substance addiction refers to the
inability to control the desire to use substances such as drugs, alcohol, cigarettes, medications, caffeine,
tea, etc. (Khan & Aslam, 2020); behavioural addiction, on the other hand, refers to the lack of control over
behavior that one performs or that is done to oneself. While the subcategories related to behavioural
addiction are increasing every day, prominent ones include violence, gambling, sex, digital devices, digital
games, exhibitionism, authority, eating, people, attention, internet, shopping, and relationship addiction
(Griffiths, 1999; Kim & Kim, 2002). It is stated that the treatment of behavioural addictions is much easier
than substance addictions and can yield results in a shorter period (Grant et al., 2010). However, if left
untreated, the individual's brain may become constantly preoccupied with the desire to perform the
related behaviour, leading to obsessive-compulsive behaviours (Marks, 1990).

With the spread of the internet, virtual environments and their content have begun to attract more
attention from individuals than what is happening in real life (Sherman & Craig, 2003). The time spent in
virtual environments has not attracted attention. It has even been accepted that this is necessary for the
development of skills in using digital tools. Due to the rapid development of digital technology, the

2



Arslan — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 54(1), 2025, 1-33

concept of digital addiction emerged only as a result of the negative experiences of individuals who are
digitally addicted and those around them. Digital addiction is now considered a problem experienced by
a wide range of individuals, from kindergarten students to adults (Bakken et al., 2009). Digital addiction
also has subversions such as phones, internet, connectivity, computers, games, communication, and social
media. When examining the effects of digital addiction on life, it is stated that it has many negative effects
such as a decline in academic achievement, eating disorders, changes in body posture due to sitting
position, underdeveloped communication skills, asociality, impaired perception, distancing from social
values, moral decline, and difficulty in distinguishing reality. As seen, these negativities are physical and
manifest as health problems, while others affect the psychological and behavioural domains. In addition
to spending too much time on the internet, uncontrolled content is also stated to be the cause of
psychological and behavioural problems (Schou-Andreassen & Pallesen, 2014). Due to the inability to fully
control internet environments, individuals of all ages can easily access content that can negatively affect
social values.

Values are norms that each society uniquely creates and transmits across generations (Celikkaya &
Filoglu, 2014). In other words, for individuals living in a society, their values constitute a kind of belief
system, serving as norms for coexistence (Yildirim, 2022). Through values, individuals in society learn to
differentiate between what is right and important, and how they should behave and live (Rachmadtullah
et al., 2020). When the concept of values is examined from an educational perspective, it becomes evident
that an individual's character and personality traits are referenced to their values, and their behaviours
gain meaning. An individual's values are considered a reflection and part of their personality (Ozensel,
2003). Values education, which has gained prominence in education over the past century, is now
considered as important as academic achievement (Aydin & Sulak, 2015). The aim of values education is
to instil in students, directly or indirectly, knowledge of social and universal values. Reflections on values
education can be found in the content of various subjects. In this context, it is observed that values
education is being attempted to be provided in a holistic manner. The goal of values education is to
cultivate individuals who are healthy, balanced, consistent, and have a developed sense of social
awareness. Additionally, it aims to equip students with the knowledge, attitudes, and behaviours that
enable them to establish their own life principles, become good individuals and citizens, and internalize
the moral principles of society (Kovanci et al., 2021). Burman et al., (2005) state that values education
aims to develop students' moral judgments, instil universally accepted values such as honesty, decency,
and justice, and encourage them to take on their responsibilities within society. It is crucial for values
education, which is introduced from a noticeably early age in social structures, families, and educational
environments, to be provided at the desired level and for these three elements to use similar concepts
together so that individuals can transform values into attitudes and behaviours.

Values are multifaceted, encompassing a wide range of subcategories such as human, social, moral,
and religious values. Educational environments often address these different values separately. One of
the most recent approaches to values is moral education (Baltaci, 2018). Moral education is not a new
concept, but rather a tradition that has persisted throughout history in all societies (Kirschenbaum, 1995).
Moral values are learned through the interplay of social, cultural, religious, philosophical, and individual
experiences. Society teaches individuals to distinguish between bad and good and right and wrong. When
societal moral values are violated, individuals experience feelings of guilt (Marwick, 2021). A society that
disregards moral values will find it difficult to maintain unity, cohesion, and survival (Baltaci, 2018;
Mungmachon, 2012). Social control, in a sense, compels individuals to uphold societal moral values. In
this context, it is crucial to examine whether individuals adhere to moral values even in environments
where social control is absent. Digital environments have become one of the primary arenas where an
individual's moral character is revealed. Individuals are expected to exhibit the same moral values and
attitudes in digital spaces as they do in real life. However, the lack of societal pressure in digital
environments allows individuals to behave more freely. In digital spaces, individuals can present
themselves as they wish and interact with people from different ages and cultures around the world
(Prensky, 2001). Since they do not live in the same society as other individuals in the virtual world, they
may not feel morally responsible and may behave as they please. Funk et al., (2003) express that digital

3



Arslan — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 54(1), 2025, 1-33

games containing violence and sexual content have a negative impact on children's moral development
and sense of responsibility. Another critical issue is the risk of young children and adolescents being
subjected to various forms of immoral exploitation in digital environments (Keeley & Little, 2017).

Individuals are expected to exhibit the same level of moral consistency across all settings. However,
several factors; including the desire to escape social pressure, the belief that they are in a more free and
unregulated space, that real-world rules do not apply, that they will not be held accountable for their
actions, and digital addiction, contribute to individuals' failure to reflect their real-life moral values in
digital environments. The literature reveals a limited number of studies aimed at identifying the moral
values exhibited in digital environments and the underlying reasons. Kovanci (2021) investigated middle
school students' perceptions of moral values in digital environments, while Yilmaz (2022) examined the
impact of digital games on children's moral development. Bats et al., (2013) explored how digital tool
designers intervene in the moral development of children and adolescents. Existing studies have often
examined the relationship and impact of digital addiction on various variables. Giivendi et al., (2019)
investigated the relationship between digital addiction and aggression, Arslan (2020a) examined the
relationship between digital addiction and violent tendencies, Arslan and Bardakgl (2020) studied
communication skills, Arslan and Bardakgi (2020) explored social anxiety, Altinok (2021) investigated life
satisfaction, Kovanci (2021) examined universal moral principles, and Arslan (2022) examined the
interaction between self-efficacies. Studies have generally concluded that digital addiction is inversely
related to positive characteristics or has a parallel relationship with them. A review of the literature did
not reveal any studies examining the impact of digital addiction on middle school students' perceptions
of moral values in digital environments. However, studies have demonstrated the negative effects of
digital addiction on children and adolescents. Given that development is a holistic process, it can be
inferred that digital addiction also has a negative impact on moral development. Various demographic
characteristics of individuals are considered to influence digital addiction. Gonli¢ (2009), Goldag (2018),
Arslan (2019), and Eryillmaz and Cukurludz (2019) found that male participants had higher levels of digital
addiction. Kovanci (2021), Cosku and Yildirim (2009), and Polat and Caliskan (2013) found no significant
differences in terms of grade level. Géldag (2018) found a relationship between parental education level
and students' digital addiction. Arslan (2019) and Arslan (2020a) supported Goldag's findings. Nugraheni
(2018) argues that digital environments do not teach children the moral values they should possess but
rather have a negative impact. Identifying this impact is expected to guide the inclusion of value-related
elements in educational programs. Moreover, given the limited number of studies on this topic, this
research can serve as a resource for future researchers. A review of previous studies revealed no research
that simultaneously examined digital addiction and perceptions of moral values in digital environments.
Given the importance of digital addiction as a societal issue and the need for preventive measures, this
study was designed to investigate the impact of digital addiction on middle school students' perceptions
of moral values in digital environments. Based on these reasons, this study aims to investigate the impact
of middle school students' levels of digital addiction on their perceptions of moral values in digital
environments.

Accordingly, the research questions are as follows:

What are the levels of digital addiction and perceptions of moral values in digital environments among
middle school students?

Do digital addiction and perceptions of moral values in digital environments differ according to gender,
grade level, and parent's education level?

Is there a meaningful relationship between digital addiction and perceptions of moral values in digital
environments?

Do digital addiction and perceptions of moral values in digital environments have an impact on each
other?
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Method

Research Model

This section provides information on the research model, population/sample, data collection tools,
and data collection and analysis processes. The necessary ethical approval was obtained for this study.

Research Model

A descriptive survey model, a type of quantitative research design, was employed to collect data for
this study. Non-probability purposive sampling was preferred for sample selection. In this sampling
method, every unit within the population of the relevant study has a chance to participate in the research.
The sample is selected entirely randomly (Yildirim & Simsek, 2021). Additionally, there is no possibility of
one selected unit influencing the others. This is regarded as an advantage of this method (Sharma, 2017).

Population \ Sample

The study sample consisted of 736 (338 girls and 398 boys) students attending five different middle
schools in a provincial capital in the Central Anatolia region of Tirkiye during the 2022-2023 academic
year. The students were selected from a population of 34,525 studentsin grades 5, 6, 7, and 8. Considering
a significance level of 0.05 and a margin of error of d = + 0.03, the sample size was determined to be at
least 384 (Yazicioglu & Erdogan, 2014). The demographic information of the sample group is presented in
Table 1.

Tablo 1
Demographic Information of the Sample
Variables (f) (%)
Female 338 45.9
Gender Male 398 54.1
Total 736 100
5% Grade 238 32.3
6™ Grade 186 25.3
Grade 7™ Grade 164 22.3
8™ Grade 148 20.1
Total 736 100
Primary 188 25.5
Secondary 288 39.2
Mothers’ Educational Level High School 146 19.8
University 114 15.5
Total 736 100
Primary 84 114
Secondary 248 33.7
Fathers’ Educational Level  High School 238 32.3
University 166 22.6
Total 736 100

When Table 1 is examined, it is seen that the proportion of male students is higher than that of female
students, with the highest participation rate observed in the fifth grade and the lowest in the eighth grade.
In terms of parental education level, it was determined that the proportion of students whose parents
had a middle school education was higher than that of students whose parents had an elementary school,
high school, or university education.

Data Collection Tools

In this study, the "Digital Game Addiction Scale for Children" and the "Scale of Perceptions of Moral
Values in Digital Environments for Middle School Students" were used as data collection tools. Detailed
information about the scales is presented below.
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Digital Game Addiction Scale for Children (DA): Developed by Sahin et al., (2019), this scale consists
of six items and a single dimension. The Cronbach's alpha reliability coefficient obtained in the study
where the scale was developed was .78, while it was calculated as .72 in this study. When Cronbach's
alpha reliability coefficient values of the scales are .70 and above, it is accepted that their validity and
reliability are ensured at a high level (Fornell & Larcker, 1981). The scale items are designed as 5-point
Likert items and are ranked from negative to positive statements. A minimum of six points and a maximum
of 30 points can be obtained from this scale.

Scale of Perceptions of Moral Values in Digital Environments for Middle School Students (SPMVD):
Developed by Kovanci et al. (2021), this 17-item scale has three sub-dimensions. The dimensions of the
scale are Fairness/Responsibility (FR=9 items), Compassion/Honesty (CH=4 items), and Privacy/Courtesy
(PC=4 items). There are no reverse-coded items in the scale. In the scale development study, Cronbach's
alpha reliability coefficient was 0.87 for the total scale, while it was 0.84 in the analyses conducted in this
study. The scale items are designed as 5-point Likert items and are ranked from negative to positive
statements. A minimum of 17 points and a maximum of 85 points can be obtained from this scale.

It is necessary to determine the n-item score intervals for the scales. For this purpose, the maximum
score that can be obtained from the scale is subtracted from the minimum score and divided by the
number of options in the scale [(DA/SPMVD) = (5-1)/4=0.80]. The score intervals of the scales should also
be calculated accordingly. For this purpose, the maximum score that can be obtained from the scales is
subtracted from the minimum score and divided by the number of options in the scales [DA: (30-6)/5=4.8;
SPMVD: (85-17)/5=13.6] (Sad & Nalcagi, 2015). The information regarding these calculations is presented
in Table 2.

Tablo 2
Scale Information for DA and SPMVD
Score range

Item score Scale score Scale reliability rating ~ Total score range
1.00-1.80 6.00-10.80 Low 6.00-15.20
1.81-2.60 10.81-15.60

<

< 261340 15.61-20.40 .
3.41-4.20 20.41-25.20 Medium 13.21-22.80
4.21-5.00 25.21-30.00 High 22.81-30.00
1.00-1.80 17.00-30.60

o 181-2:60 30.61-44.20 Low 17.00-37.40

S 261-3.40 44.21-57.80 .

& 341420 57.81-71.40 Medium 37.41-47.60
4.21-5.00 71.41-85.00 High 47.61-85.00

Table 3 presents the minimum and maximum scores, scale and subscale mean, item means, standard
deviations, and Cronbach's Alpha values of the students for both scales and their subfactors.

Tablo 3
Descriptive Statistics for Scales
. Item Item Cronbach
Min Max .
score  score < mean mean ss Skewness Kurtosis Alfa
(1-5) (100)
DA 736 6 30 1471 245 49.03 5.13 422 .016 .720
FR 736 9 45 32.34 3,59 7187 8.33 -.569 .064 .845
CH 736 4 20 13.82 346 69.10 3.85 -.345 -.284 .702
PC 736 4 20 13.86 3.47 69.30 341 -.493 231 .687
Total 736 17 85 60.03 3.53 70.62 12.45 -.608 1.005 .839
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When Table 3 is examined, it is observed that students' digital addiction is at a moderate level
(30<49.03<70), while their perception of moral values in digital environments is at a high level in terms of
the total score (70<70.62). When the scores obtained from the SPMVD scale are examined, it is seen that
students obtained the highest score in the Fairness-Responsibility subdimension (71.87). The reliability
value of the DA was found to be 0.72, while the reliability values of the subdimensions of the SPMVD scale
ranged from 0.687 to 0.845, and the total reliability was found to be .839.

Data Collection and Analysis

Research data was obtained by administering both scales to 750 students studying in five different
middle schools in the Central Anatolia Region. When the scale forms were checked one by one, it was
determined that 14 scales were filled out incorrectly or incompletely and were removed from the study.
The remaining 736 scales were uploaded to the SPSS 25 package program and the analyses were
performed using this program. The Kolmogorov-Smirnov (K-S) test was used to examine the normality
assumptions of the scales, and it was found that the normality assumptions were not met (p<.05). When
the skewness and kurtosis values in the total scores and factors of the scales were examined, it was seen
that these values were within the acceptable range (+1.96) in the studies (for DA: +Skewness= .422;
Kurtosis=.016, for SPMVD: Skewness= -.345/-.608; Kurtosis= .064/1.005). According to these results, the
data of the research was analysed using parametric tests (Kalayci, 2014). Independent samples t-test was
applied to data with two groups, and a one-way ANOVA test was applied to data with more than two
groups. Tukey test was used to determine between which groups there was a significant difference in the
variables where a significant difference was determined in the ANOVA test. To determine whether
students' DA levels influenced their SPMVD, Structural Equation Modelling and Confirmatory Factor
Analysis were used. The obtained findings have been tabulated, and explanatory information is provided
below.

Findings

The findings obtained from the analyses conducted in line with the research objectives are presented
in this section in the form of tables and figures, following a sequence aligned with the research questions.

Table 4 presents the results of the independent samples t-test conducted to determine whether there
is a significant difference between the mean scores of middle school students on the DA and the SPMVD
scales based on gender.

Tablo 4
Gender-Based t Test Results
Sub-Factors Gender n X sd t df p
Female 338 13.61 4.98
Total -5.457 734 .000*
g Male 398 15.64 5.08
Female 338 34.27 7.80
FR 5.903 734 .000*
Male 398 30.71 8.43
Female 338 13.98 3.98
[a) CH 1.049 734 .295
E Male 398 13.68 3.74
a Female 338 14.11 3.53
v P Male 398 13.66 3.29 1771 734 077
Female 338 62.36 13.17
%
Total Male 398 58.05 13.35 4,748 734 .000
*p<.05

Significant differences were found in the mean scores obtained by middle school students on the DA
scale across groups (p<.05). Male students exhibited higher levels of digital game addiction compared to
their female counterparts. Additionally, a significant difference was observed in the total scores and the
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Fairness-Responsibility subscale of the SPMVD (p<.05). However, no significant differences were found in
the Compassion-Sensitivity and Justice-Order subscales of the SPMVD (p>.05).

To determine whether there were statistically significant differences in the mean scores obtained by
participants on the DA and the SPMVD scales based on their grade levels, an ANOVA test was conducted
for multiple group comparisons. The results of this analysis are presented in Table 5.

Tablo 5
ANOVA Test Results for Grade Level Variable
Significa
Grade - Source of nt
Level n X sd variance df F P differen
ce
Fifth! 238 15.56 496 Between 3
Sixth? 186  14.68 5.31 groups
< Seventh? 164 1354 3gg \Within 732 5143  .002* 1>3
groups
Eight? 148 14.66 6.10 Total 735
Fifth? 238 32.40 8.10 Between 3
Sixth? 186  32.76 8.80 groups
&  Seventh? 164 3105 810 \ithin 132 1.949 120 -
groups
Eight? 148 33.15 8.27 Total 735
Fifth? 238  12.57 3.52 Between 3
Sixth? 186  13.88 430 groups 251 351
T Seventh? 164 1459 274 Within 13 15.263  .000* o1
groups
Eight? 148 14.91 4.27 Total 735
Fifth? 238  13.19 3.22 Between 3
Sixth? 186  13.68 3.79  groups
& Seventh? 164 1459 gs \Within 132 7.001 .000*  3>1,4>1
groups
Eight* 148 14.38 3.55 Total 735
Fifth! 238 58.17 10.71 Between 3
e Sixth? 186  60.32  13.88 groups
E Seventh3 164 6022 1153 Within 732 3.699 .000* 4>1
@ groups
Eight* 148 62.43 13.73 Total 735
*p<.05

When Table 5 was examined, it was determined that there was a significant difference in the scores
obtained by participants on the DA scale (p<.05). This significant difference was found between fifth and
seventh graders (1>3). It was determined that the mean scores obtained by students on the SPMVD
differed significantly in the CH, and PC subscales and the overall mean score (p<.05), but there was no
significant difference in the FR subscale (p>.05). It was observed that the significant difference was in
favour of fifth graders. It was concluded that the overall mean scores were ranked as follows: Eighth >
Sixth > Seventh > Fifth.

To determine whether there was a statistically significant difference in the mean scores obtained by
middle school students on the DA and the SPMVD scales based on their mothers' education level, an
ANOVA test was conducted. The results of this analysis are presented in Table 6.
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Tablo 6
ANOVA Test Results for Mother's Education Level Variable
Mothe'r's % od Source of df . Si'gnificant
Education variance difference
Primary? 188 14.45 4.73 Between 3
<« Secondary’ 288 14.94 520 groups
() . 3 _ 450 .718 -
High school® 146 14.51 5.21  W.ithin groups 732
University 114 14.79 5.52  Total 735
Primary? 188 33.18 6.21 Between 3
Secondary? 288 31.07 8.27  groups
£ lighschooP 146 33.53 862 Withingroups 732 5009 -008%  1>2,3>2
University 114 32.65 10.56 Total 735
Primary? 188 13.99 3.28 Between 3
- Secondary’ 288 13.88 3.87 groups 514 673 )
©  Highschoo® 146 13.79 3.96 Withingroups 732 ' '
University* 114 13.44 451 Total 735
Primary? 188 14.09 3.18 Between 3
o Secondary? 288 13.97 3.12 groups 953 415 )
S Highschool 146 13.62 3.72  Withingroups 732 ' '
University* 114 13.54 4.00 Total 735
A Primary? 188 61.26 10.15 Between 3
E Secondary’? 288 58.92 11.84 groups 1681 170 )
a High school® 146 60.95 13.40 Withingroups 732 ' '
University* 114 59.63 15.64 Total 735
*p<.05

Examination of Table 6 revealed no significant differences in the scores obtained by participants on
the DA scale based on their mothers' education level (p>.05). However, when considering the ranking of
scores, the order was as follows: middle school > university > high school > elementary school. For the
SPMVD, a significant difference was found in the FR subscale (p<.05). The group with the significant
difference was shown in the previous table.

To determine whether there were statistically significant differences in the mean scores obtained by
middle school students on the DA and the SPMVD scales based on their fathers’ education level, an
ANOVA test was conducted. The results of this analysis are presented in Table 7.

Tablo 7
ANOVA Test Results for Fathers’ Education Level Variable
Father’s Education n X sd Sou.rce of df F Sl.gnlflcant
variance difference
Primary* 84 16.00 4.69 Between 3
Secondary? 248 14.24 4.68 groups
T Hi 3 ithi 2.857  .036* 1>2
o Highschool® 0 1495 479 Within 732
groups
University* 166 14.40 6.26 Total 735
Primary?! 84 31.62 4.84 Between 3
Secondary? 248 31.31 7.06 groups
m . 3 . . * >
it High school 238 3378  8.87 Within 732 3.918 .009 3>2
groups
University* 166 32.19 10.25 Total 735
Primary?! 84 13.86 2.15 Between
I *
3 3.488 .015 2>4,3>4
©  Secondary* 248 13.99 3.08 groups

9



Arslan — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 54(1), 2025, 1-33

HighschooP 30 1420 44¢ Within 732
groups
University* 166 13.00 4.49 Total 735
Primary? 84 14.83 2.57 Between 3
Secondary? 248 13.62 3.26  groups 152 154
§  Highschool? 238 1440  2.99 Within 132 8.632  .000* 34
groups
University 166 12.98 4.24 Total 735
Primary? 84 60.31 6.87 Between 3
e Secondary? 248 58.92 10.35 groups
E High school® 238 6238 12.86 Within 232 4.804 .003* 3>2,3>4
) groups
University 166 58.17 15.97 Total 735
*p<.05

Examination of Table 7 revealed that there was a significant difference in the mean scores obtained
by middle school students on both scales based on their fathers' education levels (p<.05). The groups with
significant differences in the DA and the SPMVD scales are shown in the table.

Testing the Research Model

To determine whether the Digital Game Addiction Scale for Children (DA) influences the Scale of
Perceptions of Moral Values in Digital Environments for Middle School Students (SPMVD), as one of the
objectives of the study, IBM AMOS 23.0 software was used in the analyses. Based on the results of the
Confirmatory Factor Analysis, the findings obtained from the research scales are presented in Table 8
along with relevant references. Standardized Estimates and Maximum Likelihood calculation methods
were used based on the findings, and a covariance matrix was created. A Structural Equation Model was
constructed to analyse all the dependent and independent variables in the model within the framework
of the research objectives (Gurbiz, 2019). A test was conducted to reveal the level of influence of the
digital addiction levels of the participants in the study on their perceptions of moral values in digital
environments. It was determined that the model variables created for this purpose had acceptable values
within the X2/sd<5 range and other prominent reference values (Table 7). Considering these findings, it
can be said that the created model is compatible with the research data and meets the acceptable
reference range. To better understand the paths in the path analysis model created to determine the
effect of middle school students' digital addiction levels on their perceptions of moral values in the digital
environment, a colouring process was applied. The created model is presented in Figure 1 below.

10
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Figure 1
Path Analysis Diagram
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As depicted in Figure 1, the model illustrates the pathways extending from the DA to the various factors
of the SPMVD. The goodness-of-fit indices for this model are tabulated in Table 7.

Tablo 8

Goodness-of-Fit Index Values for Path Analysis
Goodness-of-Fit Measures Reference Ranges Model Values
x%/sd 0< X?/sd< 5 4.821
GFI 0.85<GFI<1.0 0.893
IFI 0.90<IFI £1.0 0.883
CFl 0.90<CFI<1.0 0.882
RMSEA 0.00<RMSEA<0.08 0.072

Table 8 presents the fit indices of the created model and the acceptable reference values. It has been
determined that the findings related to the created model are consistent with the relevant reference
ranges. However, it is also necessary to examine the regression coefficients in the relationship paths
within the created model. It is important to determine whether these values are statistically positive or

11
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negative and whether they are significant. Table 9, presented below, shows the findings obtained to
determine the significance of the regression coefficients of the created model.

Tablo 9
Standardized Path Coefficients and Results for Structural Equation Modelling (SEM)
Hypothesis Path Estimate(R) S.E C.R p Result
Hi: DA > SPMVD -0.799 -0.894 -4.132 0.000 Acceptance
Hi: DA > FR -0.810 1.575 -1.758 0.000  Acceptance
H.: DA > CH -0.489 1.114 -0.749 0.000  Acceptance
Hs: DA > PC -0.405 0.760 -1.743 0.000  Acceptance

Having validated the model based on the findings in Table 9, the research hypotheses were tested
using a latent variable structural model. The analysis results showed that the p-values for the relationships
between the DA and the SPMVD and its factors were less than 0.05.

To test hypothesis H1 (DA - SPMVD), a path analysis was conducted. The results revealed that DA
significantly negatively predicted SPMVD (B = .799; p < .05). Secondly, hypothesis H2 (DA - FR) was
tested. The path analysis indicated that DA significantly negatively predicted FR (B =.810; p <.05). Thirdly,
to test hypothesis H3 (DA - CH), a path analysis was conducted. The results showed that DA moderately
negatively predicted CH (B = .489; p < .05). Finally, hypothesis H4 (DA - PC) was tested, and the path
analysis results indicated that DA moderately negatively predicted PC (B = .405; p < .05). In this part of the
study, the findings obtained from the analyses conducted to determine whether the mean scores of
middle school students on the TDYMO and OSBFO differed significantly in terms of the variables
determined in the study and to determine the level of influence of students' motivation for Turkish lessons
on their reading strategy cognitive awareness have been presented.

Discussion, Results, and Suggestions

In this section, the results obtained from the research were evaluated together with other studies in
the literature, and suggestions were made based on these results. The results and discussion follow the
order of the research questions.

The findings revealed that the participants' levels of digital addiction were moderate. In studies
conducted by Arslan (2019), Arslan (2020a), Dilci et al., (2019), and Dogan (2018), it was also observed
that the participants' scores were at a moderate level. However, when the literature is examined, it is
seen that different results have been reached. In the study conducted by Baskoy (2013), the level of digital
addiction was found to be high, while in Aktan's (2018) study, it was found to be low. It can be argued
that this difference in the studies conducted is due to differences in the samples. Another result reached
is that middle school students' perceptions of moral values in digital environments were at a high level in
terms of total scores. Kovanci (2021) reached related results in his study. Coskun and Yildirim (2009), and
Dogan (2018) concluded that participants' perceptions of values were at a high level.

It was found that male students had higher mean scores on the DA scale than female students, and
there was a significant difference between the groups. This situation indicates that male students have
higher levels of digital addiction than female students. Studies conducted by Gonli¢ (2009), Géldag (2018),
Arslan (2019), Eryilmaz and Cukurlu6z (2019), Arslan (2020b), and Altinok (2021) have obtained findings
that support this study. Chiu, Hong, and Chiu (2013) argue that one of the factors that underlie the
difference in digital addiction according to gender is the roles assigned to gender. Dufour et al. (2016)
state that men spending more time on the internet than women affect digital addiction. Arslan (2020a)
makes a supporting comment on this. He states that the fact that men experience less social control than
women and that women have a greater need to be in social environments causes men to be left alone
and spend more time in digital environments. The time spent in digital environments increases the

12
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likelihood of experiencing digital addiction. Ayhan and Cavus (2015) determined in their study that there
is a strong relationship between digital addiction and the money spent and arguingthat giving more pocket
money to boys than girls is related to this situation.

The results indicated a significant difference in favour of female students in terms of the scores
obtained from the SPMVD scale. The findings of the study conducted by Kovanci (2021) align with this
study. In this context, it can be stated that female students demonstrate a higher performance than male
students in exhibiting the moral values they possess in the digital environment. Given the limited number
of studies on moral values, a recent study by Altunay and Yalginkaya (2011) found that female teachers
attach more importance to moral values compared to male teachers. It is believed that the gender roles
assigned to women in societies have a significant impact on this. Since women are raised to be more
controlled and restricted in their behaviour, they tend to maintain this attitude in all environments. Dilmag
et al., (2009), Coskun and Yildinm (2009), and Polat and Caliskan (2013) have determined that female
participants have higher value perceptions. Kiigliiksen and Budak (2017) found a significant difference in
favour of female participants in terms of traditional values. Although studies find a significant difference
in favour of female participants, the literature also indicates contrasting results. Cileli and Tezer (1998)
found in their research that women have lower levels of value perception than men. Sari (2005) and
Dilmag (1999) found in their research that gender is not a significant variable affecting values. Goka (2006)
argues that the reason women have higher levels of value perception than men are due to the traditional
structure of the Turkish family. The reason for this is that women have less autonomy in their upbringing
and are given more responsibility for raising the next generation, which leads them to internalize values
more under this influence.

A significant difference was found in participants' digital addiction levels based on their grade levels.
Fifth-grade students were found to have higher levels of digital addiction compared to other grades. A
study by Arslan (2019) also found a significant difference, with the lowest grade level being negatively
affected. Another study by Gonig (2009) supports these findings. The group with the highest average
score for digital addiction was the lowest grade level. Arslan (2020b) and Altinok (2021) also reached
similar conclusions regarding grade level. Despite being at different education levels, digital addiction was
observed to start in the initial grades. There was a significant difference in the average scores obtained
by students on the SPMVD scale based on their grade levels. The significant difference was found to be in
favour of the first-grade students. When the scores obtained from the scale were evaluated together with
the scores obtained from the digital addiction scale, consistency was observed. As the grade level
increased, digital addiction decreased while moral perception level increased. Altunay and Yalginbay
(2011) found in their study that as participants' age levels increased, their moral value perceptions also
increased proportionally. Kovanci (2021), Cosku and Yildirim (2009), and Polat and Caliskan (2013) found
no significant difference in their studies in terms of grade level. Dilmag (1999) determined that grade level
is not a determining factor in real-life moral value perception. As seen in the studies, different results
were obtained. These differences can be attributed to differences in the sample groups and application
dates. It is stated that moral perception and social adaptation also increase with age.

It was found that participants' levels of digital addiction did not vary significantly based on their
mothers' education levels but showed significant differences based on their fathers' education levels.
Goldag (2018) found in their study that as parents' education levels increased, so did their children's digital
addiction. The studies conducted by Arslan (2019) and Arslan (2020a) support Goldag's findings. Although
the finding that children of more educated parents have higher levels of digital addiction is not an
unexpected situation, itis important to investigate and reveal the factors that cause this. It was concluded
that participants' scores on the SPMVD scale differed significantly based on their parents' education levels.
Similar results were obtained for fathers' education levels as for mothers' education levels. The results,
which were unfavourable for university-educated parents, are indeed noteworthy. Polat and Caliskan
(2013) also reached similar conclusions in their research. However, Coskun and Yildirim (2009) found no
connection between parents' education levels and participants' value perceptions. Traditional
perceptions suggest that parents have a determining influence on children's learning of positive values.
Unlii (2019) found in their study that children, especially daughters, learn their values from their parents'
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teachings and reflect these values in their behaviour to please their parents. Here, it is seen that parents
are role models and first teachers for children. It can be argued that educated and aware parents, being
aware of this situation, will approach their children more consciously. The reasons for the results that do
not support this interpretation in the studies need to be examined in detail. Gerris et al., (1997) examined
the role of the family in instilling values in children in their research. They emphasized the importance of
the interaction process in transmitting desirable, valued, and positive values and beliefs held by both the
family and the social structure to children. It is stated that the importance of the family's determination
should be emphasized, and the value data that should be given initially should not be overlooked. The
importance of family awareness is undeniably important, and they have the power to influence children
to a certain extent. However, personal preferences will also have an impact after a certain point.

The conducted path analysis revealed that participants' level of digital addiction had a negative impact
on their moral perception in digital environments. As a result of this finding, it can be argued that as the
level of digital addiction increases, there will be a decrease in moral perception in digital environments.
This is an important finding since it is expected that a healthy individual will reflect the moral values they
have in real life in digital environments as well. Kovanci (2021) determined that there is a high correlation
between digital moral values and universal moral values. Digital addiction has a positive relationship with
negatively perceived behaviours. For example, Arslan (2019) found that there is a moderate-level positive
effect between digital addiction and violent tendencies. Dogan (2018) determined that there is a
significant negative correlation between internet addiction and values. Conversely, the opposite results
are seen in positively perceived behaviours. Arslan and Bardakgi (2020b) found that digital addiction has
a negative impact on communication skills. When looking at studies on values, it is seen that positive value
orientations have an impact on negative behaviours. Kaya et al., (2019) determined that adolescents
having positive values have a reducing effect on aggressive behaviours.

It is accepted that digital addiction causes a deterioration in individuals' positive value perceptions.
This is because values have a character that can be supported by healthy personality traits. Ding (2010)
states that individuals experiencing digital addiction have difficulty adapting to real life and exhibit a form
of social maladjustment, suggesting an escapist reflex. In this context, they are likely to experience
difficulties in perceiving and internalizing values. It can also be thought of as a projection of existing value
problems in real life onto digital environments (Arisoy, 2009).

Based on the results obtained in this study, it is deemed appropriate to put forward the following
recommendations:

e This study was conducted at the middle school level and repeating it at different levels would
contribute to the literature on the study of digital addiction and moral values, which are among
the important problems of today.

e The reasons for the negative results observed in male students can be explained by supporting
them with qualitative research.

e |tis expected that individuals will exhibit healthy behaviours from childhood to adulthood. Even
if there are deviations during adolescence, it is expected that this will return to normal in later
years. The problems experienced by adolescents can be investigated together with digital
addiction and moral perceptions in the digital environment.

e |tis expected that parents' education will contribute to the development of children's awareness
in many areas. However, both this study and other studies have shown that this expectation is
not met (Arslan, 2019; Arslan, 2020a; Goldag, 2018). Identifying the reasons for this is also
important for preserving the social structure as from a social perspective, increasing the level of
education is a positive indicator. However, it is thought-provoking that children are negatively
affected by this positive indicator. Research aimed at identifying the reasons for this will also
bring solutions.

e In this study, the relationship between digital addiction and moral values in the digital
environment was examined. Both factors could be examined together with different factors.
When viewed, it is seen that these concepts have recently entered our lives. In this context,
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academic studies are naturally limited. It is seen that the findings obtained from each new study
will contribute to the formation of a general meaning network.

e Itis also thought that meta-analysis studies conducted on existing studies will have a significant
impact on the creation of a more holistic perspective.
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Turkge Suriimii

Girig

Teknoloji; insanin hayatini kolaylastiran bilginin elde edilmesi, bu baglamda farkli arag-gereglerin
gelistirilmesi ve uygulanmasi olarak ifade edilmektedir (Attwell, 2007). Diinyada insanin yasadigi her ¢cagda
teknoloji var olmus ve kendi ¢aginin gelisimine uygun olarak suirekli ileriye dogru bir gelisme gdstermistir.
Buglin icin su rahatlikla sdylenebilir ki hi¢bir cagda teknolojide bu ¢agdaki kadar hizli bir gelisme
gerceklesmemistir. Teknolojiyi bazi uzmanlar yasami pratiklestiren materyaller olarak bazilari ise bilgi
olarak tanimlamaktadir. Ginimizde her iki goriisiin de gegerli oldugu ancak yetersiz oldugu ve sosyal
hayata etki eden boyutunun da 6ne ¢ikariimasi gerektigi goriilmektedir. Her ¢ag Urettigi teknolojiye uygun
olarak sosyolojik anlamda yapisal bir bicimlenme ve degisme yasamaktadir (Tekin vd., 2003). Bu gercevede
meslekler, iletisim ve egitim sekillenmektedir. Yasadigimiz ¢agda teknolojinin gelisimi tim alanlarda
agirhkli olarak dijital arag-gerecler lizerinden degerlendirilmektedir. Teknoloji kavrami da biraz anlam
daralmasiyla birlikte daha ¢ok televizyon, bilgisayar, telefon, kayit araglari, mizik arag-geregleri ile
bltlinlesmis olarak algilanmaktadir (Katz, 2022). Her giin gelismis bir yeni versiyonu piyasaya siiriilen bu
araglar baslangicta iletisim ve eglence amagli olarak tasarlanmakla birlikte sonrasinda kullanicilari igin
bunun ¢ok 6tesine ge¢mis bir icerik ve anlama sahip olmustur. Teknoloji 6zellikle bu gelismis araglarla
birlikte geleneksel teknoloji kavraminin bir adim daha sonrasini kapsayan dijital kavramiyla yer
degistirmistir. Artik teknolojik araglar dijital araglar olarak tanimlanmaya baslanmistir. Dijital araglar
gerceklestirdikleri islevlerle haberlesmeden eglenceye, egitimden sosyallesmeye kadar bir¢cok alanda
bireylerin ihtiyacini karsilamaktadir (Kaputa vd., 2022). Bunun gergeklesmesinde internetin yayginlasmasi
ve dijital araglarin erisilebilirliginin artmasinin blyik roli bulunmaktadir. Dijital araglar ¢ok kiguk
yaslardan itibaren diinyadaki biiyiik bir kesimin kullanimina sunulmaktadir. ilk baslarda dijital araglarin bu
kadar yayginlasmasi ve her yastan bireyin kullaniyor olmasi biiylk bir yenilik ve gelisim olarak kabul
edilmistir. Burada insanlarin neredeyse diinyayl parmaklarinin ucunda hissetmelerinin yasattigi hazzin
onemli bir etken oldugu da belirtiimektedir (Papanastasiou vd., 2019). Dijital teknoloji ¢aginin insanlarin
hayatina getirdigi olumlu katkilar ve hizli degistirme giicli nedeniyle asosyallik, iletisim bozukluklari, dijital
bagimhlk, toplumsal deger algilarinda yozlasma gibi bazi olumsuz 6zelliklerinin de oldugu daha sonra fark
edilmistir (Baeva & Grigorev, 2020). Bu olumsuz etkiler arasinda dijital bagimlilik her yastan bireyin
yasadigi bir sorun olmasi nedeniyle giinimizde oldukca sik rastlanan ve ¢6zim aranan bir sorun olarak
one gcikmistir.

Bagimhhk; bireyin kendisi igin zararli olmasina karsin bir madde veya davranisi asiri sekilde ve
kontrolsiiz olarak kullanmak veya yasamak istemesi olarak ifade edilmektedir (Egger & Rauterberg, 1996).
Birey kontroliini kaybettigi icin bagimlihginin sonuglarina iliskin olarak mantikh bir ¢ikarim
yapamamaktadir. Sadece istedigini elde etmeye odaklanarak dirtileriyle hareket etmektedir. Bunun
sonucunda da bagimli oldugu seyi gittikce daha fazla gercgeklestirmek istemektedir. Bunu yapamadigi
durumlarda siddetli tepkiler, saglik sorunlari, depresyon vb. durumlar yasamaktadir. KontrolUni
kaybederek istedigini elde etmek icin baskalarinin istedigi her seyi yapabilir. Hem maddi hem manevi
olarak ugradig zararlarin yaninda cevrelerinde bulunan insanlari kaybetmektedir. Bedenindeki
yipranmalari énemsemeyerek fiziksel ¢okiis yasamaktadir (Ogel, 2005). Bagimlihik kavrami ge¢miste
herhangi bir maddeyi kullanmakla iliskilendirilirken glinimizde madde ve davranis bagimliligi olarak iki
ana kategoride ele alinmaktadir. Madde bagimhliginda uyusturucu madde, alkol, sigara, ilag, kafein, cay
vb. maddelere yonelik kullanma isteginin kontrol edilememesi (Khan & Aslam, 2020); davranis
bagimhhginda ise bireyin kendi yaptigi veya kendisine yapilan bir davranisa yonelik kontroltiniin olmamasi
ifade edilmektedir. Davranis bagimliligi ile ilgili alt kategorilerin her gecen giin arttigi belirtiimekle birlikte
one cikanlar arasinda siddet, kumar, seks, dijital arag, dijital oyun, teshircilik, otorite, yeme, kisi, ilgi,
internet, alisveris ve iliski bagimhhg bulunmaktadir (Griffths, 1999; Kim & Kim, 2002). Davranis
bagimhliklarinin tedavisinin madde bagimliliklarina nispetle cok daha kolay oldugu ve kisa slirecte sonug
alinabildigi ifade edilmektedir (Grant vd., 2010). Ancak tedavi edilmedigi durumlarda bireyin beyninin ilgili
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davranisi gerceklestirme istegiile ilgili olarak stirekli mesgul olmasi sonucunda takintili davranislar (Obsesif
Kompulsif Bozukluk) gelistirebilecegi belirtiimektedir (Marks, 1990).

internetin yayginlasmasiyla birlikte ortaya cikan sanal ortamlar, bu ortamlardaki icerikler bireylerin
gercek yasamda olan bitenlerden daha fazla ilgisini gekmeye baslamistir (Sherman & Craig, 2003). Sanal
ortamlarda gegirilen siire gok dikkat cekmemistir. Hatta dijital araglar kullanmadaki becerinin gelisimi igin
bunun zorunlu oldugu kabul edilmistir. Dijital gelisimin ¢ok hizli olmasi nedeniyle dijital bagimhilik kavrami
ancak dijital bagimli olan bireylerin ve gevrelerindeki kisilerin yasadiklari olumsuzluklar sonucunda ortaya
¢itkmistir. Dijital bagimhlik glinUmuzde anaokulu 6grencilerinden yetigkinlere kadar oldukga genis bir
yelpazedeki bireyin yasadigl sorun olarak kabul edilmektedir (Bakken vd., 2009). Dijital bagimhligin
telefon, internet, baglantililik, bilgisayar, oyun, iletisim, sosyal medya gibi bir¢ok alt versiyonu da ortaya
¢ikmistir. Dijital bagimliligin yasama olan etkilerine bakildiginda akademik basarinin diismesi, beslenme
bozukluklari, oturma pozisyonuna bagh beden postiriiniin degismesi, iletisim becerilerinin gelismemesi,
asosyallik, algi bozulmasi, toplumsal degerlerden uzaklasma, ahlaki bozulma, gercegi ayirt etmekte
zorlanma gibi birgok olumsuz etkisinin oldugu belirtiimektedir. Gorildigi gibi bu olumsuzluklarin bir kismi
fiziksel olup saglik sorunlari olarak ortaya ¢ikarken bir kismi psikolojik ve davranissal alan tzerinde etkili
olmaktadir. Psikolojik ve davranigsal sorunlara ¢ok fazla internette vakit gecirmenin yani sira kontrolsiiz
iceriklerin de neden oldugu belirtiimektedir (Schou-Andreassen & Pallesen, 2014). internet ortamlardaki
denetimin tam olarak yapilamamasi nedeniyle toplumsal degerleri olumsuz etkileyebilecek igeriklere her
yastan birey kolaylikla erisim saglayabilmektedir.

Deger, her toplumun kendine 6zgii olarak olusturdugu ve yasatilarak nesillere aktardigi kurallardir
(Celikkaya & Filoglu, 2014). Bir baska ifadeyle bir toplumda yasayan bireyler i¢in sahip oldugu degerler bir
nevi inang sistemi olup birlikte yasayabilmek icin belirlenen normlardir (Yildirim, 2022). Degerler sayesinde
toplumdaki bireyler dogru, onemli olani ayirt ederek nasil davranmasi ve yasamasi gerektigini
6grenmektedir (Rachmadtullah vd., 2020). Deger kavrami egitim agisindan ele alindiginda bireyin karakter
ve kisilik 6zelliklerinin sahip oldugu degerlerle referans edildigi, davranislarinin anlam kazandig ortaya
cikmaktadir. Bireyin degerleri kisiliginin yansimasi ve bir parcasi olarak kabul edilmektedir (Ozensel, 2003).
Egitimde gectigimiz ylzyildan itibaren 6ne ¢ikan degerler egitimi akademik basari kadar 6nemsenmektedir
(Aydin & Sulak, 2015). Verilen degerler egitimi ile 6grencilere dogrudan ya da dolayl olarak toplumsal ve
evrensel deger bilgilerinin kazandirilmasi amaglanmaktadir. Farkli derslerdeki iceriklerde degerler
egitiminin yansimalari bulunmaktadir. Bu baglamda degerler egitiminin biitlincil bir sekilde verilmeye
cahsildig1 gorilmektedir. Degerler egitimi ile 6grencilerin saglikh, dengeli, tutarl, toplumsal farkindahgi
gelismis bir birey olmalari amaglanmaktadir. Ayrica 6grencilerin kendi yasam ilkelerini olustururken iyi bir
insan ve vatandas olmalarini saglayan bilgi, tutum ve davranislar kazanmalari, toplumun ahlak ilkelerini
icsellestirmeleri de hedeflenmektedir (Kovanci vd., 2021). Burman ve arkadaslari (2005) degerler egitimi
ile 6grencilerin ahlak yargilarinin gelistirilmesi, dogru, dirist, edepli ve adaletli olma gibi evrensel olarak
tim toplumlarca onaylanan degerlerin kazandirilmasi, toplumsal hayatin icindeki sorumluluklarini
Ustlenmesinin saglanmaya calisildigini belirtmektedir. Cok kiiclik yaslardan itibaren gerek toplumsal yapi
gerek aile gerekse egitim ortamlarinda verilmeye calisilan degerler egitiminin istenen yeterlikte olmasi,
bireylerin tutum ve davranisa donistirebilmesi icin bu G¢ unsurun birlikte ve benzer kavramlari
kullanmasi dnemlidir.

Degerlerin insani, sosyal, ahlaki, dini degerler vb. gibi bircok alt alaninin oldugu belirtilmektedir. Egitim
ortamlarinda bu farkl degerlere ayri ayri yer verildigi gérilmektedir. Degerlerle ilgili son yaklasimlardan
biri de ahlak egitimidir (Baltaci, 2018). Ahlak egitimi yeni bir konu olmayip gecmisten giinimiize uzanan
surecte tim toplumlarda varhigini stirdiirmektedir (Kirschenbaum, 1995). Ahlaki deger; toplumsal, sosyal,
dini, felsefi, kiltiirel ve bireysel deneyimlerin karsilikli etkilesimleri neticesinde 6grenilmektedir.
Toplumsal yapi bireye iyi-koti, dogru-yanlis kavramlarini birbirinden ayirt etmeyi 6gretmektedir. Topluma
0zgl ozellikleri olan ahlaki degerlerin cignendigi durumlarda bireylerde sucluluk duygusu gériilmektedir
(Marwick, 2021). Ahlaki degerlerin yok sayildigi bir toplumun birligini, dirligini ve bekasini stirdirebilmesi
zordur (Baltaci, 2018; Mungmachon, 2012). Toplumsal kontrol bireylere toplumsal ahlaki degerleri
tasimaya bir yerde zorlamaktadir. Bu baglamda kisilerin toplumsal kontroliin olmadigi mecralarda da
ahlaki degerlere riayet edip etmedikleri 6nemlidir. Ginimizde dijital ortamlar kurulan bireyin ahlaki
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yapisini ortaya koydugu alanlardan biridir. Bireyin sahip oldugu ahlaki deger ve tutumlarin dijital ortamda
da sergilenmesi beklenmektedir. Ancak dijital ortamlarda reel hayattaki toplum baskisi olmadigi igin
bireyler daha rahat hareket edebilmektedir. Dijital ortamlarda birey kendisini istedigi gibi tanitabilmekte,
diinyanin her yerinden farkli yas ve kiiltlire sahip olan insanlarla etkilesim iginde olabilmektedir (Prensky,
2001). Sanal ortamdaki diger kisilerle ayni toplumda yasamadig icin de kendini ahlaki anlamda sorumlu
hissetmeyerek istedigi gibi davranmaktadir. Funk ve digerleri(2003) igeriklerinde siddet ve cinsellik
bulunan dijital oyunlarin gocuklarin ahlaki gelisimleri ve sorumluluklari Uzerinde olumsuz etkisinin
oldugunu séylemektedir. Burada 6nemli olan bir diger husus da 6zellikle kiiglik yaslardaki ¢ocuklarin ve
ergenlerin dijital ortamlarda gesitli ahlaki olmayan istismarlara maruz kalabilecekleri tehlikesinin olmasidir
(Keeley & Little, 2017).

Bireylerin sahip olduklari ahlaki degerleri reel ya da sanal her ortamda ayni tutarlilikta sergilemesi
beklenmektedir. Ancak bireylerin dijital ortamlarda reel hayatin i¢inde sergiledikleri ahlaki degerleri
yansitmamasinda toplumsal baskidan kagma istegi, daha 6zgiir ve denetimsiz bir ortamda bulundugunu
diisinmesi, gergek hayatta var olan kurallarin burada olmadigi inanci, yaptiklarindan sorumlu olmadigina
ve yakalanmayacagina inanmasi, dijital bagimlilik yasamasi vb. bircok neden etkili olmaktadir. Alan
yazininda dijital ortamlarda sergilenen ahlaki degerleri ve nedenlerini belirlemeye yonelik ¢alismalarin
sayisinin sinirli oldugu gorilmistir. Kovanci (2021), ortaokul 6grencilerinin dijital ortamlardaki ahlaki
deger algilarini, Yilmaz (2022) dijital oyunlarin gelisimin ¢ocuklarin ahlaki gelisimlerine etkisini
arastirmistir. Bats ve arkadaslari (2013) ise dijital araglari tasarlayanlarin gocuk ve ergenlerin ahlaki
gelisimlerine nasil midahale ettigini incelemistir. Yapilan incelemelerde dijital bagimlihgin farkl
degiskenlerle iliskisinin ve etkisinin arastirildigl goriilmustir. Guvendi ve digerleri (2019) saldirganlik,
Arslan (2020a) dijital bagimlilikla siddet egilimleri, Arslan ve Bardakgi (2020) iletisim becerileri, Arslan ve
Bardakgi (2020) sosyal kaygi, Altinok (2021) yasam doyumu, Kovanci (2021) evrensel ahlak ilkeleri, Arslan
(2022) 6z-yeterlik arasindaki etkilesimi belirlemek icin calismalar yapmistir. Yapilan ¢alismalarda genellikle
dijital bagimhligin olumlu ozelliklerle zit, olumsuz o6zelliklerle paralel bir iliski icinde oldugu sonucuna
ulasiimistir. Alan yazini taramasinda ortaokul dizeyinde dijital bagimhhgin dijital ortamlardaki ahlaki
degerlerin algilanmasi (zerindeki etkisini belirlemeye yonelik bir arastirmaya rastlanmamistir. Bununla
birlikte dijital bagimliligin bir¢ok arastirmada agiklandigi Gizere ¢cocuklarin ve ergenlerin tizerinde olumsuz
etkileri oldugu sonucu yapilan galismalarla ortaya konmustur. Gelisim bir bitiin olarak gerceklestigi icin
ahlaki gelisim Uzerinde de olumsuz etkisi oldugu yorumunda bulunulabilir. Dijital bagimhlik zerinde
bireyin sahip oldugu cesitli demografik 6zelliklerin etkili oldugu kabul edilmektedir. Gonii¢ (2009), Goldag
(2018), Arslan (2019), Eryilmaz ve Cukurlu6z (2019) yaptiklari ¢alismada erkek katiimcilarin dijital
bagimhlik diizeylerinin daha yiksek oldugunu belirlemistir. Kovanci (2021), Cosku ve Yildirim (2009), Polat
ve Caliskan (2013) calismalarinda sinif diizeyi agisindan anlamli farkhlik olmadigi sonucunu elde etmistir.
Goldag (2018) yaptig calismada ebeveyn egitim diizeyi ile 6grencilerin dijital bagimliliklari arasinda bir
iliski oldugunu belirlemistir. Arslan (2019), Arslan (2020a) tarafindan yapilan calismalar Goéldag'in
cahismasini desteklemektedir. Nugraheni (2018) dijital ortamlarin ¢ocuklara sahip olmasi gereken ahlaki
degerleri 6gretmedigini tam tersine olumsuz etkisinin oldugunu ifade etmektedir. Bu etkinin
belirlenmesinin hazirlanacak 6gretim programlarinda yer alacak olan degerle iliskili unsurlara yol gosterici
ozellikte olacagi dusliniilmektedir. Ayrica bu konuda yapilan arastirma sayisinin sinirh oldugu gerceginden
hareketle bundan sonra inceleme yapacak olan arastirmacilar i¢in de kaynak olacagi kabul edilmektedir.
Daha Once yapilan calismalar incelenmis ve dijital bagimlilikla dijital ortamlardaki ahlaki deger algilarini
birlikte ele alan bir calismaya rastlaniimamistir. Giinimiz toplumlari icin dnemli bir sorun olarak gorilen,
tedbir ve tedavileri icin ¢aba gosterilen dijital bagimliligin bircok etkisinin yani sira ahlaki degerler
Gzerindeki etkisinin incelenmesinin de 6nemli oldugu kabulliyle bu ¢alisma planlanmistir. Bahsedilen
gerekceler dogrultusunda planlanan bu arastirmada ortaokul 6grencilerinin dijital bagimhlik diizeylerinin
dijital ortamlardaki ahlaki deger algilari Gzerindeki etkisinin incelenmesine karar verilmistir. Bu dogrultuda
da arastirmanin sorulari asagidaki sekilde olusturulmustur.

Ortaokul 6grencilerinin,

o Dijital bagimlilik ve dijital ortamdaki ahlaki degerlere yonelik algi dlizeyleri nedir?
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o Dijital bagimliliklari ve dijital ortamdaki ahlaki degerlere yonelik algilari cinsiyet, sinif diizeyi, anne ve
baba egitim durumu degiskenleri agisindan farklilasmakta midir?

o Dijital bagimhliklari ve dijital ortamdaki ahlaki degerlere yonelik algilari arasinda anlamli bir iligki var
midir?

o Dijital bagimhhklarinin ve dijital ortamdaki ahlaki degerlere yonelik algilar {lizerinde etkisi
bulunmakta midir?

Yontem

Arastirmanin bu bélimiinde; kullanilan model, evren/érneklem, veri toplama araglari, veri toplama ve
analiz siireglerine iligkin bilgilere yer verilmistir. Yapilan bu ¢alismada etik kurul izni alinmistir.

Aragtirma Modeli

Arastirmada verilerin elde edilmesi amaciyla nicel arastirma desenleri icinde yer alan betimsel tarama
modeli tercih edilmistir. Orneklem seciminde ise olasilikli seckisiz &rnekleme tercih edilmistir. Bu
ornekleme yonteminde ilgili arastirmanin evreninde yer alan ve evreni temsil kabiliyetine sahip her birimin
arastirmaya katilma sansi bulunmaktadir. Tamamen tesadfi bir sekilde 6rneklem secilmektedir (Yildirim
& Simsek, 2021). Ayrica segilen her birimin diger birimleri etkileme olasilig bulunmamaktadir. Bu yénii bu
yontemin avantajli yani olarak kabul edilmektedir (Sharma, 2017).

Evren \ Orneklem

Arastirmanin érneklemini i¢ Anadolu Bolgesi’nde yer alan bir il merkezinde 2022-2023 egitim-6gretim
yilinda 5, 6, 7 ve 8. sinif 6grencisi olan 34.525 6grenciden 0.05 anlamlilik diizeyinde d= + 0.03 6rnekleme
hatasi dikkate alindiginda minimum sayinin (min=384) (Yazicioglu & Erdogan, 2014) stlinde yer alan bes
farkh ortaokula devam eden 736 (338 kiz-398 erkek) &grenci olusturmaktadir. Orneklem grubunun
demografik bilgilerine Tablo 1’de yer verilmistir.

Tablo 1
Ornekleme Ait Demografik Bilgiler.
Degiskenler (f) (%)
Kiz 338 45.9
Cinsiyet Erkek 398 54.1
Toplam 736 100
5. Sinif 238 32.3
6. Sinif 186 25.3
Sinif 7. Sinif 164 22.3
8. Sinif 148 20.1
Toplam 736 100
ilkokul 188 25.5
Ortaokul 288 39.2
Anne Egitim Durumu Lise 146 19.8
Universite 114 15.5
Toplam 736 100
ilkokul 84 11.4
Ortaokul 248 33.7
Baba Egitim Durumu Lise 238 32.3
Universite 166 22.6
Toplam 736 100

Tablo 1 incelendiginde; erkek 6grencilerin oranlarinin kiz 6grencilerinkinden daha yiksek oldugu, en
fazla katilimin besinci sinif en az katihmin ise sekizinci sinif diizeyinde oldugu gorilmektedir. Ebeveyn
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egitim durumuna gore ise ebeveyni ortaokul mezunu olan 6grencilerin oraninin ebeveyni ilkokul, lise ve
Universite mezunu olan 6grencilerden daha yiiksek oldugu saptanmistir.

Veri Toplama Araglari

vy

Bu calismada “Cocuklar icin Dijital Oyun Bagimliigi Olcegi” ile “Ortaokul Ogrencilerinin Dijital Ortamda
Ahlaki Degerlere Déniik Algilar Olgegi” isimli veri toplama araclari kullaniimistir. Olgeklerle ilgili ayrintili
bilgiler asagida yer almaktadir.

Cocuklar igin Dijital Oyun Bagimlihgi Olgegi (DB): Sahin ve arkadaslarinin (2019) gelistirdigi bu 6lgek
6 maddeden ve tek boyuttan olusmaktadir. Olcegin gelistirildigi calismada elde edilen Cronbach Alpha
glivenirlik katsayisi degeri .78; bu calismada ise .72 olarak hesaplanmistir. Olgeklerin Cronbach Alpha
glvenirlik katsayisi degerlerinin .70 ve {izerinde oldugu durumlarda gegerlik ve giivenirliklerinin saglandigl
ve yiiksek diizeyde oldugu kabul edilmektedir (Fornell & Larcker, 1981). Olgek maddeleri 5'li Likert olarak
tasarlanmis olup olumsuz ifadeden olumlu ifadeye dogru siralanmigstir. Bu 6lgekten en az 6 puan en fazla
30 puan alinabilmektedir.

Dijital Ortamda Ahlaki Dederlere Déniik Algilari Olgedi (DOADDA): Kovanci ve digerlerinin(2021)
gelistirdigi 17 maddeden olusan bu &lgegin (¢ alt boyutu bulunmaktadir. Olgek boyutlari
Hakkaniyet/Sorumluluk (HS=9 madde), Merhamet/Dirustlik (MD=4 madde), Mahremiyet/Nezaket
(MN=4 madde) olarak adlandiriimistir. Olgekte ters kodlanan madde bulunmamaktadir. Olgek gelistirme
¢alismasinda Cronbach’s Alpha giivenirlik katsayisi degerinin 6lgek toplami igin 0.87 oldugu bu ¢alismada
yapilan analizlerde ise 0.84 oldugu gériilmektedir. Olgek maddeleri 5’li Likert olarak tasarlanmis olup
olumsuz ifadeden olumlu ifadeye dogru siralanmistir. Bu 6lgekten en az 17 puan en fazla 85 puan
alinabilmektedir.

Olceklere iliskin olarak sahip olduklari n-madde puan araliklarinin belirlenmesi gerekmektedir. Bunun
icin de olcekten alinabilecek en yiiksek puandan en disiik puanin gikarilarak 6lgcegin segenek sayisina
bélinmesi islemi yapiimalidir [DB/DOADDA=(5-1)/4=0.80]. Olceklerin sahip olduklari puan araliklarinin da
bu dogrultuda hesaplanmasi gereklidir. Bunun igin de olgceklerden alinabilecek maksimum puandan
minimum puanin cikarilarak 6lceklerin segenek sayisina bélinmesi gerekmektedir [DB: (30-6)/5=4.8;
DOADDA: (85-17)/5=13.6] (Sad & Nalgagi, 2015). Bu hesaplamalara yonelik bilgiler Tablo 2’de
sunulmaktadir.

Tablo 2
DB ve DOADDA Olcek Bilgileri
Puan araligi _ Olgek giivenirlik Toplam Puan
Madde puani Olgek puani derecelendirmesi araligi
1.00-1.80 6.00-10.80
Duisiik 6.00-13.20
1.81-2.60 10.81-15.60
o0
Q2 261-3.40 15.61-20.40
3.41-4.20 20.41-25.20 Orta 13.21-22.80
4.21-5.00 25.21-30.00 Yiiksek 22.81-30.00
1.00-1.80 17.00-30.60 o
< 181260 30.61-44.20 Dustik 17.00-37.40
(a]
2 261-3.40 44.21-57.80
© 341420 57.81-71.40 Orta 37.41-47.60
4.21-5.00 71.41-85.00 Yiiksek 47.61-85.00

Ogrencilerin her iki 6lcek ve alt faktorlerine iliskin minimum-maksimum puanlari, élcek ve alt boyut
ortalamalari, madde puan ortalamalari, standart sapma degerleri ve Cronbach Alfa degerleri Tablo 3’te
yer almaktadir.
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Tablo 3
Olgeklere iliskin Betimsel istatistikler
En En Madde Madd Cronbach
n disiik yiiksek < ort. eort. ss Skewness Kurtosis Alfa
puan puan (1-5) (100)
DB 736 6 30 1471 245 49.03 5.13 422 .016 .720
HS 736 9 45 3234 359 71.87 833 -.569 .064 .845
MD 736 4 20 13.82 3.46 69.10 3.85 -.345 -.284 .702
MN 736 4 20 13.86 3.47 69.30 341 -.493 231 .687
Top. 736 17 85 60.03 3.53 70.62 12.45 -.608 1.005 .839

Tablo 3 incelendiginde; Ogrencilerin dijital bagimliliklarinin orta dizeyde (30<49.03<70); dijital
ortamlardaki ahlaki deger algilarinin ise toplam puan agisindan yiksek dizeyde (70<70.62) oldugu
gorulmektedir. DOADDA olgceginden alinan puanlara bakildiginda 6grencilerin en vyiksek puani
Hakkaniyet-Sorumluluk alt boyutunda aldiklari gértlmektedir (71.87). DB olgegine iliskin glivenirlik
degerinin 0.72 oldugu, DOADDA 6lgeginin alt boyutlarina iliskin glvenirlik degerlerinin 0.687 ile 0.845
arasinda degisirken toplam giivenirliginin ise .839 oldugu tespit edilmistir.

Verilerin Toplanmasi ve Analizi

Arastirma verileri i¢ Anadolu Bélgesinde yer alan bes farkl ortaokulda 6grenimlerine devam eden 750
dgrenciye her iki 6lcegin uygulanmasiyla elde edilmistir. Olgek formlan tek tek kontrol edildiginde 14
Olgegin hatal ya da eksik dolduruldugu belirlenerek galismadan cikarilmistir. Geriye kalan 736 6lgek
bilgisayarda SPSS 25 paket programina ylklenmis ve analizler bu program kullanilarak yapimistir.
Olgeklerin normallik varsayimlarina Kolmogorov-Smirnov (K-S) analizi ile bakilmis ve normallik
degerlerinin karsilanmadigi gorilmistir (p<.05). Olgeklerin toplam puanlarinda ve faktérlerindeki
carpikhik ve basiklik degerlerine bakildiginda ise bu degerlerin arastirmalarda kabul edilebilecek aralikta
(£1.96) oldugu goralmustir (DB igin: +Carpiklik= .422; Basiklik= .016, DOADDA igin: *Carpiklik= -.345/-
.608; Basiklik= .064/1.005). Elde edilen bu sonuglara gore arastirmanin verileri parametrik testler
kullanilarak analiz edilmistir (Kalayci, 2014). Grup sayisinin iki oldugu verilerde bagimsiz gruplar t testi
ikiden fazla oldugu verilerde ise tek gruplu ANOVA testi uygulanmistir. ANOVA testinde anlamh farkhlk
oldugu belirlenen degiskenlerde anlamli farkliligin hangi gruplar arasinda oldugunu saptamak icinse Tukey
testi yapilmistir. Ogrencilerin DB diizeylerinin DOADDA’lari lizerinde etkisinin olup olmadiginin saptanmasi
icin Yapisal Esitlik Modeli ve Dogrulayici Faktor Analizi kullaniimistir. Elde edilen bulgular tablolastiriimis
ve altlarinda agiklayici bilgilere yer verilmistir.

Bulgular

Arastirmanin amaglarn dogrultusunda uygulanan gerceklestirilen analiz sonuglarindan elde edilen
bulgular arastirma sorularina uygun bir siralamayla tablo ve sekiller halinde bu bélimde sunulmaktadir.

Ortaokul o6grencilerinin cinsiyet degiskenine gére DB ve DOADDA olgeklerinden aldiklari puan
ortalamalarinin anlamli dizeyde farklilik gosterip gostermediginin tespit edilmesi amaciyla uygulanan
bagimsiz gruplar t testi analiz bulgularina Tablo 4’te yer verilmistir.
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Tablo 4
Cinsiyet Degiskeni t Testi Bulgulari
Alt Faktorler Cinsiyet n X sd t df p
Kiz 338 13.61 4.98
Topl -5.457 734 .000*
Q oPlaM  E vk 398 15.64 5.08 >4 3 000
Kiz 338 34.27 7.80
H . 734 . *
S Erkek 398 30.71 8.43 >-903 3 000
< Kiz 338 13.98 3.98
Q MD Erkek 398 13.68 3.74 1.049 734 295
<
S Kiz 338 14.11 3.53
MN 1.771 734 077
Q Erkek 398 13.66 3.29 3 0
Kiz 338 62.36 13.17 .
Toplam | ek 398 58.05 13.35 4.748 734 000
*p<.05

Ortaokul 6grencilerinin DB 6lgeginden aldiklari puan ortalamalarinda gruplar arasinda anlamli farkhhk
oldugu gorulmektedir (p<.05). Erkek &grencilerin dijital bagimliliklarinin kiz 6grencilerinkinden daha
yluksek oldugu belirlenmistir. Katilimci grubun DOADDA 6lgeginden aldiklari puan ortalamalarinin toplam
puan ve HS alt boyutunda anlamh olarak farklilastig (p<.05) ancak 6lgegin MD ve MN alt boyutlarinda
anlamli olarak farklilasmadigi bulgusu elde edilmistir (p>.05)

Katihmcilarin DB ve DOADDA olgeklerinden aldiklari puan ortalamalarinin sinif diizeylerine gore
istatistiksel olarak anlamli dizeyde farklilasip farkhlasmadiginin saptanmasi amaciyla coklu grup
karsilastirmalarinda uygulanan ANOVA testi kullanilmistir. Analiz sonucunda elde edilen bulgular Tablo
5’te yer verilmistir.

Tablo 5
Sinif Diizeyi Degiskeni ANOVA Testi Bulgulari

Sinif _ Varyans Anlamh
Diizeyi n X sd kayzaél df F P Farkhhik
Bes! 238 15.56 4.96 Gruol 3

o Alt? 186 1468 531 o Poares .

O Yedi? 164  13.54 3.86 Gruplar igi 732 >-143 002 1>3
Sekiz* 148 14.66 6.10 Toplam 735
Bes! 238 32.40 8.10

w  Alt? 186 3276 ggo Cruplararas 3 L oas 120

T Yedi® 164  31.05 8.10  Gruplarici 732 ' ' i
Sekiz* 148  33.15 8.27 Toplam 735
Bes! 238 12.57 3.52 Gruplar arasi 3

a Alt? 186 13.88 4.30 15.263 000* 2>1, 3>1,

2 yedi® 164 14.59 2.74  Gruplarigi 732 ' ) 4>1
Sekiz* 148 14.91 4.27  Toplam 735
Bes! 238 13.19 3.22 Gruplar arasi 3

z Alt? 186 13.68 3.79 7001 000* 351 4>1

2 vedi? 164 1459  2.85  Gruplarigi 732 ' : ’
Sekiz* 148 14.38 3.55 Toplam 735
Bes! 238 58.17 10.71

3 e 186 60.32 138 CluPlraras 3 s

S Yed® 164 60.22  11.53 Gruplarigi 732 3.699 000 41

a Sekiz* 148 62.43 13.73 Toplam 735
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*p<.05

Tablo 5 incelendiginde; katilimcilarin DB 6lgeginden aldiklar puanlarda anlamh farklilik oldugu tespit
edilmistir (p<.05). Anlamli farkliligin besinci siniflar ile yedinci siniflar arasinda (1>3) oldugu belirlenmistir.
Ogrencilerin DOADDA &lgeginden aldiklari puan ortalamalarinin MD, MN alt boyutlari ve genel puan
ortalamasinda anlamh farklilastigi (p<.05), HS alt boyutunda ise bir farklihgin olmadigi saptanmistir
(p>.05). Anlamli farkhiligin besinci siniflar aleyhine olacak sekilde oldugu gozlenmistir. Genel puan
ortalamalarinin Sekiz > Alti > Yedi > Bes seklinde siralandigl sonucuna ulagiimistir.

Ortaokul ogrencilerinin DB ve DOADDA Olgeklerinden aldiklari puanlarin anne egitim durumu
degiskenine gore istatistiki olarak anlamh duzeyde farkhlagip farklilasmadiginin belirlenmesi igin
uygulanan ANOVA testi sonuglari Tablo 6’da sunulmustur.

Tablo 6
Anne Egitim Durumu Degiskeni ANOVA Testi Bulgulari
. - Varyans Anlamli
Anne Egitim n X sd kaynag! df F P Farkilik
ilkokul* 188 14.45 4.73 Gruplar aras 3
o  Ortaokul? 288 14.94 5.20 450 18 )
0 Lise? 146 1451 521  Gruplarici 732 ' '
Universite* 114 14.79 5.52  Toplam 735
ilkokul* 188 33.18 6.21 Gruplar aras 3
«»  Ortaokul? 288 31.07 8.27 3.969 008* 152 352
T Lise? 146 33.53 8.62  Gruplarigi 732 ' ’ !
Universite* 114 32.65 10.56 Toplam 735
ilkokul* 188 1399 3.28
o Ortaoku? 283 13.88 3.g7 Cruplararas 3
2 Lise? 146 13.79 3.96  Gruplarigi 732 14 673 i
Universite* 114 13.44 4.51 Toplam 735
ilkokul* 188 14.09 3.18
>  Ortaoku? 288 13.97 3.1 Cruplararas 3
2 Lise? 146 13.62 3.72  Gruplarigi 732 953 415 i
Universite* 114 13.54 4.00 Toplam 735
< Ilkokul* 188 6126 1015 . 3
9  Ortaokul’ 288 58.92 11.84 P Lesl 170 ]
E‘, Lise® 146 60.95 13.40 Gruplarici 732 ' '
©  Oniversite* 114 59.63 15.64 Toplam 735
*p<.05

Tablo 6 incelendiginde; katihmcilarin anne egitim durumu degiskenine gére DB olgceginden aldiklari
puanlarin anlaml farkliik géstermedigi belirlenmistir (p>.05). Olcegin puan siralamasina bakildiginda
ortaokul > Universite > lise > ilkokul seklinde oldugu goriilmektedir. DOADDA olceginden aldiklari
puanlarin ise dlgegin HS alt boyutunda anlamli olarak farklilastigi sonucuna ulasiimistir (p<.05). Anlamli
farkhlik olan grupla yukaridaki tabloda gérilmektedir.

Katihmcilarin DB ve DOADDA olceklerinden aldiklari puan ortalamalarinin baba egitim durumlarina
gore istatistiksel olarak anlamli diizeyde farklilasip farklilasmadiginin saptanmasi amaciyla uygulanan
ANOVA testinde elde edilen bulgulara Tablo 7’de yer verilmistir.
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Tablo 7
Baba Egitim Durumu Degiskeni ANOVA Testi Bulgulari
. - Varyans Anlamh
Baba Egitim n X sd kaynag! df F P Farkilik
ilkokul® 84 16.00 4.69 Gruplar 3
o Ortaokul? 248 1424 4.68 arasl "
0 |ise? 238 1495 4.79 Gruplar i 732 2857 .036 1>2
Universite® 166 14.40 6.26 Toplam 735
ilkokul® 84 31.62 4.84 Gruplar 3
«  Ortaokul? 248 3131 7.06 arasl
91 .009* >2
T Lise? 238 33.78 8.87 Gruplarigi 73, 918 009 3
Universite* 166  32.19 10.25 Toplam 735
ilkokul® 84 13.86 2.15  Gruplar 3
a  Ortaokul? 248  13.99 3.08 arasl
4 .015%  2>4,3>4
2 |jsed 238 1420 4.46 Gruplarigi 732 3.488  .015 3
Universite® 166  13.00 4.49 Toplam 735
ilkokul* 84 14.83 2.57 Gruplar 3
=  Ortaokul? 248  13.62 3.26 arasl 152, 1>4,
.632 . *
2 |jsed 238 14.40 2.99 Gruplarigi 732 8.63 000 3>4
Universite® 166 1298 4.24 Toplam 735
<« lIlkokul® 84  60.31 6.87 Gruplar 3
a 2
Ortaokul 248 58.92 10.35 arasi .003
=)
g Lise? 238 6238 12.86 Gruplarici 732 804 « 32,34
Q  Universite* 166 58.17 15.97 Toplam 735
*p<.05

Tablo 7 incelendiginde; ortaokul 6grencilerinin her iki dlcekten aldiklari puan ortalamalarinin baba
egitim durumu degiskenine gore anlamli farkhihk gésterdigi bulgusuna ulasiimistir (p<.05). DB ve DOADDA
olceklerinde aralarinda anlamli farklilik bulunan gruplar tabloda gorilmektedir.

Arastirma Modelinin Test Edilmesi

Arastirmada elde edilmeye calisilan bulgulardan biri olan DB’nin DOADDA (zerinde etkisinin olup
olmadiginin tespiti amaciyla yapilan analizlerde IBM AMOS 23.0 programi kullanilmistir. Yapilan
Dogrulayici Faktor Analizi neticesinde arastirma oGlceklerinden elde edilen bulgular ilgili referanslarla
birlikte Tablo 8'de verilmistir. Bulgulardan yola cikilarak Standardized Estimates ve Maximum Likelihood
hesaplama yodntemleri kullanilmis ve Kovaryans Matrisi olusturulmustur. Arastirmanin amaglari
cercevesinde olusturulmus olan modeldeki bagimli ve bagimsiz degiskenlerin hep birlikte analizinin
yapilmasi icin Yapisal Esitlik Modeli kurulmustur (Girbliz, 2019). Arastirmaya dahil olan katilimcilarin
dijital bagimhlik diizeylerinin dijital ortamlardaki ahlaki degerlere iliskin algilari Gzerindeki etki diizeyinin
analiz edilerek ortaya konuldugu bir testin yapildigi gorilmektedir. Bunun icin olusturulan model
degiskenlerinin X2/sd<5 ve 6ne ¢ikan diger referans degerlerinin kabul edilebilir aralikta yer aldigi
saptanmistir (Tablo 7). Ortaya c¢ikan bu bulgular isiginda olusturulan modelin arastirma verileriyle
uyumluluk gosterdigi ve kabul edilebilir referans araligini karsiladigi séylenebilir. Ortaokul 6grencilerinin
dijital bagimhlk diizeylerinin dijital ortamdaki ahlaki degerlere yonelik algilari Gzerindeki etkisinin tespiti
icin olusturulmus olan yol analizi modelindeki yollarin daha net anlasilabilmesi amaciyla renklendirme
islemi uygulanmistir. Olusturulmus olan model asagida yer alan Sekil 1’de sunulmustur.
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sekil 1
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Sekil 1’deki bu modele gore DB’den DOADDA’nin faktorlerine dogru yollar gizilmistir. Modele iliskin
uyum degerleri Tablo 8’de sunulmaktadir.

Tablo 8

Yol Analizine Ait Uyum indeksi Dederleri
Uyum Olgiitleri Referans Araliklari Model Degerleri
x%/sd 0< X?/sd< 5 4.821
GFI 0.85<GFI<1.0 0.893
IFI 0.90< IFI £1.0 0.883
CFl 0.90<CFI<1.0 0.882
RMSEA 0.00<RMSEA<0.08 0.072

Olu
mo

Tablo 8'de olusturulan modelin uyum degerleri ve kabul edilebilir referans degerleri goriilmektedir.
sturulan modele ait bulgularinilgili referans araliklarina uygun oldugu belirlenmistir. Ancak olusturulan
delde yer alan iliski yollarindaki regresyon katsayilarinin da incelenmesi gerekmektedir. istatistiksel

olarak bu degerlerin pozitif veya negatif yonde olup olmadigi, anlamlilik gosterip gostermediginin
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belirlenmesi 6nem arz etmektedir. Olusturulmus olan modele ait regresyon katsayilarinin anlamliligini
belirlemek icin elde edilen bulgularin sunuldugu Tablo 9 asagida yer almaktadir.

Tablo 9
YEM Standardize Edilmis Yol Katsayilari ve Sonuglari
Hipotez Yol Estimate(R) S.E C.R p Sonug
Hs: DB > DOADDA -0.799 -0.894 -4.132 0.000 Kabul
H.: DB > HS -0.810 1.575 -1.758 0.000 Kabul
H,: DB > MD -0.489 1.114  -0.749 0.000 Kabul
Hs: DB > MN -0.405 0.760 -1.743 0.000 Kabul

Tablo 9’da yer alan bulgularla modelin dogrulanmasindan sonra ortiik degiskenli yapisal model
Uzerinde arastirmaya iliskin hipotezler test edilmistir. Analiz sonuglarina gére; DB ile DOADDA ve faktorleri
arasindaki iliskilerde “p” puanlarinin 0.05’ten kiguk oldugu gorilmektedir.

H; (DB -> DOADDA) hipotezinin test edilmesi amaciyla yapilan YEM analizi sonucunda DB’nin
DOADDA’yI negatif yénde yiiksek diizeyde yordadigi (R=.799; p<.05) belirlenmistir. ikinci olarak H, (DB =
HS) hipotezi test edilmistir. Yapilan YEM analizi neticesinde DB’nin HS’yi negatif yonde yliksek diizeyde
yordadigi (R=.810; p<.05) sonucuna ulasilmistir. Uglincii olarak Hs (DB = MD) hipotezinin test etmek
amaciyla uygulanan YEM sonuglarinda DB’nin MD'yi negatif yénde orta diizeyde yordadigi (R=.489; p<.05)
sonucu elde edilmistir. Son olarak Hs (DB = MN) hipotezi test edilmis ve elde edilen YEM sonuglarina
bakildiginda DB’nin MN’yi negatif yonde orta dizeyde yordadigi (B8=.405; p<.05) gorilmektedir.
Arastirmanin bu béliimiinde; ortaokul dgrencilerinin TDYMO ile OSBFQ’ye iliskin puan ortalamalarinin
arastirmada belirlenen degiskenler agisindan anlamli dizeyde farkhhk gosterip gostermedigi ve
ogrencilerin Tlrkge dersine yonelik motivasyonlarinin okuma stratejileri bilissel farkindaliklari tizerindeki
etki diizeyinin belirlenmesi amaciyla uygulanan analizler neticesinde elde edilen bulgular yer almaktadir.

Tartisma, Sonug ve Oneriler

Bu bolimde yapilan arastirma neticesinde elde edilen bulgulardaki sonuclar alan yazinindaki diger
cahismalarla birlikte degerlendirilmis ve bu sonuglar dogrultusunda oneriler getirilmistir. Sonug ve tartisma
arastirma sorularinin sirasina uygun olarak yapilmistir.

Elde edilen bulgularda katiimcilarin dijital bagimhliklarinin orta diizeyde oldugu sonucuna ulasiimistir.
Arslan (2019), Arslan (2020a), Dilci ve arkadaslari (2019), Dogan (2018) tarafindan yapilan ¢alismalarda da
katilimcilarin puanlarinin orta diizeyde oldugu gorilmuistir. Ancak alan yazinina bakildiginda farkh
sonuglara ulasildigi da gorilmektedir. Baskéy (2013) tarafindan yapilan calismada dijital bagimlilik
dizeyinin yliksek diizeyde, Aktan’in (2018) calismasinda ise diisiik diizeyde oldugu saptanmistir. Yapilan
cahismalarda ortaya ¢ikan bu farkhligin 6rneklem farkliligindan kaynaklandigi savunulabilir. Ulasilan bir
diger sonu¢ da ortaokul Ogrencilerinin dijital ortamlardaki ahlaki deger algilarinin ise toplam puan
acisindan yiksek dizeyde oldugudur. Kovanci (2021) yaptigl calismada benzer sonuglara ulasmistir.
Coskun ve Yildirnm (2009), Dogan (2018) tarafindan yapilmis olan calismalarda katihmcilarin deger
algilarinin yiksek diizeyde oldugu sonucuna ulasiimistir.

Ogrencilerin DB dlceginden aldiklari puan ortalamalarinda erkek dgrencilerin kiz 6grencilerden daha
yuksek puan ortalamasina sahip oldugu ve gruplararasi anlamh farkhhk oldugu goriilmektedir. Bu durum
erkek 6grencilerin dijital bagimhliklarinin kiz 6grencilerden daha yiksek oldugunu géstermektedir. Gonlig
(2009), Goldag (2018), Arslan (2019), Eryilmaz ve Cukurluéz (2019) Arslan (2020b), Altinok (2021)
tarafindan yapilan calismalarda bu calismayi destekleyici bulgularin elde edildigi goértilmektedir. Chiu,
Hong ve Chiu (2013) dijital ortamlardaki bagimhhgin cinsiyete gére farklilik olusturmasina zemin teskil
eden faktoérlerden birisinin cinsiyete ylklenmis olan roller oldugunu savunmaktadir. Dufour vd. (2016)
erkeklerin internette kadinlara goére cok daha fazla zaman gecirmelerinin dijital bagimlilik Gizerinde etkili
oldugunu belirtmektedir. Bunu destekleyen bir yorum da Arslan (2020a) tarafindan yapilmistir. Erkeklerin
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toplumsal denetiminin kadinlara gére daha az yasamalarinin ve kadinlarin sosyal ortamlarda daha fazla
olma zorunluluklarinin olmasinin neticesinde erkeklerin kendi baslarina kaldiklarini ve dijital ortamlarda
daha fazla kaldiklarini belirtmektedir. Dijital ortamlarda gegirilen sire dijital bagimhhgin yasanmasi
olasiligini artirmaktadir. Ayhan ve Cavus (2015) ¢alismalarinda dijital bagimlikla harcanan para arasinda
glcll biriliski oldugunu belirlenmis ve erkeklere kizlara nazaran daha fazla harglik verilmesinin bu durumla
baglantili oldugunu savunmuglardir.

Katilimci grubun DOADDA o&lgceginden aldiklari puanlarda cinsiyetin kiz 6grenciler lehine anlamli
farklilik olusturdugu bulgusu elde edilmistir. Kovanci (2021) tarafindan yapilan ¢alismanin bulgulari da bu
¢ahismayla uyumluluk gostermektedir. Bu baglamda bakildiginda kiz 6grencilerin dijital ortamda da sahip
oldugu ahlaki degerleri sergileme konusunda erkek 6grencilerden daha yliksek performans gosterdikleri
ifade edilebilir. Ahlaki degerlerle yapilan ¢alismalarin sinirli olmasi sebebiyle yapilan yakin galismalara
bakildiginda Altunay ve Yalginkaya’in (2011) calismasinda kadin &gretmenlerin erkek 6gretmenlere
nispetle ahlaki degerlere daha fazla 6nem verdikleri tespit edilmistir. Burada toplumlarda kadinlara
yuklenen cinsiyet misyonunun dnemli bir etkisinin oldugu distiniilmektedir. Kadinlarin davraniglarinda
daha kontrolli ve kisith yetistirildigi icin her ortamda bu tavrini devam ettirmektedir. Dilmag ve digerleri
(2009), Coskun ve Yildirim (2009), Polat ve Caliskan (2013) kadin katihmcilarin deger algilarinin daha
yuksek oldugunu belirlemistir. Kiigiiksen ve Budak (2017) geleneksel degerler agisindan kadin katilimcilar
lehine anlaml farkhlik saptamistir. Yapilan ¢alismalarda genel olarak kadin katilimcilarin lehine anlaml
farklilik bulunmakla birlikte alan yazininda karsit sonuglarin da oldugu belirlenmistir. Cileli ve Tezer (1998)
arastirmalarinda kadinlarin deger algilarinin erkeklerden daha disiik diizeyde oldugunu tespit etmistir.
Sari (2005) ve Dilmag (1999) yaptiklari arastirmalarda cinsiyetin degerler Uzerinde etkileyici bir degisken
olmadigl bulgusunu elde etmistir. Kadinlarin deger algilarinin erkeklerinkinden daha yiiksek diizeyde
olmasinin nedenini Goka (2006) Turk aile yapisinin geleneksel formundan kaynaklandigini savunmaktadir.
Bunun nedeni olarak; kadinlarin yetistirilmesi siirecinde daha az 6zerklige sahip olduklarini ve kadinlara
neslin yetistiriimesinde daha fazla sorumluluk addedildigi icin de bu etki altinda degerleri daha ¢ok
icsellestirdiklerini gostermektedir.

Katihmcilarin dijital bagimhhliklarinin sinif diizeyi degiskenine goére anlamli farkhilik olusturmaktadir.
Alinan puanlarda besinci sinif 6grencilerinin dijital bagimlilik diizeyinin diger siniflarinkinden daha yiiksek
oldugu saptanmistir. Arslan (2019) tarafindan yapilan ¢alismada en alt duzeydeki sinif aleyhine olmak
Gzere anlaml farkhhk oldugu saptanmistir. Bu galismayla uyumluluk gosteren bir diger calisma Gonug
(2009) tarafindan yapilmistir. Dijital bagimliliga iliskin puan ortalamasi en yiksek olan grubun en alt
diizeydeki siniflar oldugu saptanmistir. Arslan (2020b) ve Altinok (2021) yine bu ¢alismayi sinif duzeyi
acisindan destekleyecek sonuglara ulasmistir. Farkh egitim kademelerinde olmakla birlikte dijital
bagimliligin baslangi¢ sinifinda oldugu goriilmektedir. Ogrencilerin DOADDA &l¢eginden aldiklari puan
ortalamalarinin sinif diizeylerine goére anlamh farkhlastigi saptanmistir. Anlamli farkliligin birinci siniflar
aleyhine olacak sekilde oldugu sonucuna ulasiimistir. Olcekten alinan puanlar dijital bagimlilik 6lgeginden
alinan puanlarla birlikte degerlendirildiginde bir uyumun oldugu gérilmektedir. Sinif diizeyi arttikca dijital
bagimhhk diserken ahlaki algl dizeyi yiikselmektedir. Altunay ve Yalginbay (2011) yaptigi ¢calismada
katilimcilarin yas diizeyi yikseldikce orantili olarak ahlaki deger algilarinin da arttigini belirlemistir. Kovanci
(2021), Cosku ve Yildirim (2009), Polat ve Caliskan (2013) calismalarinda sinif diizeyi agisindan anlamh
farkhlik olmadigi sonucuna ulasmistir. Dilmag (1999) sinif diizeyinin reel hayatta ahlaki deger algisi
Uzerinde belirleyici bir etken olmadigini saptamistir. Arastirmalarda goraldugia gibi farkh sonuglara
ulasiimistir. Bu farkliliklarin 6rneklem grubunun, uygulanma tarihinin farkhliklarindan kaynaklandigi
dusundlebilir. Yasla birlikte ahlaki alginin ve topluma uyumun da arttigi belirtilmektedir.

Katihmcilarin dijital bagimhilik diizeylerinin anne egitim durumuna goére anlamli farkhhk géstermedigi
ancak baba egitim durumuna gore gosterdigi sonucuna ulasiimistir. Géldag (2018) yaptigi calismada
ebeveyn egitim dizeyi ylikseldikce 6grencilerin dijital bagimhliklarinin arttigini belirlemistir. Arslan (2019),
Arslan (2020a) tarafindan yapilan calismalar Goéldag’'in calismasini desteklemektedir. Daha egitimli
ebeveynlerin ¢ocuklarinin dijital bagimhhklarinin daha yiksek diizeyde oldugu bulgusu ¢ok beklenilen bir
durum olmamakla birlikte buna neden olan etkenlerin arastirilarak ortaya konulmasi o6nemlidir.
Katihmcilarin DOADDA o&lgegi puanlarinin ebeveynlerinin egitim durumlarina gore anlamh olarak
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farkhlastigl sonucuna ulasilmistir. Baba egitim durumu agisindan da anne egitim durumu sonuglariyla
benzer sonuglara ulasildigi gorilmektedir. Universite mezunu ebeveynler aleyhine olan sonuglar
gercekten dikkat cekicidir. Polat ve Caliskan’in (2013) arastirmasinda da buna benzer sonuglara
ulasiimistir. Coskun ve Yildirim (2009) g¢alismalarinda ise ebeveynlerin egitim durumlariyla katilimcilarin
deger algilari arasinda bir baglanti olmadigl sonucuna ulasmistir. Geleneksel algi ebeveynlerin ¢cocuklarin
olumlu degerleri 6grenmeleri iizerinde belirleyici bir etkisi bulundugu yéniindedir. Unlii (2019) yaptig
¢alismada basta anne olmak Uzere gocuklarin degerleri ebeveynlerinin telkinleriyle 6grendigi ve onlari
mutlu etmek adina da davraniglarina yansittiklarini belirlemistir. Burada ebeveynlerin g¢ocuklarin rol
modelleri ve ilk 6gretmenleri oldugu gorilmektedir. Egitimli ve farkindalig gelismis olan ebeveynlerin bu
durumun farkinda olarak daha bilingli olarak c¢ocuklarina yaklasacaklari yorumunda bulunulabilir.
Galismalarda bu yorumu desteklemeyen sonuglarin nedenlerinin ayrintili irdelenmesi gerekmektedir.
Gerris ve digerleri (1997) arastirmalarinda ailenin ¢ocuklara degerlerin kazandiriimasindaki rolini
incelemislerdir. Hem ailenin hem de toplumsal yapinin sahip oldugu arzu edilen, degerli kabul edilen
olumlu degerlerin ve inanglarin cocuklara aktarilmasinda etkilesim surecinin énemine vurgu yapilmistir.
Ailenin belirleyiciliginin Uzerinde durularak baslangicta verilmesi gerekli olan degere donelerinin
atlanmamasi gerektigi ifade edilmistir. Elbette ailenin farkindaliginin 6nemi buyuktir ve gocuklari belirli
bir diizeyde etkileme giiciine sahiptir. Ancak bir noktadan sonra da kisisel tercihlerin de etkisi olacaktir.

Yapilan yol analizi neticesinde katilimcilarin dijital bagimlilik diizeylerin dijital ortamlardaki ahlaki deger
algilan Uzerinde negatif bir etkisinin oldugu belirlenmistir. Elde edilen bu sonu¢ neticesinde dijital
bagimhhk dizeyi arttikga dijital ortamlardaki ahlaki deger algilarinda bir diisiis olacagl yorumunda
bulunulabilir. Bu olduk¢a 6nemli bir bulgudur. Clinki saglikh bir bireyin gergek hayatta sahip oldugu ahlaki
degerleri dijital ortamlarda da yansitmasi beklenen bir durumdur. Kovanci (2021) ¢alismasinda dijital
ahlaki degerlerle evrensel ahlaki degerlerin korelasyonunun yiksek oldugunu belirlemistir. Dijital
bagimliligin olumsuz olarak kabul edilen davranislarla pozitif bir iliskisi bulunmaktadir. Ornegin Arslan
(2019) yaptigi arastirmada dijital bagimhlikla siddet egilimleri arasinda pozitif yonde orta diizeyde etkisinin
oldugunu tespit etmistir. Dogan (2018) internet bagimliligi ile degerler arasinda negatif yonde anlamli iliski
diizeyi oldugunu saptamistir. Olumlu kabul edilen davraniglarda ise bunun tam tersi sonuglarin oldugu
gorulmektedir Arslan ve Bardakgl (2020b) dijital bagimhhgin iletisim becerisi lizerinde negatif bir etkiye
sahip oldugunu saptamistir. Degerler ile ilgili yapilan ¢alismalara bakildiginda olumlu deger yonelimlerinin
olumsuz davraniglar tizerinde etkisi oldugu gorilmektedir. Kaya ve arkadaslari (2019) ergenlerin olumlu
degerlere sahip olmalarinin saldirganlik davranislari Gzerinde azaltici bir etkiye sahip oldugunu
belirlemistir.

Dijital bagimlihgin bireylerin olumlu deger algilarinda bir bozulmaya neden oldugu kabul edilmektedir.
Clnklu degerler saglikli kisilik bulgulariyla desteklenebilecek karaktere sahiptir. Ding (2010) dijital
bagimhlik yasayan bireylerin reel hayata uyum saglamakta problem yasayan ve bir tir topluma
uyumsuzluk sergileyen yapida olduklarini, kacis refleksini yasadiklarini soylemektedir. Bu baglamda
degerleri algilamalari ve i¢sellestirmelerinde de sikintilar yasamalari muhtemeldir. Yine reel hayatta var
olan deger sorunlarini dijital ortamlara da yansitmalarinin bir tiir izdlsim oldugu dislnilebilir (Arisoy,
2009).

Yapilan bu calismada ulasilan sonuclar neticesinde asagida yer alan onerilerin getirilmesi uygun
gorilmastar.

e Bu calisma ortaokul kademesinde yapilmis olup farkli kademelerde tekrarlanmasi glinimizde
onemli sorunlar arasinda yer alan dijital bagimlilik ve ahlaki degerlerin incelenmesinde alan
yazinina katki saglayacaktir.

e Cinsiyet faktori agisindan erkek ogrencilerde goérilen olumsuz sonuglarin nedenleri nitel
arastirmalarla desteklenerek aciklanabilir.

e Bireylerin cocukluktan itibaren yetiskinlige dogru uzanan sirecte saglikh davranislar sergilemeleri
beklenen bir durumdur. Ergenlikle birlikte bu slrecte sapmalar olsa dahi bunun sonraki yillarda
normale donmesi beklenmektedir. Ergenlik donemindeki bireylerin yasadiklari sorunlarla dijital
bagimhlik ve dijital ortamdaki ahlaki deger algilari birlikte arastirilabilir.
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e Ebeveynlerin egitimli olmasinin bir¢ok alanda ¢ocuklarin da farkindaliklarinin gelismesine katki
sunmasi beklenmektedir. Ancak gerek yapilan bu c¢alisma gerekse diger bircok ¢alismada bu
beklentinin karsilanmadigi ortaya konulmustur (Arslan, 2019; Arslan, 2020a; Géldag, 2018) Bunun
nedenlerinin ortaya konulmasi toplumsal yapinin korunmasinda da énemlidir. Clinkii toplumsal
yap! agisindan egitim dizeyinin yikselmesi olumlu anlamda 6nemli bir gostergedir. Ancak
¢ocuklarin bu olumlu gostergeden olumsuz etkilendiginin belirlenmesi diistiindiirticidir. Bunun
nedenlerini saptamaya yonelik arastirmalar ¢6ziim 6nerilerini de beraberinde getirecektir.

e Yapilan bu ¢alismada dijital bagimlilikla dijital ortamdaki ahlaki degerler arasindaki iligki
incelenmistir. Her iki etken de farkli etkenlerle birlikte incelenebilir. Bakildiginda bu kavramlarin
¢ok yakin zamanda hayatimizin igine girdikleri gorilmektedir. Bu baglamda yapilan akademik
¢ahismalar da dogal olarak sinirlidir. Her yeni ¢alismayla elde edilen bulgularin bir genel anlam agi
olusmasini destekleyecegi goriilmektedir.

e Yine var olan galismalardan yapilacak meta analiz arastirmalarinin daha butiincul bir bakis agisi
ortaya konmasinda 6nemli bir etkiye sahip olacagi dusiinilmektedir.
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This study aims to explore the relationship between post-earthquake trauma and
feelings of hopelessness among teachers following the two devastating earthquakes,
both with magnitudes exceeding 7.0, centered in Kahramanmaras, Turkey, on
February 6, 2023. Data were collected using the Post-Earthquake Trauma Level
Assessment Scale and the Beck Hopelessness Scale. A total of 430 teachers from public
schools in the earthquake-affected region participated in the study. The data were
analyzed using t-tests, ANOVA, correlation, and regression analyses. The analysis
revealed notable findings. Teachers’ trauma levels varied significantly based on
gender, experiencing the loss of close ones, and receiving psychological support.
However, no significant differences were observed regarding participation in search-
and-rescue efforts. Similarly, hopelessness levels differed significantly for teachers
who had experienced loss or sought psychological support but showed no differences
based on gender or involvement in search-and-rescue operations. Teachers whose
homes suffered slight, moderate, or severe damage reported significantly higher
trauma levels than those whose homes were undamaged. Additionally, a moderate-to-
strong positive correlation was found between trauma levels and hopelessness.
Regression analysis showed that trauma accounted for 31% of the hopelessness
experienced by female teachers and 39% by male teachers in the earthquake zone.
The findings of the study shed light on the emotional toll of such disasters, offering
insights into the factors that contribute to trauma and hopelessness. Based on these
results, the study discusses potential approaches and provides recommendations to
better support teachers in the aftermath of natural disasters.
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Bu arastirmanin amaci, Turkiye’de 6 Subat 2023 tarihinde Kahramanmaras merkezli 7
siddetinin tzerinde gergeklesen iki biiylik depremin ardindan 6gretmenlerdeki deprem
sonrasi travma duzeyleri ile umutsuzluk arasindaki iliskiyi incelemektir. Arastirmada
veriler Deprem Sonrasi Travma Diizeyini Belirleme Olcegi ve Beck Umutsuzluk Olgegi
ile elde edilmistir. Calismanin 6rneklemi; deprem bolgesindeki devlet okullarinda gérev
yapan 430 6gretmendir. Verilerin analizinde; t- testi, ANOVA, korelasyon ve regresyon
kullanmlmigtir.  Analiz sonuglarina goére ogretmenlerin deprem sonrasi travma
duzeylerinde cinsiyet, yakin gevrede can kaybi ve psikolojik destek alma degiskenleri
bakimindan anlamh bir farkhhga ulasilirken, arama kurtarma galismalarina katiima
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Deprem, degiskeni bakimindan herhangi bir anlamli farkliliga ulasiimamistir. Ogretmenlerin
Ogretmenler, umutsuzluk dizeylerinde ise yakin ¢evrede can kaybi ve psikolojik destek alma
Deprem Sonrasi Travma, degiskenleri bakimindan anlamli bir farkliiga ulasilirken cinsiyet ve arama kurtarma
Umutsuzluk. galismalarina katilma degiskenleri bakimindan herhangi bir anlamh farklilga

ulasilmadigi gorilmistir. Evleri az, orta veya agir hasar almis 6gretmenlerin deprem
sonrasi travma dizeylerinin evleri hi¢ hasar almamis 6gretmenlere gore istatistiksel
bakimdan anlamli derecede yiiksek bulunmustur. Ogretmenlerin deprem sonrasi
travma dizeyleri ile umutsuzluklari arasinda orta-buyik dizeyde, pozitif yonli anlamh
bir iliski oldugu saptanmistir. Bunun Uzerine yapilan regresyon analizi sonucuna gore
deprem bolgesinde yasayan kadin 6gretmenlerin umutsuzluk dizeylerinin %31’inin,
erkek ogretmenlerin %39’unun deprem sonrasi yasadiklari travmaya duzeyleri
tarafindan agiklandigi tespit edilmistir. Calismada elde edilen bulgular tartisiimis ve
Arastirma Makalesi konuyla ilgili bazi 6nerilerde bulunulmustur.

Introduction

Individuals can be affected by the events they experience, witness, and observe in their environment
in some periods of their lives. Trauma is a process in which individuals' coping mechanisms are
temporarily inadequate in the face of the events they experience, and they feel intense uncertainty
(Hapke et al., 2006; Herman, 1992). In another definition, trauma is defined as a stress disorder and
related negative psychological state that occurs as a result of individuals encountering a serious event
that threatens and damages their lives (DSM-V, 2013). Based on the definitions, it can be said that
trauma, which occurs as a result of unexpected events, is an old concept that can cause mental
disorders in individuals and can be associated with human history.

Traumatic events that can cause physiological and psychologically negative consequences on
individuals are classified in different ways. Aker (2012) categorizes traumatic events into three groups:
accidents, natural disasters, and man-made events. In addition to this classification, traumatic effects of
various situations that develop during the mourning process as a result of the loss of relatives, individual
traumas caused by various accidents, social traumas including natural disasters such as floods and
earthquakes, ongoing traumas including abuse and domestic violence, and singular traumas such as
situations that endanger the lives of individuals can also be classified (Aker, 2012; Golge, 2005). The
causes of traumatic events are generally classified as natural events as well as human induced. However,
it should be kept in mind that the effects of natural disasters are largely related to human factors. For
example, the tragic consequences of natural events such as floods or earthquakes are often caused by
human-induced deficiencies such as improper construction or inadequate precautions (Wisner et al.,
2004).

One of the most important natural factors that cause trauma on people is earthquakes. Earthquakes,
which occur as a result of the movements of tectonic plates (Coskun, 2008), can have many destructive
effects on people living on earth (Sonmez, 2022). The severity of these physical effects can vary
depending on the magnitude of the earthquake and the proximity of individuals to the epicenter. In
addition to their physical effects, earthquakes can also have profound effects on people's mental health.

The psychological effects of earthquakes can include post-traumatic stress disorder (PTSD), anxiety,
depression, and acute stress reactions (Harada et al., 2015). Just witnessing the destruction and loss of
life caused by an earthquake can be traumatic and lead to long-term psychological distress. Individual
responses may vary, with some people experiencing intense fear, sleep disturbances and intrusive
memories or flashbacks (S6nmez, 2022). Individuals may experience fear, anxiety and an increased
sense of vulnerability during and after an earthquake. The uncertainty and unpredictability of
earthquakes can lead to feelings of helplessness and loss of control (Becker et al., 2012). The intensity
and duration of these psychological effects may vary, with some individuals exhibiting acute stress
reactions while others may develop post-traumatic stress disorder (Stkri, 2023). The psychological
effects of earthquakes can go beyond momentary distress. Individuals may also experience long-term
psychological problems such as persistent anxiety, phobias related to earthquakes or natural disasters,
and difficulties in adapting to the post-earthquake environment (Nakajima, 2012). These negative life
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experiences can affect individuals' emotions, thoughts and psychological states for a long time, causing
them to feel feelings such as sadness, helplessness and fear intensely (Ercengiz et al., 2023; Ozen, 2017).
Earthquakes can cause intense emotional distress such as depression in individuals and society. With its
sudden and destructive nature, an earthquake experience can shake the foundations of people's lives
and create a sense of hopelessness in people (Hutchins et al., 2016). The feeling of hopelessness that
may arise as a result of an earthquake can be seen as one of the important psychological conditions that
can negatively affect individuals psychologically.

Hopelessness is a negative cognitive state that causes the individual to be deprived of well-being,
unwillingness to live and the inability to perceive life positively with the lack of a purpose in life (Beck et
al., 1974). Hopelessness can also be defined as the loss of meaning attributed to life along with regret
for previous experiences (Ungiiren & Ehtiyar, 2009). Hopelessness is associated with depression and
many psychological disorders as an emotional state that negatively affects the mental health of the
individual and affects individuals negatively (Dereli & Kabatas, 2009). It can be thought that
hopelessness is closely related to individuals' mental well-being and social competencies (Vatan & Dag,
2009). In summary, it can be said that hopelessness is a concept that is thought to affect individuals'
mental, physical, and social well-being (Deveci et al., 2011).

The traumatic consequences of the earthquake affect many segments of society. Due to their role in
society, teachers are likely to be one of the segments most affected by the traumatic consequences of
earthquakes. Earthquakes can have a significant impact on both the professional and personal lives of
teachers. Teachers are often first responders following earthquakes and play a crucial role in supporting
students emotionally and academically. The emotional toll of witnessing the effects of earthquakes on
students and their families can negatively impact teachers' well-being and adaptation (O'Toole &
Friesen, 2016). In the aftermath of an earthquake, teachers may experience burnout and hopelessness
due to various stressors during the tasks of maintaining post-disaster educational processes and
supporting students (McKay et al., 2013). Various studies have examined the impact of earthquakes on
teachers. O'Toole and Friesen (2016) found that earthquakes have significant long-term effects on
teachers' emotional well-being and their ability to cope and adapt after a disaster. In this context, it was
found that teachers' self-efficacy and emotion regulation levels decreased after the earthquake.
Oztirk's (2010) research on pre-service teachers' earthquake experiences showed that some
participants experienced psychological problems such as anxiety, fear, and helplessness after the
earthquake and that they were still not prepared for a possible earthquake again. Johnson et al. (2014)
examined the reactions of New Zealand teachers in the classroom following an earthquake and
emphasized the importance of providing appropriate support to teachers during such challenging times
in meeting the educational needs of students. In sum, it can be said that earthquakes have various
effects on teachers, ranging from emotional adjustment and well-being to their professional roles and
responsibilities.

As is well known, on February 6, 2023, Turkey experienced two major earthquakes with magnitudes
above seven, one after the other, with epicenters in the Pazarcik and Elbistan districts of
Kahramanmaras. Although these earthquakes were centered in Kahramanmaras, they caused great
destruction, injuries, and loss of life in different provinces of Turkey such as Adana, Adiyaman,
Diyarbakir, Eldzig, Gaziantep, Hatay, Kilis, Malatya, Osmaniye, Sanhurfa. The fact that the devastation
was so great has led to the need to conduct studies on the post-earthquake psychological trauma and
hopelessness levels of teachers, who have an important role in education as an affected and influential
individual. Psychological trauma emerges as an important phenomenon that needs to be examined
because it is a frequently observed reaction after natural disasters and can directly affect the role of
teachers in the educational environment (Bonanno et al.,, 2007). Hopelessness, on the other hand,
emerges as an important emotional variable (Beck et al., 1974) that is associated with the decrease in
teachers' expectations for the future and their professional motivation. For these reasons, it is
important to examine the reactions of teachers in the aftermath of the earthquake in terms of these
two variables in order to understand the emotional effects of extraordinary situations such as
earthquakes on teachers. This study aims to examine the post-earthquake psychological trauma and
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hopelessness levels of teachers who experienced the earthquake centered in Kahramanmaras.
Considering that teachers have important roles in contributing to the normalization process of the
society and providing social support to students after the earthquake, it is predicted that the results
obtained from the study can contribute to the development of suggestions to support the psychological
health of teachers and thus contribute to their ability to provide quality education to the society and
students. In addition, the fact that there is not much research on the subject with a focus on teachers in
literature reveals the importance of conducting this study. It is thought that examining the post-
earthquake trauma and hopelessness levels of teachers according to different variables may be useful in
terms of guiding the support that the Ministry of National Education can offer to teachers and providing
a resource for researchers on the subject. In line with this purpose, the following questions were sought
in the study:

e Do the post-earthquake psychological trauma and hopelessness levels of teachers who
experienced an earthquake show statistically significant differences in terms of the variables of
gender, having a loss in the immediate environment, participating in search and rescue
activities, receiving psychological support or using medication, and whether their houses were
damaged or not?

o Are the hopelessness levels of teachers who experienced an earthquake influenced by the level
of trauma they experienced after the earthquake?

Method
Research Model

In this study, descriptive survey, and correlational model, which are among quantitative methods,
were used. In the descriptive model, the tendencies, attitudes, and opinions of the population through a
certain sample are explained with numerical data (Creswell, 2013). In the correlational model, it is
aimed to determine the relationship between at least two variables without any intervention (Fraenkel
& Wallen, 2005).

Population and Sample

The population of the study consists of 6 provinces (Kahramanmaras, Hatay, Gaziantep, Malatya,
Osmaniye and Adana) affected by the February 6, 2023, Kahramanmaras-centered earthquake.
According to the G*Power sampling calculation, it was determined that 306 people should be reached
with a 5% margin of error and 95% confidence interval. Snowball sampling method, one of the
purposive sampling methods, was utilized during data collection. In this method, other people were
reached through a few people who could be considered relevant in the context of the subject of the
study. In general terms, it is used for a special sample group affected by an event or a special sample
group (Biernacki & Waldorf, 1981). Considering that there would be outliers in the study, 430 people
were reached. The data of 3 participants were excluded from the total data set due to their extreme
outliers, and the rest of the study was conducted with the data of 427 people teaching in the
earthquake zone. Demographic information about the participants is given in Table 1.

Data Collection Tools Used

In this study, two scales were used in the data collection tools to determine the level of post-
earthquake trauma and to examine the general hopelessness levels of teachers.

Scale for Determining the Level of Post-Earthquake Trauma (EPTSD): The scale developed by
Tanhan and Kayri (2013) was developed to determine Posttraumatic Stress Disorder (PTSD) among
individuals between the ages of 15-86 living in the relevant region after the 2011 Van earthquake. The
scale is a five point Likert-type scale consisting of 40 items and five factors. The Cronbach's alpha
reliability coefficient calculated in the original form of the scale is 0.87. In this study, the reliability
coefficient was calculated as 0.95.
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Beck Hopelessness Scale: It was developed by Beck et al. (1974) and first adapted into Turkish by
Seber et al. (1993). Later, a validity study was conducted by Durak and Palabiyikoglu (1994). The scale
consists of 20 items of Yes-No dichotomous categorical type. Exploratory factor analysis revealed that
the scale has a three-factor structure. In the Turkish adaptation studies of the scale, 28% of the total
variance was explained by feelings and expectations for the future, 8% by loss of motivation and 6.6% by
hope factor. A high score on the scale indicates a high level of hopelessness. Reliability analyses show
that Cronbach's alpha value of the scale was 0.78 in the adaptation study. In this study, the internal
consistency value was 0.93.

The demographic characteristics of the 427 teachers who participated in the study are presented in
Table 1. The average age of the teachers who participated in the study was 41.22 (SD=7.56).

Table 1

Demographic Characteristics of Participants

Demographic Features Sample
N %

Gender

Female 266 62.3

Male 161 37.7
Damage Status of the House

No Damage 109 25.5

Less Damaged 212 49.6

Moderately Damaged 38 8.9

Heavily Damaged 68 15.9
Loss among loved ones® 223 52.2
Participation in Search and Rescue Operations® 71 16.6
Currently using psychological support or medication?® 41 9.6

Note: “a” reflects the number and percentage of respondents who answered “yes” to this question.
Data Collection

After the ethical approval was obtained by the ethics committee of Agri ibrahim Cegen University
with the date-number 28.09.2023-E.80744, the scales were distributed to the participants by creating a
link through Google Forms and sharing them online. Data were collected between November and
December 2023. Participants were also informed about the voluntariness and confidentiality of the
study.

Data Analysis

In the study, trauma levels and hopelessness levels of teachers who experienced an earthquake were
examined in terms of various variables. Before analyzing the data, descriptive statistics and normality
distributions were examined. In line with the findings obtained, it was found that the data were
normally distributed. In the study, t-test was applied in cases of two categorical independent variables
and One-Way Analysis of Variance (ANOVA) was applied in cases of more than two categorical variables.
The relationship between the two independent variables was examined with Pearson correlation
coefficient and the prediction of hopelessness by teachers' post-earthquake trauma levels was
determined by Simple Linear Regression.

Findings

Table 2 presents the descriptive statistics of the total and sub-dimensional scores of the scales and
the relationship between the variables. When Table 2 is examined, skewness values vary between -.44
and .66, and kurtosis values vary between -1.40 and -.51. These values show that skewness and kurtosis
values are between +1.5 and -1.5 and thus normality is ensured (Tabachnick & Fidell, 2013).
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The findings showed that all variables were related to each other. There is a statistically significant
and positive relationship between all dimensions of the Beck hopelessness scale and all dimensions of
the scale for determining the level of post-earthquake trauma (p< .01). It was found that the dimensions
of the relationship between the two scales were mostly at a moderate level (.65> r>.29).

When the mean post-earthquake trauma level is examined, it is stated that there is a threshold value
of 52.385 + 5.051 (Tanhan & Kayri, 2013). It is seen that the mean post-earthquake trauma level of the
sample group is 60.25. As a result of the analysis performed by taking 57.44 as the cut-off point in the
one-sample t-test, it was found that the participants were statistically significantly traumatized by the
earthquake (tsz6= 2.823; p< .05).

Table 2

Descriptive Statistics, Skewness, Kurtosis and Correlation

Variables M Sd. Sk. Kr. Correlation
1 2 3 4 5 6 7 8 9 10

1.Behavior 1014 4.40 29 -95
Problems
2.Exci
. )SCIt?ment 13.91 6.32 .19 -1.21 73*
Limitation
3.Affective 12.74 3.79 -.14 -.51 .63* .68*
4.Cognitive

& 14.53 4.80 -44 -1.00 .70* T1* .66*
Structure
5.Sleep

8.93 4.32 .01 -1.40 73* 67* .61* .78*

Problems
6th
Earthquake 60.25 20.54 .00 -1.13 .87* .89* .81%* .89* .87*
Total
7.Futi

Y E"e 2.12 1.81 .26 -1.40 A0* .57* .29% A1* .39% .50*
Emotions
8.Loss of

A 2.65 2.63 .66 -.96 A0* .56* .30%* .38* A0* 49* T1*
Motivation
9.Future

. 2.59 1.64 -.02 -1.21 A49* .61* .35% A8* A8* .57* .78* 74*
Expectation
10.Beck
8.06 6.05 43 -1.05 A8* .64* .34% A6* AT* .57* .90* 91* .90*

Hopelessness
Not: M= Mean, Sd= Standard deviation, Sk.= Skewness, Kr.= Kurtosis, *p< .01

The results of the independent samples t-test conducted according to the status of two categorical
variables among the demographic variables of the study are given in Table 3.

The differences of the dependent variable between two groups (i.e., gender or whether or not they
received psychological support) were analyzed by independent samples t-test. According to the gender
variable, female teachers' post-earthquake trauma levels were statistically higher than male teachers
(tazs= 6.367; p < .01); however, hopelessness levels did not differ significantly according to gender (tszs=
0.591; p> .05). It was found that the post-earthquake trauma levels (tss= 3.450; p< .01) and
hopelessness levels (tss= 2.982; p< .01) of both teachers who suffered loss of life in their immediate
surroundings and teachers who currently receive psychological support were statistically significantly
higher.
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Table 3

Participants' t-Test Results According to Some Variables

) EPTSD Beck EPTS EPTSD Beck Beck
Variables N Hopelessness Dt R
M sd M sd 2P 2 P
Gender
Female 266 64.95 19.43 8.20 5.88 6.367 .00%* .591 .55
Male 161 52.47 19.99 7.84 6.32
Loss among loved ones
Yes 223  63.48 21.15 8.89 6.42 3.450 .00* 2.982 .00*
No 204 56.71 19.28 7.16 5.48
Currently Receiving
Psychological Support
Yes 41 76.73 17.29 12.88 6.03 5.595 .00* 5.550 .00*
No 386 58.49 20.09 7.55 5.83

Note: M=Mean, Sd=Standard deviation, EPTSD = Post-Earthquake Trauma Level, *p < .01

ANOVA results according to the damage status of the participants' houses are given in Table 4.
According to the damaged status of the teachers' houses, the levels of ESSD and hopelessness were
analyzed by ANOVA. Significant differences were found in both the levels of PSTD and hopelessness, and
Bonferroni, one of the post-Hoc tests, was used to determine which averages the difference was caused
by. In this context, it was found that the post-earthquake trauma (PST) levels of teachers whose houses
were slightly, moderately, or severely damaged were statistically significantly higher than those whose
houses were not damaged at all (F(3,423= 8.930; p< .01). Accordingly, it can be said that the fact that the
house was even slightly damaged statistically increases the DST level of the teachers. When the
hopelessness levels were analyzed, it was concluded that the hopelessness levels of teachers whose
houses were severely damaged were statistically significantly higher than those whose houses were
undamaged (F,423)= 4.991; p<.01).

Table 4

ANOVA Results according to the Damage Status of Teachers' Houses

Variables Less Moderately Heavily
No Damage* Damaged® Damaged* Damaged¢ i
(N=109) (N=212) (N= 38) (N= 68) F(3,423) P Difference
M Sd M Sd M Sd M Sd
EPTSD 53.08 21.07 60.48 19.83 66.32 16.69 67.62 20.34 8.930 .00* b, c, d>a
Hopelessness 6.63 5.48 8.08 6.11 8.26 6.31 10.19 6.04 4.991 .00* d>a

Note: M=Mean, Sd=Standard deviation, EPTSD = Post-Earthquake Trauma Level, *p <.01

Preliminary analyses were conducted in order to conduct simple linear regression analysis to
determine whether teachers' hopelessness levels are affected by the SSTD according to gender. Durbin-
Watson value should be between 1.5-2.5 for the detection of autocorrelation (Kalayci, 2014) and VIF
value should be below 10 for the detection of multicollinearity (Alpar, 2016). In this context, it was
determined that there was no autocorrelation and multicollinearity problem as a result of the
preliminary analysis.

Analyses were conducted separately to determine how much the hopelessness levels of female and
male teachers were affected by the ESSD. In this context, the effect of the hopelessness levels of female
teachers on the level of ESTSD was analyzed by simple linear regression and the results are given in
Table 5.
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Table 5

Predicting the Hopelessness Levels of Female Teachers by the EPTSD

95% Collinearity
. Confidence Statistics

Model Unstd. Standard B T b Durbin- Interval
B Errorg Watson = 5 ver Upper Tolerance VIF

Bond Bond

Constant -2.77 1.05 -2.64 .01 1.95 -4.83 -.70
EPTSD 17 .02 .56 10.91 .00 14 .20 1.00 1.00

R=.56 R2=.31 F(5.250)= 119.110 p< .00

p<.01

As a result of the simple linear regression analysis, it was determined that the hopelessness levels of
female teachers were affected by PTSD (R = .56, R = .31, F(5, 260) = 119.110, p< .01). It can be said that
approximately 31% of the total variance of the hopelessness levels of female teachers living in the
earthquake region is explained by the posttraumatic stress levels they experienced after the
earthquake. Accordingly, PTSD predicts the hopelessness levels of female teachers.

The effect of PTSD on male teachers' hopelessness levels was analyzed by simple linear regression
and the results are given in Table 6. As a result of the simple linear regression analysis, it was
determined that male teachers' hopelessness levels were affected by DBTD (R= .63, R2= .39, p< .01). It
can be said that approximately 39% of the total variance of the hopelessness levels of male teachers
living in the earthquake zone is explained by the posttraumatic stress levels they experienced after the
earthquake. Accordingly, PTSD predicts male teachers' hopelessness levels.

Table 6
Male Teachers' Hopelessness Levels as Affected by EPTSD

95%

. Collinearity
i Confidence Statistics
Model Unstd. Standard B T b Durbin- Interval
B Errorg Watson

Lower Upper Tolerans VIE

Bond Bond Degeri
Constant -2.54 1.10 -2.31 .02 1.95 -4.71 -.37
EPTSD .20 .02 .63 10.11 .00 .16 .24 1.00 1.00
R=.63 R?=.39 F(.150= 102.227 p< .00

p<.01

Simple linear regression analyses conducted to examine how the hopelessness levels of female and
male teachers were affected by the CSCL showed significant differences in both genders. While DBTD
explained 31% of the hopelessness levels in female teachers, this rate was found to be 39% in male
teachers. Both analyses show that the DBTD significantly predicts hopelessness levels. However, it can
be said that the hopelessness levels of male teachers are more affected by DBTD compared to female
teachers. These findings suggest that gender may have an influence in posttraumatic psychological
effects.

Discussion & Conclusion

This study examined the relationship between the psychological trauma experienced by teachers as
a result of the earthquakes centered in Kahramanmaras on February 6, 2023, and their levels of
hopelessness. The findings of the study show that demographic factors such as gender, loss of life in the
immediate environment, receiving psychological support and home damage status significantly affect
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teachers' trauma and hopelessness levels. The findings, when compared with the related literature,
contribute to a deeper understanding of the effects of the earthquake on teachers.

According to the research findings, female teachers had significantly higher levels of post-earthquake
trauma compared to male teachers. This result shows that gender has an effect on posttraumatic stress
level. It was determined that it is a generally accepted finding in the literature that women show higher
levels of traumatic stress (Kun et al., 2013; Punamaki et al., 2005). Therefore, this finding indicates the
existence of gender-based risk factors. In addition, some previous studies show that women are more
affected by traumatic events than men and have higher rates of stress and depression (Tanhan &
Kardas, 2014). However, in disasters, women take on more household responsibilities, participate in
pre-disaster awareness trainings more than men, and play more prominent roles in reducing the impact
of disasters (Diizkan, 2016; Uniir, 2021). Individuals may experience psycho-social problems such as
post-traumatic stress disorder, insomnia, depression, anxiety, and adaptation problems after disasters.
In this context, Demir and Gergek Oter (2023) observed in their study that different segments of the
society are affected at varying rates in disaster situations. In particular, women and girls were identified
as the groups under the highest risk. In addition, factors such as increased incidents of violence,
increased workload and economic difficulties aggravate the psycho-social difficulties experienced by
women (Cetin Aydin & Aytag, 2023). In the light of this information, it seems quite possible that female
teachers are more likely to encounter various psycho-social problems such as post-traumatic stress
disorder, depression, anxiety, and adjustment problems. In this respect, it can be said that the findings
obtained from the study are in line with the relevant literature.

It was found that teachers who experienced loss of life in their immediate surroundings due to the
disaster showed higher levels of ESSD and hopelessness compared to those who did not. This finding is
consistent with the results in the literature (Nakaya et al., 2016) and shows that deaths in the immediate
environment can have negative psychological effects on individuals. Loss of life can fundamentally shake
the social and psychological structure of individuals by triggering grief processes (Kristensen et al.,
2012). Especially for those who are expected to provide social support, such as teachers, it is suggested
that such losses may cause serious declines in work and private life (Zhang et al., 2006). In this context,
post-disaster psychological support programs that include special modules for coping with grief and
grief may help teachers cope with such personal tragedies.

In the study, it was concluded that the teachers who received psychological support had higher
levels of PSSD and hopelessness. It may seem unexpected that teachers who received psychological
support exhibited higher levels of ESSD and hopelessness, but this may be interpreted in terms of self-
selection bias. In other words, the fact that individuals with more severe symptoms are more inclined to
seek help (Blevins et al., 2015; McBride et al., 2018) supports this phenomenon. Similarly, Raviv et al.
(2009) found that young people were more willing to seek professional psychological help when dealing
with psychological symptoms that they considered to be more severe. Therefore, when it is assumed
that teachers who received psychological support were more affected by the earthquake, it is an
acceptable result that they had higher levels of ESSD and hopelessness than those who did not receive
support.

The effects of home damage on teachers' psychological health are also noteworthy. In the study, it
was determined that teachers living in damaged houses had higher levels of ESSD and hopelessness than
those living in undamaged houses. This finding confirms the thesis that the physical integrity of the
home has a direct impact on individuals' sense of security, control and stability (Goodman et al., 1991;
Kozol, 1988). Similar studies have also emphasized that housing insecurity causes psychological distress
and decreases individuals' perception of health (Mwoka et al., 2021; Tsai et al., 2021). These findings
suggest that the physical integrity of the home directly affects feelings of security and stability.
Therefore, it can be stated that post-disaster housing and infrastructure improvements are of great
importance for the psychological well-being of society.

The findings of the research indicate a strong and significant relationship between post-earthquake
trauma and despair, and that despair predicts the level of post-earthquake trauma in both women and
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men. Despair holds a prominent place among the long-term psychological effects of traumatic events.
This finding is supported by the studies indicated by Beck et al. (1974), which emphasize the profound
impacts of despair on individuals' overall well-being and future expectations. Moreover, despair plays a
vital role in coping with the effects of trauma. Indeed, studies show that individuals who experience
trauma often develop feelings of despair, which can worsen symptoms of post-traumatic stress disorder
and depression (Hassija et al., 2011; Panagioti et al., 2014). These findings highlight the critical
importance of addressing despair in trauma-focused therapies to enhance resilience and facilitate
recovery. Severe and destructive events like earthquakes can fundamentally shake individuals'
perceptions of the future. After traumatic events, especially uncontrollable natural disasters like
earthquakes, individuals may feel helpless and out of control (Harada et al., 2015). This can lead to a loss
of hope for the future and a loss of belief in the positive aspects of life. The destruction and losses
caused by earthquakes can further reinforce feelings of despair. These devastations can lower
individuals' living standards and threaten the basic elements of daily life, making the struggle for survival
more challenging (Becker et al., 2012). The physical and psychological destruction of an earthquake can
seriously affect individuals' hopes for the future, leading to increased levels of despair (Hutchins et al.,
2016). Therefore, when teachers are required to manage their own emotional burdens as well as
support their students, feelings of despair can manifest more intensely (O'Toole & Friesen, 2016). During
this process, teachers' psychological resilience can be evaluated, leading to various challenges in their
professional and personal lives. Thus, combating despair should be considered a fundamental
component of post-disaster interventions. Intervention programs should focus on rebuilding individuals'
hopes and developing skills to cope with trauma. At this point, strengthening psychosocial support
services can help disaster survivors maintain their hopes post-trauma and manage their psychological
adjustments in a healthy manner.

Limitations and Recommendations for Future Research

This study's findings contribute to the literature on the relationship between trauma and hope,
potentially enriching our understanding of post-traumatic psychological adjustment, resilience, and
normalization processes. However, there are limitations to this study. The research sample is limited to
teachers working in earthquake zones. This restricts the direct generalizability of the findings to teachers
in other regions or the general adult population. Nevertheless, these findings provide insights into the
psychological states of teachers affected by earthquakes. Expanding the scope of the research to include
teachers or individuals from different cities, specialties, and age groups could make the results more
generalized. This research can be considered a preliminary study specifically aimed at understanding the
situation of teachers affected by earthquakes. The current study employs a cross-sectional design, which
does not allow for the determination of causal relationships between variables. Future research could
employ different methodological approaches, such as longitudinal or qualitative designs, to provide
additional information. Another limitation is that all measurements are self-reported. Results may be
biased due to participants' self-observation attitudes. This study does not directly examine symptoms of
PTSD but focuses more on the stress response levels of teachers’ post-earthquake. Therefore, findings
related to PTSD should be considered within a general framework, and it should be noted that this study
does not comprehensively address PTSD. This study can guide the Ministry of National Education in
developing programs focused on psychological resilience, trauma education, and social support
mechanisms to strengthen teachers' critical roles in post-disaster crisis management. Considering the
key role teachers play in the post-trauma recovery process for students and the community, strategies
to enhance their competencies in these areas are recommended. Additionally, implementing awareness
training and emotional resilience programs to reduce the levels of despair experienced by teachers after
traumatic events is also important for improving educational processes.
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Turkge Suriimii

Giris

Bireyler, yasamin bazi donemlerinde deneyimledikleri, tanik olduklari gevrelerinde gozlemledikleri
olaylardan etkilenebilmektedir. Travma, bireylerin yasadiklari olaylar karsisinda basa ¢kma
mekanizmalarinin gegici olarak yetersiz kaldigl ve yogun belirsizlik hissettikleri bir surectir (Hapke vd.,
2006; Herman, 1992). Baska bir tanimda travma, bireylerin yasamlarini tehdit eden ve zedeleyen ciddi
bir olayla karsilagsmalari sonucunda ortaya ¢ikan stres bozuklugu ve buna bagh olumsuz psikolojik durum
olarak ifade edilmektedir (DSM-V, 2013). Tanimlardan yola g¢ikarak, beklenmedik olaylar sonucunda
olusan travmanin, bireylerde ruhsal bozukluga neden olabilen ve insanlik tarihiyle iliskilendirilebilecek
kadar eski bir kavram oldugu séylenebilir.

Bireyler uzerinde fizyolojik ve psikolojik olarak olumsuz sonuglara neden olabilen travmatik olaylar
farkli sekillerde siniflandiriimaktadir. Aker (2012) travmatik olaylari; kazalar, dogal afetler ve insan eliyle
ortaya ¢lkan olaylar seklinde Ug¢ grupta ele almaktadir. Bu siniflamanin yani sira yakinlarin kaybi
sonucunda yas slirecinde gelisen cesitli durumlarin travmatik etkileri, gesitli kazalarin neden oldugu
bireysel travmalar, sel ve deprem gibi dogal afetleri kapsayan toplumsal travmalar, istismar ve ev igi
siddet olaylarini igeren slregen travmalar, bireylerin yasamlarini tehlikeye sokan durumlar gibi tekil
travmalar seklinde siniflama da yapilabilir (Aker, 2012; Gélge, 2005). Travmatik olaylarin nedenleri genel
olarak insan kaynakli olabilecegi gibi dogal olaylar olarak da siniflandiriimaktadir. Ancak burada, dogal
afetlerin etkilerinin biyiik &lciide insan faktérleriyle iliskili oldugu unutulmamalidir. Ornegin, sel veya
deprem gibi dogal olaylarin trajik sonuglari, genellikle yanlis yapilasma veya yetersiz 6nlemler gibi insan
kaynakh eksikliklerden kaynaklanmaktadir (Wisner vd., 2004).

insanlar lizerinde travmaya neden olan dogal etkenlerin en énemlilerinden biri depremdir. Tektonik
plakalarin hareketleri sonucu meydana gelen depremler (Coskun, 2008), yeryliziinde yasayan insanlar
Uzerinde birgok yikici etkiye sahip olabilmektedir (S6nmez, 2022). Bu fiziksel etkilerin siddeti, depremin
blykligiine ve bireylerin merkez Ussline yakinligina bagh olarak degisebilmektedir. Fiziksel etkilerine ek
olarak depremler ayrica insanlarin ruh sagligi Gzerinde de derin etkiler olusturabilir.

Depremlerin psikolojik etkileri; travma sonrasi stres bozuklugu (TSSB), anksiyete, depresyon ve akut
stres tepkilerini icerebilir (Harada vd., 2015). Bir depremin neden oldugu yikima ve can kaybina tanik
olmak bile travmatik olabilir ve uzun sireli psikolojik sikintiya yol agabilir. Bireysel tepkiler degisebilir,
bazi kisilerde yogun korku, uyku bozukluklari ve midahaleci anilar veya geri donusler yasanabilir
(S6nmez, 2022). Bireyler; deprem sirasinda ve sonrasinda korku, endise ve artan bir savunmasizlik
duygusu yasayabilir. Depremlerin belirsizligi ve 6ngoérilemezligi caresizlik duygularina ve kontrol kaybina
yol acabilir (Becker vd., 2012). Bu psikolojik etkilerin yogunlugu ve siresi degiskenlik gosterebilmekte,
bazi bireyler akut stres tepkileri sergilerken bazilari travma sonrasi stres bozuklugu gelistirebilmektedir
(Sukra, 2023). Depremlerin psikolojik etkileri anlk sikintilarin 6tesine gecgebilir. Bireyler ayrica strekli
kaygi, deprem veya dogal afetlerle ilgili fobiler ve deprem sonrasi ortama uyum saglamada guglikler gibi
uzun vadeli psikolojik sorunlar yasayabilirler (Nakajima, 2012). Bu olumsuz yasam deneyimleri, bireylerin
duygu, dislince ve psikolojik durumlarini uzun siire etkileyerek Gziinti, caresizlik ve korku gibi duygulari
yogun sekilde hissetmelerine neden olabilmektedir (Ercengiz vd., 2023; Ozen, 2017). Depremler,
bireylerde ve toplumda ¢okkunliik gibi yogun duygusal sikintilara yol acgabilir. Ani ve yikici dogasiyla bir
deprem deneyimi, insanlarin yasamlarinin temellerini sarsabilir ve insanlarda umutsuzluk duygusu
olusturabilir (Hutchins vd., 2016). Deprem sonucunda ortaya cikabilecek umutsuzluk duygusu bireyleri,
ruhsal bakimdan olumsuz etkileyebilecek nemli psikolojik durumlardan biri olarak gérilebilir.

Umutsuzluk; bireyin iyilik halinden mahrum olusu, yasama karsi isteksizligi ve hayatta ulasmak
istedigi bir amacinin olmayisiyla birlikte yasami pozitif algilayamamasina neden olan olumsuz bilissel
durumdur (Beck vd., 1974). Umutsuzluk, 6nceki yasantilara yonelik pismanlik haliyle birlikte, hayata
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yiiklenen anlamin kaybolmasi olarak da tanimlanabilir (Ungiiren & Ehtiyar, 2009). Umutsuzluk, kisinin
ruh saghgini olumsuz yénde etkileyen bir duygu durumu olarak depresyon ve birgok psikolojik rahatsizlik
ile iliskilendirilmekte ve bireyleri olumsuz yonde etkilemektedir (Dereli ve Kabatas, 2009). Umutsuzlugun
bireylerin ruhsal iyi olma durumu ve sosyal yeterlilikleri ile yakindan ilgili oldugu disinulebilir (Vatan ve
Dag, 2009). Ozetle umutsuzlugun; bireylerin ruhsal, bedensel ve sosyal agidan iyi olma durumlarini
etkileyebilecegi duslnilen bir kavram oldugu séylenebilir (Deveci vd., 2011).

Depremin travmatik sonuglari toplumun bircok kesimini etkilemektedir. Toplumdaki rolleri geregi
O0gretmenlerin, depremin travmatik sonuglarindan en fazla etkilenen kesimlerinden biri olma olasilig
yuksektir. Depremler, 6gretmenlerin hem mesleki hem de 6zel yasamlarinda 6nemli etkilere neden
olabilmektedir. Ogretmenler genellikle depremlerin ardindan ilk miidahale ekibinde gérev alir ve
ogrencileri duygusal ve akademik olarak desteklemede g¢ok Gnemli bir rol oynarlar. Depremlerin
Ogrencilerin ve ailelerinin tzerindeki etkilerine tanik olmanin duygusal bedeli, 6gretmenlerin refahini ve
mevcut sartlara uyumunu olumsuz etkileyebilir (O'Toole & Friesen, 2016). Deprem sonrasinda
ogretmenler, afet sonrasi egitim sireglerinin devamini saglama ve 6grencilere destek olma goérevleri
sirasinda gesitli stres etkenleri nedeniyle tikenmislik ve umutsuzluk yasayabilirler (McKay vd., 2013).
Cesitli arastirmalar, depremlerin 6gretmenler Uzerindeki etkisini incelemistir. O'Toole ve Friesen (2016)
depremlerin, 6gretmenlerin duygusal refahi ve bir felaketin ardindan basa ¢ikma ve uyum saglama
becerileri lizerinde uzun vadeli onemli etkileri bulundugunu ortaya koymustur. Bu baglamda
ogretmenlerin deprem sonrasi 6z yeterlilik ve duygu diizenleme diizeylerinin azaldig tespit edilmistir.
Oztirk’iin (2010), 6gretmen adaylarinin deprem deneyimleri izerine yaptigi arastirma sonucu bazi
katilimcilarin, deprem sonrasinda kaygi, korku, caresizlik gibi psikolojik sorunlar yasadiklarini ve yeniden
olasi bir depreme hala hazirlikli olamadiklarini géstermistir. Johnson ve digerleri(2014), Yeni Zelanda’da
ogretmenlerinin bir depremin ardindan siniftaki tepkilerini incelemis ve bu tir zorlu zamanlarda
O0gretmenlere uygun destegi saglamanin Ogrencilerin egitim ihtiyaglarini karsilamadaki 6nemini
vurgulamistir. Ozetle, depremlerin dgretmenler {izerinde duygusal uyum ve iyilik halinden mesleki rol ve
sorumluluklarina kadar cesitli etkileri oldugu séylenebilir.

Bilindigi gibi Turkiye’de 6 Subat 2023 tarihinde ardi ardina merkez Usleri Kahramanmaras’in Pazarcik
ve Elbistan ilceleri olan buyuklikleri yedinin Gzerinde iki blylk deprem yasanmistir. Bu depremler
Kahramanmaras merkezli olsa da Tlrkiye’'nin Adana, Adiyaman, Diyarbakir, Elazig, Gaziantep, Hatay,
Kilis, Malatya, Osmaniye, Sanliurfa gibi farkli illerinde de biylik yikimlara, yaralanmalara ve can
kayiplarina neden olmustur. Yikimin ¢ok biylk olmasi, etkilenen ve etkileyen bir birey olarak egitimde
onemli bir role sahip olan 6gretmenlerin, deprem sonrasi psikolojik travma ve umutsuzluk dizeylerini
ele alan calismalar gerceklestirme gereksinimini dogurmustur. Psikolojik travma, dogal afetler
sonrasinda sikca gozlemlenen bir tepki olmasi ve egitim ortaminda 6gretmenlerin rolini dogrudan
etkileyebilmesi (Bonanno vd., 2007) nedeniyle incelenmesi gereken 6nemli bir olgu olarak ortaya
cikmaktadir. Umutsuzluk ise o6gretmenlerin  gelecege yonelik beklentilerinin  ve mesleki
motivasyonlarinin azalmasiyla iliskilendirilen 6nemli bir duygusal degisken (Beck vd., 1974) olarak ortaya
cikmaktadir. Bu nedenlerle, deprem sonrasinda 6gretmenlerin bu iki degisken odagindaki tepkilerinin
incelenmesi, deprem gibi olaganiisti durumlarin 6gretmenler Gzerindeki duygusal etkilerini anlamak
acisindan 6nemlidir. Bu ¢alisma, Kahramanmaras merkezli depremi yasayan ogretmenlerin deprem
sonrasl psikolojik travma ve umutsuzluk dizeylerini incelemeyi amacglamaktadir. Deprem sonrasinda
ogretmenlerin, toplumun normallesme sirecine katki saglamada ve 6grencilere sosyal destek sunmada
onemli rolleri oldugu dusindldtginde, calismadan elde edilen sonuglarin 6gretmenlerin psikolojik
saghgini desteklemeye yonelik onerilerin gelistiriimesine ve bdylece onlarin topluma ve 6grencilere
nitelikli egitim verebilmesine katki saglayabilecegi 6ngorilmektedir. Ayrica, alan yazininda 6gretmenler
odaginda konuyla ilgili fazla arastirma bulunmamasi bu calismanin yapilmasinin 6nemini ortaya
koymaktadir. Ogretmenlerin deprem sonrasi travma ve umutsuzluk diizeylerinin farkli degiskenlere gére
incelenmesinin Milli Egitim Bakanlginin 6gretmenlere sunabilecegi desteklere yol gosterici olmasi ve
konuyla ilgili arastirmacilara kaynaklik etmesi agisindan yarar saglayabilecegi disliniiimektedir. Bu amag
dogrultusunda calismada asagidaki sorulara yanit aranmustir:
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e Deprem yasayan 6gretmenlerin deprem sonrasi psikolojik travma ve umutsuzluk dizeyleri;
cinsiyet, yakin cevrede depremde kaybinin olmasi, depremde arama kurtarma g¢alismalarina
katilma durumu, psikolojik destek alma veya ilag kullanma durumu ve evlerinin hasar alip
almama durumu degiskenleri agisindan istatistiksel olarak anlamli farkhlik géstermekte midir?

e Cinsiyete gore deprem yasayan 6gretmenlerin umutsuzluk diizeyleri, deprem sonrasi yasadiklari
travma diizeylerinden etkilenmekte midir?

Yoéntem
Aragtirma Modeli

Yapilan bu galismada nicel ydontemler icinde yer alan betimsel tarama ve iliskisel model kullanmistir.
Betimsel modelde evrenin belirli bir 6rneklem araciligiyla egilim, tutum ve gorisleri sayisal verilerle
aciklanmaktadir (Creswell, 2013). iliskisel modelde ise herhangi bir miidahale olmadan en az iki degisken
arasindaki iliskinin tespiti amaglanmaktadir (Fraenkel & Wallen, 2005).

Evren ve Orneklem

Yapilan galismanin evrenini 6 Subat 2023 Kahramanmaras merkezli depremden etkilenen alti il
(Kahramanmaras, Hatay, Gaziantep, Malatya, Osmaniye ve Adana) olusturmaktadir. Yapilan G*Power
orneklem hesabina gore %5 hata payl %95 gliven araliginda 306 kisiye ulasiimasi gerektigi tespit
edilmistir. Verilerin toplanmasi sirasinda amacgh o6rneklem yontemlerinden kartopu 6rnekleme
yonteminden yararlaniimistir. Bu yéntemde ¢alismanin konusu baglaminda ilgili sayilabilecek birkag kisi
aracihgiyla diger kisilere ulasilmaktadir. Genel anlamda bir olaydan etkilenmis ya da 6zel bir 6rneklem
grubu icin kullaniimaktadir (Biernacki & Waldorf, 1981). Arastirmada ug¢ degerlerin de olacagl
disutncesiyle 430 kisiye ulasiimistir. Asiri ug deger gostermeleri sebebiyle lg¢ katilimcinin verisi toplam
veri setinden c¢ikarilmis ve calismanin geri kalani deprem bdlgesinde 6gretmenlik yapan 427 kisinin
verisiyle yuritUlmustidr. Katihmcilara iliskin demografik bilgiler Tablo 1'de verilmistir.

Kullanilan Veri Toplama Araglari

Yapilan arastirmada veri toplama araglarinda deprem sonrasi travma diizeyini belirlemek ve
ogretmenlerin genel umutsuzluk diizeylerini incelemek amaciyla iki 6lgek kullanilmistir.

Deprem Sonrasi Travma Diizeyini Belirleme Olgegi (DSTD): Tanhan ve Kayri (2013) tarafindan
gelistirilmis olan o6lgek 2011 Van depreminden sonra ilgili bolgede yasayan 15-86 yas araligindaki
bireylerden Travma Sonrasi Stres Bozuklugunu (TSSB) tespit edilebilme amaciyla gelistirilmistir. Olcek 40
madde ve bes faktdrden olusan besli Likert tipindedir. Olgegin orijinal formunda hesaplanan Cronbach
alfa givenirlik katsayisi 0.87’dir. Yapilan bu ¢alismada ise glvenirlik katsayisi 0.95 olarak hesaplanmistir.

Beck Umutsuzluk Olgedi: Beck ve digerleri (1974) tarafindan gelistirilmis ve ilk olarak Seber ve
digerleri (1993) tarafindan Tirkceye uyarlanmistir. Daha sonra Durak ve Palabiyikoglu (1994) tarafindan
gecerlilik calismasi yapilmistir. Olgek Evet-Hayir olarak ikili kategorik tipte 20 maddeden olusmaktadir.
Acimlayici faktér analizi sonucunda dlcegin ¢ faktérli bir yapida oldugu belirlenmistir. Olcegin Tirkce
uyarlama calismalarinda toplam varyansin %28'ini gelecege yonelik duygu ve beklentiler, %8'ini
motivasyon kaybi ve %6.6'sini umut faktori aciklamaktadir. Olgekten alinan yiiksek puan umutsuzluk
dizeyinin yuksek oldugunu goéstermektedir. Givenilirlik analizleri uyarlama c¢alismasinda 6lgcegin
Cronbach alfa degerinin 0.78 oldugunu gostermektedir. Yapilan bu calismada ise i¢ tutarlik degeri 0.93
olarak elde edilmistir.

Calismaya katihm gosteren 427 o6gretmenin karakteristik demografik 6zellikleri Tablo 1 de
sunulmustur. Calismaya katilim goésteren 6gretmenlerin yas ortalamalari ise 41.22 (Ss=7.56) olarak tespit
edilmistir.
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Tablo 1

Katiimcilarin Demografik Ozellikleri

TR Orneklem
Demografik Ozellikler N %
Cinsiyet

Kadin 266 62.3

Erkek 161 37.7
Oturulan Evin Hasar Durumu

Hasarsiz 109 255

Az Hasarli 212 49.6

Orta Hasarli 38 8.9

Agir Hasarl 68 15.9
Yakin Cevrede Can Kaybi? 223 52.2
Arama Kurtarma Caligmalarina Katilim? 71 16.6
Su Anda Psikolojik Destek veya ilag Kullanma® 41 9.6

Not: “a” Bu soruya “evet” yaniti veren katilimcilarin sayisini ve ylizdesini yansitmaktadir.
Verilerin Toplanmasi

Arastirmanin verileri Agri ibrahim Cecen Universitesi etik kurulu tarafindan 28.09.2023-E.80744tarih-
sayili etik onay alindiktan sonra olgekler, katilimcilara Google Formlar araciligiyla link olusturularak
cevrim ici ortamda paylasim yapilarak dagitiimistir. Veriler 2023 yilinin Kasim-Aralik aylari arasinda
toplanmistir. Ayrica katiimcilar, ¢alismanin gonulluligi ve gizliligi konusunda bilgilendirilmistir.

Veri Analizi

Arastirmada deprem yasamis olan 6gretmenlerin travma dizeyleri ve umutsuzluk dizeyleri gesitli
degiskenler agisindan incelenmistir. Verilerin analizi gergeklestiriimeden 6nce betimsel istatistikleri ve
normallik dagihmlari incelenmistir. Elde edilen bulgular dogrultusunda verilerin normal dagilim
gosterdigi bulgusuna ulasiimistir. Arastirmada iki kategorik bagimsiz degisken durumlarinda t test, ikiden
fazla kategorik degisken durumlarinda ise Tek Yonlii Varyans Analizi (ANOVA) uygulanmistir. iki bagimsiz
degisken arasindaki iliski Pearson korelasyon katsayisi ile incelenmis ve 6gretmenlerin deprem sonrasi
travma diizeylerinin umutsuzlugu yordama durumu Basit Dogrusal Regresyon ile belirlenmistir.

Bulgular

Tablo 2’de olgeklerin toplam ve alt boyutlarindan alinan puanlarin betimsel istatistikleri ve
degiskenler arasindaki iliski sunulmustur. Tablo 2 incelendiginde carpiklk degerleri -.44 ile .66 arasinda,
basiklik degerleri ise -1.40 ile -.51 arasinda degismektedir. Bu degerler carpiklik ve basiklik degerlerinin
+1.5 ile -1.5 arasinda oldugunu ve béylece normalligin saglandigini géstermektedir (Tabachnick & Fidell,
2013).

Elde edilen bulgular, tim degiskenlerin birbirleriyle iliskili oldugunu géstermistir. Beck umutsuzluk
Olgeginin tim boyutlari ile deprem sonrasi travma diizeyini belirleme 6lgeginin tim boyutlari arasinda
istatistiksel olarak anlamli ve pozitif bir iliski vardir (p< .01). iki dlcek arasindaki iliskilerin boyutlarinin
cogunlukla orta dizeyde (.65> r>.29) oldugu bulgusuna ulasiimistir.

Deprem sonrasi travma dizeyi ortalamasi incelendiginde 52.385 + 5.051 esik degeri oldugu
belirtiimektedir (Tanhan & Kayri, 2013). Orneklem grubunun deprem sonrasi travma diizeyi
ortalamasinin 60.25 oldugu goérilmektedir. Tek 6rneklem t testinde 57.44 kestirim noktasi alinarak
yapilan analiz sonucunda katiimcilarin depremden istatistiksel olarak anlamli derecede travmatize
olduklari bulgusuna ulasilmistir (ts26 = 2.823; p< .05).
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Tablo 2

Betimsel istatistikler, Carpiklik, Basiklik ve Korelasyon

Korelasyon
Degiskenl M K BK
eBlskenler Ss ¢ 1 2 3 4 5 6 7 8 10
LDavranis 0., 440 29 -95
Problemleri
2Heycansal .01 632 19 121 73
Sinirihk
3.Duyussal 1274 379 -14 -51  .63* .68
4.Bilissel Yapi 1453 480 -44 -1.00 .70%* 71*  .66*
5-Uyku 893 432 01 -140 73* 67* 61* .78*
Problemleri
ﬁ;':‘l’:;em 60.25 2054 .00 -1.13 .87* .89* .81* .89*  g7*
7.Gelecek
nyegﬁlc:” 212 181 26 -140 40* 57% 29%  41*  39%  50%
ﬁ'a'\;';t"'asym 265 263 66 -96 40* 56% .30%* .38%  40*%  49% 71
9.Gelecek
Bek‘f;‘:si 259 164 -02 121 49% 1% 35%  48*  48% 57  78% 74
10.B
U?nu:::jzluk 806 605 .43  -1.05 48* .64* 34*  46* 47* 57% 90% 91*  .90*

Not: M=Ortalama, Ss=Standart sapma, CK=Carpiklik katsayisi, BK=Basiklik katsayisi, *p<.01

Arastirmanin demografik degiskenlerinden iki kategorik degiskenin oldugu durumlarina gore yapilan
bagimsiz 6rneklemler t testi sonuglari Tablo 3’te verilmistir.

Bagimh degiskenin iki grup (6rnegin, cinsiyet ya da psikolojik destek alip almama) arasindaki
farkhliklari bagimsiz 6rneklemler t-testi ile incelenmistir. Cinsiyet degiskenine gore kadin 6gretmenlerin
deprem sonrasi travma diizeyleri istatistiksel olarak erkek 6gretmenlerden daha yuksek ¢ikmistir (t425 =
6.367; p< .01); buna karsin umutsuzluk dizeyinin cinsiyete gore anlamli bir sekilde farkhlasmadigi
bulunmustur (t425= 0.591; p> .05). Hem yakin g¢evresinde can kaybi olan 6gretmenlerin hem de su anda
psikolojik destek alan oOgretmenlerin deprem sonrasi travma dizeyleri (t425= 3.450; p< .01) ile
umutsuzluk duzeylerinin (t425= 2.982; p< .01) istatistiksel olarak anlamli derecede daha yuksek oldugu

tespit edilmistir.
Tablo 3

Bazi Degiskenlere Gére Katiimcilarin t Testi Sonuglar

N DSTD Beck DSTD DSTD Beck Beck
Degiskenler N Umutsuzluk t R

M Ss M Ss 425 P 425 P
Cinsiyet
Kadin 266 6495 19.43 8.20 5.88 6.367 .00* .591 .55
Erkek 161 52.47 19.99 7.84 6.32
Yakin Cevrede Can Kaybi
Var 223  63.48 21.15 8.89 6.42 3.450 .00* 2.982 .00*
Yok 204 56.71 19.28 7.16 5.48
Su Anda Psikolojik
Destek Alma
Evet 41 76.73 17.29 12.88 6.03 5.595 .00* 5.550 .00*
Hayir 386 58.49 20.09 7.55 5.83

Not: M=0Ortalama, Ss=Standart sapma, DSTD=Deprem Sonrasi Travma Dlizeyi, *p< .01

Katihmcilarin evlerinin hasar durumuna gore yapilan ANOVA sonugclari ise Tablo 4’te verilmistir.
Ogretmenlerin evlerinin hasar durumlarina gére DSTD ve umutsuzluk diizeyleri ANOVA ile incelenmistir.
Hem DSTD hem de umutsuzluk dizeyinde anlamh farkhlik tespit edilmis ve aradaki farklihgin hangi
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ortalamalardan kaynaklandiginin tespiti icin Post-Hoc testlerinden Bonferroni yapilmistir. Bu baglamda
evleri az, orta ya da agir hasarli olan 6gretmenlerin deprem sonrasi travma (DST) diizeylerinin evleri hig
hasar almamis olanlara gore istatistiksel olarak anlamli derecede daha yiiksek oldugu tespit edilmistir
(F3,423= 8.930; p< .01). Buna gore evin az bile hasar almis olmasi 6gretmenlerin DST diizeyini istatistiksel
olarak arttirmaktadir, denilebilir. Umutsuzluk duzeyleri incelendiginde de evi agir hasarli olan
ogretmenlerin umutsuzluk diizeylerinin hasarsiz olanlara gore istatistiksel olarak anlamli derecede daha
yuksek oldugu sonucuna ulasiimistir (F(3 423 = 4.991; p< .01).

Tablo 4

Ogretmenlerin Evlerinin Hasar Durumlarina Gére Yapilan ANOVA Sonucu

Hasarsiz? Az Hasarli® Orta Hasarhe© Agir Hasarh¢
Degiskenler (N=109) (N=212) (N=38) (N=68) F(3,423) p Fark
M Ss M Ss M Ss M Ss
DSTD 53.08 21.07 60.48 19.83 66.32 16.69 67.62 20.34 8.930 .00* b, c, d>a
Umutsuzluk 6.63 5.48 8.08 6.11 8.26 6.31 10.19 6.04 4991 .00* d>a

Not: M=Ortalama, Ss=Standart sapma, DSTD=Deprem Sonrasi Travma Diizeyi, *p<.01

Cinsiyete gore o0gretmenlerin umutsuzluk diizeylerinin DSTD’den etkilenme durumunun tespitinde
basit dogrusal regresyon analizi yapmak amaciyla 6n analizler gergeklestirilmistir. Otokorelasyonun
tespiti icin Durbin-Watson degerinin 1.5-2.5 arasinda (Kalayci, 2014), c¢oklu baglanti sorununun
tespitinde de VIF degerinin 10’un altinda olmalidir (Alpar, 2016). Bu baglamda yapilan 6n analizler
sonucuna otokorelasyon ve ¢oklu baglanti sorununun olmadig tespit edilmistir.

Kadin ve erkek 6gretmenlerin umutsuzluk diizeylerinin DSTD’den ne kadar etkilendiginin tespiti icin
analizler ayri ayri yurttilmastir. Bu baglamda kadin 6gretmenlerin umutsuzluk diizeylerinin DTSD’den
etkilenme durumu yapilan basit dogrusal regresyon ile incelenmis ve sonuglari Tablo 5’te verilmistir.

Tablo 5

DSTD’nin Kadin Ogretmenlerin Umutsuzluk Diizeylerini Yordama Durumu

%95 Giiven Esdogrusallik
Unstd. Standart Durbin- Araligi istatistikleri

Model t "
B Hatag B Watson  Alt Ust Tolerans
. VIF
Sinir ~ Sinir Degeri
Sabit -2.77 1.05 -2.64 .01 1.95 -4.83 -70
DSTD 17 .02 .56 10.91 .00 14 .20 1.00 1.00
R=.56 R?=.31  Fs260= 119.110 p<.00
p<.01

Yapilan basit dogrusal regresyon analizi sonucunda kadin 6gretmenlerin umutsuzluk dizeylerinin
DSTD’den etkilendigi belirlenmistir (R= .56, R?= .31, F(s, 260= 119.110, p< .01). Deprem bdlgesinde
yasayan kadin 6gretmenlerin umutsuzluk dizeylerinin toplam varyansinin yaklasik %31’ini depremden
sonra yasamis olduklari travma sonrasi stres diizeylerinin acgikladigl sdylenebilir. Buna gére DSTD kadin
ogretmenlerin umutsuzluk diizeylerini yordamaktadir.

Erkek 6gretmenlerin umutsuzluk diizeylerinin DTSD’den etkilenme durumu yapilan basit dogrusal
regresyon ile incelenmis ve sonuglari Tablo 6’da verilmistir. Yapilan basit dogrusal regresyon analizi
sonucunda erkek 6gretmenlerin umutsuzluk diizeylerinin DSTD’den etkilendigi belirlenmistir (R= .63, R?=
.39, p< .01). Deprem bdlgesinde yasayan erkek 6gretmenlerin umutsuzluk dizeylerinin toplam varyansin
yaklasik %39’unu depremden sonra yasamis olduklari travma sonrasi stres diizeylerinin acikladig
soylenebilir. Buna gére DSTD erkek 6gretmenlerin umutsuzluk diizeylerini yordamaktadir.
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Tablo 6

Erkek Ogretmenlerin Umutsuzluk Diizeylerinin DSTD’den Etkilenme Durumu

%95 Giiven Esdogrusallik
Unstd. Standart Durbin- Araligi istatistikleri
Model B t "
B Hatag Watson  Alt Ust Tolerans
. . VIF
Sinir  Sinir Degeri
Sabit -2.54 1.10 -2.31 .02 1.95 -4.71  -37
DSTD .20 .02 .63 10.11 .00 .16 .24 1.00 1.00
R=.63 R2=.39 F(1.159)= 102.227 p< .00
p<.01

Kadin ve erkek 6gretmenlerin umutsuzluk diizeylerinin DSTD’den nasil etkilendigini incelemek
amaciyla yapilan basit dogrusal regresyon analizleri sonucunda her iki cinsiyette de anlamli farklihklar
gostermistir. Kadin 06gretmenlerde DSTD, umutsuzluk dizeylerinin  %31'ini aciklarken, erkek
ogretmenlerde bu oran %39 olarak bulunmustur. Her iki analiz de DSTD’nin umutsuzluk dizeylerini
onemli Olgiide yordadigini gostermektedir. Ancak, erkek 6gretmenlerin umutsuzluk diizeylerinin, kadin
ogretmenlere kiyasla DSTD’den daha fazla etkilendigi séylenebilir. Bu bulgular, cinsiyetin travma sonrasi
psikolojik etkilerde farklilk yaratabilecegini diistindirmektedir.

Tartisma ve Sonug

Bu ¢alisma, 6 Subat 2023 tarihinde Kahramanmaras merkezli meydana gelen depremler sonucunda
O6gretmenlerin yasadig psikolojik travma (DSTD) ve umutsuzluk dizeyleri arasindaki iliskiyi incelemistir.
Arastirma bulgulari, cinsiyet, yakin ¢cevrede can kaybi, psikolojik destek alma ve ev hasar durumu gibi
demografik faktorlerin 6gretmenlerin travma ve umutsuzluk dizeylerini belirgin bir sekilde etkiledigini
gostermektedir. Elde edilen bulgular, ilgili alan yaziniyla karsilastirildiginda, depremin 6gretmenler
Uzerindeki etkilerinin derinlemesine anlasilmasina katki saglamaktadir.

Arastirma bulgularina gore kadin 6gretmenlerin erkek 6gretmenlere kiyasla anlaml derecede daha
ylksek deprem sonrasi travma diizeyine sahip olduklari belirlenmistir. Elde edilen bu sonug, cinsiyetin
travma sonrasi stres dizeyi Uzerinde bir etkiye sahip oldugunu gostermektedir. Kadinlarin daha yiiksek
travmatik stres dizeyi gostermesinin, alan yazinda genel olarak kabul géren bir bulgu oldugu (Kun vd.,
2013; Punamaki vd., 2005) belirlenmistir. Dolayisiyla bu bulgu, cinsiyet temelli risk faktérlerinin varligina
isaret etmektedir. Ayrica, daha once yapilan bazi ¢alismalar, kadinlarin yasadiklari travmatik olaylardan
erkeklere gore daha fazla etkilendigini ve daha yiiksek stres ve depresyon oranlarina sahip oldugunu da
gostermektedir (Tanhan & Kardas, 2014). Bununla birlikte afetlerde kadinlar erkeklere kiyasla ev ile ilgili
sorumluluklar daha fazla Ustlenmekte, afet 6ncesi farkindalik egitimlerine daha fazla katilmakta ve
afetlerin etkisinin azaltilmasi konusunda daha keskin roller iistlenmektedir (Diizkan, 2016; Uniir, 2021).
Bireyler yasanilan afetler sonrasinda travma sonrasi stres bozuklugu, uykusuzluk, depresyon, kaygi,
adaptasyon sorunu gibi psiko-sosyal sorunlar yasayabilmektedir. Bu baglamda Demir ve Gergek Oter
(2023) calismalarinda, afet durumlarinda toplumun farkh kesimlerinin degisken oranlarda etkilendigini
gozlemlemislerdir. Ozellikle, kadinlar ve kiz cocuklari en yiksek risk altindaki gruplar olarak
belirlenmistir. Ek olarak, siddet olaylarinin artisi, is ylikinde yilkselme ve ekonomik sikintilar gibi
faktorler kadinlarin yasadigi psiko-sosyal zorluklari daha da agirlastirmaktadir (Cetin Aydin & Aytag,
2023). Bu bilgiler 1siginda, kadin 6gretmenlerin travma sonrasi stres bozuklugu, depresyon, kaygi ve
uyum problemleri gibi cesitli psiko-sosyal sorunlarla daha sik karsilasmasi oldukca olasi gériinmektedir.
Bu yonlyle, arastirmadan elde edilen bulgularin ilgili alan yazinla uyumlu oldugu séylenebilir.

Afete bagli olarak yakin ¢evresinde can kaybi yasayan 6gretmenlerin, yasamayanlara kiyasla daha
yiksek DSTD ve umutsuzluk gosterdigi tespit edilmistir. Bu bulgu, alan yazindaki sonuglarla (Nakaya vd.,
2016) uyumlu olup, yakin cevredeki olumlerin bireyler Gzerinde olumsuz psikolojik etkiler
yaratabilecegini gostermektedir. Can kaybi, yas siireclerini tetikleyerek bireylerin sosyal ve psikolojik
yapisini temelden sarsabilir (Kristensen vd., 2012). Ozellikle 6gretmenler gibi sosyal destek saglamasi
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beklenen kisilerde, bu tir kayiplarin is ve o©zel yasamda ciddi dislslere neden olabilecegi 6ne
strdlmektedir (Zhang vd., 2006). Bu baglamda, afet sonrasi psikolojik destek programlarinin, yas ve
kederle basa ¢ikmaya yonelik 6zel modiiller igcermesi, 6gretmenlerin bu tir kisisel trajedilerle basa
¢itkmalarinda yardimci olabilir.

Yapilan arastirmada psikolojik destek alan 6gretmenlerin DSTD ve umutsuzluk diizeylerinin daha
yuksek oldugu sonucuna ulasiimistir. Psikolojik destek alan 6gretmenlerin daha yiksek DSTD ve
umutsuzluk dizeyleri sergilemesi beklenmedik gibi gorinebilir, ancak bu durum kendiliginden segim
yanhhg agisindan yorumlanabilir. Yani daha siddetli belirtileri olan bireylerin yardim aramaya daha
meyilli olmalari (Blevins vd., 2015; McBride vd., 2018) bu olguyu destekler niteliktedir. Benzer sekilde,
Raviv ve digerleri (2009), genglerin daha siddetli oldugunu dustindikleri psikolojik belirtilerle ugrasirken
profesyonel psikolojik yardim almaya daha istekli olduklarini ortaya koymustur. Dolayisiyla, psikolojik
destek alan 0©gretmenlerin depremden daha fazla etkilenmis olduklari varsayildiginda, destek
almayanlara gére DSTD ve umutsuzluk diizeylerinin yiiksek olmasi kabul edilebilir bir sonug olmaktadir.

Ev hasar durumunun o6gretmenlerin psikolojik saghg Uzerindeki etkileri de dikkate degerdir.
Arastirmada, hasar gormuis evlerde yasayan 6gretmenlerin, hasarsiz evlerde yasayanlara gére daha
yuksek DSTD ve umutsuzluk dizeylerine sahip oldugunu belirlenmistir. Elde edilen bu bulgu, evin fiziksel
bltlnlGgiunin, bireylerin glivenlik, kontrol ve istikrar hissi Gzerinde dogrudan etkili oldugu (Goodman
vd., 1991; Kozol, 1988) tezini dogrular niteliktedir. Benzer nitelikteki c¢alismalarda da konut
glvencesizliginin psikolojik sikintiya ve bireylerin saglik algisinin azalmasina neden oldugu vurgulanmistir
(Mwoka vd., 2021; Tsai vd., 2021). Bu bulgular, evin fiziksel buttunlGgunin glvenlik ve istikrar duygularini
dogrudan etkiledigini gostermektedir. Dolayisiyla, afet sonrasi konut ve altyapi iyilestirmelerinin,
toplumun psikolojik iyiligi agisindan biyik 6nem tasidigi ifade edilebilir.

Arastirmanin bulgulari, deprem sonrasi travma (DSTD) ve umutsuzluk arasinda gli¢lii ve anlamli bir
iliski oldugunu ve hem kadinlarda hem de erkeklerde umutsuzlugun deprem sonrasi travma dizeyini
yordadigini gostermektedir. Umutsuzluk, travmatik olaylarin bireyler Gzerindeki uzun vadeli psikolojik
etkileri arasinda belirgin bir yere sahiptir. Bu bulgu, Beck ve digerleri (1974) tarafindan belirtilen ve
umutsuzlugun, bireylerin genel iyilik hali ve gelecege dair beklentileri Uzerindeki derin etkilerini
vurgulayan calismalarla desteklenmektedir. Ayrica umutsuzluk, travmanin etkileriyle basa ¢ikmada
merkezi bir rol oynar. Nitekim arastirmalar, travma yasayan bireylerin siklikla umutsuzluk duygulari
gelistirdigini ve bunun, travma sonrasi stres bozuklugu ve depresyon belirtilerini daha da
kotulestirebilecegini gostermektedir (Hassija vd., 2011; Panagioti vd., 2014), Bu bulgular, umutsuzlugun
ele alinmasinin, travma odakh terapilerde dayaniklihg artirmak ve iyilesmeyi kolaylastirmak agisindan
kritik 6nem tasidigini vurgulamaktadir. Deprem gibi siddetli ve yikici olaylar, bireylerin gelecege dair
algilarini temelden sarsabilir. Travmatik olaylarin ardindan bireyler, 6zellikle deprem gibi kontrol
edilemeyen dogal afetler sonrasinda, kendilerini garesiz ve kontrolsuiz hissedebilirler (Harada vd., 2015).
Bu nedenle bireylerin gelecege dair umutlarini yitirmelerine ve yasamin olumlu yonlerine dair inanglarini
kaybetmelerine yol acabilir. Depremlerin neden oldugu yikim ve kayiplar, umutsuzluk duygularini daha
da pekistirebilir. Bu yikimlar bireylerin yasam standartlarini disirir ve ginliik yasamin temel unsurlarini
tehdit eder, boylece hayatta kalma micadelesi daha zorlayici bir hal alir (Becker vd., 2012). Depremin
fiziksel ve psikolojik yikimi, bireylerin gelecege dair umutlarini ciddi sekilde etkileyebilir ve bu durum,
umutsuzluk diizeylerinin artmasina neden olabilir (Hutchins vd., 2016). Dolayisiyla 6gretmenler, hem
kendi duygusal yuklerini yonetmek hem de Ogrencilerine destek olmak zorunda kaldiklarinda,
umutsuzluk duygulari daha yogun bir sekilde kendini gosterebilir (O'Toole & Friesen, 2016). Bu siregte,
ogretmenlerin psikolojik dayanikliliklari zorlanabilir ve bu da profesyonel ve kisisel yasamlarinda cesitli
zorluklara yol acabilir. Bu nedenle, umutsuzlukla miicadele etmek, afet sonrasi miidahalelerin temel
bilesenlerinden biri olarak ele alinmalidir. Miidahale programlari, bireylerin umutlarini yeniden insa
etmeye ve travma ile basa cikabilecek becerilerin gelistiriimesine odaklanmalidir. Bu noktada psikososyal
destek hizmetlerin giliclendiriimesi, afetzedelerin travma sonrasi umutlarini korumalarina ve psikolojik
uyumlarini saglikh bir sekilde yonetebilmelerine yardimci olabilir.
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Sinirliliklar ve Gelecek Arastirmalara Oneriler

Bu calismanin bulgulari, travma ve umut arasindaki iliskiye dair alan yazina katki saglayabilecek
niteliktedir. Ozellikle, bulgularin travma sonrasi psikolojik uyum, dayaniklilik ve normallesme siiregleri
konusundaki mevcut bilgi birikimine bir bakis agisi kazandiracagi disiinilmektedir. Ancak, ¢alismanin
bazi sinirliliklari da bulunmaktadir. Arastirma 6rneklemi, deprem bdlgesinde gorev yapan 6gretmenlerle
sinirhdir. Bu durum, bulgularin diger bolgelerdeki 6gretmenler veya genel yetiskin niifusu icin dogrudan
genellenebilirligini kisitlamaktadir. Ancak, bu bulgular depremden etkilenen 6gretmenlerin psikolojik
durumlarina dair ipuglari sunmaktadir. Arastirmanin kapsamini genisletmek amaciyla, farkl sehirlerden,
branslardan ve yas gruplarindan 6gretmenler veya bireyler lizerinde yapilacak galismalar, elde edilen
sonuglari daha genellestirilebilir hale getirebilir. Bu arastirma, o6zellikle depremden etkilenmis
O0gretmenlerin durumunu anlamaya yonelik baslangi¢ niteliginde bir ¢alisma olarak degerlendirilebilir.
Mevcut c¢alisma, degiskenleri arasindaki nedensel iligkileri belirlemeye izin vermeyen kesitsel bir
tasarimdir. Gelecekteki arastirmalarda ek bilgi saglayan boylamsal veya nitel tasarim gibi farkli
metodolojik yaklasimlar uygulanabilir. Bir diger kisitlama da tim olgiimlerin kendi kendine bildirilmis
olmasidir. Sonuglar, katiimcilarin kendi kendilerini gbzlemleme tutumlari nedeniyle yanl olabilir. Bu
¢alismada, dogrudan TSSB belirtileri incelenmemis, daha ¢ok deprem sonrasi 6gretmenlerin yasadigi
stres tepki dizeylerine odaklanmistir. Dolayisiyla, TSSB ile ilgili bulgular genel cergevede
degerlendirilmeli ve bu ¢alismanin bulgularinin TSSB'yi kapsamli bir sekilde ele almadigl gbz onilinde
bulundurulmalidir. Bu ¢alisma, Milli Egitim Bakanligi'nin, 6gretmenlerin afet sonrasi kriz yonetimindeki
kritik rollerini gliclendirmek icin psikolojik dayanikhlik, travma konusunda bilgilendirme egitimleri ve
sosyal destek mekanizmalarina odaklanan programlar gelistirmesine rehberlik edebilir. Ogretmenlerin,
ogrenciler ve toplum igin travma sonrasi iyilesme siirecinde tasidigi kilit rol géz 6niinde bulundurularak
bu alanlarda vyetkinliklerini artiracak stratejiler onerilmektedir. Ayrica 6gretmenlerin travmatik
deneyimler sonrasi yasadiklari umutsuzluk dizeylerini azaltmaya yonelik farkindalik egitimleri ve
duygusal dayanikhlik gelistirme programlarinin hayata gegirilmesi, egitim sireclerini iyilestirme agisindan
da énemlidir.

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

Etik Beyan

“Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tim kurallara
uyulmus ve yonergenin ikinci béliminde yer alan “Bilimsel Arastirma ve Yayin Etigine Aykiri
Eylemlerden” hicbiri gerceklestirilmemistir.

Catisma Beyani

Yazarlar calisma kapsaminda herhangi bir kurum veya kisi ile cikar catismasi bulunmadigini beyan
etmektedirler.
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Research Article

The purpose of this research is to examine whether fear of missing out, cognitive
emotion regulation and life satisfaction predict social media addiction. For this purpose,
the relational survey model was used as the research design. The study group of the
research consists of a total of 906 university students in Turkey, 675 of whom are female
and 231 of whom are male, . The sample group was selected through convenience
sampling. Data were obtained using the Cognitive Emotion Regulation Scale, Life
Satisfaction Scale, Fear of Missing Out Scale and Bergen Social Media Addiction Scale. In
addition, a personal information form prepared by the researchers was used to collect
demographic information such as gender, department and grade level of the study
group. Before analysing the data, assumptions such as sample size, missing values,
normality, linearity, multicollinearity and singularity, and finally extreme values were
tested within the scope of regression analysis, and it was seen that the data showed a
normal distribution. Pearson correlation coefficients were calculated to determine the
relationship among variables, and multiple regression analysis was performed to
determine whether the independent variables significantly predicted the dependent
variable. The findings of the study revealed that fear of missing out was the strongest
correlate of social media addiction (r= .498, p< .001). Furthermore, social media
addiction was found to be significantly associated with all other variables except the
positive refocusing subscale of cognitive emotion regulation.. According to the results
of multiple regression analysis, the cognitive emotion regulation sub-dimensions of self-
blame, self-acceptance, positive refocusing, refocusing on the plan, destruction, fear of
missing out, and life satisfaction together significantly and moderately predict social
media addiction scores (R=.57, R?=.32, p< .001). These variables collectively explained
approximately 32% of the total variance in social media addiction. However, the t-test
results regarding the significance of the regression coefficients indicated that the sub-
dimensions of cognitive emotion regulation, focusing on thought, positive
reconsideration, putting it in perspective and blaming others, did not significantly
predict social media addiction.
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Bu arastirmanin amaci, sosyal medya bagimhiligini gelismeleri kagirma korkusu, biligsel
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Gelig 11.04.24 galisma gurubunu Turkiye’de bir Gniversite bulunan 675’i kadin ve 231’i erkek olmak
Dizeltme 06.09.24 Uzere toplam 906 0Ogrenci olusturmaktadir. Kolay ulasilabileni 6rnekleme ydntemi
Kabul 17.04.25 kullanilarak érneklem grubu olusturulmustur. Veriler, Bilissel Duygu Diizenleme Olgegi,

Yasam Doyumu Olcegi, Gelismeleri Kagirma Korkusu Olgegi ve Bergen Sosyal Medya
Bagimlilig Olgegi kullanilarak elde edilmistir. Ayrica galisma grubunun cinsiyet, bélim,
sinif diizeyi gibi bilgilerin toplanmasi amaciyla arastirmacilar tarafindan hazirlanan kisisel
bilgi formu kullanilmistir. Verilerin analizine gegilmeden &nce regresyon analizi
kapsaminda o6rneklem buyiklugu, kayip degerler, normallik, dogrusallik, ¢oklu
dogrusallik ve tekillik ve son olarak da ug degerler gibi varsayimlar test edilmistir ve
verilerin normal bir dagilim gosterdigi gorllmustir. Degiskenler arasindaki iliskiyi
belirlemek icin pearson korelasyon katsayilari hesaplanmis ve bagimsiz degiskenlerin
bagimli degiskeni yordayip yordamadigina da ¢oklu regresyon analizi yapiimistir.
Arastirmadan elde edilen bulgular ise su sekildedir, sosyal medya bagimhhgi ile iligkili
olan en giglu degisken gelismeleri kagirma korkusudur (r= .498, p< .001). Bununla
birlikte bilissel duygu diizenlemenin alt boyutu olan pozitif tekrar odaklanma harig diger
tim degiskenlerle iligkili oldugu gorilmustiir. Coklu regresyon analizi sonuglarina gore
ise, biligsel duygu diizenleme alt boyutlarindan kendini suglama, kendini kabul etme,
pozitif tekrar odaklanma, plana tekrar odaklanma, yikimin, gelismeleri kagirma korkusu
ve yasam doyumunun birlikte sosyal medya bagimhlig puanlarini anlamli ve orta
dizeyde yordamaktadir (R= .57, R?=.32, p< .001). S6z konusu degiskenler birlikte sosyal
medya bagimliligindaki toplam varyansin yaklasik %32’sini agiklamaktadir. Regresyon
katsayilarinin anlamliligina iliskin t testi sonuglari incelendiginde ise biligsel duygu
dizenleme alt boyutlarindan diisiinceye odaklanma, pozitif yeniden gézden gegirme,
bakis acgisina yerlestirme ve digerlerini suglama alt boyutlarinin sosyal medya
bagimhligini anlamli bir sekilde yordamadigi gériilmektedir.

Anahtar Kelimeler:

Sosyal Medya Bagimliligi
Gelismeleri Kagirma Korkusu
Bilissel Duygu Dizenleme
Yagsam Doyumu.

Arastirma Makalesi

Introduction

The use of social media has been steadily increasing both in our country and globally. According to the
Digital 2023 Global Overview Report, which presents annual global digital data, 4.76 billion people
worldwide are social media users. This figure corresponds to nearly 60% of the global population. In
Turkey, 62.55 million individuals, constituting 73.1% of the population, actively use social media.
According to the Digital 2023 report, the most widely used social media platforms worldwide are
Facebook, YouTube, WhatsApp, and Instagram. In Turkey, the most frequently used platforms are
Instagram, WhatsApp, Facebook, and X (formerly Twitter). The average daily time spent on social media
in Turkey has been reported as 2 hours and 54 minutes. Compared to 2022, this represents an increase of
27 minutes, indicating an 18.36% rise in social media usage duration. These significant and substantial
increases in time spent on social media may also contribute to the development of social media addiction.

The increasing prevalence of social media usage raises concerns regarding its potential for problematic
use. University students, who have grown up in the digital age, are in constant contact with technology in
all aspects of their lives, and such engagement is often expected of them. While social media can offer
various benefits to individuals, the critical issue lies in how it is utilized (Boer et al., 2021). Researchers
argue that excessive use of online social networks may pose serious problems for young people
(Echeburua & de Corral, 2010) and that addiction resulting from such excessive use can exhibit symptoms
similar to those of other forms of addiction, such as alcohol or substance dependence (Wagner & Anthony,
2002). According to the findings of a study conducted by Comlekgi and Basol (2019), university students
spend an average of 4 hours and 16 minutes per day on social media, surpassing other age groups and
exceeding the national average in Turkey by 2 hours and 48 minutes. These findings highlight that social
media use among young adults in Turkey may lead to problematic behaviors.

In the academic literature, the concept of social media addiction is frequently used interchangeably
with terms such as problematic social media use, compulsive social media use, and maladaptive social
media engagement, which is characterized by addiction-like symptoms or difficulties in controlling
behavior (Banyai et al., 2017; Casale et al., Kuss & Griffiths, 2011; 2018; Marino et al., 2018; Sun & Zhang,
2021; Tarafdar et al., 2020). However, some researchers have criticized the term social media addiction
due to its association with substance use disorders and the argument that it may be premature to
pathologize social media use (Caplan, 2010; Carbonell & Panova, 2017; Lee et al., 2017). Furthermore,
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there are discrepancies in the literature regarding how problematic social media use is defined and
measured. While some assessment tools evaluate social media addiction based on its intended purposes
(Flynn et al., 2018; Turel & Qahri-Saremi, 2016), others measure it in accordance with the criteria for
behavioral addictions (Chen & Kim, 2013; Huang et al., 2014; Lee-Won et al.,, 2015). Moreover,
problematic social media use is a broad concept that may also encompass socially unacceptable
behaviours facilitated by social media, such as online harassment, cyberbullying, fraud, and
misinformation dissemination (Sun & Zhang, 2021). In this study, the term social media addiction is
employed, as the measurement tool used (Demirci, 2019) was developed based on behavioural addiction
criteria.

Although social media addiction is not classified as a distinct form of addiction in the DSM-5 diagnostic
criteria, it is considered one of the behavioural addictions in the academic literature (Griffiths & Szabo,
2014; Kuss & Griffiths, 2011). Social media addiction has been found to be associated with various
negative outcomes, including reduced work performance (Kuss et al., 2014; Xanidis & Brignell, 2016),
lower life satisfaction (Blachnio et al., 2016; Hawi & Samaha, 2016; Longstreet & Brooks, 2017; Sagar &
Ozgelik, 2022), poorer social relationships (Fox & Moreland, 2015; Miiller et al., 2016), and lower body
satisfaction (Rodgers et al., 2013; Tiggemann & Slater, 2013).

Given these significant consequences, researchers have sought to identify the variables that explain
social media addiction. Among these, the fear of missing out (FOMO) has been emphasized as a
particularly important factor (Alt, 2017; Oberst et al., 2017; Przybylski et al., 2013; Roberts & David, 2020).
Przybylski et al. (2013) define FOMO as “the anxiety of missing out on rewarding experiences in which
others are participating.” (p. ?) Individuals experiencing FOMO tend to have a strong desire to stay
connected with others and keep track of their activities. As a result, social media serves as a platform
where individuals with high FOMO constantly engage with their peer groups and monitor others' actions
in real time (Roberts & David, 2020). University students, who are in the late adolescence stage, may
experience a strong sense of identification with their peers and become highly invested in others' lives.
This identification can lead to competition, where individuals strive to resemble or even surpass those
they identify with. Consequently, staying informed about social developments may become a priority in
their identity formation process.

The internet is often used as a means for individuals to escape distressing emotions and cope with
stress, anxiety, and depression (Liu & Ma, 2019). Difficulties in regulating emotions have been shown to
significantly increase social media use, and individuals who struggle with emotion regulation are more
likely to engage in problematic internet use (Hormes et al., 2014). Within the scope of this study, cognitive
emotion regulation is examined as a potential predictor of social media addiction. Emotional
dysregulation has been found to be associated with problematic internet use (Arrivillaga et al., 2023;
Estevez et al., 2019; Varchetta et al., 2023), problematic smartphone use (Varchetta et al., 2023), and
social media addiction (Hormes et al., 2015; Liu & Ma, 2019). Difficulties in emotion regulation are
considered a risk factor for behavioral addictions, including internet addiction, social media addiction,
smartphone addiction, and gaming addiction. Emotion regulation has been defined by Thompson (1994)
as "the external and internal processes responsible for monitoring, evaluating, and modifying intense
emotional responses to achieve one’s goals." Garnefski et al. (2001) focused on the cognitive dimension
of emotion regulation, categorizing cognitive emotion regulation strategies as either adaptive or
maladaptive. Maladaptive strategies include self-blame, blaming others, rumination, and catastrophizing,
whereas adaptive strategies include acceptance, refocusing on planning, positive refocusing, positive
reappraisal, and putting things into perspective.

Individuals may use social media platforms as a means of avoiding problems and coping with stress,
anxiety, and depression. Additionally, individuals who evaluate their lives negatively, experience low life
satisfaction, and struggle to find fulfilment may turn to social media in an attempt to compensate for
these deficiencies. Studies have demonstrated a relationship between low life satisfaction and social
media addiction (Blachnio et al., 2016; Hawi & Samaha, 2016; Longstreet & Brooks, 2017; Sagar & Ozcelik,
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2022). Life satisfaction is broadly defined as an individual’s overall positive evaluation of their life
(Veenhoven, 1996).

In light of the existing literature, this study aims to examine the predictors of social media addiction,
specifically focusing on fear of missing out, cognitive emotion regulation, and life satisfaction. Accordingly,
the study seeks to address the following research questions:

1. Is there a significant relationship between university students’ levels of cognitive emotion
regulation, fear of missing out, and life satisfaction and their levels of social media addiction?

2. Do university students’ levels of cognitive emotion regulation, fear of missing out, and life
satisfaction significantly predict their levels of social media addiction?

Method
Research Model

This study employs a correlational research design to examine whether university students' levels of
cognitive emotion regulation, life satisfaction, and fear of missing out predict their level of social media
addiction.

Study Group

Prior to the study, a power analysis was conducted to determine the appropriate sample size. Based
on criteria of 95% confidence (1-a), 95% test power (1-B), and an effect size of d=.5, the minimum required
sample size was determined to be 723 participants. Accordingly, the study group consisted of 906 students
enrolled at a university in the Mediterranean region of Turkey during the 2023-2024 academic year. A
convenience sampling method was employed. Of the participants, 675 (74.5%) were female, and 231
(25.5%) were male. Additionally, the distribution of students by academic year was as follows: first-year
(n =2, 0.2%), second-year (n = 64, 7.1%), third-year (n = 355, 39.2%), fourth-year (n = 363, 40.1%), fifth-
year (n = 32, 3.5%), and students postponing graduation (n = 90, 9.9%).

Data Collection Instruments

Personal Information Form: A personal information form was developed by the researchers to collect
demographic data such as gender, department, and academic year.

Cognitive Emotion Regulation Questionnaire (CERQ): The Cognitive Emotion Regulation
Questionnaire, originally developed by Garnefski et al. (2001), was adapted into Turkish by Onat and Otrar
(2010). The scale consists of 36 items without any reverse-coded items and includes nine subdimensions:
self-blame, acceptance, rumination, positive refocusing, refocus on planning, positive reappraisal, putting
into perspective, catastrophizing, and blaming others. The Cronbach's alpha values for the original scale
ranged from .67 to .81 (Garnefski et al., 2001), while the internal consistency coefficients for the Turkish
version ranged from .42 to .71 (Onat & Otrar, 2010). In this study, the internal consistency coefficients for
the subdimensions ranged from .52 to .77.

Satisfaction with Life Scale (SWLS): The Satisfaction with Life Scale, developed by Diener, Emmons,
Larsen, and Griffin (1985), was adapted into Turkish by Yetim (1993). The scale consists of five items, with
higher scores indicating higher life satisfaction. In the original study, Diener et al. (1985) reported a
Cronbach's alpha reliability coefficient of .87. The Turkish version also demonstrated an internal
consistency coefficient of .87. In the present study, the internal consistency coefficient for the SWLS was
calculated as .82.

Fear of Missing Out Scale (FoOMO): The Fear of Missing Out Scale, developed by Przybylski et al. (2013),
consists of 10 items. The scale was adapted into Turkish by Gokler et al.(2016). Scores on the scale range
from 10 to 50, with higher scores indicating a greater likelihood of experiencing fear of missing out. The
internal consistency coefficient for the Turkish version was found to be .81 (Gokler et al., 2016). In this
study, the internal consistency coefficient for the scale was calculated as .77.
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Bergen Social Media Addiction Scale (BSMAS): The Bergen Social Media Addiction Scale, developed
by Andreassen et al. (2016), consists of six items. The Turkish adaptation of the scale was conducted by
Demirci (2019). Each item in the scale corresponds to one of six core addiction criteria: salience, mood
modification, tolerance, withdrawal, conflict, and relapse. Scores range from 6 to 30. The original scale
had a Cronbach's alpha coefficient of .88, while the Turkish version demonstrated an internal consistency
coefficient of .83. In this study, the Cronbach's alpha coefficient was calculated as .82.

Data Analysis

The data for this study were collected online via Google Forms during the Fall semester of the 2023-
2024 academic year. Participants were informed about the study's purpose and the voluntary nature of
their participation. Informed consent was obtained before data collection. To ensure data reliability,
system settings were adjusted to allow each participant to respond only once, and incomplete or
inconsistent responses were excluded from the analysis. Additionally, anonymity and confidentiality were
emphasized to encourage participants to provide sincere responses without external influences.
Necessary measures were taken to enhance data quality.

Before conducting regression analysis, assumptions related to sample size, missing values, normality,
linearity, multicollinearity, singularity, and outliers were tested (Cokluk et al., 2014). The missing data
analysis indicated that no variable had more than 5% missing values. Outlier analysis was then performed
using boxplots, leading to the exclusion of 62 cases. Examination of univariate outliers revealed that no
data points fell outside the -4 to +4 Z-score range. For multivariate outlier detection, Mahalanobis
distance was examined based on the chi-square distribution, and no data points exceeded the threshold
of x2(57; 0.05)= 79.49. Univariate normality was assessed using skewness and kurtosis values (Cokluk et
al., 2014). Skewness and kurtosis values within the range of +1.0 indicate no significant deviation from
normality (Tabachnick & Fidell, 2015). Descriptive statistics for univariate normality are presented in Table
1.

Table 1

Descriptive Statistics for Univariate Normality

Variables N X S Skewness Kurtosis
1. Social Media Addiction 906 15.85 5.38 171 -.485
2. Self-Blame 906 11.83 2.76 .252 -.028
3. Acceptance 906 6.37 1.84 .110 .802
4. Rumination 906 14.18 3 -.148 -.306
5. Positive Refocusing 906 12.21 2.59 213 -.067
6. Refocus on Planning 906 14.69 2.90 -.217 -.394
7. Positive Reappraisal 906 14.12 3.08 -.021 -.521
8. Putting into Perspective 906 12.51 2.53 -.086 .140
9. Catastrophizing 906 10.29 3.14 .149 -.270
10. Blaming Others 906 10.63 2.65 -.087 -.005
11. Fomo 906 22.08 5.79 .345 -.214
12. Life Satisfaction 906 18.27 6.30 .011 -.645

As seen in Table 1, the skewness and kurtosis coefficients, obtained by dividing the skewness and
kurtosis values by their standard errors, fall within the +1 range. This indicates that the distribution is
normal. Another assumption of multivariate statistical analyses is the issue of multicollinearity. To
examine multicollinearity, the Variance Inflation Factor (VIF) and tolerance values were assessed. It is
generally accepted that there is no multicollinearity problem if the VIF value is less than 10 and the
tolerance value is greater than .20 (Cokluk et al., 2014). Upon examining the study variables, the VIF values
were found to range between 1.24 and 7.11, while the tolerance values ranged between .02 and .80.
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Additionally, the Durbin-Watson test was conducted to assess autocorrelation, yielding a value of
1.995. Since a Durbin-Watson value between 1 and 3, particularly one close to 2, indicates the absence of
autocorrelation, these findings suggest that there is no issue of multicollinearity or autocorrelation in the
model. The assumptions of multiple regression analysis were tested, and all assumptions were found to
be met. To determine whether and to what extent university students' cognitive emotion regulation, fear
of missing out, and life satisfaction significantly predict social media addiction, a multiple linear regression
analysis was performed.

For this study, ethical approval was obtained from the Ethics Committee of Mersin University Social
and Humanities Sciences (Decision Dated: 24.03.2023, No. 90).

Findings

This section presents the results of the correlation analysis conducted to examine the relationships
between social media addiction, cognitive emotion regulation, fear of missing out, and life satisfaction.
Additionally, the findings of the multiple linear regression analysis, which assesses the extent to which
cognitive emotion regulation, fear of missing out, and life satisfaction predict social media addiction, are
reported.

Table 2

Pearson Correlation Coefficient Values Among Variables

Variables 1 2 3 4 5 6 7 8 9 10 11 12
1. SMA -
2.SB .30™ -
3.A .19 31 -
4.R .24 43" 317 -
5. PR -.03 A1 .08" .03 -
6. RoP -.10™  -.00 .14 35" 44 -
7. PRE -14  -12" .08 .17 54" .69™ -
8. PP .10™ .18™ .20 .24 35T .30™ .39™ -
9.C 33" 427 .24 28~ -10"  -12™ -257 19" -
10. BO 22 .14 15 17 -.02 .00 -.08™ .19  .40™ -
11. FOMO 49™ 277 13" .32 -01 -.01 -.03 .18 .30™ 277 -
12. LF -19™  -22" -08" -03. .29" .24 37 10 -24™ - 127 127 -

**p<.001, *p<.005

(SMA= Social Media Addiction, SB= Self Blame, A= Acceptance, R= Rumination, PR= Positive Refocusing, RoP= Refocusing on Plan,
PRE= Positive Reappraisal, PP= Putting into Perspective, C= Catastrophizing, BO= Blaming Others, FOMO= Fear of Missing Out, LS=
Life Satisfaction)

Table 2 reveals that social media addiction is positively and significantly correlated with the
subdimensions of cognitive emotion regulation, including self-blame (r= .306, p< .001), acceptance (r=
.192, p<.001), rumination (r=.244, p<.001), putting into perspective (r=.104, p< .001), catastrophizing (r
= .336, p < .001), and other-blame (r = .223, p < .001). On the other hand, social media addiction is
negatively and significantly correlated with the subdimensions of refocus on planning (r=-.105, p< .001)
and positive reappraisal (r= -.148, p< .001). Furthermore, social media addiction has a positive and
significant correlation with fear of missing out (r=.498, p<.001) but a negative and significant correlation
with life satisfaction (r=-.193, p< .001). These findings indicate that as university students’ social media
addiction increases, their fear of missing out also increases, while their life satisfaction decreases.
Additionally, an increase in the negative subdimensions of cognitive emotion regulation among university
students is associated with higher levels of social media addiction.

The results of the multiple linear regression analysis examining the predictive power of cognitive
emotion regulation subdimensions, fear of missing out, and life satisfaction on university students’ social
media addiction scores are presented in Table 3.
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Table 3

Regression Analysis Results on Social Media Addiction, Cognitive Emotion Regulation, Fear of Missing Out,

and Life Satisfaction Among University Students

Variables B SEy B T p Bivariate r Partial r
Constant 3.577 1.343 - 2.663 .008

Self-Blame .181 .067 .093 2.724  .007 .306 .091
Acceptance .202 .088 .069 2.289 .022 192 .076
Rumination 111 .064 .062 1.750 .080 .244 .058
Positive Refocusing 173 .071 .083 2.429  .015 -.035 .081
Refocusing on Plan -.165 .077 -.089 -2.154 .032 -.105 -.072
Positive Reappraisal -.120 .079 -.069 -1.534 125 -.148 -.051
Putting into Perspective -.015 .070 -.007 -.214 .831 .104 -.007
Catastrophizing .167 .060 .097 2.78 .005 .336 .093
Blaming Others .063 .063 .031 .99 .318 223 .033
Fomo .367 .029 .396 12.87  .000 497 .396
Life Satisfaction -.056 .026 -.066 -2.148 .032 -.193 -.072
R=.57 R%=.32

F=38.630 p=.000

As shown in Table 3, the subdimensions of cognitive emotion regulation—self-blame, self-acceptance,
positive refocusing, refocusing on planning, and rumination—along with fear of missing out (FoMO) and
life satisfaction, significantly and moderately predict social media addiction scores (R= .57, R%= .32, p<
.001). These variables collectively explain approximately 32% of the total variance in social media
addiction.

Examining the t-test results for the significance of regression coefficients, it is observed that the
cognitive emotion regulation subdimensions of focus on thought, positive reappraisal, putting into
perspective, and blaming others do not significantly predict social media addiction.

Conclusion and Discussion

This study examines the relationships between university students' social media addiction, fear of
missing out, cognitive emotion regulation skills, and life satisfaction. The findings indicate that there are
statistically significant relationships among these variables. Additionally, the predictive variables—fear of
missing out, cognitive emotion regulation skills, and life satisfaction—significantly predict the outcome
variable, self-esteem, explaining 32% of its variance. These findings highlight important aspects of social
media platforms, whose user numbers and usage frequency have been increasing in recent years.

Developmental theorists have emphasized that university students, the majority of whom are young
adults, face key developmental tasks such as identity formation and establishing close relationships
(Erikson, 1963). One of the primary means by which individuals accomplish these developmental tasks is
through social interactions. In today's world, social media platforms have become nearly indispensable in
facilitating these social interactions. This reality positions social media as both a crucial tool for fulfilling
developmental tasks and, at the same time, a potentially disruptive force due to the overwhelming
number of options it offers. As Przybylski et al. (2013) highlighted, individuals' awareness of more
alternatives than they can realistically experience creates a sense of urgency to avoid missing out on
appealing opportunities—commonly known as the fear of missing out (FOMO). Falling behind on
rewarding experiences can be particularly distressing for young adults in university. Beyens et al.(2016)
found that individuals’ fear of missing out significantly influenced their Facebook usage and overall well-
being. Similarly, a study conducted by Elhai et al.(2016) concluded that problematic smartphone use was
significantly predicted by fear of missing out. The present study supports these findings in the literature,
demonstrating a positive and significant relationship between individuals’ fear of missing out and social
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media addiction. Based on these results and previous research, it can be argued that fear of missing out
reinforces social media addiction and related behaviors. These behaviors may include problematic
smartphone use, screen addiction, and doomscrolling. While these behavioral patterns might seem to
help individuals stay connected to their social environment, research suggests that they are closely linked
to depression and anxiety. A study by Oberst et al.(2016) found that fear of missing out and the frequency
of social media use significantly explained psychopathology and the negative consequences of excessive
social media engagement. Based on this, it can be argued that fear of missing out not only increases social
media addiction but also fosters problematic behaviors such as excessive smartphone use, multi-screen
dependency, and doomscrolling. Furthermore, these behaviors may contribute to the development of
negative emotional states, including depression, anxiety, and other psychopathological symptoms. In
addition to these findings, it is essential to discuss the impact of such negative outcomes on life
satisfaction.

Another variable examined in this study is cognitive emotion regulation skills. Cognitive emotion
regulation refers to the strategies and processes individuals use to manage their emotional experiences
through cognitive mechanisms (Gross, 1998). Emotion regulation skills are particularly crucial for
individuals when their emotional processes are influenced by external factors. These skills enable
individuals to assess the situation they are in, evaluate the stimuli that trigger their emotions, and
generate appropriate emotional responses (Gross, 2008). A key aspect of social media addiction is that it
fosters behavioral patterns that expose individuals to stimuli capable of triggering emotional processes at
any moment. University students, for whom social life and social acceptance are particularly important,
experience diverse emotional processes influenced by the content they encounter on social media. In a
study conducted by Rozgonjuk and Elhai (2019), individuals with dysfunctional emotion regulation skills
were found to engage in more problematic smartphone use. This condition may lead to functional
impairments and, over time, contribute to psychopathological issues. The findings of this study are
consistent with previous research in the literature. A positive and significant relationship was found
between social media addiction and the maladaptive emotion regulation strategies of self-blame, other-
blame, rumination, and catastrophizing. Additionally, self-blame and catastrophizing significantly
predicted the variance in social media addiction. Hormes et al.(2014) found that social media use can lead
to addiction for various reasons, and weak emotion regulation skills exacerbate this addictive behavior.
Both previous studies in the literature and the findings of the present study indicate that social media
addiction is directly or indirectly linked to individuals' emotional processes. This suggests that
dysfunctional emotion regulation skills, particularly during university years—a critical period for forming
close relationships and establishing identity—may contribute to problematic social media use.

Another variable examined in this study is life satisfaction. Although the concept of life satisfaction
has been present in the literature for many years, it is influenced by a wide range of factors. The findings
of this study indicate a negative and low-level significant relationship between social media addiction and
life satisfaction. While this relationship is consistent with previous studies in the literature, the low
correlation level may be attributed to the presence of numerous confounding variables that could
influence these factors. A study conducted by Hong et al.(2014) investigated the impact of psychological
characteristics on Facebook use. Their findings suggested that low self-esteem, introversion, and low life
satisfaction were factors contributing to increased Facebook use. Similarly, the present study found that
lower life satisfaction is inversely related to social media addiction.

Considering the findings obtained in this study, it can be concluded that individuals' emotion
regulation skills, fear of missing out, and life satisfaction significantly predict social media addiction. This
phenomenon particularly highlights how individuals' awareness of an overwhelming number of choices—
far beyond what they can experience—triggers emotional processes that lead to increased social media
engagement. Among the independent variables examined in this study, fear of missing out and cognitive
emotion regulation skills appear to be closely interrelated. Specifically, individuals’ excessive exposure to
information on current events may hinder their ability to engage in emotional re-evaluation. While this
phenomenon has been explored in different contexts in the literature, the present study suggests that it
further reinforces social media addiction and associated behavioural patterns. Life satisfaction is shaped
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by emotional and cognitive processes as well as individuals’ self-evaluations. This study emphasizes that
individuals who struggle with emotion regulation and consequently fail to engage in healthy self-
assessment and emotional process evaluation, are also more likely to exhibit social media addiction
behaviours. Social media plays a crucial role in modern life, serving both as a mass communication tool
and, as highlighted in this study, as a platform that contributes to individuals' developmental processes.
However, in cases of problematic usage, various processes that undermine individuals’ psychological well-
being—including self-esteem—come into play, as supported by the existing literature. Given these
findings, it can be suggested that fear of missing out, emotion regulation skills, and life satisfaction are
key factors influencing social media addiction and related behaviours, particularly among university
students.

This study examined three distinct variables that are considered potential determinants of social
media addiction. Given that numerous factors influence social media addiction, future research could
explore its relationship with additional variables such as loneliness, rejection sensitivity, attachment
styles, self-esteem, competence, and risk-taking behavior. Such investigations would contribute
significantly to the field. This study was conducted using a correlational survey model. In future research,
qualitative studies (e.g., focus group discussions and structured interviews) could be conducted to further
explain the causal mechanisms underlying social media addiction. Social media, which individuals largely
manage on their own, plays a crucial role in fulfilling their social support needs. To reduce reliance on
social media, universities could organize social events for students, establish student clubs, and make
participation in these clubs more appealing. Such initiatives may help decrease the need for social media
engagement and reduce addictive behavioral patterns. To mitigate students’ fear of missing out,
psychoeducational programs could be developed to enhance their self-awareness and foster a healthy
sense of identity. Additionally, workshops, discussion groups, and individual counseling services could be
implemented to help students recognize and manage difficulties in their emotional and cognitive
regulation processes. Life satisfaction is influenced by multiple factors, and understanding the barriers to
student well-being is essential. Universities could support students in identifying and overcoming these
obstacles by conducting needs assessment studies through academic advisors and university counseling
centers. These initiatives could strengthen students’ psychological resilience and enhance their overall life
satisfaction.

Limitations and Recommendations for Future Research

The findings of this study are limited to the characteristics measured by the assessment tools used in
the research and the responses provided by the participants to these instruments. Additionally, the results
are restricted to the variables considered to measure life satisfaction and are further limited by the
specific characteristics of the study sample. One significant limitation of this study is that the internal
consistency coefficients for some subdimensions of the measurement tools were relatively low. In
particular, the lower internal consistency coefficients reported in the Turkish adaptation of the scale
highlight a concern regarding the reliability of the measurement tool. This suggests that there may be a
margin of error in measuring the relevant variables. Future research would benefit from using alternative
scales with higher reliability or conducting new adaptation studies to improve the psychometric
properties of the existing scale.

Future studies could contribute to the literature by examining the relationships between social media
addiction and various psychosocial variables, such as loneliness, rejection sensitivity, attachment styles,
and risk-taking behaviours. Additionally, qualitative research methods (e.g., focus group discussions and
in-depth interviews) could be employed to gain a deeper understanding of the causal mechanisms
underlying social media addiction. Intervention programs aimed at reducing social media addiction among
university students could be tested for effectiveness, and their impact on psychological well-being could
be evaluated. Furthermore, given the importance of identity development and social bonding processes,
conducting cross-cultural studies on social media addiction across different age groups and cultural
contexts could offer valuable insights. Lastly, research could explore the effectiveness of
psychoeducational programs designed to help individuals develop coping strategies for managing fear of
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missing out (FOMO). This could lead to recommendations for promoting healthier digital habits and
reducing problematic social media use.
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Turkge Suriimii

Girig

Sosyal medya kullanimi {ilkemizde ve diinyada giderek artmaktadir. Her yil diinya genelinde dijital
verileri ortaya koyan Dijital 2023 Kiiresel Genel Bakis Raporuna gore 4.76 milyar kisi diinya ¢apinda sosyal
medya kullanmaktadir. Bu rakam diinyadaki toplam niifusunun neredeyse yiizde 60’'ina denk gelmektedir.
Tirkiye’'de ise 62.55 milyon kisi yani nifusun yilizde 73.1'i aktif olarak sosyal medya kullanicisidir. Dijital
2023 raporuna gore diinyada en ¢ok kullanilan sosyal medya platformlari Facebook, Youtube, Whatsapp
ve Instagram’dir. Tirkiye’de ise en ¢ok kullanilan sosyal medya platformlari Instagram, Whatsapp,
Facebook ve X(Twitter)’tir. Turkiye’de sosyal medyada gegirilen siire glinlik 2 saat 54 dakika olarak
bulunmustur. Sosyal medyada gegirilen siire 2022’ye gore 27 dakika artmistir. Bu da 2022’ye gore sosyal
medyada gegirilen siirenin ylzde 18.36 arttigini gostermektedir. Bu verilere gore, sosyal medyada
gegirilen zamandaki bu 6nemli ve ciddi artislar sosyal medya bagimliligina da yol agabilmektedir.

Sosyal medyanin kullaniminin artmasi problemli kullanim potansiyeline iliskin sorunlari giindeme
getirmektedir. Dijital diinyaya dogmus olan tniversite 6grencileri yasamlarinin her alaninda teknoloji ile
temas etmektedir, etmeleri beklenmektedir. Elbette sosyal medyanin kisilere sagladig birtakim yararlar
olabilmektedir. Burada dikkat ¢ekilmesi gereken nokta sosyal medyanin nasil kullanildigidir (Boer vd.,
2021). Arastirmacilar 6zellikle ¢evrimici sosyal aglarin asiri kullaniminin gengler igin ciddi sorunlar
yaratabilecegini (Echeburia & de Corral, 2010) ve bu asiri kullanim sonucunda olusacak bagimhligin diger
bagimhliklarla (alkol, madde vs) benzer semptomlari ortaya gikarabilecegini ileri sirmektedirler (Wagner
& Anthony, 2002). Comlekgi ve Basol (2019)’un yaptigl arastirmanin sonuglarina gore, Universite
ogrencilerinin diger yas gruplarini gecerek Tirkiye ortalamasindan giinde 2 saat 48 dakika daha fazla,
toplamda 4 saat 16 dakika sosyal medyada zaman gecirdikleri goriilmistir. Bu veriler Turkiye’de 6zellikle
geng yetiskinlerde sosyal medya kullaniminin problemli davranislara yol agabilecek durumda olduguna
dikkat cekmektedir.

Sosyal medya bagimhhigi kavram olarak alan yazinda problemli sosyal medya kullanimi, zorlayici sosyal
medya kullanimi gibi kavramlar, bagimlilik benzeri belirtiler veya davranis izerindeki kontrol glicligii ile
nitelendirilen uyumsuz sosyal medya kullanimi fenomeni ile iliskilendirmek icin es anlamli olarak
kullanilmaktadir (Banyai vd., 2017; Casale vd., 2018; Kuss & Griffiths, 2011; Marino vd., 2018, Tarafdar vd.,
2020; Sun & Zhang, 2021). Bagimhlk teriminin madde kullanim bozukluklari ile arasindaki baglanti
nedeniyle ve sosyal medya kullanimini patolojik hale getirmenin erken oldugu dislncesiyle bazi
arastirmacilar sosyal medya bagimllig tanimina elestiride bulunmaktadir (Caplan, 2010; Carbonell ve
Panova, 2017; Lee vd., 2017). Bununla birlikte problemli sosyal medya kullanimini tanimlama ve 6lgme
alan yazinda farkhliklar gostermektedir. Gelistirilen bazi 6lgme araclari, Sosyal medya bagimhligini sosyal
medyanin kullanim amaglarina (Flynn vd., 2018, Turel & Qahri-Saremi, 2016) gore Olcerken bazilar
davranigsal bagimliliklarin kriterlerine uygun (Chen & Kim, 2013, Huang vd., 2014, Lee-Won vd., 2015)
olarak 6lgmektedir. Dahasi “problemli sosyal medya kullanimi” oldukga genis bir kavramdir ve bu kavram,
sosyal olarak kabul edilemez faaliyetler icin sosyal medya kullanimini da igerebilir (6rnegin, cevrimigi taciz,
siber zorbalik ve dolandiricilik ve yanlis bilgi yayma) (Sun & Zhang, 2021). Bu arastirmada sosyal medya
kullaniminailiskin davranissal bagimliliklarin kriterlerine gére hazirlanmis olan 6lgme araci (Demirci,2019)
kullanildigindan sosyal medya bagimliligi kavrami kullanilmistir.

Sosyal medya bagimhligi DSM-V tani kriterlerinde bir bagimlilik tiri olarak tanimlanmamakla birlikte
alan yazinda davranis tabanli bagimliliklardan biri olarak degerlendiriimektedir (Griffiths & Szabo, 2014;
Kuss & Griffiths, 2011;). Sosyal medya bagimlihg ile,diisik is performansi (Kuss vd., 2014; Xanidis &
Brignell, 2016), dusik yasam doyumu (Blachnio vd., 2016; Hawi & Samaha, 2016; Longstreet & Brooks,
2017; Sagar & Ozgelik, 2022), daha diisiik saglikli sosyal iliskiler (Fox & Moreland, 2015; Miller vd., 2016),
diusik beden memnuniyeti (Rodgers vd., 2013; Tiggemann & Slater, 2013) degiskenleri arasinda iliskiler
bulunmustur.
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Arastirmacilar bunca 6nemli sonuglara neden olabilecek sosyal medya bagimhligini agiklayan
degiskenleri arastirmaktadirlar. Bu degiskenler arasinda &zellikle gelismeleri kagirma korkusunun énemli
olabilecegini vurgulayan ¢okga arastirma bululnmaktadir (Alt, 2017; Oberst vd., 2017; Przybylski vd., 2013;
Roberts & David, 2020). Przybylski ve digerleri (2013) gelismeleri kagirma korkusunu (FOMO) “baskalarinin
katildig1 6dillendirici deneyimlerden geride kalma kaygisi olarak” tanimlamaktadir. Gelismeleri kagirma
korkusu yasayan bireylerin diger kisilerle baglantida kalma, onlarin neler yaptigini takip etme istegi
tasimaktadir. Bu istekle sosyal medya, FOMO’su yiiksek bireylerin akran gruplarn ile etkilesim halinde
olduklari, her an diger kisilerin neler yaptiklarini takip ettikleri bir platform olarak goriilmektedir (Roberts
& David, 2020). Ergenligin sonu olarak gorilen Universite donemindeki bireyler, akranlarla 6zdeslesme
dolayisiyla digerlerin yasamlariyla ilgili olma durumunu deneyimleyebilmektedirler. Buradaki 6zdeslesme
rekabetle karsilik bulabilmektedir. Birey 6zdeslestigi kisi gibi olmayi, hatta onu ge¢meyi arzulayabilir. Bu
nedenle gelismelerden haberdar olmasi kendi kimliksel stirecinde 6ncelik tagiyabilmektedir.

internet, bireylerin sikinti verici duygulardan kagmasi ve stres, kaygi ve depresyonla bas edebilmesi
noktasinda bir yol olarak gorilebilmektedir (Liu & Ma, 2019). Kisinin sahip oldugu duygulari yonetmede
deneyimledigi guglik sosyal medya kullanimini 6nemli 6lglide arttirmaktadir ve bu giglige sahip olan
bireylerde problemli internet kullaniminin arttigi da arastirmalarca ifade edilmektedir (Hormes vd., 2014).
Bu arastirma kapsaminda da sosyal medya bagimliliginin olasi yordayicilarindan biri olarak bilissel duygu
diizenleme incelenmistir. Duygusal dizensizligin problemli internet kullanimi (Arrivillaga vd., 2023;
Estevez vd., 2019; Varchetta vd., 2023), problemli akilli telefon kullanimi (Varchetta vd., 2023), sosyal
medya bagimlilig (Liu & Ma, 2019; Hormes vd., 2015) ile iliskili oldugu goéralmistir. Duygu diizenlemede
yasanan zorluklarin davranissal bagimhiliklarda (internet bagimhligi, sosyal medya bagimliligi, akill telefon
bagimhligi, oyun bagimhhgi) bir risk faktori oldugu soylenebilir. Duygu dizenleme Thompson (1994)
tarafindan “kisinin hedeflerine ulasmak igin yasadigl yogun ve siddetli duygusal tepkilerini izlemesi,
degerlendirmesi ve degistirmekten sorumlu oldugu dissal ve igsel siiregler” olarak tanimlanmaktadir.
Garnefski ve digerleri (2001) duygu dizenlemenin bilissel boyutuna odaklanmislardir. Yaptiklari calismada
bilissel duygu dizenleme stratejilerini 6ncelikle uyumlu ve uyumsuz olarak siniflamislardir. Uyumsuz
stratejiler kendini suglama, digerlerini suglama, disiinceye odaklanma, yikim olarak adlandiriimistir.
Uyumlu stratejiler ise kabul etme, plana tekrar odaklanma, pozitif tekrar odaklanma, pozitif yeniden
gozden gecirme ve bakis agisina yerlestirme olarak tanimlanmistir.

Bireyler, sosyal medya platformlarini yasadiklari problemlerden kaginmak ve stres, kaygi ve
depresyonla basa c¢ikmak icin kullanabilirler. Bununla birlikte yasamini olumsuz degerlendiren,
yasamlarindan memnun olmayan ve doyum saglayamayan bireylerin bu doyumu elde etmek igin sosyal
medya platformlarina yoneldikleri ve yogun bir seklide sosyal medya kullandiklari séylenebilir. Disik
yasam doyumunun sosyal medya bagimhhg ile iliski oldugu gortlmustir (Blachnio vd., 2016; Hawi ve
Samaha, 2016; Longstreet & Brooks, 2017; Sagar & Ozcelik, 2022; ). Yasam doyumu, bireyin genel olarak
hayatini olumlu yonde degerlendirmesidir (Veenhoven, 1996).

Tum bu alan yazin dogrultusunda bu arastirmanin amaci sosyal medya bagimliiginin yordayicilari
olarak gelismeleri kagirma korkusu, bilissel duygu dizenleme ve yasam doyumunun incelenmesidir. Bu
nedenle asagidaki sorulara cevap aranmistir.

1. Universite dgrencilerinin bilissel duygu diizenleme, gelismeleri kagirma korkusu ve yasam doyumu
dizeyleri ile sosyal medya bagimlilig1 diizeyleri arasinda anlamli bir iligski var midir?
2. Universite égrencilerinin bilissel duygu diizenleme, gelismeleri kacirma korkusu ve yasam doyumu
dizeyleri sosyal medya bagimliligi diizeylerin anlamli diizeyde yordamakta midir?
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Yontem
Aragtirma Modeli

Universite &grencilerinin bilissel duygu diizenleme, yasam doyumu ve gelismeleri kagirma korkusu
diizeylerinin sosyal medya bagimhhgn diizeylerini yordayip yordamadigini incelemek amaciyla yapilan bu
arastirmada iligkisel arastirma modeli kullanilmistir.

Calisma Grubu

Calisma 6ncesinde 6rneklem grubunu belirleyebilmek adina gii¢ analizi uygulanmistir. %95 giiven (1-
a), %95 test giicti (1-B) ve d=.5 etki blyuklugu kriterlerine gore ¢alisma grubu blyuklGgi en az 723 kisiden
olusmasi gerektigi belirlenmistir. Bu baglamda arastirmanin ¢alisma grubunu 2023-2024 yilinda Tiirkiye’de
Akdeniz Bolgesinde bir Universiteye devam eden 906 06grenci olusturmaktadir. Arastirmada kolay
ornekleme yontemi kullanilmistir. Calisma grubunun 675’i (%74.5) kadin, 231’i (%25.5) erkektir. Ayrica 1.
sinifa devam eden 2 (%0.2), 2. sinifa devam eden 64 (%7.1), 3. sinifa devam eden 355 (%39.2), 4. sinifa
devam eden 363 (%40.1), 5. sinifa devam eden 32 (%3.5) ve son olarak mezun erteleme 90 (%9.9) 6grenci
bulunmaktadir.

Veri Toplama Araglan

Kisisel Bilgi Formu: Calisma grubunun cinsiyet, bolim, sinif diizeyi gibi bilgilerin toplanmasi amaciyla
arastirmacilar tarafindan hazirlanan kisisel bilgi formu kullaniimistir.

Bilissel Duygu Diizenleme Olgegi: Garnefski ve digerleri (2001) tarafindan gelistirilen Bilssel Duygu
Diizenleme Olgegi, Onat ve Otrar (2010) tarafindan Turk kiiltiiriine uyarlanmistir. Olgme araci 36
maddeden olusmakta ve ters madde bulunmamaktadir. Bilissel duygu diizenleme 6lgegi 9 alt boyuttan
olusmaktadir. Bu alt boyutlar; Kendini suglama (Self-blame), Kabul etme (Acceptance), Disiinceye
odaklanma (Rumination), Pozitif tekrar odaklanma (Positive refocusing), Plana tekrar odaklanma (Refocus
on planning), Pozitif yeniden gézden gegirme (Positive reappraisal), Bakis agisina yerlestirmek (Putting
into perspective), Yikim (Catastrophizing) ve Digerlerini suclama’dir (Other-blame). Olgegin orijinal
formunda Cronbach alfa degeri .67 ile .81 arasinda deger almaktadir (Garnefski ve digerleri, 2001). Tlrkce
formunda ise i¢ tutarliik katsayillar .42 ile .71 arasinda degismektedir (Onat ve Otrar, 2010). Bu
arastirmada ise alt boyutlarin ig tutarlilik katsayilari .52 ile .77 arasinda degismektedir.

Yasam Doyumu Olgegi: Diener ve digerleri(1985) tarafindan gelistirilen Yasam Doyumu Olgegi’nin Tiirk
klltirine uyarlama galismasi Yetim (1993) tarafindan yapilmistir. 5 maddeden olusan 6lgekten alinan
yuksek puanlar yiiksek yasam doyumuna isaret etmektedir. Diener ve digerleri (1985) orijinal ¢alismada
dlcegin givenirligine iliskin ic tutarliigini Cronbach Alpha= .87 olarak bulmuslardir. Olcegin Tiirkce
formunun ig tutarlilik katsayisi da .87 olarak bulunmustur. Bu arastirma kapsaminda ise yasam doyumu
Olceginin i¢ tutarhihk katsayisi .82 olarak hesaplanmustir.

Gelismeleri Kagirma Korkusu Olgegi: Przybylski ve digerleri (2013) tarafindan gelistirilen Gelismeleri
Kacirma Korkusu Olcegi 10 maddeden olusmaktadir. Tirkce’ye uyarlama calismasini Gokler ve
digerleri(2016) yapmistir. Olcekten alinan puanlar 10 ile 50 arasinda degismektedir. Olcekten alinan
puanlarin artmasi bireylerin gelismeleri kagirma korkusu yasama olasiliginin arttigi séylenebilir. Tirkge
formunun i¢ tutarhhk katsayisi .81 olarak bulunmustur (Gokler et al., 2016). Bu calismada olgegin i¢
tutarhlik katsayisi .77 olarak olarak hesaplanmistir.

Bergen Sosyal Medya Bagimlilig1 Olgegi: Andreassen ve digerlerinin (2016) gelistirdigi Bergen Sosyal
Medya Bagimlihg Olcegi alti maddeden olusur. Tirk kiiltiiriine uyarlamasi Demirci (2019) tarafindan
yapilmistir. Olcekteki her madde zihinsel ugras, duygudurum degisikligi, tolerans, yoksunluk, catisma ve
basarisiz birakma girisimi olmak lizere alti temel bagimhlik dlciitini karsilamaktadir. Olcekten alinan
puanlar 6-30 puan arasinda degismektedir. Orijinal 6lgegin ic tutarlilik katsayisi .88 olarak bulunmustur.
Tiurkce formunun i¢ tutarhilhk katsayisi .83’tlir. Bu arastirmada ise Cronbach alpha katsayisi .82 olarak
hesaplanmistir.
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Verilerin Analizi

Arastirmanin verileri, 2023-2024 egitim-6gretim yili giiz doneminde Google Forms Uzerinden gevrim
ici olarak toplanmistir. Katilimcilar, ¢alismanin amaci ve gonulli katihm esasina dayandigi konusunda
bilgilendirilmis, onamlari alindiktan sonra veri toplama surecine dahil edilmistir. Veri gtvenilirligini
saglamak amaciyla, her katilimcinin yalnizca bir kez yanit verebilmesi igin sistem ayarlari dizenlenmis ve
eksik ya da tutarsiz yanitlar analiz sirecinde ayiklanmistir. Ayrica, katiimcilarin sorulari dikkatle
yanitlamasini tegvik etmek igin anonimlik ve gizlilik ilkeleri vurgulanmis, herhangi bir dig etki olmaksizin
icten yanitlar vermeleri saglanmaya ¢alisilmistir. Bu 6nlemler dogrultusunda, veri kalitesini artirmaya
yonelik gerekli adimlar atilmistir. Verilerin analizine gegilmeden once regresyon analizi kapsaminda
orneklem buyiklugu, kayip degerler, normallik, dogrusallik, coklu dogrusallik ve tekillik ve son olarak da
ug degerler gibi varsayimlarin test edilmesi gerekir (Cokluk vd., 2014). Kayip veri kontroliinde %5’ten fazla
veri tespit edilememistir. Daha sonra ug¢ deger analizi yapilmistir. Ug deger analizi igin ise tek yonli ug
degerler kutu grafigi (boxplots) incelenmis olup 62 veri analizden ¢ikarilmistir. Tek degiskenli aykiri
degerler igin Z degerlerine bakilmis olup -4 ile +4 araliginin disinda kalan verinin olmadig gorilmustir.
Cok degiskenli aykiri degerler igin ise Mahalanobis uzakligi incelenmis olup ki kare dagilimi esas alinmistir.
X%s7005)= 79.49 olarak hesaplanmis ve bu degerin lzerinde herhangi bir veri bulunamamistir. Tek
degiskenli normalligi test etmek icin basiklik carpiklik katsayilarindan yararlanilabilir (Cokluk vd., 2014).
Basiklik ve carpiklik degerlerinin £1.0 arasinda kalmasi, dagilimin normalden asiri sapma gostermediginin
bir kaniti olabilir (Tabachnick & Fidell, 2015). Tek degiskenli normallige iliskin betimsel istatistikler Tablo
1’de gosterilmistir.

Tablo 1

Tek Degiskenli Normallige iliskin Betimsel istatistikler

Degiskenler N X S Carpikhik  Basikhk
1. Sosyal Medya Bagimlihig 906 15.85 5.38 A71 -.485
2. Kendini Suglama 906 11.83 2.76 .252 -.028
3. Kendini Kabul Etme 906 6.37 1.84 .110 .802
4. Diislinceye Odaklanma 906 14.18 3 -.148 -.306
5. Pozitif Tekrar Odaklanma 906 12.21 2.59 213 -.067
6. Plana Tekrar Odaklanma 906 14.69 2.90 -.217 -.394
7. Pozitif Yeniden Gézden Gegirme 906 14.12 3.08 -.021 -.521
8. Bakis Agisina Yerlestirme 906 12.51 2.53 -.086 .140
9. Yikim 906 10.29 3.14 .149 -.270
10. Digerlerini Suglama 906 10.63 2.65 -.087 -.005
11. Fomo 906 22.08 5.79 .345 -.214
12. Yasam Doyumu 906 18.27 6.30 .011 -.645

Tablo 1'de goruldigu gibi carpiklik ve basiklik katsayilarinin ¢arpiklik ve basiklik standart hatalarina
bolinmesi sonucu elde edilen katsayilarin £1 araliginda oldugu belirlenmistir. Dolayisiyla dagilimin normal
oldugu soylenebilir. Cok degiskenli istatistiksel analizlerin bir diger varsayimi ise coklu baglanti
problemidir. Coklu baglantiigl incelemek icin varyans artis faktéri (VIF) ve tolerans degerleri
degerlendirilmistir. VIF degerinin 10’dan kiglk olmasi ve tolerans degerinin .20°den biyuk olmasi
durumunda degiskenler arasi ¢oklu baglanti probleminin olmadigi kabul edilmektedir (Coklu vd., 2014).
Arastirmanin degiskenleri incelendiginde VIF degerlerinin 1.24 ile 7.11 arasinda, tolerans degerlerinin ise
.02 ile .80 arasinda degistigi gorilmustir. Buna ek olarak, otokorelasyonun incelenmesi amaciyla Durbin-
Watson testi uygulanmis ve bu deger 1.995 olarak hesaplanmistir. Durbin-Watson degerinin 1 ile 3
araliginda olmasi, ozellikle de 2’ye yakin bir degere sahip olmasi, otokorelasyon probleminin olmadigini
gostermektedir. Bu sonuglar dogrultusunda, modelde ¢oklu baglanti probleminin ve otokorelasyonun
bulunmadigi séylenebilir.
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Coklu regresyon analizinin varsayimlari test edilmis olup tiim varsayimlarin karsilandigi gérilmustir.
Universite égrencilerinin bilissel duygu diizenleme, gelismeleri kagirma korkusu ve yasam doyumunun
sosyal medya bagimliligini manidar sekilde yordama durumu ve diizeylerini belirlemek amaciyla ¢oklu
dogrusal regresyon analizi yapiimistir.

Bu arastirma igin Mersin Universitesi Sosyal ve Beseri Bilimler Etik Kurulundan etik kurul izni alinmistir
(24.03.2023 tarih ve 90 sayili karar).

Bulgular

Bu bolimde sosyal medya bagimliligi, bilissel duygu diizenleme, gelismeleri kagirma korkusu ve yasam
doyumu arasindaki iliskiyi belirlemek igin yapilan korelasyon analizi sonuglari ve biligsel duygu diizenleme,
gelismeleri kagirma korkusu ve yagsam doyumunun sosyal medya bagimhhgini yordama duzeyine iligkin
¢oklu dogrusal regresyon analizi sonuglari verilmistir.

Tablo 2

Degiskenler Arasinda Pearson Korelasyon Katsayisi Degerleri

Degiskenler 1 2 3 4 5 6 7 8 9 10 11 12
1. SMB -

2. KS .30™ -

3. KKE .19* 31 -

4.DO .24 43" 317 -

5. PZTO -.03 A1 .08" .03 -

6. PTO -.10"™  -.00 .14 35" 447 -

7. PYGG -4 -12™ .08 .17 547 .69™ -

8. BAY .10™ .18™ .20 .24 35T .30™ 39" -

9.Y .33 427 .24 28" -10™ 12" -25" 197 -

10. DS 22" .14 A5 a7 -.02 .00 -.08™ .19 .40™ -

11. FOMO .49 27 13" .32 -01 -.01 -.03 .18 .30™ .27 -
12.YD -19™  -22™ -08 -.03. .29" .24 37 .10 -4 -12 0 -12¢

**p< 0001, *p< .005

(SMB=Sosyal Medya Bagimliligi, KS=Kendini Suglama, KKE=Kendini Kabul Etme, DO=Diislinceye Odaklanma, PZTO=Pozitif Tekrar
Odaklanma, PTO=Plana Tekrar Odaklanma, PYGG=Pozitif Yeniden Gézden Gegirme, BAY=Bakis Agisina Yerlestirme, Y=Yikim,
DS=Digerlerini Suglama, FOMO= Gelismeleri Kagirma Korkusu, YD=Yasam Doyumu)

Tablo 2 incelendiginde sosyal medya bagimliliginin bilissel duygu diizenlemenin alt boyutlari olan
kendini suglama (r=.306, p< .001), kendini kabul etme (r=.192, p< .001), diistinceye odaklanma (r=.244,
p< .001), bakis agisina yerlestirme (r=.104, p<.001), yikim (r=.336, p<.001), digerlerini su¢glama (r=.223, p<
.001) ile pozitif yonde anlamli bir iliski oldugu gérilmektedir. Sosyal medya bagimliliginin bilissel duygu
diizenlemenin alt boyutlari olan plana tekrar odaklanma (r= -.105, p< .001), pozitif yeniden gbzden
gecirme (r=-.148, p<.001) ile negatif yonde anlaml bir iliski vardir. Sosyal medya bagimliliginin gelismeleri
kacirma korkusu ile (r=.498, p< .001) pozitif yonde anlamli bir iliskisi varken yasam doyumu ile (r=-.193,
p<.001) negatif yonde anlamh bir iliskisi vardir. Bu bulgulara tniversite 6grencilerinin sosyal medya
bagimhliklarn arttikca gelismeleri kagirma korkusu artmakta yasam doyumlari ise azalmaktadir. Ayrica
Universite 6grencilerinin bilissel duygu dizenlemelerinin negatif alt boyutlari arttikca sosyal medya
bagimhhg! da artmaktadir.

Universite dgrencilerinin sosyal medya bagimlilik puanlarini yordamada bilissel duygu diizenlemenin
alt boyutlarinin, gelismeleri kagirma korkusunun ve yasam doyumuna yonelik coklu dogrusal regresyon
analizine iliskin sonuglar Tablo 3’te verilmistir.

72



Bakir Aygar, Kurt & Akbay — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 54(1), 2025, 58-79
Tablo 3

Universite Ogrencilerinde Sosyal Medya Bagimhli§i, Bilissel Duygu Diizenleme, Gelismeleri Kagirma

Korkusu Ve Yasam Doyumuna lIliskin Regresyon Analizi Sonuglari

Degisken B SH, B T p ikili r Kismi r
Sabit 3.577 1.343 - 2.663 .008

Kendini Suglama 181 .067 .093 2.724 .007 .306 .091
Kendini Kabul Etme  .202 .088 .069 2.289 .022 192 .076
Diisiinceye 111 .064 .062 1.750 .080 .244 .058
Odaklanma

Pozitif Tekrar 173 .071 .083 2.429 .015 -.035 .081
Odaklanma

Plana Tekrar -.165 .077 -.089 -2.154 .032 -.105 -.072
Odaklanma

Pozitif Yeniden -.120 .079 -.069 -1.534 125 -.148 -.051
Gozden Gegirme

Bakig Agisina -.015 .070 -.007 -.214 .831 .104 -.007
Yerlestirme

Yikim .167 .060 .097 2.78 .005 .336 .093
Digerlerini Suglama .063 .063 .031 .99 .318 .223 .033
Fomo .367 .029 .396 12.87 .000 497 .396
Yasam Doyumu -.056 .026 -.066 -2.148 .032 -.193 -.072
R=.57 R2=.32

F=38.630 p=.000

Tablo 3'te goruldigu gibi bilissel duygu diizenleme alt boyutlarindan kendini suglama, kendini kabul
etme, pozitif tekrar odaklanma, plana tekrar odaklanma, yikimin, gelismeleri kagirma korkusu ve yasam
doyumunun birlikte sosyal medya bagimliligi puanlarini anlamli ve orta dizeyde yordamaktadir (R= .57,
R%= .32, p< .001). S6z konusu degiskenler birlikte sosyal medya bagimliliktaki toplam varyansin yaklasik
%32’sini aciklamaktadir. Regresyon katsayilarinin anlamhligina iliskin t testi sonuglari incelendiginde ise
bilissel duygu dizenleme alt boyutlarindan diisiinceye odaklanma, pozitif yeniden gézden gecirme, bakis
acisina yerlestirme ve digerlerini suclama alt boyutlarinin sosyal medya bagimliligini anlaml bir sekilde
yordamadigi gorilmektedir.

Sonug ve Tartisma

Bu arastirma baglaminda Universite 6grencilerinin sosyal medya bagimliligi, gindemi kagirma korkusu,
bilissel duygu diizenleme becerileri ve yasam doyumu arasindaki iliski ele alinmistir. Arastirmanin bulgulari
s6z konusu degiskenler arasinda istatistiksel olarak anlamli iliskiler oldugunu ortaya koymaktadir. Bunun
yani sira arastirmanin yordayici degiskenleri olan giindemi kagirma korkusu, bilissel duygu dizenleme
becerileri ve yasam doyumu, sonuc¢ degisken olan benlik saygisini anlamli bir sekilde yordamakta ve
varyansin %32’sini agiklamaktadir. Elde edilen bulgular son dénemde gerek kullanici sayisi gerekse de
kullanim sikligi artmakta olan sosyal medya araclarina yonelik 6nemli noktalari agiklamaktadir.

Cogunlugunu geng yetiskinlik dénemindeki bireylerin olusturdugu Universite 6grencilerinin énemli
gelisim gorevleri arasinda kimlik kazanimi ve yakin iliskiler gelistirmenin (Erikson, 1963) bulundugu
gelisimsel kuramcilar tarafindan agiklanmaktadir. S6z konusu gelisimsel gorevlerinin yerine getirilmesini
saglayan ana araglardan birinin ise bireylerin sosyal etkilesimlerde bulunmasi oldugu séylenebilir.
GUnlUmuizde s6z konusu sosyalligin saglanmasinda sosyal medya araglarinin neredeyse tim roll
Ustlendigini sdylemek yanlis olmayacaktir. Bu durum sosyal medya araclarini hem gelisimsel gorevlerin
yerine getirilmesi hususunda vazgecilmez bir unsur hem de beraberinde getirdigi yasanilabilecekten fazla
opsiyon sunmasi ozelligi ile yikici bir olgu olarak hayatimizda yer edinmesine sebep olmaktadir. Przybylski
ve digerlerinin (2013) vurguladigl Gzere bireylerin deneyimleyebileceginden daha fazla alternatifin
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farkinda olmasi “cazip olani” kagirma telasini, bir baska degisle glindemi kagirma korkusunu ortaya
cikarmaktadir. Odillendirici deneyimlerin gerisinde kalmak (iniversite ¢caginda bulunan genc yetiskin
bireyler agisindan oldukga zorlayici bir yasanti olabilir. Beyens ve digerleri(2016) yurattiikleri ¢calismada
bireylerin giindemi kagirma korkularinin Facebook kullanimlari ve iyi oluslan {izerinde oldukga etkili
oldugunu ortaya koymustur. Yine Elhai ve digerleri(2016) tarafindan yiirttllen ¢alismada problemli akilh
telefon kullaniminin glindemin kagirma korkusu tarafindan anlamli yordandigi sonucuna ulasilmistir.
Yiritilen bu ¢alismada da alanyazindaki calismalari destekler nitelikte sonuglara ulasilmistir. Oyle ki
bireylerin glindemi kagirma korkulari ile sosyal medya bagimliliklari arasinda pozitif yonde anlamli bir iligki
ortaya konulmustur. Bu bulgudan ve alanyazinda ydiritilen galismalardan hareketle bireylerin glindemi
kagirma korkularinin sosyal medya bagimhligini ve bununla birlikte iliskili davranislar pekistirdigi
tartisilabilir. S6z konusu davranislar icerisinde problemli akilli telefon kullanimi, ekran bagimliligi, kiyamet
kaydirmasi (doomscrolling) gibi davraniglarin yer aldigi séylenebilir. Bu davranis oriintiileri bireylerin
icinde bulunduklari sosyal baglamdan kopmamalarina yardimci oluyor gibi goriinse de alanyazinda
yurutllen g¢alismalar s6z konusu davraniglarin depresyon ve anksiyete ile yakindan iliskili oldugunu
gostermektedir. Oberst ve digerlerinin (2016) ¢alismasinda glindemi kagirma korkusu ve sosyal medya
kullanim sikhginin psikopatoloji ve sosyal medya kullanim sikhiginin negatif sonuglarini anlamh sekilde
acikladigr sonucuna ulasiimistir. Buradan hareketle bu galisma baglaminda ele alinan degiskenlerden
glindemi kagirma korkusunun sosyal medya bagimlilgi ve bunu takiben problemli akilli telefon kullanimi,
¢oklu ekran bagimhhgi ve kiyamet kaydirmasi (doomscrolling) gibi iliskili davranislarn artirdigi ve bununla
birlikte bireylerin depresyon, anksiyete ve psikopatoloji gibi negatif duygu durumlar gelistirmesine sebep
oldugu tartisilabilir. S6z konusu bulgulara ek olarak bu tiir negatif bulgularin yasam doyumu {izerindeki
etkisinin de tartisilmasi gerekmektedir.

Calisma kapsaminda ele alinan bir diger degisken ise bilissel duygu diizenleme becerisidir. Bilissel
duygu diizenleme becerisi bireylerin duygusal deneyimlerini bilissel mekanizmalar araciligiyla yonetmek
icin kullandiklan strateji ve suregleri ifade eder (Gross, 1998). Duygu dizenleme becerisi 6zellikle
bireylerin duygusal siireclerinin dissal faktorler tarafindan etkilenmesi durumunda birey agisindan oldukga
onemlidir. S6z konusu beceri sayesinde bireyler icinde bulunduklari durumu ve duyguyu harekete gegiren
uyarani degerlendirebilir ve uygun duygusal tepkileri ortaya koyabilir (Gross, 2008). Sosyal medya
bagimhhginin énemli bir noktasi da bireylerin duygusal slreclerini her an, her dakika tetikleyebilecek
uyaranlara ulasmasini saglayacak davranis kaliplarina sahip olmasidir. Sosyal yasamin ve sosyal kabul
edilirligin 6nemli oldugu Gniversite cagindaki bireyler sosyal medyada maruz kaldiklari glindem ile birlikte
farkli duygusal suregleri deneyimleyebilmektedir. Rozgonjuk ve Elhai (2019) yurutttkleri calismada islevsiz
duygu dizenleme becerisine sahip bireylerin daha fazla problemli akilli telefon kullanimina sahip oldugunu
ortaya koymustur. Bu durum bireylerde islevsizlige ve ilerleyen siireclerde psikopatolojilere yol
acabilmektedir. Bu arastirmada elde edilen bulgularda alanyazinda yer alan calismalari destekler
niteliktedir. Duygu diizenleme becerilerinin uyumsuz stratejileri olan kendini suglama, digerlerini suglama,
distinceye odaklanma, yikim alt boyutlari ile sosyal medya bagimliligi arasinda pozitif yénde anlamli
iliskiler mevcuttur. Yine benzer sekilde kendini suglama ve yikim alt boyutlari varyansi anlamh sekilde
yordamaktadir. Hormes ve digerleri(2014) ¢alismalarinda sosyal medya kullaniminin farkli gerekcelerde
bagimhhk yarattigini, bununla birlikte zayif duygu dizenleme becerilerinin ise s6z konusu bagimhhk
davranisini artirdigini ortaya koymustur. Gerek alanyazinda daha dnceden yapilmis calismalar, gerekse bu
calismaya gore sosyal medya bagimliligi, bireylerin duygusal stiregleri ile direkt ya da dolayli olarak baglanti
gorevlerin oldugu Universite doneminde islevsiz duygu diizenleme becerilerinin, sorunlu sosyal medya
kullanimina yol acacagi séylenebilir.

Arastirmada incelenen bir diger degisken ise yasam doyumudur. Yasam doyumu kavrami uzun yillardir
alanyazinda yer almakla birlikte ¢ok cesitli faktorlerden etkilenmektedir. YirGtilen bu ¢alismada sosyal
medya bagimliligi ile yasam doyumu arasinda negatif yonde ve dislk dizeyde anlamh bir iliski oldugu
gorilmektedir. S6z konusu bu iliski her ne kadar alanyazinda yer alan dnceki calismalari destekler nitelikte
olsa dailiski diizeyinin dislik olmasi s6z konusu degiskenleri etkileyebilecek cok fazla karistirici degiskenin
varligi ile aciklanabilir. Hong ve digerleri(2014) tarafindan yiriatilen calismada psikolojik 6zelliklerin
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Facebook kullanimi Gzerindeki etkisi arastirilmistir. Yirutilen ¢alismada diisiik 6zsaygi, ice doniiklik ve
disiik yasam doyumu gibi faktorlerin bireylerin daha fazla Facebook kullanmasina sebep oldugu sonucuna
ulasiimistir. Bu ¢alismada da benzer sekilde disiik yasam doyumunun sosyal medya bagimlhihg ile ters
orantili bir iliski ortaya koydugu gorilmektedir.

Sonug olarak yiritllen bu ¢calismada elde edilen bulgular isiginda bireylerin duygu diizenleme becerisi,
gindemi kagirma korkusu ve yasam doyumunun sosyal medya bagimliligini anlamli sekilde yordadigi
soylenebilir. S6z konusu bu durum ozellikle bireylerin deneyimleyebileceklerinden ¢ok daha fazla
segenegin varliginda haberdar olmasi ve bunun sonucunda tetiklenen duygusal stireglerin bireylerin daha
fazla sosyal medyaya yonelmesi ile sonuglandigini ortaya koymaktadir. Calismanin bagimsiz
degiskenlerinden olan glindemi kagirma korkusu ve bilissel duygu diizenleme becerisi degiskenlerinin
birbirini 5nemli 8lciide etkileyen degiskenler oldugu diisiiniilmektedir. Ozellikle bireylerin giindeme iliskin
asiri dozda bilgisi, duygusal siireglerde yeniden degerlendirilmenin online gecebilmektedir. Alanyazinda
farkh baglamlarda ele alinan bu durumun, sosyal medya bagimlihgini ve iliskili davranis oriintilerini daha
da fazla perginledigi bu ¢alismanin sonucu olarak ortaya konabilir. Yasam doyumu duygusal ve bilissel
surecglerden ve bireylerin 6z degerlendirmelerinden etkilenen bir olgu olarak karsimiza gikmaktadir. S6z
konusu c¢alisma o©zellikle duygu dizenleme fonksiyonunu yerine getiremeyen, baska bir degisle 6z
degerlendirmesini ve duygusal siire¢ degerlendirmesini saglkli sekilde yerine getiremeyen bireylerin de
yine sosyal medya bagimhlgi davranisglari ortaya koydugunu vurgulamaktadir. Sosyal medya giinimizde
gerek kitle iletisim araci gerekse -bu ¢alismada vurgulandigi izere- bireylerin gelisimsel streglerine katki
sunan bir arag olarak hayatimizda énemli bir yere sahip. S6z konusu platformlarin problemli kullaniminda
ise bireylerin 6zsaygisindan baslayarak psikolojik iyi olusunu zedeleyen farkh sireglerin isledigi, ilgili
alanyazin 1s18inda soylenebilir. Boylesi bir durumda 6zellikle Universite Ogrencilerinin sosyal medya
bagimhhgi ve ilintili davranislari ortaya koymasinda glindemi kagirma korkusu, duygu diizenleme becerisi
ve yasam doyumunun etkili oldugu soylenebilir.

Bu arastirmada sosyal medya bagimliliginin belirleyicisi oldugu duslnilen Ug¢ farkh degisken
incelenmistir. Sosyal medya bagimliligini etkileyen birgok faktér bulunmakta, dolayisiyla gelecekte baska
degiskenlerle de (Orn, yalnizlik, reddedilme duyarlilig, baglanma stilleri, 6zgiiven, yetkinlik, risk alma gibi)
iliskisini arastirmak alana katki saglayacaktir. Bu calismada iliskisel tarama modeline gore olusturulmustur.
Gelecekte kisilerin sosyal medya bagimliliklarindaki nedensel yapiyi agiklayabilmek adina nitel ¢calismalar
(odak grup gorusmeleri, yapilandiriimis gértismeler) yapilabilir. Bireylerin ¢ogunlukla kendi kontroliinde
yonetiyor olduklari sosyal medya onlarin 6nemli dlctide sosyal destek ihtiyacini karsilayabilmekte. Sosyal
medyaya duyulan ihtiyaci azaltabilmek adina Universitelerde 6grencilere yonelik sosyal etkinlikler
planlamak, kultpler olusturmak ve bu kullplere katiimi ¢ekici hale getirmek sosyal medyaya duyulan
ihtiyaci ve bagimlilik ériintiisiinii azaltabilir. Ogrencilerin gelismeleri kagirma kaygilarinin azaltiimasinda
kendi kimliklerine saglikh bir baglanim gelistirmelerine yardimci olabilecek farkindaliga yonelik psiko-
egitim programlari dizenlenebilir. Yine 6grencilerin duygusal ve bilissel siireclerindeki diizenleme
glgluklerini fark edebilmeleri ve bunlari yonetebilme becerileri kazandirabilecek soylesiler, calisma
gruplari, bireysel danisma uygulamalari gerceklestirilebilir. Yasam doyumu bircok degiskenin etkisi altinda
olmakla birlikte bir 6grenci olarak kisinin doyumu o6niindeki engelleri fark etmesi ve bunlarla bas etme
glcina arttirmasi noktasinda akademik danismanlar ve Universite danisma merkezleri tarafindan 6grenci
psikolojik ihtiyaclarinin belirlenmesine yonelik calismalar yapilabilir.

Sinirliklar ve Gelecek Calismalara Yonelik Oneriler

Arastirmada elde edilen bulgular arastirma kapsaminda kullanilan 6lgme araglarinin 6l¢tigi nitelikler
ve arastirmaya katillan bireylerin ilgili Olcme aracglarina vermeyi tercih ettigi bilgilerle sinirhdir.
Arastirmanin sonuglari yasam doyumunu 6l¢tigi dusiinllen degiskenlerle sinirlidir. Ayrica verilerden elde
edilen sonuglar calisma grubunun niteligi ile sinirlidir. Bu arastirmada kullanilan olceklerin bazi alt
boyutlarina ait i¢ tutarhlik katsayilarinin nispeten distk olmasi, ¢alismanin énemli bir sinirhhigidir.
Ozellikle, dlcegin Tiirkce formunda daha diisiik ic tutarllik katsayilarinin rapor edilmesi, dlcme aracinin
glvenilirligi acisindan dikkat edilmesi gereken bir husustur. Bu durum, ilgili degiskenlerin 6lcimiinde
belirli diizeyde hata payi icerebilecegini diistindlirmektedir. Gelecek calismalarda, daha yiiksek glivenilirlik
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degerlerine sahip alternatif olceklerin kullanilmasi veya mevcut 6&lgegin psikometrik o6zelliklerinin
gelistirilmesine yonelik yeni uyarlama g¢alismalarinin yapilmasi faydali olacaktir.

Gelecekteki arastirmalar, sosyal medya bagimhhgi ile yalnizlik, reddedilme duyarhiligi, baglanma stilleri
ve risk alma gibi psikososyal degiskenler arasindaki iligkileri inceleyerek alan yazina katki saglayabilir.
Ayrica, sosyal medya bagimliliginin nedensel yapisini daha derinlemesine anlamak igin nitel arastirma
yontemleri (6rnegin, odak grup goriismeleri ve derinlemesine miilakatlar) kullanilabilir. Universite
ogrencilerine yonelik sosyal medya bagimlihigini azaltmaya odaklanan midahale programlarinin etkinligi
test edilerek bu tiir uygulamalarin psikolojik iyi olus Uizerindeki etkisi degerlendirilebilir. Ozellikle kimlik
gelisimi ve sosyal baglanma slrecleri géz 6nlinde bulundurularak, farkl yas gruplarn ve kiltirel
baglamlarda sosyal medya bagimliligina yonelik capraz kiltirel calismalar ylritilmesi faydali olabilir. Son
olarak, bireylerin glindemi kagirma korkusu ile basa ¢ikma stratejilerini gelistirmelerine yardimci olacak
psikoegitim programlarinin etkisi incelenerek, saghkl dijital aliskanliklarin kazandirilmasi konusunda
Oneriler sunulabilir.

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

“Yiksekdgretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tim kurallara
uyulmus ve yonergenin ikinci bolimiinde yer alan “Bilimsel Arastirma ve Yayin Etigine Aykiri Eylemlerden”
hicbiri gergeklestirilmemistir.

Catisma Beyani

Yazarlar galisma kapsaminda herhangi bir kurum veya kisi ile ¢ikar catismasi bulunmadigini beyan
etmektedirler.
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Deep learning is effective for learners to understand and associate information instead
of memorizing it, making learning more meaningful and permanent, and achieving
higher-level learning outcomes. Previous research has identified a relationship between
academic achievement and both gender, a biological variable, and interest in the arts, a
social variable. This study aims to examine the mediating effect of deep learning on the
relationship between gender, interest in an art discipline, and academic achievement.
The study group consisted of 1264 high school students, and data were collected using
a personal information form and the Learning Approaches Inventory. As a result of the
study in which path analysis was used, it was seen that both the general academic
achievement averages and the mean scores of female students toward deep learning
were significantly higher than male students. Students interested in an art field had
significantly higher deep learning scores compared to those who were not interested,
while the general academic achievement scores of students interested in an art field
were found to be significantly lower. Finally, it was determined that deep learning
played a mediating role in the relationship between gender and interest in art and
academic achievement.
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Derin 6grenme, 6grenenlerin bilgiyi ezberlemek yerine anlama ve iliskilendirmelerinde,
6grenmeyi daha anlamli ve kalici hale getirmelerinde, Ust diizey 6grenme giktilarina
ulagmalarinda etkili olmaktadir. Biyolojik bir degisken olan cinsiyet ve sosyal bir degisken
olan sanatla ilgilenme ile akademik basari arasinda iliski oldugu ge¢mis arastirmalarda
tespit edilmistir. Bu arastirma ile de cinsiyet ve bir sanat daliyla ilgilenme ile akademik
basari arasindaki iliskide derin 6grenmenin araci etkisinin incelenmesi amaglanmigstir.
iliskisel tarama modelinin kullanildigi bu arastirmanin ¢alisma grubunu 1264 lise
dgrencisi  olusturmustur. Arastirmanin verileri kisisel bilgi formu ve Ogrenme
Yaklagimlari Envanteri ile toplanmistir. Yol analizinin kullanildigi arastirma sonucunda,
kiz 6grencilerin hem genel akademik basari ortalamalarinin hem de derin 6grenmeye
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Cinsiyet, yonelik puan ortalamalarinin erkek 6grencilerden anlamli dizeyde yiiksek oldugu
Sanat, goOrilmistdr. Bir sanat daliyla ilgilenen 6grencilerin derin 6grenme puanlari
Yol Analizi. ilgilenmeyenlerden anlamli derece yiiksek iken, bir sanat daliyla ilgilenen 6grencilerin

genel akademik basari puanlari anlamli derecede daha disiik bulunmustur. Son olarak
Arastirma Makalesi cinsiyet ve sanatla ilgilenmenin akademik basari ile iliskisinde derin 6§renmenin araci

roli oldugu tespit edilmistir.

Introduction

The concept of learning approaches is based on a phenomenological study conducted in the 1970s by
Swedish educational psychologists Ference Marton and Roger Salj6. This study belongs to a research field
aimed at examining the cognitive processes underlying learning. The researchers observed that
participants engaged in a cognitive task exhibited distinct approaches during the learning process (Marton
& Siljo, 1976). The findings of the study, categorized by the researchers as deep and surface learning
approaches, have had significant implications for various topics, particularly regarding how learning
environments should be structured to achieve a learning process that results in quality outcomes and
enables such results. The effects of learning approaches were not limited to learning environments; they
also inspired further research into cognitive processes underlying learning in greater depth. Rooted in a
phenomenological approach, the study of learning approaches evolved over the years toward quantitative
explorations with the development of inventories related to the field.

It is possible to classify the components of deep learning, one of the learning approaches, into
approach, purpose, and strategy. In the deep learning approach, strategies that lead to achieving the goal
of learning are adopted, and these strategies aim to gain understanding (Biggs & Tang, 2007; Entwistle,
2009; Marton & Sélj6, 1997). The emphasis on understanding in deep learning inevitably associates it with
higher-order learning outcomes (Entwistle & Ramsden, 1983). For instance, in the deep learning
approach, skills such as focusing on understanding the learning material, relating parts to each other,
linking new ideas to prior knowledge, and connecting concepts to everyday experiences are observed.
Additionally, deep thinkers tend to base conclusions on evidence and reasoned arguments, which form
the foundation of critical thinking skills (Kember, 1996). In the deep learning approach, it is important to
highlight affective traits as much as cognitive ones. At this point, it should be noted that the motivation
associated with the deep learning approach is intrinsic as people who follow this approach try to satisfy
their personal curiosity during the learning process (Prosser & Trigwell, 1999). It is possible to interpret
this as a personalization of learning.

The deep learning approach undoubtedly corresponds to the learner characteristics desired in
education. From this perspective, it is seen as a quality that educators should aim to develop in students.
However, observing deep learning traits in students is not always possible. It is also possible to observe
the characteristics of the surface learning approach, which represents the opposite end of the spectrum
in the classification of learning approaches (Marton & Salj6, 1997). Unlike deep learning, the surface
learning approach corresponds to perceiving learning as an external imposition, where learning
requirements are fulfilled with minimal effort. Learners adopting this approach tend not to reflect on the
purpose or strategy of learning, focusing instead on words, texts, or formulas rather than underlying
meanings (Prosser & Trigwell, 1999). In summary, instead of constructing learning content based on
higher-order thinking skills, surface learning is characterized by reproducing content. This approach
corresponds to a passive stance towards learning tasks in every respect (Kember, 1996; Ramsden, 1988).
Surface learning traits represent characteristics that students need to overcome to achieve educational
objectives.

The deep learning approach is considered an essential element of quality learning (Biggs & Tang, 2007)
and is associated with high-quality learning outcomes (Diseth, 2003; Watters & Watters, 2007). In their
articles reviewing research on deep learning conducted over the past fifty years, Vinje and Londal (2020)
identified two fundamental conceptualizations of deep learning: meaningful learning and the transfer of
learning. They suggest that deep learning could serve as an intriguing starting point for discussions about
the future of education in the 21st century. On the other hand, it is mentioned that the surface learning
approach may lead to undesirable learning outcomes (Booth et al., 1999; Eley, 1992). In other words,
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while higher-order learning outcomes are associated with the deep learning approach, low-quality
learning outcomes are linked to surface approaches (Biggs, 1987; Entwistle, 2001; Marton & Séljo, 1997).
The literature highlights promising research on fostering deep learning approaches (Danker, 2015; Tsingos
& Bosnic, 2015).

The literature on learning approaches highlights the significant role of studies examining variables
associated with these approaches in enhancing understanding of the topic. Among the variables identified
as being related to deep learning, the perception of the learning environment, student-centered teaching,
and the characteristics of the learning environment stand out. When these variables are examined, it has
been observed that individuals' perceptions of teaching are related to adopting the deep learning
approach (Lizzio et al., 2002; Parpala et al., 2010). Other variables associated with the deep learning
approach include perceived workload, task complexity, motivation, self-confidence, self-efficacy beliefs,
positive emotions, self-regulation, motivational goal orientations, and cognitive skills, as well as
perceptions of the learning environment (Baeten et al., 2010; Heikkild et al., 2011; Kyndt et al., 2011,
Poonder & Lerdpornkulrat, 2015; Vermunt, 1998). In summary, the variables associated with deep
learning can influence students' learning approaches, and the features of the learning environment can
encourage students to adopt deep learning approaches. Considering these factors, enhancing the learning
experience and facilitating deeper learning among students is possible.

One of the most intriguing variables associated with the deep learning approach is undoubtedly
academic achievement. While studies acknowledge the existence of a complex network influencing
academic success, they emphasize that learning approaches play a decisive role among these factors
(Negash et al., 2022). The findings of linear regression studies in this area reveal that the deep learning
approach predicts students' academic achievement (Negash et al., 2022; Takase & Yoshida, 2021). In
contrast, it is essential to note that the surface learning approach is regarded as a strong factor negatively
impacting academic achievement (Diseth, 2003; Hasnor et al., 2013). In other words, students who adopt
the surface approach tend to have lower academic performance (Hasnor et al., 2013). These findings
suggest that focusing on the deep learning approach could effectively improve students' academic
achievement. On the other hand, it is well known that many variables may influence academic
achievement. In this context, examining the mediating role of deep learning in academic could enable the
development of more effective plans and practices to foster the deep learning approach among students.

Another significant variable frequently examined in relation to the learning process is gender. Gender
differences in academic achievement do not imply that all female students learn in one particular way
while all male students learn in another; instead, they reflect significant differences in how females and
males approach learning (Sax, 2005). In other words, studies on the relationship between gender and
learning processes tend to focus not on differences in learning capacities based on gender but on
noticeable differences in learning approaches between genders (Kolb & Cioe, 1996; Roof et al., 1993).
From this perspective, it is suggested that deep learning mediates the relationship between gender and
academic achievement. Indeed, the literature includes studies demonstrating a relationship between
deep learning and gender (Colak & Cirik, 2016; Douglas et al., 2020; Tarabashkina & Lietz, 2011). In this
sense, the relationship between the deep learning approach and the gender variable is worth
investigating.

Another variable whose relationship with deep learning raises curiosity is interest in art. While some
studies suggest that interest in art positively affects individuals' academic performance and various
cognitive skills, others indicate that these effects are not always significant. Research shows that
engagement with art can positively impact verbal and visual memory (Greenberg, 2010; Heyning, 2010).
Additionally, artistic participation is noted to play a role in the development of vocabulary (Heyning,
2010). However, whether these effects are equally prominent for every student remains a subject of
debate. Some studies suggest that interest in art can enhance listening and learning skills (Greenberg,
2010; Imms et al., 2011). Moreover, interest in art can positively affect the development of problem-
solving and critical-thinking skills (Portowitz et al., 2009). It is also believed that artistic participation can
contribute to improving concentration and organizational skills (Hallam et al., 2011). However, measuring
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these effects and understanding how they interact with other factors in a student's life requires further
research. The variables associated with interest in art mentioned above (e.g., verbal-visual memory,
vocabulary, listening and learning skills, problem-solving) are also related to academic achievement. Yet,
more research is needed to fully understand how these variables develop and which aspects of interest
in art influence this development. This study aims to address this gap. On the other hand, some research
suggests that the effects of interest in art on academic achievement are weaker or less clear (Rickard et
al., 2012). Based on this uncertainty in the literature, the present study examines the relationship
between interest in art and academic achievement, focusing on the mediating role of deep learning in this
relationship.

The study focused solely on the deep learning approach among the learning approaches, and no
examination was conducted on surface learning. The reason for this, as explained in greater detail in the
methodology section, is that the analysis results of the measurement tool used in the study indicated that
the tool was more adequate in providing valid and reliable findings regarding deep learning.

Academic achievement is a goal aimed at in educational practices. Developing deep learning qualities
in students emerges as a high-potential approach to enhancing their academic achievement. On the other
hand, the multitude and complexity of variables associated with educational achievement necessitate
using detailed analysis tools to examine this relationship comprehensively. This necessity forms the
rationale for investigating the mediating effect of deep learning on academic achievement in this study.
In light of the aforementioned points, this study aims to examine the mediating role of deep learning in
the relationship between academic achievement and the variables of gender and interest in an art
discipline. To achieve this objective, the following hypotheses were examined.

1- Gender and interest in an art discipline significantly affect academic achievement.
2-Gender and interest in an art discipline significantly affect deep learning.

3-When gender and interest in an art discipline are controlled, deep learning has a significant effect
on academic achievement.

4-Deep learning plays a mediating role in the relationship between gender and interest in an art
discipline and academic achievement.

Method
Research Model

In this study, the relationship between variables such as interest in art, gender, deep learning, and
achievement has been examined. Therefore, the correlational survey model, a subset of general survey
models, has been employed. Correlational survey models aim to determine the relationships between
two or more variables (Fraenkel & Wallen, 2009).

Study Group

The study group of this research consists of ninth-, tenth-, eleventh-, and twelfth-grade students
studying in various types of schools in a medium-sized city. In determining the schools that will form the
study group, data collection was conducted to achieve maximum diversity of different kinds of schools,
subject to the acceptance of school administrators. In this context, data were collected from two
Anatolian High Schools, one Science High School, one Project Imam Hatip High School, and one Fine Arts
High School in the city center. In identifying the students who would participate in the study, all voluntary
students who received approval from their teachers and parents in the selected schools were included in
the study group. Data were obtained from 1264 students for the research. Information regarding the
participating students is presented in Table 1.
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Table 1
Participant Students' Characteristics Information
Variable Groups N %
Gender Female student 738 58.4
Male student 526 41.6
School Type Anatolian High School 517 40.9
Science High School 333 26.3
Project Imam Hatip High School 285 22.6
Fine Arts High School 129 10.2
Grade Level 9 501 39.5
10 443 35.1
11 260 20.6
12 60 4.8
Total 1264 100

When examining Table 1, it is observed that more than half of the students participating in the study
are females. The majority of the participating students are enrolled in an Anatolian High School and are
at the ninth-grade level.

Data Collection Tools

This study utilized two data collection instruments: the "Personal Information Form" and the "Learning
Approaches Inventory." The Personal Information Form includes questions regarding the students’ school
type, gender, age, and area of artistic interest, as well as a question to determine academic achievement.
The academic achievement score, reported by the students themselves, reflects their overall school
performance at the end of the year and is calculated based on the scores obtained from school
examinations.

The Learning Approaches Inventory (LAI) was developed by Kember et al. (2004) and adapted into
Turkish by Colak and Fer (2007). The inventory consists of two dimensions: deep learning and surface
learning. A surface learning score is calculated for those who learn by rote, while a deep learning score is
calculated for those who learn by understanding (Colak & Fer, 2007). In this research, the deep learning
dimension of the LAl was utilized. The inventory employs a five-point Likert scale (1: This statement is
never true for me. 5: This statement is always true for me.) and contains 11 items in the deep learning
dimension. Examples of these items include "I try to relate what | learn in one subject to what | learn in
other subjects" and "While reading a textbook, | try to understand what the author intends to convey."
The minimum score that can be obtained from the deep learning dimension of the inventory is 11, while
the maximum score is 55. In the adaptation study of the inventory into Turkish, Cronbach's Alpha
coefficient for the deep learning dimension was found to be 0.79.

In this study, the fit indices from the Confirmatory Factor Analysis conducted for the deep learning
dimension were as follows: CFl = 0.9 (good fit); TLI = 0.86 (acceptable); SRMR = 0.0452 (excellent fit); and
RMSEA = 0.07 (good fit). The Cronbach’s Alpha value for the deep learning dimension was calculated to
be 0.771.

Data Collection

This study's ethical approval was first obtained from the Ordu University Social and Human Sciences
Research Ethics Committee (approval date: January 27, 2021, approval number: 2021-20). Subsequently,
necessary permissions were obtained from the Provincial Directorate of National Education and the
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administration and teachers at the schools where data would be collected. Classes were then visited to
provide information about the research, and voluntary consent was obtained from both parents and
students. Four researchers collected data between November 1, 2022, and May 1, 2023. Ninth and tenth-
grade students were primarily willing to participate in the study, as eleventh and twelfth-grade students
prepared for exams. The data collection process took approximately 15 minutes.

Data Analysis

The basis of mediation models is that the relationship between two variables is more complex and is
affected by other variables (Little et al., 2007). In these models, it is assumed that the effect of one or
more independent variables on the dependent variable is affected by the mediator variable. In the study,
it is believed that deep learning mediates the effect of the variables of gender and interest in art on
academic achievement. In other words, the effect of the student's gender and interest in art on academic
success was explained using the model established in Figure 1.

Figure 1. Mediation model

Gender

Academic

Deep Achievement

Learning

Interest in
Art

The missing data analysis was conducted before preparing the data for analysis, and it was seen that
the missing data were randomly distributed and less than 5%. The series mean method was used for the
missing values. The multicollinearity between variables was examined, and it was found that there was
no multicollinearity problem (lacobucci et al., 2007). For the gender variable, female students were coded
as 0 and male students as 1, so female students; students who were not interested in art were coded as
0 and students who were interested in art were coded as 1, so students who were not interested in art
were taken as the reference. In the analysis of the study, the lavaan (Rosseel, 2012) package in the R (R
Core Team, 2023) program and the DWLS (Diagonally Weighted Least Squares) estimation method, which
is suitable for estimating categorical variables, were used. Since using the confidence interval values as
the basis for the mediation model with the bootstrap technique gives more reliable and valid results
(Darlington & Hayes, 2017; Preacher & Hayes, 2008), the mediation analyses in this study were conducted
with the bootstrap technique

Results

Descriptive statistics are given in Table 1. Female students (¥ =89.53) have higher academic
achievement than male students (¥ =87.98), and students who are not interested in art (¥=89.44) have
higher academic achievement than students who are interested in art (¥=88.11). In deep learning, female
students (¥ = =37.09) have higher deep learning scores than male students (¥ =35.80), and students who
are interested in art (¥ =37.44) have higher deep learning scores than students who are not interested in
art (¥ =35.69).
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Table 2

Descriptive Statistics for Variables
Variable N Ach. Mean Ach.S.S D.L. Mean D.L.S.S
Female 738 89.53 7.79 37.09 6.75
Male 526 87.98 9.92 35.80 7.33
Interest in art 604 88.11 9.46 37.44 6.79
Not interest in 642 89.44 9.01 35.69 7.14

art

General Total 1264 88.89 0.25 36.56 0.20

Ach: Achievement D. L: Deep Learning

According to the results of the mediation analyses, both gender (b = -1.73, 95% ClI [-2.7, -0.69], B = -
0.10, p < 0.001) and interest in art (b = 1.78, 95% Cl [0.80, 2.78], B = 0.10, p < 0.001) have a significant
direct effect on students' academic achievement. Since the gender variable is coded as female = 0 and
male = 1, female students were found to have 1.73 points higher academic achievement compared to
male students. As for the interest in art variable, coded as interested = 0 and not interested = 1, students
who are not interested in art were found to have 1.78 points higher academic achievement compared to
those who are interested in art.

It was found that both gender (b =-0.99, 95% ClI [-1.78, -0.19], B = -0.07, p < 0.05) and interest in art
(b =-1.55, 95% ClI [-2.33, -0.76], B = -0.11, p < 0.001) have a significant direct effect on deep learning.
These results support the hypothesis, "there is a significant effect of gender and interest in art on deep
learning." According to the findings, female students score approximately 1 point higher in deep learning
than male students, and students interested in art score approximately 1.5 points higher than those not
interested in art. This result suggests that, although interest in art negatively affects academic
achievement, it enhances deep learning.

To examine the hypothesis "There is a significant effect of deep learning on academic achievement
when controlling for gender and interest in art," the independent variables were controlled, and the direct
effect of deep learning on academic achievement was investigated. According to the results, the effect of
deep learning on academic achievement is significant and positive. It was found that a one-unit increase
in students' deep learning scores leads to a 0.15-point increase in academic achievement (b = 0.15, 95%
Cl [0.07,0.22], B =0.12, p <0.001).

Table 3

Effects of the Variables
Variables Estimate S.E Z p Lower Upper B(std))

(b) Bound Bound

Achievement
Gender -1.73 0.52 -3.31 0.00 -2.74 -0.72 -0.10
Art 1.78 0.50 3.54 0.00 0.82 2.77 0.10
Deep Learning
Gender -0.98 0.40 -2.45 0.01 -1.78 -0.20 -0.07
Art -1.55 0.40 -3.90 0.00 -2.33 -0.75 -0.11
Achievement
Deep Learning  0.15 0.04 3.82 0.00 0.07 0.22 0.12
Indirect Effects
Gender-D.L -0.14 0.07 -1.95 0.05 -0.31 -0.02 -0.01
Art-D.L -0.22 0.09 -2.61 0.00 -0.42 -0.08 -0.01
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According to the results of the mediation analyses, both gender (b = -0.14, 95% Cl [-0.31, -0.20], B = -
0.01, p < 0.05) and interest in art (b =-0.22, 95% Cl [-0.42, -0.08], B = -0.01, p < 0.05) have significant and
negative indirect effects on academic achievement through the mediator variable of deep learning. When
examining the mediating effect of deep learning, it was found that gender explains 45% (0.14/0.31) of the
total effect on achievement, while interest in art explains 71% (0.22/0.31). The conducted mediation
analysis shows that the direct effects of gender and interest in art on academic achievement remain
significant. These findings suggest that deep learning plays a partial mediating role in the effect of gender
and interest in art on academic achievement.

Figure 2. Mediation Model of Deep Learning in the Relationship Between Gender, Interest in Art, and
Academic Achievement

Gender
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Discussion, Conclusion, and Recommendations

This study aimed to investigate the mediating effect of deep learning on the relationship between
gender, interest in an art field, and academic achievement. As a result of this examination, five significant
findings were obtained. The first finding indicates that female students' overall academic achievement
averages are significantly higher than male students. This result is consistent with other research findings
in the literature that examine the relationship between gender and overall academic grades (Arikan, 2019;
Barry, 2019; Lin, 2017). While there are varying results by subject (for example, boys being more
successful in mathematics and girls being more successful in reading), it is generally observed that female
students outperform male students academically (OECD, 2015). Various societal, relational, and individual
reasons contribute to this difference. The struggle for independence and motivation can be considered as
primary possible reasons. In patriarchal societies like Turkiye, education serves as an important support
mechanism for women to become independent individuals who can make their own decisions and realize
their potential. Being aware of this, female students emphasize academic success and work towards it.
Motivation for success is a significant determinant affecting academic achievement (Fong et al., 2021).
Research conducted in Tirkiye (Acar-Erdol & Akin-Arikan, 2022; Karabiyik, 2020) indicates that female
students have higher academic motivation than their male counterparts. Based on these findings, it can
be recommended to enhance the motivational climate for success (such as providing mentorship
programs, promoting positive role models, and creating a supportive and inclusive learning environment)
to sustain the academic achievements of female students and improve the academic performance of male
students.
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The second finding of this study indicates that students who are not interested in an art field have
significantly higher overall academic achievement scores than those who are. In the literature, limited
studies examine the relationship between interest in art and academic achievement, yielding varied
results. A study in the United States found a positive relationship between interest in art and academic
achievement (Heath et al., 1998). The researchers explained this situation by suggesting that interest in
the arts is necessary for admission to a good college. Conversely, a study conducted by Harland et al.
(1998) in the United Kingdom observed a negative correlation between receiving art education and
academic achievement. The researchers attributed this to the tendency for academically weaker students
to be directed toward the arts. In a study conducted with high school students in Turkiye, students were
categorized into three groups based on their overall academic success: successful, moderately successful,
and low performing. The proportion of students in the successful group involved with a musical
instrument was lower than that of the other groups. Additionally, the likelihood of choosing music as a
career decreased as academic success increased (Soycan & Goher-Vural, 2015). Similar results were
obtained in the study by Soycan and Géher-Vural (2015) and the current research. While the reasons may
vary across countries, when evaluated in the context of Tiirkiye, this research finding suggests that
academic achievement in education is often mediated by multiple-choice questions. Since multiple-choice
guestions require students to select the most appropriate option, they primarily facilitate the
development of convergent thinking (a cognitive process involving systematic work to reach a single
correct solution) (Hollett & Cassalia, 2022). In contrast, interest in an art field tends to promote the
development of divergent thinking (a cognitive process that involves generating multiple solutions or
ideas for a problem) (Kaufman et al., 2015). The artistic domain is complex, lacks clear answers, and
requires various contradictory interpretations (Winner & Hetland, 2000). Furthermore, art allows
individuals to gain different perspectives and develop original ideas (Kaufman et al., 2015). Therefore, this
research finding can be explained by the differing factors that influence academic achievement in
Turkiye’s education system and those that influence interest in the arts. Based on this result, reducing the
intensity of multiple-choice questions in student assessments is recommended, including project work
that encompasses artistic endeavors. Students can gain multiple perspectives and develop various
solutions through these project works. Another recommendation is to integrate art into the curricula.
Chen (2024) emphasizes how integrating art into education can enhance student engagement and holistic
understanding, thereby improving academic outcomes.

The third finding of the study indicates that female students have significantly higher average scores
in deep learning than male students. This result aligns with previous research conducted with high school
students in Turkiye (Colak & Cirik, 2016) and university students in Australia, the United Kingdom (Douglas
et al,, 2020), and Germany (Tarabashkina & Lietz, 2011). This situation suggests that female students
approach their learning more meaningfully and more relevant than their male counterparts. Several
factors can explain the differences in deep learning approaches between genders. The process is more
important in deep learning than the outcome (Ke & Ke, 2020). A study conducted by Ghazvini and
Khajehpour (2011) on high school students also found that females tend to adopt a more process-oriented
approach, while males are more likely to adopt an outcome-oriented one. Female students focus more
on mastery and understanding, whereas male students prioritize performance and task completion
(Negash et al., 2022). This emphasis on performance may lead males to prefer surface learning strategies
that align more with quick memorization and rote learning rather than engaging deeply with the material.
Another factor is the principle of time. Students who engage in deep learning interact strongly with the
content, relate new information to prior knowledge, connect concepts to daily experiences, and strive to
understand the logic of arguments (Ericsson & Charness, 1994). To achieve this deep learning, time is a
crucial determinant (Wirth & Perkins, 2008). Studies have shown that female students dedicate more time
to learning or school-related tasks than male students (Spiel et al., 2002; Tymms & Fitz-Gibbon, 1992;
Wagner et al.,, 2008; Wagner & Spiel, 1999; Xu, 2006). In high schools, to enhance male students’
tendencies towards deep learning, it is recommended to assign process-oriented tasks (such as projects
and portfolios) on topics that interest them while providing sufficient time for in-depth learning on
relevant subjects. Given that time is a strong determinant in deep learning, adequate time should be
considered in assigned tasks.
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The fourth finding of the study indicates that students interested in an art discipline have significantly
higher deep learning scores compared to those who are not. At the core of art education lies the
development of creativity. The term "creativity" essentially refers to "the ability to devise new and original
solutions to problems" (Wong & Siu, 2012). Thus, individuals can think beyond the boundaries of
conventional thought and approach problems with unusual and diverse perspectives to propose solutions
(Wang, 2022). The essence of engaging in or receiving education in an art discipline is not merely to
enhance academic achievement but rather to foster creativity. "Creative thinking" plays a key role here,
aiming to contribute to the "process of devising new and original solutions to problems." A crucial aspect
of creative experience in art is the absence of time constraints. As previously mentioned, the deep
learning approach emphasizes understanding learning materials and the ability to relate parts to one
another, new ideas to prior knowledge, and concepts to everyday experiences. Therefore, it is
unsurprising that interest in an art discipline supports deep learning. However, it is surprising that a
literature review did not reveal any studies examining the relationship between the deep learning
approach and interest in an art discipline. As a result, it is suggested that the relationship between these
two concepts be explored through longitudinal studies. While the role of creative arts in educational
curriculums is a topic of discussion not only in Tlrkiye but also in other countries (e.g., the United
Kingdom), there is a consensus worldwide regarding their continued importance as fundamental
components of educational curricula (Adams, 2014; Hsieh, 2018). One of the findings of this study, which
highlights the "potential of interest in an art discipline to enhance deep learning," provides concrete
evidence to the literature for public investment in high-quality, long-term art education curriculums
aimed at youth in schools, courses, and other educational institutions.

The fifth finding of this study indicates that deep learning plays a mediating role in the relationship
between gender, interest in the arts, and academic achievement. The results suggest that part of the
relationship between the variables of gender and interest in the arts and academic success can be
explained by deep learning. Given that female students tend to outperform male students, it can be
inferred that increasing deep learning among male students may reduce gender differences in academic
achievement. Furthermore, since students interested in the arts exhibit higher levels of deep learning and
those with high deep learning scores tend to be more successful, it is believed that directing students not
interested in the arts towards activities that enhance their deep learning may help mitigate achievement
disparities among students.

When considering the overall results of this study, it is recommended that activities aimed at
increasing students' deep learning be incorporated to reduce the impact of differences in gender and
interest in the arts on academic achievement. However, while research on the variability of learning
approaches indicates that an individual's learning approach can change from one learning environment
to another, it is still recognized that promoting a deep learning approach remains a challenging task
(Baeten et al., 2013; Gijbels et al., 2008; Marton & Salj6, 1997). Additionally, Cope and Staehr (2005) found
that reducing workload and focusing on educationally critical topics were influential in developing a deep
learning approach among students. Similarly, studies conducted by Hall et al. (2004) have also
demonstrated success in fostering deep learning approaches among learners. In conclusion, various
interventions are effective in developing the deep learning approach and in encouraging students to adopt
this approach. These interventions offer a means for teachers to guide students' learning approaches by
considering the learning context, mainly through assessments and tasks. It is believed that interpreting
the characteristics of intervention studies that have demonstrated effectiveness in relation to variables
associated with learning approaches within a holistic understanding will contribute to developing a deep
learning approach among students.
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Limitations

Having a large sample size, examining the relationship between deep learning and interest in the
arts—variables that have not been previously studied—working with high school students, who are
relatively under-researched in the literature, and collecting data from different types of schools are robust
features of this study. However, alongside these strengths, there are several limitations. One limitation is
that the academic achievement variable was determined based on students' self-reports. Due to ethical
concerns, students' names were not collected during the data collection phase, and consequently, their
grades could not be requested from the school administration. In future studies, it is recommended that
official grades obtained from school administration be used alongside students' self-reports to determine
academic achievement. Another limitation is that the focus was on the general deep learning approach
rather than a specific subject's deep learning approach. The literature suggests that a student's adoption
of a deep learning approach or preference for a surface approach may vary depending on the topic,
discipline, or task encountered. Future studies could focus on specific subjects or topics to investigate the
mediating effect of deep learning in those areas. Another limitation of the study is that even when deep
learning was controlled for, the direct effects of gender and interest in the arts remained significant. This
finding suggests that other structures beyond deep learning may mediate the relationship between
independent variables and academic achievement. Furthermore, the study only modeled the mediating
effect. Future research could consider the gender variable not as an independent variable but as a
moderating variable. This would allow for an examination of whether the mediating effect of deep
learning on the impact of interest in the arts on academic achievement differs between female and male
students.
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Turkge Suriimii

Giris

Ogrenme vyaklasimlari kavrami isvegli egitim psikologlari FerenceMarton ve Roger Siljd tarafindan
1970'lerde yuritilmis fenomenolojik bir arastirmaya dayanmaktadir. Bu ¢alisma 6grenmenin altinda
yatan bilissel siiregleri inceleme amacini tasiyan arastirma alanina aittir. Arastirmacilar, bilissel bir gérevi
yerine getiren katihmcilarin  6grenme siirecinde birbirinden farkli yaklasimlar sergilediklerini
gozlemlemislerdir (Marton&Soljo, 1976). Arastirmacilar tarafindan derin ve ylizeysel 0grenme
yaklasimlari olarak kategorize edilen arastirma bulgularinin nitelikli 6grenme ile sonuglanan bir 6grenme
surecinin nasil olmasi gerektigi ve bu sonucun elde edilmesini mimkin kilan 6grenme ortamlarinin nasil
diizenlenmesi gerektigi basta olmak lizere pek ¢ok konuda énemli yansimalari olmustur. Ogrenme
yaklasimlarinin etkileri yalnizca 6grenme ortamlari ile sinirli kalmamis, 6grenme uzerine bilissel stireglerin
daha da derinlemesine arastirilmasi yoniindeki arastirmalara da ilham vermistir. Kokeni fenomenolojik
yaklasima dayanan Ogrenme yaklasimlari ilerleyen yillarda ilgili konuda gelistirilen envanterlerin
gelistirilmesi ile birlikte niceliksel kesiflere dogru evrilmistir.

Ogrenme yaklasimlarindan biri olan derin 6grenmenin bilesenlerini yaklasim, amag ve strateji olarak
siniflamak mimkiindir. Derin 6grenme yaklasiminda 6grenme amacina ulastiracak stratejiler benimsenir
ve bu stratejiler ile birlikte anlama ulasmak hedeflenir (Biggs ve Tang, 2007; Entwistle 2009; Marton ve
Saljo, 1997). Derin 6grenme yaklasiminda anlamanin 6n planda tutulmasi onu kaginilmaz olarak Ust diizey
dgrenme ciktilar ile iliskili kilmaktadir (Entwistle ve Ramsden, 1983). Ornegin, derin 6grenme
yaklasiminda 6grenme materyalini anlamaya odaklanma, pargalari birbiriyle, yeni fikirleri 6nceki bilgilerle
ve kavramlari glinlik deneyimleriyle iliskilendirme becerileri gézlemlenir. Ayrica derin distnrler elestirel
disinme becerisinin temelini olusturan sonuglari kanitlara ve gerekgeli argiimanlara dayandirma
egilimlerine sahiptirler (Kember, 1996). Derin 6grenme yaklasiminda, bilissel 6zellikler kadar duyussal
ozellikleri de ifade etmek 6nemlidir. Bu noktada derin 6grenme yaklasimiyla iliskili motivasyonun igsel
oldugunu belirtmek gerekir. Clinkl bu yaklasimin gézlendigi kisiler, 6grenme siirecinde kisisel meraklarini
tatmin etmeye calisir (Prosser ve Trigwell, 1999). Burada 6grenmenin Kkisisellestirildigi yorumunda
bulunmak mimkuindr.

Derin 6grenme yaklasimi, kuskusuz egitimde arzulanan 6grenen 6zelliklerine karsilik gelmektedir. Bu
acidan egitimciler icin 6grencilerde gelistirilmesi gereken bir nitelik olarak gortlmektedir. Clnki
dgrencilerde her zaman derin 6grenme 6zellikleri gdzlemlemek miimkiin degildir. Ogrencilerde 6grenme
yaklasimi siniflamasinda (Marton ve Saljo, 1997) karsi ucu temsil eden yuzeysel 6grenme yaklasimi
ozelliklerinin gozlemlenmesi de mimkindir. Bu yaklasim derin 6grenmenin aksine yizeysel 6grenme
yaklasimi, 6grenmenin dissal bir dayatma olarak algilandigi ve 6grenme gerekliliklerinin en az cabayla
yerine getirilmeye calisildigl bir yaklasima karsilik gelmektedir. Bu yaklasima sahip olan 6grenenler
6grenmenin amaci ya da stratejisi Gzerine disiinme egilimi gostermezken anlamlar yerine sodzcliklere,
metne ya da formiile odaklanmaktadirlar (Prosser ve Trigwell, 1999). Ozetle 6grenme iceriginin iist diizey
disiinme becerileri temelinde insasi yerine igerigin yeniden lretimi s6z konusudur. Bu yaklasim her agidan
o6grenme gorevine iliskin pasif bir yaklasima karsilik gelmektedir (Kember, 1996; Ramsden, 1988). Yiizeysel
ogrenme Ozellikleri egitim amaclari acgisindan Ogrencilerde Ustesinden gelinmesi gereken ozelliklere
karsihk gelmektedir.

Derin 6grenme yaklasimi nitelikli 6grenmenin énemli bir unsuru olarak kabul edilmekte (Biggs ve Tang,
2007) ve yuksek nitelikte 6grenme ciktilari ile iliskili gorilmektedir (Diseth, 2003; Watters ve Watters,
2007). Derin O6grenme Uzerine son elli yilda yapilan arastirmalar inceledigi makalelerinde, derin
o6grenmenin iki temel kavramsallastirmasi olarak anlamli 6grenme ve 6grenmenin aktarimini bulan Vinje
ve Londal (2020), derin 6grenmenin 21. yizyilda egitimin gelecegi konusundaki tartismalar icin ilging bir
baslangic noktasi olabilecegini ifade etmektedirler. Ote yandan vyiizeysel 6grenme yaklasiminin
istenmeyen 6grenme ciktilarina neden olabileceginden de s6z edilmektedir (Booth vd., 1999; Eley, 1992).
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Diger bir ifadeyle Ust diizey 68renme ciktilari derin 6grenme yaklagimiyla iliskilendirilirken, diisiik nitelikte
O6grenme ciktilari ylizeysel yaklasimlarla iliskilendirilmektedir (Biggs, 1987; Entwistle, 2001; Marton ve
Saljo, 1997). Derin 6grenme yaklagimlarini gelistirme konusunda alanyazininda umut vaat eden
arastirmalar dikkat cekmektedir (Danker, 2015; Tsingos ve Bosnic, 2015).

Ogrenme yaklagimlarina iliskin alanyazininda yaklagimlar ile iliskili degiskenlerin incelendigi
arastirmalar kuskusuz bu konuda kavrayisin gelismesinde 6nemli bir rol oynamaktadir. Derin 6grenme ile
iliskili oldugu belirtilen degiskenler arasinda 6grenme ortami algisi, 6grenci odakl 6gretim ve 6grenme
ortaminin Ozellikleri 6n plana gikmaktadir. S6z konusu degiskenler incelendiginde bireylerin 6gretime
iliskin algilarinin derin 6grenme yaklasiminin benimsenmesi ile iliskili oldugu gozlemlenmistir (Lizzio vd.,
2002; Parpala vd., 2010). Derin 6grenme yaklasimi ile iliskili olarak gorilen diger degiskenler arasinda
algilanan is yiku, gorev karmasikhgl, motivasyon, 6zgiliven, 6z yeterlilik inanglari, olumlu duygular ve 6z
diizenleme, motivasyonel hedef yonelimleri, 6grenme ortamina iliskin algilar, gibi bilissel becerileri de
saymak mumkiindir (Baeten vd., 2010; Heikkila vd., 2011; Kyndt vd., 2011, Poonder ve Lerdpornkulrat,
2015, Vermunt, 1998). Ozetle derin &grenme ile iliskilendirilen degiskenler dgrencilerin 6grenme
yaklasimlarini etkileyebilir ve 6grenme ortaminin 6zellikleri, 6grencilerin derin 6grenme yaklagimlarini
tesvik edebilir. Bu faktorleri dikkate alarak 6grenme deneyimini gelistirmek ve o6grencilerin daha
derinlemesine 6grenmelerini saglamak mimbkiin olabilir.

Derin 6grenme yaklasimi ile iliskisi en merak edilen degiskenlerden biri kuskusuz akademik basaridir.
Arastirmalar akademik basariyi etkileyen karmasik bir agin varligini kabul etmekle birlikte, 6g§renme
yaklasiminin bu faktorler arasindan belirleyici bir rol Ustlendigini ifade etmektedirler (Negash vd., 2022).
Bu konuda gergeklestirilmis dogrusal regresyon arastirmalarinin sonuglari derin 6grenme yaklasiminin
ogrencilerin akademik basarilarini yordadigini ortaya koymaktadir (Negash vd., 2022; Takase ve Yoshida,
2021). Buna karsilik ylzeysel 6grenme yaklasiminin akademik basariyi olumsuz etkileyen giigli bir faktor
olarak goruldugunu de ifade etmek 6nemlidir (Diseth, 2003; Hasnor vd., 2013). Diger bir ifadeyle yiizeysel
yaklasimi benimseyen 6grenciler daha dusuk bir akademik basariya sahiptir (Hasnor vd., 2013). S6z konusu
bulgular 6grencilerin akademik basarilarinda iyilesme meydana getirebilme konusunda derin 6grenme
yaklasimi tizerinde durulmasinin etkili bir yol olabilecegine isaret etmektedir. Ote yandan akademik basari
ile iliskili olabilecek ¢cok sayida degiskenin varligi da malumdur. Bu baglamda akademik basari lizerinde
derin 6grenmenin aracilik roliinii incelemek, 6grencilerde derin 6grenme yaklasimini gelistirmeye yonelik
daha etkili planlama ve uygulamalar yapilmasini saglayabilir.

Ogrenme siireci ile iliskisi siklikla incelenen dnemli bir degisken de cinsiyettir. Akademik basaridaki
cinsiyet farkhhklari, tim kiz 6grencilerin bir sekilde 6grendigi ve tim erkek 6grencilerin baska bir sekilde
6grendigi anlamina gelmez, ancak kiz ve erkeklerin 6grenme yollarindaki 6nemli farkhliklari yansitir (Sax,
2005). Diger bir deyisle, 6grenme siregleri ile cinsiyet degiskeni lizerine yapilan arastirmalarda, cinsiyete
gore O0grenme kapasiteleri arasindaki farkhliklardan ziyade, cinsiyet temelinde 6grenme yollarindaki
belirgin farkhliklara odaklanildigi séylenebilir (Kolb ve Cioe, 1996; Roof vd., 1993). Buradan hareketle,
cinsiyetle akademik basari iliskisinde derin 6grenmenin aracilik ettigi distnilmektedir. Nitekim
alanyazininda derin 6grenme ile cinsiyet arasinda iliski oldugunu ortaya koyan arastirmalar gérmek
miumkundir (Colak ve Cirik, 2016; Douglas vd., 2020; Tarabashkina ve Lietz, 2011). Bu agidan derin
o6grenme yaklasimi ile cinsiyet degiskeni arasindaki iliski arastiriimaya degerdir.

Derin 6grenme ile iliskisi merak edilen bir diger degisken ise sanatla ilgilenmedir. Sanatla ilgilenme
bireylerin akademik basari ve cesitli bilissel yetiler lizerinde olumlu etkileri oldugu yoniindeki bilgilerin
yani sira, bu etkilerin bazen belirgin olmadigina dair arastirmalar da bulunmaktadir. Sanatla ilgilenmenin
sozel ve gorsel hafizayl olumlu yénde etkileyebilecegini gbsteren arastirmalar vardir (Greenberg, 2010;
Heyning, 2010). Bunun yaninda kelime dagarciginin gelistiriimesinde de sanatsal katilimin rol
oynayabilecegi belirtilmektedir (Heyning, 2010). Ancak s6zii gegen, bu etkilerin her 6grenci icin ayni
derecede belirgin olup olmadigi hala tartisma konusudur. Bazi arastirmalar sanatla ilgilenmenin dinleme
ve O0grenme becerilerini artirabilecegini gostermektedir (Greenberg, 2010; Imms vd., 2011). Problem
¢6zme ve diuslinme becerilerinin gelisimi agisindan da sanatla ilgilenme olumlu etkiler saglayabilir
(Portowitz vd., 2009). Konsantrasyon ve organizasyon becerilerinin gelistirilmesi acisindan da sanatsal
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katihmin olumlu etkileri olabilecegi diistiniiimektedir (Hallam vd., 2011). Ancak s6z konusu etkilerin
Ol¢lilmesi ve 6grencinin yasamindaki diger faktorlerle nasil etkilesime girdigi konusu daha fazla arastirma
gerektirmektedir. Yukarida belirtilen sanatla ilgilenme ile iliskili olan degiskenler (sozel-gorsel hafiza,
kelime dagarcigl, dinleme ve 6grenme becerileri, problem ¢dézme vb.) akademik basari ile de iliskili
degiskenlerdir. Ancak, bu degiskenlerin tam olarak nasil gelistigi ve sanatla ilgilenmenin hangi yonlerinin
bu gelisimde etkili olduguna dair daha fazla arastirmaya ihtiya¢ duyulmaktadir. Bu arastirma so6z konusu
eksikligi gidermeyi amaclamaktadir. Ote yandan, bazi arastirmalar, sanata katilimin akademik basari
Uzerindeki etkilerinin daha zayif oldugunu veya net olmadigini goéstermektedir (Rickard vd., 2012).
Alanyazinindaki bu belirsizlikten hareketle bu arastirmada sanatla ilgilenme ile akademik basari arasindaki
iliski incelenmis ve bu iliskide derin 6grenmenin aracilik etkisine odaklaniimistir.

Arastirmada 6grenme yaklasimlarindan sadece derin 6grenme yaklasimina odaklaniimis olup
yuzeysel 68renme Uzerinde bir inceleme gergeklestirilmemistir. Bunun nedeni yéntem béliminde daha
da detayl olarak paylasildigi tzere, arastirmada kullanilan 6lgme araci lizerinde gergeklestirilen analiz
sonuglarinin, aracin derin 6grenme (izerinde gegerli ve glivenilir bulgular verme konusunda daha yeterli
oldugunu gostermesidir.

Akademik basari egitim dgretim uygulamalarinda ulasilmaya ¢alisilan bir hedeftir. Ogrencilerde
derin 6grenme niteliklerinin gelistiriimesi, onlarin akademik basarilarini artirma konusunda yiiksek bir
potansiyel olarak karsimiza cikmaktadir. Ote yandan akademik basari ile iliskili degiskenlerin ¢oklugu ve
karmasikhigi s6z konusu iliskinin detayl gériiniim veren analiz araglari ile incelenmesini gerekli kilmaktadir.
S6zl edilen gereklilik, bu arastirmada akademik basari lzerinde derin 6grenmenin aracilik etkisinin
incelenmesinin gerekgesini olusturmaktadir. ifade edilenler 1siginda bu arastirmada cinsiyet ve bir sanat
dalyla ilgilenme degiskenleri ile akademik basari arasindaki iliskide derin 6grenmenin araci rolini
incelemek amaglanmistir. Bu amaca ulasabilmek icin asagidaki hipotezler incelenmistir.

1. Cinsiyet ve sanat daliile ilgilenme degiskenlerinin akademik basari (izerinde anlamli bir etkisi vardir.
2. Cinsiyet ve sanat dali ile ilgilenme degiskenlerinin derin 6grenme (zerinde anlamli bir etkisi vardir.
3. Cinsiyet ve sanat dali ile ilgilenme degiskenleri kontrol altina alindiginda, derin 6grenmenin
akademik basari Gizerinde anlamli bir etkisi vardir.
4. Cinsiyet ve sanat dali ile ilgilenme degiskenleri ile akademik basari arasindaki iliskide derin
o6grenmenin aracilik roli vardir.
Yontem

Arastirma Modeli

Bu arastirmada, sanatla ilgilenme, cinsiyet, derin 6grenme ve basari degiskenleri arasindaki iliski
incelenmistir. Dolayisiyla genel tarama modellerinin bir alt bashg olan iliskisel tarama modeli
kullaniimistir. iliskisel tarama modellerinde iki ya da ikiden fazla degisken arasindaki iliskilerin belirlenmesi
hedeflenmektedir (Fraenkel ve Wallen, 2009).

Calisma Grubu

Arastirmanin ¢alisma grubunu orta biylklikteki bir ilde 6grenim goéren farkh okul tirlerinden
dokuzuncu, onuncu, onbirinci ve on ikinci sinif 6grencileri olusturmaktadir. Calisma grubunu olusturacak
okullarin belirlenmesinde, okul yo6neticilerinin kabul etmeleri dogrultusunda maksimum c¢esitliligi
saglamaya yonelik farkli okul turlerinden veri toplanmasi amaglanmistir. Bu kapsamda il merkezinde
bulunan iki Anadolu Lisesi, bir Fen Lisesi, bir Proje imam Hatip Lisesi ve bir Giizel Sanatlar Lisesinden veriler
toplanmistir. Calismaya katilacak 6grencilerin belirlenmesinde ise, izin alinan okullarda 6gretmenlerinin
ve velilerinin onay verdigi gonilli olan tim 6grenciler calisma grubuna dahil edilmistir. Arastirmada 1264
ogrenciden elde edilen veriler kullanilmistir. Katiimci 6grencilere yonelik bilgiler Tablo 1’de sunulmustur.
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Tablo 1 ) ) .
Katilimci Ogrencilerin Ozelliklerine lliskin Bilgiler
Degisken Gruplar N %
Cinsiyet Kiz 6grenci 738 58.4
Erkek 6grenci 526 41.6
Okul Tara Anadolu Lisesi 517 40.9
Fen Lisesi 333 26.3
Proje Anadolu imam Hatip Lisesi 285 22.6
Glzel Sanatlar Lisesi 129 10.2
Sinif Diizeyi 9 501 39.5
10 443 35.1
11 260 20.6
12 60 4.8
Toplam 1264 100

Tablo 1 incelendiginde arastirmaya katilan 6grencilerin yarisindan fazlasinin kiz 6grencilerden olustugu
gorilmektedir. Arastirmaya katilan o6grencilerin ¢ogunlugu Anadolu Lisesinde ve dokuzuncu sinif
diizeyinde egitim gérmektedirler.

Veri Toplama Araglan

Arastirma kapsaminda ‘Kisisel Bilgi Formu’ ve ‘Ogrenme Yaklasimlari Envanteri’ olmak izere iki veri
toplama araci kullanilmistir. Kisisel Bilgi Formunda, 6grencinin okul tir, cinsiyeti, yas, ilgilendigi sanat
dal gibi sorularin yaninda akademik basari notunu 6grenmeye yonelik soruya da yer verilmistir.
Ogrencilerin kendi beyanlari dogrultusunda yazilan akademik basari puani, grencilerin yil sonunda okul
basari ortalamasini ifade etmekte ve okul sinavlarindan aldiklari puanlar temel alinarak hesaplanmaktadir.

Ogrenme Yaklasimlari Envanteri (OYE), Kember ve digerleri (2004) tarafindan gelistirilmis ve Colak ve
Fer (2007) tarafindan Turkgeye uyarlanmistir. Envanter derin ve yuzeysel 6grenme olmak Uzere iki
boyuttan olusmaktadir. Ezberleyerek 6grenenler igin ylzeysel 6grenme puani, anlayarak 6grenenler igin
derin 8grenme puani hesaplanmaktadir (Colak ve Fer, 2007). Bu arastirma kapsaminda OYE’nin derin
6grenme boyutu kullaniimistir. Besli Likert derecelendirmeye (1: Bu ifade benim igin asla gegerli degildir.
5: Bu ifade benim icin her zaman gegerlidir.) sahip envanterin derin 6grenme boyutunda 11 madde yer
almaktadir. Bu maddelere “Bir konuda 6grendiklerimi, baska konularda 6grendiklerimle iliskilendirmeye
cahsirm.” ve “Bir ders kitabini okurken, yazarin neyi ifade etmek istedigini anlamaya ¢alisirrm.” 6rnek
verilebilir. Envanterin derin 6grenme boyutundan alinabilecek en disik puan 11 iken, en ylksek puan
55’tir. Envanterin Tirkceye uyarlama calismasinda Cronbach Alfa katsayisi derin 6grenme boyutu icin .79
olarak bulunmustur. Bu calisma kapsaminda ise derin 6grenme boyutu icin yapilan DFA analizine ait uyum
indekslerinin CFI=0.9 (iyi uyum); TLI=0.86 (kabul edilebilir); SRMR=0.0452 (mikemmel uyum) ve RMSEA=
0.07 (iyi uyum) bulunmustur. Derin Ogrenme boyutuna ydnelik Cronbach’sAlpha degeri ise 0.771 olarak
hesaplanmistir.

Verilerin Toplanmasi

Bu calisma icin dncelikle Ordu Universitesi Sosyal ve Beseri Bilimler Arastirma Etik Kurulu'ndan etik
kurul onayi alinmistir (27.01.2021 tarih ve 2021-20 sayili). Daha sonra sirasiyla il Millf Egitim MiidurlGg
ve veri toplanacak okullarin yonetim ve 6gretmenlerinden gerekli izinler alindiktan sonra siniflar ziyaret
edilerek, arastirma hakkinda bilgi verilmis, veli ve 6grencinin gonilli onami alinarak veriler 01.11.2022-
01.05.2023 tarihleri arasinda dort arastirmaci tarafindan toplanmistir. On birinci ve 6zellikle on ikinci sinif
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dizeyindeki 6grenciler sinavlara hazirlandiklari igin cogunlukla dokuzuncu ve onuncu sinif diizeyindeki
Ogrenciler arastirmaya katilmaya gonilllii olmuslardir. Verilerin toplanma siresi yaklasik 15 dakika
surmustar.

Verilerin Analizi

Aracilik modellerindeki temel diistince iki degisken arasindaki iliskinin dogasinin aslinda daha karmasik
oldugu ve bu iliskinin baska degiskenler tarafindan etkilendigidir (Little vd., 2007). Bu modellerde bir veya
birden fazla bagimsiz degiskenin bagimli degisken tzerindeki etkisinin araci degisken tarafindan aktarildig
kabul edilmistir. Calismada cinsiyet ve sanatla ilgilenme degiskenlerinin akademik basari Gzerindeki
etkisine derin 6grenmenin aracilik ettigi varsayilmistir. Bagka bir ifade ile 6grencinin cinsiyeti ve sanatla
ilgilenip ilgilenmeme durumunun akademik basar Uzerindeki etkisi Sekil 1’de kurulan modelle
aciklanmaya galigilmistir.

Sekil 1
Kurulan Aracilik Modeli

cinsiyet

akademik
basan

derin
dgrenme

sanat

Verilerin analize hazir hale getirilmesi 6ncesinde yapilan kayip veri analizinde, kayip verilerin rastgele
dagildigi ve %5’ten daha az oldugu gorilmistir. Derin 6grenme degiskeninde yer alan kayip degerler igin
seri atama yontemi kullaniimistir. Bagimsiz degiskenlerin bagimli degisken ve araci degiskeni ile ¢oklu
baglanti problemi incelenmis ve degiskenler arasinda ¢oklu baglanti probleminin olmadigl saptanmistir
(lacobucci vd., 2007). Arastirmada bagimsiz degisken olarak ele alinan cinsiyet degiskeninde kiz 6grenciler
0, erkek 6grenciler 1 seklinde kodlandigindan kiz 6grenciler; sanatla ilgilenmeyen 6grenciler 0, sanatla
ilgilenen ogrenciler 1 olarak kodlandigindan sanatla ilgilenmeyen 6grenciler referans olarak alinmistir.
Verilerin analizinde R (R Core Team, 2023) programinda yer alan lavaan (Rosseel, 2012) paketi ve kategorik
degiskenlerin kestirimine uygun olan DWLS (DiagonallyWeightedLeastSquares) kestirim yontemi
kullanilmistir. Bootstrap teknigi ile gliven araligi degerlerinin aracilik modeli testi icin temel alinmasinin
daha givenilir ve gegerli sonugclar verecegi belirtildiginden (Darlington ve Hayes, 2017; Preacher ve Hayes,
2008), bu calismada aracilik analizleri bootstrap teknigine dayali olarak yuruttlmastar.

Bulgular

Degiskenlere ait betimsel istatistikler Tablo 1’de verilmistir. Buna gére kiz 6grencilerin (X=89.53) erkek
ogrencilere gore (X=87.98), sanatla ilgilenmeyenlerin (X=89.44) ise sanatla ilgilenenlere (X=88.11) gore
akademik basari ortalamasinin daha yiiksek oldugu saptanmistir. Ogrencilerin derin 6grenme puanlari
incelendiginde ise kiz 6grencilerin (X=37.09) erkek o6grencilere (X=35.80) gobre, sanatla ilgilenen
ogrencilerin (37.44) ise sanatla ilgilenmeyenlere (X=35.69) gére daha yiksek oldugu gorilmustir.
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Tablo 2
Degiskenlere Ait Betimsel Istatistikler
Degisken N Basari ort. Basari ort. S.S Derin ort. Derinort. S.S
Kiz O. 738 89.53 7.79 37.09 6.75
Erkek O. 526 87.98 9.92 35.80 7.33
Sanatla ilgili 604 88.11 9.46 37.44 6.79
Sanatla ilgisiz 642 89.44 9.01 35.69 7.14
Genel toplam 1264 88.89 0.25 36.56 0.20

O: Ogrenci  Ort.: Aritmetik Ortalama  S.S: Standart Sapma

Aracilik analizleri sonucunda cinsiyet (b=-1.73, %95 G.A [-2.7, -0.69],B =-0.10, p<0.001) ve sanat daliyla
ilgilenme (b=1.78, %95 G.A [0.80, 2.78], p=0.10, p<0.001) degiskenlerinin 6grencilerin akademik basarisi
Uzerindeki dogrudan etkisinin anlamli oldugu gézlenmistir. Bu sonug ile “Cinsiyet ve sanat dali ile ilgilenme
degiskenlerinin akademik basari tGizerinde anlamli bir etkisi vardir” hipotezinin dogrulandigi gorilmustdr.
Cinsiyet degiskeni kiz=0 erkek=1 seklinde kodlandigindan, kiz 6grencilerin erkek 6grencilere goére
akademik basarisinin 1.73 puan; sanat daliylailgilenenler O ilgilenmeyenler 1 olarak kodlandigindan, sanat
daliile ilgilenmeyen 6grencilerin ilgilenen 6grencilere gore 1.78 puan daha basarili oldugu gorilmistir.

Cinsiyet (b=-0.99, %95 G.A [-1.78, -0.19], B=-0.07,p<0.05) ve sanat dalyla ilgilenme (b=-1.55, %95 G.A [-
2.33, -0.76], B=-0.11,p<0.001) degiskenlerinin derin 6grenme Uzerindeki dogrudan etkisinin anlamli
oldugu gorilmustir. Bu sonug “Cinsiyet ve sanat daliile ilgilenme degiskenlerinin derin 6grenme lizerinde
anlamli bir etkisi vardir” hipotezinin dogrulandigini gostermektedir. Elde edilen bulgulara gore kiz
ogrencilerin erkek 6grencilere gore yaklasik 1 puan, sanatla ilgilenen 6grencilerin ise ilgilenmeyenlere gére
yaklasik 1.5 puan derin 6grenmelerinin daha fazla oldugu gorilmustir. Bu sonug sanat daliyla ilgilenmenin
akademik basariyi olumsuz etkilemesine ragmen derin 6grenmeyi arttirdigi seklinde yorumlanabilir.

“Cinsiyet ve sanat dali ile ilgilenme degiskenleri kontrol altina alindiginda, derin 6grenmenin akademik
basari Uzerinde anlamli bir etkisi vardir” hipotezini incelemek icin bagimsiz degiskenler kontrol altina
alinmis ve derin 6grenmenin akademik basar (zerindeki dogrudan etkisi arastirilmistir. Elde edilen
sonuglara gére derin 6grenmenin basari lizerindeki etkisi anlamli ve pozitiftir. Ogrencilerin derin 6grenme
puanlarindaki bir birimlik artisin akademik basarilarinda 0.15 puanlik bir artis saglayacagi saptanmistir
(b=0.15, %95 G.A [0.07, 0.22],8 =0.12, p<0.001).

Tablo 3

Degiskenlerin Etkileri
Degiskenler Tahmin (b) S.E Z p Alt Stmr  Ust Simir B (std)
Basari
Cinsiyet -1.73 0.52 -3.31 0.00 -2.74 -0.72 -0.10
Sanat 1.78 0.50 3.54 0.00 0.82 2.77 0.10
Derin
Cinsiyet -0.98 0.40 -2.45 0.01 -1.78 -0.20 -0.07
Sanat -1.55 0.40 -3.90 0.00 -2.33 -0.75 -0.11
Basari
Derin 0.15 0.04 3.82 0.00 0.07 0.22 0.12
Dolayl Etki
Cinsiyet-der. -0.14 0.07 -1.95 0.05 -0.31 -0.02 -0.01
Sanat-der. -0.22 0.09 -2.61 0.00 -0.42 -0.08 -0.01
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Cinsiyet (b=-0.14, %95 G.A [-0.31, -0.20], B=-0.01, p<0.05) ve sanatla ilgilenme (b=-0.22, %95 G.A [-
0.42, -0.08],$=-0.01, p<0.05) degiskenlerinin, araci degisken olan derin 6grenme Uzerinden akademik
basariya dolayli etkilerinin anlamli ve negatif oldugu gorllmustir. Derin 6grenmenin araci etkisi
incelendiginde, cinsiyetin basar tzerindeki toplam etkisinin %45’ini (0.14/0.31), sanatla ilgilenmenin ise
%71’ini (0.22/0.31) agikladigl saptanmustir. Yaratalen aracilik analizleri, cinsiyet ve sanat dali ile ilgilenme
degiskenlerinin akademik basari Uzerindeki dogrudan etkilerinin halda anlamli oldugunu ortaya
koymaktadir. Bu bulgu, derin 6grenmenin, cinsiyet ve sanat dalinin basari tizerindeki etkisinde kismi bir
araci rol oynadigini géstermektedir.

Sekil 2
Cinsiyet ve Sanatla ilgilenmenin Akademik Bagsari ile lliskisinde Derin Odrenmenin Aracilik Modeli
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Tartisma, Sonug ve Oneriler

Bu arastirmada, cinsiyet ve bir sanat daliyla ilgilenme ile akademik basari arasindaki iliskide derin
O0grenmenin araci etkisini incelemek amaclanmistir. Bu inceleme neticesinde bes 6nemli sonuca
ulasilmistir. Bu sonuglardan ilki, kiz 6grencilerin genel akademik basari ortalamalarinin erkek
ogrencilerden anlamli diizeyde yiiksek olmasidir. Bu sonug alanyazinindaki cinsiyet ile genel akademik not
ortalamasi arasindaki iliskiyi inceleyen diger arastirma sonuglariyla (Arikan, 2019; Barry, 2019; Lin, 2017)
tutarhlik géstermektedir. Dersler bazinda farkli sonuglar (6rnegin, matematikte erkeklerin daha basaril,
okumada kizlarin daha basarili olmasi gibi) olmakla birlikte, genellikle kiz 6grencilerin akademik basarilari
erkek 6grencilerden yiiksektir (OECD, 2015). Bu farkhlikta toplumsal, iliskisel ve bireysel boyutlarda cesitli
nedenler rol oynamaktadir. Baslica olasi nedenler olarak bagimsiz bir birey olma micadelesi ve
motivasyon disundlebilir. Tiirkiye gibi ataerkil toplumlarda, kadinlarin kendi kararlarini veren, bagimsiz
bir birey olabilmelerinde ve kendilerini gerceklestirebilmelerinde egitim oOnemli bir destek
mekanizmasidir. Bunun farkinda olan kiz 6grenciler akademik basariya 6nem vermekte ve bu dogrultuda
cahsmaktadirlar. Basariya yonelik motivasyon, akademik basariyi etkileyen énemli bir belirleyicidir (Fong
vd., 2021). Tirkiye’de yapilan arastirmalar (Acar-Erdol ve Akin-Arikan, 2022; Karabiyik, 2020) kiz
ogrencilerin akademik basari motivasyonlarinin erkeklerden daha yiiksek oldugunu géstermektedir. Bu
sonuclara dayanarak, kiz 6grencilerin akademik basarilarinin siirdiirtilmesi ve erkek 6grencilerin akademik
basarilarinin artirlimasi icin basariya yénelik motivasyon ikliminin (mentorlik programlarinin saglanmasi,
olumlu rol modellerin tesvik edilmesi, destekleyici ve kapsayici bir 6grenme ortaminin yaratilmasi vb.)
arttiriimasi onerilebilir.

Bu arastirmanin ikinci sonucu, bir sanat dali ile ilgilenmeyen 6grencilerin genel akademik basari
puanlarinin ilgilenenlerden anlamli olarak daha yliksek olmasidir. Alanyazininda, sanata yonelik ilgi ile
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akademik basari arasindaki iliskiyi inceleyen sinirli sayida arastirmada farkli sonuglara ulasiimistir.
Amerika Birlesik Devletleri'nde yapilan arastirmada sanata olan ilgiyle akademik basari arasinda pozitif
yonde bir iliski oldugunu gorilmastir (Heath vd., 1998). Arastirmacilar bu durumu, iyi bir koleje segilmede
sanat dallariyla ilgilenmenin gerekli olmasiyla agiklamiglardir. Diger taraftan Harland ve digerleri (1998)
tarafindan ingiltere’de gergeklestirilen bir calismada, sanat egitimi alma ile akademik performans arasinda
negatif korelasyon gorilmistir. Bu durumu arastirmacilar akademik agidan zayif olan 6grencilerin siklikla
sanata yonlendirildigini 6ne siirerek agiklamislardir. Tiirkiye’de lise 6grencileriyle yapilan arastirmada ise
ogrenciler genel akademik basarilari agisindan basarili, orta diizey basarih ve diisiik basarili olarak ti¢ gruba
ayrilmistir. Basarili grupta yer alan 6grencilerin bir miizik aletiyle ilgilenme oranlar diger gruplardan daha
disuk ¢cikmistir. Ayni zamanda muizigi kariyer olarak segme orani akademik basari arttikca azalmistir
(Soycan ve Goher-Vural, 2015). Soycan ve Goher-Vural (2015)'in arastirmasi ile bu arastirmada benzer
sonuglara ulasiimistir. Nedenleri tlkeler bakimindan farklilik gdstermekle birlikte bu arastirma sonucu
Tirkiye baglaminda degerlendirildiginde, egitimde akademik basariya ¢ogunlukla ¢oktan se¢meli sorular
aracilik etmektedir. Coktan segmeli sorular 6grencilerin en uygun segenegi se¢melerini gerektirdiginden
daha ¢ok yakinsak diisinmenin (tek ve dogru bir ¢c6ziime ulagmak icin sistematik ¢alismayi icerek bilissel
bir surectir) gelisimine hizmet etmektedirler (Hollett ve Cassalia, 2022). Bununla birlikte bir sanat daliyla
ilgilenme daha ¢ok iraksak diisiinmenin (bir soruna birden fazla ¢6zim veya fikir Gretmeyi iceren bilissel
surectir) gelisimine hizmet etmektedir (Kaufman vd., 2015). Sanatsal alan karmasiktir, net yanitlara isaret
etmez, ¢oklu ve celiskili yorumlara ihtiya¢ duymaktadir (Winner ve Hetland, 2000). Ayni zamanda sanat
bireylerin farkh bakis agilari kazanmalarina ve orijinal fikirler gelistirmelerine olanak tanimaktadir
(Kaufman vd., 2015). Bu nedenle bu arastirma sonucu, Tirkiye’de egitim sisteminde akademik basarida
rol oynayan faktorler ile sanatla ilgilenmede rol oynayan faktérlerin farklilik géstermesi ile agiklanabilir.
Bu sonugtan hareketle 6grencilerin degerlendiriimesinde ¢oktan se¢meli sorularin yogunlugunu azaltarak,
sanatsal calismalari da iceren proje calismalarina yer verilmesi onerilebilir. Bu proje ¢alismalari yoluyla
ogrenciler ¢oklu bakis acisi edinebilir ve farkli ¢oziim yollari gelistirebilirler. Bir diger 6neri olarak sanatin
Ogretim programlarina entegre edilmesi ileri siirilebilir. Chen (2024)’in ¢alismasi, sanatin egitime entegre
edilmesinin 6grencilerin katilimini ve batinsel anlayisini nasil artirabilecegini ve boéylece akademik
sonuglari nasil iyilestirebilecegini vurgulamaktadir.

Arastirmanin Uglncl sonucu, kiz 6grencilerin derin 6grenmeye yonelik puan ortalamalarinin
erkeklerden anlamli derecede yuiksek olmasidir. Bu sonug Turkiye’de lise 6grencileriyle yapilan (Colak ve
Cirik, 2016); Avustralya, Birlesik Krallik (Douglas vd., 2020) ve Almanya’da (Tarabashkina ve Lietz, 2011)
Universite 6grencileriyle yapilan dnceki arastirma sonuclariyla paralellik tasimaktadir. ifade edilen durum
kiz o6grencilerin erkek Ogrencilere kiyasla o6grenmelerine daha anlamh ve ilgili yaklastiklarini
gostermektedir. Derin 6grenme yaklasimindaki bu cinsiyetler arasindaki fark birkag faktérle agiklanabilir.
Derin 6grenmede sonugtan ziyade stire¢ 6nemlidir (Ke ve Ke, 2020). Ghazvini ve Khajehpour (2011)
tarafindan lise 6grencileriyle yapilan arastirmada da kizlar daha ¢ok siire¢ odaklh bir yaklasima sahip olma
egilimindeyken erkeklerin daha ¢ok sonu¢ odakli bir yaklasima sahip olma egiliminde olduklari
gorilmastlr. Kiz 6grenciler ustalik ve anlamaya daha fazla odaklanma egilimindeyken, erkek 6grenciler
ise genellikle performans ve gorev tamamlamaya dncelik vermektedirler (Negash vd., 2022). Performansa
yapilan vurgu, erkeklerin materyalle derinlemesine ilgilenmek yerine hizli ezberleme ve ezbere 6grenme
ile daha uyumlu olan ylizeysel 6grenme stratejilerini tercih etmelerine yol acabilir. Bir diger faktor zaman
ilkesidir. Derin 6grenen Ogrenciler, icerikle glicli bir etkilesime girerler, yeni bilgileri 6nceki bilgilerle,
kavramlan glnlik deneyimlerle iliskilendirirler ve argiimanlarin mantigini anlamaya calisirlar (Ericsson ve
Charness, 1994). Bunlar yapabilmek, diger bir ifade ile derin 6grenebilmek icin zaman 6nemli bir
belirleyicidir (Wirth ve Perkins, 2008). Yapilan ¢alismalarda (Spiel vd., 2002; Tymms ve Fitz-Gibbon, 1992;
Wagner vd., 2008; Wagner ve Spiel, 1999; Xu, 2006) kiz 6grencilerin 6grenmeye veya okula dayali
gorevlere erkek ogrencilerden daha fazla zaman ayirdiklari gorilmastir. Liselerde, ozellikle erkek
ogrencilerin, derin 6grenmeye yonelik egilimlerini arttirabilmek icin, ilgilerini ceken konularda sirece
odakli calisma (proje, portfolyo vb.) gérevleri ve yeterli zaman verip, ilgili konularda derinlemesine
o6grenmelerinin tesvik edilmesi 6nerilebilir. Derin 6grenmede zaman glicli bir belirleyici oldugu icin verilen
gorevlerde yeterli zaman ilkesi dikkate alinmalidir.
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Arastirmanin dordiincli sonucu da bir sanat daliyla ilgilenen 6grencilerin derin 6grenme puanlarinin
ilgilenmeyenlere gore anlamli derecede yiksek olusudur. Sanat egitiminin 6ziinde yaraticiligin
gelistirilmesi yatmaktadir. “Yaraticilik” terimi aslinda “sorunlara yeni ve 6zgin ¢6ziimler tasarlama”
anlamina gelmektedir (Wong ve Siu, 2012). Boylece kisi geleneksel diisiincenin sinirlarinin disinda
distinebilir, sorunlara alisiimadik, farkl perspektiflerden yaklasarak ¢éziimler 6nerebilir (Wang, 2022). Bir
sanat dalyla ilgilenme ya da egitim almanin 6ziinde akademik basariyi arttirmaktan ziyade yaraticihgin
gelistirilmesi yatmaktadir. “Yaratici dislinme” burada anahtar rol oynamakta, onun “sorunlara yeni ve
0zglin ¢ozUmler tasarlama sireci”ne katki saglamasi hedeflenmektedir. Sanatta yaratici deneyimlemede
en 6nemli nokta zaman probleminin olmamasi gerekliligidir. Daha 6nce de belirtildigi gibi derin 6grenme
yaklasiminda 6grenme materyalini anlamaya odaklanma, pargalari birbiriyle, yeni fikirleri dnceki bilgilerle
ve kavramlar gunlik deneyimlerle iliskilendirme becerileri gézlemlenmektedir. Dolayisiyla bir sanat
dalyla ilgilenmenin derin 6grenmeyi desteklemesi sasirtici degildir. Buna karsin yapilan alanyazini
incelemesi neticesinde derin 6grenme yaklasimi ile bir sanat daliyla ilgilenme arasindaki iligkinin
incelendigi herhangi bir calismaya rastlanmamis olmasi sasirticidir. Sonug olarak bu iki kavram arasindaki
iliskinin boylamsal calismalarla irdelenmesi 6nerilebilir. Yaratici sanatlarin egitim programlarindaki yeri
sadece Tiirkiye’de degil baska iilkelerde (6r. ingiltere) de tartisma konusu olsa da diinya genelinde egitim
programlarinin temel bileseni olarak kalmalarina yonelik fikir birligi mevcuttur (Adams, 2014; Hsieh,
2018). Bu c¢alismanin bulgularindan biri olan “sanat daliyla ilgilenmenin derin 6grenmeyi artirma
potansiyeli” okullarda, kurslarda vb. egitim kurumlarinda gencglere yonelik yiksek kaliteli, uzun vadeli
sanat egitimi programlarina kamu yatiriminin yapilmasi hususunda alanyazinina somut kanit sunmaktadir.

Bu arastirmanin besinci sonucu cinsiyet ve sanatla ilgilenmenin akademik basari ile iliskisinde derin
O6grenmenin araci roll oldugudur. Elde edilen sonuglara gore cinsiyet ve sanatla ilgilenme degiskenlerinin,
akademik basari ile iligkisinin bir kisminin derin 6grenme ile agiklandigi saptanmistir. Kiz 6grencilerin erkek
ogrencilerden daha basarili oldugu géz o6niine alindiginda erkek Ogrencilerin derin 6grenmelerinin
arttinlmasinin basaridaki cinsiyet farkhliklarini azaltacagi yorumu yapilabilir. Ayrica sanatla ilgilenen
ogrencilerin derin 6grenmelerinin daha yiiksek ve derin 6grenmeleri yiiksek olan 6grencilerin daha basaril
oldugu gbz oniline alindiginda, sanatla ilgilenmeyen 6grencilerin derin 6grenmelerini arttiracak etkinliklere
yonlendirilmelerinin 6grenciler arasindaki basari farkliliklarini azaltacag disliniilmektedir.

Bu calismanin sonuglari bitiindyle ele alindiginda cinsiyet ve sanatla ilgilenme farkhliklarinin basari
Uzerindeki etkisinin azaltilmasi icin 6grencilerin derin 6grenmelerini arttiracak etkinliklere yer verilmesi
onerilebilir. Fakat 6grenme yaklasimlarinin degisebilirligi konusundaki arastirmalar, kisinin 6grenme
yaklasiminin bir 6grenme ortamindan digerine degisebilecegini gosterse de derin 6grenme yaklasimini
tesvik etmenin hala zorlu bir gérev oldugu bilinmektedir (Baeten vd., 2013; Gijbels vd., 2008; Marton ve
Saljo, 1997). Bununla birlikte Cope ve Staehr (2005) o6grencilerde derin 6grenme yaklasiminin
gelistirilmesinde, is yukini azaltmanin ve egitimsel agidan kritik konulara odaklanmanin etkili oldugunu
gormislerdir. Benzer sekilde Hall ve digerlerinin (2004) gerceklestirdikleri ¢calismalar ile 6grenenlerde
derin 6grenme yaklasimini gelistirebilmistir. Sonuc olarak, derin 6grenme yaklasiminin gelistirilmesinde
ve Ogrencilere bu yaklasiminin benimsetilmesinde ¢esitli miidahalelerin etkili oldugu gorilmektedir. Bu
mudahaleler, 6gretmenlerin 6grenme baglamini dikkate alarak, ozellikle de degerlendirme ve goérevler
araciligiyla dgrencilerin dgrenme yaklasimlarini yénlendirebilecekleri bir yol sunmaktadir. Ogrenme
yaklasimlari ile iliskili degiskenlerle birlikte etkililigi gozlenen mudahale calismalarinin 6zelliklerinin
bitlnsel bir anlayis icinde yorumlanmasinin 6grencilerde derin 6grenme yaklasiminin gelistirilmesine
hizmet edecegi diusinilmektedir.

Sinirhiliklar

Genis bir 6rneklem blyukligine sahip olmak, daha 6nce calisiimayan derin 6grenme ile sanatla
ilgilenme degiskenleri arasindaki iliskinin incelenmesi, alanyazininda gorece az calisilan lise 6grencileriyle
cahsiimis olmasi, farkl okul tiirlerinden veri toplanmis olmasi bu arastirmanin giiclii 6zelliklerindendir. Bu
arastirmanin glicli yanlarinin yaninda cesitli sinirhliklari da bulunmaktadir. Bu sinirliliklarindan biri
akademik basari degiskeninin 6grencilerin beyanlarindan hareketle belirlenmis olmasidir. Etik kaygilardan
dolayi veri toplama asamasinda 6grencilerin isimleri alinmamis ve bu nedenle onlara yonelik notlar okul
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yonetiminden talep edilememistir. Bundan sonra yapilacak c¢alismalarda 06grencilerin akademik
basarilarinin belirlenmesinde kendi beyanlari yani sira okul yénetiminden alinacak resmf notlarin da
kullanilmasi 6nerilebilir. Bir diger sinirlilik ise bir derse yonelik derin 6grenme yaklasiminin degil, genel
derin 6grenme yaklagiminin dikkate alinmis olmasidir. Alanyazini bir 6grencinin derin 6grenme yaklasimini
benimsemesi veya ylzeysel bir yaklagimi tercih etmesinin 6grencinin karsilastigl konuya, disipline veya
goreve bagli olarak degisebilecegine isaret etmektedir. Gelecekte yapilacak calismalarda, belirli dersler ya
da konular Uzerine odaklanarak, bu alanlardaki derin 6grenmenin aracilik etkisinin incelenmesi
onerilebilir. Calismanin bir diger sinirhiligi da derin 6grenme kontrol altina alindiginda, cinsiyet ve sanatla
ilgilenme degiskenlerinin dogrudan etkilerinin hala anlamh olmasidir. Bu sonug bagimsiz degiskenler ile
akademik basar arasindaki iliskide derin 6grenme disinda farkh yapilarin aracilik edebilecegini
distndirmektedir. Ayrica ¢alismada sadece aracilik etkisi modellenmistir. Bundan sonra yapilacak olan
¢ahismalarda cinsiyet degiskeni bagimsiz degisken olarak degil de diizenleyici degisken olarak ele alinabilir.
Bu sayede sanatin basar uzerindeki etkisine aracilik eden derin 6grenmenin kiz ve erkek 6grencilerde
farklilagip farklilasmadigi da incelenebilir.

Yazar Katki Orani

Birinci yazar: Arastirmanin tasarimi, veri toplama, yontem, tartisma ve sonug bolliimlerinin yazimi ile
makale metninin biitiinciil diizenlenmesi. ikinci yazar: Calismanin tasarimi, veri analizi ile ydntem, bulgular
ve tartisma bolimlerinin yazimi. Uglincii yazar: Veri toplama ve giris bdlim{iniin yazimi. Dérdiincii yazar:
Veri toplama ve tartisma bélimiiniin yazimi. Besinci yazar: Veri toplama ve tartisma boliminin yazimi.

Etik Beyan

Bu arastirmanin planlanmasi, veri toplanmasi, analizi ve raporlanmasi asamalarinda "Yiksekogretim
Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonetmeligi"nde yer alan etik ilke ve kurallara uyulmustur.
Bilimsel Arastirma ve Yayin Etigine aykiri hi¢cbir uygulama yapilmamis ve arastirmada yer alan
katilimcilardan ve velilerinden génilli onamlari alinmistir. "Yiksekogretim Kurumlari Bilimsel Arastirma
ve Yayin Etigi Yonergesi"nde yer alan tim kurallara uyulmus, Yonergenin ikinci boliminde yer alan
"Bilimsel Arastirma ve Yayin Etigine Aykiri Eylemler"in higbiri uygulanmamistir.

Catisma Beyani

Yazarlar ¢alisma kapsaminda herhangi bir kurum veya kisi ile ¢ikar ¢atismasi bulunmadigini beyan
etmektedirler.

Tesekkiir veya Notlar

Desteklerinden dolayr Ordu Universitesi Bilimsel Arastirma Projeleri Koordinatérligi’ne ve
makalemizin gelismesine katkida bulunan editor ve hakemlere tesekkiir ederiz.
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The aim of this study is to determine the effect of pre-service teachers’ lateral,
divergent, computational, and metacognitive thinking levels on their cognitive
flexibility, as well as the predictive power of these thinking skills on their cognitive
flexibility. This research is a quantitative study conducted in a correlational survey
model. The participants of the study consisted of 330 pre-service teachers studying at
a state university in Tlrkiye. “Lateral Thinking Disposition Scale”, “Divergent Thinking
Self-Assessment Scale”, “Computational Thinking Scales”, “Metacognitive Strategies
Scale” and “Cognitive Flexibility Inventory” were used as data collection tools. AMOS
24 was utilized to examine Confirmatory Factor Analysis of each scale, and SPSS 24 was
used for correlation and multiple linear regression analyses. The findings indicated
moderate and low statistically significant relationships between variables. It was also
revealed that divergent, computational, lateral and metacognitive thinking all
predicted cognitive flexibility significantly and all the predictors together explained
33% of cognitive flexibility. The research findings were deliberated in relation to the
literature and suggestions were made for teacher educators, curriculum developers
and researchers studying on cognitive flexibility and higher-order thinking skills.
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Arastirma Makalesi

Bu ¢alismanin amaci, 6gretmen adaylarinin yanal, iraksak, bilgi islemsel ve metabilissel
dustinme duzeylerinin bilissel esneklikleri Gzerindeki etkisini ve 6gretmen adaylarinin
bahsi gegen disiinme becerilerinin bilissel esnekliklerini yordama glicinl tespit
etmektir. Bu arastirma iliskisel tarama modelinde nicel bir ¢alismadir. Arastirmanin
katilimcilarini Turkiye'deki bir devlet Universitesinde 6grenim goren 330 Ggretmen
adayl olusturmustur. Veri toplama araci olarak “Yanal Disiinme Egilimi Olgegi”,
“Iraksak Disiinme Oz Degerlendirme Olgegi”, “Bilgisayarca Disiinme Olgegi”,
“Metabilissel Stratejiler Olgegi” ve “Bilissel Esneklik Envanteri” kullaniimistir. Her bir
Olgegin dogrulayici faktor analizi AMOS 24 kullanilarak test edilmistir. Arastirma
sorularini cevaplamak amaciyla yapilan korelasyon ve c¢oklu dogrusal regresyon
analizleri igin SPSS 24 kullaniimistir. Bulgular degiskenler arasinda istatistiksel olarak
orta ve dusuk diuzeyde anlamli iligkiler oldugunu gostermistir. Ayrica iraksak, bilgi
islemsel, yanal ve metabiligsel diisiinmenin biligsel esnekligi 6nemli 6lglide yordadigi ve
tim yordayicilarin birlikte bilissel esnekligin %33'Un0 acikladigi ortaya c¢ikmistir.
Arastirma bulgulari alanyazin i1giginda tartisilmis ve 6gretmen egitimcilerine, program
gelistirme uzmanlarina ve bilissel esneklik ve st dlzey dustinme becerileri Gzerine
galisan arastirmacilara nerilerde bulunulmustur.
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Introduction

Developments in information and communication technologies have led to significant changes in
many areas of life and increased the value of information on a global scale. Accessing information and
using it efficiently have become distinguishing factors in the faster development and greater
productivity of societies compared to others. However, possessing knowledge is not always sufficient to
overcome problems, and individuals need to be cognitively flexible in situations where knowledge is
insufficient in the presence of the complexity of daily life (Cuhadaroglu, 2013; Martin & Anderson,
1998).

Cognitive flexibility is defined as recognizing alternative paths and choices in the presence of
unexpected situations, the ability to adapt flexibly to novel circumstances and feeling competent in such
situations (Bilgin, 2009; Cuhadaroglu, 2013; Martin et al., 1998; Martin & Rubin, 1995; Stahl & Pry,
2005). It is a process that requires individuals to use their skills to adapt cognitive processing strategies
in order to face new and unexpected circumstances in their environment. (Cafas et al., 2006; Deak,
2003; Koriikcl, 2020). It is closely associated with higher-order cognitive processes such as
comprehending others’ behaviours by projecting oneself into their mental state (Austin et al., 2014),
generating alternative solutions to different situations (Silver et al., 2004), perceiving challenging life
events as manageable, altering one’s cognitions (Dennis & Vander Wal, 2010) and transitioning between
different paths of thought with ease (Stevens, 2009). Cognitive flexibility enables individuals to set goals,
make plans, realize these plans and regulate their behaviours according to the results of their actions
(Ozen & Ugiincii, 2022). Cognitively flexible individuals can view themselves, their environments and
experiences more positively (Diril, 2011), they perceive themselves as competent in interpersonal
relationships and they do not struggle with making sense of their experiences (Martin & Anderson
1998). Cognitive flexibility lies at the intersection of awareness, adaptability and confidence (Crocker,
2018). Dennis and Vander Wal (2010, p. 243) expound the three facets of cognitive flexibility as: “(1) the
tendency to perceive difficult situations as controllable; (2) the ability to perceive multiple alternative
explanations for life occurrences and human behaviour; and (3) the ability to generate multiple
alternative solutions to difficult situations.”

Empirical evidence suggests that cognitive flexibility is cultivated through novel experiences
(Korlkecu, 2020). Spiro and Jehng (1990) posit that individuals grappling with multifaceted tasks are
predisposed to cognitive flexibility since they are equipped to navigate shifts in situational dynamics. In
such contexts, individuals can restructure their knowledge by radically transforming their responses to
situational demands. The need for individuals to be cognitively flexible is reinforced by the necessity to
make decisions and choices when faced with various challenges, both in educational processes and in
their daily lives (Pepe, 2021) since cognitive flexibility determines how individuals will present their
knowledge and which option they will choose when confronted with a problem (Altunkol, 2011).

Cognitive flexibility allows individuals to approach different situations from various perspectives by
providing flexibility in their thinking structures. In this context, with the rapid advancement of
technology, this concept is stated to play an important role in the development of 21st-century skills
(Spiro et al., 2018). Changing workforce and societal needs resulting from globalization, technology and
digitalization demand quick adaptation and flexibility from individuals. In this direction, cognitive
flexibility has become a central element in the development of 21st century skills.

Voogt and Roblin (2012) defined 21st century skills as “the competencies required for individuals to
adapt to the conditions of the 21st century and to contribute to the information society as effective
citizens”. Binkley et al.’s (2012) definition of the concept is “a set of competencies that enable
individuals to be successful in complex work and life environments shaped by globalization and digital
technologies”. In another study, the concept was defined as a broad set of knowledge, skills and
dispositions that students need to develop to succeed in work and life in the 21st century (Partnership
for 21st Century Skills [P21], 2007). These skills are also described as "the abilities required to prepare
students for success in an increasingly competitive global market" (Kennedy & Sundberg, 2020).
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Looking at the different definitions, it is understood that 21st-century skills comprise a set of core
skills along with associated sub-skills and concepts. In the literature, these skills are classified under
various theoretical frameworks by different researchers and organizations. For example; The
International Society for Technology Education (ISTE, 2016) presented a framework to guide educators
and students in the digital age by classifying the 21st century skills. In this context, the 21st century skills
determined for students were categorized as; empowered learner, digital citizen, knowledge
constructor, innovative designer, computational thinker, creative communicator and global collaborator.
In the report of Organisation for Economic Co-operation and Development (OECD, 2018) titled “The
Future of Education and Skills: Education 2030,” which classifies the knowledge, skills, attitudes, and
values that individuals and students may need by 2030, skills are divided into; cognitive-metacognitive
(e.g., critical thinking, creative thinking, learning to learn, and self-regulation), social and emotional
(e.g., empathy, self-efficacy, and cooperation) and practical and physical skills (e.g., using new
information and communication technology devices). The P21 Framework (2007) has classified 21st
century skills into three main groups and defined 12 different skill types under these groups as follows:

e Life and career skills: Flexibility and adaptability, initiative and self-motivation, management and
guidance, social and intercultural skills, productivity and accountability, leadership and responsibility,

e Creative and innovative skills: Critical thinking and problem solving, communication and
collaboration,

¢ Information, media, and technology skills: Information literacy, media literacy, and ICT
(Information, Communication, and Technology) literacy.

In the “Assessment and Teaching of 21st Century Skills (ATC21s)” project, the 21st century skills were
categorized as follows:

e Ways of thinking: Creativity/innovation, critical thinking, decision making, problem solving,
learning to learn and metacognition,

e Ways of working: Communication, collaboration,
e Working tools: Information literacy and ICT literacy,

e Living in the world: Citizenship, life, career, personal and social responsibility skills (Griffin & Care,
2014).

In the study conducted by Chalkiadaki (2018), 21st century skills were divided into four main
categories as; personal skills (creativity, problem-solving, managing complexity, etc), social skills
(communication and collaboration, taking initiative, etc), information and knowledge (metacognition,
applying knowledge to new situations, creating new knowledge, etc.) and digital literacy (self-
confidence in media and ICT use, proficiency in using digital tools, etc). In Turkiye, a study conducted by
the Ministry of National Education Board of Education and Discipline (2023) identified seven main skills
and 46 sub-skills within the scope of 21st-century skills as: social and emotional skills (flexibility and
adaptability, relationship management, conflict resolution, etc.), language and communication skills
(active listening, negotiation, etc.), higher-order thinking skills (creative and innovative thinking, critical
thinking, problem-solving and decision-making, metacognition, etc.), personal skills (taking
responsibility, responsible decision-making, etc.), learning skills (learning to learn, active learning, etc),
working skills (productivity, resource management, etc.) and literacy skills (information and
communication technology literacy, digital literacy, etc) (Tirel et al., 2023).

Although the 21st-century skills categorized in various reports and studies differ, it can be seen that
there are fundamentally overlapping skills. These skills place great emphasis on competencies such as
flexibility, creativity, problem-solving, and critical thinking, which are essential for being successful and
functional in a fast-changing and information-dense world. These are skills that require individuals to
adapt to constantly evolving information and workforce environments. It can be said that cognitive
flexibility plays a critical role in this process of adaptation and adjusting to changing conditions.
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Cognitive flexibility is related to the skill to shift one's thinking structure in the face of different
situations and problems, quickly process new information and experiences, and switch between
different strategies. In processes such as problem-solving, creative, and metacognitive thinking, which
are required by 21st-century skills, cognitive flexibility is thought to enable the effective use of these
skills, and the effective use and development of these skills are considered to be related to cognitive
flexibility.

Research emphasizes the association between cognitive flexibility and diverse factors, including
motivation (Liu & Wang, 2014; Kasser, 2002), self-efficacy (Glinaydin & Oztiirk, 2016; Kaptanbas-Giirbiiz
& Sezgin-Nartgiin, 2018), academic self-efficacy (Chen et al., 2019; Pepe, 2021), creativity (Pan & Yu,
2018), problem-solving skills (Bilgin, 2009), systematic intelligence (Alzubi et al., 2022), social problem-
solving style (Buga et al., 2018), lateral thinking (Sahin-Taskin & Esen-Ayglin, 2022), formal creativity
(Cuhadaroglu, 2013), reading comprehension (Hung & Loh, 2021), attitudes towards learning (Onen &
Kogak, 2015), techno-pedagogical content knowledge (Oztiirk et al., 2020) and interpersonal problem-
solving skills (Esen-Aygiin, 2018). Right along with the variables mentioned in the studies, the
identification of other skills that could contribute to the development of cognitive flexibility constitutes
the impetus for this research. What other skills can be given importance in training pre-service teachers
and might it be possible to enhance their cognitive flexibility simultaneously? In this context, the present
research endeavours to identify cognitive variables predicted to influence cognitive flexibility levels of
teacher candidates. The variables tested within the scope of this study were determined as lateral,
divergent, computational, and metacognitive thinking, which are thought to be related to 21st-century
skills. Summary information regarding these is provided below.

The concept of lateral thinking, introduced by De Bono, encompasses transitioning from one model
to another in an asymmetrical modelling system (De Bono, 1999). The expression "asymmetric modeling
system" here refers to finding innovative solutions to problems using different thinking approaches. It
aims to find creative solutions by switching from one model to another. It refers to generating novel
ideas by scrutinizing a situation from diverse vantage points (Kohn & O’Connell, 2008). Lateral thinking
facilitates both creating innovative ideas while tackling diverse problems and fostering unconventional
solutions (Mustofa & Hidayah, 2020). This thinking skill is directly related to 21st-century skills,
particularly creativity and innovation. Given its classification as a facet of creative thinking, adept
individuals in lateral thinking are often posited as creative thinkers (Semerci, 2016). Individuals with
lateral thinking tendency are not only productive and creative but they also explore possibilities,
consider all kinds of probabilities, have inductive reasoning and the ability to utilize knowledge (De
Bono, 1990). Similarly, cognitive flexibility mandates recognizing multiple alternatives in a given scenario
and a readiness to adapt flexibly to new circumstances (Sahin-Taskin & Esen-Aygtin, 2022). Therefore, it
is predicted that both phenomena exhibit a parallelism and lateral thinking can be considered as a
necessary skill while using cognitive flexibility.

Divergent thinking entails reviewing multiple options and combining them to produce new or
original ideas. It is related to generating new and useful ideas for an open-ended problem (Guilford,
1967). It is closely affiliated with creativity, as it focuses on engendering multiple alternative reactions,
including unforeseen, original or extraordinary ideas (Razumnikova, 2013). Guilford (1967), who
developed the concept within the framework of creativity theories, defined this type of thinking as the
ability to produce multiple solutions, especially in problem-solving processes, and suggested that it
occurs in situations where there is more than one alternative solution rather than a single correct
answer. According to him, creative individuals tend to be fluent, flexible and original. Here, while fluency
is related to producing a large number of ideas and solutions, flexibility is about generating ideas from
different categories and changing the mindset when necessary. Originality, on the other hand, refers to
the uniqueness of the ideas produced. This thinking skill is not only related to creativity but also to the
21st-century skills such as problem-solving, critical thinking and learning to learn, as it involves
developing multiple solutions to a problem rather than just one correct solution. It is thought that these
components of divergent thinking strengthen the ability to adapt to various problem-solving situations
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and develop new solutions, which is a requirement of cognitive flexibility. Therefore, it can be predicted
that there may be a relationship between the two concepts and that they might affect each other.
Indeed, Al-Masoudi et al. (2018) stated that divergent thinking represents a mode of thinking that
results in generating many solutions and responses without being restricted by predefined rules, and
they pointed to the possible relationship between cognitive flexibility and this form of thinking.
Therefore, confronted with unexpected situations demanding exhibition of cognitive skills, individuals
with divergent thinking skills are thought to have an advantage in utilizing their cognitive flexibility.

Computational thinking is described as an approach for solving problems, designing systems and
comprehension of human behaviours, utilizing fundamental principles from computer science (Wing,
2006). Although rooted in computer science, it is a kind of analytical thinking skill used for problem
solving in all fields as an umbrella term (Gerosa et al., 2021). This skill is thought to be closely related to
21st century skills such as digital literacy, information literacy and problem solving skills. It embodies
attributes such as self-assurance in navigating intricate scenarios, resilience in tackling challenges,
tolerance for uncertainty, adeptness in handling open-ended issues and the capacity to collaborate to
attain shared objectives (Barr et al., 2011). Uziimcii and Bay (2018) contend that computational thinking
shares commonalities with diverse higher-order thinking skills, potentially bolstering their development.
Given that cognitive flexibility is related to generating new ideas in response to unusual situation
changes and problematic circumstances, it seems possible to consider computational thinking as a skill
that can contribute to cognitive flexibility.

Metacognition is defined as the ability to regulate cognition and control what one thinks or learns
(Schraw & Moshman, 1995). According to Senemoglu (2020), it refers to the awareness of the executive
control system, or in other words, the awareness of individuals' own cognitive processes used in
learning. Metacognitive thinking allows individuals to monitor and evaluate their own thinking processes
(Flavell, 1979). This way of thinking is directly related to learning to learn, decision-making, and
problem-solving skills, which are 21st-century skills. Skills such as monitoring, organizing thoughts, and
managing errors required by metacognitive thinking can also increase individuals' cognitive flexibility,
which refers to their ability to adapt to different conditions and changing needs, as cognitive flexibility
refers to thinking differently, changing perspectives, and adapting to a constantly changing environment
(Buttelmann & Karbach, 2017). Therefore, developing metacognitive thinking skills can be considered to
have the potential to influence individuals’ cognitive flexibility. As a matter of fact, Aydin and Kaynak
(2021) stated that metacognitive processes could support cognitive flexibility, which is defined as the
skill to change cognitions in difficult situations.

The common point of these variables, which are thought to be predictors of cognitive flexibility, is
that they are related to higher-order thinking skills that underlie 21st century skills. Cultivating higher-
order thinking skills stands as a pivotal goal within modern education systems. Similarly, being able to
cope with different and unexpected situations that represent cognitive flexibility and generating
alternative solutions to problems are highly important for individuals across all segments of society.
However, the teaching profession is one of the professions with the highest probability of encountering
different people, temperaments and behaviors, as it involves direct interaction with people. Therefore,
regardless of their department, practitioners of the teaching profession are expected to have high levels
of cognitive flexibility (Yasar Ekici & Balci, 2019) in order to be able to adapt to such different situations
and produce alternatives (Cuhadaroglu, 2013). When it comes to teacher education, it is important to
train teachers who guide students, organize the teaching-learning process effectively and have problem-
solving skills, rather than solely convey certain content to the learners. Among the studies conducted on
cognitive flexibility, no comprehensive research has been found that examines lateral, divergent,
computational and metacognitive thinking skills together investigating how each variable independently
affects cognitive flexibility. Therefore, it is expected that this study will be beneficial in terms of
providing insights about whether teacher candidates’ cognitive flexibility levels can be enhanced
through lateral, divergent, computational and metacognitive thinking skills and contribute to the quality
of teacher education. Moreover, the research findings will be important to researchers studying on the
subject in terms of presenting data on the relationship of cognitive flexibility with other higher-order
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thinking skills and to teacher educators in terms of providing ideas that will help them make
adjustments that increase teacher candidates’ cognitive flexibility. Consequently, the aim of this study is
to examine whether cognitive flexibility levels of pre-service teachers are significantly predicted by
lateral, divergent, computational and metacognitive thinking skills. In accordance with this aim, answers
to the following research questions were sought:

(1) Is there a correlation between lateral, divergent, computational and metacognitive thinking levels
of pre-service teachers and their cognitive flexibility?

(2) What is the predictive power of lateral, divergent, computational and metacognitive thinking
levels of pre-service teachers on their cognitive flexibility levels?

(3) What is the relative importance of lateral, divergent, computational, and metacognitive thinking
levels of pre-service teachers on predicting cognitive flexibility levels?

Method
Research Model

In the present research, correlational research design was used. Correlational research design is used
to determine the relationships between two or more variables and to obtain clues about predictors
(Buyukoztirk et al., 2022). In this study, correlational research design was preferred to investigate the
relationship between lateral, divergent, computational and metacognitive thinking and cognitive
flexibility. The study also investigated the predictiveness of independent variables on the dependent
variable. Lateral thinking, divergent thinking, computational thinking and metacognitive thinking were
the independent variables, and cognitive flexibility was the dependent variable.

Participants

Based on convenience sampling (McMillan & Schumacher, 2010), the participants of the study
consisted of pre-service teachers (n= 330), studying at an education faculty of a state university in
Tirkiye. The ethics committee approval for the study was obtained by the Nevsehir Haci Bektas Veli
University Scientific Research and Publication Ethics Committee with the decision dated 27.04.2022 and
numbered 135. At the beginning of the study, the participants were informed about the study and
informed consent was obtained. The results of the descriptive statistics regarding the participants were
given in Table 1.

Table 1

Demographic Features of the Participants

Demographic Features Groups N %
Gender Female 245 74.2
Male 85 25.8
18-21 161 48.8
Age 22-25 140 42.4
26 and older 29 8.8
English Language Teaching 68 20.6
Preschool Education 45 13.6
Special Education 42 12.7
German Language Teaching 30 9.1
Physical Education and Sports Teaching 28 8.5
Department Turkish Language Teaching 26 7.9
Guidance and Psychological Counseling 22 6.7
Primary School Mathematics Teaching 20 6.1
Primary School Teaching 18 5.5
Social Sciences Teaching 14 4.2
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Science Teaching 13 3.9

Music Teaching 4 1.2

Freshmen 78 23.6

. Sophomore 65 19.7
Education Level Junior 82 248
Senior 105 31.8

Total 330 100

As seen in Table 1, 245 participants were female and 85 participants were male. The majority of the
pre-service teachers were between 18 and 25, and only 29 of them were 26 or older. In terms of
department, most of the participants were studying English Language Teaching, Preschool Education
and Special Education. Most of the pre-service teachers were senior students.

Data Collection Tools

Since lateral, divergent, computational and metacognitive thinking are conceptually close to each
other and have some common features, the possibility that the data collection tools may measure
similar skills has been taken into account. Although each thinking structure (lateral, divergent,
computational and metacognitive) has some intersections in terms of higher-order thinking skills, they
express different thinking styles. At this point, in order to ensure that each thinking structure is clearly
separated from each other, the questions in the data collection tools were evaluated. Data collection
tools consisting questions to measure creativity in lateral thinking, developing more than one solution to
a problem in divergent thinking, planning problem-solving steps and logical thinking skills in
computational thinking and the awareness of individual’s own thinking processes and the ability to
change these processes when necessary in metacognitive thinking were used. The data collection tools
used in the research are explained in detail below.

Lateral Thinking Disposition Scale

Pre-service teachers’ lateral thinking was assessed by “Lateral Thinking Disposition Scale” (LATDS)
developed by Semerci (2016) for Turkish higher education students. LATDS consists of 9 items (eg. “I
create alternative solutions against a problem”; a=.75) with one factor, and it is a 5-point Likert scale
ranging from “I never agree” to “I completely agree”. Confirmatory factor analysis results were x=
6.744, df= 16, x2/df= .421, GFl= .998, CFl= 1.000, IFI= .996, RMSEA= .000 (Semerci, 2016). In this study,
confirmatory factor analysis showed that values were y?= 58.738, df= 25, x2/df= 2.350, CFl= .953, GFI=
.964, NFI= .922 and RMSEA= .064, which confirmed the unidimensional structure of the scale with a
perfect fit (Arbuckle, 2007; Kline, 2011). Cronbach Alpha coefficients of the scale was .80 in this study.

Divergent Thinking Self-Assessment Scale

Pre-service teachers’ divergent thinking was assessed by “Divergent Thinking Self-Assessment Scale”
(DTSAS) developed by Ordu and Yéntem (2020) for Turkish higher education students. DTSAS consists of
21 items with two factors as “rationality” (16 items; eg. “I can find a solution to a problem faster than
anybody else”; a= .92) and “subjectivity” (five items; eg. “l can see differences between situations
considered to be similar”; a= .85). DTSAS is a four point Likert scale ranging from “I do not agree” to “I
completely agree”. Confirmatory factor analysis results were x2/df= 3.39, GFI= .80, NFI= .92, CFl= .95,
RMSEA= .09 (Ordu & Yéntem, 2020). In this study, confirmatory factor analysis, showed that values were
x?= 738.458, df= 179, x2/df = 4.125, CFI= .868, GFl= .834, NFI= .834 and RMSEA= .097, which confirmed
the two-dimensional structure of the scale with an acceptable fit (Schermelleh-Engel et al., 2003;
Steiger, 2007). Cronbach Alpha coefficients were .92, .86 and .93 for rationality, subjectivity and the
total scale, respectively.
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Computational Thinking Scales

Pre-service teachers’ computational thinking was assessed by “Computational Thinking Scales” (CTS)
developed by Korkmaz et al. (2017) for Turkish higher education students. CTS consists of 29 items with
five factors as “creativity” (eight items; eg. “Dreaming causes my most important projects to come to
light”; a= .84), “algorithmic thinking” (six items; eg. “I think that | learn better the instructions made
with the help of mathematical symbols and concepts”; a= .87), “cooperativity” (four items; eg. “I like
solving problems related to group project together with my friends in cooperative learning”; a= .87),
“critical thinking” (five items; eg. “I am willing to learn challenging things”; a =.78) and “problem
solving” (six items; eg. “I have problems in the issue of where and how | should use the variables such as
X and Y in the solution of a problem”; a=.72). As “problem solving” factor has negative items, these 6
items were reverse-coded. CTS is a five point Likert scale ranging from “never” to “always”.
Confirmatory factor analysis results were x2= 1169.932, x2/df= 3.232, RMSEA= .062, S-RMR= .044, GFl=
.91, AGFI= .90, CFl= .95 and IFl= .97 (Korkmaz et al., 2017). In this study, confirmatory factor analysis,
showed that values were x2= 1713.000, df= 364, x2/df= 4.706, CFl= .778, GFI= .765, and NFl= .736,
which confirmed the five-dimensional structure of the scale with an acceptable fit (Schermelleh-Engel et
al., 2003; Steiger, 2007). Cronbach Alpha coefficients were .79, .93, .91, .80, .80, .86 for creativity,
algorithmic thinking, cooperativity, critical thinking, problem solving and the total scale, respectively.

Metacognitive Strategies Scale

Pre-service teachers’ metacognitive thinking was assessed by “Metacognitive Strategies Scale”
(MSS). MSS, under “Learning Strategies Scale” (LSS), is a sub-scale in “Motivated Strategies for Learning
Questionnaire” (MSLQ) developed by Pintrich et al. (1991) and adapted to Turkish by Buyukoztirk et al.
(2004) for Turkish higher education students. The sub-scales of MSLQ can be used separately or
together (Buytkoztirk et al., 2004; Pintrich et al. 1991; Pintrich et al., 1993). MSS consists of 12 items
(eg. “When | study, | set goals for myself in order to direct my activities in each study period”; a= .75).
MSS has two negative items and they were reverse-coded. MSS is a 7-point Likert scale ranging from
“not at all true for me” to “very true for me”. Confirmatory factor analysis results for LSS were RMSEA=
.066, GFl= .80, AGFI= .77, NNFI= .97, RMR= .22 and SRM= .06 (Buyukozturk et al., 2004). In this study,
confirmatory factor analysis showed that values were x2= 69.417, df= 24, x2/df= 2.892, CFl= .965, GFl=
.956, NFI= .947 and RMSEA= .076, which confirmed the unidimensional structure of the scale with a
perfect fit (Arbuckle, 2007; Kline, 2011). Cronbach Alpha coefficients of the scale was .84 in this study.

Cognitive Flexibility Inventory

Pre-service teachers’ cognitive flexibility was assessed by “Cognitive Flexibility Inventory” (CFl)
developed by Dennis and Vander Wal (2010) and adapted to Turkish by Gulim and Dag (2012) for
Turkish higher education students. CTS consists of 20 items with two factors as “alternatives” (13 items;
eg. “Itis important to look at difficult situations from many angles”; a= .89) and “control” (seven items;
eg. “When | encounter difficult situations, | feel like | am losing control”; a =.85). As CFI has six negative
items, these items were reverse-coded. CTS is a five point Likert scale ranging from “strongly disagree”
to “strongly agree” (GUlum & Dag, 2012). Confirmatory factor analysis was not applied in scale
development study. In this study, confirmatory factor analysis, showed that values were x2= 331.669,
df= 102, x2/df= 3.252, CFI= .906, GFI= .895, and NFl= .870, RMSEA= .083, which confirmed the two-
dimensional structure of the scale with an acceptable fit (Schermelleh-Engel et al., 2003; Steiger, 2007).
Cronbach Alpha coefficients were .91, .84 and .88 for alternatives, control and the total scale,
respectively.

Data Analysis

In this study, data were analysed using AMOS 24 and SPSS 24. AMOS 24 was utilized to examine
Confirmatory Factor Analysis of each scale used in the study. Correlation and multiple linear regression
analysis were applied using SPSS 24. The correlations among lateral, divergent, computational and
metacognitive thinking and cognitive flexibility were analysed by Pearson correlation, and multiple

113



Ozer & Basarir — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 54(1), 2025, 106-139

linear regression analysis was performed to examine the predictiveness of independent variables on
cognitive flexibility.

Prior to the analysis, the normality of all variables was checked using Skewness and Kurtosis
coefficients. The calculated values (-.003< Skewness< .506; -.007< Kurtosis< -.124) were within the
specified range. Normal distribution assumption was met as all variables displayed acceptable Skewness
and Kurtosis values (George & Mallery, 2010; Tabachnick & Fidell, 2007). In addition, multivariate
normal distribution assumption was analyzed by Mahalanobis distance value, and the analysis showed
that no data disturbed linearity and normality assumptions (Blylkoztirk, 2021). Multicollinearity
assumption was tested through Variance Inflation Factor (1.06< VIF< 1.90), Tolerance Values (.517< TV<
.914) and Conditions Index (1.00< Cl< 28.71) indicating that there was no multicollinearity among
variables (Field, 2005). Preliminary analyses reflected that the data met necessary assumptions for
multiple regression analysis. Therefore, multiple regression analysis was applied 330 data in the study.
In multiple regression analysis, the independent variables are added to the model one by one from the
highest correlation value to the lowest correlation value (divergent, computational, lateral and
metacognitive thinking, respectively) with the dependent variable (cognitive flexibility).

Findings

Correlation values regarding the relationships between variables and descriptive statistics were
given in Table 2.

Table 2

Correlation Matrix and Descriptive Statistics

1 2 3 4 5
1. Lateral Thinking -
2. Divergent Thinking .656™" -
3. Computational Thinking 529" .536™" -
4. Metacognitive Thinking .268™ 251" .220™ -
5. Cognitive Flexibility 416™ .443™ 442" .396™ -
Mean 3.76 2.59 3.36 4,71 3.75
SD .50 48 .39 .92 .50
Skewness -.003 .506 -.040 -.406 .024
Kurtosis -124 -.007 .054 .057 -.013

“p< .01

Table 2 showed that there were moderate and low statistically significant relationships between
variables. The relationship between lateral and divergent thinking has the highest positive correlation
value (r= .656, p< .01) with moderate level. The relationship between divergent and computational
thinking (r= .536, p< .01), lateral and computational thinking (r=.529, p< .01), divergent thinking and
cognitive flexibility (r= .443, p< .01), computational thinking and cognitive flexibility (r= .442, p< .01),
lateral thinking and cognitive flexibility (r= .416, p< .01), metacognitive thinking and cognitive flexibility
(r=".396, p< .01) follow it with positive and moderate level. Metacognitive thinking has relationship with
lateral thinking (r=.268, p< .01), with divergent thinking (r=.251, p< .01) and computational thinking (r=
.220, p< .01) with positive and low level.

Multiple regression analysis results regarding predictiveness of lateral, divergent, computational and
metacognitive thinking on cognitive flexibility were given in Table 3.

As seen in Table 3, in each model, the variance in the pre-service teachers’ cognitive flexibility
increased, and the results of each model were statistically significant. Therefore, divergent,
computational, lateral and metacognitive thinking all predicted cognitive flexibility significantly, and all
the predictors together explained 33% of cognitive flexibility.
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Model 1 indicated that the pre-service teachers’ divergent thinking was a major predictor of their
cognitive flexibility (F= 80.049, p< .01, R*= .197). Divergent thinking alone explained 20% of the change
in their cognitive flexibility.

When computational thinking was included in the model (Model 2), it indicated that computational
thinking was a statistically significant predictor of cognitive flexibility (F= 55.798, p< .01, R?= .255). It was
observed that the explained variance ratio of cognitive flexibility increased by 6%. Based on this finding,
it could be stated that the pre-service teachers’ computational thinking played an important role in their
cognitive flexibility.

Table 3

The Results of Multiple Regression Analysis

h
Model Predictive Variables R R? ¢ (:'z‘)ge Std. B t F
1 Divergent Thinking 443 197 .197 443 8.947" 80.049™
Divergent Thinking .290 5.127" .
2 .505 .255 .058 . 55.798
Computational Thinking .286 5.054
Divergent Thinking 216 3.278"
3 Computational Thinking .515  .266 .011 .251 4.276" 39.185"
Lateral Thinking .142 2.167"
Divergent Thinking .188 2.976"
Computational Thinking 228 4.074™ -
4 .578 .334 .068 * 40.532
Lateral Thinking .099 1.577
Metacognitive Thinking 273 5.744™

“p<.01, "p<.05

In Model 3, lateral thinking was added to the model. It was observed that lateral thinking
contributed positively to cognitive flexibility (F= 39.185, p< .05, R?= .266). Based on Model 3, it was
determined that the pre-service teachers’ cognitive flexibility could be explained by their lateral
thinking. However, the contribution of lateral thinking to total explained variance was only 1%. This
finding indicated that lateral thinking was the least contributing predictor of cognitive flexibility.

When metacognitive thinking was included in the model (Model 4), it displayed that metacognitive
thinking was a statistically significant predictor of cognitive flexibility (F= 40.532, p< .01, R?= .334). When
metacognitive thinking was added to the model, it was observed that the explained variance ratio of
cognitive flexibility increased by 7%. Based on this finding, it could be stated that the pre-service
teachers’ metacognitive thinking played an important role in their cognitive flexibility.

Discussion & Conclusion

The present study aimed to explore the predictive role of pre-service teachers’ lateral, divergent,
computational and metacognitive thinking skills on their cognitive flexibility levels. Firstly, it was
examined whether there was a relationship between lateral, divergent, computational and
metacognitive thinking and cognitive flexibility. The findings unveiled moderate and low-level significant
relationships among the variables. Particularly noteworthy was the moderate and positive correlation
between lateral thinking and divergent thinking, marking the highest correlation value. This result aligns
with existing literature that empathizes both lateral and divergent thinking as integral to creative
thinking processes. For example, Rawlinson (2017) pointed out divergent and lateral thinking as patterns
to be considered in creative thinking. Syahrin et al. (2019) discussed divergent and lateral thinking skills
within the scope of creative thinking in their research aiming to explain students' creative thinking
patterns in scientific studies. Similarly, Reese et al. (2001) highlighted the significance of lateral and
divergent thinking in addressing multifaceted problems lacking a single definitive solution. As can be
seen, both thinking skills are related to encouraging creative thinking and generating new ideas and
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finding alternatives by expanding the range of possible solutions. The fact that these two thinking skills
are two different but complementary aspects of creative thinking may have contributed to the high
correlation.

Findings also revealed a positive and moderate correlation between divergent thinking and
computational thinking. Fletcher and Benveniste (2022) described divergent thinking as a computational
process involving logico-semantic combination. Furthermore, as outlined by ISTE (2015), computational
thinking encompasses creative problem-solving, algorithmic and critical thinking skills that resonate with
the attributes of divergent thinking. In the literature, it is generally observed that divergent thinking is
also associated with creativity and problem-solving, and considered as an important component of
creative problem-solving process (Baer, 2014; Basadur & Hausdorf, 1996; Guilford, 1967; Razumnikova,
2013; Runco & Acar, 2012; Runco & Okuda, 1988). Therefore, the relationship between divergent and
computational thinking skills can be understood in terms of their intersection with creativity and
problem-solving. The use of both divergent thinking and computational thinking skills in developing
creative and effective solutions to problems may have been effective in the emergence of this
correlation.

The research identified a positive and moderate-level correlation between lateral and computational
thinking. Prior studies indicate that both of them contribute to problem-solving processes. In a study
aimed at developing computational thinking skills with artificial intelligence problems, it was stated that
students made the solution more accessible by dividing the problem into smaller, more manageable
sub-problems that were easier and simpler while solving the problems, thus developing computational
thinking skills. In the same study, it was also determined that students used lateral thinking skills to
reveal their creative aspects while solving the problem (Silapachote & Srisuphab, 2023). Therefore, it
can be said that both lateral thinking and computational thinking are skills used in problem solving. It is
possible to say that both are related to thinking outside the box. It is thought that the relationship
between the two skills stems from their common ground in problem solving and thinking beyond
traditional approaches.

The findings displayed a positive and moderate-level correlation between divergent thinking and
cognitive flexibility. When the studies in the literature were examined, different findings were found
regarding the relationship between divergent thinking and cognitive flexibility. For example, Al-Masoudi
et al. (2018) found a positive statistical relationship between the cognitive flexibility and divergent
thinking levels of the participants in their study conducted with fourth-grade students. In another study
conducted by Lin et al. (2014) with university students, it was found that there was no significant
relationship between the cognitive flexibility index and divergent thinking performances. The
inconsistent results obtained in these studies may be due to the measurement tools used, cultural
differences, or different age groups in which the applications were made.

The study identified a positive and moderate-level correlation between computational thinking skills
and cognitive flexibility. This finding corresponds with the research by Degirmenci (2022), which
identified a moderately positive relationship between cognitive flexibility and computational thinking
skills in five-year-old children. Additionally, Sert Orhan's (2023) study supported the presence of a
significant relationship between cognitive flexibility and computational thinking skills among pre-service
teachers. Mental processes such as processing information, analyzing and synthesizing, and solving
problems, which are covered by computational thinking skills, are also the basic components of
cognitive flexibility. It is possible to say that both concepts contribute to more effective thinking
processes and that there is a reciprocal relationship between them. The positive relationship between
computational thinking and cognitive flexibility may be due to the fact that both skills contain similar
cognitive elements in problem solving and thinking processes.

Another notable result was the positive and moderate-level correlation between lateral thinking and
cognitive flexibility. While the extent of this relationship varies across studies, the general consensus is
that lateral thinking and cognitive flexibility are interconnected. Sahin-Taskin and Esen-Aygiin (2022)
observed a positive and high-level relationship between lateral thinking and cognitive flexibility in pre-
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service teachers. Similarly, Seving (2020) concluded that cognitive flexibility, problem solving and critical
thinking skills scores together showed a moderately significant relationship with lateral thinking
disposition scores. The diversity of findings regarding the level of relationship between lateral thinking
and cognitive flexibility may be due to various factors such as different research contexts and
measurement tools and the characteristics of the participant groups.

The study revealed a positive and moderate-level relationship between pre-service teachers’
metacognitive thinking and cognitive flexibility levels. In a study conducted with social studies teacher
candidates, it was determined that cognitive flexibility levels of the participants were moderate and the
levels of identifying metacognitive learning strategies were high (Koriikcl, 2020). In another study
involving preschool children, the determinant roles of cognitive flexibility and metacognition in choosing
learning goals in the presence of unpredictable changes were emphasized (Leclercq et al., 2023). The
fact that metacognitive thinking and cognitive flexibility are related to the individual's ability to manage,
control and adapt to their own thinking processes may have contributed to the emergence of this
correlation. It is possible to say that both are necessary to develop individuals' cognitive skills. It is
recommended that problem-based learning be used in school environments for the development of
individuals' cognitive flexibility levels and metacognitive awareness and skills (Gonulli, 2015).

It was determined that there was a positive and low level relationship between metacognitive
thinking and lateral thinking. Lateral thinking is a skill that supports creative thinking process by
facilitating the generation of new ideas and is considered an essential part of it. Tirkmen and Serkahya
(2015) stated that creative thinking was one of the most crucial skills that needed to be developed in
students within educational systems. However, creative thinking does not occur automatically, and the
development of creative processes requires metacognitive awareness as well as cognitive effort
(Caratozzolo et al., 2020). Metacognitive thinking focuses on the awareness and management of the
individual's own thought processes more, while lateral thinking is aimed at creative problem solving and
innovative thinking processes. The positive relationship between metacognitive thinking and lateral
thinking may be due to the fact that these two skills share common features such as flexibility in
thinking processes, developing new strategies and producing alternative solutions. The different focus
points of these skills may have caused the low level of the relationship.

A positive and low-level correlation emerged between metacognitive thinking and divergent
thinking. De Chantal and Organisciak (2023) emphasized the role of metacognition in divergent thinking,
while McAuliffe (2016) suggested that divergent thinking is a skill that includes metacognitive skills.
Another study revealed that metacognitive monitoring strategies mediate the relationship between
creative intelligence and divergent thinking (Jia et al., 2022). Metacognitive processes can play a
facilitating and supporting role in developing divergent thinking, which is closely related to finding
alternative perspectives, since they are related to the self-awareness and self-regulation of one's own
thoughts. The detection of a low positive correlation between the two skills may be due to this indirect
relationship.

The research unveiled a positive and low-level correlation between metacognitive thinking and
computational thinking. Similarly, the findings of Sen's (2022) research demonstrated a significant
positive correlation between the computational thinking skills of pre-service teachers and their
metacognitive self-regulation. Yadav et al. (2022) indicated that metacognition and problem-solving
intertwine with computational thinking amplifying metacognitive processes. Allsop (2019) and Resnick
(2007) further supported the notion that metacognitive practices influenced computational thinking,
emphasizing the reciprocal nature of this relationship. Metacognitive thinking can provide the
opportunity to use computational thinking processes more effectively, while computational thinking can
test and develop the applicability of metacognitive strategies. The fact that both types of thinking
include features such as managing the individual's thinking processes, problem solving and awareness
may have been effective in the emergence of the study finding.
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The study also found that divergent, computational, lateral and metacognitive thinking all
significantly predicted cognitive flexibility. Divergent thinking particularly emerged as a major influencer.
Notably, participants with higher divergent thinking skills demonstrated higher levels of cognitive
flexibility. Camci-Erdogan (2018) argued that individuals with high cognitive flexibility did not limit
themselves to a solution when faced with any problems, but instead they used divergent thinking skills
that require developing new alternatives to produce all possible solutions. According to Palmiero et al.
(2022), cognitive flexibility is a fundamental aspect of divergent thinking. It enables the development of
new and appropriate problem-solving strategies in unexpected situations (Cuhadaroglu, 2013). It is
associated with being open to alternatives, changing perspectives and thinking adaptively. Kloo et al.
(2010) claimed that cognitive flexibility was necessary for creativity and problem solving. Similarly,
divergent thinking is a skill for generating creative ideas, breaking out of the ordinary and exploring
various possibilities in solving problems. This way of thinking requires a flexible mindset, the courage to
break out of the conventional thought patterns and the ability to develop alternative solutions, which, in
turn, is a process that enhances cognitive flexibility.

Another finding of the study is that metacognitive thinking was the second most important skill, after
divergent thinking, in predicting cognitive flexibility. Buttelmann and Karbach (2017) emphasized the
substantial role of metacognitive processes in cultivating executive functions during early and middle
childhood. They underscored cognitive flexibility’s pivotal role within executive functions, enabling
individuals to adeptly regulate behaviours in dynamic environments. As executive functions demand
advanced cognitive and metacognitive processes, encompassing self-reflection on thoughts and actions,
these metacognitive processes gain significance in executive function development and flexibility.
According to Aydin and Kaynak (2021), metacognitive processes refer to individuals' awareness and
control of their cognitive processes and can support cognitive flexibility. Metacognitive thinking may
have been effective in predicting cognitive flexibility due to its contributions to managing thinking
processes efficiently, adapting to different strategies, and evaluating various perspectives.

Another important skill that predicted cognitive flexibility was computational thinking. A review of
the literature reveals that in a study conducted with children aged 10 to 11, an eight-week training
program aimed at developing computational thinking skills had a significant impact on participants'
executive functions (Robledo-Castro, 2023). In another study conducted by Robertson et al. (2020) with
seventh-grade students, it was found that executive functions, including cognitive flexibility, were
related to computational thinking skills. The fact that computational thinking requires the regulation of
cognitive processes, generating alternative solutions, applying rules, evaluating thought processes and
adaptive thinking may have influenced its identification as an important skill in predicting cognitive
flexibility.

Finally, lateral thinking was identified as the fourth skill that predicted cognitive flexibility. This
insight aligns with existing literature. A review of the literature shows that both are related to
generating effective solutions by seeing alternative paths when faced with problems (De Bono, 1970;
Martin & Anderson, 1998). It can be argued that lateral thinking, by allowing for different perspectives
and connections beyond traditional or conventional methods, keeps the mind flexible and increases the
level of cognitive flexibility.

This research has shown that divergent, computational, lateral, and metacognitive thinking each
significantly predict cognitive flexibility, and together, all predictors account for 33% of the variance in
cognitive flexibility. The effect of divergent thinking on the variance in cognitive flexibility was found to
be particularly high. These results demonstrate that the aforementioned thinking skills play important
roles in enhancing cognitive flexibility. Therefore, focusing on and supporting these higher-order
thinking skills are crucial for developing cognitive flexibility in pre-service teachers. In this context,
adding content that supports these higher-order thinking skills and implementing teaching methods that
foster these skills in the curriculum of education faculty courses could contribute to increasing cognitive
flexibility among teacher candidates. For example, classes that include brainstorming, role-playing, and
case analysis can enhance lateral and divergent thinking skills, while activities that help assess and
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regulate one's own thought processes can increase metacognitive awareness. To develop computational
thinking skills in teacher candidates, greater use of technology-supported learning could be beneficial. In
this regard, encouraging the use of various digital tools and software by teacher candidates could be
supported. Hands-on workshops that promote the use of higher-order thinking processes would provide
teacher candidates with opportunities to practice through various scenarios. Offering opportunities to
work on complex problems using real-life examples could also enhance their cognitive flexibility and
help them apply theoretical knowledge in practice. Additionally, teacher candidates could be informed
about ways to integrate methods and techniques that foster higher-order thinking skills in their future
students into their lessons during their teaching careers.

This study has some limitations. First, it was conducted with teacher candidates studying at the
faculty of education of a state university located in the Central Anatolia Region in Tirkiye. The fact that
the teacher candidates were selected from a specific faculty raises the question of whether the results
apply to all teacher candidates and limits the generalizability of the findings to other regions or
universities. Therefore, future research which will be conducted with larger samples from faculties of
education in different geographical regions could be beneficial in terms of the generalizability of the
findings. Additionally, as no previous studies that examined the predictive power of all the independent
variables together included in this study on cognitive flexibility were found in the literature, the findings
of this study were compared only with studies that examined the relationship and predictive power of
independent variables on cognitive flexibility separately. This can be considered as a limitation of the
study. In this regard, future studies conducted with various age groups and in different cultural contexts
would allow for comparisons between their results and the results of this study. Another limitation of
this study is the use of self-report scales, in which participants evaluated themselves. Qualitative studies
on this topic could help overcome the limitations of the quantitative data by providing a more
comprehensive understanding and a deeper investigation of the subject. This research is limited to the
predictive power of four thinking skills and their effects on cognitive flexibility. Other potential factors
which may influence cognitive flexibility could be explored in different studies.
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Turkge Suriimii

Giris

Bilgi ve iletisim teknolojilerinde meydana gelen gelismeler hayatin bircok alaninda 6nemli
degisikliklere yol agarak bilginin degerinin kiresel olgekte artmasini saglamistir. Bilgiye ulasma ve onu
verimli kullanma toplumlarin diger toplumlara goére daha hizli gelismelerinde ve daha verimli
olmalarinda ayirt edici bir unsur haline gelmistir. Bununla birlikte, bilgi sahibi olmak her zaman igin
sorunlarin Ustesinden gelmede yeterli olmamakta, glinliik hayatin karmagikligi karsisinda bilginin yetersiz
kaldigi durumlarda, bireylerin biligsel olarak esnek olmalari gerekmektedir (Cuhadaroglu, 2013; Martin &
Anderson, 1998).

Bilissel esneklik, bireyin beklenmedik durumlar karsisinda alternatif yollarin ve segeneklerin farkinda
olmasi, yeni durumlara uyum saglamada esnek olabilmesi, esnek olabildigi durumlarda kendisini yetkin
hissetmesi olarak tanimlanmaktadir (Bilgin, 2009; Cuhadaroglu 2013; Martin vd., 1998; Martin & Rubin,
1995; Stahl & Pry, 2005). Bireylerin gevrelerindeki yeni ve beklenmedik kosullarla yizlesebilmeleri igin
bilissel isleme stratejilerini uyarlama becerilerini kullanmalarini gerektiren bir stirectir (Cafias vd., 2006;
Deak, 2003; Korukcli, 2020). Kendisini digerinin zihinsel durumuna atfederek Uglinci bir kisinin
davranisini anlama (Austin vd., 2014), farkli durumlara alternatif ¢éziimler getirebilme (Silver vd., 2004),
zorlu yasam olaylarini bas edilebilir olarak algilama, sahip oldugu bilisleri degistirme (Dennis & Vander
Wal, 2010), bir dusinceden bir baska dislinceye gecebilme (Stevens, 2009) gibi Ust dizey bilissel
sureclerle yakindan iliskilidir. Hedef belirleme, plan yapma, plani gerceklestirme ve eylemlerinin
sonuglarina gore davranislarini diizenlemeyi miimkiin kilar (Ozen & Uglincii, 2022). Bilissel olarak esnek
olan bireyler kendilerine, ¢evrelerine ve yasantilarina daha olumlu bakabilir (Diril, 2011), kisilerarasi
iliskilerde kendilerini yetkin gorir ve yasadiklarini anlamlandirmada zorluk c¢ekmezler (Martin &
Anderson 1998). Crocker’a (2018) gore, bilissel esneklik; farkindalik, uyarlanabilirlik ve glvenin kesisme
noktasinda yer almaktadir. Dennis ve Vander Wal (2010), bilissel esnekligin (¢ bilesenini; (1) zor
durumlan kontrol edilebilir olarak algilama egilimi, (2) olay ve davranislarin nedenlerini agiklamanin veya
yorumlamanin farkli yollari olabilecegini anlama ve kabul etme becerisi ve (3) zor durumlara birden ¢ok
alternatif ¢o6zim Uretme becerisi olarak tanimlamislardir.

Bilissel esneklik izerine yapilan arastirma sonuglarina gore, bilissel esneklik yeni deneyimler yoluyla
elde edilebilir gorilmektedir (Korukel, 2020). Bu baglamda, Spiro ve Jehng (1990) ¢ok yonli gérevlerle
karsi karsiya gelen bireylerin durumsal degisiklikleri kolaylikla degerlendirdikleri icin bilissel yonden daha
esnek olabileceklerini ifade etmislerdir. Bu durumdaki bireyler, bilgilerini kolayca yeniden
yapilandirabilirler, dolayisiyla durumsal talepler karsisinda tepkilerini kokli bicimde degistirebilirler.
Hem egitim silreclerinde hem de glinlik yasamlarinda cgesitli sorunlarla karsi karsiya kalan bireylerin bu
sorunlar karsisinda karar verme ve se¢im yapma durumunda kalmalari bilissel olarak esnek olma
ihtiyaclarini gliclendirmektedir (Pepe, 2021). Zira bilissel esneklik, bireyin bir problemle karsilastiginda
bilgisini nasil sergileyecegini ve seceneklerden hangisini sececegini belirlemektedir (Altunkol, 2011).

Bilissel esneklik, bireyin distince yapisinda esneklik saglayarak farkh durumlara cesitli bakis
acilarindan yaklasabilmesine olanak tanir. Bu baglamda, teknolojinin de hizla ilerlemesiyle s6z konusu
kavramin 21. ylzyil becerilerinin gelisiminde énemli bir rol oynadigi ifade edilmektedir (Spiro vd., 2018).
Kiresellesme, teknoloji, dijitallesme sonucu degisen is giicli ve toplumsal gereksinimler bireylerden hizh
uyum saglama ve esneklik talep etmektedir. Bu dogrultuda, bilissel esneklik, 21. ylzyil becerilerinin
gelistirilmesinde merkezi bir unsur haline gelmistir.

Voogt ve Roblin (2012) 21. ylzyil becerilerini, “bireylerin 21. yiizyihn kosullarina uyum saglamalar ve
bilgi toplumuna etkin vatandaslar olarak katkida bulunabilmeleri icin gerekli olan yetkinlikler” olarak
tanimlamislardir. Binkley ve digerlerinin (2012), kavrama yonelik tamimi “kiiresellesme ve dijital
teknolojilerin sekillendirdigi karmasik is ve yasam ortamlarinda bireylerin basarili olmasini saglayan bir
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dizi yeterlilik” seklindedir. Baska bir calismada kavram “ddrencilerin 21. yiizyilda iste ve giinliik yasamda
basarili olmak icin gelistirmeleri gereken genis bir bilgi, beceri ve edilimler seti” olarak tanimlanmistir
(Partnership for 21st Century Skills [P21], 2007). 21. ylzyil becerileri ayni zamanda “giderek daha
rekabetci hdle gelen kiiresel pazarda dgrencileri basariya hazirlamak igin gerekli olan beceriler” olarak
ifade edilmektedirler (Kennedy & Sundberg, 2020).

Bu tanimlar incelendiginde, farkl sekillerde ifade edilmis olmalarina ragmen, 21. yizyil becerilerinin,
temel beceriler ve bu becerilerle baglantili alt beceriler ve kavramlari igeren bir beceri dizisi oldugu
anlasiilmaktadir. Alanyazinda gesitli arastirmaci ve organizasyonlar tarafindan farkh teorik cerceveler
kapsaminda bu becerilerin siniflandirildigi gériilmektedir. Ornegin; Uluslararasi Egitimde Teknoloji
Toplulugu (International Society for Technology in Education [ISTE], 2016) 21. yizyil becerilerini
siniflandirarak dijital ¢agda egitimcilere ve Ogrencilere rehberlik edecek bir ¢erceve sunmustur. Bu
baglamda 6grenciler icin belirlenen 21. yilizyil becerileri; yetkin égrenen, dijital vatandas, bilgiyi
yapilandiran, yenilik¢i tasarimci, bilgi islemsel diisiiniir, yaratici iletisimci ve kiiresel is birlik¢i olarak
kategorize edilmistir. Ekonomik isbirligi ve Kalkinma Orgiitiiniin (OECD, 2018) 2030 yilinda bireylerin ve
ogrencilerin ihtiya¢ duyabilecegi bilgi, beceri, tutum ve degerlerin siniflandirildigi “Egitimin ve Becerilerin
Gelecegi Egitim 2030” isimli raporunda beceriler; biligssel-iist bilissel (6rn. elestirel disiinme, yaratic
distinme, 6grenmeyi 6grenme ve 6z dizenleme), sosyal ve duygusal (6rn. empati, 6z yeterlilik ve is
birligi), pratik ve fiziksel beceriler (6rn. yeni bilgi ve iletisim teknolojisi cihazlarini kullanma) seklinde
belirlenmistir. P21 Cergevesi (2007), 21. ylzyil becerilerini G¢ ana grupta siniflandirmis ve bu gruplarin
altinda 12 farkl beceri tiriini su sekilde tanimlamistir:

e Yasam ve kariyer becerileri: Esneklik ve uyumluluk, inisiyatif alma ve kendi kendini motive etme,
yonetme ve yonlendirme, sosyal ve kiiltlrler arasi beceriler, verimlilik ve hesap verilebilirlik, liderlik ve
sorumluluk,

¢ Yaratici ve yenilikgi beceriler: Elestirel diisiinme ve problem ¢ézme, iletisim ve is birligi,

e Bilgi, medya ve teknoloji becerileri: Bilgi okuryazarligi, medya okuryazarligi, BiT (Bilgi, iletisim ve
Teknoloji) okuryazarlig.

“21. Yiuzyll Becerilerinin Degerlendiriimesi ve Ogretilmesi (ATC21s)” projesinde ise 21. yiizyil
becerilerinin siniflanmasi su sekildedir:

e Diisiinme yollari: Yaraticilik/yenilikgilik, elestirel disinme, karar verme, problem ¢6zme,
0grenmeyi 6grenme ve metabilis,

e Calisma yollarr: iletisim ve is birligi,
e Calisma araclarr: Bilgi okuryazarligi ve BIT okuryazarlig,

e Diinyada yasamak: Vatandaslik, yasam, kariyer, kisisel ve sosyal sorumluluk becerileri (Griffin &
Care, 2014).

Chalkiadaki (2018) tarafindan yirutilen calismada 21. yizyil becerileri; kisisel beceriler (yaraticilik,
problem ¢6zme, karmasikligi yénetme, vb.), sosyal beceriler (iletisim ve is birligi, inisiyatif alma, vb.),
bilgi ve bilgi birikimi (metabilis, bilginin yeni durumlara uygulanmasi, yeni bilgi yaratilmasi, vb.) ve dijital
okuryazarlik (medya ve BIT kullanimina iliskin bireysel giiven ve dijital araclarin kullaniminda yeterlilik,
vb.) olarak dért ana kategoriye ayriimistir. Ulkemizde ise, Milli Egitim Bakanlig Talim ve Terbiye Kurulu
Baskanligi (2023) tarafindan yuritilen bir calismada, 21. yizyil becerileri kapsaminda belirlenen yedi ana
beceri ve 46 alt beceri su sekildedir: Sosyal ve duygusal beceriler (esneklik ve uyum, iliski yonetimi,
catisma ¢ozme, vb.), dil ve iletisim becerileri (etkin dinleme, mizakere etme, vb.), iist diizey diisiinme
becerileri (yaratici ve yenilikci diisinme, elestirel disiinme, problem ¢ézme ve karar verme, Ust bilis,
vb.), kisisel beceriler (sorumluluk alma, sorumlu karar verme, vb.), 6grenme becerileri (6grenmeyi
o6grenme, aktif 6grenme, vb.), ¢alisma becerileri (Uretkenlik, kaynak yonetimi, vb.) ve okuryazarhk
becerileri (bilgi ve iletisim teknolojileri okuryazarligi, dijital okuryazarlik, vb.) (Tdrel vd., 2023).
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Goruldugu Gzere, gesitli rapor ve arastirmalarda 21. ylzyil becerileri farkli sekillerde siniflandirilsa da
temel olarak ortlisen becerilerin oldugu gorilmektedir. Bu beceriler, hizli degisen ve bilgi yogun bir
diinyada basaril ve islevsel olabilmek icin esneklik, yaraticilik, problem ¢6zme ve elestirel diisiinme gibi
yetkinliklere buyuk bir vurgu yapmaktadir. Bu beceriler bireylerin sirekli evrilen bilgi ve is gicu
ortamlarina adapte olabilmelerini kolaylastiran becerilerdir. Bilissel esnekligin bu adaptasyon ve degisen
sartlara uyum saglama sirecinde kritik bir rol oynadigi sodylenebilir. Bilissel esneklik, bireylerin farkli
durumlar ve problemler karsisinda duslince yapisini degistirebilme, yeni bilgi ve deneyimleri hizla
isleyebilme ve farkl stratejiler arasinda gegis yapabilmesiyle ilgilidir. 21. yiizyil becerilerinin gerektirdigi
problem ¢6zme, yaratici ve metabilissel diisinme gibi siireclerde, bilissel esnekligin bu becerilerin etkin
bir sekilde kullanilmasini sagladigi ve bu becerilerin etkin bir sekilde kullanilmasi ve gelistirilmesinin
bilissel esneklikle iliskili oldugu disiinilmektedir.

Alanyazin incelendiginde, bilissel esnekligin, motivasyon (Liu & Wang, 2014; Kasser, 2002), 6z-yeterlik
(Gunaydin & Oztiirk 2016; Kaptanbas-Giirbiiz & Sezgin-Nartgiin, 2018), akademik &z-yeterlik (Chen vd.,
2019; Pepe, 2021), yaraticilik (Pan & Yu, 2018), problem ¢ézme becerileri (Bilgin, 2009); sistematik zeka
(Alzubi vd, 2022), sosyal problem ¢ézme tarzi (Buga vd., 2018), yanal disiinme (Sahin-Taskin & Esen-
Aygiin, 2022), sekilsel yaraticilik (Cuhadaroglu, 2013), okudugunu anlama (Hung & Loh, 2021), ders
calismaya yonelik tutum (Onen & Kogak, 2015), tekno-pedagojik alan bilgisi (Oztiirk vd., 2020),
kisilerarasi problem ¢ozme becerileri (Esen-Aygiin, 2018) gibi degiskenlerle iliskili oldugu ortaya
konulmustur. Bu calismalarda bahsi gecen degiskenlerin yani sira, baska hangi becerilerin
gelistirilmesinin bilissel esnekligin gelistirilmesine katki saglayabilecegi bu arastirmanin ¢ikis noktasini
olusturmaktadir. Ogretmen adaylarina verilecek egitimde hangi becerilerin gelistiriimesine &nem
verilirse onlarin ayni zamanda bilissel esneklik dizeylerinin gelistirilmesi miimkin olabilir? Bu baglamda
o0gretmen adaylarinin bilissel esneklik diizeylerini yordayabilecegi disiiniilen cesitli bilissel degiskenler
belirlenmeye calisilmistir. Bu ¢alismada kapsaminda test edilen degiskenler 21. ylzyl becerileriyle ilgili
oldugu dusinilen yanal, iraksak, bilgi islemsel ve metabilissel diisiinme olarak belirlenmistir. Asagida
bunlara iliskin 6zet bilgiler yer almaktadir.

De Bono tarafindan ortaya atilan yanal diisinme “asimetrik bir modelleme sisteminde bir modelden
digerine gecis” olarak tanimlanmistir (De Bono, 1999). Burada, "asimetrik modelleme sistemi" ifadesi,
farkh disiinme yaklasimlarini kullanarak problemlere yenilikgi ¢oziimler bulmayi ifade etmektedir. Bir
modelden digerine gecis yaparak yaratici ¢éziimler bulmayi hedefler. Kavram bir duruma farkli agilardan
bakarak yeni fikirler Gretme olarak ele alinmaktadir (Kohn & O’Connell, 2008). Farkli problemlere ¢6zim
bulma ve standart disi ¢ozimler olusturma siirecinde yeni fikirler retmeyi mimkin kilar (Mustofa &
Hidayah, 2020). Bu dusinme becerisi, 21. ylzyil becerilerinden 6zellikle yaraticilik ve yenilikgilikle
dogrudan iliskilidir. Yaratici disiinmenin bir boyutu oldugu igin, yanal dislinen bireylerin ayni zamanda
yaratici dusunurler olduklari 6ne sirilmektedir (Semerci, 2016). Yanal diisinme egilimi olan bir birey
Uretken, olasiliklari arastiran, her tirli ihtimali g6z 6niinde bulunduran, tiimevarimsal dislinceye sahip,
yaratici, bilgiyi kullanma konusunda beceriye sahip bir bireydir (De Bono, 1990). Benzer bir sekilde,
bilissel esneklik de bir duruma ait farkli alternatiflerin farkindaligini ve yeni durumlara uyum saglamada
esnek davranmaya istekli olmayi gerektirir (Sahin-Taskin & Esen-Aygiin, 2022). Dolayisiyla her iki
olgunun da bir paralellik gésterdigi ve yanal diisinme becerisinin bilissel esnekligi kullanirken gerekli bir
beceri olarak ele alinabilecegi 6ngoriilmektedir.

Iraksak dusiinme farkli segeneklerin gbézden gegirilerek birlestiriimesini ve yeni veya 06zgin
dusincelerin ortaya konulmasini ifade eder. Agik uglu bir problem igin yeni ve faydali fikirler Gretilmesi
ile ilgilidir (Guilford, 1967). Iraksak dlstinme, orijinal, beklenmedik veya olagandisi fikirler dahil olmak
Uzere c¢ok sayida alternatif yanit Uretmeye odaklandigi icin yaraticilikla iliskilendirilmektedir
(Razumnikova, 2013). Iraksak disiinme kavramini yaraticilik teorileri ¢ercevesinde gelistiren Guilford
(1967), bu tarz bir diisinmeyi 6zellikle problem ¢ézme siireglerinde ¢oklu ¢éziimler Uretebilme yetisi
olarak tanimlamis ve tek bir dogru cevabin degil, birden fazla alternatif ¢6zim yolunun bulunabilecegi
durumlarda ortaya ciktigini 6ne sirmistiir. Ona gobre yaratic bireyler akici, esnek ve 6zgiin olma
egilimindedirler. Burada akicilik cok sayida fikir ve ¢o6zim UGretmekle ilgili iken esneklik farkh
kategorilerden fikir iretebilme ve gerekli oldugu durumlarda dislince yapisini degistirebilmekle ilgilidir.
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Ozgiinliik ise retilenlerin orijinalligine isaret etmektedir. Bu diisinme becerisi, tek bir dogru ¢éziim
yerine, bir soruna birgok farkl ¢6ziim yollar gelistirmekle ilgili oldugu icin, yaraticiligin yani sira 21. yiizyll
becerilerinden problem ¢6zme, elestirel dislinme ve 6grenmeyi 6grenme becerileri ile de iliskilidir.
Iraksak duslinmenin bu bilesenlerinin bilissel esnekligin cesitli problem ¢dézme durumlarina uyum
saglama ve yeni ¢o6ziimler gelistirme becerisini giglendirdigi diistiniilmektedir. Dolayisiyla her iki kavram
arasinda bir iliski olabilecegi ve birbirlerini etkileyebilecekleri &ngoriilebilir. Nitekim Al-Masoudi ve
digerleri (2018) iraksak disiinmenin, bireyin diisiincesini énceden belirlenmis kurallarla sinirlamadan
birgok ¢6ziim ve yanit Gretmekle sonuglanan diisiinmeyi temsil ettigini ifade etmis ve bilissel esneklik ile
bu disinme bicimi arasindaki olasi iliskiye isaret etmislerdir. Dolayisiyla, beklenmedik bir durum
karsisinda, bireyler biligsel becerilerini sergilemek durumunda kaldiklarinda, iraksak diisiinme becerisine
sahip olanlarin biligsel esneklik becerilerini kullanma konusunda bir avantaj saglayacaklari
distunilmektedir.

Bilgi islemsel duslinme, Tiirkceye bilgisayarca disinme ve bilgi islemsel diisiinme olarak gevrilmis ve
alanyazinda bazi ¢alismalarda bilgisayarca diisinme olarak kullanilmistir, ancak bu g¢alismada bilgi
islemsel disinme kavrami tercih edilmistir. Bilgi islemsel dlsiinme, bilgisayar biliminin temel
kavramlarindan yararlanarak problem ¢ézmenin, sistem tasarlamanin ve insan davranislarini anlamanin
bir yolu olarak tanimlanmaktadir (Wing, 2006). Bilgi islemsel disiinme her ne kadar bilgisayar bilimi
kavrami olsa da alanyazinda semsiye bir terim olarak tiim alanlarda problem ¢6zme amagli kullanilan bir
tir analitik disinme becerisidir (Gerosa vd., 2021). Bu becerinin 21. ylzyll becerilerinden dijital
okuryazarlik, bilgi okuryazarhgi ve problem ¢6zme becerileriyle yakindan iliskili oldugu distintilmektedir.
Karmasiklikla basa ¢ikmada gliven, zor problemlerle galisma konusunda israr, belirsizlige tolerans
gosterme, acik uclu sorunlarla basa c¢ikma becerisi, ortak bir hedefe veya ¢6ziime ulasmak icin
baskalariyla iletisim kurma ve calisma becerisi gibi egilim ve tutumlarla desteklenmektdir (Barr vd.,
2011). Uziimci ve Bay (2018), bilgi islemsel diisinmenin gesitli Ust diizey diisiinme becerileriyle ortak
noktalarinin oldugunu ve bu becerilere katki saglayabilecegini 6ne siirmislerdir. Bilissel esnekligin
ahsilmadik durum degisiklikleri ve karmasik durumlar karsisinda yeni fikirler Gretme ile ilgili oldugu goz
oniinde bulunduruldugunda, bilgi islemsel diistinmeyi bilissel esneklige katki saglayabilecek bir beceri
olarak ele almak mimkin gériinmektedir.

Metabilis (Ustbilis), bilisin diizenlenebilmesi ve duslinilen veya 6grenilenlerin kontrol edilebilmesi
olarak tanimlanmaktadir (Schraw & Moshman, 1995). Senemoglu’na (2020) goére Ustbilis, bireyin kendi
ylraticu kontrol sisteminin, diger bir ifadeyle 6grenmede kullandigi kendi bilissel siireglerinin farkinda
olmasidir. Metabilissel disiinme, bireylerin kendi dusinme sirecglerini izlemelerine ve
degerlendirmelerine olanak tanir (Flavell, 1979). Bu disliinme bigimi, 21. ylzyil becerilerinden 6grenmeyi
o0grenme, Ustbilis, karar verme ve problem c¢ézme becerileri ile dogrudan iliskilidir. Metabilissel
disinmenin gerektirdigi diisiinceleri izleme, organize etme, hatalari yonetme gibi beceriler bireylerin
farkh kosullara adapte olma ve degisen gereksinimlere uyum saglama becerilerini ifade eden bilissel
esnekliklerini artirabilir. Clinki bilissel esneklik farkh diisinme, bakis agisini degistirme ve siirekli degisen
bir ortama uyum saglamayi ifade eder (Buttelmann & Karbach, 2017). Dolayisiyla metabilissel
disinmenin gelistiriimesinin  bireyin bilissel esnekligini etkileme potansiyeline sahip oldugu
ongorilebilir. Nitekim Aydin ve Kaynak (2021), metabilissel sireglerin zorlu durumlarda bilisleri
degistirebilme becerisi olarak nitelendirilen bilissel esnekligi destekleyebildigini ifade etmislerdir.

Bilissel esnekligin yordayicisi olabilecegi dusinilen bu degiskenlerin ortak noktasi 21. yizyil
becerilerinin temelinde yatan Ust diizey diisiinme becerileriyle iliskili olmalaridir. Ust diizey diisiinme
becerilerini gelistirmek, glinimiz egitim sistemlerinin en 6nemli amaglarindan biri olup son yillarda pek
cok Glkenin 6zellikle odaklandigl konulardan biri haline gelmistir. Benzer sekilde, bilissel esnekligi ifade
eden farkli ve beklenmedik durumlarla basa cikabilmek ve sorunlara alternatif ¢oziimler lretebilmek
toplumun her kesimindeki birey icin son derece 6nemlidir. Bununla birlikte, 6gretmenlik, dogrudan
insanlarla etkilesimi iceren bir meslek olma ozelligiyle farkh insanlarla, mizaclarla ve davranislarla
karsilasma ihtimalinin en yilksek oldugu mesleklerden biridir. Dolayisiyla branslari ne olursa olsun
o6gretmenlik mesleginin uygulayicilarinin bu gibi farkli durumlara uyum saglayabilmeleri ve alternatifler
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Uretebilmeleri (Cuhadaroglu, 2013) agisindan bilissel esneklik diizeylerinin yiiksek olmasi beklenmektedir
(Yasar Ekici & Balci, 2019). Konu 6gretmen egitimi agisindan ele alindiginda, 6grencilerine yalnizca belirli
bir icerigi aktaran 6gretmenler yetistirmekten ziyade, onlara rehberlik eden, 6gretme-6grenme sirecini
etkili bir bicimde dlzenleyen ve sorun ¢ézme becerisine sahip olan 6gretmenlerin yetistiriimesi 6nem
tagimaktadir. Konuya iliskin yapilan ¢alismalarda, yanal, iraksal, bilgi islemsel ve metabilissel disiinme
becerilerini bir arada ele alan ve her bir 6zelligin digerlerinden bagimsiz olarak bilissel esneklik Gzerinde
ne kadar etkili oldugunu arastiran kapsamli bir g¢alismaya rastlanmamistir. Dolayisiyla, ¢alismanin
O0gretmen adaylarinin biligsel esneklik duzeylerinin yanal, iraksak bilgi islemsel ve metabiligsel dislinme
becerileri ile gelistirilip gelistirilemeyecegi hakkinda bilgiler vermesi agisindan faydali olmasi ve
O0gretmen egitiminin niteligine katki saglamasi beklenmektedir. Ayni zamanda, arastirma bulgularinin,
bilissel esneklik ile ilgili ¢alismalar yapan arastirmacilara konunun galismadaki bagimsiz degiskenlerle
olan iliskisi hakkinda veriler sunmasi ve bilissel esnekligi artiran dizenlemeler yapmalarina yardimci
olacak fikirler verecek olmasi bakimindan o6nemli oldugu disliniimektedir. Bu baglamda, bu
arastirmanin temel amaci, 6gretmen adaylarinin yanal, iraksak, bilgi islemsel ve metabilissel disiinme
diizeylerinin bilissel esneklik dizeylerini anlamli diizeyde yordayip yordamadiginin incelenmesidir. Bu
amag dogrultusunda asagidaki arastirma sorularina yanit aranmistir:

(1) Ogretmen adaylarinin yanal, iraksak, bilgi islemsel ve metabilissel diisiinme diizeyleri ile bilissel
esneklik diizeyleri arasinda anlamli bir iliski var midir?

(2) Ogretmen adaylarinin yanal, iraksak, bilgi islemsel ve metabilissel diisiinme diizeylerinin bilissel
esneklik diizeylerini yordama glicli nedir?

(3) Ogretmen adaylarinin yanal, iraksak, bilgi islemsel ve metabilissel diisiinme diizeylerinin bilissel
esneklik diizeyleri Gzerindeki géreli 6nem sirasi nedir?

Yontem
Arastirma Modeli

Bu arastirma iliskisel tarama modelinde nicel bir calismadir. iliskisel tarama modeli, iki veya daha
fazla degisken arasindaki iliskileri belirlemek ve yordayicilar hakkinda ipuglari elde etmek amaciyla
kullanihr (Blyukozturk vd., 2022). Bu ¢alismada yanal, iraksak, bilgi islemsel ve metabilissel disinme ile
bilissel esneklik arasindaki iliskiyi arastirmak amaciyla iliskisel tarama modeli tercih edilmistir.
Arastirmada bagimsiz degiskenlerin bagimh degisken (izerindeki etkisi de arastirilmistir. Yanal disiinme,
iraksak disinme, bilgi islemsel diisinme ve metabilissel disiinme bagimsiz degiskenler, bilissel esneklik
ise bagimh degiskendir.

Katilimcilar

Arastirmada kolay ulasilabilir 6rnekleme yontemi kullanilmistir (McMillan & Schumacher, 2010).
Arastirmanin katilimcilarini, Turkiye'deki bir devlet Universitesinin egitim fakiltesinde 6grenim goéren
o0gretmen adaylan (n=330) olusturmaktadir. Calismanin etik kurul izni Nevsehir Haci Bektas Veli
Universitesi Bilimsel Arastirmalar ve Yayin Etigi Kurulu tarafindan 27.04.2022 tarih ve 135 nolu karari ile
alinmistir. Calismanin baslangicinda, katilimcilar ¢alisma hakkinda bilgilendirilmis ve bilgilendirilmis
onam alinmistir. Katihmcilara iliskin demografik 6zellikler Tablo 1'de verilmistir.
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Tablo 1

Katiimcilarin Demografik Ozellikleri

Demografik Ozellikler Gruplar N %
Cinsiyet Kadin 245 74.2
Erkek 85 25.8
18-21 161 48.8
Yas 22-25 140 42.4
26 ve Uzeri 29 8.8
ingilizce Ogretmenligi 68 20.6
Okul Oncesi Ogretmenligi 45 13.6
Ozel Egitim Ogretmenligi 42 12.7
Almanca Ogretmenligi 30 9.1
Beden Egitimi ve Spor Ogretmenligi 28 8.5
BSliim Tirkce Qéretm(_anligi" 26 7.9
Rehberlik ve Psikolojik Danismanlik 22 6.7
ilkégretim Matematik Ogretmenligi 20 6.1
Sinif Ogretmenligi 18 5.5
Sosyal Bilgiler Ogretmenligi 14 4.2
Fen Bilimleri Ogretmenligi 13 3.9
Miizik Ogretmenligi 4 1.2
1. Sinif 78 23.6
2. Sinif 65 19.7
Sinif
3. Sinif 82 24.8
4. Sinif 105 31.8
Toplam 330 100

Tablo 1'de goriildigi gibi katilimcilarin 245'i kadin, 85'i erkektir. Ogretmen adaylarinin gogunlugu 18-
25 yas araliginda olup yalnizca 29'u 26 yas ve Uzerindedir. Bolim bazinda ise katilimcilarin ¢ogunlugu
ingilizce Ogretmenligi, Okul Oncesi Ogretmenligi ve Ozel Egitim bolimlerinde 6grenim gérmektedir.
Ogretmen adaylarinin cogunlugu son sinif égrencileridir.

Veri Toplama Araglan

Yanal, iraksak, bilgi islemsel ve metabilissel diisiinmenin kavramsal olarak birbirine yakin olmalari ve
bazi ortak ozelliklere sahip olmalarindan dolayi, veri toplama araglarinin seciminde benzer disiinme
yapilarini 6l¢liyor olma olasilig dikkate alinmistir. Her bir diisiinme yapisi (yanal, iraksak, bilgi islemsel ve
metabilissel), Ust dizey dislinme becerileri agisindan bazi kesisim noktalarina sahip olsa bile, farkli
disinme tarzlarini ifade etmektedir. Bu noktada, her distinme yapisinin belirgin sekilde birbirinden
ayrildigindan emin olmak igin, veri toplama aracglarinda yer alan sorular degerlendirilmistir. Yanal
diisiinmede daha cok yaraticilik, iraksak diisiinmede bir probleme birden fazla ¢6ziim gelistirme, bilgi
islemsel diisiinmede problem ¢6zme adimlarini planlama ve mantiksal diisinme yetenegi ve metabilissel
diisiinmede bireyin kendi disinme siregclerinin farkinda olma ve bu siirecleri gerektiginde degistirme
yetenegini 6lgmeyi amaglayan sorulardan olusan 6lgme araglari kullanilmistir. Arastirmada kullanilan veri
toplama araclari asagida detayh bir sekilde aciklanmistir.

Yanal Diisiinme Egilimi Ol¢egi

Ogretmen adaylarinin yanal diisinme egilimleri Semerci (2016) tarafindan Tiirk yiiksekdgretim
dgrencileri icin gelistirilen “Yanal Dusiinme Egilimi Olgegi” ile degerlendirilmistir. Yanal Diisinme Egilimi
Olcegi tek faktorlii dokuz maddeden (6rn. “Bir soruna karsi alternatif ¢éziimler {retirim”; o= .75) olusan

ve “Hi¢ katilmiyorum”dan “Tamamen katiliyorum”a kadar uzanan besli Likert tipi bir 6lcektir. Dogrulayici
faktor analizi sonuglar x?>= 6.744, df= 16, x2/df= .421, GFl= .998, CFl= 1.000, IFI= .996, RMSEA= .000
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olarak hesaplanmistir (Semerci, 2016). Bu galismada yapilan dogrulayici faktér analizi degerleri x*=
58.738, df= 25, x2/df= 2.350, CFl= .953, GFl= .964, NFl= .922 ve RMSEA= .064 olarak hesaplanmis ve
Olcegin mikemmel bir uyumla tek boyutlu yapisi dogrulanmistir (Arbuckle, 2007; Kline, 2011). Bu
¢alismada, 6lgegin Cronbach Alpha katsayisi .80 olarak bulunmustur.

Iraksak Diisiinme Oz Degerlendirme Olgegi

Ogretmen adaylarinin iraksak diisinme diizeyleri, Ordu ve Ydntem (2020) tarafindan Tirk
yiiksekdgretim  6grencileri icin gelistirilen “Iraksak Disiinme Oz Degerlendirme Olgegi” ile
degerlendirilmistir. Iraksak Diisiinme Oz Degerlendirme Olcegi, “rasyonellik” (16 madde; érn. “Bir soruna
herkesten daha hizli ¢6zim bulabilirim”; a= .92) ve “otantiklik” (bes madde; 6rn. “Benzer oldugu
distinilen durumlar arasindaki farkhlklari goérebilirim”; a= .85) olarak iki boyuttan ve
“Katilmiyorum”dan “Tamamen katiliyorum”a kadar uzanan dortli Likert tipi bir olgektir. Dogrulayici
faktor analizi sonuglari x2/df= 3.39, GFI= .80, NFI= .92, CFl= .95, RMSEA= .09 olarak hesaplanmistir (Ordu
& Yéntem, 2020). Bu calismada yapilan dogrulayici faktor analizi degerleri (x?= 738.458, df= 179, x2/df =
4.125, CFl=.868, GFI=.834, NFI=.834 ve RMSEA=.097) 6l¢egin bu iki boyutlu yapisinin kabul edilebilir bir
uyuma sahip oldugunu dogrulamistir (Schermelleh-Engel vd., 2003; Steiger, 2007). Bu calismada,
Cronbach Alfa katsayilar rasyonellik, otantiklik ve toplam 6&lgek igin sirasiyla .92, .86 ve .93 olarak
hesaplanmistir.

Bilgisayarca Diisiinme Olgegi

Ogretmen adaylarinin bilgi islemsel diisiinme diizeyleri, Korkmaz ve digerleri (2017) tarafindan Tiirk
yiksekdgretim odgrencileri icin gelistirilen “Bilgisayarca Diisiinme Olgegi” (CTS) ile degerlendirilmistir.
Bilgisayarca Diisiinme Olcegi, “yaraticilik” (sekiz madde; érn. “Hayal kurmak en énemli projelerimin giin
yuzlne ¢ikmasini saglar”; a= .84), “algoritmik disinme” (alti madde; 6rn. “Matematiksel semboller ve
kavramlar yardimiyla yapilan yonergeleri daha iyi 6grendigimi dusintyorum.”; a= .87), “is birlilik” (dort
madde; 6rn. “Is birlikli 6grenmede arkadaslarimla birlikte grup projesiyle ilgili problemleri ¢ézmeyi
severim”; a=.87), “elestirel disiinme” (bes madde; 6rn. “Zorlayici seyler 6grenmeye istekliyim”; a= .78)
ve “problem ¢6zme” (alti madde; 6rn. “Bir problemin ¢ézimlnde X ve Y gibi degiskenleri nerede ve nasil
kullanmam gerektigi konusunda sorun yasarim”; a= .72) olmak lizere bes boyuttan ve 29 maddeden
olusmaktadir. “Problem ¢6zme” boyutu olumsuz maddelerden olustugundan, bu alti madde ters
kodlanmistir. Bilgisayarca Diisiinme Olgegi “Hicbir zaman”dan “Her zaman”a kadar uzanan besli Likert
tipi bir dlgektir. Dogrulayici faktdr analizi sonuglan x2= 1169.932, x2/df= 3.232, RMSEA= .062, S-RMR=
.044, GFI= .91, AGFI= .90, CFI= .95 ve IFl= .97 olarak hesaplanmistir (Korkmaz vd., 2017). Bu ¢alismada
yapilan dogrulayic faktor analizi degerleri (x2= 1713.000, df= 364, x2/df= 4.706, CFl= .778, GFl= .765 ve
NFI= .736) Olcegin kabul edilebilir uyumda bes boyutlu yapisini dogrulamistir (Schermelleh-Engel vd.,
2003; Steiger, 2007). Bu ¢alismada, Cronbach Alfa katsayilari yaraticilik, algoritmik disiinme, is birlilik,
elestirel daslinme, problem ¢ézme ve toplam olgek icin sirasiyla .79, .93, .91, .80, .80, .86 olarak
bulunmustur.

Metabilissel Stratejiler Olgegi

Ogretmen adaylarinin  metabilissel disiinme diizeyleri “Metabilissel Stratejiler Olcegi” ile
degerlendirilmistir. “Ogrenme Stratejileri Olcegi” kapsaminda yer alan Metabilissel Stratejiler Olcegi,
Pintrich ve digerleri (1991) tarafindan gelistirilen ve Blyukoztirk ve digerleri (2004) tarafindan Tirk
yiksekodgretim ogrencileri icin Tirkceye uyarlanan “Ogrenmeye Yonelik Motivasyon Stratejileri
Anketi”nin (MSLQ) bir alt dlcegidir. Ogrenmeye Yénelik Motivasyon Stratejileri Anketi’nin alt dlcekleri
ayri ayr ya da birlikte kullanilabilir (Blyikoztiirk vd., 2004; Pintrich vd., 1991; Pintrich vd., 1993).
Metabilissel Stratejiler Olcegi 12 maddeden (6rn. “Calisirken her calisma déneminde faaliyetlerimi
yonlendirmek icin kendime hedefler koyarim”; o= .75) olusmaktadir. Metabilissel Stratejiler Olcegi’nde
iki olumsuz madde bulunmaktadir ve bunlar ters kodlanmistir. Metabilissel Stratejiler Olcegi, “Benim icin
hic dogru degil” ile “Benim icin tamamen dogru” arasinda degisen yedili Likert tipi bir dlcektir. Ogrenme
Stratejileri Olgegi icin dogrulayici faktdr analizi sonuglari RMSEA= .066, GFl= .80, AGFI= .77, NNFl= .97,
RMR= .22 ve SRM= .06 olarak hesaplanmistir (Blylkoztirk vd., 2004). Bu ¢alismada, dogrulayici faktor
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analizi degerleri (x2= 69.417, df= 24, x2/df= 2.892, CFl= .965, GFI= .956, NFl= .947 ve RMSEA= .076)
Olcegin mikemmel bir uyumla tek boyutlu yapisini dogrulamistir (Arbuckle, 2007; Kline, 2011). Bu
¢alismada, 6lgegin Cronbach Alpha katsayisi .84 olarak bulunmusgtur.

Bilissel Esneklik Envanteri

Ogretmen adaylarinin bilissel esneklik diizeyleri, Dennis ve Vander Wal (2010) tarafindan gelistirilen
ve GUlim ve Dag (2012) tarafindan Tirk ylksekdgretim ogrencileri igin Tirkceye uyarlanan “Bilissel
Esneklik Envanteri” ile degerlendirilmistir. Bilissel Esneklik Envanteri, “alternatifler” (13 madde; 6rn. “Zor
durumlara birgok agidan bakmak 6nemlidir’; a= .89) ve “kontrol” (yedi madde; 6rn. “Zor durumlarla
karsilastigimda kontroli kaybettigimi hissediyorum”; a= .85) olmak tzere iki boyuttan ve 20 maddeden
olusmaktadir. Biligsel Esneklik Envanteri’nde alti adet olumsuz madde bulundugundan bu maddeler ters
kodlanmistir. Bilissel Esneklik Envanteri, “Kesinlikle katilmiyorum”dan “Kesinlikle katiyorum”a kadar
uzanan besli Likert tipi bir 8lcektir (Gilim & Dag, 2012). Olgek gelistirme ¢alismasinda dogrulayici faktor
analizi uygulanmamistir. Bu ¢alismada yapilan dogrulayici faktor analizi degerleri (x2= 331.669, df= 102,
x2/df= 3.252, CFl= .906, GFl= .895 ve NFl= .870, RMSEA= .083) 0lgegin iki boyutlu yapisinin kabul
edilebilir bir uyuma sahip oldugunu géstermektedir (Schermelleh-Engel vd., 2003; Steiger, 2007). Bu
¢alismada, Cronbach Alfa katsayilari alternatifler, kontrol ve toplam olgek igin sirasiyla .91, .84 ve .88
olarak hesaplanmistir.

Veri Analizi

Bu calismada veriler AMOS 24 ve SPSS 24 kullanilarak analiz edilmistir. Arastirmada kullanilan her bir
Olgegin Dogrulayici Faktor Analizi icin AMOS 24’ten vyararlaniimistir. Korelasyon ve ¢oklu dogrusal
regresyon analizi icin SPSS 24 kullanilmistir. Yanal, iraksak, bilgi islemsel ve metabilissel diisiinme ile
bilissel esneklik arasindaki iliskiler Pearson korelasyonu ile analiz edilmis ve bagimsiz degiskenlerin
bilissel esneklik Gizerindeki yordama giiclinii incelemek igin coklu dogrusal regresyon analizi yapiimistir.

Analiz 6ncesinde tim degiskenlerin normalligi carpiklik ve basiklik katsayilari kullanilarak kontrol
edilmistir. Hesaplanan degerlerin (-.003< Carpiklik< .506; -.007< Basiklik< -.124) belirtilen aralikta oldugu
anlasilmistir. Tim degiskenler kabul edilebilir carpiklik ve basiklik degerleri gosterdiginden normal
dagilim varsayimi karsilanmistir (George & Mallery, 2010; Tabachnick & Fidell, 2007;). Ayrica ¢ok
degiskenli normal dagihm varsayimi Mahalanobis mesafe degeri ile analiz edilmis ve yapilan analiz higbir
verinin dogrusallik ve normallik varsayimlarini bozmadigini géstermistir (Buyukoztirk, 2021). Coklu
baglanti varsayimi, Varyans Enflasyon Faktori (1.06< VIF< 1.90), Tolerans Degerleri (.517< TV< .914) ve
Kosullar Endeksi (1.00< Cl< 28.71) ile test edilmis ve sonuglar degiskenler arasinda ¢oklu baglanti sorunu
bulunmadigini gdstermistir (Field, 2005). On analizler, verilerin ¢oklu regresyon analizi icin gerekli
varsayimlari karsiladigini gostermistir. Bu nedenle c¢alismada 330 veriye coklu regresyon analizi
uygulanmistir. Coklu regresyon analizinde bagimsiz degiskenler, bagiml degisken (bilissel esneklik) ile en
yiksek korelasyon degerinden en disik korelasyon degerine (sirasiyla iraksak, bilgi islemsel, yanal ve
metabilissel dislinme) dogru birer birer modele eklenmistir.

Bulgular

Degiskenler arasindaki iliskiler ve betimleyici istatistiklere iliskin korelasyon degerleri Tablo 2’'de
verilmistir.
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Tablo 2

Korelasyon Matrisi ve Betimsel Istatistikler

1 2 3 4 5
1. Yanal Diisiinme -
2. Iraksak Diisiinme 656" -
3. Bilgi islemsel Diisiinme 529 .536" -
4. Metabiligsel Diisiinme .268™ 2517 220" -
5. Biligsel Esneklik 416" 443" 442" .396" -
Ortalama 3.76 2.59 3.36 4,71 3.75
SS .50 .48 .39 .92 .50
Carpikhik -.003 .506 -.040 -.406 .024
Basikhk -.124 -.007 .054 .057 -.013

“p< .01

Tablo 2’de, degiskenler arasinda istatistiksel olarak orta ve diisiik diizeyde anlaml iliskiler oldugu

gorulmektedir. Yanal ve iraksak disiinme arasindaki iliski (r= .656, p< .01) pozitif yonde ve orta
diizeydedir ve en ylksek korelasyon degerine sahiptir. Iraksak ve bilgi islemsel disiinme (r= .536, p<
.01), yanal ve bilgi islemsel disiinme (r=.529, p< .01), iraksak disiinme ve bilissel esneklik (r=.443, p<

.01), bilgi islemsel diisiinme ve bilissel esneklik (r=.442, p< .01), yanal disiinme ve bilissel esneklik (r=
.416, p< .01), metabilissel diistinme ve bilissel esneklik (r=.396, p< .01) arasindaki iliskilerin pozitif yonde
ve orta dizeyde oldugu tespit edilmistir. Metabilissel disinme ile yanal dusinme (r=.268, p<.01),
iraksak dusinme (r=.251, p< .01) ve bilgi islemsel disiinme (r=.220, p< .01) arasindaki iliskilerin pozitif

yonde ve disik dizeyde oldugu anlasiimistir.

Yanal, iraksak, bilgi islemsel ve metabilissel diisinmenin bilissel esnekligi yordama giictine iliskin
coklu regresyon analizi sonuglari Tablo 3'te verilmistir.

Tablo 3

Coklu Regresyon Analizi Sonuglar

Model Yordayan Degisken R R? Fark(R?) Std.pB t F
1 Iraksak Diistinme 443 197 197 .443 8.947" 80.049™
Iraksak Diisinme .290 5.127" .
2 i .505  .255 .058 " 55.798
Bilgi Islemsel Dislinme .286 5.054
Iraksak Diistinme 216 3.278"
3 Bilgi islemsel Diisiinme 515 266 .011 .251 4.276™ 39.185™
Yanal Diisiinme 142 2.167"
Iraksak Diistinme .188 2.976"
Bilgi islemsel Diisiinme 228 4.074™ .
4 578 334 .068 . 40.532
Yanal Dusiinme .099 1.577
Metabilissel Diisiinme 273 5.744™

“p< .01, p< .05

Tablo 3’te goruldigi gibi, hiyerarsik regresyon analizi sonuglarina gére, her bir modelde 6gretmen
adaylarinin bilissel esneklik dizeylerindeki varyansin acgiklanma oraninin arttigi ve analizdeki her bir
modelin sonuglarinin istatistiksel olarak anlamli ¢iktigi tespit edilmistir. Bu nedenle, tim bagimsiz
degiskenlerin (iraksak, bilgi islemsel, yanal ve metabilissel disiinme) bilissel esnekligi 6nemli 6lclide
yordadigi ve tim yordayicilarin birlikte biligsel esnekligi %33 oraninda agikladigi goriilmektedir.
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Model 1, 6gretmen adaylarinin iraksak disiinme dizeylerinin biligsel esnekliklerinin énemli bir
yordayicisi oldugunu gdstermistir (F= 80.049, p< .01, R%= .197). Iraksak diisiinme tek basina bilissel
esneklikteki degisimin %20'sini agiklamistir.

Bilgi islemsel disinme modele dahil edildiginde (Model 2), bilgi islemsel disinmenin biligsel
esnekligin istatistiksel olarak anlamli bir yordayicisi oldugu (F= 55.798, p< .01, R?= .255) ve aciklanan
varyans oraninin %6 arttigl gorilmektedir. Bu bulguya dayanarak 6gretmen adaylarinin bilgi islemsel
diisinme duzeylerinin biligsel esnekliklerinde 6nemli bir rol oynadigi sdylenebilir.

Model 3'te, modele yanal disinme eklenmistir. Yanal disiinme duzeyinin bilissel esneklige olumlu
katki sagladigi gériilmistiir (F= 39.185, p< .05, R?= .266). Model 3'e gére, 6gretmen adaylarinin bilissel
esnekliginin yanal dislinmeyle agiklanabilecegi belirlenmistir. Ancak yanal diistinmenin agiklanan toplam
varyansa katkisi sadece %1'dir. Bu bulgu, yanal distiinmenin bilissel esneklige en az katkida bulunan
yordayici oldugunu géstermektedir.

Metabilissel disinme modele dahil edildiginde (Model 4), metabilissel diisinme diizeyinin bilissel
esnekligin istatistiksel olarak anlamli bir yordayicisi oldugu ortaya cikmustir (F= 40.532, p< .01, R?= .334).
Modele metabilissel disinme eklendiginde bilissel esnekligin agiklanan varyans oraninin %7 arttig
gorilmastlr. Bu bulguya dayanarak 6gretmen adaylarinin metabilissel diistinme dizeylerinin onlarin
bilissel esnekliklerinde dnemli bir rol oynadigi séylenebilir.

Tartisma ve Sonug

Bu calismada ogretmen adaylarinin yanal, iraksak, bilgi islemsel ve metabilissel disiinme
becerilerinin bilissel esneklik dizeylerini yordama gilici arastinimistir. Bu kapsamda oncelikle yanal,
iraksak, bilgi islemsel ve metabilissel diisiinme ile bilissel esneklik arasinda bir iliski olup olmadig
incelenmistir. Arastirmanin bulgulari degiskenler arasinda orta ve disiik dizeyde anlaml iligkiler
oldugunu ortaya koymustur. ilk olarak, yanal disiinme ile iraksak diisinme arasindaki iliskinin orta
diizeyde oldugu ve en yiiksek pozitif korelasyon degerine sahip oldugu saptanmistir. Alanyazinda gerek
yanal disiinme gerekse de iraksak disiinme ile ilgili yapilmis olan ¢alismalar incelendiginde iki diisinme
tirinin de yaratici diisiinme ile iliskilendirildigi gériilmektedir. Ornegin; Rawlinson (2017), yaratici
disinmede dikkate alinmasi gereken oruntiler olarak iraksak ve yanal dislinmeye isaret etmistir.
Syahrin ve digerleri (2019) 6grencilerin bilimsel ¢alismalardaki yaratici diisinme oriintilerini agiklamayi
amacladiklan arastirmalarinda iraksak ve yanal dislinme becerilerini yaratici diisinme kapsaminda ele
almislardir. Reese ve digerleri (2001) yanal ve iraksak diistinmeyi, nesnel olarak dogru tek bir ¢ozimu
olmayan, bunun yerine 6zgiin olarak uygulanabilir birden fazla ¢6ziimi olan sorunlari ¢6zmek igin yararli
olan beceriler olarak degerlendirmislerdir. Goéruldigu gibi her iki diisinme becerisi de yaratic
disinmeyi tesvik etmekle ve olasi ¢oziim yelpazesini genisleterek yeni fikirler Giretmek ve alternatifler
bulmakla ilgilidir. Bu iki dislinme becerisinin yaratici dislincenin iki farkl fakat birbirini tamamlayan
yonleri olmasi korelasyonun yiksek ¢ikmasina katkida bulunmus olabilir.

Arastirmada elde edilen bir diger bulgu, iraksak disiinme ile bilgi islemsel diisinme arasinda pozitif
yonde ve orta diizeyde bir iliski oldugudur. Fletcher ve Benveniste (2022, s. 31) iraksak disinmeyi,
“uzamsal, mantiksal-anlamsal kombinasyonun bilgi islemsel bir siireci” olarak tanimlamislardir. ISTE'ye
(2015) gore, bilgi islemsel dislinme becerisinin kapsaminda yaratici diisiinme, problem ¢dzme, isbirlikli
o6grenme, algoritmik dislinme, elestirel disiinme ve iletisim becerileri yer almaktadir. Alanyazinda
iraksak disinmenin de genellikle yaraticilik ve problem ¢ézme ile iliskilendirildigi ve yaratici problem
¢6zme slrecinin 6nemli bir bileseni olarak goésterildigi gorilmektedir (Baer, 2014; Basadur & Hausdorf,
1996; Guilford, 1967; Razumnikova, 2013; Runco & Acar, 2012; Runco & Okuda, 1988). Dolayisiyla
iraksak ve bilgi islemsel disiinme arasindaki iliski, yaraticilik ve problem c¢ézme ile kesismeleri
noktasinda anlasilabilir. Gerek iraksak disiinme gerekse de bilgi islemsel distiinmenin problemlere
yaratici ve etkili ¢6ziimlerin gelistiriimesinde kullanilmalari bu korelasyonun ortaya ¢cikmasinda etkili
olmus olabilir.
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Arastirmada yanal disiinme ile bilgi islemsel diisinme arasinda pozitif ve orta diizeyde bir iligki
oldugu saptanmistir. Yapay zekad problemleri ile bilgi islemsel diisiinme becerilerinin gelistirmesinin
amaglandig bir calismada, 6grencilerin problemleri ¢ézerken problemi daha kolay ve basit olan daha
kiicik, daha yonetilebilir alt problemlere ayirarak ¢6zimi daha erisilebilir hale getirdikleri, boylelikle
bilgi islemsel diislinme becerilerini gelistirdikleri ifade edilmistir. Ayni ¢alismada, 6grencilerin problem
¢Ozerken vyaratici yonlerini ortaya ¢ikarmak igin yanal disinme becerilerini kullandiklari da tespit
edilmistir (Silapachote & Srisuphab, 2023). Dolayisiyla, gerek yanal diisinmenin gerekse de bilgi islemsel
disinmenin problem ¢6zmede kullanilan beceriler olduklari sdylenebilir. Her ikisinin de kaliplarin
disinda diisiinmekle ilgili oldugunu séylemek mimkiindiir. iki beceri arasindaki iliskinin problem ¢ézme
ve geleneksel yaklagimlarin 6tesinde diisiinme konusunda ortak paydada bulusmalarindan kaynaklandigi
disunilmektedir.

Calisma bulgulari, iraksak distinme ile bilissel esneklik arasinda pozitif ve orta diizeyde bir iliskinin
oldugunu gostermektedir. Alanyazindaki galismalar incelendiginde, iraksak diisiinme ile bilissel esneklik
arasindaki iliskiye yonelik farkli bulgulara rastlanmistir. Ornegin, Al-Masoudi vd. (2018) dérdiincii sinif
ogrencileri ile yurittikleri galismalarinda, katimcilarin bilissel esneklik ile iraksak distinme dizeyleri
arasinda pozitif bir istatistiksel iliski tespit etmislerdir. Lin ve digerleri (2014) tarafindan (iniversite
ogrencileri ile yiritilen baska bir calismada ise bilissel esneklik indeksi ve iraksak diisiinme
performanslar arasinda anlamli diizeyde bir iliski olmadigi bulunmustur. Bu arastirmalarda tutarsiz
sonuglarin elde edilmesi kullanilan 6lgme araglarindan, kiltirel farkhliklardan ya da uygulamalarin
yapildigi yas gruplarinin farkli olmasindan kaynaklanmis olabilir.

Arastirma bulgularina gore, 6gretmen adaylarinin bilgi islemsel diisinme becerileri ile bilissel
esneklik duzeyleri arasinda pozitif ve orta diizeyde bir iliski mevcuttur. Degirmenci (2022) tarafindan bes
yas grubu cocuklar ile gerceklestirilen baska bir calismada, benzer sekilde bilissel esneklik ile bilgi
islemsel duslinme arasinda orta diizeyde pozitif yonlu bir iliski saptanmistir. Sert Orhan’in (2023)
calismasi da 6gretmen adaylarinin bilissel esneklik diizeyleri ile bilgi islemsel disliinme becerileri
arasinda anlamli bir iliski oldugu yénindedir. Bilgi islemsel diisinmenin kapsadigi bilgileri isleme, analiz
ve sentez yapma, problem ¢6zme gibi zihinsel siiregler bilissel esnekligin de temel bilesenleridir. Hem
bilgi islemsel disinmenin hem de bilissel esnekligin daha etkili diisiinme sireclerine katkida bulundugu
ve aralarinda karsilikli bir iliski oldugunu sdylemek mimkiindir. Bilgi islemsel diisinme ve bilissel
esneklik arasindaki pozitif iliski, her iki becerinin problem ¢6zme ve diisinme siireglerinde benzer bilissel
unsurlar icermesinden kaynaklaniyor olabilir.

Arastirma sonuglari yanal dislinme ile bilissel esneklik arasinda pozitif ve orta diizeyde bir iliskinin
oldugunu gostermektedir. Yanal disiinme ile bilissel esneklik arasindaki iliskiye yonelik diger ¢alisma
sonuglar iki degisken arasinda anlamli bir iliskiye isaret etmekle birlikte, iliskinin diizeyine yodnelik
sonuglar gesitlilik gostermektedir. Sahin-Taskin ve Esen-Aygiin (2022) tarafindan, 6gretmen adaylari ile
yuratilen bir calismada, katihmcilarin yanal distinme becerileri ile bilissel esneklik diizeyleri arasinda
pozitif yénde ve yiksek dizeyde iliski oldugu ortaya konulmustur. Seving’in (2020) lisans son sinif
ogrencileri ile ylrattigi ¢calismasinda ise bilissel esneklik, problem ¢ozme ve elestirel diistinme becerileri
puanlarinin birlikte yanal didsiinme egilimleri puanlari ile orta diizeyde anlamli bir iliski gosterdigi
sonucuna ulasiimistir. Yanal disiinme ile bilissel esneklik arasindaki iliskinin diizeyine yonelik bulgularin
cesitlilik gostermesi, arastirma baglamlarinin ve 6l¢lim araglarinin farkli olmasi ve katilimci gruplarinin
ozellikleri gibi cesitli faktorden kaynaklanmis olabilir.

Calismada oOgretmen adaylarinin metabilissel diisinme becerileri ile bilissel esneklik dizeyleri
arasindaki iliskinin pozitif ve orta diizeyde oldugu saptanmistir. Sosyal bilgiler 6gretmen adaylari ile
yuratdlen bir calismada, katilimcilarin bilissel esneklik dizeylerinin orta, Ust bilissel 6grenme
stratejilerini 6zdeslestirme dizeylerinin yiiksek oldugu belirlenmistir (Korikcid, 2020). Baska bir
calismada, okul 6ncesi ¢ocuklarda dngoriilemeyen degisiklikler karsisinda 6grenme hedefi segiminde
bilissel esneklik ve (st bilisin belirleyici roliine isaret edilmistir (Leclercq vd., 2023). Metabilissel
disinme ve bilissel esnekligin bireyin kendi diisinme sireclerini yonetme, kontrol etme ve uyum
saglama becerileriyle iliskili olmasi, bu korelasyonun ortaya c¢ikmasina katkida bulunmus olabilir. Her
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ikisinin de bireylerin bilissel yeteneklerini gelistirmek icin gerekli oldugunu séylemek mimkindir.
Bireylerin bilissel esneklik diizeylerinin ve metabilissel farkindaliklarinin ve becerilerinin gelisimi igin okul
ortamlarinda probleme dayali 6grenmenin kullaniimasi énerilmektedir (Gonilli, 2015).

Metabilissel dusinme ile yanal diisinme arasinda pozitif ve disiik dizeyde bir iliskinin oldugu
saptanmistir. Yanal disiinme, yeni fikirlerin ortaya cikmasini kolaylastirmasi bakimindan vyaratici
disinme sirecini destekleyen ve onun bir pargasi olan bir beceridir. Tirkmen ve Serkahya (2015),
yaratici disinmenin egitim sistemlerinde 6grencilere kazandiriimasi gereken en 6nemli becerilerden biri
oldugunu belirtmislerdir. Bununla birlikte, yaraticit disinme otomatik olarak gerceklesmez, yaratici
sureglerin gelismesi bilissel ¢abanin yani sira metabilissel farkindalik siireglerini de gerektirmektedir
(Caratozzolo vd., 2020). Metabilissel diisiinme daha ¢ok bireyin kendi disiince sireglerinin farkindalig
ve yonetimine odaklanirken yanal diisinme yaratici problem ¢dézme ve yenilikgi disiinme sireglerine
yoneliktir. Metabiligsel disiinme ve yanal diisiinme arasindaki pozitif iliski, bu iki becerinin dustinme
sureglerinde esneklik, yeni stratejiler gelistirme ve alternatif ¢oziimler retme gibi ortak 6zellikleri
paylasmasindan kaynaklanmis olabilir. Bu becerilerin odaklandiklari noktalarin farkli olmasi iliskinin
diizeyinin dusik olmasina sebep olmus olabilir.

Arastirmada metabilissel diisinme ile iraksak diisiinme arasinda pozitif yonde disuik bir iliski oldugu
belirlenmistir. Konuya iliskin olarak, De Chantal ve Organisciak (2023) iraksak disinmede metabilisin
roliinii vurgulamis ve McAuliffe (2016) iraksak diistinmenin metabilissel becerileri de kapsayan bir beceri
oldugunu 6ne sirmuistir. Baska bir calismada ise st bilissel izleme stratejilerinin yaratici zeka ile iraksak
distinme arasindaki iliskiye aracilik ettigi ortaya ¢ikmistir (Jia vd., 2022). Metabilissel suiregler, kisinin
kendi diustincelerinin 6z farkindahgi ve 6z dizenlemesi ile ilgili olmasindan dolayi, alternatif bakis agilari
bulmakla yakindan iliskili olan iraksak dislinmeyi gelistirmede kolaylastiricit ve destekleyici bir rol
ustlenebilir. iki beceri arasinda pozitif ydnde ancak diisiik diizeyde bir korelasyonun tespit edilmesi, bu
dolayl iliskiden kaynaklanmis olabilir.

Calismada metabilissel distinme ile bilgi islemsel diisinme arasindaki iliskinin pozitif ve disik
diizeyde oldugu tespit edilmistir. Benzer bir sekilde, Sen’in (2022) calisma sonuglari, 6gretmen
adaylarinin bilgi islemsel disiinme becerilerinin metabilissel 6z-dizenleme ile 6nemli 6lglide pozitif bir
sekilde iliskili oldugunu gostermistir. Yadav ve digerleri (2022), calismalarinda metabilis ve problem
¢6zmenin yakindan baglantili oldugunu ve bilgi islemsel diisinmenin metabilissel siirecleri daha goriinir
héle getirebilecek bir cerceve sagladigini ifade etmislerdir. Allsop (2019) bilgi islemsel dusinmenin
metabilissel uygulamalar tarafindan dlzenlendigini ifade ederken, Resnick (2007) kendi 6grenme
surecleri Uzerinde yansitma firsatlarinin verildigi 6grenme ortamlarinin bilgi islemsel disinme
becerilerinin gelistiriimesini kolaylastirmak icin gerekli oldugunu 6ne sirmustir. Metabilissel diisinme,
bilgi islemsel disiinme sireglerini daha etkin bir sekilde kullanma imkani taniyabilir, bilgi islemsel
disinme ise metabilissel stratejilerin uygulanabilirligini kontrol edebilir ve gelistirebilir. Her iki disinme
tlrinin de bireyin dislinme sireclerini yonetme, problem ¢ézme ve farkindalik gibi 6zellikleri iceriyor
olmasi ¢alisma bulgusunun ortaya ¢ikmasinda etkili olmus olabilir.

Arastirmada ayrica iraksak distinme, bilgi islemsel distinme, yanal disiinme ve metabilissel
disinmenin timinin bilissel esnekligi anlamh bir sekilde yordadigi tespit edilmistir. Calisma sonuclari
o6gretmen adaylarinin iraksak disiinme dizeylerinin bilissel esnekliklerini yordayan en 6nemli degisken
oldugunu gostermektedir. Iraksak dislinme dizeyleri daha yiliksek olan 6grencilerin bilissel esneklik
dizeylerinin de daha yiksek oldugu anlasilmistir. Camci-Erdogan (2018) bilissel esnekligi yuksek
bireylerin herhangi bir sorunla karsilastiklarinda kendilerini bir ¢6ziim ile sinirlandirmayip olasi bitin
¢O6zimlerin Uretilmesi noktasinda yeni alternatifler gelistirmeyi gerektiren iraksak diisinme becerilerini
kullandiklarini 6ne slirmistir. Palmiero ve digerlerine (2022) gore ise bilissel esneklik iraksak
disinmenin temel bir unsurudur. Bilissel esneklik, beklenmedik bir durum karsisinda yeni ve uygun
sorun ¢dzme stratejileri gelistirebilmesine olanak saglar (Cuhadaroglu, 2013). Alternatiflere acik olma,
bakis acisini degistirme ve uyarlanabilir diistinme ile iliskilidir. Kloo ve digerleri (2010) bilissel esnekligin
yaraticilik ve problem ¢ézme icin gerekli oldugunu iddia etmislerdir. Benzer sekilde, iraksak diisiinme de
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herhangi bir problemin ¢ézlimiinde yaratici fikir Gretimine, alisiimis olanin disina ¢ikilmasina ve cesitli
olasiliklarin kesfedilmesine yonelik bir beceridir. Bu sekilde bir diisinme, esnek bir zihin yapisi, alisilmig
dasiince kaliplarinin disina ¢ikma cesareti ve alternatif ¢dzlimler gelistirme becerisine sahip olmayi
gerektirecektir ki bu da bilissel esnekligi artiran bir siirectir.

Arastirmada elde edilen bir diger bulgu, metabilissel diisinmenin iraksak diisiinmeden sonra biligsel
esnekligi yordayan en 6nemli ikinci degisken oldugudur. Alanyazindaki ¢alismalar bu bulguyu destekler
niteliktedir. Buttelmann ve Karbach’in (2017) ¢alismasi erken ve orta ¢ocukluk doneminde yiritici
islevlerin gelisiminde metabiligsel streglerin katkisina isaret etmektedir. Arastirmacilara gore, bilissel
esneklik, eylemleri kontrol etmeye ve degisen ortamlara esnek bir sekilde uyum saglamaya olanak
taniyan ydrutici islevlerin temel bir boyutudur. Yariticl islevler daha lst dizey biligsel siiregleri
gerektirmektedir ve metabilissel siregler, yani kisinin kendi diisiince ve eylemleri lizerine yansitmasi,
yurQtica islevlerin gelisimi ve esnekligi icin 6nemli olabilmektedir. Aydin ve Kaynak’a (2021) gore ise
metabilissel siliregler, bireylerin bilissel sireglerinin farkindaligini ve kontroliinii ifade eder ve bilissel
esnekligi destekleyebilir. Metabilissel disinme, bireylerin diisinme sireglerini etkin bir sekilde
yonetme, farkl stratejilere uyum saglama ve cgesitli perspektifleri degerlendirme noktalarindaki
katkilarindan dolayi bilissel esnekligin yordanmasinda etkili olmus olabilir.

Bilissel esnekligi yordayan bir diger ©6nemli beceri bilgi islemsel disinmedir. Alanyazin
incelendiginde, 10 ila 11 yas arasi ¢ocuklarla yirutllen bir ¢alismada, bilgi islemsel disinme
becerilerinin gelistiriimesine yonelik verilen sekiz haftalik bir egitimin katilimcilarin yirutici islevleri
Uzerinde onemli etkilere neden oldugu tespit edilmistir (Robledo-Castro, 2023). Robertson ve digerleri
(2020) tarafindan yedinci sinif 6grencileriyle yuritilen baska bir ¢alismada, bilissel esnekligi de iceren
ylraticu islevlerin bilgi islemsel diisiinme becerisiyle iliskili oldugu ortaya koyulmustur. Bilgi islemsel
disinmenin, bilissel sureglerin diizenlenmesi, alternatif ¢dzlimler Giretme, kurallari uygulama, disiince
sureclerini degerlendirme ve adaptif diisiinme gibi 6zellikleri gerektirmesi, bilissel esnekligi yordayan
onemli bir beceri olarak belirlenmesinde etkili olmus olabilir.

Son olarak, yanal disinmenin bilissel esnekligi yordayan dordiincii beceri oldugu belirlenmistir.
Alanyazin incelendiginde, her ikisinin de problemler karsisinda alternatif yollari gérerek etkili ¢6ziimler
Uretmekle ilgili oldugu anlasilmaktadir (De Bono, 1970; Martin & Anderson, 1998). Yanal diisiinmenin
klasik veya alisiimis yollarin disina gikarak farkli bakis agilarina ve baglantilara izin vermesinin zihni esnek
tuttugu ve bilissel esneklik diizeyini artirdig1 disindlebilir.

Bu arastirma, iraksak, bilgi islemsel, yanal ve metabilissel diisinmenin her birinin bilissel esnekligi
onemli Olciide yordadigini ve tim yordayicilarin birlikte bilissel esnekligin %33'Gnl acikladigin
gostermistir.  Ozellikle iraksak diisinmenin bilissel esneklikteki varyansa etkisi oldukca yiiksek
bulunmustur. Bu sonuglar, bahsi gecen diisiinme becerilerinin bilissel esnekligi artirmada 6nemli rolleri
oldugunu gostermektedir. Dolayisiyla, 6gretmen adaylarinda bilissel esnekligi gelistirmek icin s6z konusu
Ust diizey disiinme becerilerine odaklanmanin ve onlari desteklemenin 6nemini ortaya koymaktadir. Bu
baglamda, egitim fakultesi derslerine yonelik 6gretim programlari gelistirilirken bahsi gecen st diizey
disinme becerilerini destekleyici iceriklerin eklenmesi ve derslerde Ust dizey diisinme becerilerini
gelistirebilecek 6gretim yontemlerinin uygulanmasi, 6gretmen adaylarinda bilissel esnekligi artirmada
katki saglayabilir. Beyin firtinasi, rol yapma ve vaka analizleri iceren dersler 6gretmen adaylarinin yanal
ve Iraksak disiinme becerilerini, kendi disiinme siireclerini degerlendirme ve diizenleme becerilerini
gelistiren aktiviteler de metabilissel farkindaliklarini artirabilir. Ogretmen adaylarinin bilgi islemsel
disinme becerilerini gelistirmek icin, teknoloji destekli 6grenmeden daha fazla yararlanilabilir. Bu
baglamda, 6gretmen adaylarinin gesitli dijital ara¢ ve yazilimlar kullanmalari desteklenebilir. Ust diizey
disinme sireglerinin  kullanimini tesvik eden uygulamali atodlyeler, 6gretmen adaylarina cesitli
senaryolar Uzerinden pratik yapma firsati verebilir. Gergek hayattan 6rneklerle karmasik problemler
Gzerinde g¢alisma firsatlar sunmak da 6gretmen adaylarinin bilissel esnekliklerini gelistirebilir ve teorik
bilgilerini pratikte uygulamalarina yardimci olabilir. Ayrica, 6gretmen adaylari 6gretmenlik yapacaklari
surecte 6grencilerinde Ust diizey diisinme becerilerini gelistirici yontem ve teknikleri derslerine entegre
etmenin yollarn hakkinda bilgilendirilebilirler.
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Bu calismanin bazi sinirliliklari mevcuttur. ilk olarak ¢alisma, Tirkiye’nin i¢c Anadolu Bélgesi’ndeki bir
devlet liniversitesinin egitim fakiiltesinde 6grenim goéren 6gretmen adaylari ile yiiriitilmustir. Ogretmen
adaylarinin belirli bir fakllteden ¢alismaya katilmis olmasi, sonuglarin tim 6gretmen adaylari igin gegerli
olup olmadigini sorgulatabilir ve bulgularin genel olarak diger bolgeler veya farkh (niversiteler igin
genellenebilirligini sinirlayabilir. Dolayisiyla, gelecekte yapilacak arastirmalarin farkli cografi bolgelerdeki
egitim fakiltelerinde ve daha biylik érneklemlerle yiratilmesi bulgularin genellenebilirligi agisindan
yararli olacaktir. Bunun yani sira, alanyazinda bu galismaya dahil edilen bagimsiz degiskenlerin bir arada
bilissel esnekligi yordama gliciini inceleyen herhangi bir ¢alismaya rastlanilmadigi igin, bu ¢alismanin
bulgular sadece alanyazinda bulunan her bir bagimsiz degiskenin miinferit olarak bilissel esneklik ile
iliskisini ve bilissel esnekligi yordama glciinii inceleyen ¢alismalarla kargilastirilmistir. Bu durum,
¢alismanin sinirliklari arasinda degerlendirilebilir. Bu bakimdan, ileride gesitli yas gruplari ve farkl
kiltirel baglamlarda benzer calismalarin yiirGtilmesi, elde edilen galisma sonuglari ile bu galismanin
sonuglarinin  karsilastirilabilmesini  mimkiin  kilacaktir.  Calismada  katilimcilarin  kendilerini
degerlendirdikleri 6z bildirim &lgeklerinin kullaniimis olmasi, bu arastirmanin diger bir sinirliligidir. Konu
ile ilgili yapilacak nitel calismalar, daha kapsamli bir anlayis saglama ve konunun daha derinlemesine
irdelenmesi bakimindan ulasilan nicel verilerin sinirhliklarini gidermeye katki saglayabilir. Bu arastirma
yanal, iraksak, bilgi islemsel ve metabilissel diisinmenin bilissel esnekligi yordama glici ve bu
degiskenlerin bilissel esneklik tGzerindeki etkileri ile sinirlandiriimistir. Bilissel esneklik Gzerinde etkisi
olabilecek diger potansiyel faktorler farkli galismalarin konusu olabilir.

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

“Yiksekodgretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tim kurallara
uyulmus ve yonergenin ikinci béliminde yer alan “Bilimsel Arastirma ve Yayin Etigine Aykiri
Eylemlerden” higbiri gerceklestirilmemistir.

Catisma Beyani

Yazarlar ¢alisma kapsaminda herhangi bir kurum veya kisi ile ¢ikar ¢catismasi bulunmadigini beyan
etmektedirler.
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This study was designed to examine the relationship between the teach candidates’
readiness for teaching, teaching motivation and commitment to the teaching
profession across different teacher training programs. The correlational survey, one of
the quantitative research methods, was used in the research. The sample group
consisted of 253 undergraduate students and 329 pedagogical formation students
studying in separate departments of Mersin University’s Faculty of Education in the
course of the spring semester of the 2021-2022 academic year. The scales used in the
research include ‘Readiness for Teaching Scale’, developed by Yildirrm and Kalman
(2017), 'Teaching Motivation Scale', developed by Candan and Gencel (2015), and
'Dedication to the Teaching Profession Scale', developed by Yildiz (2020). The analysis
of the research data was administered by using parametric test techniques, and
Pearson correlation analysis was utilized in line with the research objectives. The
relationships between readiness for teaching, teaching motivation, and commitment
to the teaching profession were also evaluated by using structural equation modeling.
According to the research results, teacher candidates demonstrated high levels of
readiness for teaching, commitment to the teaching profession, and teaching
motivation. A moderate positive correlation was identified among these variables. A
moderate positive relationship was identified among these variables. The Structural
Equation Model also established a significant model among these variables.
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Bu arastirma farkli 6gretmen vyetistirme programlarinda egitim goéren Ogretmen
adaylarinin 6gretmenlige hazir olma duzeyleri, 6gretme motivasyonlari ve 6gretmenlik
meslegine baghliklari arasindaki iligkiyi ortaya koymak igin tasarlanmistir. Calismada
nicel arastirma yontemlerinden iliskisel tarama modeli kullanilmistir. Calismanin
drneklem grubunu 2021-2022 egitim &gretim yili bahar déneminde Mersin Univeristesi
Egitim Fakultesinin farkli boltimlerindeki 253 lisans 6grencisi ile 329 pedagojik
formasyon 06grencisi olusturmaktadir. Arastirmada kullanilan 6lgekler Yildinm ve
Kalman (2017) tarafindan gelistirilen “Ogretmenlige Hazir Olma Olgegi”, Candan ve
Gencel (2015) tarafindan gelistirilen “Ogretme Motivasyonu Olgegi” ile Yildiz(2020)
tarafindan gelistirilen “Ogretmenlik Meslegine Baglilik Olgegi” dir. Arastirma verilerinin
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Ogretmenlik Meslegine Baglilik, analizinde parametrik test tekniklerinden g¢alismanin amacina uygun olarak pearson
Yapisal Esitlik Modeli korelasyon analizi kullanilmistir. Ayni zamanda 6gretmenlige hazir olma, 6gretme
motivasyonu ve meslege baghhk arasindaki iliskiler yapisal esitlik modeli ile
incelenmistir. Arastirma sonuglarina gore 6gretmen adaylarinin meslege hazir olma ve
Arastirma Makalesi ogretmenlik meslegine baglilik ve 6gretme motivasyonlari dizeyleri yiksek seviyede
bulunmustur. Bu degiskenler arasinda orta diizeyde pozitif yonli iliski tespit edilmistir.
Yapisal Esitli Modeli sonucunda da degiskenler arasinda anlamli bir model kurulmustur.

Introduction

The phenomenon of education is a versatile and dynamic one that encompasses many functions.
Education provides the process of humanization for individuals and serves as a driving force for social
and economic development, as well as for changing social life (Yilmaz & Sarpkaya, 2010). Education is a
complex process that lasts from birth to death, and generally, the development and progress of
individuals and societies are achieved through education. One of the fundamental functions of
education in today's conditions is to equip individuals with the knowledge and skills required by the 21st
century and to enable them to adapt to their living environment and contemporary world in a
productive, creative, open-minded, critical thinking, and qualified manner. The education system
includes many components such as teachers, students, parents, administrators, and policymakers
(Dadandi et al., 2016). The most important element in fulfilling the mentioned function of education is
undoubtedly teachers. While education integrates individuals into society, teachers play an active role
as the primary guides in this process, both in transferring knowledge and in fostering the personal
development of students.

The act of teaching, which has been present since the beginning of human existence, has emerged
as a profession and field of work with the increasing division of labor in society, and the teaching
profession has been born (Celik, 2010). The teaching profession is defined in the National Education
Basic Law No. 1739 of 1973 as follows: "Teaching is a specialized profession that takes on the
educational, teaching, and related teaching duties of the state." A teacher is a person who educates
individuals to be always useful and productive for their family, society, and country, and teaching is the
art of cultivating good individuals and good citizens (Vural, 2004). A teacher is a person who guides not
only learning, but also learning how to learn, benefiting from knowledge, and obtaining knowledge from
knowledge (Ozyilmaz, 2021).

Teachers, who were referred to as the 'army of knowledge' by Atatiirk, guide the learning process
of students while also directing a generation. Henry Ward emphasized the importance of teachers for
future generations with his quote, 'The influence of a teacher lasts for eternity, and they can never tell
where their influence stops.' In the education process, which is crucial for the development of
individuals, teachers are the determining and guiding factors beyond physical conditions, materials, and
programs (Karatas, 2020).

The teaching profession, which is very important for societies, requires special expertise and skills,
so those who enter this profession need to receive quality education and have competencies to fulfill
their roles and responsibilities (Sisman, 2000). Competencies generally include knowledge, skills, and
attitudes that are necessary and determinative for achieving the best performance in the profession.
The general competencies of the teaching profession, determined by Ministry of National Education
(2017), consist of three interrelated competency areas: "Professional Knowledge," "Professional Skills,"
and "Attitudes and Values," and there are 65 indicators of these competencies. The education teacher
candidates receive is important in terms of enabling them to create behavioral changes related to their
profession in the cognitive, affective, and behavioral domains (Karakaya et al., 2019).

The characteristics of teachers and the competencies they acquire during their education are
crucial in cultivating qualified students and achieving quality school outcomes. Before entering the
teaching profession, candidates learn both practical and theoretical knowledge, preparing them for the
profession. For teachers to provide quality education, they must receive a quality education themselves.
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Teacher education should not only include theoretical knowledge but also allow for more
comprehensive and practical classroom experiences (Hollins, 2011), so they become better prepared for
the profession. The concept of readiness to teach refers to the competencies and skills that teacher
candidates possess during this process. Improving teacher readiness is a critical part of the
professionalization of pre-service teachers (Huang et al., 2023), but acquiring these competencies is not
possible without the efforts of teacher candidates. The level of readiness or the sense of being prepared
for the teaching profession determines how well teacher candidates will handle the challenges they face
in their careers and their level of success. At this point, the education teacher candidates receive
strengthens their ability to cope with future challenges in the profession and positively influences their
professional performance.

Teaching is a profession that encompasses many roles simultaneously. There are various
classifications regarding the roles and responsibilities of teachers. These roles and responsibilities can
generally be listed as teaching, managing, leading, instructing, mentoring, and entrepreneurship. The
success or failure of teachers in the teaching process is often related to whether they fulfill these roles
and responsibilities. The primary role of a teacher, the teaching role, involves carrying out the teaching-
learning process by considering the needs and expectations of students and imparting the necessary
knowledge and skills to them (Celep, 2005; Siinbil, 1996). In addition to being a transmitter of
knowledge, the teacher must also manage the learning environment by supporting the cognitive and
social development of students and enhancing the quality of instruction (Darling-Hammond, 2010).
Besides competencies, teachers' various affective traits also impact the process. Teachers, who ensure
that the teaching process is effective and efficient, must embrace their work, love their profession,
strive for improvement, and have high motivation for this job. Education is a challenging and demanding
career, and therefore, commitment and motivation are essential factors in alleviating the difficulties of
the profession. The productivity and effectiveness of educators are determined by these factors, which,
in turn, determine the overall quality of the teaching profession (Ma, 2022).

The teacher influences the emotions of students. If a teacher does not enjoy teaching, the students
are unlikely to enjoy the education they receive. However, when a teacher loves their job, the students
also tend to enjoy the education they receive. One of the factors that contributes to a teacher’s love for
their profession is motivation (Canli & Karadag, 2021). Teaching motivation can be briefly defined as the
willingness and desire to engage in quality teaching (Michaelowa, 2002). Motivation not only
encompasses the energy for learning, working effectively, and developing potential but also plays a
significant role in fostering interest and enjoyment. Not every individual is motivated to teach in the
same way. The factors that attract individuals to teaching, their interest in subjects, and the time they
dedicate to participating in activities are all determined by their motivation (Sinclair, 2008).

Motivation is influenced by both intrinsic and extrinsic factors. Individuals with extrinsic motivation
towards teaching are focused on reward expectancy and are influenced by external factors. On the
other hand, teachers with intrinsic motivation towards teaching continue their work with more patience
and personal satisfaction without any reward expectancy. For example, those who choose the teaching
profession for their salary are externally motivated (Kauffman et al., 2011). Some teachers go to work
energetically while others do not show this energy and do less than required, which is related to their
motivation. It is stated that teachers' motivation affects the quality of their work, the time they dedicate
to their work, and their willingness to work (Owens, 1998; cited in Candan & Gencel, 2015).

The effort put into teaching and the intensity of motivation are derived from individuals' intrinsic
values in choosing and sustaining teaching. Teacher motivation is a key factor for effective teaching and
student motivation (Han & Yin, 2016). As one of the pillars of the education process, teacher motivation
is a direct factor that affects the quality of teaching and also plays an influential role in students'
motivation. Motivating students for the learning and teaching process can only be possible with
motivated teachers (Viseu et al., 2016).

Even if teachers fulfill their duties and responsibilities perfectly, a lack of motivation can disrupt the
educational process and lead to significant gaps in students' development. In addition to its many

142



Tekin, Karatepe & Yanpar — Gukurova Universitesi Egitim Fakiiltesi Dergisi, 54(1), 2025, 140-173

positive effects, high levels of motivation in teachers lead to greater commitment to their profession
(Celik, 2003; as cited in Ahraz, 2021). Teacher motivation directly affects the quality of teaching.
Therefore, increasing teacher motivation will contribute to the success of both teachers and students
(Bess, 1977). Teachers' engagement within the educational system, their teaching methods, the tools
they use, and their approaches to students are all influenced by their internal commitment to the
profession. Commitment is a critical characteristic for any profession, and it is a significant need in the
teaching profession. Continuing personal and professional development is crucial for teachers to
maintain their professional commitment (Day & Gu, 2009). A teacher who is dedicated and genuinely
committed to their profession will always seek ways to contribute to their students with new ideas. They
are passionate and enthusiastic about learning and teaching. This directly impacts students' academic
success and personal development. For teachers to progress in alignment with the needs of a changing
and developing world, ensuring the success of themselves, their students, and their educational
institutions requires professional commitment. Through their enthusiasm, dedication, motivation, and
commitment, teachers will make a difference and gain an innovative perspective (Celik & Yildiz, 2017).

Professional commitment is an important factor that motivates teachers towards their job,
increases their effectiveness, and provides them with job satisfaction. People who are committed to
their profession make intense efforts to perform their duties while demonstrating a high level of belief
in the goals and values of the organization they are a part of. Through professional commitment,
individuals feel a sense of belonging to the organization they work for, which leads to high performance.
Teachers who embrace their profession, take pride in being a member of it, and prioritize professional
ethical values possess the fundamental qualities of the profession. They value their work, make efforts
for their professional development, and hold professional values related to their profession (Yildiz,
2020).

Those who demonstrate high levels of commitment focus more on the meaning of the profession
than its economic aspect, and they are intrinsically motivated. These individuals find fulfillment in
performing the profession itself and in the successful outcomes it brings (Vural, 2004). Teachers'
commitment to their profession is reflected in the dedication they bring to their work and their
perceptions of it. Furthermore, those with intrinsic commitment have higher levels of job satisfaction
and tend to remain in the profession longer (Watt & Richardson, 2008). Teachers who are not
committed to their profession and perceive it merely as a source of income, without a genuine passion
for their work, pose a threat to the future of a profession as complex and ,mpactful as teaching. This is
because someone who does not love their profession is unlikely to meet its requirements successfully
(Ozogul & Ege, 2018; as cited in Yildiz, 2020). Individuals committed to their profession aim to fulfill the
roles assigned to them in the best possible way. An effective and dedicated teacher must be committed
to all aspects of the teaching profession. They embrace the principles and requirements of the
profession, adhere to rules and regulations, and prioritize students' interests, needs, and desires. In
their free time, they help students and contribute to their academic and personal development. These
teachers are also lifelong learners, determined to seize opportunities for learning (Butucha, 2013; as
cited in Kozikoglu & Ozcanli, 2020). Motivation and commitment are crucial determinants of teachers'
career success and the quality of instruction (Han & Yin, 2016; Hong, 2012; Ryan & Deci, 2000).
Increasing teachers' commitment to their profession enhances their self-efficacy. Teachers with high
levels of commitment and self-efficacy have greater confidence in classroom management, instructional
practices, and student achievement (Chesnut & Burley, 2015).

Until 1982, teacher training and employment duties in Turkey were carried out by the Ministry of
National Education. With the Higher Education Law of 1982, all higher education institutions that train
teachers were affiliated with universities under the supervision and control of the Council of Higher
Education. Thus, the task of training teachers was given to universities (Ozyilmaz, 2021). Various
practices and policies implemented to meet the need for teachers could not eliminate the teacher
shortage, and therefore, various certificate programs have been opened for those who are not
graduates of education faculties to become teachers at different times (Dindar & Karaca, 2013). The
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framework principles and procedures for the pedagogical formation training certificate program were
developed by the Council of Higher Education on 20.02.2014 and were last updated on 27.09.2021
(Council of Higher Education, 2021). The competencies, emotions, thoughts, and behavioral tendencies
of teachers—who are of utmost importance for the future of society—cannot be fully predicted as a
result of these two different teacher training practices. Teachers who are committed to their profession,
have teaching motivation, and are prepared for the profession will enhance the quality of both the
profession and education, contributing to the country in every sense.

Upon reviewing the relevant literature, numerous studies have been conducted on teacher
education programs and teacher candidates. However, no study has been found that examines the
readiness for teaching, teaching motivation, and commitment to the teaching profession among
education faculty students and pedagogical formation students, while also focusing on the relationship
between these variables. For example, Ulubey et al.(2018) examined the impact of the pedagogical
formation certification program on teacher identity, Baka¢c and Ozen (2017) explored the relationship
between pedagogical formation students' attitudes toward the profession and their self-efficacy beliefs,
and Altinkurt et al.(2014) investigated the motivation of pedagogical formation students toward the
profession. Karakaya et al.(2019) studied the readiness of teacher candidates for the profession, while
Dikmen and Tuncer (2021) examined teacher candidates' levels of depression, teaching motivation, and
attitudes toward the teaching profession. Akhan and Kaymak (2021) analyzed the impact of teaching
practices on teaching motivation, and Boran and Yelken (2018) examined the effective teaching levels
and professional sensitivities of education faculty and pedagogical formation students. Giin and Turabik
(2019) focused on the relationship between teacher candidates' teaching motivation and self-concept,
while Patrick and others (2023) discussed teacher training processes in their report, examining the
factors that affect the quality of teacher readiness. Similarly, Wilson and Kelley (2022) explored teacher
training processes in their report, offering a comprehensive analysis of teacher candidates' qualities.
Cimen (2016) investigated the predictive power of pedagogical formation students' communication skills
and professional motivation on their attitudes toward the profession. Karakis (2021) explored the
relationship between teacher candidates' professional commitment, career development aspirations,
and motivation toward the profession. Heinz (2015) examined teacher candidates' motivations for
choosing the teaching profession and their levels of commitment to it, while Mossafaie and others
(2024) compiled studies on teachers' self-efficacy and found that teaching motivation is linked to self-
efficacy. Kirbag and Kaya (2023) examined the relationship between teachers' teaching motivation and
professional dedication, and Huang et al.(2023) analyzed the impact of pre-service teaching readiness
and teaching motivation. A review of the literature reveals that no study has focused on the relationship
between these variables using a Structural Equation Modeling approach. This study aims to fill that gap
in literature.

Purpose and Importance of Research

This study aims to examine the levels of readiness for teaching, teaching motivation, and
commitment to the teaching profession among teacher candidates trained in two different program
types, and to uncover the relationship between these variables. Additionally, a Structural Equation
Model (SEM) has been established to explain the relationship between readiness for teaching, teaching
motivation, and commitment to the teaching profession. This aims to provide an in-depth examination
of the variables that contribute to the professional development of teacher candidates. Teacher
motivation, commitment to the profession, and levels of readiness among teachers are directly
connected to the education system and students' academic success (Boyd et al., 2007; Heinz, 2015).
From this perspective, the study aims to offer a different viewpoint for improving teacher education
programs. The findings obtained from the research can help evaluate educational policies and
contribute to future policies. Furthermore, identifying the commitment, teaching motivation, and
readiness levels of teacher candidates can assist in understanding the needs in these areas.

144



Tekin, Karatepe & Yanpar — Gukurova Universitesi Egitim Fakiiltesi Dergisi, 54(1), 2025, 140-173

Research Problems

1. What are the levels of Teaching Motivation, Commitment to the Teaching Profession, and
Readiness for Teaching among teacher candidates?

2. Is there a relationship between Teaching Motivation, Commitment to the Teaching Profession,
and Readiness for Teaching and their sub-scales among teacher candidates?

3. What is the YEM model established between Teaching Motivation, Readiness for Teaching, and
Commitment to the Teaching Profession?

Method
Research Model

This study utilizes a relational survey model. In a relational survey model, the relationship between
two or more variables is examined without any intervention in these variables. The focus of this model is
to investigate whether the variables change together and, if there is a change, how that change occurs
(Buyukoztirk et al., 2021; Seger, 2017). In this research, the relational survey model, one of the
guantitative research methods, is preferred to determine the level of readiness, teaching motivation,
and commitment of teacher candidates. Additionally, the relationships between readiness for teaching,
teaching motivation, and commitment to the profession are analyzed using Structural Equation
Modeling (SEM). SEM enables analysis of relationships between variables. One difference and advantage
of SEM over other methods is its capacity to estimate and test relationships between structures. Unlike
traditional regression models, SEM takes measurement errors into account and focuses on the degree
to which the observed and measured variables represent the underlying latent structure that is not
directly observable and measurable (Bowen & Guo, 2011).

Study Group

The study population consists of the final year students at Mersin University Faculty of Education
and the teacher candidates enrolled in Mersin University Pedagogical Formation Certificate Program
during the 2021-2022 academic year. The sample of the study consists of 607 teacher candidates
accessible from this population. The research sample was determined by the simple random sampling
method, which is one of the non-probability sampling methods. The simple random sampling method,
which gives an equal chance of selection to each sampling unit, is the best way to select a representative
sample (BUyukoztirk et al., 2021). The demographic characteristics of the study group are given in Table
1.

Table 1

Distribution of Study Group according to Demographic Variables

Variables F %
Female 436 74.9

Gender Male 146 25.1
Total 582 100
Pedagogical Formation 329 56.5

Program Type Education Faculty 253 43.5
Total 582 100

When the distribution of the study group is examined, it is seen that the number of female teacher
candidates is 436 (74.9%) and the number of male teacher candidates is 146 (25.1%) according to the
gender variable. According to the program type variable, 329 (56.5%) are studying in the pedagogical
formation program, while 253 (43.5%) are studying in the education faculty.
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Data Collection Tools

In the conducted study, 'Teacher Readiness Scale' developed by Yildirrm and Kalman (2017),
'"Teaching Motivation Scale' developed by Candan and Gencel (2015), and 'Teacher Professional
Commitment Scale' developed by Yildiz (2020) were used as data collection instruments. Permission was
obtained from the authors via e-mail for the use of all three scales. Additionally, a 3-item personal
information form was used to determine some demographic characteristics of teacher candidates.

Readiness for Teaching Scale: The scale consists of 20 items and four sub-dimensions developed by
Yildinm and Kalman (2017): effective learning environment, instructional design, techno pedagogical
competence and understanding the learner. The scale does not include negatively worded statements
and is designed in a five-point Likert format, with a scoring range of "1: Very inadequate, 5: Very
adequate". A minimum of 1 and a maximum of 5 points can be obtained from each item, and a
minimum of 20 and a maximum of 100 points can be obtained in total. It is thought that people who
score high on this scale have higher levels of readiness for the teaching profession than people who
score low. The Cronbach alpha reliability coefficient of the scale is 0.92, indicating a high level of
reliability.

Teaching Motivation Scale: The scale consists of 12 items and two sub-dimensions developed by
Candan and Gencel: intrinsic motivation and extrinsic motivation. The scale does not include negatively
worded statements and is designed in a six-point Likert format with a scoring range of "1: Strongly
disagree, 2: Disagree, 3: Somewhat disagree, 4: Somewhat agree, 5: Agree and 6: strongly agree". The
minimum score that can be obtained from the scale is 12, and the maximum score is 72. The motivation
level of those with high scores on this scale is higher than those with low scores. The Cronbach's alpha
reliability coefficient of the scale is 0.92, indicating a high level of reliability.

Commitment to the Teaching Profession Scale: The scale consists of 33 items and four sub-
dimensions developed by Yildiz (2020): professional identity, professional values, professional effort and
professional dedication. The scale does not include negatively worded statements and items 6, 12, 14
and 15 of the scale are scored in a five-point Likert format. The scoring range is “1: Strongly disagree, 2:
Disagree, 3: Neutral, 4: Agree, and 5: Strongly agree.” The highest score that can be obtained from the
scale is 165 and the lowest score is 33. A high score from this scale indicates a high level of commitment
to the teaching profession. The Cronbach's alpha coefficient of the scale is 0.93, indicating a high level of
reliability.

Data Collection and Analysis

The research data was collected from the final year students at Mersin University’s Faculty of
Education and teacher candidates who continue their education in Mersin University Pedagogical
Formation Certificate Program in the spring semester of the 2021-2022 academic year. The scales were
applied to the teacher candidates by the researchers in the classroom, and necessary information
regarding the research scope was provided before the distribution of the scales. It was stated that the
data collected would be used only within the scope of the research and the data was collected on a
voluntary basis. Teacher candidates were instructed to provide sincere and accurate answers to the
guestions in order for the data to be valid and reliable. The Readiness for Teaching Scale, Teaching
Motivation Scale, and Teacher Professional Commitment Scale were simultaneously applied in written
form in the research. Ethics committee approval was obtained for the conduct of the research.

After the data collection process of the research was completed, the data was analyzed with the
SPSS 25.0 package program and LISREL. The reverse items in the scales were corrected before the
analysis. Descriptive statistics and correlation was analyzed with the SPSS. Nonlinear relationships
between readiness for teaching, teaching motivation, and professional commitment were examined
with SEM and analyzed with the LISREL program.
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Limitations

This research is limited to final-year students studying at the Faculty of Education at Mersin
University during the spring semester of the 2021-2022 academic year, as well as students enrolled in
the Pedagogical Formation Certificate Program at Mersin University.

Findings
Findings related to the sub-problems of the research are included in this section.
Findings Related to the First Sub-Problem

The means of the subscales and the whole scale of the Teacher Readiness Scale for teacher
candidates are given in Table 2, the means of the subscales and the whole scale of the Teaching
Motivation Scale are given in Table 3, and the means of the subscales and the whole scale of the
Teacher Professional Commitment Scale are given in Table 4.

Table 2

Mean Scores of the Sub-dimensions of the Teacher Readiness Scale and the Overall Scale

Sub-dimensions N X Ss
Effective Learning Environment 582 4.07 .66
Designing the Teaching Process 582 4.19 .62
Techno pedagogical Competence 582 4.19 .65
Understanding the Learner 582 4.03 .70
Readiness for Teaching 582 4.12 .57

According to Table 2, it can be seen that the sub-dimensions of the Effective Learning Environment
dimension (x= 4.12, Ss= 0.66), the Instructional Process Design dimension (X= 4.19, Ss= 0.62), and the
Techno pedagogical Competence dimension (x= 4.19, Ss= 0.65) of the Teacher Readiness Scale of
teacher candidates are at a high level, while the Learner Understanding dimension (= 4.03, Ss= 0.70) is
at a slightly lower level. It is also observed that the overall average score of the scale is (X= 4.12, Ss=
0.57). Based on these results, it can be concluded that the teacher candidates' level of readiness for
teaching has been found to be high.

Table 3

Mean Scores of the Sub-dimensions of the Teaching Motivation Scale and the Overall Scale

Sub Dimensions and the Overall Scale N X Ss
Inner Motivation 582 3.91 .90
External Motivation 582 3.79 .97
Teaching Motivation Scale 582 3.85 .87

According to Table 3, it can be seen that the average of the sub-dimensions of the Teaching
Motivation Scale of teacher candidates indicates that the level of the Inner Motivation dimension (x=
3.91, Ss= 0.90) is at a higher level than the External Motivation dimension (x= 3.79, Ss= 0.97). The
general average of the scale is (x= 43.85, Ss= 0.87). Therefore, it can be said that the level of teaching
motivation of teacher candidates is at a high level.
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Table 4

Mean Scores of the Sub-dimensions of the Teacher Commitment Scale and the Overall Scale

Sub Dimensions and the Overall Scale N X Ss
Professional Identity 582 3.56 .88
Professional Values 582 4.47 .64
Professional Effort 582 4.09 .68
Professional Dedication 582 4.15 .66
Teacher Commitment Scale 582 4.07 .58

According to Table 4, it can be seen that the average of the sub-dimensions of the Teacher
Commitment Scale for teacher candidates is at the level of Professional Identity dimension (X=3.56, Ss=
0.88), at the level of Professional Values dimension (x= 4.47, Ss= 0.64), at the level of Professional Effort
dimension (Xx= 4.09, Ss= 0.68), and at the level of the last dimension, Professional Dedication (%= 4.15,
Ss= 0.66). The general average of the scale is at the level of (x= 4.07, Ss= 0.58). Therefore, it can be said
that teacher candidates have a high level of commitment to the teaching profession.

Findings Related to Second Problem

Pearson correlation analysis was performed in order to determine the relationships between teacher
candidates' teaching motivation scores, their scores on their commitment to the teaching profession
and their readiness to be a teacher, and the findings are given in Table 5.

Table 5
The Corelation Results between Teaching Motivation Scale, Teacher Commitment Scale, Teacher

Readiness Scale

Scale 1 2 3
Teaching Motivation Scale (1) 1

Teacher Commitment Scale (2) .509** 1

Teacher Readiness Scale (3) .303** .560** 1

Note: (1) Teaching Motivation Scale (2) Teacher Commitment Scale (3) Teacher Readiness Scale

A moderate positive and statistically significant correlation is found between teacher candidates'
teaching motivation and their commitment to the teaching profession (r= 0.509), as well as between
their commitment to the profession and their readiness for teaching (r= 0.560). Additionally, a moderate
positive and statistically significant correlation exists between their readiness for teaching and teaching
motivation (r= 0.303). The findings indicate a positive interrelationship among the three variables,
where an increase in one variable corresponds to an increase in the others. The correlations between
the sub-scales are detailed in Table 6.
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Table 6
Correlation Results between Sub-dimensions of Teaching Motivation Scale, Teacher Commitment Scale,

and Teacher Readiness Scale

1 2 3 a4 5 6 7 8 9 10
(1) 1M 1

(2) EM T37%% 1

(3)PI 603*%*  389%* 1

(4) PV 319%*  221%*  459%x 1

(5) PE ATA¥* 324%%  60A**  529** 1

(6) PD 417%%  283%*  5O0** 512**  699** 1

(7) ELE 319%*  212%%  31%*  324%%  496**  476%* 1

(8) DTP  .254%* 150%* 366%* .333** 513** 473%*x 729 1

(9) TC 280%* 197%* 333%*  281%*  45**  450%*  670%* 752%* 1

(10) UL .325%%  237%*  347%*  347*%*  469** 426** .680** .629** .625** 1

Note: (1) Inner Motivation (2) External Motivation (3) Professional Identity (4) Professional Values (5)
Professional Effort (6) Professional Dedication (7) Effective Learning Environment (8) Designing the Teaching Process
(9) Technopedagogical Competence ( 10) Understanding the Learner

When the table is examined, positive and moderate relations were determined between the sub-
dimensions. When we look at the high relationships between these relationships, we found
relationships at the level of (r= .603) between Inner Motivation and Vocational Identity, between
Vocational Effort and Designing the Instructional Process (r= .513), and between Vocational Effort and
Effective Learning Environment (r=.499).

Findings Related to Third Problem

The findings related to the sixth sub-problem of the study are as follows: The YEM model established
between Teaching Motivation, Readiness for Teaching, and Commitment to the Teaching Profession has
been examined. The following hypothesis was tested to establish this model:

Hypothesis: There is an equality model between Teaching Motivation, Readiness for Teaching, and
Commitment to the Teaching Profession.

Figure 1
Prediction Values For The Model
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Figure 2
T-Values For The Model
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Chi-Square=126.47, df=32, P-value=0.00000, RMSEA=0.074

Table 7

Fit Values for the Model
x2/df RMSEA NFI NNFI CFI IFI RMR GFI
126.47/32= 395 0.074 0.98 0.98 0.99 0.99 0.024 0.95

When the model is examined, it is found that Teaching Motivation, Readiness for Teaching
Profession, and Commitment to Teaching Profession positively predict Teacher Commitment. Teaching
Motivation explains Teacher Commitment at a level of 0.39, while Readiness for Teaching Profession
explains it at a level of 0.56. When the t-values of the model are examined, it is seen that the parameter
values are significant at the 0.01 level due to exceeding 2.56. When the fit indices of the model are
examined, it is seen that the x? value is 126.47 and df value is 32. Dividing these values gives a ratio of
x%/df= 3.95. When evaluated according to the x?/sd ratio (x2/sd= 126.47/32= 3.95), it can be said that
the fit is good. The RMSEA value for this model is 0.074, and the other fit indices are NFI= 0.98, NNFI=
0.98, CFI=0.99, IFI= 0.99, RMR= 0.024, and GFl= 0.95.

As a result of the obtained findings, it is seen that the relationships between Readiness for Teaching
Profession, Teaching Motivation, and Commitment to Teaching Profession are significant, and the
hypothesis is confirmed. Based on this, the regression equation established for the model is as follows:

Teacher Commitment = 0.56 Readiness for Teaching Profession + 0.39 Teaching Motivation.

Discussion & Conclusion
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The levels of readiness for teaching, motivation for teaching, and commitment to the profession of
teacher candidates who were receiving education in different programs have been examined in the
study. The results indicate that teacher candidates exhibit high levels of readiness for teaching, teaching
motivation, and commitment to the profession. Girgin and Akcanca (2021) found that the level of
readiness for teaching of teacher candidates was at a moderate level in their study with pre-school and
class teaching candidates. Ozkan (2012) concluded that teacher candidates love the teaching profession
and have a high level of commitment in the study conducted with teacher candidates in the formation
program. Altinkurt et al.(2014) found in their study that the motivation of formation students towards
the teaching profession was high. Paulick et al.(2013) highlight the impact of the motivation for teaching
of teacher candidates on teaching practices through achievement goals and thus on student
achievement. Jepson and Forrest (2006) found out in their study that as professional commitment
increases, perceived stress decreases while emphasizing the importance of professional commitment
level in teachers. Ye et al.(2022) found meaningful relationships between teacher candidates' self-
perceived high level of motivation and significant relationships between teaching motivation and
teacher ethics in their study with teacher candidates. In the study conducted by Akdemir (2019), the
level of readiness for teaching of teacher candidates was found to be at a sufficient level. In addition,
while no differences were found in the levels of readiness according to gender, differences were found
according to departments and class levels. Polat et al.(2022) found a high level of commitment to the
teaching profession in their study with class teachers. Aytag (2021) states in their study that teachers
have a high level of intrinsic motivation and an average level of extrinsic motivation.

Gok and Atalay Kabasakal (2019) found that attitudes towards the teaching profession have a
significant impact on self-efficacy belief and teaching motivation, with the highest correlation being
between intrinsic motivation and attitude, while the lowest correlation is between self-efficacy and
motivation. Akhan and Kaymak (2021) observed that teaching motivation is moderately related to
teaching self-efficacy beliefs. Pelletier and Rocchi (2016) highlighted that teachers with low motivation
may undermine students' motivation, emphasizing the importance of having both intrinsic and extrinsic
motivation for the quality of the teaching process. Dikmen (2021) demonstrated that internal and
external sources of motivation influence the teaching motivation of teacher candidates. Ada et al.
(2013) found similar results, indicating that the love for the teaching profession and the desire to teach
are the primary factors that increase teacher candidates' intrinsic motivation. Kula (2022) found a
significant positive relationship between teacher candidates' teaching self-efficacy beliefs and teaching
motivation. Gliin and Turabik (2019) concluded from their study with teacher candidates that teacher
identities play a significant role in teaching motivation. Yau (2010) showed that teachers' motivation is
related to remaining in the teaching career, with teachers placing more importance on intrinsic factors
in teaching motivation. Liu and Onwuegbuzie (2014) stated that motivation is a significant predictor for
entering the teaching profession, with internally motivated teachers experiencing higher job
satisfaction. Additionally, a positive relationship was found between job satisfaction and motivation.
Ayik and Atas (2014) found in their study on teacher candidates' attitudes towards the teaching
profession that positive attitudes increase teaching motivation and positively predict both intrinsic and
extrinsic motivation.

Aynas and Sevmis (2024) found a low level of positively correlated relationship between teacher
candidates' readiness levels for the profession and their attitudes towards the profession. Aksoy et
al.(2022) discovered a high level of positive relationship between teacher candidates' self-efficacy
beliefs and their readiness levels for the profession. Raziq and Lane-Krebs (2021) as well as Bozpolat
(2016) emphasized the importance of motivation for the teaching profession and revealed it as a strong
predictor for job satisfaction. Buri¢ and Moe (2020) demonstrated in their study that teachers' positive
emotions directly and indirectly influence their self-efficacy and job satisfaction. Unal and Giil (2020)
indicated in their study that life satisfaction, job satisfaction, and the sense of meaning in life
significantly predict commitment to the profession. Aydemir (2021) identified a moderately positive
relationship between teacher candidates' attitudes towards the profession and their teaching
motivation. Bishay (1996) revealed in their study that teachers enjoy teaching and are primarily
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motivated by their love for teaching. Kirdék and Doganiilkii (2018) examined the personality traits
predicting teachers' commitment to the profession and found that the most important predictor of
commitment to the profession is positive responsibility and openness to experience, while emotional
instability is a negative predictor.

Mokhtar et al. (2023) found through structural equation modeling that self-efficacy significantly
mediates the relationship between teachers' commitment and job satisfaction, and both teachers'
commitment and self-efficacy have significant and direct effects on job satisfaction. Another study using
structural equation modeling (Cinar, 2016) indicated that teachers' intrinsic and extrinsic motivations
positively influence each other, and an increase in teachers' intrinsic and extrinsic motivations leads to
an increase in their emotional, continuous, and normative commitments to their organizations. Merig
and Erdem (2020) revealed in their study that there is a moderate positive relationship between
teachers' perceptions of job characteristics and professional commitment, organizational commitment,
and student commitment, and sub-dimensions of job characteristics such as teacher competencies,
teacher performance feedback, and teacher autonomy are significant predictors of professional
commitment. Ozcan (2020) demonstrated in their study that there is a moderate and positive
relationship between teacher candidates' attitudes towards the teaching profession and their readiness
levels for the profession.

Osiesi et al.(2022) concluded that teacher commitment and positive attitudes significantly affect
teachers' teaching competence in the result of their study. In his research, Polat (2022) noticed that
teacher candidates' readiness levels for teaching and their attitudes towards the teaching profession
directly lead their willingness to take part in educational institutions. As a consequence of the study, it
was found out a positive and significant link between levels of readiness for teaching, attitudes towards
the teaching profession, and perceptions of organizational attractiveness. Roths et al. (2007) asserted in
their study that the commitment of graduates of teacher training programs is strongly related to their
entry into the teaching profession.

In their study, Kirba¢ and Kaya (2023) identified a significant positive relationship between teachers'
teaching motivation and their professional commitment. The research conducted by Séner et al. (2024)
revealed that teachers' professional motivations significantly predicted their career adaptability levels.
Huang et al.(2023), utilizing Structural Equation Modeling, found that teacher candidates' teaching
motivations and constructivist teaching beliefs positively influenced their readiness for the teaching
profession. Pan (2023) examined the factors affecting teachers' professional commitment in his study.
His research using Structural Equation Modeling indicated that professional preparation and
professional development experiences positively influenced teachers' commitment to their profession.
Atik and Celik (2021) established a Structural Equation Model to explore the relationships between
academic motivation, academic success, and burnout among teacher candidates. The findings
demonstrated that academic motivation directly and negatively affected burnout, while it positively
influenced student engagement.

In conclusion, this study revealed that the levels of teaching motivation, commitment to the teaching
profession, and readiness for teaching among students of educational faculties and pedagogical
formation programs are high. Additionally, it highlighted that there are significant relationships among
readiness for teaching, teaching motivation, and commitment to the teaching profession. The findings of
this research align with similar studies in the literature, where teacher candidates and teachers
generally exhibit high levels of readiness for teaching, teaching motivation, and commitment to the
teaching profession, indicating a relationship among these variables. Some studies have also established
that intrinsic motivation, self-efficacy beliefs, and positive attitudes toward the profession influence
professional commitment and motivation. Commitment to the teaching profession, teaching motivation,
and readiness for teaching not only enhance the quality of teaching processes but also positively impact
job satisfaction and achievement goals. Research indicates that teacher training programs should focus
on increasing teacher candidates' motivations and strengthening their commitment to the profession.

Recommendations for Practice
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Collaborative projects can be developed with faculty members at universities to maintain
high levels of motivation, professional commitment, and teaching motivation among
teacher candidates, with incentives provided through reward systems.

Group workshops can be organized by selecting students from different departments and
levels within the Faculty of Education. Regular sharing of experiences can diversify insights
and strengthen motivation and commitment.

In-service training programs can be organized for newly appointed teachers to support their
continuous professional development.

Policies can be developed to make the teaching profession more attractive, and standards
and conditions of the profession can be improved.

To ensure preparedness for the teaching profession, experiential learning courses can be
added to the curricula of faculties of education and other teacher training programs, and
new strategies can be developed to foster teaching motivation.

Recommendations for Research

1.

In this study, the sample group consisted of students from the Faculty of Education and
those enrolled in the pedagogical formation program at Mersin University. The study could
be expanded to include teacher candidates from other provinces outside Mersin.

The study can also be applied to teachers who are already in the profession, in addition to
teacher candidates.

This research investigated the levels of commitment to the teaching profession, teaching
motivation, and preparedness for the profession among teacher candidates, and examined
the relationships among these variables. Future studies could include independent variables
and be conducted anew.

Given the multidimensional nature of the variables of commitment to the teaching
profession, teaching motivation, and preparedness for the profession discussed in this
study, a mixed-methods research could be conducted to include teacher candidates'
experiences, opinions, problems, and proposed solutions regarding these topics.

The variables of commitment to the teaching profession, teaching motivation, and
preparedness for the profession can be evaluated within the framework of personality
theories, and the impact of teacher candidates' psychological resilience on these variables
can be examined.

Author Contributions

The introduction part of the research was created by the first author. The method and findings
section was written by the second author. The results and discussion section was created by the third
author. All authors have read and approved the final version of the study.

Ethical Declaration

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

The purposes and procedure of the current study were granted approval from the ethical committee
of the Mersin University. (Session Date: 10 May 2022; Session Number: 184).

Conflict of Interest

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

153



Tekin, Karatepe & Yanpar — Gukurova Universitesi Egitim Fakiiltesi Dergisi, 54(1), 2025, 140-173

Turkge Suriimii

Giris

Egitim c¢ok yonlu bir etki alanina sahip fenomen ve dinamik bir olgudur. Bircok islevi icinde
barindiran egitim; insanin insanlagsma surecini sagladigi gibi toplumsal ve ekonomik kalkinmanin,
toplumsal yasami degistirmenin de itici bir glicii olarak yasamin her alanini etkilemektedir (Yilmaz &
Sarpkaya, 2010). Egitim insanin dogumundan 6limine kadar siiren komplike bir sirectir ve genel
anlamda insanlarin ve toplumlarin gelisip ilerleyebilmesi egitim yoluyla saglanmaktadir. Egitimin
glnlimiz sartlarinda temel islevlerinden birisi bireyleri 21. yizyilin gerektirdigi bilgi ve becerilerle
donatip yasadigl topluma ve ¢agdas diinyaya uyum saglayan, kendini yenileyen, acgik fikirli, elestirel
disunen, Uretken, yaraticl ve nitelikli bir sekilde topluma kazandirmaktir. Egitim sistemi 6gretmenler,
ogrenciler, veliler, yoneticiler ve politika yapicilar gibi bircok 6geyi icermektedir (Dadandi vd., 2016).
Egitimin bahsedilen islevinin yerine getirilmesinde ise en 6nemli 6ge kuskusuz 6gretmenlerdir. Egitim,
bireyleri topluma kazandirirken, 6gretmenler bu kazanim siirecinin temel rehberleri olarak hem bilgi
aktariminda hem de 6grencilerin kisisel gelisiminde aktif rol oynamaktadirlar.

insanlarin var oldugu ilk giinden beri siiregelen &gretme isi, toplumsal is bélimiiniin artmasiyla
beraber bir is, ugrasi alani olarak ortaya c¢ikmis ve 6gretmenlik meslegi dogmustur (Celik,2010).
Ogretmenlik meslegi, 1973 tarihli 1739 sayil Milli Egitim Temel Kanunu“nda sdyle tanimlanmistir:
“Ogretmenlik; devletin egitim, dgretim ve bununla ilgili 6gretim gorevlerini Gizerine alan 6zel bir ihtisas
meslegidir’. Ogretmen; bireyi ailesi, cevresi, tlkesi icin daima yararli ve iretken olarak yetistiren kisidir,
dgretmenlik meslegi iyi bir insan ve iyi bir vatandas yetistirme sanatidir(Vural,2004). Ogretmen hem
0grenmeyi hem 0grenmeyi 6grenmeyi hem bilgiden yararlanmayl hem de bilgiden bilgi elde etmeyi
kilavuzlayan kisidir (Ozyilmaz, 2021). Atatiirk’in “irfan ordusu” olarak nitelendirdigi 6gretmenler,
ogrencilerin 6grenme siirecine rehberlik ederken ayni zamanda bir nesle de yon vermektedir. Henry
Ward “Bir 6gretmen sonsuzlugu etkiler, bu etkilerinin nerede son bulacagini da asla bilemezler.” s6ziiyle,
ogretmenlerin gelecek nesiller igin Gnemini vurgulamistir. Bireylerin yetistirildigi egitim slrecinde fiziki
kosullar, materyaller, programlar gibi unsurlarin 6tesinde belirleyici ve yénlendirici olan 6gretmenlerdir
(Karatas, 2020).

Toplumlar i¢in 6nemi ¢ok fazla olan 6gretmenlik meslegi 6zel uzmanlik ve beceri gerektirdiginden
bu meslege giren insanlarin da rol ve sorumluluklarini yerine getirebilmesi icin kaliteli bir egitim alip
yetkinliklere sahip olmasi gerekmektedir (Sisman,2000). Yetkinlikler genel olarak meslekte en iyi
performansin elde edilmesi icin gerekli ve belirleyici olan bilgi, beceri, tutumlar kapsar. Milli Egitim
Bakanligi (2017) tarafindan belirlenen 6gretmenlik meslegi genel yeterlikleri; “Mesleki Bilgi”, “Mesleki
Beceri” ve “Tutum ve Degerler” olmak Uzere birbiriyle iliskili G¢ yeterlik alanindan olusur ve bu
yeterliklerin 65 gdstergesi bulunmaktadir. Ogretmen adaylarinin mesleklerine ait davranis degisikliklerini
bilissel, duyussal ve davranissal alanda olusturmalar acisindan aldiklari egitim 6nemlidir (Karakaya
vd.,2019).

Nitelikli 6grenci yetistirmede ve nitelikli okul giktilarinda 6gretmenin 6zellikleri ve egitim slirecinde
kazandiklari yeterlikler 6n plandadir. Ogretmenlige baslamadan &nce alinan egitimde adaylar hem pratik
hem teroik bilgileri 6grenir ve meslege hazir hale gelir. Ogretmenlerin kaliteli bir egitim sunmalari icin
kaliteli bir egitim almalar gerekmektedir. Ogretmen egitimi yalnizca teorik bilgiyi icermekten ziyade
daha kapsamli ve sinif icinde uygulamali deneyimler edinmesine olanak saglamalidir(Hollins,2011)
bdylece meslege daha hazir hale gelirler. Ogretmeye hazir olma kavrami dgretmen adaylarinin bu
siirecte sahip oldugu yetkinlik ve yetenekleri ifade eder. Ogretmenlige hazirligi gelistirmek hizmet éncesi
ogretmenlerin profosyonellesmesinin 6nemli bir parcasidir (Huang vd., 2023) ancak bu vyeterliliklerin
kazanilmasi dgretmen adaylarinin cabasi olmadan miimkiin degildir. Ogretmen adaylarinin 6gretmenlik
meslegine yonelik hazir bulunusluk dizeyleri veya kendilerini bu is icin hazir hissetmeleri onlarin
kariyerinde karsilastiklar zorluklarla ne kadar iyi bas edeceklerini ve basar dizeylerini belirler. Bu
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noktada, 6gretmen adaylarinin aldiklari egitim, onlarin gelecekte meslekte karsilasacaklari zorluklarla
basa cikabilme vyetilerini gliclendirirken, ayni zamanda mesleki performanslarini da olumlu yonde
etkileyecektir.

Ogretmen adaylarinin kendilerini meslege hazir hissetme diizeylerinin belirlenmesi hem 6gretmen
programlarinin gliclenmesi icin hem de meslege yeni baslayacak 6gretmenlerin destege ihtiya¢ duydugu
konularin belirlenmesi icin 6nemlidir. Boylece 6gretmenlere mesleki agidan daha fazla katki saglanabilir.
Ogretmenlerin hazir olma diizeylerinin belirlenmesi, kendilerini hazir hissetmedikleri alanlarla ilgili
ivilestirmeler yapilmasi icin gereklidir (Yildinnm & Kalman, 2017). Ogretmenin gelisimi ve basarisi egitim
sistemi icerisinde 6grenci basarisini da dogrudan etkiler. Ogretmenlerin kendilerini meslege hazir
hissetmeleri rol ve sorumluluklarinin farkina varip rollerine uygun davranmalarina da katki saglar.

Ogretmenlik ayni anda bircok rolii icinde barindiran bir meslektir. Ogretmenin rolleri ve
sorumluluklar konusunda ¢ok c¢esitli siniflamalar mevcuttur. Bu rol ve sorumluluklar genel olarak;
egiticilik, yoneticilik, liderlik, dgreticilik, rehberlik, girisimcilik olarak siralanabilir. Ogretmenlerin dgretim
surecindeki basari ve basarnisizligin cogu bu rol ve sorumluluklari yerine getirip getirmedigi ile ilgilidir.
Ogretmenlerin temel rolii olan 6greticilik rolii; grenci beklenti ve gereksinimleri géz éniine alinarak
O0gretme-6grenme siirecini gerceklestirebilme, 6grencilerin kazanmasi gereken bilgi ve becerileri
kazandirma roliidiir (Celep, 2005; Siinbiil, 1996). Ogretmen bilgi aktaricisi roliiniin yaninda égrencilerin
bilissel ve sosyal gelisimini de destekleyerek 6grenme ortamini yonetmeli, 6gretim kalitesini artirmalidir
(Darling Hammond,2010). Ogretmenlerin yeterliliklerin yani sira gesitli duyussal ézellikleri de siireci
etkilemektedir. Ogretim siirecinin etkili ve verimli bir sekilde yiirimesini saglayan égretmenlerin yaptigi
isi benimsemesi, meslegini sevmesi, gelisim icin caba gostermesi ve bu is icin motivasyonlarinin yiiksek
olmasi gerekmektedir. Egitim zor ve talepkar bir kariyerdir ve bu nedenle meslegin getirdigi zorluklari
hafifletmek icin meslege bagllik ve motivasyon oldukca gerekli unsurlardir. Egitimcilerin verimliligi ve
etkililigi bu yapilar tarafindan belirlenir ve bir biitin olarak 6gretim isinin kalitesini belirler (Ma,2022).

Ogretmen &grencilerin duygularini etkiler. Ogretmen &gretme isini sevmiyorsa, dgrenciler de
aldiklari egitimi sevmezler. Ancak 6gretmen isini sevdiginde, 6grenciler de aldiklar egitimi severler.
Ogretmenin meslegini sevmesini saglayan faktérlerden biri de motivasyon olarak belirlenmistir (Canl &
Karadag, 2021).08retme motivasyonu kisaca iyi 6gretim isiyle mesgul olma istekliligi ve arzusu olarak
tanimlanabilir (Michaelowa, 2002). Motivasyon 0Ogrenme, etkin calisma ve potansiyeli gelistirme
enerjisini icinde barindirirken ayni zamanda ilgi ve zevk almada da biyik rol oynar. Her birey 6gretme
icin benzer seklide motive olmaz. Bireyleri 6gretmenlige ceken faktorleri, derslere olan ilgilerini ve
faaliyetlere katilma siiresini motivasyonlari belirler (Sinclair, 2008).

Motivasyonda icsel ve dissal faktorler etkilidir. Ogretmeye karsi dissal motivasyona sahip bireyler
odiul beklentisi icinde olup disardan gelen etkileri dnemsemektedir. Buna karsin igsel 6gretme
motivasyonuna sahip 6gretmenler ise 6dil beklentisi olmadan daha sabirli ve kisisel doyum odakli
islerini stirdarirler. Ornegin dgretmenlik meslegini maasi icin secenler dissal olarak motive edilmistir
(Kauffman vd., 2011). Ogretmenlerin bazilari enerjik olarak ise giderken bazilarinin bu enerjiyi
gostermemesi ve gerekenden daha az sey yapiyor olmasi onlarin motivasyonlariyla ilgilidir.
Ogretmenlerin motivasyonunun yaptiklari isin kalitesinde, ise ayirdiklari zamanda ve ¢alisma isteklerinde
etkili oldugu ifade edilmektedir (Owens, 1998; akt. Candan & Gencel, 2015).

Bireylerin 6gretmeyi secme ve Ogretmeyi stirdirme konusundaki igsel degerlerinden kaynaklanan
nedenleri ile dgretmeye yonelik gdsterilen caba, motivasyonun yogunlugunu ifade eder. Ogretmen
motivasyonu, 6grenci motivasyonu ve 6gretimin etkili olmasi icin kilit noktadir (Han & Yin 2016). Egitim
surecinin direklerinden biri olan 6gretmenlerin motivasyonlari, 6gretimin kalitesini direkt olarak
etkileyen bir olgu olmakla beraber 6grencilerin motivasyonlar Uzerinde de etkili rol oynamaktadir.
Ogrencileri 6grenme 6gretme siireci icin motive etmek ancak motive olmus 6gretmenlerle mimkiin
olacaktir (Viseu vd., 2016).

Ogretmenler; kendisini gelistirmeye istekli olmali, yaratici ve yararli olma istegi artmali, sinif
icindeki etkinliklerini cesitlendirerek 6grencilerin Ust diizey disinme becerilerini gelistirmeli ve
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Ogrencilerin ilgi, istek ve hazirbulunusluk diizeylerini géz oOniine alip 6gretim siirecini yasamla
bitinlestirmelidir (Vural, 2004). Ogretmenlerin mesleki gelisim gdsterme cabalarinin onlarin égretme
motivasyonundan etkilendigi belirtilmistir (Watt & Richardson, 2007).

Gorev ve sorumluluklarini eksiksiz yerine getirseler bile 6gretmenlerde motivasyonun olmamasi,
egitim slrecinin sekteye ugramasina ve 6grencilerin gelisiminde dnemli eksikliklerin ortaya ¢ikmasina
sebep olmaktadir. Motivasyonun birgok olumlu etkisinin yani sira 6gretmenlerin motivasyonlarinin st
diizeyde olmasi kendilerini meslege adamalarini saglamaktadir (Celik, 2003; akt. Ahraz, 2021). Ogretmen
motivasyonu Ogretimin  kalitesini dogrudan etkilemektedir. Bundan dolayi 6gretmenlerin
motivasyonunun arttirlmasi hem 6gretmenlerin hem de 6grencilerin basarisina katkida bulunacaktir
(Bess,1977). Ogretmenlerin egitim sistemi icinde aktifligi, dgretme ydntemleri, kullandiklari araglar,
ogrencilerine yaklagimlari i¢sel olarak mesleklerine olan baghliklarindan etkilenir. Baghlik bir meslek igin
oldukca 6nemli bir dzelliktir ve 6gretmenlik meslegi icin biiylk bir ihtiyactir. Ogretmenlerin kisisel ve
profosyonel gelisimlerini strdirmeleri, mesleki baghhklarini korumada 6nemli bir etkendir (Day & Gu,
2009). Kendini meslegine adamis, meslegine icten bagh olan bir 6gretmen her zaman yeni fikirlerle
dgrencilerine katkida bulunmanin yollarini arar. Ogrenme ve 6gretme konusunda tutku ve heyecana
sahiptir. Bu durum 6grencinin akademik basarisi ve kisisel gelisimine dogrudan etki eder. Ogretmenlerin
degisen ve gelisen diinyada ¢agin ihtiyaglarina gore kendilerini ilerletmeleri, kendisinin, 6grencilerin,
egitim kurumunun basarisini saglamak yine mesleki baglihk gerektirir. Heyecani, 6zverisi, motivasyonu
ve bagliliklar sayesinde fark yaratarak yenilik¢i bir perspektif kazanacaklardir (Celik & Yildiz,2017).

Mesleki bagllik, ogretmenleri islerine yonelik motive eden, etkililik dizeyini arttiran ve
memnuniyetlerini saglayan énemli bir unsurdur. Mesleklerine bagl olan insanlar iginde bulunduklari
kurumun amaclarina ve degerlerine yiksek diizeyde inang gostererek gorevini yapmaya yogun c¢aba sarf
eder. Mesleki baghlk ile kisi kendisini galistigi kuruma ait hissederek ylksek performans gosterir.
Meslegini benimseyen, bu meslegin bir Uyesi olmaktan gurur duyan ve ayni zamanda mesleki etik
degerlere 6nem veren 6gretmenler meslegin temel niteliklerine sahiptir. Yaptig isi 6nemser, mesleki
gelisimi icin ¢aba harcar ve meslegi ile ilgili degerlere sahip olur (Yildiz, 2020).

Yiksek diizeyde baglilik gosterenler meslegin ekonomik boyutundan ¢ok anlamina odaklanirlar ve
icsel olarak glidulenirler. Bunlar meslegi yapmanin kendisi ve getirdigi basarili sonuglardir (Vural, 2004).
Ogretmenlerin mesleklerine olan baglilig, islerine yansittiklari 6zveri ile ve algilar ise iliskilidir. Ayrica
icsel baglilik gosterenlerin mesleki tatmin dizeyi yiuksek ve meslekte kalma sireleri uzundur (Watt &
Richardson, 2008). Meslegine bagl olmayan 6gretmenler islerine basarisiz olmakla beraber meslegini bir
gelir kaynagi olarak goéren ve meslegini sevmeyen bireylerin meslegi icra etmesi, 6zellikle de 6gretmenlik
gibi etkisi cok yonli olan bir meslegin gelecegi bakimindan tehdit olusturabilir. Clnkii meslegini
sevmeyen bir kisinin meslegin gerekliliklerini basarili olarak yerine getirmesi mimkiin olmayacaktir
(Ozogul & Ege, 2018; akt. Yildiz, 2020). Meslege bagli olan birey kendisine yiiklenen rolleri en iyi sekilde
yerine getirmeyi amaclar. Etkili ve 6zverili bir 6gretmen bir bitlin olarak 6gretmenlik mesleginin tim
unsurlarina bagh olmasi gerekmektedir. Meslegin ilkelerini ve gerekliliklerini benimser, kurallara ve
dizenlemelere uyar, 6nceligi her zaman 6grencilerden yanadir ve onlarin ilgi, ihtiya¢ ve isteklerine
oncelik verir. Bos zamanlarinda 6grencilere yardimci olur ve onlari hem bilgisel hem kisisel yonden
gelisimine katki saglar. Kendilerini de sirekli 6grenmeye verirler ve 6grenme icin firsatlari
degerlendirmeye kararli olurlar (Butucha, 2013; akt. Kozikoglu & Ozcanli, 2020). Motivasyon ve baglilik
ogretmenlerin kariyerlerinde basarili olmalarinda ve 6gretimin kalitesinde belirleyici unsurlardandir (Han
& Yin, 2016; Hong, 2012; Ryan & Deci, 2000). Ogretmenlerin meslegine olan bagliliginin artmasi onlarin
0z yeterligini gelistiren unsurlardandir. Baglihgi ve 6z yeterligi yliksek olan 6gretmenleri sinif yonetimi,
o0gretim uygulamalari ve 6grenci basarisina daha ¢ok giiven duymaktadir (Chesnut & Burley, 2015).

Turkiye’de 6gretmen yetistirme ve istihdam gorevi 1982 yilina kadar Milli Egitim Bakanlig
tarafindan yapilmaktaydi. 1982’de YOK yasasi ile 6gretmen yetistiren yiiksekdégretim kurumlarinin tima
YOK’Gin denetim ve godzetimindeki (iniversitelere baglandi. Béylece 6gretmen yetistirme goérevi
Universitelere verilmis oldu (Ozyilmaz,2021). Ogretmen ihtiyacini karsilamak icin yapilan cesitli
uygulamalar ve izlenen politikalar 6gretmen acgigini gideremedigi icin farkli zamanlarda egitim fakdltesi
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mezunu olmayanlarin da 6gretmen olabilmesi igin ¢esitli sertifika programlari agilmistir (Dindar &
Karaca, 2013). Pedagojik formasyon egitimi sertifika programina iliskin cerceve usul ve esaslar YOK
tarafindan 20.02. 2014 tarihinde gelistirilmis ve son giincelleme 27.09.2021 tarihinde olmustur
(YUksekogretim Kurulu, 2021). Toplumun gelecegi icin dnemi Ust diizeyde olan 6gretmenlerin bu iki farkl
O0gretmen yetistirme uygulamasi sonucunda meslege iliskin yeterlikleri, duygu, diisiince ve davranis
egilimleri tam olarak kestirilememektedir. Mesleklerine bagli, 6gretme motivasyonuna sahip ve meslege
hazir olan 6gretmenler hem meslegin hem de egitimin kalitesini arttirarak tlkeye her anlamda katki
saglayacaktir.

ilgili alanyazin incelendiginde dgretmen yetisrime programlari ve dgretmen adaylari ile ilgili pek cok
¢alisma vyapilmistir. Ancak egitim fakiltesi Ogrencileri ile pedagojik formasyon 06grencilerinin
O0gretmenlige hazir olma, 6gretme motivasyonu ve 6gretmenlik meslegine baghliklarini inceleyen ve bu
degiskenler arasindaki iliskive odaklanan bir calismaya rastlanmamistir. Ornegin; Ulubey ve digerleri
(2018) pedagojik formasyon egitimi sertifika programinin 6gretmen kimligi Gzerindeki etkisini, Bakag ve
Ozen (2017) pedagojik formasyon 6grencilerinin meslege yoénelik tutumlar ile 6zyeterlik inaglari
arasindaki iliskiyi, Altinkurt ve digerleri (2014) pedagojik formasyon 06grencilerinin meslege yonelik
motivasyonlarini, Karakaya ve digerleri (2019) Og8retmen adaylarinin 6gretmenlige hazir olma
dizeylerini, Dikmen ve Tuncer (2021) 6gretmen adaylarinin depresyon dizeyleri, 6gretme
motivasyonlar ve 0Ogretmenlik meslegine karsi tutumlarini Akhan ve Kaymak (2021) 6gretmenlik
uygulamalarinin 6gretme motivasyonundaki etkisini, Boran ve Yelken (2018) egitim fakdltesi ile
pedagojik formasyon 6grencilerinin etkili 6gretmenlik dizeyleri ve mesleki duyarliklarini incelemistir.
Gun ve Turabik (2019) 6gretmen adaylarinin 6gretme motivasyonlari ile benlikleri arasindaki iliskiye
odaklanmis, Patrick ve digerleri (2023) yayinladig raporda 6gretmen yetistirme siregleri ele alinmis ve
ogretmenlerin hazir olma durumlarinin kalitesini etkileyen faktorleri incelemistir. Benzer sekilde Wilson
ve Kelley (2022) yayinladigl raporda 6gretmen yetistirme sireglerini ele alirken 6gretmen adaylarinin
niteliklerini kapsamli sekilde incelemistir. Cimen (2016) pedagojik formasyon 06grencilerinin iletisim
becerileri ve mesleki motivasyonlarinin meslege iliskin tutumlarini yordama durumunu incelemistir.
Karakis (2021) 6gretmen adaylarinin mesleki bagliliklari, kariyer gelistirme istekleri ve meslege yonelik
motivasyonlari arasindaki iliskiyi incelemistir. Heinz (2015) 6gretmen adaylarinin 6gretmenlik meslegini
segme motivasyonlarini ve bu meslege olan baghhk dizeylerini, Mossafaie ve digerleri (2024) ise
ogretmenlerin Ozyeterligini inceleyen calismalari derlemistir ve 6gretme motivasyonunu o6zyeterlik ile
baglantili bulmustur. Kirbag ve Kaya (2023) o6gretmenlerin O6gretme motivasyonlari ile mesleki
adanmugliklar arasindaki iliskiyi, Huang ve digerleri (2023) hizmet 6ncesi donemde 6gretmeye hazir olma
ve Ogretme motivasyonunun etkisini incelemistir. Yapilan c¢alismalara bakildiginda bu degiskenler
arasindaki iliskiye odaklanip Yapisal Esitlik Modellesi kurulan bir ¢alismaya rastlanmamistir. Bu calisma
literatlirdeki bu boslugun doldurulmasina katki saglayacaktir.

Arastirmanin Amaci ve Onemi

Bu calismada farkli iki program tiriinde yetisen 6gretmen adaylarinin 6gretmenlige hazir olma
dizeyleri, 6gretme motivasyonlari ve 6gretmenlik meslegine bagliliklari incelenerek bu degiskenler
arasindaki iliskinin ortaya cikarilmasi amagclanmistir. Ayrica 6gretmenlige hazir olma, 06gretme
motivasyonu ve 6gretmenlik meslegine bagllik arasindaki iliskiyi aciklayan Yapisal Esitlik Modeli (YEM)
kurulmustur. Boylece 6gretmen adaylarinin mesleki gelisimlerini saglayan degiskenlerin derinlemesine
incelenmesi hedeflenmistir. Ogretmen motivasyonu ve meslege baglilik ve dgretmenlerin hazir olma
dizeyleri egitim sisteminin ve 6grencinin akademik basarisi ile dogrudan baglantilir (Boyd vd., 2007;
Heinz, 2015). Bu agidan bakildiginda calisma 6gretmen egitimine yonelik programlarin iyilestirilmesinde
farkh bir bakis acisi kazandirmayi amaclamistir. Arastirma kapsaminda elde edilen bulgular sayesinde
egitim politikalari degerkendirilebilir, gelecekteki politikalara katki saglayabilir. Ayni zamanda 6gretmen
adaylarinin meslege bagliliklarinin, 6gretme motivasyonlarinin ve meslege hazir olma dizeylerinin
belirlenmesi bu niteliklerdeki ihtiyaclari anlamaya yardimci olabilir.

Arastirmanin Problemleri
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1. Ogretmen adaylarinin Ogretme Motivasyonu, Ogretmenlik Meslegine Baglliklari ve
Ogretmenlige Hazir Olma durumlari ne diizeydedir?

2. Ogretmen adaylarinin Ogretme Motivasyonu, Ogretmenlik Meslegine Baglliklari ve
Ogretmenlige Hazir Olma durumlari arasinda iliski var midir?

3. Ogretmen Motivasyonu, Ogretmenlige Hazir Olma ve Ogretmenlik Meslegine Baglilik arasinda
kurulan YEM modeli nasildir?

Yontem
Aragtirma Modeli

Bu arastirmada iliskisel tarama modeli kullanilmaktadir. iliskisel tarama modelinde iki ya da daha ¢ok
degisken arasindaki iliskinin herhangi bir sekilde bu degiskenlere midahale edilmeden incelendigi
arastirmalardir. iliskisel tarama modelinde, degiskenlerin birlikte degisip degismedigi; degisme varsa bu
degismenin nasil gerceklestigi incelenmeye calisilir (Bliylkoztiirk vd., 2021; Secer, 2017). Bu ¢alismada
degiskenler arasindaki iliskilerin ortaya konulmasi igin Yepisal Esitlik Modellemesi (YEM) kullaniimistir.
YEM degiskenler arasindaki iliskileri analiz etmeye olanak saglar. YEM ile diger yontemler arasindaki bir
fark ve YEM'in bir avantaji, yapilar arasindaki iliskileri tahmin etme ve test etme kapasitesidir. Geleneksel
regresyon modellerinden farkl olarak YEM, 6l¢iim hatalarini dikkate alir, dogrudan goézlenemeyen ve
Olgllemeyen gizli yapinin gozlenen ve olgllen degisken tarafindan temsil edilme derecesine odaklanir
(Bowen & Guo, 2011).

Calisma Grubu

Arastirmanin evrenini, 2021-2022 &gretim yili bahar déneminde, Mersin Universitesi Egitim
Fakiltesinin son sinif 6grencileri ile Mersin Universitesi Pedagojik Formasyon Sertifika Programinda
egitimine devam eden 6gretmen adaylari olusturmaktadir. Orneklem ise bu evrenden ulasilabilen 607
adet 6gretmen adayindan olusmaktadir. Arastirma orneklemi seckisiz 6rneklem ydntemlerinden basit
seckisiz yontem ile belirlenmistir. Her bir érnekleme birimine esit secilme olasiligl veren basit seckisiz
ornekleme yontemi temsil edici bir 6rneklem segiminin en iyi yoludur (Blyukozturk vd., 2021). Calisma
grubunun demografik 6zellikleri Tablo 1'de gosterilmistir.

Tablo 1

Calisma Grubunun Demografik Degiskenlere Gére Dagilimi

Degisken Grup F %
Kadin 436 74.9
Cinsiyet Erkek 146 25.1
Toplam 582 100
Pedagojik Formasyon 329 56.5
Program Tiiri Egitim Fakultesi 253 43.5
Toplam 582 100

Calisma grubunun dagilimi incelendiginde cinsiyet degiskenine gore kadin 6gretmen adayinin 436
(%74.9), erkek Ogretmen adayinin 146 (%25.1) oldugu, program tiiri degiskenine gore pedagojik
formasyonda 6gretim gorenlerin 329 (%56.5), egitim fakiltesinde 6gretim gorenlerin 253 (%43.5) oldugu
gorilmektedir.

Veri Toplama Araglan
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Yapilan arastirmada veri toplama araci olarak Yildinm ve Kalman (2017) tarafindan gelistirilen
“Ogretmenlige Hazir Olma Olgegi”, Candan ve Gencel (2015) tarafindan gelistirilen “Ogretme
Motivasyonu Olgegi” ile Yildiz (2020) tarafindan gelistirilen “Ogretmenlik Meslegine Baghlik Olgegi”
kullamlmistir. Ug dlgegin de kullanimi icin yazarlardan mail yoluyla izin alinmistir. Ayrica égretmen
adaylarinin bazi demografik o6zelliklerinin de belirlenmesi amaciyla ic maddelik kisisel bilgi formu
kullaniimistir.

Ogretmenlige Hazir Olma Olgegi: Yildirim ve Kalman (2017) tarafindan gelistirilen &lcek 20 madde
ve dort alt boyuttan olugsmaktadir. Alt boyutlari etkili 6grenme ortami, 6gretim siirecini tasarlama,
teknopedagojik yeterlilik ve 6greneni anlamadir. Olumsuz yani ters maddesi bulunmayan 6lgek begli
likert seklinde hazirlanmistir ve puanlama aralg “1: Cok yetersiz, 5: Cok Yeterli”” araliginda degismekte
olup her maddeden en az 1 en fazla 5 puan, toplamda ise en az 20 en ¢ok 100 puan alinabilmektedir. Bu
Olgekten yiiksek puan alanlarin dusik puan alanlara gére 6gretmenlik meslegine hazir olma diizeyleri
daha yiksektir seklinde yorumlanabilir. Olgegin Cronbach alfa giivenirlik katsayisinin 0.92°dir. Bu
¢alismada olglen guvenirlik katsayisi ise .94’tir. Buradan hareketle Olgegin gilivenirligi ylksek
seviyededir.

Ogretme Motivasyonu Olgegi: Candan ve Gencel (2015) tarafindan gelistirilen 6lcek 12 madde ve
iki alt boyuttan olusmaktadir. Alt boyutlari i¢csel motivasyon ve digsal motivasyondur. Olumsuz yani ters
maddesi bulunmayan olgek altili likert seklinde hazirlanmistir ve puanlamada “1: Kesinlikle
katilmiyorum, 2: Katilmiyorum, 3: Biraz katilmiyorum, 4: Biraz katiliyorum, 5: Katiliyorum ve 6: Kesinlikle
katiliyorum seklindedir. Olgegin tamamindan elde edilebilecek en diisiik puan 12, en yiiksek puan 72’dir.
Olcekten yiiksek puan alanlarin diisiik puan alanlara gére motivasyon diizeyleri daha yiiksektir denebilir.
Olgegin Cronbach alfa giivenirlik katsayisi .92 olarak belirlenmistir, Bu arastirmada 6lgiilen giivenirlik
katasyisi ise .86’dir. Bu degerler bakimindan o6lgegin glivenirligi yiksek seviyededir.

Ogretmenlik Meslegine Baghlik Olgegi: Yildiz (2020) tarafindan gelistirilen 6lgek 33 madde ve dort
alt boyuttan olusmaktadir. Alt boyutlari mesleki 6zdesim, mesleki deger, mesleki ¢caba ve mesleki
adanmisliktir. Begli likert seklinde puanlanan o6lgekte yer alan 6., 12., 14. ve 15. maddeler ters yani
olumsuzdur. Puanlamada “1: Kesinlikle katilmiyorum, 2: Katilmiyorum, 3: Karasizim, 4: Katiliyorum ve 5:
Kesinlikle katilyorum” seklindedir. Olgekten alinacak en yiiksek puan 165, en diisiik puan ise 33’tiir.
Olcekten yiiksek puan almak dgretmenlik meslegine baghligin arttigini géstermektedir. Olcegin Cronbach
alfa degeri .93 olarak hesaplanmistir. Bu arastirmada da glvenirlik katsayisi .93 olarak bulunmustur.
Olcegin giivenirligi yiiksek seviyededir.

Verilerin Toplanmasi ve Analizi

Arastirma verileri 2021-2022 6gretim yili bahar déneminde, Mersin Universitesi Egitim Fakdltesinin
son sinif 6grencileri ile Mersin Universitesi Pedagojik Formasyon Sertifika Programinda egitimine devam
eden 6gretmen adaylarindan toplanmistir. Olgekler sinif ortaminda arastirmacilar tarafindan 6gretmen
adaylarina uygulanmis, 6lgekler dagitilmadan 6nce arastirma kapsami ile ilgili gerekli bilgilendirmeler
yapilmistir. Toplanacak verilerin sadece arastirma kapsaminda kullanilacagi ifade edilmis ve gondllilik
esasina dayali olarak veriler toplanmistir. Verilerin gecerli ve glvenilir olabilmesi amaciyla 6gretmen
adaylarina sorulara icten ve dogru yanitlar vermeleri bildiriimistir. Arastirmada Ogretmenlige Hazir Olma
Olcegi, Ogretme Motivasyonu Olgegi ve Ogretmenlik Meslegine Baglilik Olcegi ayni anda yazili form
seklinde uygulanmistir. Arastirmanin yapilmasi icin gereken etik kurul izni alinmistir.

Arastirmanin veri toplama silireci tamamlandiktan sonra veriler SPSS 25.0 paket programi ile analiz
edilmistir. Analiz 6ncesinde ol¢eklerdeki ters maddeler dizeltilmistir. Arastirmada betimsel istatistikler
ve korelasyon analizi kullanilmistir. Ayni zamanda 6gretmenlige hazir olma, 6gretme motivasyonu ve
meslege baglilk arasindaki dogrusal olmayan iliskiler YEM ile incelenmis, LISREL programi ile analiz
edilmistir.
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Sinirhihklar

Bu arastirma Mersin Universitesi Egitim Fakiltesi'nde 2021-2022 egitim-6gretim yili bahar
déneminde &grenim gdren son sinif 6grencileri ile Mersin Universitesi Pedagojik Formasyon Sertifika
Programina kayith 6grenciler ile sinirlidir.

Bulgular
Arastirmanin alt problemlerine iliskin bulgulara bu kisimda yer verilmistir.
Birinci Alt Probleme iliskin Bulgular

Ogretmen adaylarinin Ogretmenlige Hazir Olma Olgegi alt boyutlan ile &lgegin tiimine ait
ortalamalari Tablo 2’de, Ogretme Motivasyonu Olcegi alt boyutlari ile dlcegin tiimiine ait ortalamalari
Tablo 3'te ve Ogretmenlik Meslegine Baglilik Olcegi alt boyutlari ile dlgegin timiine ait ortalamalar ise
Tablo 4’te verilmistir.

Tablo 2

Ogretmenlige Hazir Olma Olgedi Alt Boyutlari ile Olgegin Tiimiine Ait Ortalamalari

Alt Boyutlar N X Ss
Etkili Ggrenme Ortami 582 4.07 .66
Ogretim Siirecini Tasarlama 582 4.19 .62
Teknopedagojik Yeterlilik 582 4.19 .65
Ogreneni Anlama 582 4.03 .70
Ogretmenlige Hazir Olma 582 4.12 .57

Tablo 2’ye gére ogretmen adaylarinin Ogretmenlige Hazir Olma Olgeginin alt boyutlarinin
ortalamalarinda Etkili Ogrenme Ortami boyutunun (x= 4.12, Ss= .66) seviyesinde oldugu, Ogretim
Surecini Tasarlama boyutunun (x= 4,19, Ss= .62) seviyesinde oldugu, Teknopedagojik Yeterlilik
boyutunun (x=4,19 , ss=,65) seviyesinde oldugu ve son boyut olan Ogreneni Anlama ise (X= 4.03, Ss= .70)
seviyesinde oldugu goriilmektedir. Olcegin genel ortalamasinin ise (X= 4.12, Ss= 57) seviyesinde oldugu
gorilmektedir. Buradan yola ¢ikarak 6gretmen adaylarinin 6gretmenlige hazir olma dizeylerinin st
seviyede oldugu soylenebilir.

Tablo 3

Ogretme Motivasyonu Olgedi Alt Boyutlari ile Olcedin Tiimiine Ait Ortalamalari

Alt Boyutlar N X Ss
icsel Motivasyon 582 3.91 .90
Digsal Motivasyon 582 3.79 .97
Ogretme Motivasyonu 582 3.85 .87

Tablo 3’e gére o6gretmen adaylarinin Ogretme Motivasyonu Olgeginin alt boyutlarinin
ortalamalarindan i¢sel Motivasyon boyutunun (%= 3.91 Ss= .90) seviyesinde oldugu ve Dissal Motivasyon
boyutunun ise (X= 3.79 Ss= .97) seviyesinde oldugu goriilmektedir. Olcegin genel ortalamasinin ise (%=
43.85 Ss= .87) seviyesinde oldugu gorilmektedir. Buradan yola ¢ikarak 6gretmen adaylarinin 6gretme
motivasyonu dizeylerinin Ust seviyede oldugu sdylenebilir.
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Tablo 4

Ogretmenlik Meslegine Baglihk Olcedi Alt Boyutlari ile Olgegin Tiimiine Ait Ortalamalari

Alt Boyutlar N X Ss
Mesleki Ozdesim 582 3.56 .88
Mesleki Deger 582 4.47 .64
Mesleki Caba 582 4.09 .68
Mesleki Adanmishk 582 4.15 .66
Ogretmenlik Meslegine Baglilik 582 4.07 .58

Tablo 4e goére dgretmen adaylarinin Ogretmenlik Meslegine Baghlik Olgeginin alt boyutlarinin
ortalamalarinda Mesleki Ozdesim boyutunun (X= 3.56, Ss= .88) seviyesinde oldugu, Mesleki Deger
boyutunun (x= 4.47, Ss= .64) seviyesinde oldugu, Mesleki Caba boyutunun (x= 4.09, Ss= .68) seviyesinde
oldugu ve son boyut olan Mesleki Adanmislik ise (X= 4.15, ss= .66) seviyesinde oldugu gorilmektedir.
Olgegin genel ortalamasinin ise (X= 4,07, Ss= .58) seviyesinde oldugu gériilmektedir. Buradan yola
¢ikarak 6gretmen adaylarinin 6gretmenlik meslegine baghliklarinin (st seviyede oldugu séylenebilir.

ikinci Alt Probleme iliskin Bulgular

Ogretmen adaylarinin &gretme motivasyonlari puanlari, 6gretmenlik meslegine baglihk puanlari ve
ogretmenlige hazir olma puanlari arasindaki iligkileri belirlemek amaciyla Pearson korelasyon analizi
yapilmis ve elde edilen bulgular Tablo 5’te verilmistir.

Tablo 5

Ogretme Motivasyonu, Ogretmenlik Meslegine Baglilik ve Ogretmenlide Hazir Olma Arasindaki

Korelasyon Sonuglari

1 2 3
Ogretme Motivasyonu (1) 1
Ogretmenlik Meslegine Baghlik (2) .509** 1
Ogretmenlige Hazir Olma (3) .303** .560** 1

Not: (1) Ogretme Motivasyonu (2) Ogretmenlik Meslegine Baglilik (3) Ogretmenlige Hazir Olma

Ogretmen adaylarinin dgretme motivasyonlari ile &gretmenlik meslegine bagliliklari arasinda (r=
.509) orta dlzeyde pozitif bir korelasyon oldugu ve bu korelasyonun istatistiksel agidan anlamli oldugunu
gorilmektedir. Ogretmen adaylarinin 6gretmenlik meslegine baglilik diizeyleri ile dgretmenlige hazir
olma dizeyleri arasinda (r= .560) orta dizeyde pozitif bir korelasyon oldugu ve bu korelasyonun
istatistiksel acidan anlamh oldugunu gériilmektedir. Ogretmen adaylarinin 6gretmenlige hazir olma
dizeyleri ile 6gretme motivasyonlar arasinda (r= .303) orta diizeyde pozitif bir korelasyon oldugu ve bu
korelasyonun istatistiksel agcidan anlamli oldugunu goriilmektedir. Elde edilen bulgulara gére (¢ degisken
arasinda pozitif bir korelasyon vardir ve bu degiskenlerden birisi arttik¢a digerleri de artis gosterir.

161



Tekin, Karatepe & Yanpar — Gukurova Universitesi Egitim Fakiiltesi Dergisi, 54(1), 2025, 140-173
Tablo 6

Ogretme Motivasyonu Olcegi, Odretmenlik Meslegine Baglilik Olcedi ve Ogretmenlige Hazir Olma Olgegi

Alt Boyutlari Arasindaki Korelasyon Sonuglari

1 2 3 4 5 6 7 8 9 10
(1) im 1

(2) bm 737%* 1

(3) MO .603**  389%* 1

(4) MD 319%*  221**  450%* 1

(5) MC AT4**  324%*%  GO4A**  529%* 1

(6) MA A17**  283**%  500** 512** 699** 1

(7) EGO .319%*  212%*%  361**  324**  496%* 476%* 1

(8) OsT .254%*% - 150**  366** .333**  513**  473** 729 1

(9) TP .280%* |197**  333**%  281**  465%* . 450** 670*%* |752%* 1

(10) OA 325%*%  237%*%  347**  347**  469**  426*%* .680** .629* .625** 1
Not: (1) l¢sel Motivasyon (2) Dissal Motivasyon (3) Mesleki Ozdesim (4) Mesleki Deger (5) Mesleki Caba (6) Mesleki

Adanmishk (7) Etkili Odrenme Ortami (8) Ogretim Siirecini Tasarlama (9) Teknopedagojik Yeterlik (10) Ogreneni
Anlama

Tablo 6 incelendigindeOgretme Motivasyonu Olgeginin alt boyutu olan i¢csel Motivasyon ile
Ogretmenlik Meslegine Baglilik Olgegi'nin alt boyutlari olan Mesleki Ozdesim arasinda pozitif yonlii orta
diizeyde (r=,603); Mesleki Deger arasinda pozitif yonli orta diizeyde (r= .319); Mesleki Caba arasinda
pozitif yonlu orta dizeyde (r= .474); Mesleki Adanmishk arasinda pozitif yonli orta dizeyde (r= .474)
iliski tespit edilmistir. Ayrica igsel Motivasyon ile Ogretmenlige Hazir Olma Olgeginin Etkili Ogrenme
Ortami boyutu arasinda pozitif yénlii orta diizeyde (r= .319); Ogretim Siirecini Tasarlama arasinda pozitif
yonlu zayif diizeyde (r= .254); Teknopedagojik Yeterlik arasinda pozitif yonlu zayif diizeyde (r= .280) ve
Ogreneni Anlama arasinda pozitif yonlii orta diizeyde (r= .325) iliski oldugu ortaya konulmustur.
Ogretme Motivasyonu Olceginin alt boyutu olan Dissal Motivasyon ile Ogretmenlik Meslegine Baglilk
Olgegi’'nin alt boyutlar olan Mesleki Ozdesim arasinda pozitif yonlii orta diizeyde (r= .389); Mesleki
Deger arasinda pozitif yonlu zayif dizeyde (r= .221); Mesleki Caba arasinda pozitif yonlu orta dizeyde
(r=".324); Mesleki Adanmislik arasinda pozitif yonli zayif dizeyde (r= .283) iliski bulunmustur. Ayrica
Dissal Motivasyon ile Ogretmenlige Hazir Olma Olgeginin Etkili Ogrenme Ortami boyutu arasinda pozitif
yonli zayif diizeyde (r=.212); Ogretim Siirecini Tasarlama arasinda pozitif yonli zayif diizeyde (r= .150);
Teknopedagoijik Yeterlik arasinda pozitif yonli zayif diizeyde (r= .197); Ogreneni Anlama arasinda pozitif
yonli zayif diizeyde (r= .237) iliski tespit edilmistir. Benzer sekilde Ogretmenlige Baghlik Olceginin
Mesleki Ozdesim boyutu ile Ogretmenlige Hazir Olma Olceginin Etkili Ogrenme Ortami boyutu arasinda
pozitif yonlii orta diizeyde (r= .361); Ogretim Sirecini Tasarlama arasinda pozitif yonli orta diizeyde (r=
.366); Teknopedagoijik Yeterlik arasinda pozitif yénlii orta diizeyde (r= .333); Ogreneni Anlama arasinda
pozitif yonlii orta diizeyde (r= .347) iliski bulunmustur. Ogretmenlige Baglilik Olceginin Mesleki Deger
boyutu ile Ogretmenlige Hazir Olma Olceginin Etkili Ogrenme Ortami boyutu arasinda pozitif yénlii orta
diizeyde (r= .324); Ogretim Sirecini Tasarlama Arasinda pozitif yonli orta diizeyde (r= .333);
Teknopedagoijik Yeterlik arasinda pozitif yonli zayif diizeyde (r= .281); Ogreneni Anlama arasinda pozitif
yonli orta diizeyde (r=.347) iliski tespit edilmistir. Ogretmenlige Baglilik Olceginin Mesleki Caba boyutu
ile Ogretmenlige Hazir Olma Olceginin Etkili Ogrenme Ortami boyutu arasinda pozitif yonlii orta diizeyde
(r= .496); Ogretim Siirecini Tasarlama Arasinda pozitif yénlii orta diizeyde (r= .513); Teknopedagojik
Yeterlik arasinda pozitif yonlii orta diizeyde (r= .465); Ogreneni Anlama arasinda pozitif yénlii orta
diizeyde (r= .469) iliski vardir. Ogretmenlige Baglihk Olceginin Mesleki Adanmislik boyutu ile
Ogretmenlige Hazir Olma Olceginin Etkili Ogrenme Ortami boyutu arasinda pozitif yoénlii orta diizeyde
(r= .476); Ogretim Sirecini Tasarlama Arasinda pozitif yonlii orta diizeyde (r= .473); Teknopedagojik
Yeterlik arasinda pozitif yonli orta diizeyde (r= .450); Ogreneni Anlama arasinda pozitif yonlii orta
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dizeyde (r=.426) iliski oldugu bulgusuna ulasiimistir. Bu sonuglar degiskenlerin birbirlerini pozitif yonde
etkiledigini gostermektedir.

Ugiincii Alt Probleme iliskin Bulgular

Arastirmanin {giinci alt problemi “Ogretme Motivasyonu, Ogretmenlige Hazir Olma ve Ogretmenlik
Meslegine Baghlik arasinda kurulan YEM modeli nasildir?” seklindedir. Bu modeli kurmak igin asagidaki
hipotez test edilmistir:

Hipotez: Ogretme Motivasyonu, Ogretmenlige Hazir Olma ve Ogretmenlik Meslegine Baghlik
arasinda bir esitlik modeli vardir.

sekil 1

Modele iliskin Kestirim Degerleri

1.00— {Gmotivasy)
0.39
-
0.41
/

sekil 2
Modele lliskin T Degerleri

/3 .00 . motivasy S
. g 9.6

+;-56

10.76
& 12.58
.00 hazitom, /

Tablo 7
Modele lliskin Uyum Dederleri

X2/ df RMSEA NFI NNFI CFI IFI RMR GFI
126.47/32= 395 0.074 0.98 0.98 0.99 0.99 0.024 0.95

Model incelendiginde Ogretmenlik Meslegine Hazir Olma ve Ogretme Motivasyonu, Ogretmenlik
Meslegine Bagliigl pozitif bir sekilde yordamaktadir. Ogretme Motivasyonu, Ogretmenlik Meslegine
Baghligi 0.39 dizeyinde aciklamaktadir. Benzer sekilde Ogretmenlik Meslegine Hazir Olma da
Ogretmenlik Meslegine Bagliigi 0.56 diizeyinde agiklamaktadir. S8z konusu modelin t degerleri
incelendiginde parametre degerlerinin 2.56’y1 asmasi sebebiyle 0.01 diizeyinde anlamhliga sahip oldugu
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gorulmektedir. Modele iliskin uyum indeksleri incelendiginde x?= 126.47 ve df= 32 oldugu
gorilmektedir. Bu degerlerin birbirine oranlanmasiyla x2/df orani 3.95 orani bulunmustur. Model, x?/sd
(x?/sd= 126.47/32= 3.95) oranina gore degerlendirildiginde, elde edilen sonuca gére uyumun iyi oldugu
ifade edilebilir. Bu model icin RMSEA degeri 0.074 diger uyum degerleri ise NFI= 0.98, NNFI= 0.98, CFl=
0.99, IFI=0.99, RMR= 0.024 ve GFl= 0.95 olarak tespit edilmistir.

Elde edilen bulgular neticesinde Ogretmenlik Meslegine Hazir Olma, Ogretme Motivasyonu ve
Ogretmenlik Meslegine Bagllik arasindaki iliskilerin anlamli oldugu ve Hipotezin dogrulandig
gorulmektedir. Buradan hareketle modele iliskin kurulan regresyon esitligi asagidaki gibidir:

Ogretmenlik Meslegine Baghlik= 0.56 Ogretmenlik Meslegine Hazir Olma + 0.39 Ogretme
Motivasyonu.

Tartigsma ve Sonug

Arastirmada farkh programlarda 6gretim goren 6gretmen adaylarinin 6gretmenlige hazir olma
dizeyleri, 6gretme motivasyonu diizeyleri ve meslege bagliliklari incelenmistir. Sonuglara gére 6gretmen
adaylarinin hazir olma dizeyleri, 6gretme motivasyon diizeyleri ve meslege baglilik dizeyleri Ust
seviyede ¢ikmistir. Girgin ve Akcanca (2021) okul oncesi ve sinif 6gretmenligi adaylari ile yaptiklari
calismada 6gretmen adaylarinin &gretime hazir olma diizeylerini orta diizeyde bulmuslardir. Ozkan
(2012) formasyon programindaki 6gretmen adaylariyla yaptigi calismada 6gretmen adaylarinin
ogretmenlik meslegini sevdiklerini ve baghliklarin st seviyede oldugu sonucuna ulagmistir. Altinkurt ve
digerleri(2014) ¢alismasinda formasyon 6grencilerinin 6gretmenlik meslegine yonelik motivasyonlarinin
yuksek oldugu gorilmistir. Paulick ve digerleri(2013), 6gretmen adaylarinin 6gretme motivasyonunun,
basari hedefleri araciligiyla 6gretim uygulamalarini etkiledigini ve bdylece 6grenci basarisi izerindeki
etkisine dikkat ¢cekmektedir. Jepson ve Forrest (2006) yaptiklari ¢alismanin bulgusunda 6gretmenlerde
mesleki baglilik diizeyinin 6nemini belirtirken mesleki bagllik arttik¢a algilanan stres dizeyinin azaldigini
gostermektedir. Ye ve digerleri(2022) 68retmen adaylariyla yaptiklari ¢alismada 6gretmen adaylarinin
kendilerini motivasyon agisindan yilksek diizeyde gordikleri ve 6gretme motivasyonu ile 6gretmen
ahlaki arasinda anlamli iliskiler bulmuslardir. Akdemir (2019) c¢alismasinda 6gretmen adaylarinin
ogretmenlige hazir olma diizeyleri yeterli seviyede bulunmustur. Ayrica 6gretmen adaylarinin cinsiyete
gore hazirbulunusluk dizeyleri agisindan fark bulunmazken bolimlere ve sinif diizeylerine gore fark
bulunmustur. Polat ve digerleri(2022) sinif 6gretmenleri ile yaptiklari ¢alismada 6gretmenlik meslegine
baghhgi yuksek dizeyde bulmuslardir. Aytag (2021) c¢alismasinda 6gretmenlerin igsel motivasyonlari
yuksek dizeyde, dissal motivasyonlarinin iste orta diizeyde oldugu belirtilmektedir.

GOk ve Atalay Kabasakal (2019) calismasinda 6gretmenlik meslegine yonelik tutumun 6z yeterlilik
inanci ve O0gretme motivasyonu Uzerinde onemli bir etkiye sahip oldugu, en yiksek iliskinin igsel
motivasyonla tutum arasinda olurken en disik iliskinin ise 6z yeterlilik ile motivasyon arasinda oldugu
ortaya cikmistir. Akhan ve Kaymak (2021) calismasinda Ogretme motivasyonunun 6gretmenlik 6z
yeterlilik inanclari ile orta dizeyde iliskili oldugu gorilmektedir. Pelletier ve Rocchi (2016) 6gretme
konusunda motivasyonu disiik 6gretmenlerin 6grencilerin motivasyonunu zayiflatma olasiliginin yiksek
oldugunu, i¢csel ve dissal motivasyona sahip olmanin 6gretim sirecinin kalitesi icin 6nemine dikkat
cekmistir. Dikmen (2021) calismasinda i¢sel ve dissal motivasyon kaynaklarinin 6gretmen adaylarinin
O0gretme motivasyonunu etkiledigini gostermistir. Ada ve digerleri (2013) calismasinda da benzer
bulgular bulmus olup 6gretmen adaylarinin icsel motivasyonunu en fazla arttiran etmenlerin basinda
ogretmenlik meslegini sevmek ve 6gretme istegi oldugu ortaya cikmistir. Kula (2022) calismasinda
O0gretmen adaylarinin 6gretme 06z yeterlik inanglari ile 6gretme motivasyonlari arasinda pozitif yonlu
anlamli bir iliski bulmustur. Gin ve Turabik (2019) 6gretmen adaylariyla yaptigl calismada 6gretmen
benliklerinin 6gretme motivasyonu tzerinde énemli bir rol oynadigi sonucuna ulasiimistir. Yau(2010)
calismasinda 6gretmenlerin motivasyonunun o6gretmenlik kariyerinde ve isinde kalmayla iliskili
olduguna, oOgretmenlerin 6gretim motivasyonunda icsel yoénlere daha fazla o6nem verdiklerini
gostermistir. Liu ve Onwuegbuzie (2014) calismasinda 6gretmenlik meslegini yapmak icin motivasyonun
o6nemli bir yordayici oldugu, 6gretmenlik meslegine girmek icin i¢csel motivasyona sahip 6gretmenlerin
daha yuksek is tatmini yasadiklari belirtilmistir. Ayrica is tatmini ile motivasyon arasinda pozitif yonlu
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olumlu bir iliski bulunmustur. Ayik ve Atas (2014) calismasinda 6gretmen adaylarinin 6gretmenlik
meslegine yonelik tutumlarinin incelendigi arastirmada olumlu tutumlarin 6gretme motivasyonunu
arttirdigl ve 6gretme motivasyonunu, i¢sel ve dissal motivasyonu pozitif yénde yordadigi bulgusuna
ulasiimistir.

Aynas ve Sevmis (2024) calismasinda 6gretmen adaylarinin meslege hazir olus diizeyleri ile meslege
yonelik tutumlari arasinda disik dizeyde pozitif yonlu bir iliski bulunmustur. Aksoy ve digerleri(2022)
¢alismasinda 6gretmen adaylarinin 6z yeterlik inanglari ile meslege hazirbulunusluk dizeyleri arasinda
yuksek diizeyde pozitif bir iliski bulunmustur. Raziq ve Lane-Krebs (2021), Bozpolat (2016) ¢alismalarinda
O0gretmenlik meslegi icin motivasyonun 6nemine dikkat cekerken ig tatmini icin glicli bir yordayici
oldugunu ortaya ¢ikarmistir. Buri¢ ve Moé (2020) ¢alismasinda 6gretmenlerin olumlu duygulanimlarinin
hem dogrudan hem de dolayli olarak &6z yeterlilik ve is tatminlerini etkiledigi ortaya ¢cikmistir. Unal ve Giil
(2020) galismasinda yasam doyumu, is doyumu ve yasam anlaminin birlikte meslege olan baglilig
anlamh bir sekilde yordadigi belirtiimistir. Aydemir (2021) 6gretmen adaylariyla yaptigi calismada
meslege yonelik tutumlari ile 6gretme motivasyonlari arasinda pozitif yonli orta diizeyde bir iliski tespit
edilmistir. Bishay (1996) ¢alismasinda 6gretmenlerin 6gretmekten keyif aldigini ve motivasyonel olarak
her seyden oOnce o6gretmeyi sevdikleri ortaya c¢ikmistir. Kirdék ve Doganiilki (2018) calimasinda
ogretmenlerin meslege baglhliklarini yordayan kisilik 6zelliklerinin incelendigi arastirmada ise meslege
baghligin en 6nemli yordayicisinin pozitif yonde sorumluluk ve deneyime agiklik oldugu, negatif yonde
ise duygusal dengesizlik kisilik 6zelligi bulunmustur.

Mokhtar ve digerlerinin (2023) yapisal esitlik modellemesi kullanilarak yaptigi calismadaki bulgular 6z
yeterliligin 6gretmenlerin baghlig ile is tatmini arasindaki iliskiye 6nemli 6lglide aracilik ettigini, hem
ogretmenlerin baghlhiginin hem de 6z yeterliligin is tatmini Gzerinde anlamli ve dogrudan etkilerinin
oldugunu ortaya koymustur. Yine bir baska yapisal esitlik modellemesi kullanilarak yapilan ¢alismada
(Cinar, 2016) ogretmenlerin i¢sel ve dissal motivasyonlarinin birbirini pozitif yonde etkiledigi ve
ogretmenlerin i¢csel motivasyonlari ve digsal motivasyonlari arttiginda, érgitlerine karsi olan duygusal,
surekli ve normatif bagliliklarinda artis gézlemlendigi belirtilmistir. Meri¢ ve Erdem (2020) ¢alismasinda
ogretmenlerin is Ozellikleri algilari ile mesleki baglilik, ise baghlk ve 6grencilere baglhk arasinda orta
dizeyde pozitif bir iliski oldugu ve is Ozellikleri alt boyutlarinin; 6gretmen yeterlilikleri, 6gretmen
performansi geri bildirimi ve 6gretmen Ozerkligi mesleki baghhgin énemli yordayicilari oldugu ortaya
cikmistir. Ozcan (2020) calismasinda 6gretmen adaylarinin 8gretmenlik meslegine yénelik tutumlar ile
hazirbulunusluk dizeyleri arasinda orta diizeyde ve pozitif bir iliskinin oldugunu gostermistir. Osiesi ve
digerleri(2022) calismasinda 6gretmenlik meslegine baghhgin ve olumlu tutumlarin 6gretmenlerin
O6gretme yeterliligini 6nemli 6lglde etkiledigi sonucuna ulasiimistir. Polat (2022) ¢alismasinda 6gretmen
adaylarinin 6gretmen hazirbulunusluk diizeylerinin ve 6gretmenlik meslegine yonelik tutumlarinin egitim
kurumlarina katilma isteklerini dogrudan etkiledigi sonucuna varilmistir. Ayrica calisma 6gretmenlik
hazirbulunusluk diizeyleri, 6gretmenlik meslegine yonelik tutumlari ve orgitsel cekicilik algilar arasinda
pozitif ve anlamli bir iliski oldugunu ortaya koymustur. Rots ve digerleri (2007) ¢alismasinda 6gretmenlik
programi mezunlarinin 6gretmenlige baghliklarinin 6gretmenlik meslegine girisleriyle giicli bir sekilde
iliskili oldugunu ortaya ¢ikarmistir.

Kirbag ve Kaya (2023) yaptigl calismanin sonucundadgretmenlerin 6gretme motivasyonlari ile
meslepe adanmisliklar arasinda poizitif yonli anlamh bir iliski tespit edilmistir. Séner ve digerlerinin
(2024) yaptig1 calismada 6gretmenlerin mesleki motivasyonlarinin kariyer uyumluluk dizeylerini anlamh
sekilde yordadig ortaya ¢cikmistir. Huang ve digerleri(2023) Yapisal Esitlik Modellemesi kullanarak yaptigi
calismada 6gretmen adaylarinin 6gretme motivasyonlarinin ve yapilandirmaci 6gretim inanglarinin
ogretmenlige hazir olma dizeylerini olumlu yoénde etkiledigi ortaya cikmistir. Pan (2023) yaptig
calismada ogretmenlerin  mesleki bagliliklarini etkileyen unsurlari incelemistir. Yapisal Esitlik
Modellemesi kullanarak yaptigi calismasinda 6gretmenlerin meslege baghliklarini mesleki hazirhk ve
mesleki gelisim deneyimlerinin olumlu yonde etkiledigi ortaya ¢ikmistir. Atik ve Celik (2021) 6gretmen
adaylan ile yaptigl arastirmasinda akademik motivasyon, akademik basari ve tikenmislik arasinda
Yapisal Esitlik Modellemesi kurmustur. Arastirma sonucunda akademik motivasyonun tikenmisligi
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dogrudan ve negatif yonde; akademik motivasyonun 6grenci katimini dogrudan ve pozitif ydnde
etkiledigi ortaya cikmistir.

Sonug olarak bu galismada, egitim fakiltesi ve pedagojik formasyon 0Ogrencilerinin 6gretme
motivasyonu, 6gretmenlik meslegine bagllik ve 6gretmenlige hazir olma dizeylerinin yiksek oldugu
ortaya cikmistir. Ayrica 6gretmenlik meslegine hazir olma, 6gretme motivasyonu ve 0Ogretmenlik
meslegine baglilik arasindaki iliskilerin anlamli oldugunu ortaya koymustur. Arastirmanin bulgulari,
literatlirdeki benzer cgalismalara paralellik gostermektedir. Calismalarda 6gretmen adaylarinin ve
O0gretmenlerin 0gretmenlige hazir olma, 6gretme motivasyonu ve 6gretmenlik meslegine bagliliklari
genel olarak yuksek seviyede bulunmus ve bu degiskenlerin birbirleri ile iliski oldugu kanitlanmistir.
Arastirmalarin bazilarida i¢sel motivasyonun, 6zyeterlik inancinin ve meslege yonelik olumlu tutumun da
meslege baglligi ve motivasyonu etkiledigi ortaya konmustur. Ogretmenlik meslegine baghlik, 6gretme
motivasyonu ve meslege hazir olma hem 6gretme sireglerinin kalitesini yikseltmekte hem de is tatmini
ve basari hedefleri Uzerinde olmulu bir etki gostermektedir. Arastirmalar 6gretmen yetistirme
programlarinin, 6gretmen adaylarinin  motivasyonlarini  artirmaya ve meslege bagliliklarini
glclendirmeye odaklanmasi gerektigini ortaya koymustur.

Uygulamaya Yonelik Oneriler

1. Universitelerde gorevli 6gretim elemanlariyla isbriligi yapilarak 6gretmen adaylarinin
motivasyonlarini, meslege bagliliklarini ve 6gretme motivasyonlarini yiiksek tutmak icin
cesitli projeler gelistiriebilir, 6dil yontemi ile tesvik saglanabilir.

2. Egitim fakiltesinin farkh bolim ve kademelerinden Ogrenciler segerek grup calistaylari
dizenlenebilir. Dizenli paylasimlar sayesinde deneyimler gesitlenir, motivasyon ve baghlik
glclendirilir.

3. Meslege baslayan 0Ogretmenlerin siurekli mesleki gelisimi icin hizmet igi egitimler
diizenlenebilir.

4. Ogretmenlik meslegini ilgi cekici hale getirecek politikalar diizenlenebilir, meslek
standartlari ve sartlari iyilestirilebilir.

5. Ogretmenlik meslegine hazir olmayi saglamak icin egitim fakiilteleri ve dgretmen yetistiren
diger programlar icin deneyim arttirici dersler eklenebilir, 6gretim motivasyonun olusmasi
icin yeni stratejiler gelistirilebilir.

Arastirmaya Yonelik Oneriler

1. Bu calismada 6rneklem grubu olarak Mersin Universitesinde dgrenim géren Egitim Fakdltesi
ogrencileri ile pedagojik formasyon 6grencileri secilmistir. Calisma Mersin ili disina ¢ikip
diger illerdeki 6gretmen adaylari da ¢alisma grubuna eklenebilir.

2. Cahsma 6gretmen adaylarinin disinda meslege baglamis 6gretmenler lzerinde uygulanabilir.

3. Bucalismada 6gretmen adaylarinin 6gretmenlik meslegine baghlik, 6gretme motivasyonu ve
meslege hazir olma dizeyleri arastirilmis ve aralarindaki iliskiye bakilmistir. Calismaya
bagimsiz degiskenler eklenip yeniden yapilabilir.

4. Bu calismada uzerinde durulan 6gremenlik meslegine baglhk, 6gretme motivasyonu ve
meslege hazir olma degiskenlerinin ¢ok boyutlu yapilari géz 6niine alindiginda 6gretmen
adaylarinin konu hakkindaki deneyimlerini, gorislerini, sorunlari ve ¢6ziim onerilerini iceren
bir karma yontem arastirmasi yapilabilir.

5. Ogremenlik meslegine bagllik, 6gretme motivasyonu ve meslege hazir olma degiskenleri
kisilik kuramlari cercevesinde degerlendirilebilir, 6gretmen adaylarinin psikolojik
saglamliklarinin degiskenler Uzerindeki etkisi incelenebilir.

Yazar Katki Orani

Arastirmanin giris kismi birinci yazar tarafinda olusturulmustur. Arastirmanin yontem ve bulgular
kismi ikinci yazar tarafindan, tartisma ve sonuc¢ kisimlari Uglncl yazar tarafindan yazilmistir.
Arastirmanin tamami tim yazarlar tarafindan okunmus ve onaylanmistir.

Etik Beyan
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Bu arastirmada bilimsel arastirma ve yayin etigi ilkelerine uyulmustur.

Calismanin etik kurul incelemesi Mersin Universitesi Sosyal ve Beseri Bilimler Etik Kurulu tarafindan
yapilmig 28.08.2022 tarih 184 sayili karar ile ¢alisma etik agidan uygun bulunmustur.

Catisma Beyani

Yazarlar bu ¢alismada herhangi bir ¢ikar catismasi olmadigini beyan etmiglerdir.
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Research Article

The study discusses the pessimism and hopelessness about professional futures as
variables that may influence teacher candidates’ ability to benefit from the teacher
training programs. The aim of the study is to reveal whether the indirect effect of faculty
members' communication skills on teacher candidates' attitudes towards learning
depends on the level of the variable “dispositional hope.” Conducted with a relational
design, 388 teacher candidates studying in the third and fourth grades at the faculty of
education of a public university, voluntarily participated in the research. According to
the findings, communication skills of instructors can improve teacher candidates' self-
efficacy, which in turn positively impacts their attitudes toward learning. For the
increase in self-efficacy to positively affect the attitude towards learning, teacher
candidates must not have low levels of dispositional hope. The effect of instructors'
communication skills on pre-service teachers' attitudes toward learning through their
self-efficacy depends on their high levels of hope.
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Arastirma Makalesi

Arastirmada 6gretmen adaylarinin 6gretmen yetistirme programindan yararlanma
duzeylerini etkileyecek bir degisken olarak mesleki geleceklerine iliskin karamsarliklari
ve umutsuzluklari tartisiimaktadir. Arastirmanin amaci, 6gretim elemanlarinin iletisim
becerilerinin 6gretmen adaylarinin 6grenmeye yonelik tutumlari Gzerindeki dolayh
etkisinin strekli umut degiskeninin diizeyine bagli olup olmadigini ortaya gikarmaktir.
iliskisel desende gerceklestirilen arastirmaya, bir kamu Gniversitesi egitim fakiltesinin
Uglinch ve dordincu siniflarinda 6grenim goren 388 6gretmen adayl gonillu olarak
katilmistir. Bulgulara gore 0Ogretim elemanlarinin iletisim becerileri, 6gretmen
adaylarinin 6z vyeterliklerini ve dolaylh olarak 6grenmeye yonelik tutumlarini
gelistirebilmektedir. Oz yeterlikteki artisin égrenmeye yénelik tutumu olumlu yénde
etkilemesi icin 6gretmen adaylarinin strekli umut dizeylerinin distk olmamasi gerekir.
Ogretim elemanlarinin iletisim becerilerinin dgretmen adaylarinin &z-yeterlikleri
aracihgiyla 6grenmeye yonelik tutumlarina etkisi, Ogretmen adaylarinin umut
duzeylerinin yiiksek olmasina baghdir.

Introduction

In Turkey, after graduating from the faculty of education, teacher candidates are subjected to the
Public Personnel Selection Examination (KPSS) to be employed in public institutions. The function of this
examination, whose primary purpose is to select and appoint qualified teachers, has changed into a
qualifying examination since there are more graduate teachers (that cannot be employed) than needed.
This situation creates pressure on teacher candidates. Studies on the subject have shown that KPSS is one
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of the primary sources of stress for prospective teachers during their pre-service education. KPSS stress
negatively affects the academic success and professional development of prospective teachers (Akpinar,
2013). For this reason, teacher candidates' belief that they will be employed in public schools and the
importance they give to undergraduate education are also decreasing (Uyulgan & Akkuzu, 2015). In fact,
there are findings that teacher candidates' academic motivation decreases as their grade levels increase
(Gémleksiz & Serhatlioglu, 2013). It is understood that teacher candidates who are unsure of their
professional future have negative attitudes towards learning as they approach graduation. Teacher
candidates, particularly in the last years of their undergraduate education, experience despair and
pessimism, believing that they cannot be appointed to public institutions due to the challenging qualifying
exam (Karatas et al., 2017). However, no findings were found as to whether the hopelessness experienced
by the prospective teachers during this process affected their level of benefiting from the vocational
training services offered to them. In this study, this gap was partially filled by examining the role of the
hope levels of the prospective teachers in the effect of the communication skills of the teaching staff (as
an educational service) on the attitude of the prospective teachers towards learning (benefit obtained
from the educational service).

University students' perceptions of the classroom learning environment and the formation of a
positive teaching environment depend to a certain extent on the instructor's behaviour (Kaufmann, 2020).
Behaviours of verbal and nonverbal teachers were associated with student motivation, emotional and
cognitive learning (Gorham, 1988; Velez & Cano, 2008), and perceived instructor rapport was found to be
correlated with student engagement (Frisby & Martin, 2010). Teacher approval behaviours influence
student participation through student-student engagement (Sidelinger & Butterfield, 2010). As the
communication skills of faculty members improve, students' academic success increases. (Khan et al.,
2017). Although most of the studies mentioned above in the literature are indirectly related to educators'
communication skills, it is comprehended that there are a limited number of studies revealing the
significance of communication skills of instructors at universities. In fact, according to Sean et al. (2012),
further studies are necessary for instructional communication. In addition, the effects of attitude towards
learning on many variables have been frequently examined in the literature (Chen et al., 2018; Mao et al.,
2021). However, there is not enough evidence regarding the variables that are effective in the formation
of attitudes towards learning. Whether the communication skills of instructors affect a student
university's beliefs and attitudes and how the potential effect occurs is limited to the available
information. It is believed that this limitation will be eliminated to some extent by showing the various
relations between the variables of attitude towards learning, self-efficacy belief, and dispositional hope,
which are critical factors in the success of teacher candidates.

Perceived Instructor Communication Skills and Attitude Towards Learning

Attitude is defined as the organized feeling, thought, and behaviour attributed to the individual
considering any psychological object (Smith, 1968). Attitude towards learning can be described as the
cognitive, affective and behavioural reaction tendencies that individuals acquire because of their
evaluations based on their experiences about learning activities. Many variables affect the attitude
towards learning. Although the level of change in attitudes is low, there are findings that the attitudes of
teacher candidates change during the teacher training process (Richardson, 1996).

Some findings show that faculty members have high academic teaching tendencies and do not attach
sufficient importance to emotional and social outcomes (Koutrouba, 2015). However, this does not mean
that the communication skills of faculty members do not have an impact on the formation of prospective
teachers' attitudes towards learning. Many research findings put forward that educators' communication
skills and styles affect students' self-efficacy, attitudes towards learning, and academic performance (Duta
et al., 2015; Eupena, 2012; Mazana et al., 2019; Yasmin et al., 2023; Yildirim, 2021). Considering these
studies, it is comprehended that students' attitudes are affected by variables related to the individual and
teaching process. It is seen that one of the variables (concepts) related to the teaching process that can
affect the attitudes of prospective teachers towards learning is the communication skills of the teaching
staff.
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Communication can be briefly defined as the process of understanding and sharing meaning (Pearson
& Nelson, 2000). It is the duty of the institution, especially the instructors, to create the appropriate
conditions for students to acquire certain knowledge and skills. Instructors, who act as an interface
between knowledge and students, interact with pre-service teachers in the teaching process and use
communication skills in this interaction process (Hassini, 2006). Skills such as patiently listening to and
respecting the thoughts of pre-service teachers, not using accusatory expressions against them, making
eye contact with them, and being solution oriented (Karagoz & Kosterelioglu, 2008) are discussed in this
context.

According to social cognitive theory, environment (faculty members' communication skills), individual
factors (self-efficacy belief) and behaviour (attitude towards learning) can affect one another (Bandura,
1986). The individual's behaviour occurs because of this interaction. In this case, the hypothesis that
communication skills of instructors will affect teacher candidates' attitude towards learning is compatible
with social cognitive theory.

Perceived Instructor Communication Skills and Self-Efficacy

In many studies, educators' communicative behaviours have been associated with student outcomes
(Broeckelman-Post et al., 2016; Goodboy, 2011; Myers & Rocca, 2001; Myers, 2002; Myers et al., 2005).
Thus, it can be assumed that the behaviours of the instructors may affect some individual variables
concerning students. Teacher candidates' self-efficacy beliefs (SE) are also one of these variables.

Self-efficacy, one of the most important concepts of social cognitive theory, refers to people's beliefs
about their ability to organize and perform the actions necessary to manage the situations they
encounter. Mastery experiences, social models, verbal persuasion, and improving the physical and
emotional state are processes that are effective in increasing individuals' self-efficacy beliefs (Bandura,
1986, 1995, 1992). Social persuasion, which can be defined as verbally convincing pre-service teachers
that they can master certain tasks, is one of the four processes that develop self-efficacy (Bandura, 1995).
Pre-service teachers who receive positive feedback from their instructors about their efficacy may
increase their belief that they have the ability, knowledge and skills to successfully perform the behaviours
and actions required to achieve the desired results (Gavora, 2010). Instructors who have communication
skills will use verbal persuasion processes more competently. Therefore, the hypothesis that pre-service
teachers' various experiences resulting from the communication skills of instructors in the classroom
environment will affect their self-efficacy beliefs is compatible with social cognitive theory. According to
a study conducted by Arslan (2012), teachers' positive speeches about the student and their messages to
support students can be assessed in the verbal persuasion category from self-efficacy beliefs sources.

Perceived self-efficacy and attitude towards learning

Many studies suggest that there is a relationship between teacher and teacher candidates' self-
efficacy beliefs and their attitudes on various issues (Demirtas et al., 2011; Malinen et al., 2012; Perry et
al., 2023; Rimm-Kaufman et al., 2004; Vosough Matin, 2023). Teachers' professional self-efficacy is a
significant predictor of their motivation (Recepoglu & Recepoglu, 2019), attitudes towards inclusive
education (Ozokcu, 2018), attitudes towards implementing computer assisted instruction (Yesilyurt vd.,
2016), attitudes towards using information technology (Coban & Atasoy, 2019). There is a significant
relationship between pre-service teachers' professional self-efficacy and their attitudes towards the
profession (Demirtas et al., 2011; Nakip & Ozcan, 2016; Rimm-Kaufman et al., 2004). Academics and
students with high self-efficacy beliefs have more positive attitudes and tendencies towards learning
(Karaduman, 2015; Orhan & Komsu, 2016). It is obvious in the aforementioned studies that there is a
consistent relationship between the self-efficacy beliefs of the teachers and teacher candidates and their
tendencies of thought, emotion and behaviour related to acquiring any skill. Consequently, it is possible
to assert that the SE of the teacher candidates will positively affect the attitude towards learning.
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Mediation and Moderating Relationships

It is believed in this study that the communication skills of instructors affect the teacher candidates'
attitude towards learning via self-efficacy beliefs. Faculty members who demonstrate effective
communication skills can support the self-efficacy beliefs of teacher candidates. Increasing self-efficacy
beliefs of teacher candidates may positively affect their attitudes towards the teaching profession. As a
matter of fact, in many studies (Lee et al., 2023; Liu et al., 2023; Royston & Reiter-Palmon, 2017), it has
been understood that self-efficacy beliefs play a mediating role between different variables.

On the other hand, it is predicted that the existence of a possible relationship between self-efficacy
beliefs and attitude towards learning, which is tried to be supported above, may be influenced by the level
of the dispositional hope variable. "Hope is a positive motivational state that is based on an interactively
derived sense of successful (a) agency (goal-directed energy), and (b) pathways (planning to meet goals)"
(Snyder et al., 1991). This conceptualization of hope is based on a cognitive assessment of the individual's
abilities regarding the goal. Although goal-related external activities affect the cognitive assessment of
the individual, it is believed that there is a continuous, subjective hope level between situations. Hope,
comprehended as an educational concept, can be changed over time through various activities
(consultancy, etc.) (Snyder, 1995). Individuals with a high level of hope are expected to have sufficient
agency in ascertaining a particular goal and their analysis of the ways to achieve these goals, to achieve
remarkable goals, to focus on achievement, to challenge and to have a positive emotionality. People with
higher hopes have more goals to achieve, select challenging goals and achieve these goals (Snyder et al.,
1991). Hopeful thinking reflects the belief that the individual can find ways to the goal and take action to
use these paths (Snyder et al., 2002). Although there are some similarities between dispositional hope
(dispositional hope) and self-efficacy beliefs, these are distinct structures (Snyder, 1995). Regarding the
beliefs of penetrating the events that affect people's lives, self-efficacy beliefs is very significant in the
motivation, performance achievement and emotional well-being of the individual (Bandura, 2010).
Therefore, it is believed that it can positively affect the phenomenon of learning, which has an important
place in terms of people's performance and welfare. In any case, people who do not believe that they can
generate the effects they desire with their actions have low motivation to cope with challenges and act
(Bandura, 2010). In such a case, it is predicted that they will be less likely to act for learning. It is believed
that the possible effect of teacher candidates on attitude towards learning of self-efficacy beliefs depends
on their dispositional hope levels. Although teacher candidates' powerful beliefs that they can create the
desired effect in their lives with their actions (self-efficacy beliefs) positively affect their emotions,
thoughts and behavioural reaction tendencies (attitude towards learning) towards learning, it is predicted
that this effect will not be present when dispositional hope levels are low. It is expected that the increase
in self-efficacy beliefs will not be reflected in attitude towards learning, because it is thought that pre-
service teachers with low levels of dispositional hope will not show sufficient agency in planning goals and
their analysis of the ways to achieve these goals will be negative.

With the introduction of the moderator role of the dispositional hope variable in the relationship
between self-efficacy beliefs and attitude towards learning, the possible indirect effect of the
communication skills of instructors on teacher candidates' attitude towards learning will appear or not,
depending on the dispositional hope level. The hypothesis of the study suggests that dispositional hope
has a moderated mediation effect on the indirect effect of communication skills of instructors on attitude
towards learning through self-efficacy beliefs. In other words, when pre-service teachers' dispositional
hope levels are high, the indirect effect of communication skills of instructors on attitude towards learning
will increase, and when dispositional hope levels are low, the indirect effect of communication skills of
instructors on attitude towards learning will decrease. In light with the hypothesis explained, the aim of
this study is to determine whether dispositional hope has a moderating role in the possible indirect effect
of communication skills of instructors on attitude towards learning according to pre-service teachers'
perceptions.

If the hypotheses of this research are confirmed, the importance of supporting the communication
skills of instructors and the self-efficacy of pre-service teachers in developing positive attitudes towards
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learning will be understood. The results of the research may guide researchers, practitioners and policy
makers in improving attitudes towards learning. Again, if the hypotheses are confirmed, it may provide
important evidence to policy makers that pre-service teachers who have lost hope for the future are
unlikely to benefit from pre-service education at an adequate level. The following hypotheses were tested
in this study, which was structured based on social cognitive and hope theory (Bandura, 2012; Snyder et
al., 2002):

H1: Communication skills of instructors positively affect pre-service teachers' attitude towards learning
through self-efficacy beliefs.

H.: In the effect of pre-service teachers' self-efficacy beliefs on their attitudes towards learning,
sustained hope is a moderator.

Hs: Dispositional hope levels of teacher candidates have a moderator effect on the indirect effect of
communication skills of instructors on the attitude towards learning of teacher candidates through self-
efficacy beliefs.

First, this research guides practitioners by emphasizing the importance of supporting the self-efficacy
of teacher candidates and the communication skills of faculty members in developing a positive attitude
towards learning. Secondly, it provides important evidence to policy makers that teacher candidates who
have lost hope for the future cannot benefit sufficiently from teacher education. Finally, when the
hypotheses created based on social cognitive theory are confirmed, they will contribute to the literature
and the findings will be a source of inspiration for subsequent researchers.

Method
Research Model

The research model aims to reveal various relationships (direct, indirect, moderating and moderated
mediation effects) between continuous variables. Therefore, in accordance with the positivist research
tradition, quantitative method and relational design were used. The relationship between numerous
variables, the strength of this association, and the degree to which one of the variables predicts the other
are quantified and revealed using the statistical method of correlation analysis in the relational model
(Creswell, 2012). In this direction, communication skills of instructors were included in the model as
independent variable, self-efficacy belief as mediator, dispositional hope as moderator, and pre-service
teachers' attitude towards learning as dependent variable.

Three models were tested in the study: simple mediation effect, simple moderation effect and moderated
mediation effect. A summary diagram of all models is presented in Figure 1.

Figure 1

Conceptual Diagram of Mediation, Moderation and Moderated Mediation Analysis

Self-Efficacy Dispositional Hope
Communication Attitude Towards
Skills of Instructors J 'l Learning

Model 1 (Process Model 4 used) tests the mediating role of self-efficacy between the communication skills
of faculty members and the attitudes of pre-service teachers towards learning, while Model 2 (Process
Model 1 used) tests the moderating effect of the dispositional hope variable on the relationship between
the self-efficacy beliefs of pre-service teachers and their attitudes towards learning. Finally, Model 3
(Process Model 14 used) aims to reveal how the indirect effect of the communication skills of faculty
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members on the attitudes of pre-service teachers towards learning changes when dispositional hope is
low, medium and high. In this context, bootstrap analysis was conducted using Process v4.3, an extension
of the SPSS program, to determine whether the roles of mediation (Model 1), moderation (Model 2) and
moderated mediation (Model 3) are statistically significantin a sample group of 5000 people (Hayes, 2013;
Preacher & Hayes, 2008).

Universe and Sample

The target population of the study consists of teacher candidates studying at the third and fourth grades
of education faculties in Turkey. The accessible population of the study consists of teacher candidates
studying at the Faculty of Education of Atatirk University. According to the information received from the
faculty secretariat, there are 2671 teacher candidates studying at the third and fourth grades of the faculty
of education. The sample size to be reached with a 5% margin of error was calculated as 336 (Buyikoztiirk
et al., 2022). Due to the pandemic period, the data were collected electronically on a voluntary basis with
the appropriate sampling method. The link created via Google Form was shared with the teacher
candidates, and the valid form obtained from 388 participants was used to obtain the research data.
Information about the participants is presented in Table 1.

Table 1

Data on the Departments of Pre-Service Teachers in the Sample

Branch f % Branch f %
German Language Teaching 22 5.7  Secon. Educ. Mathematics Teaching 4 1
Physical Education teaching 2 0.5  Special Education Teaching 33 8.5
Biology Teaching 5 1.3  Guidance and Psych. Counselling 27 7
Geography Teaching 8 2.1  Art Teaching 27 7
Philosophy Teaching 22 5.7  Primary School Teaching 12 3.1
Science Education 20 5.2 Social Sciences Education 14 3.6
Prim. School Mathem. Teaching 30 7.7  History Teaching 5 1.3
English Teaching 63 16.2 Turkish Language Teaching 26 6.7
Music Teaching 17 4.4  Turkish Lang. and Liter. Teaching 9 2.3
Preschool Teaching 42 10.8

Gender Class Level

Female 276 71.1 3rdClass 201 518
Male 112 28.9 4th Class 187 48.2

From the data in Table 1, it is understood that there were pre-service teachers from 19 different
departments in the research sample; 276 (71.1%) of these pre-service teachers were female, 112 (28.9%)
were male; 201 (51.8%) were third grade students and 187 (48.2%) were fourth grade students.

Information on Data Collection Tools

Communication Skills Assessment Scale

Communication skills scale was created by Karagdz and Kostereliolu (2008) to describe the
effectiveness degree of the instructors' communication skills in the classroom. The scale consisting of 25
items and six dimensions, namely respect, expression skills, value, obstacles, motivation and democratic
attitude, explains 55.9% of the variance. The items in the obstacles dimension of the scale (8,12,15,23)
are reverse scored. After the item scores in the obstacles dimension are reverse scored, the scores of all
items in the scale are added and the total score of the communication skills scale is determined. The
highest score that can be obtained from the scale developed in five point Likert type is 125, and the lowest
score is 25. The internal consistency coefficient (Cronbach’s Alpha) of the original scale is .77, and the
internal consistency coefficient calculated with this research data is .941.
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General Self-Efficacy Scale

The scale, developed by Schwarzer and Jerusalem (1995), was adapted to Turkish by Aypay (2010).
The purpose of the General Self-Efficacy Scale is to reveal the self-efficacy belief levels of university
students. The first dimension of the scale is called effort and resistance, and the second dimension is
called ability and confidence. Dimension scores are determined by adding the scores given to the items
within the dimensions of the scale, and the general self-efficacy belief score is determined by adding the
scores given to all items. The lowest score that can be obtained from the scale is 10, and the highest score
is 40. The variance explained by the scale consisting of 10 items is 47%, and the internal consistency
coefficient is .83. The internal consistency coefficient calculated with this research data is .88.

Dispositional Hope Scale

The dispositional hope scale, which was developed by Snyder et al. (1991) to determine the
dispositional hope levels of individuals, was adapted into Turkish by Tarhan and Bacanh (2015) in a sample
of university students. The scale, which consists of two dimensions and 12 items, namely alternative path
thinking and agentic thinking, explained 61% of the variance and its internal consistency coefficient was
.83. The scale includes four filler items (3rd, 5th, 7th, 11th) that are not related to dispositional hope. All
scores other than these items are added up to determine the total dispositional hope scale score. The
internal consistency coefficient calculated with this research data is .83, as in the original scale. The lowest
score that can be obtained from the scale prepared in eight point Likert type is 8, and the highest score is
64.

Attitude Towards Learning Scale

The attitude towards learning scale was developed by Cetin and Cetin (2019) to measure the attitude
levels of prospective teachers towards learning. The scale consists of three sub-dimensions: effort
towards learning, caring about learning, and avoiding learning. The variance explained by the scale
consisting of 34 items, nine of which are reverse scored, is 53%, and the internal consistency coefficient
is .94. After nine items are reverse scored, the scores given to the 34 items are added to obtain the total
score of the scale. The internal consistency coefficient calculated with this research data is .902. The
lowest score that can be obtained from the scale is 34, and the highest score is 170.

Data Collection Process

The Ethics Committee Approval Certificate was obtained from the Ethics Committee of the Educational
Sciences Unit operating within a public university with the decision numbered 12/04 on 01.10.2020. Data
for the study were collected electronically (Google Form) due to the pandemic. The study link was shared
with pre-service teachers through the public university student information system. The data of the study
were collected in the spring semester of the 2020-2021 Academic Year. In accordance with research
ethics, the participants were informed about the purpose of the study, that the data to be collected would
be used only for scientific purposes, the voluntariness of participation, etc.

Data Analysis

The data were analysed in terms of minimum, maximum and missing values and necessary corrections
were made. The normality of the data distribution was checked over the total scores of the variables. The
data were examined by transforming them into standardized scores (Z scores), and it was noted that the
scores did not exceed the +3 and -3 standard scores. The skewness and kurtosis values for the variables
considered in the study are presented in Table 2.
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Table 2

Skewness and Kurtosis Values of Variables

Variables Skewness Kurtosis
Communication Skills of Instructors -.209 -.58
Self-Efficacy Beliefs -.32 -.56
Dispositional Hope -.27 -41
Attitude Towards Learning -.34 -.31

When Table 2 is analysed, it is seen that the skewness and kurtosis values for all variables are between
-.209 and -.58. According to Tabachnick and Fidell (2013), skewness and kurtosis values between -1.5 and
+1.5 can be accepted as an indicator of normal distribution.

As a result of the examination of Mahalanobis distance coefficients, three extreme values were
removed from the data set. By considering the scatter diagram matrices (Matrix Scatter) of the variables,
it is realized that they are close to present the multivariate normality. No correlation of 0.80 and above
was found between the variables. In the analyses conducted for the model, it was understood that the
tolerance value was higher than .20, the variance inflation factor (VIF) was lower than 10, and the
condition index (Cl) was lower than 30 (Buytikoztlrk, 2011). Based on these findings, it was concluded
that there was no multicollinearity problem between the variables.

Findings
Firstly, the findings obtained from the Pearson Product Moment Correlation Analysis, which was
performed to expose the relationships between variables, are shown in Table 3.

Table 3

Findings Regarding the Correlation Between Variables

CSI ATL SE DH
Communication Skills of Instructors (CSI) 1 213%* 217** 272%*
Attitude Towards Learning (ATL) 1 .387%* .398**
Self-Efficacy Beliefs (SE) 1 .652**
Dispositional Hope (DH) 1

**p<.01

When Table 3 is examined, a low level statistically significant relationship was found between
communication skills of instructors and attitude towards learning (p< .01, r=.213), self-efficacy beliefs (p<
.01, r=.217), dispositional hope (p< .01, r=.272); while statistically significant relationships were found
between attitude towards learning and self-efficacy beliefs (p< 0.01, r=.387), dispositional hope (p< 0.01,
r=.398) in the same direction at a moderate level. Finally, a statistically significant, moderate relationship
was found between self-efficacy beliefs and dispositional hope in the same direction (p< 0.01, r=.652).
To test the research hypotheses including mediation (Process Model 4 - H1), moderation (Process Model
1 - H2) and moderated mediation (Process Model 14 - H3), the Process Macro developed by Hayes was
used and regression analysis based on the bootstrap technique was conducted (Hayes, 2018; Girbiiz,
2019). In bootstrap analysis, it is decided whether the effects are statistically significant or not by looking
at the Cl (confidence interval) values. If the lower (LLCI) and upper (ULCI) confidence intervals do not
contain the value "0", the effect is understood to be statistically significant (Gilrbiz, 2019). The findings
of the regression analysis used to test the hypotheses are shown in Table 4.
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Table 4

Findings on Mediation, Moderation, Moderated Mediation

Variables Self-efficacy Belief Attitude Towards Learning
b LLCI uLci b LLCI ULCI

Model 1 (Mediation-H;)

Communic. Skills of Instructors (X) .0609*** 033 .088 .118%** .036 .199

Self-efficacy Belief (M) 1.109*** 81 1.39

R? 047%** 167%**

Bootstrap indirect effect Com. Skills of Instruc.~> Self-efficacy Bel. > Attit. Tow. Learn.

b=.0676 % 95 BCA CI [.0348, .1095]

Model 2 (Moderation-H,)

Self-efficacy Belief (X) -2.001* -3.85 -.149
Dispositional Hope (W) -1.33* -2.58 -.085
X*W (Interaction) .0549%* .017 .091
R? .204%*

Model 3 (Mode. Mediation- Hs)

Communic. Skills of Instructors (X) .085%* .0042 .16
Self-efficacy Belief (M) -1.93* -3.77 -.08
Dispositional Hope (W) -1.31%* -2.56 -.07
M*W (Interaction) .053** .016 .09
RZ 21***

Indirect Effect b LLCI ULCI

Low Dispositional Hope (43.00) .021 -.006 .058

Moderate Disposit. Hope (51.00) .047 .019 .083

High Dispositional Hope (58.00) .069 .030 117

Index of moderated mediation .003 .0004 .0067

*p< .05, ¥**p< .01, ***p< .001, n=388. LLCI= Lower confidence interval; ULCI= Upper confidence interval.
Bootstrap resampling= 5000. Unstandardized beta coefficients (b) are reported.

In line with the first hypothesis of the study, firstly the mediation relationship was tested (CSI->SE -
>ATL). According to the findings in Table 3 Model 1, it was understood that the indirect effect of the
communication skills of instructors on the attitude towards learning through their self-efficacy beliefs was
statistically significant (b= .0676, 95% Cl [.034, .109]). The first hypothesis of the study was confirmed. All
variables included in the analysis explained approximately 17% of the total variance in the attitude
towards learning (R2 =.167).

The results of the regression analysis established to test the second hypothesis of the research are
presented in Table 4 Model 2. According to the results, it is understood that the effects of self-efficacy
beliefs, dispositional hope and the interaction term on the outcome variable attitude towards learning
are statistically significant. The significant b value of the interaction effect (Int_1) variable, which indicates
whether there is a moderated effect, indicates that the dispositional hope variable has a moderator effect
(b=.0549, 95% BCA CI [.017, .091). The second hypothesis of the research was supported. As a result of
the slope analysis, the effects of the moderator variable are graphically displayed. is shown in Figure 2.

182



Yildirim — Gukurova Universitesi Egitim Fakdiltesi Dergisi, 54(1), 2025, 174-203
Figure 2

Graphical View of the Moderator Effect ATL= Attitude Towards Learning  SE= Self-efficacy Belief ~DH=
Dispositional Hope
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When the moderator effect is graphically reflected in Figure 2, it is seen that when the dispositional
hope variable is medium (51) and high (58), the effect of self-efficacy beliefs on attitude towards learning
increases more (for medium level, b=.79, 95% CI [.42, 1.17], p< 0.001; for high level, b=1.18, 95% CI [.68,
1.67], p< 0.001). On the other hand, when dispositional hope is low (43), the effect of self-efficacy beliefs
on attitude towards learning is not significant (b= .35, 95% ClI [-.06, .78], p> 0.05). As a result, when the
dispositional hope variable is medium and high, the effect of self-efficacy beliefs on attitude towards
learning is statistically significant. This means that dispositional hope moderates the relationship between
pre-service teachers' self-efficacy beliefs and attitude towards learning.

Table 4 Model 3 shows the findings regarding whether the indirect effect of the communication skills
of instructors (X) on the attitude towards learning (Y) depends on the level of the dispositional hope
variable (W) (Moderated Mediation Role).  The significance of the moderated mediation index value
(b=0.0032, 95% CI [0.0004, 0067]) indicates that dispositional hope is a moderating variable in the indirect
effect of communication skills of instructors on attitude towards learning. When dispositional hope is low,
the indirect effect is statistically insignificant (b= .021, 95% Cl [-.006, 058]). The indirect effect of
communication skills of instructors on attitude towards learning is statistically significant when
dispositional hope is moderate (b=.047, 95% CI [.019, .083]) and high (b= .069, 95% CI [.030, .117]).
Findings related to the slope analysis performed for the graphical representation of the moderated
mediation effect are provided in Figure 3.
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Figure 3
Graphical Representation of the Moderated Mediation Effect
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The slope of the lines in Figure 3 shows how the indirect effect of communication skills of instructors
on attitude towards learning is shaped at different dispositional hope levels. More clearly, the indirect
effect of communication skills of instructors on attitude towards learning becomes stronger when
dispositional hope is medium and high.

Discussion and Conclusion

The findings provide evidence that the three hypotheses put forward in the study have been
supported. Accordingly, communication skills of instructors have an indirect effect on attitude towards
learning through self-efficacy beliefs. Dispositional hope is a moderator in the effect of self-efficacy beliefs
on attitude towards learning. Finally, dispositional hope plays a moderated mediating role in the indirect
effect of communication skills of instructors on attitude towards learning through self-efficacy beliefs.

Communication skills of instructors have a direct effect on pre-service teachers' attitude towards
learning, as well as an indirect effect through self-efficacy beliefs. It can be concluded from these findings
that communication skills of instructors can be used directly or indirectly in developing a positive attitude
towards learning in teacher candidates. In a group study called the Yale Attitude Change Approach, it was
perceived that persuasive communication is critical in changing people's attitudes (Aronson et al., 2012).
The effect of communication skills of instructors on self-efficacy beliefs can be explained by social
persuasion (Bandura, 1995), which is the source of the increase in self-efficacy belief. When instructors
use their communication skills effectively, they can improve pre-service teachers' self-efficacy beliefs. The
increase in self-efficacy will also be reflected in attitude towards learning.

When instructors use effective communication skills and persuasion methods, they can improve the
self-efficacy beliefs of teacher candidates. The increase in self-efficacy will be reflected in the attitude
towards learning. The learning environment at the university, positive and constructive feedback and
encouraging training improve student learning (Kala et al., 2009). For students to continue the education
throughout life, schools should educate beyond intellectual skills to encourage the development of self-
efficacy beliefs and self-regulation abilities (Zimmerman, 1995). According to Bandura (1995), the primary
objective of formal education should be to provide the intellectual tools, efficacy beliefs and inner
interests for lifelong learning to the students. These personal resources mentioned above enable
individuals to learn and improve themselves. Orhan and Komsu (2016) revealed that the self-efficacy was
a predictor of their attitudes towards learning. The quality of the relationship between the lecturer and
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the students affects the self-esteem of the students (Nyadanu et al., 2015). Self-efficacy is related with
self-esteem (Lightsey et al., 2006). Increasing self-efficacy belief may positively affect attitudes towards
learning. Indeed, according to social cognitive theory, an individual's behaviour emerges with the
interaction of environmental, individual, and behavioural factors. As an environmental factor, instructors'
communication skills can affect individual factors such as self-efficacy and behavioural characteristics such
as attitude towards learning. Kim and Sax (2014) stated that some perceptions and evaluations of
university students are shaped because of their interactions with faculty members. Many research
findings declare that the self-efficacy beliefs of the teachers and teacher candidates have a positive effect
on their attitudes towards acquiring skills (Demirtas et al., 2011; Malinen et al., 2012; Rimm-Kaufman et
al., 2004; Perry et al., 2023; Vosough Matin, 2023).

The effect of communication skills of instructors on the attitude towards learning can be explained by
Emotional Response Theory (Mottet et al., 2006). According to this theory, the communication of the
instructors causes the emotional reactions of the students that guide their approach-avoidance
behaviours. The instructor, who has good communication with the teacher candidates, creates a positive
attitude towards learning in this case and leads to the approach behaviour. Since students perceive
negative interactions as harmful to their learning environment (Kaufman, 2020), their attitudes towards
learning may also be negatively affected. Therefore, many studies revealed that the communication skills
of the instructors are related with the academic achievement of the students (Khan et al., 2017), student
motivation and cognitive, emotional learning (Gorham, 1988; Velez & Cano, 2008). The findings of the
mentioned studies are in line with the findings of this research.

It was remarked that the dispositional hope variable was moderator in the relationship between self-
efficacy beliefs and attitude towards learning. When dispositional hope is low, the relationship between
self-efficacy beliefs and attitude towards learning loses its meaning. The self-efficacy beliefs of the teacher
candidates, whose dispositional hope level is average and high, positively affects their attitude towards
learning. It was supported in previous chapters by various arguments that the affective, cognitive, and
behavioural reaction tendencies of teacher candidates, (with high self-efficacy) who believed that they
could create the desired effect with their actions, would be positive. Nevertheless, it has been
comprehended that this effect is not permanent under all conditions. Individuals' low level of hope can
lead to the inadequate agency in goal setting and more pessimistic inferences about the ways to achieve
these goals, failure to achieve goals, not focusing enough on success, avoiding challenge, and negative
emotionality. Teacher candidates with higher dispositional hope levels are expected to choose many and
more challenging goals and achieve these goals (Snyder et al., 1991). In this case, the tendency of teacher
candidates with high dispositional hope level to choose more and more challenging goals related to
learning due to their increasing self-efficacy beliefs may positively affect their attitude towards learning.
On the other hand, even if there is an increase in the self-efficacy beliefs of teacher candidates with low
dispositional hope levels, this increase will not be positively reflected in their attitudes towards learning
because they avoid difficult goals and challenges. Although it is unrelated to the subject of the study, it is
known that hope is a moderator in the relationship between many variables (Geiger & Known, 2010;
Karababa, 2020). It has been observed that the existence of the indirect effect of the communication skills
of instructors on the attitude towards learning depends on the dispositional hope levels of teacher
candidates. In other words, communication skills of instructors positively affect the attitude towards
learning of teacher candidates, whose dispositional hope level is medium and high via self-efficacy beliefs.
The communication skills of instructors do not affect the attitude towards learning of the teacher
candidates with a low level of dispositional hope via self-efficacy. The level of hope, which is defined as
goal-directed determination and planning of ways to meet goals (Snyder et al., 1991), affects the existence
of the indirect effect of communication skills of instructors on the attitude towards learning. When
teacher candidates have a high level of determination towards the goal and teacher candidates are skilled
in planning the ways to meet the goals, the effect of communication skills of instructors on attitude
towards learning through self-efficacy beliefs can be considered. In the opposite case, it is comprehended
that there is no indirect effect. Only teacher candidates with medium and high dispositional hope levels
can benefit from the positive effect of communication skills of instructors on attitude towards learning.
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Based on the findings, it is possible to say that teacher candidates, who are unlikely to work in public
institutions in Turkey, experience hopelessness and pessimism, which limits their ability to benefit from
the services offered by education faculties. Therefore, graduating more teachers than necessary causes
negative economic, social and psychological effects for Turkey and countries in the same situation. This
situation reduces teacher candidates' hopes for the future and prevents them from benefiting sufficiently
from educational services.

The lack of sufficient previous studies on a similar subject increases the originality of the findings. On
the other hand, the data on the variables discussed in the research were collected during the pandemic
period. The perceptions of teacher candidates are open to the contextual effects of this period. The fact
that the data were collected electronically during the pandemic period with the convenience sampling
method can be considered as one of the limitations of the research. The fact that the participants did not
have the same probability of being assigned to the study group from each teaching program constitutes
a limitation in terms of the research findings. Another limitation is that the study group only includes
third- and fourth-year teacher candidates studying at one university. It is important to conduct similar
studies covering students at all grade levels at universities in different regions to support the findings.

Recommendations

Based on the findings, politicians are recommended to create and follow employment policies that
will increase the hope levels of teacher candidates. Teacher candidates with high levels of hope may have
more opportunities to benefit from pre-service training opportunities. During the training process, faculty
members should direct their relationships by being aware that communication skills can affect teacher
candidates' self-efficacy, hopes and attitudes towards learning. Training programs aimed at improving the
communication skills of faculty members can be developed and implemented. Researchers can conduct
gualitative studies to reveal the mechanisms of influence of communication skills of faculty members on
teacher candidates' self-efficacy and attitudes towards learning. Since the research findings are original,
similar studies should be conducted with larger sample groups.
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Turkge Suriimii

Giris

Tirkiye'de 6gretmen adaylari egitim fakiltesinden mezun olduktan sonra kamu kurumlarinda gérev
almak lzere Kamu Personeli Segme Sinavina (KPSS) tabi tutulmaktadir. Temel amaci nitelikli 6gretmen
secmek ve atamak olan bu sinavin islevi, lisans mezunu 6gretmen sayisinin ihtiyactan fazla olmasi
(istihdam zorlugu) nedeniyle yeterlik sinavina donidsmustiir. Bu durum 6gretmen adaylari izerinde baski
olusturmaktadir. Konuya iliskin yapilan galismalarda hizmet 6ncesi 6grenimleri esnasinda 6gretmen
adaylarinin baglica stres kaynaklarindan birisinin KPSS oldugu anlagilmigtir. KPSS stresi 6gretmen
adaylarinin akademik basarilarini ve mesleki gelisimlerini olumsuz etkilemektedir (Akpinar, 2013). Bu
nedenle 6gretmen adaylarinin kamu okullarinda istihdam edileceklerine dair inanglari ve lisans egitimine
verdikleri dnem de azalmaktadir (Uyulgan & Akkuzu, 2015). Nitekim 6gretmen adaylarinin sinif dizeyleri
arttikca akademik motivasyonlarinin distagiine iliskin  bulgulara rastlanmaktadir (Gémleksiz &
Serhatlioglu, 2013). Mesleki geleceklerinden emin olmayan 6gretmen adaylarinin, mezuniyete yaklastikca
dgrenmeye yoénelik tutumlarinin olumsuz etkilendigi anlasiimaktadir. Ogretmen adaylari 6zellikle lisans
egitimlerinin son yillarinda, zorlu yeterlik sinavi nedeniyle kamu kurumlarina atanamayacaklarina inanarak
umutsuzluk ve karamsarlik yasamaktadirlar (Karatas vd., 2017). Fakat 6gretmen adaylarinin bu slregte
yasadigl umutsuzlugun, kendilerine sunulan mesleki egitim hizmetlerinden yararlanma dizeylerini
etkileyip etkilenmedigine iliskin herhangi bir bulguya rastlanmamistir. Bu ¢alismada 6gretim elemanlarinin
iletisim becerilerinin (bir egitim hizmeti olarak) 6gretmen adaylarinin 6grenmeye yonelik tutumu
Uzerindeki (egitim hizmetinden elde edilen yarar) etkisinde 6gretmen adaylarinin umut dizeylerinin rolu
incelenerek bu bosluk kismen doldurulmaya ¢alisiimistir.

Universite 6grencilerinin siniftaki grenme ortamina iliskin algilari ve olumlu bir &gretim ortaminin
olusmasi bir 6l¢ctide 68retim elemaninin davranisina baghdir (Kaufmann, 2020). S6zli ve s6zsliz 6gretmen
davranislari 6grenci motivasyonu, duygusal ve bilissel 6grenme ile iliskilendirilmistir (Gorham, 1988; Velez
& Cano, 2008). Algilanan 6gretim elemani uyumunun 68renci katilimini olumlu etkiledigi gorulmustir
(Frisby & Martin, 2010). Ogretmen onaylama davranislari, dgrenci-6grenci etkilesimi yoluyla &grenci
katilimi Gizerinde olumlu etkilere sahiptir (Sidelinger & Butterfield, 2010). Ogretim elemanlarinin iletisim
becerileri gelistikce 6grencilerin akademik basarilari da artmaktadir (Khan vd., 2017).

Cogu dolayh olarak egitimcilerin iletisim becerileri ile ilgili olsa da Universitelerde o6gretim
elemanlarinin iletisim becerilerinin  6nemini ortaya koyan calismalarin sinirli sayida oldugu
anlasiimaktadir. Ogretimsel iletisim icin daha fazla calismaya ihtiyac vardir (Sean vd., 2012). Ayrica
o6grenmeye yonelik tutumun bircok degisken (izerindeki etkisi literatlirde siklikla incelenmistir (Chen vd.,
2018; Mao vd., 2021). Ancak 6grenmeye yonelik tutumun olusmasinda etkili olan degiskenlere iliskin
yeterli kanit bulunmamaktadir. Ogretim elemanlarinin iletisim becerilerinin 6gretmen adaylarinin inang
ve tutumlarini etkileyip etkilemedigi ve potansiyel etkinin nasil meydana geldigi mevcut bilgilerle sinirlidir.
Ogretmen adaylarinin basarisinda kritik faktérler olan 6grenmeye yonelik tutum, 6z-yeterlik inanci ve
surekli umut degiskenleri arasindaki cesitli iliskilerin gosterilmesiyle bu sinirlihgin bir 6lglide ortadan
kaldirilacagi diisinilmektedir.

Algilanan Ogretim Elemanu iletisim Becerileri ve Ogrenmeye Yonelik Tutum

Tutum, herhangi bir psikolojik nesneye iliskin bireye atfedilen organize duygu, diisiince ve davranis
olarak tanimlanmaktadir (Smith, 1968). Ogrenmeye yonelik tutum, bireylerin grenme etkinliklerine iliskin
deneyimlerine dayanarak yaptiklari degerlendirmeler sonucunda kazandiklari bilissel, duyussal ve
davranissal tepki egilimleri olarak tanimlanabilir. Pek cok degisken 6grenmeye yonelik tutumu
etkilemektedir. Tutumlardaki degisim dizeyi disiik olsa da 6gretmen yetistirme sirecinde 6gretmen
adaylarinin tutumlarinin degistigine dair bulgular bulunmaktadir (Richardson, 1996).
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Bazi bulgular, 6gretim lyelerinin akademik 6gretme egilimlerinin yiiksek oldugunu, duygusal ve sosyal
ciktilara yeterince 6nem vermediklerini gdstermektedir (Koutrouba, 2015). Ancak bu durum 6gretim
elemanlarinin iletisim becerilerinin 6gretmen adaylarinin 6grenmeye yonelik tutumlarinin olusmasinda
etkili olmadigi anlamina gelmemektedir. Egitimcilerin iletisim beceri ve tarzlarinin &6grencilerin 6z
yeterliklerini, 6grenmeye yonelik tutumlarini ve akademik performanslarini etkiledigine iliskin bircok
bulgudan soz edilebilir (Duta vd., 2015; Eupena, 2012; Mazana vd., 2019; Yasmin vd., 2023; Yildirim, 2021).
Bu calismalara bakildiginda 6grenci tutumlarinin bireye ve 6gretim sirecine iliskin degiskenlerden
etkilendigi anlasiimaktadir. Ogretmen adaylarinin 6grenmeye yoénelik tutumlarini etkileyebilecek dgretim
strecine iliskin degiskenlerden (kavramlardan) birisinin de 6gretim elemanlarinin iletisim becerisi oldugu
gorilmektedir.

iletisim kisaca, anlam olusturma ve paylasma siireci olarak tanimlanabilir (Pearson & Nelson, 2000).
Ogrencilerin belirli bilgi ve becerileri kazanmalari igin uygun kosullari olusturmak, kurumun ve 6zellikle
Ogretim elemaninin goérevidir. Bilgi ile 6grenciler arasinda bir araylz gorevi goéren 6gretim elemanlari,
O0gretim slirecinde 6gretmen adaylariyla etkilesime girmekte ve bu etkilesim silirecinde iletisim becerilerini
kullanmaktadirlar (Hassini, 2006). Ogretmen adaylarinin sabirla dinlenmesi ve disiincelerine saygi
duyulmasi, onlara karsi suglayici ifadeler kullanilmamasi, géz temasi kurulmasi, ¢6ziim odakli olunmasi
(Karagoz & Kosterelioglu, 2008) gibi beceriler bu kapsamda ele alinmaktadir. Sosyal bilissel teoriye gére
cevre (6gretim Uyelerinin iletisim becerileri), bireysel faktorler (6z-yeterlik inanci) ve davranis (6grenmeye
yonelik tutum) birbirini etkileyebilmektedir (Bandura, 1986). Bireyin davranisi bu etkilesim nedeniyle
ortaya c¢ikar. Bu durumda 6gretim elemanlarinin iletisim becerilerinin 6gretmen adaylarinin 6grenmeye
yonelik tutumlarini etkileyecegi hipotezi sosyal bilissel teoriyle uyumludur.

Algilanan 6gretim elemani iletisim becerileri ve 6z yeterlilik

Pek c¢ok calismada egitimcilerin iletisimsel davranislari 6grenci sonuglariyla iliskilendirilmistir
(Broeckelman-Post vd., 2016; Goodboy, 2011; Myers, 2002; Myers & Rocca, 2001; Myers vd., 2005).
Dolayisiyla 6gretim elemanlarinin  davraniglarinin  6grencilere iliskin bazi bireysel degiskenleri
etkileyebilecegi varsayilabilir. Ogretmen adaylarinin 6z-yeterlik inanglari da bu degiskenlerden biridir.

Sosyal bilissel teorinin en 6nemli kavramlarindan biri olan 0z-yeterlik, insanlarin karsilastiklari
durumlan yonetmek icin gerekli eylemleri organize etme ve gergeklestirme yeteneklerine iliskin
inanclarini ifade eder. Ustalik deneyimleri, sosyal modeller, s6zli ikna, fiziksel ve duygusal durumun
iyilestirilmesi bireylerin 6z-yeterlik inanglarinin artmasinda etkili olan stireglerdir (Bandura, 1986, 1992,
1995). Ogretmen adaylarini belirli gérevlerde ustalasabilecekleri konusunda sozlii olarak ikna etmek
olarak tanimlanabilecek sosyal ikna, 6z yeterliligi gelistiren dért siirecten biridir (Bandura, 1995). Ogretim
elemanlarindan yeterliklerine iliskin olumlu geri bildirimler alan 6gretmen adaylarinin, istenilen sonuglara
ulasmak icin gerekli davranis ve eylemleri basariyla gerceklestirebilecek yetenek, bilgi ve becerilere sahip
olduklarina dair inanglari artabilir (Gavora, 2010). iletisim becerisine sahip 6gretim elemanlari s6zI{ ikna
sureclerini daha yetkin bir sekilde kullanacaklardir. Bu nedenle 6gretmen adaylarinin sinif ortaminda
ogretim elemanlarinin iletisim becerilerinden kaynaklanan cesitli deneyimlerinin 6z-yeterlik inanglarini
etkileyecegi hipotezi sosyal bilissel teoriyle uyumludur. Arslan (2012) tarafindan yapilan arastirmaya gore
ogretmenlerin 6grenci hakkindaki olumlu konusmalari ve 6grencilere destek mesajlar 6zyeterlik inanci
kaynaklarindan sézel ikna kategorisinde degerlendirilebilmektedir.

Algilanan Oz Yeterlik inanci ve Ogrenmeye Yénelik Tutum

Ogretmen ve dgretmen adaylarinin 6z-yeterlik inanclari ile farkli konulara iliskin tutumlari arasinda
iliski oldugunu ortaya koyan pek cok ¢calisma bulunmaktadir (Demirtas vd., 2011; Malinen vd., 2012; Perry
vd., 2023; Rimm-Kaufman vd., 2004; Vosough Matin, 2023). Ogretmenlerin mesleki 6z yeterlikleri
motivasyonlarinin (Recepoglu & Recepoglu, 2019), kapsayici egitime yonelik tutumlarinin (Ozokcu, 2018),
bilgisayar destekli egitimi uygulamaya yonelik tutumlarinin (Yesilyurt vd., 2016), bilgi islem teknolojisini
kullanmaya yénelik tutumlarinin (Coban & Atasoy, 2019) anlamli bir yordayicisidir. Ogretmen adaylarinin
mesleki dzyeterlikleri, meslege yénelik tutumlari (Demirtas vd., 2011; Nakip & Ozcan, 2016; Rimm-
Kaufman vd., 2004) arasinda anlamli bir iliski vardir. Yiiksek 6z-yeterlik inancina sahip olan akademisyen
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ve Ogrencilerin 6grenmeye yonelik tutum ve egilimleri daha olumludur (Karaduman, 2015; Orhan &
Komsu, 2016). Bu galismalarda 6gretmenlerin ve 6gretmen adaylarinin 6z-yeterlik inanglari ile herhangi
bir becerinin kazanilmasina iliskin dustince, duygu ve davranig egilimleri arasinda tutarl bir iliski oldugu
anlasiilmaktadir. Sonug olarak 6gretmen adaylarinin 6z-yeterlik inanglarinin 6grenmeye yonelik tutumu
olumlu yonde etkileyebilecegini sylemek mimkinddr.

Aracilik ve Diizenleyicilik iliskileri

Bu galismada 6gretim elemanlarinin iletisim becerilerinin 6gretmen adaylarinin 6grenmeye yonelik
tutumlarini 6z-yeterlik inanglari araciligiyla etkiledigi ileri striilmektedir. Etkili iletisim becerileri sergileyen
dgretim Uyeleri, 6gretmen adaylarinin 6z-yeterlik inanclarini destekleyebilir. Ogretmen adaylarinin 6z-
yeterlik inanglarinin artmasi, 6gretmenlik meslegine yoénelik tutumlarini olumlu yonde etkileyebilir.
Nitekim bircok ¢alismada (Lee vd., 2023; Liu vd., 2023; Royston & Reiter-Palmon, 2017) 6z-yeterlik
inanglarinin farkl degiskenler arasinda araci rol oynadigi anlasiimistir.

Ote yandan yukarida desteklenmeye calisilan 6z-yeterlik inanclari ile grenmeye yonelik tutum
arasinda olasi bir iliskinin varliginin, sirekli umut degiskeninin dizeyinden etkilenebilecegi
ongorilmektedir. "Umut, etkilesimli olarak elde edilen basarili (a) eylemlilik (hedefe yonelik enerji) ve (b)
yollara (hedeflere ulasmayi planlamak) dair bir duyguya dayanan olumlu bir motivasyon durumudur"
(Snyder vd., 1991). Umudun bu kavramsallastiriimasi, bireyin hedefe iliskin yeteneklerinin bilissel bir
degerlendirmesine dayanmaktadir. Hedefe yonelik dissal aktiviteler bireyin bilissel degerlendirmesini
etkilese de durumlar arasinda sirekli, subjektif bir umut diizeyinin olduguna inanilmaktadir. Egitimsel bir
kavram olarak anlasilan umut, zamanla gesitli etkinliklerle (danismanlik vb.) degistirilebilir (Snyder, 1995).
Umut dizeyi yiksek bireylerin, belirli bir hedefi belirlemede ve bu hedeflere ulasmanin yollarini analiz
etmede yeterli eylemlilige sahip olmalari, dikkat gekici hedeflere ulasmalari, basariya odaklanmalari,
meydan okumalari ve olumlu bir duygusalliga sahip olmalari beklenir. Umutlari yiksek olan kisilerin
ulasacaklari daha fazla hedefleri vardir, zorlayici hedefleri segerler ve bu hedeflere ulasirlar (Snyder vd.,
1991). Umutlu dusiinme, bireyin hedefe giden yollari bulabilecegi ve bu yollari kullanmak icin harekete
gecebilecegi inancini yansitmaktadir (Snyder vd., 2002). Her ne kadar siirekli umut ile 6z-yeterlik inanglari
arasinda bazi benzerlikler olsa da bunlar farkli yapilardir (Snyder, 1995). insanlarin yasamlarini etkileyen
olaylara nifuz etme inanglari agisindan 6z-yeterlik inanglari, bireyin motivasyonunda, performans
basarisinda ve duygusal refahinda olduk¢a 6nemlidir (Bandura, 2010). Dolayisiyla insanlarin performansi
ve refahi agisindan onemli bir yere sahip olan 6grenme olgusunu olumlu yoénde etkileyebilecegine
inanilmaktadir. Her durumda, eylemleriyle arzu ettikleri etkiyi yaratabileceklerine inanmayan kisilerin,
zorluklarla basa ¢itkma ve eyleme gegme motivasyonlari diistktir (Bandura, 2010). Boyle bir durumda
dgrenmeye yonelik harekete ge¢me olasiliklarinin daha disiik olacagi éngérilmektedir. Ogretmen
adaylarinin 6z-yeterlik inanclarinin 6grenmeye yonelik tutumlarina olasi etkisinin siirekli umut diizeylerine
bagl oldugu disliniilmektedir. Her ne kadar 6gretmen adaylarinin eylemleriyle yasamlarinda istedikleri
etkiyi olusturabileceklerine iliskin sahip olduklari giicli inanclari (6z-yeterlik inancglari) 6grenmeye yonelik
duygu, dusince ve davranissal tepki egilimlerini (6grenmeye yonelik tutum) olumlu etkilese de siirekli
umut dizeyleri disiik oldugunda bu etkinin mevcut olmayacagi ongorilmektedir. Sdrekli umut dizeyi
diusuk 6gretmen adaylarinin hedef belirlemede yeterli eylemliligi diisiik ve bu hedeflere ulasma yollarina
iliskin yapacagi ¢ozimlemeler olumsuz olacagindan 6z-yeterlik inanglarindaki artisin 6grenmeye yonelik
tutuma yansimayacagi 6ngoriilmektedir.

Oz-yeterlik inanclari ile &grenmeye yonelik tutum arasindaki iliskide strekli umut degiskeninin
dizenleyici rolinin ortaya ¢ikmasiyla birlikte, stirekli umut diizeyine bagh olarak 6gretim elemanlarinin
iletisim becerilerinin 6gretmen adaylarinin 6grenmeye yonelik tutumu lzerindeki olasi dolayl etkisi ortaya
cikacak veya cikmayacaktir. Calismanin hipotezi, sirekli umudun, Ogretim elemanlarinin iletisim
becerilerinin 6z-yeterlik inanclari araciligiyla 6grenmeye yonelik tutum (zerindeki dolayli etkisi izerinde
durumsal bir aracilik etkisine sahip oldugunu gostermektedir. Yani 6gretmen adaylarinin sirekli umut
dizeyleri yiksek oldugunda 6gretim elemanlarinin iletisim becerilerinin 6grenmeye yo6nelik tutum
Uzerindeki dolayli etkisi artacak, sirekli umut diizeyleri diisiik oldugundaise 6gretim elemanlarinin iletisim
becerilerinin 6grenmeye yonelik tutum Gzerindeki dolayli etkisi azalacaktir.
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Aciklanan hipotezler 1si§inda bu ¢alismanin amaci, 6gretmen adaylarinin algilarina gore 6gretim
elemanlarinin iletisim becerilerinin 6grenmeye yonelik tutum Gzerindeki olasi dolayl etkisinde strekli
umudun duzenleyici bir role sahip olup olmadigini belirlemektir.

Bu arastirma hipotezlerinin dogrulanmasi halinde, 6grenmeye yoénelik olumlu tutum gelistirmede
0gretim elemanlarinin iletisim becerilerinin ve 6gretmen adaylarinin 6z yeterliklerinin desteklenmesinin
onemi anlasilacaktir. Arastirma sonuglar 6grenmeye yonelik tutumun gelistiriimesinde arastirmacilar,
uygulayicilar ve politika yapicilara rehberlik edebilir. Yine hipotezlerin dogrulanmasi halinde gelecege dair
umudunu kaybetmis 6gretmen adaylarinin hizmet Oncesi egitimden (6rnegin 6gretim elemanlarinin
iletisim becerilerinden) yeterli diizeyde yararlanamayabilecekleri (6gretim elemanlarinin iletisim
becerilerinin 6grenmeye yonelik tutum Uzerindeki olumlu ektisi) konusunda politika yapicilara 6nemli
kanitlar sunabilir.

Sosyal bilissel ve umut kuramina dayali olarak yapilandirilan bu ¢alismada asagidaki hipotezler test
edilmistir (Bandura, 2012; Snyder vd., 2002):

Hi: Ogretim elemanlarinin iletisim becerileri, 6z-yeterlik inanclari araciliglyla 6gretmen adaylarinin
o0grenmeye yonelik tutumu pozitif ydonde etkilemektedir.

H,: Ogretmen adaylarinin 6z-yeterlik inanglarinin 8grenmeye yénelik tutumlar izerindeki etkisinde
surekli umut dizenleyicidir.

Hs: Slrekli umut dlzeyleri, 6gretim elemanlarinin iletisim becerilerinin 6gretmen adaylarinin
ogrenmeye yonelik tutumlari Gzerindeki dolayl etkisinde diizenleyici etkiye sahiptir.

Yontem
Arastirma Modeli

Arastirma modelinde slrekli degiskenler arasindaki gesitli iliskilerin (dogrudan, dolayli, diizenleyici ve
durumsal aracilik etkisi) ortaya ¢ikariimasi amaglanmistir. Bu nedenle pozitivist arastirma gelenegine
uygun olarak nicel ydntem, iliskisel desen kullaniimistir. iliskisel modelde korelasyon analizinin istatistiksel
prosediiri kullanilarak birden ¢ok degisken arasindaki iliski, bu iliskinin derecesi, degiskenlerden birinin
digerini tahmin etme durumu o6lgilmekte ve ortaya konulmaktadir (Creswell, 2012). Bu dogrultuda
modele 6gretim elemanlarinin iletisim becerileri bagimsiz, 6zyeterlik inanci araci, stirekli umut dizenleyici,
o0gretmen adaylarinin 6grenmeye yonelik tutumu ise bagimh degisken olarak dahil edilmistir.

Calismada basit aracilik etkisi, basit diizenleyicilik etkisi ve durumsal aracilik etkisi olmak tizere 3 model
test edilmistir. Tim modelleri birlikte 6zetleyici diyagram Sekil 1’de sunulmaktadir.

Sekil 1

Aracilik Diizenleyicilik ve Durumsal Aracilik Analizine iliskin Kavramsal Diyagram

Ozyeterlik w
Ogretim Uyelerinin \ Ogrenmeye Yodnelik

Iletisim Becerileri J Tutum

Model 1 (Process Model 4 kullanildi) 6gretim elemanlarinin iletisim becerileri ile 6gretmen adaylarinin
6grenmeye yonelik tutumu arasinda 6z-yeterligin aracilik roliinti, Model 2 (Process Model 1 kullanildi) ise
O6gretmen adaylarinin 6z-yeterlik inancglari ile 6grenmeye yonelik tutumlari arasindaki iliskide strekli umut
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degiskeninin dizenleyici etkisini test etmektedir. Son olarak Model 3 (Process Model 14 kullanildi),
Ogretim elemanlarinin iletisim becerilerinin 6gretmen adaylarinin 6grenmeye yonelik tutumu Gzerindeki
dolayl etkisinin surekli umut disik, orta ve yiliksek oldugunda nasil degistigini ortaya ¢ikarmayi
amaglamaktadir. Bu dogrultuda aracilik (Model 1), diizenleyicilik (Model 2) ve durumsal aracilik (Model 3)
rollerinin 5000 kisilik 6rneklem grubunda istatistiksel olarak anlamli olup olmadigi belirlemek amaciyla
SPSS programinin uzantisi olan Process v4.3 kullanilarak bootstrap analizi yapilmistir (Hayes, 2013;
Preacher & Hayes,2008)

Evren ve Orneklem

Arastirmanin hedef evrenini Turkiye’deki egitim fakiiltelerindeki ticlincii ve dérdiincu sinif diizeyindeki
o0gretmen adaylari olusturmaktadir. Arastirmanin ulasilabilir evrenini ise Erzurum ilinde yer alan Atatiirk
Universitesi Egitim Fakiiltesi’nde 6grenim gérmekte olan dgretmen adaylan olusturmaktadir. Fakiilte
sekreterliginden alinan bilgilere gore egitim fakiltesinde Uglincli ve dérdiincl sinifta 6grenim gérmekte
olan 2671 6gretmen adayi bulunmaktadir. %5 hata payi ile ulasiimasi gereken érneklem buyiklGgia 336
olarak hesaplanmistir (Buyiikoztirk vd., 2022). Pandemi dénemi nedeniyle veriler uygun ornekleme
yontemiyle gonullulik esasina bagl olarak elektronik ortamda toplanmistir. Google Form vasitasi ile
olusturulan link 6gretmen adaylan ile paylasiimis, katihmcilardan elde edilen 388’inin gegerli form
arastirma verilerinin elde edilmesinde kullaniimistir.
Katihmcilara iliskin bilgiler Tablo 1'de sunulmaktadir.

Tablo 1

Orneklemdeki Ogretmen Adaylarinin Béliimlerine iliskin Veriler

Alani Sayi %  Alani Sayi %
Almanca 6gretmenligi 22 5.7 Ortadgretim matematik 6gret. 4 1
Beden egitimi 6gretmenligi 2 0.5 Ozel egitim dgretmenligi 33 8.5
Biyoloji 6gretmenligi 5 1.3 Psikolojik Danismanlik ve Reh. 27 7
Cografya 6gretmenligi 8 2.1  Resim 6gretmenligi 27 7
Felsefe 6gretmenligi 22 5.7  Sinif 6gretmenligi 12 3.1
Fen bilgisi 6gretmenligi 20 5.2 Sosyal bilgiler 6gretmenligi 14 3.6
ilkégretim matematik dgret. 30 7.7 Tarih 6gretmenligi 5 1.3
ingilizce 6gretmenligi 63 16.2 Tirkge 6gretmenligi 26 6.7
Miizik Ogretmenligi 17 4.4  Tirk dili ve edebiyati 6gretmenligi 9 2.3
Okul 6ncesi 6gretmenligi 42 10.8

Toplam 388 100
Cinsiyet Sinif Diizeyi

Kadin 276 711 3.Sinif 201 51.8
Erkek 112 289 4. Sinf 187 48.2

Tablo 1’deki verilerden, arastirma 6rnekleminde 19 farklh bélimden 6gretmen adayi bulundugu, bu
ogretmen adaylarinin 276’sinin (%71.1) kadin, 112’sinin (%28.9) erkek; 201’inin (%51.8) Uglncl sinif,
187’sinin (% 48.2) ise dordiinci sinif 6grencisi oldugu anlasiimaktadir.

Veri Toplama Araglarina iliskin Bilgiler

iletisim Becerileri Dederlendirme Olcegi

iletisim becerileri dlcegi Karagdz ve Kdsterelioglu (2008) tarafindan 6gretim elemanlarinin siniftaki
iletisim becerilerinin etkililik derecesini Universite 0Ogrencisi algisina goére tanimlamak amaciyla
olusturulmustur. Saygi, ifade becerisi, deger, engeller, motivasyon ve demokratik tutum olmak Gzere alti
boyut, 25 maddeden olusan &lgegin acikladigl varyans %55.9'dur. Olgegin engeller boyutunda yer alan
maddeler (8,12,15,23) ters puanlanmaktadir. Engeller boyutundaki madde puanlari ters puanlandiktan
sonra Olgegin tim maddelerinin puanlar toplanarak iletisim becerileri 0Glgegi toplam puani
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belirlenmektedir. Begsli Likert tipinde gelistirilen 6lgekten alinabilecek en yiiksek puan 125, en diisiik puan
ise 25'tir. Orijinal dl¢egin i¢ tutarlk katsayisi (Cronbach’s Alpha) .77, bu arastirma verileriyle hesaplanan
i¢ tutarlilik katsayisi ise .941'dir.

Genel Ozyeterlik Olcegi

Schwarzer ve Jerusalem (1995) tarafindan gelistirilen 6lgek, Aypay (2010) tarafindan Tirkgeye
uyarlamistir. Genel Oz-Yeterlik Olceginin amaci (iniversite dgrencilerinin ézyeterlik inang diizeylerini
ortaya g¢ikarmaktir. Olgegin birinci boyutu caba ve direng, ikinci boyutu yetenek ve giiven olarak
adlandinlmistir. Olgegin boyutlari kapsamindaki maddelere verilen puanlar toplanarak boyut puanlari,
tim maddelere verilen puanlar toplanarak genel dzyeterlik inanci puani belirlenmektedir. Olgekten
alinabilecek en diisiik puan 10, en yiksek puan ise 40’tir. 10 maddeden olusan 6lgegin agikladigl varyans
%47, i¢ tutarhihk katsayisi ise .83'tlir. Bu arastirma verileriyle hesaplanan ig tutarlik katsayisi ise .88'dir.

Siirekli Umut Olgedi

Snyder ve digerleri (1991) tarafindan bireylerin sirekli umut diizeylerini belirlemek amaciyla
gelistirilen slrekli umut 6lcegi Tarhan ve Bacanli (2015) tarafindan Universite 6grencileri 6rnekleminde
Tirkceye uyarlanmistir. Alternatif yollar diisiincesi ve eyleyici dislince olmak lzere iki boyut ve 12
maddeden olusan 6lgegin acikladigi varyans %61, i¢ tutarlilk katsayisi ise .83'tiir. Olgekte siirekli umutla
ilgili olmayan dort dolgu maddesi (3.,5.,7.,11.) bulunmaktadir. Bu maddeler disindaki tim puanlar
toplanarak stirekli umut Olgegi toplam puani belirlenmektedir. Bu arastirma verileriyle hesaplanan ig
tutarhk katsayisi da 6lgegin orjinalinde oldugu gibi .83’tir. sekizli Likert tipinde hazirlanan 6lgekten
alinabilecek en disilik puan 8, en yiiksek puan ise 64’tir.

Ogrenmeye Yénelik Tutum Olcedi

Ogrenmeye yonelik tutum 6lcegi, 6gretmen adaylarinin 6grenmeye ydnelik tutum diizeylerini 6lgmek
amaciyla Cetin ve Cetin (2019) tarafindan gelistirilmistir. Olgek 6grenmeye yonelik ¢aba, 8grenmeyi
onemseme ve 6grenmekten kaginma olmak lizere (g alt boyuttan olusmaktadir. Dokuzu ters puanlanan
olmak Uzere 34 maddeden olusan 6lgegin agikladigl varyans %53, i¢ tutarlilik katsayisi ise .94’tlr. Dokuz
madde ters puanlandiktan sonra 34 maddeye verilen puanlar toplanarak 6lgegin toplam puani elde edilir.
Bu arastirma verileriyle hesaplanan i¢ tutarlik katsayisi ise .902'dir. Olgekten elde edilebilecek en diisiik
puan 34, en yiksek puan ise 170'tir.

Veri Toplama Siireci

Etik Kurul Onay Belgesi bir kamu lniversitesi biinyesinde faaliyet gosteren Egitim Bilimleri Birimi Etik
Kurulundan 01.10.2020 tarih ve 12/04 sayili karar ile alinmistir. Arastirmaya iliskin veriler pandemi
nedeniyle elektronik ortamda (Google Formu) toplanmistir. Calisma linki kamu Universitesi 6grenci bilgi
sistemi lzerinden 6gretmen adaylariyla paylasiimistir. Arastirmanin verileri 2020-2021 Akademik yili
bahar doneminde toplanmistir. Arastirma etigine uygun olarak katiimcilar arastirmanin amaci, toplanacak
verilerin sadece bilimsel amacla kullanilacagi, katilimin gondllGlGga vb. konularda bilgilendirilmistir.

Veri Analizi

Veriler minimum, maksimum, kayip degerler acisindan incelenmis ve gerekli gérilen dizeltmeler
yapilmistir. Degiskenlere ait toplam puanlar Uzerinden veri dagihiminin normalligi kontrol edilmistir.
Standardize edilmis puanlara (Z puani) dénustirilerek veriler incelenmis, puanlarin +3 ve -3 standart
puanlari asmadigl gérilmistiir. Arastirmada ele alinan degiskenlere iliskin ¢arpiklik ve basiklik degerleri
Tablo 2’de sunulmustur.
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Tablo 2
Degiskenlere iliskin Carpiklik ve Basiklik Degerleri

Degiskenler Carpiklik Basikhik
Ogretim Elemanlarinin iletisim Becerileri -.209 -.58
Oz-Yeterlik inanglari -.32 -.56
Surekli Umut -.27 -.41
Ogrenmeye Yonelik Tutum -.34 -31

Tablo 2 incelendiginde tim degiskenlere iliskin ¢arpiklik ve basiklik degerlerinin-.209 ile -.58 araliginda
yer aldigi gorilmektedir. Tabachnick ve Fidell’e (2013)-1.5 ile +1.5 araliginda olan garpiklik ve basiklik
degerleri normal dagilimin gostergesi olarak kabul edilebilir. Cok degiskenli normallik icin Mahalonobis
uzakhk katsayilarinin incelenmesi sonucu veri setinden ¢ asiri deger gikarilmistir. Degiskenlerin sagiima
diyagrami matrisleri incelenerek ¢ok degiskenli normallige yakin olduklari anlasiimistir. Degiskenler
arasinda 0.80 ve {izeri bir korelasyona rastlanmamis. Model igin yapilan analizlerde tolerans degerinin .20’
den yuksek, varyans blyutme faktorinun (VIF) 10°dan, durum indeksinin (Cl) 30’dan dusuk oldugu
anlasilmistir (Buyukoéztiirk, 2011). Bu bulgulardan hareketle degiskenler arasinda ¢oklu baglanti
probleminin olmadigi kanisina variimistir.

Bulgular

Oncelikle degiskenler arasindaki iliskileri ortaya koymak amaciyla yapilan Pearson Momentler Carpimi

Korelasyon Analizinden elde edilen bulgular Tablo 3'te gosterilmektedir.

Tablo 3

Degiskenler Arasindaki Korelasyona fliskin Bulgular

OEiB ovr Oi SuU
Ogretim Elemanlarinin iletisim Becerileri (OEiB) 1 213%*  17** 272%*
Ogrenmeye Yonelik Tutum (OYT) 1 .387** .398**
Ozyeterlik inanci (O) 1 .652%*
Surekli Umut (SU) 1

**p<.01

Tablo 3 incelendiginde 6gretim elemanlarinin iletisim becerileri ile 6grenmeye yonelik tutum (p< .01,
r=.213), 6z-yeterlik inanglari (p< .01, r=.217), slrekli umut (p< .01, r=.272) arasinda ayni yonde diistik
diizeyde; 6grenmeye yonelik tutum ile 6z-yeterlik inanglari (p< 0.01, r= .387), slrekli umut (p< 0.01, r=
.398) arasinda ayni yonde, orta diizeyde; 6z-yeterlik inanglari ile stirekli umut (p< 0.01, r=.652) arasinda
ayni yonde orta diizeyde istatistiksel olarak anlamliiliskiler oldugu goriilmektedir.

Aracilik (Process Model 4- H,), Diizenleyicilik (Process Model 1 — H,) ve durumsal aracilik (Processs
Model 14 — Hs) iceren arastirma hipotezlerini test etmek amaciyla Hayes tarafindan gelistirilen Siireg
Makrosu kullanilmis ve bootstrap teknigine dayali regresyon analizi yapilmistir (Hayes, 2018; Girbiz,
2019). Bootstrap analizinde etkilerin istatistiksel olarak anlamli olup olmadigi Cl (confidence interval-
glven araligl) degerlerine bakilarak karar verilmektedir. Alt (LLCI) ve st (ULCI) gtven araliginin “0”
degerini icermedigi durumlarda etkinin istatistiksel olarak anlamli oldugu anlasilr (Girbiz, 2019).
Hipotezleri test etmek icin kullanilan regresyon analizine iliskin bulgular Tablo 4'te gosterilmektedir.
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Tablo 4

Aracilik, Diizenleyicilik ve Durumsal Araciliga iliskin Bulgular

Degiskenler Ozyeterlik inanci Ogrenmeye Yonelik Tutum

b LLCI ULCI b LLCI ULCI
Model 1 (Aracilik Hipotezi Testi-H,)
Ogretim Elemani iletisim Becerileri (X) .0609*** 033 .088 .118%* .036 .199
Ozyeterlik inanci(M) 1.109%** .81 1.39
R2 L047%** 167 **
Dolayl Etki OEiB >0i >0YT

b=.0676 % 95 BCA ClI[.0348,.1095]
Model 2 (Diizenleyicilik Hipotezi Testi-H,)

Ozyeterlik inanci (X) -2.001* -3.85 -.149
Siirekli Umut (W) 1.33* 258  -.085
X*W(Etkilesim) .0549* 017 091
R2 .204%*

Model 3 (Durumsal Aracilik Hipotezi Testi- H3)

Ogretim Elemani iletisim Becerileri (X) .085* .0042 .16
Ozyeterlik inanci (M) -1.93* -3.77 -.08
Surekli Umut (W) -1.31%* -2.56 -.07
M*W(Etkilesim) .053** 016 .09
R2 21 %*x

Dolayli Etki b LLCI ULCI

Dusuk Surekli Umut (43.00) .021 -.006 .058

Orta Surekli Umut (51.00) .047 .019 .083

Yiiksek Stirekli Umut (58.00) .069 .030 117

Durumsal Aracilik indeksi .003 .0004 .0067

*p< .05, ¥*p< .01, ***p< .001, n= 388. LLCI = Alt gliven araligi; ULCI = Ust giiven araligl. Bootstrap yeniden
ornekleme = 5000. Standartlastiriimamis beta katsayilari (b) rapor edilmistir.

Arastirmanin ilk hipotezi dogrultusunda dncelikle aracilik iliskisi test edilmistir (OEIBROIEOYT). Tablo 4
Model 1'deki bulgulara gore 6gretim elemanlarinin iletisim becerilerinin 6z-yeterlik inanglari araciligiyla
6grenmeye yonelik tutum Uzerindeki dolayll etkisinin istatistiksel olarak anlaml oldugu anlasiimistir (b=
.0676, %95 GA [.034, .109]). Arastirmanin ilk hipotezi dogrulanmistir. Analize dahil edilen tim degiskenler
6grenmeye yonelik tutumdaki toplam varyansin yaklasik %17’sini agciklamaktadir (R2 = .167).

Arastirmanin ikinci hipotezini test etmek amaciyla kurulan regresyon analizi sonuglari Tablo 4, Model
2'de goriulmektedir. Sonuclara gore 6z-yeterlik inanglari, sirekli umut ve etkilesim teriminin 6grenmeye
yonelik tutum sonug degiskeni Gzerindeki etkilerinin istatistiksel olarak anlamli oldugu anlasiimaktadir.
Dizenleyici bir etkinin olup olmadigini gosteren etkilesim etkisi (Int_1) degiskeninin anlamh b degeri,
surekli umut degiskeninin dizenleyici etkiye sahip oldugunu gosterir (b = .0549, %95 GA [.017, .091]).
Arastirmanin ikinci hipotezi desteklenmistir. Egim analizi sonucunda dizenleyici degiskenin etkileri
grafiksel olarak Sekil 2'de gosterilmektedir.
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Sekil 2

Diizenleyici Etkinin Grafiksel Gériiniimii ~ ATL= Ogrenmeye Yénelik Tutum (OYT), SE= Ozyeterlik inanci
(OI), DH= Siirekli Umut (SU)
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Duzenleyici etki Sekil 2'de grafiksel olarak yansitildiginda, stirekli umut degiskeni orta (51) ve ylksek
(58) oldugunda 6z-yeterlik inanglarinin 6grenmeye yonelik tutum Gzerindeki etkisinin daha fazla arttigi
(orta duzey igin, b= .79, %95 GA [.42, 1.17], p< 0.001; Yuksek duzey icin, b= 1.18, %95 GA [.68, 1.67],
p<0.001)) goriilmistiir. Ote yandan siirekli umudun disiik (43) olmasi durumunda éz-yeterlik inanglarinin
6grenmeye yonelik tutum Uzerindeki etkisinin anlamh olmadigi (b= .35, %95 CI [-.06, .78], p> 0.05)
bulunmustur. Sonug olarak stirekli umut degiskeni orta ve ylksekse 6z-yeterlik inanglarinin 6grenmeye
yonelik tutum UGzerindeki etkisi istatistiksel olarak anlamlidir. Bu durum sirekli umutun 6gretmen
adaylarinin 6z-yeterlik inanglari ve 6grenmeye yonelik tutumu arasindaki iliskiyi diizenledigi anlamina
gelmektedir.

Tablo 4 Model 3, 6gretim elemanlarinin iletisim becerilerinin (X) 6grenmeye yonelik tutum (Y)
Uzerindeki dolayli etkisinin slrekli umut degiskeninin (W) diizeyine bagli olup olmadigina (Durumsal
aracilik rold) iliskin bulgularn gostermektedir. Durumsal aracilik indeksi degerinin anlamhhgi (b= 0.0032,
%95 GA [.0004, .0067]), slirekli umutun, 6gretim elemanlarinin iletisim becerilerinin 6grenmeye yonelik
tutum Gzerindeki dolayh etkisinde dizenleyici bir degisken oldugunu géstermektedir. Strekli umut distk
(43) oldugunda dolayh etki istatistiksel olarak anlamsizdir (b= .021, %95 GA [-.006, .058]). Surekli umut
orta (51) ve yuksek (58) dizeyde oldugunda 6gretim elemanlarinin iletisim becerilerinin 6grenmeye
yonelik tutum tzerindeki dolayh etkisi (orta diizey icin, b=.047, %95 GA [ .019, .083; yiksek diizey icin, b=
.069, %95 GA [.030, .117]) istatistiksel olarak anlamlidir.

Durumsal aracilik etkisinin grafiksel gosterimi icin yapilan egim analizine iliskin bulgular Sekil 3'te
verilmektedir.
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Sekil 3

Durumsal Aracilik Etkisinin Grafiksel Gosterimi Direct DspHope= Dogrudan Siirekli Umut, indirect
DspHope= Dolayl Siirekli Umut

direct
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Sekil 3'teki cizgilerin egimi, 6gretim elemanlarinin iletisim becerilerinin 6grenmeye yonelik tutum
Uzerindeki dolayli etkisinin farkli stirekli umut seviyelerinde nasil sekillendigini géstermektedir. Baska bir
ifadeyle, 6gretim elemanlarinin iletisim becerilerinin 6grenmeye yonelik tutum tzerindeki dolayh etkisi,
surekli umut orta ve yliksek oldugunda daha giicli hale gelmektedir.

Tartisma ve Sonug¢

Bulgular, arastirmada 6ne sirtlen Ug¢ hipotezin desteklendigine dair kanitlar sunmaktadir. Buna gore
o0gretim elemanlarinin iletisim becerileri, 6z-yeterlik inanglari araciigiyla 6grenmeye yonelik tutum
Uzerinde dolayl bir etkiye sahiptir. Sirekli umut, 6z-yeterlik inanglarinin 6grenmeye yonelik tutum
Uzerindeki etkisinde diizenleyicidir. Son olarak siirekli umut, 6gretim elemanlarinin iletisim becerilerinin
oz-yeterlik inanglari araciliglyla 6grenmeye yonelik tutum Uzerindeki dolayl etkisinde durumsal aracilik
rolU Gslenmektedir.

Ogretim elemanlarinin iletisim becerilerinin dgretmen adaylarinin 8grenmeye ydnelik tutumu
Uzerinde dogrudan etkisinin yani sira 6z-yeterlik inancglari araciligiyla dolayli bir etkisi vardir. Bu
bulgulardan yola ¢ikarak 6gretim elemanlarinin iletisim becerilerinin, 6gretmen adaylarinda 6grenmeye
yonelik olumlu tutum gelistirmede dogrudan veya dolayli olarak kullanilabilecegi sonucuna varilabilir. Yale
Tutum Degistirme Yaklasimi adi verilen grup calismasinda, ikna edici iletisimin insanlarin tutumlarini
degistirmede kritik &neme sahip oldugu algilanmistir (Aronson vd., 2012). Ogretim elemanlarinin iletisim
becerilerinin 6z-yeterlik inanglari tizerindeki etkisi, 6z-yeterlik inancindaki artisin kaynagi olan sosyal ikna
(Bandura, 1995) ile aciklanabilir. Ogretim elemanlari iletisim becerilerini etkili bir sekilde kullandiklarinda
dgretmen adaylarinin 6z-yeterlik inanclarini gelistirebilirler. Oz yeterliligin artmasi 6grenmeye yonelik
tutuma da yansiyacaktir.

Universitedeki 6grenme ortami, olumlu ve yapici geribildirim ve tesvik edici egitim, dgrencinin
dgrenmesini gelistirir (Kala vd., 2009). Ogrencilerin yasamlari boyunca egitime devam edebilmeleri icin
okullarin, 6z-yeterlik inanglarinin ve 6z dizenleme yeteneklerinin gelisimini tesvik edecek entelektiel
becerilerin 6tesinde egitim vermeleri gerekmektedir (Zimmerman, 1995). Bandura'ya (1995) gore 6rgiin
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egitimin temel amaci, 6grencilere yasam boyu 6grenmeye yonelik entelektiel araglari, yeterlik inanglarini
ve icsel ilgileri saglamak olmalidir. ifade edilen bu kisisel kaynaklar bireylerin égrenmesine ve kendini
gelistirmesine olanak saglar. Orhan ve Komsu (2016) oOzyeterligin 6grenmeye yonelik tutumlarin
yordayicisi oldugunu ortaya koymustur. Ogretim elemani ile 6grenciler arasindaki iliskinin kalitesi
dgrencilerin 6z saygisini etkilemektedir (Nyadanu vd., 2015). Oz-yeterlik, benlik saygisi ile iliskilidir
(Lightsey vd., 2006). Oz-yeterlik inancinin artmasi 6grenmeye yonelik tutumlari olumlu yénde etkileyebilir.
Nitekim sosyal bilissel teoriye gére bireyin davranisi cevresel, bireysel ve davranissal faktorlerin etkilesimi
ile ortaya gikmaktadir. Cevresel bir faktor olarak 6gretim elemanlarinin iletisim becerileri, 6z-yeterlik gibi
bireysel faktorleri ve 6g§renmeye yonelik tutum gibi davranissal 6zellikleri etkileyebilmektedir. Kim ve Sax
(2014) (Universite 6grencilerinin bazi algi ve degerlendirmelerinin 6gretim UGyeleriyle etkilesimleri
sonucunda sekillendigini ifade etmistir. Ogretmenlerin ve égretmen adaylarinin 6z-yeterlik inanglarini
beceri kazanmaya yonelik tutumlarini olumlu yénde etkiledigini belirten birgok arastirma bulgusu vardir
(Demirtas vd., 2011; Malinen vd., 2012; Rimm-Kaufman vd., 2004; Perry vd., 2023; Vosough Matin, 2023).
Ogretim elemanlarinin iletisim becerilerinin égrenmeye yénelik tutum (izerindeki etkisi Duygusal Tepki
Kurami ile agiklanabilir (Mottet vd., 2006). Bu teoriye gore 6gretim elemanlarinin iletisimi 6grencilerin
yaklasma-kaginma davranislarini ydnlendiren duygusal tepkilere neden olmaktadir. Ogretmen adaylariyla
iyi bir iletisim kuran 6gretim elemani bu durumda 6grenmeye yoénelik olumlu bir tutum olusturarak
yaklasma davranisina yol agmaktadir. Ogrenciler olumsuz etkilesimleri 8grenme ortamlarina zararli olarak
algiladiklan icin (Kaufman, 2020) 6grenmeye yoénelik tutumlari da olumsuz etkilenebilmektedir. Bu
nedenle pek ¢ok ¢alisma 6gretim elemanlarinin iletisim becerilerinin 6grencilerin akademik basarisi (Khan
vd., 2017), 6grenci motivasyonu ve bilissel, duygusal 6grenmeyle (Gorham, 1988; Velez & Cano, 2008)
iliskili oldugunu ortaya koymustur. ifade edilen arastirmalarin bulgulari mevcut arastirmanin bulgulariyla
ortiismektedir.

Oz-yeterlik inanclari ile &grenmeye yonelik tutum arasindaki iliskide siirekli umut degiskeni
dizenleyicidir. Strekli umut dislik oldugunda 6z-yeterlik inanglariile 6grenmeye yonelik tutum arasindaki
iliski istatistiksel olarak anlamini kaybetmektedir. Strekli umut diizeyi orta ve yliksek olan 6gretmen
adaylarinin 6z-yeterlik inanglari 6grenmeye yonelik tutumlarini olumlu yonde etkilemektedir. Eylemleriyle
istenilen etkiyi yaratabilecegine inanan (6zyeterligi yiksek) 6gretmen adaylarinin duyussal, bilissel ve
davranigsal tepki egilimlerinin olumlu olacagl 6nceki bolimlerde ¢esitli argiimanlarla desteklenmisti.
Ancak bu etkinin her kosulda kalici olmadigi anlasilmistir. Bireylerin umut diizeyinin disik olmasi, hedef
belirlemede yetersiz eylemlilige ve bu hedeflere ulasmanin yollari hakkinda daha karamsar ¢ikarimlara,
hedeflere ulasamamaya, basariya yeterince odaklanmamaya, zorluklardan kaginmaya ve olumsuz
duygusalliga yol agabilmektedir. Surekli umut diizeyi yiksek olan 6gretmen adaylarinin ¢ok sayida ve daha
zorlu hedefleri segmeleri ve bu hedeflere ulasmalari daha olasidir (Snyder vd., 1991). Bu durumda surekli
umut diizeyi yiksek olan 6gretmen adaylarinin 6z-yeterlik inanglarinin artmasi nedeniyle 6grenmeyle ilgili
giderek daha zorlayici hedefleri se¢me egilimleri 6grenmeye yonelik tutumlarini olumlu yonde
etkileyebilir. Ote yandan siirekli umut diizeyi diisiik olan 6gretmen adaylarinin 6z-yeterlik inanclarinda bir
artis olsa bile, zor hedeflerden ve zorluklardan kagindiklari icin bu artis onlarin 6grenmeye yonelik
tutumlarina olumlu yansimayacaktir. Arastirmanin konusuyla ilgisi olmasa da bircok degisken arasindaki
iliskide umudun dizenleyici oldugu bilinmektedir (Geiger & Known, 2010; Karababa, 2020).

Ogretim elemanlarinin iletisim becerilerinin 6grenmeye yénelik tutum Uzerindeki dolayl etkisinin
varliginin 6gretmen adaylarinin siirekli umut diizeylerine bagl oldugu gorilmustir. Baska bir ifadeyle
ogretim elemanlarinin iletisim becerileri, 6z-yeterlik inanglari araciligiyla strekli umut diizeyi orta ve
yiiksek olan dgretmen adaylarinin 6grenmeye yénelik tutumunu olumlu yénde etkilemektedir. Ogretim
elemanlarinin iletisim becerileri, 6z-yeterlik inanglari araciligiyla siirekli umut diizeyi diisiik olan 6gretmen
adaylarinin 6grenmeye yonelik tutumunu etkilememektedir. Hedefe yonelik olarak hedeflere ulasma
yollarinin belirlenmesi ve planlanmasi olarak tanimlanan umut dizeyi (Snyder vd., 1991), 6gretim
elemanlarinin iletisim becerilerinin 6grenmeye yonelik tutum {zerindeki dolayl etkisinin varhgini
etkilemektedir. Ogretmen adaylarinin hedefe yonelik kararliliklari yiiksek oldugunda ve 6gretmen adaylari
hedeflere ulasma vyollarini planlama konusunda yetenekli olduklarinda, 6gretim elemanlarinin iletisim
becerilerinin 6z-yeterlik inanclari araciligiyla 6grenmeye y6nelik tutum tizerindeki etkisinden s6z edilebilir.
Tersi durumda ise dolayl bir etkinin olmadigi anlasiimaktadir. Ogretim elemanlarinin iletisim becerilerinin
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O6grenmeye yonelik tutum Gzerindeki olumlu etkisinden yalnizca siirekli umut diizeyi orta ve yiiksek olan
O0gretmen adaylarn yararlanabilir. Bulgulara dayanarak, Tirkiye'deki kamu kurumlarinda goérev alma
olasiligl dusiik olan 6gretmen adaylarinin umutsuzluk ve karamsarlik yasadiklarini, bunun da egitim
faklltelerinin  sundugu hizmetlerden vyararlanma diizeylerini sinirladigini séylemek mimkiindir.
Dolayisiyla gereginden fazla 6gretmen mezun edilmesi Tirkiye ve ayni durumda dlkeler agisindan
ekonomik, sosyal, psikolojik olumsuz etkilere neden olmaktadir. Bu durum 6gretmen adaylarinin gelecege
yonelik umutlarini azaltarak, egitim hizmetlerinden yeterince faydalanmalarini engellemektedir.

Daha 6nce benzer konuda yeterince ¢alismanin bulunmamasi, bulgularin 6zgunligiini artirmaktadir.
Buna karsin arastirmada ele alinan degiskenlere iliskin veriler pandemi déneminde toplanmistir.
Ogretmen adaylarinin algilari bu dénemin olusturdugu baglamsal etkiye agiktir. Verilerin pandemi
doneminde, uygun O&rnekleme yoOntemiyle elektronik ortamda toplanmis olmasi arastirmanin
sinirliliklarindan biri olarak kabul edilebilir. Katihmcilarin her bir 6gretmenlik programindan c¢alisma
grubuna atanma olasiliginin ayni olmamasi arastirma bulgulari agisindan sinirhlik olusturmaktadir. Diger
bir sinirhlk ise calisma grubunun yalnizca bir liniversitede 6grenim goren 3. ve 4. sinif 6gretmen adaylarini
kapsamasidir. Farkli bolgelerdeki (iniversitelerde her sinif dizeyindeki &grencileri kapsayan benzer
¢alismalarin yapilmasi bulgularin desteklenmesi agisindan 6nemlidir.

Oneriler

Ogrencilerin umut diizeyinin diizenleyici rolii oldugundan dolayi, yiiksek dgrenimde umut Uzerine
politikalar gelistirilebilir. Umut diizeyi ylksek olan 6gretmen adaylari, hizmet 6ncesi egitim olanaklarindan
daha c¢ok yararlanma olanagina sahip olabilirler. Ogretim elemanlar egitim sirecinde, iletisim
becerilerinin 6gretmen adaylarinin 06z-yeterliklerini, umutlarini ve 6grenmeye yonelik tutumlarini
etkileyebileceginin farkinda olarak iliskilerine yon vermelidir. Ogretim elemanlarinin iletisim becerilerini
gelistirmeye yonelik egitim programlarn gelistirilebilir ve uygulanabilir. Arastirmacilar, 6gretim
elemanlarinin iletisim becerilerinin 6gretmen adaylarinin 6z-yeterlikleri ve 6grenmeye yonelik tutumlari
Uzerindeki etki mekanizmalarini ortaya ¢ikarmak igin nitel ¢alismalar yapabilirler. Arastirma bulgulari
Ozglnlik tasidigindan daha biyik 6rneklem gruplariile benzer konuda ¢alismalar yapiimalidir.

Etik Beyan

“Yiksekodgretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tim kurallara
uyulmus ve yonergenin ikinci bolimuinde yer alan “Bilimsel Arastirma ve Yayin Etigine Aykiri Eylemlerden”
hicbiri gerceklestirilmemistir.

Catisma Beyani

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

The history curriculum, which started to be taught in all schools in Turkey in the 2018-
2019 academic year, has brought about many discussions since its implementation.
Some criticisms about the renewed curriculum have been made, especially regarding
history course subjects and teaching them. Our study aimed to evaluate the positive and
negative aspects of Ancient History subjects in the 9th grade of high school education
by history teachers and to get their suggestions regarding the current situation. Our
study was designed with the case study as one of the qualitative research methods.
Interviews were held with 11 history teachers working in different provinces and schools
of different qualifications through a semi-structured interview form consisting of five
questions prepared by taking the opinions of field experts. The data obtained from the
interviews with the participants were analyzed using the content analysis method.
While previous studies in this field generally dealt with the history curriculum, this study
was shaped within the framework of teacher opinions, specifically on Ancient History
subjects. This situation differentiates our study from the others. When the interviewed
history teachers' evaluation of Ancient History subjects was analyzed, it was seen that
the teachers stated that the current curriculum was not chronologically appropriate,
there was no unity of subject matter in the unit, and students had difficulty
understanding the course with the current curriculum. Teachers stated that the
problems in the current curriculum would be solved by preparing and implementing
them in a way similar to the curriculum prepared in 2007.
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2018-2019 egitim-6gretim yilinda Turkiye'deki tum okullarda okutulmaya baslanan tarih
Ogretim programi, uygulandigi glinden itibaren birgok tartismayr da beraberinde
getirmistir. Yenilenen 6gretim programinda 6zellikle tarih dersi konulari ve 6gretimi
konusunda birtakim elestiriler yapilmistir. Calismamizda ortadgretim 9. sinifta yer alan
Eski Cag tarihi konularinin tarih 6gretmenleri tarafindan olumlu ve olumsuz yanlarinin
degerlendirilmesi ve mevcut duruma iligkin Onerilerinin alinmasi amaglanmistir.
Galismamizin deseni, nitel arastirma yontemlerinden biri olan durum galismasi dikkate
alinarak tasarlanmigtir. Alan uzmanlarinin gortst alinarak hazirlanan ve bes sorudan
olusan yari yapilandirilmig gérisme formu aracihgiyla farkl illerde ve farkli nitelikteki
okullarda gorev yapan 11 tarih 6gretmeni ile gortisme yapilmistir. Katilimcilarla yapilan
gorismelerden elde edilen veriler igerik analizi yontemi kullanilarak ¢ozimlenmistir. Bu
alanda yapilan daha 6nceki galismalarda tarih 6gretim programi genel olarak ele
alinmaktayken bu galisma Eski Cag tarihi konulari o6zelinde 6gretmen gorusleri
cergevesinde sekillendirilmistir. Bu durum g¢alismamizi digerlerinden farkl kilmaktadir.
Gorusme yapilan tarih 6gretmenlerinin Eski Cag tarihi konularini nasil degerlendirdikleri
analiz edildiginde 6gretmenlerin mevcut o6gretim programinin kronolojiye uygun
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olmadigini, Unitede konu butlinliginin bulunmadigini, 6grencilerin mevcut 6gretim
programiyla dersi anlamakta zorlandiklarini belirttikleri gérilmistir. Ogretmenler
mevcut 6gretim programindaki sorunlarin 2007 yilinda hazirlanan 6gretim programina
benzer sekilde hazirlanmasinin ve uygulanmasinin ¢6ziim olacagini belirtmistir.

Introduction

The rapid change in fields such as science, culture, and technology affects the entire field of education,
especially history education. The essential elements of the education system, which are important factors
in the progress of society in all areas and the personal development of individuals, are teachers, students,
and the Curriculum. Curriculum refers to the evaluation criteria that show the selection of content
appropriate to the determined goals and achievements and the extent to which the goals can be achieved
with the tools and equipment to be used and the methods to be applied (Gozutok, 2003). Curriculums
created by experts support the teaching of lessons to students by aligning the objectives of the education
system with the course content. In the curriculum content, achievements, skills, and values are
determined by considering the students' education level and needs. These objectives for each course are
determined at the beginning with the support of the programs (Keskin, 2002). Curriculum and teacher
planning programs are prepared to ensure that the courses are parallel with the Curriculum and make it
possible to determine the level of students after completing the learning stages in each class. Level
determination guides teachers in analyzing teaching activities to achieve the previously established goals
(zarmati, 2020). Therefore, it would not be wrong to consider curriculum as the only element that ensures
the continuity of education in a systematic order and makes the learning-teaching process more efficient.

One critical factor that constitutes education is the tools and environments used for educational
activities. Textbooks are the primary source among these tools due to the many conveniences they
provide and their reference quality (Cotukséken, 2003). In order to achieve the goals and achievements
of the Curriculum, the content created must be given to students through textbooks. In this regard,
textbooks must be prepared in a contemporary form, at a level that can meet the needs of society and
students, by considering rational and holistic norms intertwined with science, art, and philosophy, going
from easy to difficult. The sentences chosen to explain the topics in the textbooks must be simple and
understandable, and explanations of the concepts must be included. Font sizes in the units should be
chosen according to the student's grade, and the content should be designed by enriching it with example
and visuals (S6nmez, 1998). Although teachers use different sources in lessons, textbooks provide
significant benefits in preparing students for lessons. All students studying at the same level in the country
can learn from the same source using standard textbooks. The resources (maps, visuals, etc.) provided to
teachers and students within the content of textbooks also enable the information to be transformed
from abstract to concrete (Roberts, 2014). In parallel with all these, it is seen that there is a strong
relationship between the Curriculum and textbooks and that textbooks are an essential factor in achieving
the goals of the Curriculum.

From past to present, history has had to compete with other fields in terms of class time and
curriculum value, and history's advocates have sought a way to present it helpfully. While teachers
struggled with the boring subjects in history teaching, students complained that history consisted of
memorizing names and dates. However, in recent years, memorizing history subjects and simple
approaches has been resisted (Metzger & Harris, 2018). The reason for the boring history teaching that
lasted until the 1980s was that history was taught to students in an information-oriented manner. This
system saw the student's mind as an empty vessel and gave the teacher only the task of uploading
information. Presenting history teaching as a series of dates and events has caused many students to
dislike history because of these boring dates and events they cannot remember. Knowing the chronology
of events in history teaching must be considered. However, when this is the primary purpose of history
learning, students only acquire the skill of memorization (Zarmati, 2020). But the prevailing opinion is that
the primary purpose of history teaching should be skills rather than memorizing basic phenomenon. In
such a case, the teacher should cease to be the information transmitter, and the student should be active.
Being active means that the student learns how to use historical evidence and constructs and finds facts
individually (Vella, 2001). One of the most critical problems in the program on which the history
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transferred to the student is based is the problem of selection. It is essential to correctly identify the
events, ages, dates, and civilizations to be taught to students (Burston, 1972). Because these choices are
critical for the student to be overwhelmed with intense information, determining the topics objectively
will facilitate the student's learning and positively affect his/her perception of the course.

Curriculum and the skills aimed at teaching serve the purposes of history education. History teaching
is shaped according to two primary purposes. The first aims are citizenship and identity formation, and
the second is scientific and skill acquisition (Demircioglu, 2007). Tekeli (2000) added to these primary
objectives the formation of historical awareness in students, the development of individual talents, and
the development of an identity appropriate to the age through history learning. Carr (1987) sees the
purpose of history as contributing to the socialization of the student while at the same time understanding
the societies in history and thus gaining a better understanding of today's society. Today, the aims of high
school history teaching vary from country to country. Especially in developed countries, various aims of
history teaching have been updated through the curriculum in line with changing conditions and
requirements (Demircioglu, 2006).

History teaching has been one of the most problematic areas of our country's education system
(Safran, 2009). In parallel with this, new programs were designed in our country at different times
throughout the republic's history, and improvements were made to address the deficiencies of the
previous program. Determining the problems in history teaching and their solutions constitute the scope
of the curriculum (Ozbaran, 1992). For similar reasons, studies on changing the curriculum were initiated
by the Ministry of National Education between 2016 and 2017. The program was gradually implemented
in 2017-2018 and was implemented in all schools in 2018-2019.

When the literature on the research topic is examined, we come across many studies that can serve
as a source for our research on the history curriculum in Turkey (Yilmaz, 2006; Ceylan, 2009; Ding, 2011;
Erding, 2011; Aktekin & Ceylan, 2012; Keskin, 2012; Simsek, 2016; Kaya & Perihan, 2017; Turan, 2018;
Akbaba, 2019; Guven & Curku, 2021). Studies on the history curriculum have been in the form of
examining textbooks, teachers' opinions about the curriculum, and comparing old and new history
curriculum. When we look at the studies conducted in foreign literature on ancient history teaching (Dann,
1927; Tuller, 1931; Burstein, 2002; Jae-woon, 2010), it can be seen that they are limited. Although the
studies conducted in Turkey are more diverse (Yurtsever, 1996; Yilmaz, 2010; Oztaskin & Ungér, 2013;
Karauguz & Ozkaral, 2016; Taskin, 2016; Kara, 2018; Karauguz & Ozkaral, 2018; Turan, 2020; Yilmaz, 2021;
Kagmaz & Hayta, 2023), the studies were carried out on the axis of evaluating the content of the subjects,
analyzing them according to teachers' opinions, and comparing the Ancient Age units in the textbooks.
The only study directly parallel to our study's subject is Yilmaz's (2010) study on teachers' evaluation of
the teaching of Ancient History and Ancient Turkish History in high school history textbooks. When the
literature on the subject is examined, it is seen that the studies are carried out throughout the history
curriculum. No study has been conducted specifically to examine the subjects of ancient history in the
current program. It is essential to determine the content proficiency level of ancient history subjects in
the current history curriculum. The fact that there is no literature on the evaluation of ancient history
subjects by teachers in the 2008 history program constitutes the originality of our study, and it is also
thought that the study will make a significant contribution to the literature.

Teachers are the ones who implement the curriculum prepared by the Ministry of National Education
for students. Teachers' criticisms, suggestions, and evaluations of the program play a key role in measuring
its success. In this context, the study aims to reveal the opinions of teachers working in different provinces
and different school types about the subjects of ancient history in the 9th grade of high school and to
contribute to improving these subjects. The study is limited to ancient history subjects and the opinions
of history teachers. This situation constitutes the limitation of the study. Within the scope of the study,
answers were sought to the following questions asked to 11 history teachers interviewed in 2024 in order
to measure the success of ancient history subjects included in the history curriculum that was started to
be implemented in 2017-2018:
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(1) What are teachers' opinions about the problems they encounter in teaching ancient history
subjects?

(2) What are the teachers' opinions about whether there is subject integrity in the information on
ancient history?

(3) What are the teachers' opinions on using different disciplines in ancient history subjects?

(4) What are the teachers' opinions about the student's understanding of ancient history subjects?

(5) What are teachers' opinions on solving the problems they encounter in teaching ancient history?
Method

Research Model

This study was designed according to the case study pattern, one of the qualitative research methods,
to examine teachers' opinions about the ancient history topics included in the current history curriculum
implemented in the 9th grades of high school. The case study is a detailed description and investigation
of a limited system (Chmiliar, 2010). A case study explains situations using different sources, observations,
interviews, and data collection tools (Merriam, 2013). According to Creswell (2007) the subject selected
for the study can be the teacher administrator or the student. A case study, essential in researching and
developing a curriculum, provides the opportunity to evaluate the process with the opinions of teachers,
students, administrators, and other people providing education (Creswell, 2011, as cited in Ozan Leymun
et al., 2017).

Study Group

The study group of the research consists of 11 history teachers working in high school affiliated with
the Ministry of National Education in different provinces of Turkey. The people interviewed for the
research are determined based on whether they are relevant to the subject rather than representing the
universe (Neuman, 2012). In this context, the maximum diversity sampling method, one of the purposeful
sampling methods, was used to select the people included in the study. The maximum diversity sampling
method aims to obtain data by creating a relatively small sample and reflecting the diversity of people
who may be party to the problem at the highest level (Yildirim & Simsek, 2008). The study's selection of
participants was based on the types of schools they studied, their professional experience, the provinces
they worked in, their gender, and the diversity of the undergraduate fields from which they graduated.
The names of the participants in the study were kept confidential, and instead of their names, codes were
givenas T1, T2, T3, T4, T5, ............ T11. Information about the teachers who constitute the sample of the
study is included in Table 1.

Table 1

Demographic Characteristics of Teachers Participating in Research

Facult School T
Participant Professional aculty Education chool Type Place of
Gender .. Graduated Where
Code Seniority Level Duty
From Employed
1 Male 32 Education Bachelor's Vocational high izmir
degree school
T2 Male 28 Education Bachelor's Science high Ankara
degree school
Bachelor' Social sci
T3 Female 33 Education achelors oc'la sclences Aydin
degree high school
T4 Male 33 Science Bachelor's Science high Ankara
and Letters degree school
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T5 Male 5 Science Bachelor's Imam hatip high istanbul
and Letters degree school
Science Bachelor's Anatolian high
T Mal 4 Y
6 ale and Letters degree school ozgat
Bachelor' ial sci
T7 Female 24 Education achelor's Soc.la sclences Aydin
degree high school
T8 Male 24 Education Bachelor's Anatolian high Afyon
degree school
T9 Male 12 Science Bachelor's Vocational high Afyon
and Letters degree school
Science Vocational high
T10 Male 18 I Postgraduate ! 's Van
and Letters school
. Anatolian high -
T11 Male 2 Education Postgraduate ! 's Bitlis
school

As seen in Table 1, a total of 11 participants from different provinces (Ankara, Izmir, Afyon, Aydin,
Istanbul, Yozgat, Van, Bitlis) and different school types (Vocational high school, Science high school, Social
sciences high school, Imam hatip high school, Anatolian high school) were included in the study.
Participants (9 men and 2 women) participated. It was determined that the participants mostly had 15
years or more of experience, and their education level was generally undergraduate. The teachers who
participated in the research graduated from the faculties of education and science and letters.

Data Collection Tools

In this research, "semi-structured interview form" was used as a data collection tool. Interviewing is
the activity of understanding the beliefs, attitudes, perceptions, reactions, feelings, thoughts, and
experiences of the people participating in the research (Yildirim & Simsek, 2008; Karatas, 2017). Five open-
ended questions were prepared to determine the opinions of history teachers working in schools affiliated
with the Ministry of Education about the 9th-grade history program that includes ancient history subjects.
During the interview, related questions were asked to the participants in order to understand the subject
in depth. The form containing the questions also included a section containing personal information about
the teacher and information about the interviewer. While preparing the questions in the form, help was
received from two field experts, and the form, which initially had seven questions, was reduced to five
guestions and finalized. The teachers participating in the research were selected voluntarily. Before the
meeting, the interviews were held by determining a place and time suitable for the teachers. The
interviews lasted 30-40 minutes on average. During the interview, the participants were informed that
the data would not be used for any purpose other than the research, and the interviews were conducted
by taking notes without audio recording.

Data Analysis

Within the research scope, the teachers' answers were transferred to the computer environment, and
the data obtained was revealed using the content analysis method. The text, document, and theme
contents determined in the content analysis method can be analyzed objectively within specific rules.
Content analysis provides an objective, measurable, and verifiable explanation of clearly presented
content (Fiske, 1996). The data obtained through interview forms were classified according to themes.
The codes were given to the teachers instead of their names (T1, T2, etc.), and their answers were
integrated into a whole. The answers to the questions were combined and tabulated in common
judgments per the frequency of repetition. Direct quotations supporting the judgments are also
presented, and the teachers' opinions are conveyed to the reader. In analyzing the thoughts and
judgments stated by the teachers, frequency, number of thoughts, and the corresponding percentage
rate were given. In addition, the answers the participants gave to the questions were evaluated according
to the teachers' seniority, the type of school they worked in, and the faculties they graduated from. The
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tenure of the interviewed teachers was evaluated by dividing them into two separate groups: less than
15 years (low years of service) and more than 15 years (high years of service). The data resulting from the
research were analyzed in the findings section and evaluated in the conclusion section.

Findings

The findings of our study include the opinions, thoughts, and suggestions of the interviewed teachers.
The answers were also evaluated by considering the participants' tenure, the type of school they worked
in, and the faculty they graduated from. Tables created to include the frequency and percentage
distributions of the findings obtained as a result of the interviews are presented in this section.

The frequency and percentage distribution of the answers given by the interviewed teachers regarding
the problems they experienced in teaching ancient history subjects are shown in Table 2.

Table 2
Frequency and Percentage Distribution of Teachers' Opinions on the Problems They Encounter in Teaching
Ancient History Subjects

Judgment Opinions f %
Failure to comply with chronology 6 18,8
Giving unnecessary information and giving
. . 5 15,6
detailed explanations
Maps and visuals are not sufficient 4 12,5
Problems Concepts not well defined 4 12,5
Civilizations are not given regionally 4 12,5
Having repetitive narrative 4 12,5
Not suitable for the student's level 3 9,4
No concretization 2 6,3
Total 32 100

When Table 2 is examined, it can be seen that the two most important problems experienced by
teachers in teaching subjects need to comply with chronology (18.8%), giving unnecessary information
and detailed explanations (15.6%). Apart from these problems, teachers evaluated the issues of
"civilizations not being given regionally," "maps and visuals not being sufficient," "concepts not being well
defined," and "repeated explanations" being the same percentage (12.5%). In the answers given, the
problems of the subjects not being suitable for the student's level (9.4%) and not being concretized (6.3%)
were stated, albeit in a small amount.

It is seen that none of the teachers with low years of service stated the idea of “repetitive narration”
as a problem. 50% of the teachers who stated the idea of “insufficient maps and visuals” and “lack of
concretization” had low years of service. It is seen that none of the teachers working in vocational high
schools stated the ideas of “providing unnecessary information and detailed narration,” “not defining the
concepts well,” “not being suitable for the student’s level,” and “lack of concretization” as problems.
However, the most frequently stated problem by the teachers working in vocational high schools is “not
adhering to the chronology.” Teachers working in Anatolian high schools did not just state “repetitive
narration” as a problem. Teachers working in science high schools did not state the idea of “insufficient
maps and visuals,” “not giving civilizations regionally,” and “lack of concretization” as problems. Teachers
working in a social sciences high school did not state the following as problems: “maps and visuals are not
sufficient,” “concepts are not well defined,” “not suitable for the student’s level,” and “no concretization.”
The participant working in an imam hip high school stated the following as problems: “providing
unnecessary information and detailed explanations,” “maps and visuals are not sufficient,” and “no
concretization.” While the teachers who expressed the most opinions work in social sciences high schools
(7/8), the teachers who expressed the least worked in an Imam Hatip high school (3/8). It is seen that
teachers who graduated from the faculty of education and teachers who graduated from the faculty of
science and literature stated problems at a similar rate.
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When the share of the number of opinions in the total number of problems is examined, it is seen that
graduates of the faculty of education (8/8) stated opinions and graduates of the faculty of science and
literature (7/8) stated opinions.

In the interviews regarding the teachers' problem of not complying with chronology in the program,
T1 stated the following:

Our most important problem is that the issues must be followed chronologically. While the
regional connections of civilizations must be considered, a topic introduced on the first page of
the unit continues on the tenth page. Think about it like this: "First, your birth is explained, then
your grandfather's marriage is explained. How will students learn this subject when even a
teacher has difficulty understanding this?

Another teacher who supports this view, T3, said:

Students cannot place it chronologically in their minds. You say merchant societies, and you
include Assyria, Lydians, and Phoenicians among these societies. However, they are so far away
geographically that the student needs help to visualize this. "When you say merchant societies,
you try to capture it thematically, but it does not work; this does not pass on to the students.

Regarding unnecessary information and detailed explanations on the subjects, which is the second
important problem of teachers, T5 said: "There is a broad and detailed explanation that is not suitable for
the student level; | do not think there is a need for this much information."

The frequency and percentage distribution of the answers given by the interviewed teachers regarding
whether there is subject integrity in the information on ancient history subjects is shown in Table 3.

Table 3
Frequency and Percentage Distribution of Teachers' Opinions on Whether There is Subject Integrity in the

Information on Ancient History Subjects

Judgment f %
There is no integrity among the topics 9 81,8
There is integrity among the subjects 2 18,2
Indecisive 0 0
Total 11 100

When Table 3 is examined, it is seen that the majority of teachers (81.8%) think that there is no
integrity between the subjects. When the opinions of the interviewed participants are evaluated
according to the year of service criterion, it is seen that the two teachers who expressed positive opinions
were teachers with low years of service.

The reason why the interviewees thought there was no integrity in the subject was wondered, and the
linked question was asked to the teachers: "Why do you think there is no subject integrity?". The
frequency and percentage distribution of the answers to the linked question are shown in Table 4.

Table 4
Frequency and Percentage Distribution of Teachers' Opinions on the Question "Why Do You Think There

Is No Subject Integrity?"

Judgment Opinions f %

Difficult to make connections between topics 3 25

. . Information about civilizations is scattered 3 25
No integrity — - - -

There are repetitions of narration regarding previous 3 55

topics
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There is no cause and effect connection between the

. 2 16,7
subjects 6
The names and contents of the topics are not compatible 1 8,3
Total 12 100

When Table 4 is examined, the frequency distributions of the answers given by teachers who think
there is no integrity between the subjects are close to each other. However, 75% of the teachers believe
that there is no unity in the subject because it is difficult to make connections between the subjects, the
information about civilizations is scattered, and there are repetitions of expressions on previous subjects.

It is observed that the teachers with fewer years of service do not state the idea that "the subjects
have no cause and effect connection with each other" and "the names and contents of the subjects are
not compatible" as problems.

It is seen that the teachers who expressed the most opinions in the interviews work in vocational high
schools (4/5). In addition, teachers working in anatolian high schools (3/5), teachers working in social
sciences high schools (2/5), and teachers working in science high schools (1/5) expressed their opinions.

Responding in line with the views of most teachers that there is no integrity in the subject, T7 said:

First, general information about civilizations is given, then they return to the same subject again
and again. This situation creates alienation in the student towards the course. The student says,
You told us about the Sumerians; now, why are we talking about the Sumerians again? | think
giving all the features about civilizations would be a good way to support learning.

Similarly, T8 said:

Laws or events should be given thematically within states. This situation disrupts its integrity.
Instead of this, it would be appropriate to give the characteristics of civilizations under a title
related to them. In addition, civilizations such as Mesopotamian and Anatolian civilizations can
be classified according to their geography. "Giving it as follows will be effective in helping the
student establish integrity between historical knowledge, geography, and civilizations.

The frequency and percentage distribution of the answers given by the interviewed teachers regarding
the use of different disciplines in ancient history subjects are shown in Table 5.

Table 5

Frequency and Percentage Distribution of Teachers' Opinions on the use of different disciplines in ancient
history subjects

Judgment Opinions f %
In the unit, archaeological science was mostly 5 455
used.
Positive opinions There gre very few elements of anthropology in 5 18,2
the unit.
There are very few elements of geography in the 91
unit. !
Negative opinions Different disciplines were not used. 3 27,3
Total 11 100

When Table 5 is examined, it is seen that 27.3% of the teachers think that different disciplines are not
used in the units. However, the dominant view is that archaeological science was used. In addition,
teachers expressed other opinions that anthropology and geography sciences are given little attention.

Itis seen that 75% of the teachers with a high number of years of service expressed a positive opinion.
However, the rate of positive opinions among teachers with few years of service is 50%. It is seen that all
the teachers who expressed a negative opinion to the questions are graduates of the faculty of science
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and literature. Two out of three teachers who expressed a negative opinion work in vocational high

schools.

Giving detailed information about the extent to which different disciplines were used in the subjects,

T5 said:

We see that archaeological findings were used in some subjects of Ancient History. However,
very little information about their geographical features is given to understand civilizations.
Archaeological findings should be given more space, especially in the prehistoric era section.
There is almost no information about races and anthropological data in the book. There is no
visual information about the physical structure of prehistoric humans. This makes it difficult for
the student to visualize the people who lived at that time.

The frequency and percentage distribution of the answers given by the interviewed teachers regarding
the student's level of understanding of ancient history subjects is shown in Table 6.

Table 6

Frequency and Percentage Distribution of Teachers' Opinions on Students' Level of Understanding of

Ancient History Subjects

Judgment Opinions f %
Low because students have difficulty making connections 4 364
between topics. ’

Negative Opinions It is low because the topics are not given regularly, 3 273
(Low level) causing confusion among the students. ’
It's low and that's why | have to use additional resources 2 18,2
It is low because missing information in the unit causes 1 91
the student to ask different questions. !
Positive Opinions (High High level of understanding of the topics 1 9,1
level)
Total 11 100

When Table 6 is examined, it is seen that 91% of the teachers stated that the students' understanding
of the subjects was low. Teachers generally interpreted the reason for this situation as students needing
help in making connections between the topics and students needing clarification because the topics were
not given regularly in the units.

When the teachers' opinions are evaluated according to the criterion of years of service, it is seen that
all the teachers with low years of service expressed negative opinions.

T4, who expressed the opinion that the subjects were not understood by the students, said:

Students do not understand well because there is missing information. For example, you cannot
tell how many centuries ago a person lived without mentioning the Carbon 14 method.
"Information that is not mentioned and grounded in the unit causes students to ask different
qguestions and you give these explanations based only on experience, independent of the
program.

Similar to T4's views, T11 said:

Students have difficulty in reconciling disparate information and making subject connections.
The most important reason for this is that the historical relationship is not fully given. That's why
| always have to do retrospective questions and answers. | have to use additional resources to
compensate for the shortcomings of the current program.
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T7 said the students understood the topics well and added his thoughts: “I think the students
understand the topics well. Of course, this varies depending on the type of school. "The type of school |
work at makes a difference in perception because it is good at the student level," explained.

The frequency and percentage distribution of the answers given by the interviewed teachers regarding
the solutions to the problems they encountered in teaching ancient history are shown in Table 7.

Table 7

Frequency and Percentage Distribution of Teachers' Opinions on Solving the Problems They Encounter in

Teaching Ancient History

Judgment Opinions f %
Topics should be simpler and more understandable 6 23,1
The prehistoric period and the first man should be mentioned 5 19.2
in detail ’
Civilizations should be given according to geographical
. L. 3 11,5
regions and holistically.
It should be prepared according to the units in 2007 2 7,7
. There should be a topic distribution synchronized with the
Suggestions . . 2 7,7
university exam.
There should be continuity between topics. 2 7,7
Concepts should be given correctly and appropriately 2 7,7
References should be made to films, documentaries and ) 77
literary texts. !
Questions, applications and visuals should be reproduced 1 3,8
Chronology must be followed 1 3,8
Total 26 100

When Table 7 is examined, the most common suggestions given by teachers for the solution of the
problems they encounter in teaching Ancient History are that the subjects should be more straightforward
and more understandable (23.1%), that the prehistoric period and the first humans should be mentioned
in detail (19.2%), that civilizations should be organized according to geographical regions and holistically.
It should be given as (11.5%). In addition, they share the suggestions that it should be prepared according
to the units in 2007, that there should be a topic distribution synchronized with the university exam, that
there should be continuity between the subjects, and that references should be made to films,
documentaries, and literary texts is 7.7%.

It is seen that the opinions of “questions, applications, and visuals should be increased” and
“chronology should be followed” were only expressed by teachers with low years of service, and half of
the opinions of “there should be continuity between subjects,” “concepts should be given correctly and
appropriately” and “references should be made to films, documentaries, and literary texts” were
expressed by teachers with low years of service. It was analyzed that among the ten different suggestions
made by the teachers, those who made the most suggestions were those who worked in vocational high
schools (6/10), Anatolian high schools (6/10), and social sciences high schools (5/10). Among the
suggestions made the opinions of “there should be a synchronized subject distribution with the university
exam,” “it should be prepared according to the units in 2007,” and “references should be made to films,
documentaries, and literary texts” were only stated by graduates of the faculty of education. However,
the opinions “Concepts should be given correctly and appropriately,” “Questions, applications, and visuals
should be increased,” and “Chronology should be followed” were reported only by teachers who
graduated from the faculty of science and literature.

T6, who suggested how ancient times history subjects should be taught, said
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That the thematic approach should be avoided. A transition should be made from a complex and
difficult-to-understand explanation to a simple and understandable order. There needs to be
more conceptual clarity to prevent this the concepts should be given in the relevant places. Most
importantly, continuity between subjects should be essential. With this continuity, the student
can only create events and facts in his mind.

T2 said:

The first human should be mentioned, even briefly. The student needs to know who the first
man was. Suddenly, a person who built a temple is mentioned. What kind of knowledge did this
person have before building a temple? He was able to reflect on this. "It is impossible for the
student to understand the Ancient Age without knowing who his ancestors were and where they
came from.

T11 said:

The biggest deficiency is that history remains only at the level of memorization for students. The
unit should have different visuals, texts, and resources to prevent this. "Not every teacher's
knowledge is equal, so if these suggestions are included in the unit, this era, which is difficult to
visualize and is the farthest from today, will be easier to understand.

T1 said:

We can say that there are almost no questions from this unit in the university exam. If such
guestions are not asked in the exam, the topics should be shorter and covered at a general
knowledge level. Even if it is taught intensively, the number of questions should increase, and
the student should have the opportunity to evaluate his knowledge in this sense.

Discussion & Conclusion

Within the scope of the research, the effectiveness of ancient history subjects in the teaching and
learning process of the history subjects included in the history curriculum put into practice in 2018 in
Turkey and the opinions of teachers about the problems experienced in the program were revealed. Many
problems caused by the current curriculum were evaluated within the scope of the research. Within the
scope of this research, it aims to assess the Ancient History subjects in 9th-grade high school by teachers
according to various variables. When the interviews with the teachers were evaluated, it was seen that
the history teachers had a negative attitude towards the 9th grade Ancient History unit. The first findings
regarding the participants' opinions in the study were about the problems they experienced during the
program's operation. The most crucial problem experienced by teachers is that the subjects are listed
within the framework of a thematic understanding, and the events are presented independently of
chronology. Giving more or less space to subjects without considering any criteria is also seen as a problem
by teachers. One criticized aspect of the program was that the order of civilizations remained based solely
on themes, disconnected from geography. Simsek (2016) who supports this problem of teachers regarding
chronology, argues that chronology is the essential element of history and says that England, an important
country in history education, attaches great importance to chronology in its history program. The most
crucial problem in history education programs in our country is that events and dates are presented
sequentially. However, history teaching programs prepared with a thematic approach are not the
solution. Turan (2018) concluded that teachers had negative thoughts about the thematic approach and
supported the chronological approach. Aktekin and Ceylan (2012) concluded that the number and quality
of images, maps, and cartoons used in books should be increased. Similarly, Kagmaz and Hayta (2023)
concluded in their study that the texts and visuals in the Ancient History unit were not at a level that
would develop the student's questioning skills. These results coincide with the findings in our research
that teachers see the lack of adequate inclusion of maps and visuals in the unit as a problem.

The second finding regarding the curriculum is the view that there is no integrity among ancient history
subjects. In response to the linked question asked them, teachers stated that there was no logical
connection between the topics, information on the topics was given in a scattered manner, students had
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difficulty making connections between the topics, and the teacher had to repeat the topics that were not
given holistically constantly. When the interviews with the teachers were evaluated, it was seen that the
teachers' views on the level of utilization of different disciplines in the curriculum were generally positive.
Most teachers stated that they benefited most from the science of archeology in ancient history subjects.
However, other views include that anthropology and geography are used less and that the program's use
of these sciences should be increased. When the teachers' answers to the question about the students'
understanding of the subjects are analyzed, it is seen that 91% of the teachers think that the students'
knowledge of the subjects is low. Teachers believe that the reason for this situation is that students have
difficulty in establishing connections between topics because the topics are not given in an orderly manner
in textbooks, which confuses students. Buyikboyaci (2013) concluded in his study that the period at which
students had the most difficulty in learning was the Ancient Age. Among the answers given by teachers
as solutions to the problems experienced in teaching ancient history, the most frequently repeated ones
are that the subjects should be more straightforward and more understandable and that the prehistoric
period and the first humans should be discussed in detail. However, the teacher's answer that there
should be visuals, texts, and different resources in the unit coincides with the result of Akbaba's (2019)
study that literary products are used less in the new curriculum, and some literary genres are not included.
Taskin and Simsek (2017) in their study examining the Ancient History subjects in social studies textbooks,
argued that the activities in the units after 2005 in social studies textbooks were used correctly and
enabled students to acquire skills such as questioning, empathizing, and critical thinking using different
sources. To gain and reinforce these skills in high school, existing textbooks must be enriched with
correctly given activities, visuals, and texts.

Our research observed that teachers working in anatolian high schools and vocational high schools
expressed more judgments and opinions in all questions asked compared to teachers working in other
types of schools. However, when the answers given were examined in terms of the teachers' years of
service and the faculty they graduated from, it was seen that there was no significant difference. When
the participants' opinions were evaluated in general, it was concluded that the teachers were not satisfied
with the subjects of ancient history in the 9th grade of high school. It is understood that teachers have
difficulty explaining the subjects in the current curriculum, and students have difficulty understanding
them. Candan (2023) in his study on teachers regarding the current history program in general, concluded
that the 9th-grade history units were above the student's level and that teachers were not satisfied with
the program. Similar to the findings of our study, Aktas (2020) in his research evaluating teachers' opinions
about the history curriculum, concluded that teachers criticized the new program for the lack of
information, thematicity, and complexity compared to the previous program. Contrary to previous
studies, Ceylan (2009) analyzed the fact that teachers have positive views on the program's content. Our
study has findings similar to those of most previous studies and clearly reveals significant problems in the
current history curriculum.

Recommendations
All opinions in the study were evaluated and our suggestions are listed below:

e The most important problem in the current history curriculum is that events in Ancient History are
not given chronologically. It is not right to make students memorize dates. However, chronological
information should also be given at a level where the historical process can be understood.

¢ To eliminate the negativities from thematic understanding, giving the subjects holistically and
systematically on the axis of the relevant civilization would be correct.

¢ It should be ensured that the topics are conveyed in a language and expression appropriate to the
student's level.

¢ Importance should be given to teaching students the concepts and terms that correctly form the
basis of each subject.
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¢ More space should be given to the subject of prehistoric times and humans, and concretizations
should be made regarding this extremely abstract period.

¢ Visuals, maps, and literary works that facilitate students' learning should be included significantly.

e The subjects' weights should be proportional to the university entrance exam questions. The
number of questions in the university entrance exam should be increased, considering the weight of
Ancient History subjects in the program.
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Turkge Suriimii

Giris

Bilim, kaltr ve teknoloji gibi alanlarda yasanan siratli degisim tim egitim alanini etkilemekle birlikte
bilhassa tarih egitimi alanini etkilemistir. Toplumun her alanda ilerlemesinde ve fertlerin kisisel
gelisiminde muhim bir etken olan egitim sisteminin en énemli unsurlari 6gretmen, 6grenci ve 6gretim
programidir. Ogretim programlari, belirlenen amaclar ve kazanimlara uygun icerigin secilmesini,
kullanilacak arag-geregler ve uygulanacak yodntemlerle hedeflere ulasilabilme boyutunu gosteren
degerlendirme kriterlerini ifade etmektedir (Gozitok, 2003). Uzmanlar tarafindan olusturulan 6gretim
programlari, egitim sisteminin amaglarini ders igerigi ile uyumlu hale getirerek derslerin 6grenciye
dgretilmesine destek olmaktadir. Ogretim programinin iceriginde, 6grencinin 6grenim seviyesi ve ihtiyaci
gozetilerek kazanim, beceri ve degerler belirlenmektedir. Her ders igin belirlenen bu amaglar programlarin
destegi ile baslangicta saptanmaktadir (Keskin, 2002). Derslerin 6gretim programlari ile paralellik
gostermesi icin hazirlanan ders programlari ve 6gretmen planlama programlari, 6grencilerin her sinifta
0grenme asamalarini bitirdikten sonra seviyesinin tespit edilmesini mimkin kilmaktadir. Seviye tespiti,
o0gretmenlere 6ncesinde olusturulan amaglara ulasabilmek icin 6gretim faaliyetlerinin analiz edilmesinde
yol gosterici olmaktadir (Zarmati, 2020). Dolayisiyla 6gretim programlarini egitimin sistematik bir dizende
devamhhgini saglayan ve 6grenme-6gretme siirecini daha verimli bir hale getiren yegane bir unsur olarak
kabul etmek yanls olmayacaktir.

Egitimi olusturan en 6nemli faktorlerden biri egitim etkinlikleri icin kullanilan araglar ve ortamlardir.
Bu araglar arasindaki ders kitaplari sagladigi birgok kolaylik ve basvuru niteliginde olmasi nedeniyle birincil
kaynak konumundadir (Cotuksdken, 2003). Ogretim programlarinda yer alan amaglarin ve kazanimlarin
gerceklestirilebilmesi icin olusturulan igerigin ders kitaplari ile 6grencilere verilmesi gerekmektedir. Bu
bakimdan ders kitaplarinin ¢agdas bir formda, toplumun ve 6grencinin gereksinimlerini karsilayabilecek
diizeyde bilim, sanat ve felsefe ile i¢ ice gegmis, kolaydan zora dogru giden, akilci ve bitlinsel normlar
dikkate alinarak hazirlanmasi gerekmektedir. Ders kitaplarinda yer alan konularin anlatiminda segilen
climlelerin sade ve anlasilir diizeyde olmasi ve kavramlarin agiklamalarina yer verilmesi gerekmektedir.
Unitelerdeki yazi boyutlari 6grencinin sinifina uygun olarak tercih edilmeli ve icerik, 6rnek ve goérsellerle
zenginlestirilerek tasarlanmalidir  (S6nmez, 1998). Ogretmenler derslerde farkli kaynaklardan
yararlansalar da ders kitaplari 8grencilerin derse hazirlanmasinda 6nemli fayda saglamaktadir. Ulkede ayni
kademede 6grenim goéren tim o6grenciler, ortak ders kitaplari kullanilmasiyla ayni kaynaktan 6grenme
sansina sahip olmaktadir. Ogretmen ve 6grencilere ders kitaplari iceriginde sunulan kaynaklar (harita,
gorsel vb.) ile bilgilerin soyuttan somut hale getirilmesi de saglanmis olur (Roberts, 2014). Tim bunlara
paralel olarak 6gretim programi ve ders kitaplari arasinda gliclt bir iliski oldugu ve 6gretim programlarinin
amagclarina ulasabilmesinde ders kitaplarinin 6nemli bir faktor oldugu gorialmektedir.

Tarih, gecmisten gliniimiize ders saati ve Ogretim programi degeri bakimindan diger alanlarla
micadele etmek zorunda kalmis ve tarihin savunuculari da onu yararl bir sekilde sunmanin yolunu
aramistir. Ogretmenler, tarih 6gretiminde konularin sikici olmasi ile miicadele ederken dgrenciler ise
tarihin isim ve tarih ezberlemekten ibaret oldugundan sikayet etmistir. Fakat son yillarda tarih konularinin
ezberlenmesine ve basit yaklasimlara karsi konulmaktadir (Metzger & Harris, 2018). 1980’lere kadar siiren
sikici tarih 6gretiminin nedeninin tarihin 6grencilere bilgi odakli verilmesi oldugu disiiniilmektedir. Bu
sistem, 6grencinin zihnini bos bir gemi olarak gérmis ve 6gretmene sadece bilgi yikleme gorevini
vermistir. Tarih 6gretiminin tarih ve olaylar silsilesi olarak sunulmasi, bircok 6grencinin animsayamadiklari
bu sikici tarih ve olaylardan dolayi tarihi sevmemelerine neden olmustur. Tarih 6gretiminde olaylarin
kronolojisini bilmenin 6nemi yadsinamaz fakat bu durum tarih 6greniminin ana amaci oldugunda
ogrenciler yalnizca ezberleme becerisini edinmektedir (Zarmati, 2020). Fakat tarih 6gretiminin asil
amacinin temel olgulari ezberletmekten 6te beceriler olmasi gerektigi gorisi hakimdir. Béyle bir durumda
dgretmen bilgi aktarici roliinde olmaktan ¢ikmali ve 6grenci aktif durumda olmalidir. Ogrencinin aktif bir
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durumda olmasi ise tarihsel kanit kullanimini 6§renmesi, olgulari bireysel olarak insa etmesi ve bulmasidir
(Vella, 2001). Ogrenciye aktarilan tarihin dayandigi programda en énemli sorunlardan bir digeri de secim
problemidir. Ogrenciye 6gretilecek olaylarin, c¢aglarin, tarihlerin ve medeniyetlerin tespitinin dogru
yapilmasi 6nemlidir (Burston, 1972). Zira, 6grencinin yogun bir bilgiye bogulmasinda bu segimler kritiktir.
Konularin nesnel bir bakis agisiyla belirlenmesi, 6grencinin 6grenmesini kolaylastiracak ve derse karsi
algisini olumlu yonde etkileyecektir.

Ogretim programlari ve kazandirilmasi hedeflenen beceriler, tarih egitiminin amaglarina hizmet
etmektedir. Tarih 6gretimi, iki ana ama¢ dogrultusunda sekillenir. Bu amaglardan birincisi vatandaslk ve
kimlik olusumu ikincisi ise bilimsellik ve beceri kazanimidir (Demircioglu, 2007). Tekeli (2000) bu ana
amaglara tarih 6grenimi ile 6grencide tarih bilinci olusmasi, bireysel yetenek gelisimi ve ¢aga uygun bir
kimlik gelisimini de eklemistir. Carr (1987) tarihin amacini, 6grencinin sosyallesmesine katki saglarken ayni
zamanda tarihteki toplumlari anlamasi ve bu sekilde gliniimiiz toplumuna daha fazla hakim olmasi olarak
gormektedir. GUnUmizde ortadgretim tarih Ogretiminin amaglari Ulkeden (lkeye degisiklik
gostermektedir. Ozellikle gelismis tilkelerde tarih 6gretiminin gesitli amaclari 8gretim programlari yoluyla
degisen kosullar ve gereklilikler dogrultusunda giincellenmistir (Demircioglu, 2006).

Tarih 6gretimi, Glkemiz egitim sisteminin en sorunlu alanlarindan biri olmustur. (Safran, 2009). Buna
paralel tlkemizde cumhuriyet tarihi boyunca farkli zamanlarda bir 6nceki programin eksikliklerine yonelik
iyilestirmelerin yapildigi yeni programlar tasarlanmistir. Tarih 6gretimine yonelik problemlerin
belirlenmesi ve ¢dziim yollari, 6gretim programlarinin kapsamini olusturmustur (Ozbaran, 1992). Benzer
nedenlerle Milli Egitim Bakanlgl tarafindan 2016-2017 yillari arasinda 6gretim programi degistirme
cahsmalari baslatilmistir. 2017-2018 yillarinda kademeli olarak uygulamaya gecen program, 2018-2019
yillarinda ise tim okullarda uygulanmistir.

Arastirma konusu ile ilgili literatlir incelendiginde Tirkiye’de tarih 6gretim programiyla ilgili
arastirmamiza da kaynak olusturabilecek bircok ¢alisma karsimiza ¢ikmaktadir (Yilmaz, 2006; Ceylan,
2009; Ding, 2011; Erding, 2011; Aktekin & Ceylan, 2012; Keskin, 2012; Simsek, 2016; Kaya ve Perihan,
2017; Kose & Turkan, 2018; Turan, 2018; Yildinm, 2018; Akbaba, 2019; Aktas, 2020; Gliven & Curku, 2021).
Tarih 6gretim programiylaile ilgili yapilan bu ¢calismalar ders kitaplarinin incelenmesi, 6gretim programina
iliskin 6gretmen gorisleri, eski ve yeni tarih 6gretim programlarinin karsilastiriimasi seklinde olmustur.
Eski Cag tarihi 6gretimiile ilgili yabanci literatiirde yapilan ¢alismalara baktigimizda ise (Dann, 1927; Tuller,
1931; Burstein, 2002; Jae-woon, 2010) sinirli diizeyde oldugu gorilmektedir. Turkiye’de yapilan ¢alismalar
ise (Yurtsever, 1996; Yilmaz, 2010; Oztaskin ve Ungdr, 2013; Karauguz & Ozkaral, 2016; Taskin, 2016; Kara,
2018; Karauguz, & Ozkaral, 2018; Yiimaz 2019; Turan, 2020; Yilmaz, 2021; Kagmaz & Hayta 2023) daha
cesitli olmakla birlikte galismalar konularin igeriginin degerlendirilmesi, 6gretmen goérislerine gore analiz
edilmesi ve ders kitaplarinda Eski Cag Unitelerinin karsilastiriimasi ekseninde yapilmistir. Calismamizin
konusu ile dogrudan paralellik gosteren tek galisma Yilmaz’in (2010) ortadgretim tarih ders kitaplarinda
yer alan Eski Cag tarihi ve Eski Tirk tarihi 6gretiminin 6gretmenler tarafindan degerlendirmesine yonelik
yaptigl calismadir. Konuya iliskin literatiir incelendiginde ¢alismalarin tarih 6gretim programi genelinde
yapildigi mevcut programda yer alan Eski Cag tarihi konularinin 6zel olarak incelendigi bir ¢alismanin
yapilmadigi goriilmektedir. Mevcut tarih 6gretim programiicinde yer alan Eski Cag tarihi konularinin icerik
acisindan yeterlilik dizeyinin belirlenmesi 6nemlidir. Alanyazinda 2008 tarih programi Eski Cag tarihi
konularinin 6gretmenler tarafindan degerlendirildigi yoniinde bir ¢calismanin bulunmamasi ¢calismamizin
0zglin yanini olustururken ayni zamanda ¢calismanin alan yazina 6nemli katki saglayacagi disliniilmektedir.

Millt Egitim Bakanligi'nin hazirladigi 6gretim programlarinin 6grencilere uygulayicisi 6gretmenlerdir.
Ogretmenlerin programa yonelik elestirileri, dnerileri ve degerlendirmeleri programin basarisinin
Olcllmesinde kilit bir rol oynamaktadir. Bu baglamda calismanin amaci, ortadgretim 9. sinif Eski Cag tarihi
konulari hakkinda farkli illerde ve farkli okul tirlerinde ¢alisan 6gretmenlerin gorislerinin ortaya ¢ikarmak
ve bu konularin iyilestiriimesine katkida bulunmaktir. Calisma, Eski Cag tarihi konularn ve tarih
ogretmenlerinin gorisleri ile sinirlandirilmistir. Bu durum calismanin sinirliligini olusturmaktadir. Calisma
kapsaminda 2017-2018 yillarinda uygulanmaya baslanan tarih 6gretim programi icinde yer alan Eski Cag
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tarihi konularinin basarisinin 6lgiilmesi amaciyla 2024 yilinda goérisme gergeklestirilen 11 tarih
Ogretmenine sorulan su sorulara cevap aranmistir:

1-Ogretmenlerin Eski Cag tarihi konularinin 6gretiminde karsilastiklari sorunlara iliskin gérisleri
nelerdir?

2- Ogretmenlerin Eski Cag tarihi konularinda yer alan bilgilerde konu biitiinliigii olup olmadigina iliskin
gorisleri nelerdir?

3-Ogretmenlerin Eski Cag tarihi konularinda farkli disiplinlerden faydalaniimasina iliskin gérisleri
nelerdir?

4-Ogretmenlerin 6grencilerin Eski Cag tarihi konularini anlama diizeyine iliskin gérisleri nelerdir?

5-Ogretmenlerin Eski Cag tarihi 6gretiminde karsilastiklari sorunlarin ¢dziimiine yonelik gérisleri
nelerdir?

Yontem
Arastirma Modeli

Bu ¢alisma, ortadgretim kurumlarinin 9. siniflarinda uygulanan glincel tarih 6gretim programi iginde
yer alan Eski Cag tarihi konulari hakkinda 6gretmen gorislerini incelemek amaciyla nitel arastirma
yontemlerinden durum calismasi desenine gore tasarlanmistir. Durum galismasi, kisitl bir sistemin
etraflica tasvir edilmesi ve arastiriimasi olarak tanimlanmaktadir (Chmiliar, 2010). Durum ¢alismasinda
farkh kaynaklar, gézlem, goriisme vb. veri toplama araglari kullanilarak durumlarin agiklamasi yapilir
(Merriam, 2013). Creswell’e (2007) gore ¢alismada konu se¢imi yonetici 6gretmen ya da 6grenci olabilir.
Ogretim programlarinin arastiriimasi ve gelistiriimesinde &nemli olan durum calismasi, egitim veren
O6gretmen, 6grenci, yonetici vb. kisilerin gérisleri ile siireci degerlendirme imkani elde eder (Creswell 2011
aktaran Ozan Leymun ve digerleri, 2017).

Calisma Grubu

Arastirmanin galisma grubunu Tirkiye'nin farkl illerinde Milli Egitim Bakanligi’'na bagh ortadgretim
kurumlarinda galisan 11 tarih 6gretmeni olusturmaktadir. Arastirma igin goriisme yapilacak kisiler evreni
karsilamasindan daha ¢ok konuyla ilgili olup olmadiklarina gore belirlenir (Neuman, 2012). Bu baglamda
calismada yer alan kisilerin seciminde amach 6rneklem yéntemlerinden maksimum gesitlilik 6rneklemesi
yontemi kullanilmistir. Maksimum cesitlilik 6rneklemesi yonteminde nispeten kiglk bir 6rneklem
olusturularak konunun sorununa taraf olabilecek kisilerin cesitliliginin en Ust seviyede yansitarak veri elde
edilmesi amaglanir (Yildirim ve Simsek, 2008). Calismada yer alan katilimcilarin segciminde ¢alistiklari okul
turleri, mesleki deneyimleri, cahstiklari iller, cinsiyet ve mezun olunan lisans alanlarinin gesitliligi esas
alinmistir. Calismada yer alan katilimcilarin isimleri gizli tutulmus isimleri yerine 01, 62, 03, 04, 05,
............ 011 seklinde kodlar verilmistir. Calismanin &rneklemini teskil eden 6gretmenlere iliskin bilgiler
Tablo 1’de yer almaktadir.

Tablo 1

Arastirmaya Katilan Ogretmenlerin Demografik Ozellikleri

Kalt(lcl)l(rinu Cinsiyet MezFuarI!d(j)Il:ugu ;i'zt;r; Kidem GC();(:\;‘in;ErI Caligtigi Okul Tiirdi
01 Erkek Egitim Lisans 32 vl izmir Meslek lisesi
02 Erkek Egitim Lisans 28 yil Ankara Fen Lisesi
03 Kadin Egitim Lisans 33 yil Aydin Sosyal Bilimler Lisesi
04 Erkek Fen-Edebiyat Lisans 33 yil Ankara Fen Lisesi
05 Erkek Fen-Edebiyat Lisans 5yl istanbul  imam Hatip Lisesi
06 Erkek Fen-Edebiyat Lisans 4yl Yozgat Anadolu Lisesi
07 Kadin Egitim Lisans 24 yil Aydin Sosyal bilimler lisesi
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08 Erkek Egitim Lisans 24 yil Afyon Anadolu lisesi
09 Erkek Fen-Edebiyat Lisans 12 yil Afyon Meslek lisesi

010 Erkek Fen-Edebiyat Doktora 18 yil Van Meslek Lisesi
011 Erkek Egitim Doktora 2yl Bitlis Anadolu lisesi

Tablo 1'de gérildigi gibi calismaya farkli illerden (Ankara, izmir, Afyon, Aydin, istanbul, Yozgat, Van,
Bitlis) ve farkl okul tiirlerinden (mesleki lisesi, fen lisesi, sosyal bilimler lisesi imam hatip lisesi, anadolu
lisesi) toplam 11 (9 erkek ve 2 kadin) katilimci katilmistir. Katihmcilarin agirlikla 15 yil ve Gstii deneyime
sahip olduklari ve 6grenim seviyelerinin de genel olarak lisans oldugu belirlenmistir. Arastirmaya katilan
ogretmenler egitim ve fen edebiyat fakiiltelerinden mezun olmuslardir.

Kullanilan Veri Toplama Araglari

Calismamizda veri toplama araci olarak yari yapilandirilmis gérisme formu kullanilmistir. Gériisme
eylemi, ¢alisma grubunda yer alan kisilerin inang, tutum, algi, tepki, duygu, diistince ve deneyimlerinin
anlasiimasi faaliyetidir (Yildirnm ve Simsek, 2008; Karatas, 2017). MEB’e bagli okullarda gérev yapan tarih
ogretmenlerinin 9. sinif Eski Cag tarihi konularini igeren tarih programi hakkindaki diistincelerini tespit
etmekicin agik uglu bes sorudan olusan bir form hazirlanmistir. Gériisme sirasinda konunun derinlemesine
anlasilabilmesi icin katilimcilara 2 tane de sonda soru sorulmustur. Sorularin yer aldigi formda ayni
zamanda 6gretmene ait kisisel bilgileri iceren bir kisim ile gériismeci hakkinda bilgi edinilmistir. Formda
yer alan sorular hazirlanirken iki alan uzmanindan yardim alinmis ve baslangicta yedi soru olan form bes
soruya indirilerek son haline getirilmistir. Arastirmaya katilan 6gretmenler gonullilik esasi ile segilmistir.
Gorisme Oncesinde 6gretmenlere uygun yer ve zaman belirlenerek goriismeler gergeklestirilmistir.
Gorismeler ortalama 30-40 dakika sirmustlr. Gorlisme sirasinda katilimcilara verilerin arastirma disinda
baska amacla kullanilmayacagl hakkinda bilgi verildikten sonra gorismeler ses kaydi alinmadan not
alinarak gergeklestirilmistir.

Veri Analizi

Arastirma kapsaminda 6gretmenlerden gelen yanitlar bilgisayar ortamina aktariimis ve ulasilan veriler,
icerik analizi ydntemi kullanilarak ortaya cikariimistir. icerik analizi ydnteminde belirlenen metin, belge,
dokiimanlar ve tema igerikleri belirli kurallar icinde nesnel olarak analiz edilebilmeyi saglar. icerik analizi,
net bir sekilde ortaya konulan igerigin tarafsiz, 6lgtlebilir ve dogrulanabilir sekilde agiklamasini yapmak
maksadiyla kullanilir (Fiske, 1996). Gortisme formlan araciligiyla elde edilen veriler temalara gore
siniflandirilmistir. Ogretmenlere isimleri yerine verilen kodlar (01, 02...vb.) ve verdikleri cevaplar bir biitiin
haline getirilmistir. Sorulara verilen cevaplar tekrarlanma sikligina uygun olarak ortak yargilarda
birlestirilerek tablolastiriimistir. Yargilari destekleyen dogrudan alintilar ayrica sunularak 6gretmenlerin
gorisleri okuyucuya aktariimistir. Ogretmenlerin belirtmis olduklari diisiince ve yargilarin analizinde
frekans ile daslince sayisi ve buna baglh ylizdesel oran verilmistir. Bununla birlikte katilimcilarin sorulara
vermis olduklari yanitlar, 6gretmenlerin kidem sireleri, gérev yaptiklari okul tiri ve mezun olduklari
fakiltelere gore degerlendirilmistir. Goriisme yapilan 6gretmenlerin kidem sireleri, 15 yildan az (hizmet
yili disiik) ve 15 yildan fazla (hizmet yil yiksek) olmak Gzere iki ayri gruba ayrilarak degerlendirilmistir.
Arastirma sonucunda ortaya cikan veriler bulgular kisminda analiz edilmis ve sonug¢ bolimiinde
degerlendirilmistir.

Bulgular

Calismamizin bulgulari, gériisme yapilan 6gretmenlerin belirtmis olduklar goris, dislince ve onerileri
icermektedir. Verilen yanitlar, katihmcilarin gorev siresi, gorev yaptiklari okul tiri ve mezun olduklari
fakilte kriterleri dikkate alinarak da degerlendirilmistir. Gériismeler sonucunda elde edilen bulgularin
frekans ve ylzdesel dagilimlarini icerecek sekilde olusturulan tablolar bu béliimde sunulmustur.

Goriasme yapilan 6gretmenlerin Eski Cag tarihi konularinin 6gretiminde yasadiklar sorunlara iliskin
verdileri cevaplarin frekans ve yizdesel dagilimi Tablo 2’de gosterilmistir.
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Tablo 2
Ogretmenlerin Eski Cag Tarihi Konularinin Ogretiminde Yasadiklari Sorunlara lliskin Gériislerinin Frekans

ve Yiizdesel Dagilimi

Yargi Diisiince f %

Kronolojiye uyulmamasi 6 18,8
Gereksiz bilgi verilmesi ve ayrintili anlatim 5 15,6
yapilmasi
Harita ve gorsellerin yeterli olmamasi 4 12,5

Sorunlar Kavramlarin iyi tanimlanmamasi 4 12,5
Medeniyetlerin bolgesel olarak verilmemesi 4 12,5
Tekrara diisen anlatimin olmasi 4 12,5
Ogrencinin seviyesine uygun olmamasi 3 9,4
Somutlastirma yapilmamasi 2 6,3
Toplam 32 100

Tablo 2 incelendiginde Ogretmenlerin konularin 6gretiminde yasadiklari en 6nemli iki sorunun
kronolojiye uyulmamasi (%18,8), gereksiz bilgi verilmesi ve ayrintili anlatim yapilmasi (%15,6) oldugu
gorilmektedir. Bu sorunlarin disinda medeniyetlerin bolgesel olarak verilmemesi, harita ve gorsellerin
yeterli olmamasi, kavramlarin iyi tanimlanmamasi ve tekrara disen anlatimin olmasi sorunlarini
O0gretmenler yizdesel olarak ayni oranda (%12,5) degerlendirmistir. Verilen cevaplarda az da olsa
konularin 6grencinin seviyesine uygun olmamasi (%9,4) ve somutlastirma yapilmamis (%6,3) olmasi
sorunu belirtilmistir.

Hizmet yili dlistik olan 6gretmenlerden higbirinin “tekrara diisen anlatimin olmasi” diisiincesini sorun
olarak belirtmedigi gorilmektedir. “Harita ve gorsellerin yeterli olmamasi” ve “somutlastirma
yapilmamasi” duslincesini belirten 6gretmenlerin %50’si hizmet yili diisiik olan 6gretmenlerdir. Mesleki
liselerde gorev yapan 6gretmenlerden higbirinin “gereksiz bilgi verilmesi ve ayrintili anlatim yapiimasi”,
“kavramlarin iyi tanimlanmamasi”, “6grencinin seviyesine uygun olmamasi”, “somutlastirma
yapilmamasi” dislincelerini sorun olarak belirtmedikleri goriilmektedir. Bununla birlikte mesleki liselerde
gorev yapan 6gretmenlerin en sik belirttigi sorun ise “kronolojiye uyulmamasi”dir. Anadolu lisesinde gorev
yapan dgretmenler yalnizca “tekrara diisen anlatimin olmasi” diistincesini sorun olarak belirtmemistir. Fen
lisesinde gbrev yapan 6gretmenler, “harita ve gorsellerin yeterli olmamasi”, “medeniyetlerin bolgesel
olarak verilmemesi” ve “somutlastirma yapilmamasi” dislincesini sorun olarak belirtmemistir. Sosyal
bilimler lisesinde gorev yapan 6gretmenler, “harita ve gorsellerin yeterli olmamasi”, “kavramlarin iyi
tanimlanmamasi”, “6grencinin seviyesine uygun olmamasi” ve “somutlastirma yapilmamasi” diisiincesini
sorun olarak belirtmemistir. imam hatip lisesinde gérev yapan katilimci, “gereksiz bilgi verilmesi ve ayrintili
anlatim yapilmasi”, “harita ve gorsellerin yeterli olmamasi” ve “somutlastirma yapilmamasi” distincesini
sorun olarak belirtmistir. En fazla diisince belirten 6gretmenler sosyal bilimler liselerinde gérev yapmakta

iken (7/8), en az diistince belirten 6gretmen imam hatip lisesinde gérev yapmaktadir (3/8).

Egitim faklltesi mezunu 6gretmenler ile fen-edebiyat fakiltesi mezunu 6gretmenlerin birbirine yakin
oranda sorun belirttikleri gorilmektedir. Dusiince sayisinin toplam sorun sayisi icindeki payina
bakildiginda egitim fakilltesi mezunlarinin  (8/8) dusince belirttikleri ve fen-edebiyat fakiltesi
mezunlarinin (7/8) distince belirttikleri gériilmektedir.

Ogretmenlerin programda kronolojiye uyulmamasi sorununa iliskin miilakatlarda O1 sunlari ifade
etmigstir:

Konularin ele alinirken kronolojik bir siraya riayet edilmemesi en 6nemli sorunumuz.
Medeniyetlerin boélgesel baglantilarinin dikkate alinmasi gerekirken Unitenin birinci sayfasinda
giris yapilan bir konunun onuncu sayfada devami var. Soyle diislinlin 6nce sizin diinyaya gelisiniz
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anlatiliyor sonra dedenizin evlenmesi anlatiliyor bunu bir 6gretmen bile anlamakta zorlanirken
ogrenciler nasil bu konuyu 6grenecekler.

Bu goriisii destekleyen diger 6gretmen O3 sunlari ifade etmistir:

Ogrenciler bunu kronolojik olarak akillarina yerlestiremiyorlar. Tiiccar toplumlar diyorsunuz bu
toplumlar arasina Asur’u, Lidyalilari ve Fenikelileri aliyorsunuz ama bunlarin tamami birbirinden
cografi olarak o kadar uzak ki 6grenci bunu goérsellestiremiyor. Tliccar toplumlar derken tematik
olarak yakalamaya ¢alisiyorsun ama olmuyor 6grenciye bu gegmiyor.

Ogretmenlerin ikinci 6nemli sorunu olan konularda gereksiz bilgi ve ayrintili anlatima iliskin O5:
“Ogrenci seviyesine uygun degil genis ve detayli bir anlatim var bu kadar bilgiye gerek oldugunu
distinmiyorum” demistir.

Gorisme yapilan 6gretmenlerin Eski Cag tarihi konularinda yer alan bilgilerde konu bitiinlGgl olup
olmadigina iliskin verdikleri cevaplarin frekans ve yiizdesel dagilimi Tablo 3’te gosterilmistir.

Tablo 3
Ogretmenlerin Eski Cag Tarihi Konularinda Yer Alan Bilgilerde Konu BiitiinliiGii Olup Olmadigina iliskin

Goriislerinin Frekans ve Yiizdesel Dagilimi

Yargi f %
Konular arasinda bitunlik yok 9 81,8
Konular arasinda biitlinltk var 2 18,2
Kararsiz 0 0
Toplam 11 100

Tablo 3 incelendiginde Ogretmenlerin biyik c¢ogunlugunun (%81,8) konular arasinda butunluk
olmadigini diisiindiikleri gortilmektedir. Gortisme yapilan katilimcilarin gérisleri hizmet yili kriterine gére
degerlendirildiginde olumlu disiince belirten iki 6gretmenin de hizmet yili disiik olan 6gretmenler oldugu
gorilmektedir.

Goriasmecilerin konu batanlugt olmadigl disiincelerinin nedeni merak edilmis ve 6gretmenlere
“Neden konu bitiinlGgl olmadigini disiinlyorsunuz?” sonda sorusu yoneltilmistir. Sonda soruya verilen
yanitlarin frekans ve ylizdesel dagilimi Tablo 4’te gosterilmistir.

Tablo 4

Ogretmenlerin “Neden Konu BiitiinliGi Olmadigini Diisiiniiyorsunuz? Sorusuna iliskin Gériislerinin Frekans
ve Yiizdesel Dagilimi

Yargi Goriisler f %
Konular arasinda baglanti kurmak zor 3 25

Medeniyetlere iliskin bilgiler daginik 3 25

Biitiinliik yok Onceki konulara déniik anlatim tekrarlari var 3 25
Konularin birbiri ile neden sonug baglantisi yok 2 16,7

Konularin adlari ve icerikleri uyumlu degil 1 8,3
Toplam 12 100

Tablo 4 incelendiginde konular arasinda bitinlik olmadigini disiinen 6gretmenlerin vermis olduklari
yanitlarin frekans dagilimlari birbirine yakindir. Bununla birlikte 6gretmenlerin %75’inin konular arasinda
baglanti kurmanin zor olmasi, medeniyetlere iliskin bilgilerin daginik olmasi ve 6nceki konulara déniik
anlatim tekrarlari olmasi nedenleriyle konu bitiinlGgi olmadigini disindikleri gérilmektedir.

Katihmcilardan hizmet yili diistik olan 6gretmenlerin “konularin birbiri ile neden sonug baglantisi yok”
ve “konularin adlar ve icerikleri uyumlu degil” diistincesini sorun olarak belirtmedikleri goriilmektedir.
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Goriasmelerde en fazla goris belirten 6gretmenlerin meslek liselerinde gorev yaptiklari goérilmektedir
(4/5). Bununla birlikte anadolu liselerinde gérev yapan 6gretmenler (3/5), sosyal bilimler liselerinde gérev
yapan ogretmenler (2/5), fen liselerinde gbrev yapan 6gretmenler (1/5) goris belirtmistir.

Ogretmenlerin ¢cogunlugunun konu biitiinliigii olmadigina yénelik gériisleriyle ayni dogrultuda cevap
veren 07 sunlari sdylemistir:

Once medeniyetlerle ilgili genel bilgiler veriliyor sonra tekrar tekrar ayni konuya déniiliiyor. Bu
durum &grencide derse karsi soguma yaratiyor. Ogrenci, “Stimerleri anlatmistiniz simdi neden
tekrar Siimerlerden bahsediyoruz” diyor. Medeniyetler hakkinda biitiin 6zellikleri bir biitiin
halinde vermek bence 6grenmeyi desteklemek noktasinda iyi bir tarz olacaktir.

Benzer sekilde O8 sunlari séylemistir:

Kanunlar ya da olaylar devletlerin iginde degil tematik baslik olarak verilmis. Bu durum bitunlig
bozuyor. Bu sekilde olmasi yerine medeniyetler ait Ozelliklerin kendisi ile ilgili bir baslikta
verilmesi uygun olur. Ayrica medeniyetlerin bulunduklari cografyaya uygun olarak ornegin
Mezopotamya, Anadolu medeniyetleri vb. seklinde verilmesi 6grencinin tarihsel bilgi, cografya
ve medeniyetler arasinda biitlinliik kurmasinda etkili olacaktir.

Gorisme yapilan 6gretmenlerin Eski Cag tarihi konularinda farkli disiplinlerden faydalaniimasinailiskin
verdikleri cevaplarin frekans ve yiizdesel dagilimi Tablo 5’te gdsterilmistir.

Tablo 5
Ogretmenlerin Eski Cag Tarihi Konularinda Farkli Disiplinlerden Faydalanilmasina iliskin Gériislerinin

Frekans ve Yiizdesel Dagilimi

Yargi Temalar f %
Unitede ¢ogunlukla arkeoloji biliminden
5 45,5
Olumlu Gériisler faydalanilimistir.
? Unitede antropoloji bilimine ait unsurlar ¢ok azdir. 2 18,2
Unitede cografya bilimine ait unsurlar ¢ok azdir. 1 9,1
Olumsuz Gériigler Farkh disiplinlerden faydalanilmamistir. 3 27,3
Toplam 11 100

Tablo 5 incelendiginde 6gretmenlerden %27,3’Ginlin Unitelerde farkh disiplinlerden faydalaniimadigini
dusundukleri goriilmektedir. Bununla birlikte hakim goris ise arkeoloji biliminden faydalanildigidir. Ayrica
antropoloji ve cografya bilimlerine az yer verilmesi ise 6gretmenlerin belirttigi diger goruslerdir.

Hizmet yili yiksek olan 6gretmenlerin %75’inin olumlu goris belirttigi gérilmektedir. Bununla birlikte
hizmet yili dislik olan 6gretmenlerde olumlu goris belirtme orani %50°dir. Sorulara olumsuz goris
belirten tim 6gretmenlerin fen-edebiyat fakiltesi mezunu oldugu gorilmektedir. Olumsuz goris belirten
g 6gretmenden ikisinin ise meslek liselerinde gorev yaptiklari gérilmustir.

Konularda farkl disiplinlerden hangi 6lciide faydalanildigi konusunda ayrintili bilgi veren O5 sunlari
soylemistir:

Eski Cag tarihinin bazi konularinda arkeolojik buluntulardan yararlanildigini gériiyoruz. Fakat
medeniyetlerin anlasilabilmesi icin onlarin cografi 6zellikleri hakkinda bilgiye cok az yer verilmis.
Ozellikle tarih 6ncesi caglar kisminda arkeolojik buluntulara daha fazla yer verilmeli. Kitapta irklar
hakkinda bilgiler ve antropolojik veriler neredeyse yok. Tarih 6ncesi insanin fiziki yapisi hakkinda
gorsel ya da bilgi bulunmuyor. Bu durum 6grencinin o donemde yasayan insanlari goziinde
canlandirmasini zorlastiriyor.

Goriasme vyapilan 6gretmenlerin 6grencilerin Eski Cag tarihi konularini anlama dizeyine iliskin
verdikleri cevaplarin frekans ve yiizdesel dagilimi Tablo 6’da gosterilmistir.
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Tablo 6
Ogretmenlerin Ogrencilerin Eski Cag Tarihi Konularini Anlama Diizeyine iliskin Gériislerinin Frekans ve

Ylzdesel Dagilimi

Yargi Temalar f %
Dusuk ¢linki 6grenciler konularin baglantisini kurmakta 4 36.4
zorlaniyor. ’

Olumsuz Goriugler  Disiik ¢linkii konularin diizenli verilmemesi 6grencilerde kafa
. o o 3 27,3
(Diizey Duisiik) karigikligina neden oluyor.
Dislik ve bu ylizden ek kaynak kullanmak zorunda kaliyorum 2 18,2
Dusuk ¢linku Uinitede eksik bilgilerin olmasi 6grencinin farkh 91
sorular sormasina neden oluyor. ’
c()ll:uT:; $§::Z:3r Konulari anlama dizeyleri yiiksek 1 9,1
Toplam 11 100

Tablo 6 incelendiginde 6gretmenlerden %91’'inin 6grencilerin konulari anlama dizeylerinin disik
oldugunu ifade ettikleri gériilmektedir. Ogretmenler bu durumun nedenini genel olarak égrencilerin
konularin baglantisini kurmakta zorlandigi ve konulara (nitelerde dizenli veriimemesi nedeniyle
ogrencilerde kafa karisikhgi olustugu seklinde yorumlamistir.

Ogretmenlerin gorisleri hizmet yili kriterine gére degerlendirildiginde hizmet yili disiik olan
ogretmenlerin timinln olumsuz goriis bildirdigi gorilmektedir.

Konularin égrenciler tarafindan anlasiimadig yéniinde gériis bildiren 04 sunlari séylemistir:

Ogrenciler iyi anlamiyorlar ¢iinkii eksik bilgiler var. Mesela Karbon 14 yénteminden bahsetmeden
bir insanin ka¢ yizyl 6nce yasadigini anlatamiyorsunuz. Unitede bahsedilmeyen ve
temellendirilmeyen bilgiler 6grencilerin farkli sorular sormasina sizin de bu agiklamalari
programdan bagimsiz halde sadece deneyime bagli anlatmaniza neden oluyor.

04'iin gérislerine benzer sekilde 11 sunlari sdylemistir:

Ogrenciler, birbirinden kopuk bilgileri bagdastirma ve konu baglantisi kurmakta zorlaniyor.
Bunun en 6nemli nedeni ise tarihsel baglantinin tam olarak verilmemis olmasidir. O ylzden ben
surekli geriye donlk soru cevap yapmak zorunda kaliyorum. Mevcut programin eksikligini
giderebilmek icin ek kaynak kullanmak zorunda kaliyorum.

Konularin dgrenciler tarafindan iyi anlasildigini séyleyen 07 disiincelerini “Ogrencilerin konulari iyi
anladigini distiniyorum. Bu durum okul tiiriine gére de degisir tabi. Calistigim okulun tirt 6grenci seviyesi
bakimindan iyi oldugu icin algilama agisindan fark ediyor” diyerek aciklamistir.

Goriasme yapilan 6gretmenlerin Eski Cag tarihi 6gretiminde karsilastiklar sorunlarin ¢éziimiine yonelik
verdileri cevaplarin frekans ve yizdesel dagilimi Tablo 7’de gosterilmistir.
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Tablo 7
Ogretmenlerin Eski Cag Tarihi Ogretiminde Karsilastiklari Sorunlarin Céziimiine Yénelik Gérislerinin

Frekans ve Yuzdesel Dagilimi

Yargi Gorisler f %
Konular daha sade ve anlasilir olmali 6 23,1
Tarih 6ncesi donem ve ilk insandan ayrintili bahsedilmeli 5 19,2
Medeniyetler cografi bolgelere gore ve bitiincil olarak 3 115

verilmeli !

2007 yilinda olan Unitelere gore hazirlanmali 2 7,7

Oneriler Universite sinavi ile senkronize bir konu dagilimi olmali. 2 7,7
Konular arasinda devamlilik olmali. 2 7,7

Kavramlar dogru ve yerinde verilmeli 2 7,7

Film, belgesel ve edebi metinlere atiflarda bulunulmali. 2 7,7

Soru, uygulama ve gorseller ¢ogaltiimali 1 3,8
Kronolojiye uyulmali 1 3,8
Toplam 26 100

Tablo 7 incelendiginde 6gretmenlerin Eski Cag tarihi 6gretiminde karsilastiklari sorunlarin ¢dziimiine
yonelik en fazla belirttikleri 6neriler konular daha sade ve anlasilir olmali (%23,1), tarih 6ncesi donem ve
ilk insandan ayrinti bahsedilmeli (%19,2), medeniyetler cografi bolgelere gore ve butlncil olarak
verilmeli (%11,5) olmustur. Bunun yani sira 2007 yilinda olan linitelere goére hazirlanmali, Gniversite sinavi
ile senkronize bir konu dagilimi olmali, konular arasinda devamlilik olmal, film, belgesel ve edebi
metinlere atiflarda bulunulmali 6nerilerinin pay1 %7,7'dir.

Ogretmenlerden “soru, uygulama ve gorseller ¢ogaltiimal” ve “kronolojiye uyulmal” gérislerini
yalnizca hizmet yili dusik olan 6gretmenlerin belirttikleri ve “konular arasinda devamlilik olmal”,
“kavramlar dogru ve yerinde verilmeli” ve “film, belgesel ve edebi metinlere atiflarda bulunulmal”
gorislerinin ise yarisinin hizmet yili disiik olan 6gretmenler tarafindan belirtildigi gortlmektedir.
Ogretmenlerin sunduklari 10 farkl éneri arasinda en fazla dneri sunanlarin meslek lisesi (6/10), anadolu
lisesi (6/10) ve sosyal bilimler lisesinde (5/10) gorev yaptigi analiz edilmistir. Sunulan onerilerden
“Universite sinavi ile senkronize bir konu dagilimi olmali”, “2007 yilinda olan Unitelere goére hazirlanmall”
ve “film, belgesel ve edebi metinlere atiflarda bulunulmal” goérusleri yalnizca egitim fakultesi mezunlari
tarafindan bildirilmistir. Bununla birlikte “Kavramlar dogru ve yerinde verilmeli”, “Soru, uygulama ve
gorseller ¢cogaltilmal” ve “kronolojiye uyulmali” gorisleri ise yalnizca fen-edebiyat fakiiltesinden mezun

olan 6gretmenler tarafindan bildirilmistir.

Eski Cag tarihi konularinin dgretiminin nasil olmasi gerektigine yonelik éneride bulunan 06 sunlari
soylemistir:

Konularda tematik yaklasimdan uzaklasiimaldir. Karmasik ve anlasiimasi zor anlatimdan sade ve
anlasilir bir dizene gecilmelidir. Kavram kargasasi yasaniyor bunu dnlemek adina kavramlar ilgili
yerlerde verilmelidir. En dnemlisi de konular arasinda devamlilik esas olmalidir. Ogrenci olay ve
olgulari zihninde ancak bu devamlilik ile olusturabilir.

02 sunlari séylemistir:

ilk insandan cok kisa da olsa mutlaka bahsedilmeli. Ogrencinin ilk insanin kim oldugunu bilmesi
gerekiyor. Birden tapinak yapan insandan bahsediliyor. Bu insan tapinak yapmaya baslamadan
once nasil bir bilgi birikimine sahipti ki bunu yansitabildi. Atasi kimdir ve nerden gelmistir,
o6grencinin bunlari bilmeden Eski Cagi anlamasi mimkiin degildir.

011 sunlari sdylemistir:
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Bence en biiylk eksiklik tarihin 6grencide sadece ezber diizeyinde kalmasidir. Bunu dnleyebilmek
icin Unitede farkh gorseller, metinler ve kaynaklar olmalidir. Her 6gretmenin bilgi birikimi esit
degil bu yuzden bu oneriler Gnitede yer alirsa zihinde canlandiriimasi gii¢ olan ve glinimuze en
uzak olan bu ¢ag daha kolay anlasilir.

01 sunlari séylemistir:

Bu liniteden Universite sinavinda neredeyse soru gelmiyor diyebiliriz. Eger sinavda bu sekilde
soru gelmeyecekse daha kisa ve genel kiiltir diizeyinde islenmeli konular. Bu agirlikta isleniyorsa
da mutlaka soru sayisi artmali ve 6grenci bilgisini bu anlamda degerlendirme firsatini
bulabilmelidir.

Tartigsma ve Sonug

Arastirma kapsaminda Tirkiye’de 2018 yilinda uygulamaya konulan tarih 6gretim programinda yer
alan Eski Cag tarihi konularinin 6gretme ve 06grenme sirecindeki etkililigi, program ile ilgili yasanan
sorunlarla ilgili 6gretmenlerin gorisleri ortaya konulmustur. Mevcut 6gretim programinin getirdigi bircok
sorun arastirma kapsaminda degerlendirilmistir. Bu arastirma kapsaminda ortadgretim 9. siniflarda yer
alan Eski Cag tarihi konularinin 6gretmenler tarafindan gesitli degiskenlere gore degerlendirilmesi
amaglanmistir. Ogretmenlerle yapilan goériismeler degerlendirildiginde tarih 6gretmenlerinin 9. sinif Eski
Cag tarihi Unitesi hakkinda olumsuz bir tutuma sahip olduklari gérilmektedir. Calismada katilimcilarin
gorislerine iliskin ilk bulgular programin isleyisi sirasinda yasadiklari sorunlar {zerine olmustur.
Ogretmenlerin yasadiklari en &nemli sorun, konularin tematik bir anlayis cercevesinde siralanmasi ve
olaylarin kronolojiden bagimsiz bir halde verilmesidir. Konulara herhangi bir kistas gozetmeden daha az
ya da daha fazla yer verilmesi de 6gretmenler tarafindan bir sorun olarak gérilmektedir. Medeniyetlerin
siralamasinin cografyadan kopuk bir halde sadece temalara baglh kalmasi, programin elestirilen
yonlerinden olmustur. Nitekim 6gretmenlerin kronoloji ile ilgili bu sorununu destekleyen Simsek (2016)
kronolojinin tarihin en temel unsuru oldugunu savunmakta ve tarih egitiminde dnemli bir Glke olan
ingiltere’nin tarih programinda kronolojiye biiyiik 6nem verildigini sdylemektedir. Ayrica lilkemizde tarih
ogretim programlarinda olaylarin ve tarihlerin salt sirali bir sekilde verilmesinin en miihim sorun oldugunu
fakat tematik yaklasim ile hazirlanan tarih 6gretim programlari bu durumunun ¢6zimi olmadigini
vurgulamistir. Turan (2018) yaptigi calismada 68retmenlerin tematik yaklasima karsi olumsuz distinceler
icinde olduklari ve kronolojik yaklasimi destekledikleri sonucuna ulasmistir. Aktekin ve Ceylan (2012)
cahismalarinda kitaplarda kullanilan gorsellerin, haritalarin ve karikatirlerin sayisinin ve kalitesinin
artirllmasi gerekliligi sonucuna ulasmistir. Buna benzer sekilde Kagmaz ve Hayta (2023) calismalarinda Eski
Cag tarihi Unitesi icinde yer alan metin ve gorsellerin 6grencinin sorgulama becerisini gelistirecek diizeyde
olmadigl sonucuna ulasmistir. Bu sonuglar, arastirmamizdaki harita ve gorsellerin Unitede yeterince yer
almamasini 6gretmenlerin sorun olarak gérmesi bulgusuyla oértismektedir.

Ogretim programina iliskin ikinci bulgu ise Eski Cag tarihi konulari arasinda bitiinligiin olmadig!
goriusudir. Ogretmenler kendilerine sorulan sonda sorusuna karsilik konularin birbiriyle mantiksal bir
baglantisinin olmadigini, konulara iliskin bilgilerin daginik halde verildigini, 6grencilerin konular arasinda
baglanti kurmakta zorlandigini ve 6gretmenin bitinsel olarak verilmeyen konulari siirekli tekrar etmek
zorunda kaldigi ifade etmistir. Ogretmenlerle yapilan gériismeler degerlendirildiginde dgretmenlerin
ogretim programinin farkh disiplinlerden yararlanma diizeyi hakkindaki gorislerinin ise genel olarak
olumlu oldugu gériilmistir. Ogretmenlerin cogunlugu Eski Cag tarihi konularinda en cok arkeoloji
biliminden faydalanildigini belirtmistir. Bununla birlikte antropoloji ve cografya bilimlerinden az
faydalanildigi ve programin bu bilimlerden yararlanma dizeyinin artirilmasi gerektigi diger goérusler
arasindadir. Ogretmenlerin, &grencilerin konulari anlama diizeyine iliskin soruya verdikleri yanitlar analiz
edildiginde oncelikle 6gretmenlerin %91’inin 6grencilerin konulari anlama dizeyinin disik oldugunu
diistindiikleri gérilmektedir. Ogretmenler, bu durumun nedenlerinin ders kitaplarinda konularin diizenli
verilmemesinden kaynakh olarak 6grencilerin konularin baglantisini kurmakta zorlanmasi ve bu durumun
ogrencilerde kafa karisikligina neden olmasi olarak goérmektedir. Blylkboyaci (2013) calismasinda
dgrencilerin grenmekte en zorlandigi dénemin Eski Cag oldugu sonucuna ulasmistir. Ogretmenlerin Eski
Cag tarihi 6gretiminde yasanan sorunlara ¢6ziim olarak sunduklari yanitlar arasinda en sik tekrar edenler
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konularin daha sade ve anlasilir olmasi ile tarih 6ncesi dénem ve ilk insandan ayrintili bahsedilmesi
gerektigidir. Bununla birlikte 6gretmenlerin vermis olduklari tGinitede gorseller, metinler ve farkli kaynaklar
olmali yaniti, Akbaba’nin (2019) yaptigl calismadaki yeni 6gretim programinda edebi driinlerin az
kullanildigi ve bazi edebi tirlere de yer verilmedigi sonucuyla 6rtismektedir. Taskin ve Simsek (2017)
sosyal bilgiler ders kitaplarinda yer alan Eski Cag tarihi konulariniinceledikleri ¢alismalarinda sosyal bilgiler
ders kitaplarinda 2005 yili sonrasindaki Unitelerdeki etkinliklerin dogru kullanildigi ve 6grencinin
sorgulama, empati kurma, farkh kaynaklari kullanarak elestirel disiinme gibi becerileri kazanmasini
sagladigini savunmustur. Bu becerilerin ortadgretimde de kazandirilmasi ve pekistirilmesi noktasinda
mevcut ders kitaplarinin dogru bir sekilde verilen etkinlik, gorsel ve metinlerle zenginlestirilmesi
gerekmektedir.

Arastirmamiz kapsaminda anadolu liseleri ve meslek liselerinde gorev yapan 6gretmenlerin diger okul
tirlerinde gorev yapan 6gretmenlerle kiyaslandiginda sorulan tiim sorularda daha fazla sayida yargi ve
distince belirttikleri gorllmustir. Bununla birlikte verilen yanitlarda 6gretmenlerin hizmet yili ve mezun
olduklari fakiilte kriterlerine bakildiginda édnemli bir farkhlik olmadigi gorilmistir. Katilimcilarin gérisleri
genel olarak degerlendirildiginde 6gretmenlerin ortadgretim 9. sinif Eski Cag tarihi konularindan memnun
olmadiklari sonucuna ulasiimistir. Mevcut 6gretim programinda 6gretmenlerin konulari anlatmakta ve
Ogrencilerin ise anlamakta zorlandiklari anlasilmaktadir. Nitekim Candan (2023) 6gretmenler (izerinde
mevcut tarih programinin geneline iliskin yaptigi calismada 9. sinif tarih tnitelerinin 6grencinin seviyesinin
Uzerinde oldugu ve 6gretmenlerin programdan memnun olmadiklari sonucuna ulagsmistir. Calismamizin
bulgularina benzer sekilde Aktas (2020) 6gretmenlerin tarih 68retim programi ile ilgili gorislerini
degerlendirdigi calismasinda yeni programin, dnceki programa gore bilgi azlig1, tematik olmasi ve karmasik
olmasi nedenleri ile 6gretmenler tarafindan elestirildigi sonucuna ulasmistir. Ceylan (2009) yaptig
calismada onceki calismalarin aksine 6gretmenlerin programin icerigine iliskin olumlu gorislere sahip
oldugunu analiz etmistir. Calismamiz, daha énce yapilan ¢alismalarin blyiik cogunlugunun sonuglariyla
benzer bulgulara sahiptir ve mevcut tarih 6gretim programinda énemli problemler oldugunu agikga ortaya
koymaktadir.

Oneriler
Calismadaki tim gorusler degerlendirilmis ve 6nerilerimiz asagida siralanmistir:

e Mevcut tarih 6gretim programi Eski Cag tarihi konularinda olaylarin kronolojik olarak verilmemesi
en énemli problemdir. Ogrencilere tarihlerin ezberletilmesi dogru degildir. Fakat tarihsel siirecin
anlasilabilecegi diizeyde kronoloji bilgisinin de verilmesi gerekir.

e Tematik anlayisin getirdigi olumsuzluklarin giderilmesi icin konularin ilgili oldugu medeniyet
ekseninde bitlncul ve sistematik bir sekilde verilmesi dogru olacaktir.

e Konularin 6grencinin diizeyine uygun bir dil ve anlatim ile aktarilmasi saglanmalidir.

e Her konunun temelini olusturan kavram ve terimlerin 6grencilere dogru o6gretilmesine 6nem
verilmelidir.

e Tarih 6ncesi ¢aglar ve insan konusuna daha fazla yer verilmeli ve fazlasiyla soyut olan bu déneme
iliskin somutlastirmalar yapilmalidir.

o Ogrencilerin dgrenmesini kolaylastiracak gérseller, haritalar ve edebf iiriinlere 6nemli dlclide yer
verilmelidir.

e Konularin agirliklari Gniversitelere giris sinav sorulari ile orantili sekilde olmalidir. Eski Cag tarihi
konularinin programa gore agirligi géz éninde bulundurularak tniversitelere giris sinavinda soru sayisi
artirllmahdir.

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

“Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi‘'nde yer alan tim kurallara
uyulmus ve yonergenin ikinci bélimiinde yer alan “Bilimsel Arastirma ve Yayin Etigine Aykiri Eylemlerden”
higbiri gergeklestirilmemistir.

Catisma Beyani

Yazarlar galisma kapsaminda herhangi bir kurum veya kisi ile ¢ikar ¢catismasi bulunmadigini beyan
etmektedirler.
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In this study, it was is aimed to examine the predictive power of primary school teacher
candidates’ digital reading attitudes on their digital literacy. The relational survey model
was used inthe study. Data were collected from 207 pre-service primary school teachers
during the 2022-2023 academic year using a personal informational form, a digital
reading attitude scale, and a digital literacy scale, which were administered through a
simple random sampling method by applying personal informational form, attitude
towards digital reading scale and digital literacy scale to 207 preservice primary school
teachers who were reached by simple random method in the 2022-2023 academic year.
Whether there was is a significant difference between the digital reading attitudes and
digital literacies of pre- service primary school teacher and various variables (gender,
grade level, number of digital devices owned, Daily internet usage time) was analyzed
by t-test and Anova analysis,; the relationship between digital reading attitudes and
digital literacies was analyzed by Pearson correlation analysis. And finally,; assessment
the extent to which digital reading attitudes predict digital literacy the prediction of
digital reading attitudes on digital literacies was analyzed by multiple regression
analysis. At the end of the research, it was concluded that the digital reading attitudes
of pre-service primary school teachers did not differ significantly in the variables of
grade level and daily internet usage time; however there was a significant difference in
gender and the number of digital devices owned. In addition, it was concluded that the
digital literacy of pre-service primary school teachers did not differ significantly in
gender, grade level and Daily internet usage time variables; however, it was concluded
that it differed significantly in the number of digital devices owned. There is a positive
correlation between primary school teacher candidates’ digital reading attitudes and
digital literacy. Furthermore, the study found that digital reading attitudes signicantly
predict digital literacy. In this context, it can be inferred that an increase in digital
reading attitudes may contribute to digital literacy development.
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Bu arastirmada sinif Ogretmeni adaylarinin, dijital okuma tutumlarinin dijital
okuryazarliklarini yordama gucliniin incelenmesi amaglanmistir. Arastirmada iligkisel
tarama modeli kullaniimistir. 2022-2023 egitim-6gretim yilinda basit segkisiz yontemle
ulasilan 207 sinif 6gretmeni adayina kisisel bilgi formu, dijital okumaya y6nelik tutum
Olgegi ve dijital okuryazarlik olgegi uygulanarak veri toplanmistir. Sinif 6gretmen
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Makale Gegmisi: adaylarinin dijital okuma tutumlari ve dijital okuryazarliklari gesitli degiskenler arasinda
Gelis 15.07.24 anlamli farkliigin varligi t-testi ve anova analizi ile; dijital okuma tutumlari ve dijital
Diizeltme 20.02.25 okuryazarhklari arasindakiiliski pearson korelasyon analiziile; dijital okuma tutumlarinin
Kabul 07.04.25 dijital okuryazarhklarini yordama durumu ise ¢oklu regresyon analizi ile incelenmistir.

Arastirma 6gretmen adaylarinin dijital okuma tutumunun sinif diizeyi ve giinlik internet
kullanim siiresi degiskenlerine gére anlamli bir fark gdstermedigi ancak; cinsiyet ve sahip
olunan dijital arag sayisi anlaml bir fark gosterdigi sonucuna ulasiimistir. Ayrica sinif
O0gretmeni adaylarinin dijital okuryazarliklari cinsiyet, sinif dizeyi ve gunliik internet
kullanim siresi degiskenleri agisindan anlamli bir fark géstermezken; sahip olunan dijital
arac sayisi degiskeni agisindan anlamh bir fark gosterdigi sonucuna ulasiimistir.
Ogretmen adaylarinin dijital okuma tutumlari ile dijital okuryazarliklari arasinda pozitif
yonli ve orta diizeyde bir iliski bulunmustur. Ogretmen adaylarinin, dijital okuma
tutumlarinin dijital okuryazarliklarini anlamli olarak yordadigi sonucuna ulagiimistir. Bu
baglamda dijital okuma tutumlarinda meydana gelecek artisin dijital okuryazarliklarina
katkisinin olabilecegi ¢ikarimi yapilabilir.

Anahtar Kelimeler:

Sinif Ogretmeni Adaylari,
Dijital Okuma Tutumu,
Dijital Okuryazarhk

Arastirma Makalesi

Introduction

Reading is a complex mental process that encompasses intricate cognitive functions. As noted by Akyol
(2011), reading involves critical thinking and interpretation within the brain. A significant factor that
contributes to the quality of the reading experience is one’s attitude towards reading. If an individual’s
attitude lacks depth mentally, behaviorally, and emotionally, the quality of their engagement with reading
will correspondingly diminish (Yurdakal & Susar Kirmizi, 2021). The emotions and thoughts that shape our
attitudes are influenced by various factors, which in turn affect our overall disposition towards reading
(Glenn, 2011). In the context of today's digital age, individuals' preconceptions regarding digital reading
are particularly crucial. According to Cao & Xiao (2020), their study demonstrated that it is possible to
enhance young people's willingness to engage with digital reading through targeted interventions.

Digital platforms are increasingly shaping and enhancing human experiences. The creation and
transformation of data predominantly occur within these digital environments. This evolution is
particularly evident in the ways we engage with reading and writing (Farinosi, et al., 2016). Currently,
there is a noticeable decline in the amount of time young people dedicate to traditional reading, while
their engagement with reading in digital formats is on the rise (Zebroff & Kaufman, 2017). As technology
continues to advance, the need to adapt to these developments has rendered digital reading not just
preferential, but essential.

Digital reading refers to the engagement with texts displayed on electronic or digital platforms, such
as computer screens (Chou, 2009). According to McKenna et al. (2012), digital reading encompasses a
wide range of media and texts encountered within digital environments. Attitude is defined as a relatively
enduring orientation that influences an individual’s behavior as shaped by their interactions with the
environment (Basaran & Ates, 2009). When we consider the intersection of digital reading and attitude,
we can define digital reading attitude as a relatively stable tendency that impacts one’s behavior toward
reading texts displayed on a computer screen or similar digital platforms. Digital literacy, on the other
hand, refers to the ability to effectively utilize available resources to access information, construct new
knowledge through connections with existing information, and possess the functional and digital skills
necessary for navigating the information-gathering process (Polizzi, 2020). Kajamaa and Kumpulainen
(2020) emphasized that digital literacy extends beyond merely acquiring skills and tools; it is essential for
children to gain new experiences throughout their learning journey. Furthermore, Lim (2023) noted that
digital literacy involves communicating through digital technologies, which includes sharing information
and knowledge effectively.

Individuals must effectively and appropriately engage with technology, the internet, and digital tools.
They should possess the ability to discern accurate information amidst the vast array of data available in
digital environments, analyze and synthesize this information, and select the most relevant and beneficial
content for their needs. According to Knobel & Lankshear (2015), digital literacy encompasses essential
skills such as creating multimedia texts, assimilating information, and accurately citing sources.
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Accessing information in digital environments, effectively utilizing media, staying informed about
current developments, sharing and uploading data, completing assignments, preparing projects,
developing learning activities, watching videos, listening to music, playing games, uploading files and
photos, and conducting banking or mobile transactions all necessitate a range of digital literacy skills.
Additionally, skills such as participating in training sessions, sending emails, accessing and utilizing digital
applications like e-government, e-nabiz, e-school, and eBA for constructive purposes, critically evaluating
the information encountered, and devising solutions further underscore the importance of digital literacy.
Eshet-Alkalai (2004) asserts that individuals equipped with these skills possess a distinct advantage in
navigating the complexities of the digital age.

The integration of the Internet into our daily lives, along with the prominent role of digital technologies
and tools such as smart boards in educational settings, underscores the necessity for students to
effectively harness these technologies. Consequently, it is essential for individuals to adopt conscious
behaviors and develop digital literacy skills (Dinlemez, 2021). In an era characterized by information and
technology, the ability to access information, comprehend its meaning, discern what is significant, and
utilize digital resources effectively is critical. Accessing accurate information, sharing insights, and
generating new knowledge all require a proficient use of technology throughout the learning process.

According to Ng (2012), the ability to adapt to evolving technological developments is a fundamental
aspect of digital literacy. In a rapidly digitalizing world, successful adaptation hinges on staying attuned to
change and innovation. Our capacity to enhance the digital literacy levels of pre-service teachersis directly
linked to the quality of educators we can expect to encounter in the future. As such, classroom teachers—
who serve as the bedrock of literacy education—bear significant responsibility in this regard. It is
particularly crucial that these educators, as the architects of the future, are equipped with necessary
digital skills. A teacher responsible for imparting these competencies to students must themselves possess
a robust foundation in digital literacy.

The most effective method for accessing information quickly and accurately is through the proficient
use of digital technology. In our contemporary age, it is essential to utilize digital tools effectively.
Consequently, it is vital for pre-service teachers to possess strong digital literacy skills. A review of the
existing literature reveals a gap; no studies have specifically addressed the relationship between digital
reading attitudes and digital literacy. In this context, this study aims to investigate the predictive power
of digital reading attitudes on digital literacy. It is particularly significant for examining the digital reading
attitudes and literacy of pre-service teachers across various factors, including gender, grade level, the
number of digital tools used, and daily internet usage time. Effective utilization of digital resources is
imperative in education, as it is in every other sector. Therefore, it is essential that teachers—critical
influencersin the learning process—are equipped with these essential skills to enhance their effectiveness
in the classroom.

Kilig (2022) suggested that the attitudes of pre-service teachers may be influenced by their extensive
experiences with e-learning environments, which they have encountered from their first year through to
their final year of study, as well as by the increasing use of digital devices. She noted that males tend to
be more inclined to use digital tools, which may be attributed to their greater engagement with digital
gaming and technology (Bayrakci, 2020; Yilmaz, 2021). Jang et al. (2021) found that male readers exhibit
more positive attitudes toward reading digital texts for entertainment purposes. In contrast, Sahenk Erkan
et al (2015) reported that female pre-service teachers and younger individuals demonstrated higher levels
of digital reading engagement. Furthermore, Sahin & Saricam (2022) indicated that female students
achieved higher digital literacy scores, whereas Rizal et al. (2021) found that male students scored higher
in this regard.

Kaya Ozgiil (2023) noted that daily digital reading time significantly influences attitudes toward digital
reading. In contrast, Bulut & Susar Kirmizi (2021) reported no significant difference in attitudes toward
digital reading based on the amount of time spent on computers. Furthermore, Aydin (2022), Kara (2021),
ve Ocal (2017) identified the time spent on the internet as a critical variable affecting digital literacy levels.
Zurnaci Parlak (2019) also found that as the number of digital tools available in daily life increases, so does
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the level of digital literacy. Given these findings, it is essential to explore sub-variables such as gender,
grade level, the number of digital tools utilized, and daily internet usage time in relation to digital reading
attitudes and digital literacy levels.

The central research question of this study is: “What is the predictive power of pre-service primary
school teachers' digital reading attitudes on their digital literacy?” The objective of this research is to
examine how the digital reading attitudes of pre-service primary school teachers influence their levels of
digital literacy. To achieve this goal, the following sub-questions have been established:

1. What are the digital reading attitudes and digital literacy levels of pre-service primary school
teachers?

2. How do digital reading attitudes and digital literacy levels vary according to gender, grade level, the
number of digital devices owned, and daily internet usage time?

3. Is there a significant relationship between digital reading attitudes and digital literacy?

4. Do digital reading attitudes serve as a predictor of digital literacy?

These questions aim to provide a comprehensive understanding of the interplay between digital
reading attitudes and digital literacy among future educators.

Method
Research Model

In research utilizing the survey model, the objective is to describe a situation that has either existed in
the past or currently exists in its natural context. Survey models can be classified from various
perspectives, with two primary categories: general surveys and case study surveys. General survey models
involve conducting research on an entire population or on a representative sample to obtain a general
opinion about a large universe of elements. Within this framework, both single surveys and relational
surveys can be conducted. In a single survey model, individual variables are assessed, whereas relational
survey models focus on identifying the existence and degree of change between two or more variables
(Karasar, 2014). The relational survey model not only clarifies the relationships between variables but also
enables predictions about outcomes. This prediction is typically achieved through exploratory or
predictive modeling (Tekbiyik, 2015, s 101). In this study, which aims to ascertain whether the digital
reading attitudes of pre-service primary school teachers can predict their digital literacy, the relational
survey model was employed.

Universe-Sample

The population of this study consists of pre-service teachers enrolled in the Department of
Classroom Teaching at a state university located in the Central Anatolia Region of Turkey during the 2022-
2023 academic year. A sample of 207 pre-service classroom teachers was selected through a simple
random selection method from a total of 274 available pre-service classroom teachers.

Table 1

Information on Pre-Service Primary School Teacher Candidates

Variable Group f %
Gender Female 157 75.8
Male 50 24.2
Grade level 1st grade 48 23.2
2nd Grade 52 25.1
3rd Grade 55 26.6
4th Grade 52 25.1
Number of digital tools owned One 39 18.8
Two 121 58.5
Three 43 20.8
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Four+ 4 1.9
Duration of daily internet use Under 2 hours 11 5.3 11 5.3

2 hours and less than 4 hours 78 37.7

4 hours and less than 6 hours 82 39.6

6 hours and above 36 17.4

Total 207 100.0

A review of Table 1 reveals that among the pre-service primary school teachers who participated in
the study, 157 (75.8%) were female and 50 (24.2%) were male. In terms of grade distribution, 48 (23.2%)
were first-year students, 52 (25.1%) were second-year students, 55 (26.6%) were third-year students, and
52 (25.1%) were fourth-year students. Regarding the number of digital tools owned, 39 (18.8%) of the
pre-service teachers reported having one digital tool, 121 (58.5%) reported having two, 43 (20.8%) had
three tools, and 4 (1.9%) reported owning four or more digital devices. In terms of daily internet usage,
82 (39.6%) of the pre-service teachers used the internet for four hours or less, 78 (37.7%) for between
two and four hours, 36 (17.4%) for six hours or more, and 11 (5.3%) for less than two hours.

Data Collection Tools

The researcher administered a personal information form, along with the Digital Reading Attitude
Scale (DOTO) and a digital literacy scale, to the pre-service teachers. The DOTO, developed by Yurdakal
and Susar Kirmizi (2021), was utilized to assess digital reading attitudes in an online format. The scale
demonstrated a high level of reliability, with a Cronbach's Alpha value of .956. The DOTO comprises a total
of 31 items, divided into two sub-dimensions: the first consisting of 20 items and the second containing
11 items. These subscales are referred to as “Characteristics of Digital Reading” and “Digital Reading
Preferences.” The first sub-dimension is made up of items 1, 3, 6, 10, 16, 19, 21, 22, 23, 26, 30, while the
second sub-dimension includes items 2, 4, 5,7, 8, 9, 11, 12, 13, 14, 15, 17, 18, 20, 24, 25, 27, 28, 29, and
31. It is noteworthy that items 6, 10, 11, 16, 19, 21, 22, 23, 26, and 27 are reverse-scored. The Digital
Reading Attitude Scale employs a 5-point Likert-type format, ranging from "Strongly Disagree" (1) to
"Strongly Agree" (5). Given its structure of 31 questions, the scoring for each item ranges from 1 to 5, with
a maximum possible score of 155 and a minimum of 31. In this context, the interpretation of scores is as
follows: a total score between 31 and 72 indicates a “low attitude,” a score ranging from 73 to 114
represents a “medium attitude,” and a score between 115 and 155 signifies a “high attitude” (Yurdakal &
Susar Kirmizi, 2021).

The “Digital Literacy Scale” (DLS), developed online by Bayrakci and Narmanlioglu (2021), was utilized
to assess participants' digital literacy levels. This scale comprises 29 items organized into six factors: 1.
Ethics and Responsibility (items 1-7) 2. General Information and Functional Skills (items 8-13) 3. Daily Use
(items 14-19) 4. Professional Production (items 20-21) 5. Privacy and Security (items 22-25) 6. Social
Dimension (items 26-29) The scale demonstrated strong reliability, with a Cronbach's Alpha coefficient
calculated at 0.911. The internal consistency analysis revealed the following Cronbach's Alpha values for
each of the six dimensions: - Ethics and Responsibility: a =.842 - General Knowledge and Functional Skills:
o =.875 - Daily Use: a = .782 - Professional Production: a =.719 - Privacy and Security: a = .820 - Social
Dimension: o =.861. The Digital Literacy Scale employs a 5-point Likert-type format, with response options
ranging from "Strongly Disagree" to "Strongly Agree." Notably, there are no reverse-scored items in the
scale. Each item is scored on a scale where the lowest possible score is 29 (29 x 1) and the highest is 145
(29 x 5). Scores are interpreted as follows: - 1.62-3.07: Low/Bad - 3.08-3.62: Below Average/Poor - 3.63-
4.17: Average - 4.18-4.72: Above Average/Good - 4.73-5.00: High/Very Good. Within the scale, 7 items
assess basic level literacy, 17 items assess medium level literacy, and 5 items assess high level literacy
(Bayrakci & Narmanlioglu, 2021).

Reliability Analysis of the Scales Used
A reliability coefficient of .70 or above is considered adequate for ensuring the reliability of scale scores

(Bayukoztirk, 2014). Cronbach's Alpha is a mathematical calculation used to assess internal consistency
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for scales (Sencan, 2005: 231). The results of the reliability analysis indicated that the total Cronbach's
Alpha coefficient for the Digital Reading Attitude Scale (DOTS) was .731. Specifically, the sub-dimensions
yielded a coefficient of .556 for digital reading characteristics and .853 for digital reading preferences. For
the Digital Literacy Scale (DLS), the total Cronbach's Alpha coefficient was significantly higher as .925. The
individual sub-dimensions for the DLS demonstrated the following reliability coefficients: ethics and
responsibility at .913, general knowledge and functional skills at .815, daily use at .883, professional
production at .763, privacy and security at .847, and social dimension at .696.

Data Collection

Prior to the data collection process, the necessary research approval was obtained from a state
university on December 8, 2022, under the reference number E-69972237-302.08.01-290164. The scales
were then hand-distributed to pre-service classroom teachers enrolled in the fall semester of the 2022-
2023 academic year who volunteered to participate in the study. The administration of the scales took
approximately 20 minutes. After the participants completed the scales, each response was reviewed
individually to ensure adherence to the provided instructions. The data collection tools were sequentially
numbered, starting from 1. Subsequently, the collected data were transferred to digital media for data
entry and further analysis.

Data Analysis

The data obtained in this study were analyzed using the SPSS 22.0 statistical software package. Initially,
the reliability of the data was assessed, followed by an examination of normality distributions. Specifically,
kurtosis and skewness values of the scales were evaluated. For the Digital Reading Attitude Scale,
skewness values of 0.850 and -0.247 were recorded. For the Digital Literacy Scale, the kurtosis value was
0.507, and the skewness value was -0.599. The analysis of kurtosis and skewness indicated that the data
were normally distributed. According to Blyikoztirk (2014), parametric statistics should be employed
when the distribution is normal, whereas nonparametric statistics are appropriate for non-normal
distributions. Therefore, parametric statistical methods were applied in this study. Descriptive statistics
were utilized to address the study's sub-problems. The independent samples t-test was conducted for
pairwise comparisons, while one-way ANOVA was employed for comparisons involving more than two
groups. Ininstances where significant differences were identified, the LSD test was performed to ascertain
the source of the differences. Levels of the Digital Reading Attitude Scale (DOTO) were determined based
on the total score, following the methodology established by Yurdakal and Susar Kirmizi (2021). In the
original study developing the DOTO, levels were based on average scores (Bayrakci & Narmanlioglu, 2021).
For the current research, the levels of the DOTO were determined based on total scores, whereas the
Digital Literacy Scale (DLS) levels were evaluated based on average scores. The relationships between
variables were examined using Pearson Product Moment Correlation. Necessary assumptions were
checked, and appropriate controls were implemented. To assess the predictive power of digital reading
attitudes on digital literacy, Simple Linear Regression analysis was initially performed. Subsequently,
Multiple Linear Regression analysis was utilized to evaluate the predictive contributions of the sub-
dimensions of digital reading attitudes on digital literacy.
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Scatter Plot of Errors between Digital Reading Attitude and Digital Literacy Total Scores

Histogram
Dependent Variable: DOY_ortalamas:

ao—

Frequency
i

Figure 2

ion Stan i i 1

Regr.

Linearity Scatter Plot between Digital Reading Attitude and Digital Literacy Total Scores

=.00—]

.00

=00

DOY_ortalamasi

=00

. -
e e o %0 T gP. g
=Y 8 § - a2
= <8, & See oo =
. AT o o
=3 = P
- = <=4
o o8 S8 o
- = o8 o -
o o = -
2
=3 = o =

Figure 3

=.ba
DOT_artalamas:

.50 4.

Normal P-P Plot Graph between Digital Reading Attitude and Digital Literacy Total Scores

Normal P-F Flot of Regression Standardized Residual

Expected Cum Prob

Dependent Variable: DOY_ortalamasi

1.0

0.4

0,2

0.0 T T T
0.0 0.4 0. 0.8

Observed Cum Prob

Limitations of the Study

This study is confined to pre-service classroom teachers enrolled at a state university and is restricted
to the 2022-2023 academic year. Additionally, the research is limited to the specific scales utilized in the
assessment process.
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Ethical Aspects of the Research

To collect data for this study, the necessary research permissions were obtained from the Rectorate
of Nigde Omer Halisdemir University, with approval granted on December 8, 2022, under reference
number E-69972237-302.08.01-290164. Additionally, ethics committee approval was secured, with the
document dated December 1, 2022, and assigned the number KARAR-2022/14-14. This approval
facilitated the implementation of the personal information form, the Digital Reading Attitude Scale, and
the Digital Literacy Scale. Furthermore, permission was obtained for the use of each scale involved in the
research.

Findings

Findings on Digital Reading Attitude and Digital Literacy Level

The digital reading attitude levels of pre-service primary school teachers were analyzed, and the
findings are presented in Table 2.

Table 2

Levels of Digital Reading Attitudes of Pre-Service Primary School Teachers

Dimensions N Min Max X Sd
Characteristics of Digital Reading 207 19 45 28.61 4.73
Digital Reading Preferences 207 32 94 76.41 9.32
Whole Scale 207 69 130 105.03 9.70

Upon examination of the Digital Reading Attitude Scale (DOT) scores and their respective sub-
dimensions, it was revealed that the mean score for the "Characteristics of Digital Reading" dimension
was 28.61, while the mean score for the "Digital Reading Preferences" dimension was 76.41. The overall
score for the scale was 105.03. Notably, the mean score of 76.41 for the digital reading preferences
dimension surpassed the midpoint score ( X=76.41> X= 50). Analysis of the findings presented in Table
2 indicates that the digital reading attitudes of the pre-service primary school teachers are above the
midpoint in both sub-dimensions of the scale. With a total score of 105.03, it can be concluded that the
digital reading attitudes of these pre-service classroom teachers fall within the medium level.

Furthermore, the digital literacy levels of pre-service primary school teachers were investigated. The

findings related to this analysis are detailed in Table 3.
Table 3

Digital Literacy Levels of Pre-Service Primary School Teachers

Dimensions N Min Max X Sd

Ethics and Responsibility 207 7 35 4.03 0.88
General Knowledge and Functional Skills 207 7 30 3.03 0.83
Daily Use 207 6 30 3.95 0.95
Professional Production 207 2 10 2.29 1.01
Privacy and Security 207 4 20 4.01 0.94
Social Dimension 207 4 20 3.12 0.86
Total Scale 207 42 142 3.56 0.65

Upon analyzing the DOY (Digital Literacy in Everyday Life) score along with the scores of its sub-
dimensions, it was observed that the dimensions of ethics and responsibility ( X = 4.03), confidentiality
and security ( X= 4.01), and daily use ( X = 3.95) exceeded the average DOY score. In contrast, the social
dimension recorded a mean of 3.12, the general knowledge and functional skills dimension had a mean
of 3.03, and the lowest score was observed in professional production, which registered a mean of just
2.29. These findings indicate that the averages for these dimensions fall below the overall DOY average
( X = 3.56). Furthermore, it is evident that the participants demonstrate weaker competencies in
professional production, general knowledge, functional skills, and social skills. However, as outlined in
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Table 3, it can be concluded that the classroom teacher candidates exhibit a higher level of competence
in using digital technologies safely in daily life within the framework of responsibility awareness compared
to the overall average. Despite this, the analysis also reveals that the digital literacy of pre-service primary
school teachers remains below average, categorized as weak ( X = 3.56).

Findings Related to Digital Reading Attitude

The digital reading attitudes of pre-service primary school teachers were analyzed according to
gender, grade level, number of digital devices owned and daily internet usage time. The findings are
presented in the tables.

Table 4

Independent Sample T-Test Table Showing the Dimensions and Total Dimensions of DOT Scores by
Gender

Dimensions Gender N X Sd df t p

Characteristics of Female 157 2.57 406 71.51 -1.530 13
Male 50 2.69 492
Total 207

Digital Reading Female 157 3.78 474 205 -1.969 .05*
Male 50 3.93 422
Total 207

Total Female 157 3.35 .302 77.65 -2.634 .01*
Male 50 3.49 .326
Total 207

* p <.05

Table 4 illustrates a statistically significant difference in digital reading attitudes between female ( X
=3.35; Sd = 0.302) and male ( X =3.49; Sd = 0.326) pre-service primary school teachers with respect to
gender [t (77.65) = -2.634; p < .05]. Additionally, a noteworthy difference was observed in the dimension
of digital reading preferences based on gender (p <.05). An examination of the means for female
students ( X = 3.78) and male students ( X = 3.93) reveals that the significant difference favors male
students.

Table 5

One-Way ANOVA Results Showing the Dimensions and Total Dimensions of DOT Scores by Grade Level

Squares Squares

Dimensions Sum df Mean F p
Characteristics Between groups .785 3 .262 1.418 .239
of Digital Within groups 37.454 203 .185
Reading Total 38.238 206
Digital Between groups .942 3 314 1.455 .228
Reading Within groups 43.813 203 .216
Preferences Total 44.756 206
Total Between groups 469 3 .156 1.606 .189

Within groups 19.740 203 .097
Total 20.209 206

An examination of Table 5 revealed no statistically significant differences in the sub-dimensions or the
overall scale when analyzed by grade level (F =1.606; p >.05).
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Table 6

One-Way ANOVA Results Showing Dimensions and Total Dimensions of DOT Scores according to the
Number of Digital Tools Owned

Dimensions Sq;a:;es df S:nu:;:s p Significance
Characteristics  Between groups  1.602 3 .534 2.959 .033* C-A
of Digital Within groups 36.636 203 .180 C-B
Reading Total 38.238 206
Digital Between groups  1.531 3 .510 2.397 .069
Reading Within groups 43.224 203 213
Preferences Total 44.756 206
Total Between groups  1.108 3 .369 3.924 .009* B-A
Within groups 19.101 203 .094 C-A
Total 20.209 206

*p<.05A:1;B:2; C:3; D:4

Upon examining the data, a significant difference was observed regarding the number of digital
devices owned and the sub-dimension concerning the characteristics of digital reading (F = 2.959; p < .05).
Furthermore, a significant difference emerged between the total scores of digital reading and the number
of digital devices owned (F = 3.924; p < .05). To identify which specific groups exhibited differing total
scores, a Least Significant Difference (LSD) test was performed. The results indicated a significant
difference between participants who owned two digital devices and those who owned one digital device.
Additionally, a significant difference was found between individuals who owned three digital devices and
those who possessed only one. These findings underscore the impact of device ownership on digital
reading characteristics, suggesting that an increase in the number of digital devices may enhance reading
engagement in digital environments.

Table 7

One-Way ANOVA Results Showing Dimensions and Total Dimensions of DOT Scores according to
Duration of Daily Internet Use

Squares Squares

Dimensions Sum df Mean F p
Characteristics Between groups .382 3 127 .684 .563
of Digital Within groups 37.856 203 .186
Reading Total 38.238 206
Digital Between groups .247 3 .082 .375 771
Reading Within groups 44.509 203 .219
Preferences Total 44.756 206
Total Between groups 221 3 .074 .748 .524

Within groups 19.988 203 .098
Total 20.209 206

When Table 7 is examined, there is no significant difference in digital reading attitudes and sub-
dimensions according to the daily internet usage time variable (F=.748; p> .05).
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Findings Related to Digital Literacy

The digital literacies of pre-service primary school teachers were examined in relation to several
variables, including gender, grade level, number of digital devices owned, and daily internet usage time.
The findings are presented in the accompanying tables.

Table 8

Independent Sample T-Test Table Showing the Dimensions and Total of the Dimensions according to
Gender

Dimensions Gender N X Sd df t p

Ethics and Responsibility Female 157 401 0.860 75.23 -0.379  .706
Male 50 4.07 0.968
Total 207

General Knowledge and Female 157 290 0.758 71.22  -3.714 .000*

Functional Skills Male 50 3.43 0.925
Total 207

Daily Use Female 157 3.88 0974 9354 -2.020 .046*
Male 50 4.17 0.848
Total 207

Professional Production Female 157 2,29 1.020 205 0.038 .970
Male 50 2.29 0.995
Total 207

Privacy and Security Female 157 3.97 0941 205 -1.160  .247
Male 50 4.15 0.935
Total 207

Social Dimension Female 157 3.14 0.829 7230 0334 739
Male 50 3.09 0.988
Total 207

Total Female 157 3.51 0.631 76.08 -1.813 .074
Male 50 3.71 0.699
Total 207

* p<.05

According to the table, there is no significant difference between women ( X =3.51; ss= 0.631) and
men ( X =3.71; Sd= 0.699) in their digital literacy [t (76.08)= -1.813; p>0.05

Table 9

One-Way ANOVA Results Showing the Dimensions and Total Dimensions of DOY Scores according to
Grade Level

. . Squares Squares
Dimensions Sum df Mean F p
Ethics and Between groups 2.819 3 .940 .523 311
Responsibility Within groups 158.913 203 .783
Total 161.732 206
General Between groups .202 3 .067 1.200 .962
Knowledge and Within groups 142.438 203 .702
Functional Skills Total 142.640 206
Daily Use Between groups 1.916 3 .639 .096 .552
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Within groups 184.557 203 .909
Total 186.473 206
Professional Between groups 4.363 3 1.454 .702 .236
Production Within groups 206.661 203 1.018
Total 211.024 206
Privacy and Between groups 3.957 3 1.319 1.429 .215
Security Within groups 178.305 203 .878
Total 182.261 206
Social Dimension Between groups .782 3 .261 1.502 .795
Within groups 154.449 203 .761
Total 155.231 206
Total Between groups .673 3 224 .342 .667
Within groups 87.061 203 429
Total 87.734 206

According to the table, there is no significant difference in the sub-dimensions and the whole scale
according to the grade level (F=.342; p>.05).

Table 10

One-Way ANOVA Results Showing the Dimensions and Total of the Dimensions according to the Number
of Digital Tools Owned

Dimensions Squares df Squares F p Significance
Sum Mean
Ethics and Between 4.523 3 1.508 1.947 123
Responsibility ~ Within groups 157.209 203 774
Total 161.732 206
General Between 9.634 3 3.211 4,901 .003* C-A
Knowledge Within groups 133.006 203 .655 C-B
Functional Total 142.640 206 D-A
D-B
Daily Use Between 5.951 3 1.984 2.231 .086
Within groups 180.522 203 .889
Total 186.473 206
Professional Between 3.293 3 1.098 1.073 .362
Production Within groups 207.731 203 1.023
Total 211.024 206
Privacy and Between 4.445 3 1.482 1.692 .170
Security Within groups 177.816 203 .876
Total 182.261 206
Social Between 6.089 3 2.030 2.763 .043*  C-A
Dimension Within groups 149.141 203 .735 C-B
Total 155.231 206
Total Between 4.850 3 1.617 3.960 .009* B-A
Within groups 82.884 203 .408 C-A
Total 87.734 206 D-A

* p<.05A:1; B:2; C:3; D:4+
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Upon reviewing the data presented in the table, a significant difference was found between the
number of digital tools owned and the digital literacy of pre-service primary school teachers (F = 3.960; p
<.05). Moreover, significant differences were also observed in the areas of general knowledge, functional
skills, and social dimensions, with findings indicating F values of 4.901 and 2.763, respectively (p < .05).
These results underscore the influence of digital tool ownership on the digital literacy competencies of
future educators.

An LSD test was conducted to identify the specific groups between which differences in the general
knowledge and functional skills sub-dimensions related to the number of digital tools owned were
observed. The results revealed a significant difference between individuals who own three digital devices
and those who own one or two. Specifically, classroom teacher candidates with three digital devices
demonstrated higher levels of digital literacy compared to their counterparts with one or two devices.
Furthermore, a significant difference was also noted between those who own four or more digital devices
and those who possess one or two. In the context of the social dimension, the analysis of the LSD test
results indicated a significant difference between participants who owned three digital devices and those
who owned one or two. These findings suggest that increased ownership of digital tools is positively
correlated with higher digital literacy levels among pre-service classroom teachers.

The results of the LSD test, which aimed to identify the specific groups showing differences in total
scores, indicated a significant distinction between pre-service classroom teachers who owned two, three,
or four or more digital devices and those who owned only one digital device. This finding highlights the
impact of digital device ownership on the overall digital literacy of pre-service educators.

Table 11

One-Way ANOVA Results Showing the Dimensions and Total Dimensions of DDI Scores according to the
Duration of Daily Internet Use

Dimensions Squares df Squares F p
Sum Mean
Ethics and Between groups 1.789 3 .596 .757 .520
Responsibility Within groups 159.943 203 .788
Total 161.732 206
General Between groups 3.324 3 1.108 1.614 .187
Knowledge and Within groups 139.316 203 .686
Functional Skills Total 142.640 206
Daily Use Between groups 4.487 3 1.496 1.669 175
Within groups 181.985 203 .896
Total 186.473 206
Professional Between groups 4,556 3 1.519 1.493 .218
Production Within groups 206.469 203 1.017
Total 211.024 206
Privacy and Between groups 3.800 3 1.267 1.441 232
Security Within groups 178.461 203 .879
Total 182.261 206
Social Between groups 7.789 3 2.596 3.575 .015*
Dimension Within groups 147.441 203 .726
Total 155.231 206
Total Between groups 2.957 3 .986 2.360 .073
Within groups 84.778 203 418
Total 87.734 206
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* p <.05 A: less than 2 hours; B: 2 hours and under 4 hours; C: 4 hours and under 6 hours; D: 6 hours and
above

Upon examining Table 11, it was found that there is no significant difference between daily internet
usage time and overall digital literacy (F = 2.360; p > .05). However, a significant difference was identified
in the social dimension of digital literacy (F = 3.575; p < .05). This suggests that while general digital literacy
may not be influenced by daily internet usage, the social aspects of digital engagement are affected by
the time spent online.

Findings on the Relationship between Digital Reading Attitude and Digital Literacy

The correlation analysis revealed a moderate, positive, and significant relationship between the digital
reading attitudes and digital literacy of pre-service primary school teachers (r =.421; p <.05). This finding
suggests that as digital reading attitudes improve, digital literacy among these educators-in-training also
improve.

A negative yet weak relationship was observed between the "characteristics of digital reading" sub-
dimension and digital literacy, with a correlation coefficient of r =-0.191. Conversely, there is a moderate,
positive, and statistically significant relationship between "digital reading preferences" and digital literacy,
indicated by a correlation coefficient of r = 0.536.

Findings Regarding the Degree to which Digital Reading Attitude Predicts Digital Literacy

The extent to which the digital reading attitudes of pre-service primary school teachers can predict
their digital literacy was investigated.

Table 12

Simple Linear Regression Analysis Results Regarding the Degree to which Pre-service Primary School
Teachers' Digital Reading Attitudes Predict Their Digital Literacy

B Std. B T p Tolerance VIF
Fixed .588 449 - 1.310 192
Digital Digital .878 132 421 6.649 .000 1.000 1.000

a.Dependent Variable: Digital Literacy R=.421
R?=.177, *p<.05

A simple linear regression analysis was conducted to assess the impact of digital reading attitudes on
digital literacy. The results of the regression analysis, presented in Table 12, indicate that the model is
statistically significant (B = 0.421, t = 6.649, F = 44.211, p < 0.001). This suggests that digital reading
attitudes significantly predict digital literacy. Additionally, the analysis of R? revealed that digital reading
attitudes account for % 17.7 of the variance in digital literacy.

Table 13

Multiple Linear Regression Analysis Results Regarding the Prediction of Digital Literacy by Digital
Reading Attitude Subscales

Variable B Std. B t p Tolerance VIF
Fixed 1.193 429 2.783 .006

Characteristics -.155 .090 -.102 -1.719 .087 971 1.030
Digital .726 .083 .518 8.700 .000 971 1.030
F=43.133, p<.05

R=.545, R?= .29

An examination of Table 13 reveals that pre-service teachers' digital reading preferences serve as a
significant predictor of their digital literacy (B = 0.518, p < 0.05). Specifically, a one-unit increase in the
digital reading preferences sub-dimension corresponds to an increase of 0.726 units in students' digital
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literacy. The analysis indicates that digital reading preferences, a sub-dimension of digital reading
attitudes, explain 29% of the variance in pre-service teachers' digital literacy (R? = 0.29; p < 0.001). In
contrast, the characteristics of digital reading sub-dimension were not found to significantly predict digital
literacy. Based on these findings, it can be concluded that digital reading preferences positively contribute
to the enhancement of digital literacy among pre-service primary school teachers.

The regression equation derived from the obtained data is as follows:
Digital Literacy = 1.193 + 0.726 * Digital Reading Preferences.

Discussion, Conclusion and Recommendations

The study found that pre-service teachers' attitudes toward digital reading are at a moderate level.
This observation is consistent with the findings of Yildiz & Aydin (2023), Divya & Haneefa (2020), and
pre-service teachers such as Demirci et al. (2021), all of whom reported similar moderate attitudes
towards digital reading among teachers. Bulut & Karasakaloglu (2019) also noted that pre-service
teachers exhibit medium levels of digital reading tendencies, attributing this to the fact that participants
were selected from those with an interest in technology. Sage et al. (2019) found that university students
display a more positive attitude toward digital reading, with Kaban (2021) suggesting that students
engaged in digital reading demonstrate higher levels of favorable attitudes in this regard. Conversely,
studies by Jang et al. (2021), Wang (2021), Jeong & Gweon (2021), and Alieto et al. (2020) suggested that
participants often exhibit less positive attitudes toward digital reading. Loh & Sun (2019) highlighted a
paradox: despite the popular belief that adolescents are digital natives, many young people in Singapore
still prefer printed books. However, as they age, there is a noticeable shift toward increased digital
reading. Overall, a review of the literature indicates that participants generally maintain moderate to
above-average positive attitudes toward digital reading (Dean et al., 2021; Mirasol & Kim, 2020;
Gasaymeh et al. 2017; Linke, Kothe & Alt, 2017). This trend may stem from the growing significance of
digital reading as technology continues to provide faster access to information, making digital resources
integral to various facets of daily life. Students born into the digital age tend to be more receptive to
technology, which influences their attitudes toward digital reading. Given the increasing prominence of
digital resources in our lives, there is a pressing need to prioritize digital reading in educational contexts.

The evaluation of pre-service primary school teachers' digital literacy reveals that their overall
competency is below average. This indicates that they possess insufficient digital literacy skills. The
assessment identified that while the dimensions of ethics and responsibility, privacy, security, and daily
usage of digital technology scored above the scale average, the dimensions pertaining to social skills,
general knowledge, functional abilities, and professional production fell short of expectations. This
suggests that pre-service teachers demonstrate a better, albeit still inadequate, understanding of utilizing
digital technologies safely in daily life compared to their competencies in social interaction, general
knowledge, and practical application skills related to professional production. This discrepancy may be
linked to the frequency with which they engage with digital tools in their social lives. Furthermore, the
low performance in the professional production sub-dimension indicates that this area, which requires
advanced skills such as creativity and originality, is particularly challenging for pre-service teachers. Their
self-perception of their abilities in using digital tools reflects this struggle, as noted by Lafci-Tor et al.
(2022). Lim (2023) found that participants exhibited a high level of critical thinking within the digital
literacy framework but demonstrated lower capabilities in problem-solving. Support for these findings
can be seen in the research by Saripudin et al. (2021), which indicated that vocational high school teachers
ranked at the third level out of six in digital literacy. Similarly, Rambousek et al. (2016) reported that
teachers perceived their digital literacy as minimal, while Kosdak (2022) highlighted a discrepancy
between quantitative assessments, which suggested a high level of literacy, and qualitative evaluations,
which indicated a lower competency level. Contrastingly, other studies conducted by Peled (2021),
Anisimova (2020), List (2019), and Cote & Milliner (2018) reported higher digital literacy levels among
their participants. The integration of smart boards and advancements in educational technologies, along
with increased teacher engagement with these digital resources and tablet distribution to students,
appear to contribute positively to enhancing digital literacy levels, as noted by Dogan & Birisci (2022). In
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conclusion, while certain aspects of digital literacy among pre-service primary school teachers are
emerging positively, there remains a significant need for targeted development in areas requiring higher-
level skills and competencies.

Recent research has identified a significant difference in digital reading attitudes between male and
female pre-service primary school teachers, with findings indicating that male students demonstrate
more positive attitudes towards digital reading. This assertion is supported by studies conducted by
Elkiran (2021), Divya & Haneefa (2020), and Givgin (2020). Furthermore, Jang et al. (2021) found that
male readers are notably more inclined to engage with digital texts for entertainment purposes. This trend
suggests that men may exhibit a higher interest in digital tools compared to their female counterparts
(Bulut & Karasakaloglu, 2019). One possible explanation for this discrepancy is that societal norms often
assign men responsibilities related to digital technologies, potentially fostering greater familiarity and
comfort in utilizing these tools (Kilig, 2022). However, it is important to note that contradictory findings
exist in the literature. For instance, Ulu & Zelzele (2018) as well as Thomson & Bortolli (2012) reported
results favoring female students. In addition, Demirci, Ozler, and Karaduman (2021), along with Bulut and
Susar Kirmizi (2021) and Alieto et al. (2020), found no significant differences between the genders in
digital reading attitudes. These varied results highlight the complexity of digital reading behaviors and the
need for further research to understand the underlying factors influencing these attitudes.

The findings indicate that the digital reading attitudes of pre-service primary school teachers do not
significantly differ by grade level. However, it can be inferred that there is a positive trend in digital reading
attitudes as students progress through their educational journey, reflected in an overall increase in total
scores. Kilig (2022) suggests that these attitudes may be influenced by the experiences gained from
engagement in e-learning environments and the growing use of digital devices throughout their academic
tenure, from the first to the final year. In corroboration of these findings, research conducted by Yildiz
and Aydin (2023), Ulu & Zelzele (2018), and Sahenk Erkan et al. (2015) also reported no significant
differences in students' digital reading attitudes across different class levels. Conversely, Elkiran (2021)
discovered a significant difference related to grade level in his study, noting that first- and fourth-year
pre-service teachers exhibited more positive perceptions toward screen reading. Overall, while some
studies suggest that digital reading attitudes remain consistent across class levels, others highlight varying
perceptions, indicating an area worthy of further exploration to understand the factors that contribute to
these attitudes among pre-service teachers.

The study revealed a significant correlation between the digital reading attitudes of pre-service
primary school teachers and the number of digital devices they own. Specifically, an increase in the
number of digital devices is positively associated with enhanced digital reading attitudes. Those who
possess multiple digital tools tend to exhibit higher levels of digital reading engagement. Supporting this
observation, Civgin (2020) found that pre-service teachers with access to more than one digital device
demonstrated elevated levels of digital reading self-efficacy. Similarly, Sahenk Erkan et al. (2015)
identified a significant difference in the digital reading behaviors of pre-service teachers based on their
access to computers at home. They suggested that this discrepancy may be attributed to the fact that
individuals with home computers are likely to spend more time using them, thereby increasing their
experience and familiarity with digital reading. Overall, it can be inferred that an increase in the number
of digital devices owned contributes to more favorable digital reading attitudes, largely due to the greater
amount of time spent engaging with these technological tools. This underscores the importance of access
to digital resources in shaping the reading habits and attitudes of future educators.

The analysis revealed that the digital reading attitudes of pre-service primary school teachers, along
with their sub-dimensions, did not exhibit a significant difference based on the duration of daily internet
usage. However, it was noted that the highest average total score was observed among those who
reported using the internet for six hours or more per day, while the lowest average was found in those
who used the internet for less than two hours. This suggests that, although no significant difference was
detected in digital reading attitudes relative to daily internet usage, there is a tendency for digital reading
attitudes to increase with longer daily internet engagement. Additionally, the increased time spent online
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is likely linked to a growth in experiential knowledge within digital environments (Kilig, 2022). This finding
aligns with the research conducted by Bulut & Susar Kirmizi (2021), which indicated that there was no
significant difference in students' attitudes toward screen reading based on the amount of time spent on
the computer. Consequently, while increased daily internet usage appears to correlate with more
favorable digital reading attitudes, the absence of a significant difference highlights the complexity of
factors influencing these attitudes among pre-service primary school teachers. Further research may be
warranted to explore the nuanced relationship between internet usage patterns and digital reading
behaviors.

The analysis uncovered that there was no significant difference in the digital literacy levels of pre-
service primary school teachers based on gender. Although no notable differences were observed in the
dimensions of ethics and responsibility, as well as privacy and security, the findings indicated that male
participants scored higher on average than their female counterparts in these areas. In the professional
production dimension, the average scores were equal between genders, while in the social dimension,
women outperformed men. Furthermore, a significant advantage was noted for men in the dimensions
of general knowledge, functional skills, and daily usage. This may suggest that male pre-service teachers
are more adept at utilizing digital tools functionally in their everyday lives, possibly due to spending more
time in digital environments (Metin, 2022). This trend may also be attributed to the observation that men
tend to engage more frequently in digital gaming, show a stronger inclination toward professions and
academic paths related to information technology, and remain more attuned to advancements in digital
technology (Bayrakci, 2020; Yilmaz, 2021). The literature presents mixed findings on the relationship
between gender and digital literacy. Some studies, such as those by Kaya-Ozgiil et al. (2023), Argelagos &
Pifarre (2016), Tondeur, Aesaert, Prestridge, and Consuegra (2018), Brata et al. (2022), and Ates (2023),
align with this study's results, indicating no significant gender differences in digital literacy. In contrast,
other research, including studies by Lafci-Tor, Demir-Basaran & Arik (2022), Rodniam (2020), and Alhazza
and Lucking (2017), found that female participants demonstrated higher digital literacy levels than males.
Conversely, findings by Aydin (2022), Dogan & Birisci (2022), Rizal et al. (2021), and Goswami & Dutta
(2016) reported that men exhibited superior digital literacy. The increasing accessibility and widespread
use of digital tools across genders may contribute to diminishing disparities in digital literacy. Additionally,
the finding that digital literacy levels do not significantly differ by gender emphasizes the importance for
all individuals working in this field to attain a sufficient level of competency in digital skills, regardless of
gender (Erbir, 2021). This underscores the necessity of fostering an inclusive approach to digital literacy
education and training.

The analysis revealed no significant differences in digital literacy among pre-service primary school
teachers based on grade level. These findings are consistent with previous studies conducted by Kara
(2021) and Metin (2022). In contrast, Yilmaz (2021) reported a significant class-level difference in digital
literacy, identifying a disparity specifically between third-year pre-service teachers and those in the first
and second years. Furthermore, Rodniam (2020), in research involving pre-service teachers in a Physical
Education program, found that fifth-grade students exhibited higher levels of digital literacy compared to
first-grade students, although no significant differences were noted among other grade levels. The
absence of significant differences in digital literacy across class levels suggests that pre-service teachers
are adopting a similar trajectory in their efforts to adapt to contemporary technology and fulfill their
needs efficiently (Dinlemez, 2021). The variability in results across different studies may stem from the
distinct demographics of their respective participant groups and the differing levels of access to and
interaction with technology among these groups. This highlights the importance of considering contextual
factors when examining digital literacy in educational settings.

The analysis revealed a significant correlation between the number of digital tools owned and the
digital literacy levels of pre-service primary school teachers. Specifically, pre-service classroom teachers
who possessed two, three, or four or more digital devices demonstrated higher levels of digital literacy
compared to those who owned only one digital device. This finding suggests that an increase in the
availability of digital tools in daily life is associated with enhanced digital literacy (Zurnaci Parlak, 2019).
Consequently, it can be inferred that higher levels of digital literacy are linked to the usage of a greater
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variety of digital tools. In other words, the abundance of technological devices and the frequency with
which they are utilized play a crucial role in shaping digital literacy competencies. Supporting this
conclusion, Ocal (2017) identified the number of digital tools utilized by participants as a significant factor
influencing their perceptions of digital literacy competency. These findings underscore the importance of
access to diverse digital tools in fostering digital literacy among pre-service teachers, highlighting that
engagement with a broader range of technology is essential for developing proficiency in this area.

The analysis revealed no significant difference between daily internet usage time and the digital
literacy levels of pre-service primary school teachers. The data indicated that the highest average digital
literacy scores were associated with daily internet use of 2 to less than 4 hours, while the lowest averages
were noted for usage of less than 2 hours. A significant difference was identified solely within the social
dimension of digital literacy. Specifically, pre-service teachers who reported daily internet usage between
2 hours and less than 4 hours exhibited higher digital literacy levels than those who used the internet for
6 hours or more. Additionally, those who spent between 4 hours and less than 6 hours online also showed
greater digital literacy compared to peers who used the internet for 6 hours or more. These findings
suggest that extended daily internet usage does not necessarily equate to higher digital literacy. Instead,
they imply that the quality of internet engagement may be more critical than the sheer quantity of time
spent online. It can be interpreted that time spent on the internet is beneficial for digital literacy only up
to a certain threshold; beyond that, the increasing duration of usage may not enhance, and may even
detract from, an individual’s digital skills. Supporting this notion, Dogan and Biris¢i (2022) noted that
merely spending time online does not contribute to improving digital literacy levels. Furthermore, it
appears that daily internet use may not directly reflect the adequacy of an individual's digital literacy.
Rather, it could be influenced by a person's interest in and curiosity about online activities (Oztiirk &
Budak, 2019). These insights align with the findings of Celikkaya and Késker (2023), Yilmaz (2021), Kara
(2021), and Kosdak (2022). In contrast, Aydin (2022) reported a significant difference in teachers' digital
literacy levels based on the amount of time spent online, which differs from the results of the current
study. Overall, these findings highlight the need to consider not only the duration of internet usage but
also the engagement quality when evaluating digital literacy among pre-service educators.

The analysis revealed a moderate, positive, and significant relationship between the digital reading
attitudes and digital literacy levels of pre-service primary school teachers. This finding suggests that as
pre-service teachers' attitudes towards digital reading enhance, their digital literacy levels are likely to
improve correspondingly. In other words, an increase in positive digital reading attitudes is associated
with a rise in digital literacy skills among these educators. Further examination through simple regression
analysis demonstrated that digital reading attitude significantly predicts digital literacy. Additionally, the
results of multiple regression analysis indicated that the digital reading preferences of pre-service
teachers serve as significant predictors of their digital literacy. Specifically, it was found that digital reading
preferences, which represent a sub-dimension of digital reading attitude, account for %29 of the variance
in the digital literacy of pre-service classroom teachers. Based on these findings, it can be concluded that
enhancing pre-service teachers' digital reading attitudes is likely to lead to improvements in their digital
literacy skills. Notably, a review of the existing literature revealed a lack of studies directly examining the
predictive relationship between digital reading attitudes and digital literacy, highlighting the originality
and relevance of this research.

Godaert et al. (2022) emphasize the importance of developing digital competencies in primary school
students from an early age. To cultivate students who possess high digital literacy, can effectively adapt
to the digital age, and understand their responsibilities and duties within this context, it is essential to
have teachers who also demonstrate high levels of digital literacy and awareness. Consequently, it is
critical that pre-service classroom teachers are equipped with these vital skills. In a related study, Alanoglu
et al. (2022) argue that teachers should embrace digital changes and advancements rather than resist
them. Furthermore, Ali et al. (2021) assert that education can achieve greater efficacy when facilitated by
teachers who possess high digital literacy and effectively integrate digital technologies into their teaching
practices. These perspectives underscore the necessity of fostering digital literacy among both educators
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and their students to ensure a contemporary and efficient educational experience that meets the
demands of the digital landscape.

The inadequacy of pre-service primary school teachers in the realm of digital literacy indicates a
limited capability to address the challenges they may face when utilizing digital technologies. Conversely,
their digital reading attitudes, which are assessed at an average level, suggest that they may possess a
sufficient understanding of how to effectively integrate technology into education and facilitate its
transfer to students. The attitudes of teachers towards digital reading and digital literacy are crucial, as
they directly impact the type of individuals we aim to cultivate in future society. Therefore, it is essential
to enhance the digital literacy skills and reading attitudes of pre-service teachers, as these elements will
play a significant role in shaping their effectiveness as educators and in preparing students for a digitally-
driven world.

Based on the findings from this research, several recommendations can be made. The sample for this
study comprised pre-service teachers; therefore, replicating the research with different sample groups
may yield varying results. It would be beneficial to develop educational projects aimed at enhancing pre-
service teachers' digital reading attitudes and digital literacy levels. Engaging pre-service teachers actively
in these projects can bolster their knowledge and self-confidence in utilizing digital tools. In our rapidly
evolving digital landscape, the expectations for individuals are continuously changing. Consequently, it is
advisable to update existing digital literacy scales or to employ contemporary scales in future studies.
While this study was designed as a quantitative investigation, further research could explore qualitative
methodologies, such as case studies or phenomenological approaches, to examine pre-service teachers'
digital reading attitudes and digital literacy in greater depth. This study specifically examined the
predictive relationship between digital reading attitude and digital literacy. Future research could explore
the opposite direction by investigating how digital literacy influences digital reading attitudes. Such
studies would provide valuable insights into the dynamics of digital competence among future educators.
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Turkge Suriimii

Girig

Okuma, zihinsel olan karmagsik siirece dayal bir etkinliktir. Okuma anlamlandirmaya dayali, beyinde
gerceklesen disiinme sirecidir (Akyol, 2011). Okuma siirecinin nitelikli olarak gergeklesmesini saglayan
faktorlerden biri okumaya yonelik tutumdur. Bir konuya yonelik tutum; zihinsel, davranissal ve duyussal
olarak yeterli seviyede yiksek degilse davranisin niteligi de o oranda olacaktir (Yurdakal & Susar Kirmizi,
2021). Duygu ve dislincelerimizin olusmasina neden olan etkenler tutumlarimizi da besleyerek
etkilemektedir (Glenn, 2011). Bu durumda glinimiiz teknoloji ¢aginda bireylerin dijital okumaya yonelik
on algilama sekli olan tutumlari son derece 6nemlidir. Cao & Xiao (2020) ¢alismalarinda tasarladiklari
uygulamada genglerin dijital okumaya yonelik istekliliklerinde bir dereceye kadar artirilabilecegini
belirtmistir.

Dijital platformlar insan hayatini kolaylastirmaya devam etmektedir. Verilerin olusturulmasi,
donustirilmesi vb. dijital ortamlarda olmaktadir. Bu doniisiim kendini okuma ve yazma alanlarinda da
gostermektedir (Farinosi vd., 2016). Gliiniimlzde genglerin okumaya ayirdiklar vakit oldukga azalirken,
dijital ortamlarda yaptiklari okuma siireleri artmaktadir (Zebroff & Kaufman, 2017). Gliniimuzde gelisen
teknolojilere uyum saglama gerekliligi dijital okumayi zorunlu kilmistir.

Dijital okuma, bilgisayar ekrani gibi bir yerden goriintisi saglanilan metinlerin elektronik veya dijital
bir platform tizerinden okunmasidir (Chou, 2009). McKenna vd. (2012) ise dijital ortamlarda karsilasilan
medyalarin ve metinlerin hepsini iceren okuma etkinligi oldugunu ifade etmislerdir. Tutum, bireyin
cevresiyle gerceklestirdigi etkilesim sonucunda davranislarinda etkisi oldugu diistiniilen nispeten kalici izli
yonelimleridir (Basaran ve Ates, 2009). Dijital okuma ve tutum kavramlarini birlestirdigimizde; dijital
okuma tutumu, bilgisayar ekrani veya benzer bir yerden goriintiisii elde edilen metinlerin dijital bir
platform Uzerinden okunmasina yonelik davranislarini etkileyen nispeten kalicl izli egilim olarak
tanimlanabilir. Dijital okuryazarliga gelince; bilgiye ulasabilmek icin var olan kaynaklari etkin kullanmayi,
erisilen bilgilerin arasinda baglanti kurularak yeni bilgiler insa etmek ve bilgiye ulasma siirecinde de gerekli
olan islevsel ve dijital yetilere sahip olabilme durumunu ifade eden bir kavramdir (Polizzi, 2020). Kajamaa
& Kumpulainen (2020) dijital okuryazarligin 6grenme beceri ve araglarindan daha fazlasi oldugunu ayrica
cocuklarin 6grenme yasantilari siirecinde yeni tecriibeler edinmesinde araci oldugunu belirtmistir. Lim
(2023) bilginin ve paylasilmasinin becerilerini de igerisinde barindiran dijital teknolojilerin kullaniimasi
yoluyla iletisimde bulunulmasi oldugunu ifade etmistir.

Bireyler teknolojiyi, interneti ve dijital araglari aktif ve dogru bir sekilde nasil kullanmalari gerektigini
bilmelidir. Dijital ortamlardaki bilgi yiginindan dogru bilgiyi ayirt edebilmeli, analiz edip zihinsel
sureclerden gecirebilmeli ve isine yarar dogru bilgiyi secebilmelidirler. Knobel & Lankshear (2015) dijital
okuryazarligin, multimedya metinlerini olusturmak, bilgileri 6zimsemek ve kaynaklari gostermek gibi
becerileri gerektirmekte oldugunu ifade etmistir.

Dijital ortamlarda bilgiye ulasma, medyay! dogru bir sekilde kullanabilme, glincel gelismeleri takip
edebilme, paylasimlar yaparak dijital ortamlara veriler yikleyebilme, dijital ortamlarda 6dev yapma, 6dev
hazirlama, 6dev yikleyebilme, etkinlikler gelistirme, video izleme, mizik dinleme, oyun oynama, dosya-
fotograf ylkleyebilme, bankacilik veya mobil islemleri gerceklestirme gibi islemler dijital okuryazarlik
becerilerini gerektirmektedir. Ayni zamanda egitimlere katilma, e-mail génderme, e-devlet, e-nabiz, e-
okul, eba vb. dijital uygulamalara girebilme ve bunlari isine yarar amaclarla kullanabilme, ulasilan bilgileri
sorgulayip elestirebilme, ¢oziimler liretebilme gibi beceriler dijital okuryazarlik beceri sahip olmayi gerekli
kilmaktadir. Eshet-Alkalai (2004) boyle 6zelliklere sahip bireylerin dijital cagda hayatta kalabilme becerileri
acisindan avantajli oldugunu belirtmistir.

internetin hayatimiza girmesi, dijital teknolojilerin yasamimizda biiyiik yer almasi ve akilli tahta gibi
teknolojik araclarin egitim ortamlarinda kullanilmasi 6grencilerin bu teknolojiden nasil yararlanacagini
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bilmelerini gerekli kilmaktadir. Bu sebeplerden, bireylerin bilingli bir davranis sergilemeleri ve dijital
okuryazarlk becerisine sahip olmalari 6nemlidir (Dinlemez, 2021). Bilgi ve teknoloji ¢aginda oldugumuz
donemde bilgiye ulasma, bilgiyi kullanabilme, anlamlandirabilme, 6nemli olani segebilme, dijital
kaynaklari etkin kullanabilme becerileri nem arz etmektedir. Dogru olan bilgiye ulasabilmek, paylasim
yapabilmek, yeni bilgiler Uretebilmek 6grenme sirecinde teknolojiyi etkin bir sekilde kullanabilme
yeterliligine sahip olmayi gerektirmektedir.

Ng (2012)'ye gore, degisen ve teknolojik gelismelere uyum saglayabilme, dijital okuryazarligin
gerekliliklerindendir. Hizla dijitallesen diinyada degisime ve yenilige ayak uydurma suretiyle uyum
saglanilabilir. Ogretmen adaylarinin dijital okuryazarlik diizeylerini artirp gelistirebilmemiz, gelecekte
nasil 6gretmenlerle karsilasmayi bekliyor olmamizla dogrudan ilgilidir. Bu sebeple okuryazarligin temelini
atan sinif 6gretmenlerine biyiik sorumluluk diismektedir. Ozellikle gelecegin mimari olan sinif
o0gretmenlerimizin bu becerilerle donanimli olmasi son derece 6nem arz etmektedir. Bu becerileri
ogrencilere kazandiracak bir 6gretmenin 6ncelikle kendisinin bu becerilerle donanmis olmasi elzemdir.

Bilgiye hizli ve dogru olarak ulasmanin ydntemi dijital teknolojiyi etkili bir sekilde kullanmaktir. iginde
yasadigimiz ¢aga ayak uydurarak dijital araglari etkin bir sekilde kullanmak gereklidir. Bu ylizden 6gretmen
adaylarinin dijital okuryazar olmalari 6nem arz etmektedir. Literatir incelendiginde dijital okuma tutumu
ve dijital okuryazarligin beraber ele alindigi herhangi bir arastirmaya rastlanmamistir. Bu baglamda dijital
okuma tutumunun dijital okuryazarligl yordama gliciinin incelenmesini amaglayan bu ¢alisma, 6gretmen
adaylarinin; dijital okuma tutumlarini ve dijital okuryazarliklarini cinsiyet, sinif diizeyi, kullanilan dijital arag
sayisi, glnlik internet kullanim siiresi agisindan incelemesi ve dijital okuma tutumlarinin dijital
okuryazarliklarini yordama giiclinii ortaya koymasi agisindan 6nemlidir. Dijitallesmenin her alanda oldugu
gibi egitimde alaninda etkin kullanimi énemlidir. Ogrenmede biyiik faktdr olan 6gretmenlerin bu
becerilerle donanimli olmasi gerekmektedir.

Kilig (2022) de 6gretmen adaylarinin tutumlarinin 1. siniftan son sinifa kadar e-6grenme ortamlarina
katilmalarinin ve dijital cihaz kullanimlarinin artmasindan dolayr yasadiklari tecriibeden kaynakh
olabilecegini ve erkeklerin dijital araglari kullanmaya daha yatkin olduklarini belirtmistir. Ayrica erkeklerin
dijital oyunlar oynamasi ve teknolojiyi takip etmelerinin daha fazla olmasindan kaynakl oldugunu
belirtmistir (Bayrakci, 2020 & Yilmaz, 2021). Jang vd. (2021) erkek okuyucularin eglence amagh dijital

metinleri okumaya karsi daha olumlu tutum icinde olduklari belirlenmistir. Sahenk Erkan vd. (2015)
cahismalarinda kadin 6gretmen adaylarinin ve daha geng yas grubunun dijital okumalarinin daha yiksek
oldugunu ifade etmistir. Sahin & Sarigam (2022) kiz 6grencilerin dijital okuryazarlik puanlarinin buna
karsin Rizal vd. (2021) erkek 6grencilerin puanlarinin daha ytiksek oldugunu belirtmistir.

Kaya Ozgiil (2023) giinliik dijital okuma siiresinin dijital okumaya y&nelik tutum Gzerine etkisinin
oldugunu, Bulut ve Susar Kirmizi (2021)’de dijital yonelik tutumlarinda bilgisayar basinda gegirilen slreye
goére anlamli bir fark olmadigini belirtmislerdir. Bunun yaninda Aydin (2022), Kara (2021) ve Ocal (2017)
calismalarinda internette gegirilen stirenin dijital okuryazarlik dizeyinde etkili bir degisken oldugunu
belirtmistir. Zurnaci Parlak (2019) ginlik hayatta erisilebilen dijital ara¢ sayisi artmasiyla dijital
okuryazarlik seviyesinin de arttigi ifade etmistir. Bu sebepten dijital okuma tutumu ve dijital
okuryazarliklari dizeyleriyle cinsiyet, sinif dizeyi, kullanilan dijital arag sayisi, glinliik internet kullanim
suresi gibi alt degiskenlerin de ele alinmasi uygun gorilmustar.

Bu arastirmanin problemi, “Sinif 6gretmeni adaylarinin dijital okuma tutumlarinin, dijital
okuryazarliklarini yordama glici ne dizeydedir?” seklindedir. Arastirmada sinif 6gretmeni adaylarinin,
dijital okuma tutumlarinin dijital okuryazarhklarini yordama giclnin incelenmesi amaglanmistir. Bu
amaca ulasabilmek i¢in belirlenmis alt problemler séyledir: Sinif 6gretmeni adaylarinin:

1. Dijital okuma tutumlari ve dijital okuryazarliklari ne diizeydedir?

2. Dijital okuma tutumlari ve dijital okuryazarliklari; cinsiyet, sinif diizeyi, sahip olunan dijital arag sayisi
ve glnlik internet kullanim siiresine gore farklilasmakta midir?

3. Dijital okuma tutumlari ile dijital okuryazarliklari arasinda anlamli bir iliski var midir?

4. Dijital okuma tutumlari dijital okuryazarliklarini yordamakta midir?
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Yontem
Aragtirma Modeli

Tarama modelinin kullanildigl arastirmalarda gegmiste veyahut halen var olan bir durumu kendi
sartlar igerisinde oldugu gibi betimlemek amaglanir. Tarama modelleri farkh agilardan siniflandirildiginda;
genel tarama ve 6rnek olay tarama modeli seklinde ayrilir. Genel tarama modelleri, ¢ok sayida elemanin
olusturdugu bir evrene yonelik genel bir kaniya varmak maksadiyla evrenin tamami veya evreni temsil
edebilecek bir 6rneklem lzerinde yapilan taramalardir. Bu modelde tekil veya iliskisel tarama yapilabilir.
Tekil tarama modelinde degiskenlerin tek tek olusumlari belirlenirken, iligkisel tarama modelinde iki veya
daha fazla degiskenler arasindaki degisimin varligi ve derecesi belirlenir (Karasar, 2014). iliskisel tarama
modelinde degiskenlerin arasindaki iliskiyi agiklama ve buna bagli olarak sonuca yonelik tahmin etme
olanagi vardir. Bu durum agimlayici veya tahmin edici model ile gercgeklestirilir (yordama) (Tekbiyik, 2015,
s. 101). Sinif 6gretmeni adaylarinin dijital okuma tutumlarinin dijital okuryazarliklarini yordayip
yordamadigini belirlemeyi amaglayan bu ¢alismada iliskisel tarama modeli kullanilmistir.

Evren-Orneklem

Calismanin evreni 2022-2023 egitim &gretim déneminde Tiirkiye’de i¢ Anadolu Bdlgesinde bir devlet
Universitesinin Sinif Ogretmenligi bélimi 6gretmen adaylaridir. Bu siiregte, 274 sinif 8gretmen adayindan
basit seckisiz yontemle ulasilan 207 sinif 6gretmen adayi 6rneklemi olusturmustur.

Tablo 1

Sinif Ogretmeni Adaylarina Ait Bilgiler

Degisken Grup f %
Cinsiyet Kadin 157 75.8
Erkek 50 24.2
Sinif diizeyi 1. Sinif 48 23.2
2.Sinif 52 25.1
3. Sinif 55 26.6
4. Sinif 52 25.1
Sahip olunan dijital arag sayisi Bir 39 18.8
iki 121 58.5
Ug 43 20.8
Dort+ 4 1.9
Giinliik internet kullanim siiresi 2 saatin alti 11 5.3
2 saat ve 4 saatin alti 78 37.7
4 saat ve 6 saatin alti 82 39.6
6 saat ve Ustu 36 17.4
Toplam 207 100.0

Tablo 1 incelendiginde arastirmaya katilan sinif 6gretmen adaylarinin 157’si (%75.8) kadin, 50’si
(%24.2) ise erkektir. Sinif 6gretmen adaylarinin 48’i (%23.2) 1.sinif, 52’si (%25.1) 2.sinif, 55’i (%26.6) 3.sinif
ve 52’si (%25.1) ise 4.siniftir. Sinif 6gretmen adaylarinin 39’unun (%18.8) bir, 121’nin (%58.5) iki, 43’Uniin
(%20.8) U¢ ve 4'Unlin (%1.9) ise 4 ve daha fazla dijital araglari mevcuttur. Sinif 6gretmen adaylarinin
82’sinin (%39.6) 4 saat ve 6 saatin alti, 78'inin (%37.7) 2 saat ve 4 saatin alti, 36’sinin (%17.4) 6 saat ve
Ustili ve 11'inin (%5.3) ise 2 saat altinda olarak giinlik internet kullanim sureleri gérilmektedir.

Veri Toplama Araglari

Ogretmen adaylarina kisisel bilgi formu, dijital okuma tutum ve dijital okuryazarlik lcegi arastirmaci
tarafindan uygulanmistir. Dijital okuma tutumlarini belirlemek icin Yurdakal ve Susar Kirmizi (2021)
tarafindan gevrim ici ortamda gelistirilen “Dijital Okumaya Yoénelik Tutum Olcegi” (DOTO) uygulanmustir.
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Olgegin Cronbach’s Alpha degeri .956 bulunmustur. DOTO birinci 20, ikinci 11 madde olarak 2 alt boyuttan
ve toplam 31 maddeden olusmaktadir. Alt olgekler “dijital okumanin ozellikleri” ve “dijital okuma
tercihleri” olarak isimlendirilmistir. 1.Alt boyut:1, 3, 6, 10, 16, 19, 21, 22, 23, 26, 30 maddeler; 2. Alt boyut:
2,4,5,7,8,9,11, 12, 13, 14, 15, 17, 18, 20, 24, 25, 27, 28, 29, 31 maddelerdir. 6, 10, 11, 16, 19, 21, 22,
23, 26, 27 maddeler 6lcekteki ters maddelerdir. DOTO; Kesinlikle Katiimiyorum (1), Katilmiyorum (2),
Kararsizim (3), Katiliyorum (4), Kesinlikle Katiliyorum (5) seklinde 5’li Likert tipindedir. Olcek 31 soru ve 5'li
likert tipi seklinde oldugundan her soru 1-5 arasi puanlanarak 6lgekten alinabilecek en yiksek puanin 155,
en disik puan ise 31 oldugu belirtilmistir. Bu baglamda 31-72 arasi “disiik tutum”; 73-114 “orta diizey
tutum” ve 115-155 ise “yiiksek tutum” olarak degerlendirilmesi gerektigi belirtilmistir (Yurdakal ve Susar
Kirmizi, 2021).

Dijital okuryazarlik dizeyleri icin Bayrakci ve Narmanloglu (2021) tarafindan ¢evrim igi olarak
gelistirilmis olan “Dijital Okuryazarlik Olgegi” (DOYO) uygulanmistir. 1, 2, 3, 4, 5, 6 ve 7. maddeler 1. (Etik
ve Sorumluluk); 8, 9 10, 11, 12 ve 13. maddeler 2. (Genel Bilgiler ve islevsel Beceriler); 14, 15, 16, 17, 18
ve 19. maddeler 3. (Gunliik Kullanim); 20 ve 21. Maddeler 4. (Profesyonel Uretim); 22, 23, 24 ve 25.
maddeler 5. (Gizlilik ve Glvenlik); 26, 27, 28 ve 29. maddeler 6. (Sosyal Boyut) olarak 6 faktérden olusan
29 maddelik bir 6lgektir. Olgegin Cronbach’s Alpha giivenirlik katsayisi .911 olarak hesaplanmistir. Alti
boyuttan 6lgegin Cronbach’s Alpha i¢ tutarlilik analizine gore; etik ve sorumluluk a=.842, genel bilgi ve
islevsel beceriler a=.875, glinllik kullanim a=.782, profesyonel lretim a=.719, gizlilik ve givenlik a=.820
ve sosyal boyut a= .861 olarak hesaplanmistir. Dijital Okuryazarik Olgegi; Kesinlikle Katilmiyorum,
Katilmiyorum, Kararsizim, Katiliyorum, Kesinlikle Katilyorum seklinde 5’li Likert tipinde olup ters madde
bulunmamaktadir. 29 maddeden olusan 6lgekten alinacak en disiik puan 29 (29x1), en ylksek puan ise
145 (29x5) olarak belirlenmistir. Alinan puanlara gére; 1.62-3.07 Disik/K6ti, 3.08-3.62 Orta Alti/Zayif,
3.63-4.17 Orta, 4.18-4.72 Orta Ustii/lyi, 4.73-5.00 Yiiksek/Cok lyi diizey oldugu belirtilmistir. Olcekte yer
alan maddelerden 7 tanesi temel, 17 tanesi orta ve 5 tanesi de (st dizeyi belirtmektedir (Bayrakci ve
Narmanlioglu, 2021).

Kullanilan Olgeklerin Giivenilirlik Analizi

Bir olgek icin glvenirlilik katsayisinin . 70 ve Uizerinde olmasi 6lgek puanlarinin glivenilirligi icin yeterli
diizeyde oldugu belirtilmektedir (Buyukoztirk, 2014). Cronbach’s Alpha matematiksel hesaplamaya
dayanir ve olgekler icin uygun olup i¢ tutarlihgi hesaplar (Sencan, 2005: 231). Yapilan givenirlik analizinin
sonucunda DOTO’niin toplam Cronbach’s Alpha katsayisi .731, alt boyutlarindan dijital okumanin
dzellikleri .556; dijital okuma tercihlerinin ise .853 belirlenmistir. DOYO’niin ise toplam Cronbach’s Alpha
katsayisi .925, alt boyutlarindan; etik ve sorumluluk .913, genel bilgi ve islevsel beceriler .815, glinlik
kullanim .883, profesyonel liretim .763, gizlilik ve glivenlik .847, sosyal boyut .696 olarak belirlenmistir.

Verilerin Toplanmasi

Veri toplama sireci 6ncesinde 08.12.2022 tarih ve E-69972237-302.08.01-290164 sayili bir devlet
Universitesi onay! ile gerekli olan arastirma izni alinmistir. Olgekler 2022-2023 egitim-dgretim giiz
yariyiinda egitim alan ve calismaya katilmaya gonilli sinif 6gretmen adaylarina elden dagitilarak
uygulanmustir. Uygulama yaklasik 20 dakika stirmustir. ilk olarak katilimcilarin doldurduklari 8lcekler tek
tek incelenmis ve yonergeye uygun bir sekilde doldurulup doldurulmadigi kontrol edilmistir. Veri toplama
araclarina 1’den baslamak lzere numara verilmistir. Sonrasinda veriler dijital ortama aktarilarak veri
girisleri yapiimistir.

Verilerin Analizi

Arastirmada elde edilen veriler “SPSS 22.0 Paket Programi” ile analiz edilmistir. Verilerin ilk olarak
glvenirlikleri hesaplanmistir. Sonrasinda normallik dagihmlari incelenmistir. Buna gore olceklerin basiklik
ve carpiklik degerleri dikkate alinmistir. Dijital Okuma Tutum Olgegi icin Basiklik: .850 ve Carpiklik: -.247
degerlerine ulasiimistir. Dijital Okuryazarlik Olcegi icin Basiklik: .507 ve Carpiklik: -.599 degerlerine
ulasiimistir. Basiklik ve carpiklik analizi sonucunda verilerin normal dagildig tespit edilmistir. Dagihmin
normal olmasi durumunda parametrik istatistikler, dagiimin normal olmadigi durumlarda ise parametrik
olmayan istatistikler kullanilmasi gerekir (Buyikoztirk, 2014). Bu dogrultuda bu calismada parametrik
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istatistikler kullanilmistir. Arastirmanin alt problemlerine yoénelik olarak betimleyici istatistikler
kullanilmistir. ikili olan karsilastirmalar icin bagimsiz grup t-testi ve ikiden fazla kargilastirmalar icin tek
yonli ANOVA kullaniimistir. Anlamli farkin olustugu durumlarda farkin kaynaginin belirlenmesi igin LSD
testi kullanilmistir. DOTO gelistirilen calismada toplam puan lzerinden diizey belirlenmistir (Yurdakal &
Susar Kirmizi, 2021). DOYO gelistirilen calismada ise ortalama iizerinden diizey belirlenmistir (Bayrakci &
Narmanlioglu, 2021). Bu c¢alismada olgeklerin gelistirildikleri ¢alismadaki puanlar cercevesinde baz
alinarak; DOTO toplam puan (izerinden diizey belirlenmis, DOYO de ise ortalama iizerinden belirlenmistir.
Degiskenler arasindaki iliski Pearson Moment Garpimi Korelasyon kullanilarak incelenmistir. Gerekli
varsayimlar yapilmis ve kontrolleri saglanmistir. Dijital okuma tutumlarinin dijital okuryazarlklarini
yordama guclinii ortaya koymak igin 6ncelikle Basit Dogrusal Regresyon analizi yapilmistir. Dijital okuma
tutumunun alt boyutlarinin dijital okuryazarligi yordama gliciiniin belirlenmesinde Coklu Dogrusal
Regresyon Analizi yapiimistir.

sekil 1

Dijital Okuma Tutumu ve Dijital Okuryazarlik Toplam Puanlar Arasi Hatalarin Dagihm Grafigi
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sekil 2

Dijital Okuma Tutumu ve Dijital Okuryazarlik Toplam Puanlar Arasi Dogrusallik Sagilim Grafigi
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Sekil 3

Dijital Okuma Tutumu ve Dijital Okuryazarlik Toplam Puanlar Arasi Normal P-P Plot Grafigi

Normal P-F Flot of Regression Standardized Residual

Dependent Variable: DOY_ortalamasi
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Arastirmanin Sinirliliklar

Bu arastirma, bir devlet liniversitesindeki sinif 6gretmen adaylariile sinirlidir. Ayrica 2022-2023 egitim-
ogretim yili ve uygulamada kullanilan 6lgeklerle sinirlidir.

Arastirmanin Etik Yonii

Verileri toplamak amaciyla kisisel bilgi formu, dijital okuma tutum olcegi ve dijital okuryazarlik
dlceginin uygulanabilmesi icin 08.12.2022 tarih ve E-69972237-302.08.01-290164 sayili Nigde Omer
Halisdemir Universite Rekt&rligii onayi ile gerekli olan arastirma izni, 01.12.2022 tarih ve KARAR-2022/14-
14 sayih etik kurul izin belgesi alinmistir. Ayrica 6lgek sahiplerinden gerekli izin alinmistir.

Bulgular
Dijital Okuma Tutumu ve Dijital Okuryazarlik Diizeyine Yonelik Bulgular

Sinif 6gretmeni adaylarinin dijital okuma tutumu dizeyleri incelenmistir. Elde edilen bulgular Tablo
2’de verilmistir.

Tablo 2

Sinif OGretmeni Adaylarinin Dijital Okuma Tutumlari Diizeyleri

Boyutlar N Min Max X Ss

Dijital Okumanin Ozellikleri 207 19 45 28.61 4.73
Dijital Okuma Tercihleri 207 32 94 76.41 9.32
Olgegin Biitiinii 207 69 130 105.03 9.70

DOT puani ile alt boyutlarin puanlari incelendiginde dijital okumanin ozellikleri boyutundaki orta
puanin 28.61, dijital okuma tercihleri boyutundaki orta puanin 76.41 ve o6lgek toplam puaninin 105.03
oldugu tespit edilmistir. Dijital okuma tercihleri boyutunun orta puanin 76.41 oldugu dolayisiyla orta
puanin Ustliinde oldugu tespit edilmistir ( X=76.41> §=50). Bu puanlardan yola cikarak Tablo 2’deki
bulgulara bakildiginda sinif 6gretmeni adaylarinin dijital okuma tutumlarinin élgegin iki alt boyutunda da
orta puanin Uzerinde oldugu tespit edilmistir. Olcek toplam puaninin 105.03 oldugu sinif dgretmeni
adaylarinin dijital okuma tutumlarinin orta diizeyde oldugu belirlenmistir.

Sinif 6gretmeni adaylarinin dijital okuryazarlik dizeyleri incelenmistir. Elde edilen bulgular Tablo 3'te
verilmistir.
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Tablo 3

Sinif Og§retmeni Adaylarinin Dijital Okuryazarlik Diizeyleri

Boyutlar N Min Max X Ss

Etik ve Sorumluluk 207 7 35 4.03 0.88
Genel Bilgiler ve islevsel Beceriler 207 7 30 3.03 0.83
Giinliik Kullanim 207 6 30 3.95 0.95
Profesyonel Uretim 207 2 10 229 1.01
Gizlilik ve Guivenlik 207 4 20 4.01 0.94
Sosyal Boyut 207 4 20 3.12 0.86
Olgegin Biitiinii 207 42 142 3.56 0.65

DOY puani ile alt boyutlarin puanlari incelendiginde, etik ve sorumluk 4.03, gizlilik glivenlik 4.01 ve
gunlik kullanim 3.95 aritmetik ortalamalari ile DOY ortalamasindan daha yiksektir. Diger yandan sosyal
boyutun 3.12, genel bilgi ve islevsel beceriler boyutu 3.03 ve en diisiik ortalama ise 2.29 ile profesyonel
Uretimdir. Bu boyutlarin ortalamalari DOY puani ortalamasindan disik oldugu belirlenmistir ( X =3.56).
Bu durum katihmcilarin profesyonel liretim, genel bilgiler ve islevsel beceriler ile sosyal becerilerinin daha
zayif oldugu sonucuna varilmistir. Diger yandan Tablo 3 incelendiginde ise sinif 6gretmeni adaylarinin
dijital teknolojileri glinlik hayat igerisinde, sorumluluk bilinci gergevesinde givenli bir sekilde kullanabilme
yeterliliklerinin ortalamaya gore daha yiliksek seviyede oldugu sonucuna ulasiimistir. DOY ortalamasi
incelendiginde sinif 6gretmen adaylarinin dijital okuryazarhklarinin orta alti/zayif dizeyde oldugu
sonucuna varilmistir. ( X =3.56).

Dijital Okuma Tutumuna Ait Bulgular

Sinif 6gretmeni adaylarinin dijital okuma tutumlari; cinsiyet, sinif diizeyi, sahip olunan dijital arag sayisi
ve glnlik internet kullanim siliresine gore incelenmistir. Bulgular tablolarda belirtilmistir.

Tablo 4

Cinsiyete Gére DOT Puanlari Boyutlar ve Boyutlarin Toplamini Gésteren Bagimsiz Orneklem T-Testi
Tablosu

Boyutlar Cinsiyet N X Ss Sd t p
Dijital Okumanin Kadin 157 2.57 .406 71.51 -1.530 13
Ozellikleri Erkek 50 2.69 492
Toplam 207
Dijital Okuma Kadin 157 3.78 474 205 -1.969 .05%*
Tercihleri Erkek 50 3.93 422
Toplam 207
Toplam Kadin 157 3.35 .302 77.65 -2.634 .01*
Erkek 50 3.49 .326

Toplam 207

* 5 <.05

Tablo 4’te gorilduga tzere sinif 6gretmen adaylarinin dijital okuma tutumlari cinsiyet acisindan kadin
( X=3.35; Ss=0.302) ve erkek ( X =3.49; Ss=0.326) arasinda istatistiksel olarak anlamli bir farkhhk
bulunmaktadir [t (77.65)=-2.634; p.05). Dijital okuma tercihleri boyutunda cinsiyete gére anlamh farklilik
bulunmustur (p =.05). Bu boyutta kadin ( i=3.78) ve erkek ( ?=3.93) Ogrencilerin ortalamalarina
bakildiginda ise anlamli farkliligin erkek 6grenciler lehine oldugu gorilmektedir.
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Tablo 5

Sinif Diizeyine Gére DOT Puanlari Boyutlar ve Boyutlarin Toplamini Gésteren Tek Yénlii ANOVA Sonuglari

Kareler Kareler
Boyut Toplami Sd Ortalamasi F P
Dijital Gruplar arasi .785 3 .262 1.418 .239
Okumanin Gruplar igi 37.454 203 .185
Ozellikleri Toplam 38.238 206
Dijital Gruplar arasi .942 3 314 1.455 .228
Okuma Gruplar ici 43.813 203 .216
Tercihleri Toplam 44.756 206
Toplam Gruplar arasi .469 3 .156 1.606 .189
Gruplar ici 19.740 203 .097
Toplam 20.209 206

Tablo 5 incelendiginde 6l¢egin alt boyutlarinda ve tamaminda sinif diizeyi degiskeninde anlamli bir fark
olmadigi belirlenmistir (F =1.606; p >.05).

Tablo 6

Sahip Olunan Dijital Arag¢ Sayisina Gére DOT Puanlari Boyutlar ve Boyutlarin Toplamini Gésteren Tek
Y6nlii ANOVA Sonuglari

Kareler Kareler
Boyut Toplami d Ortalamasi P Anlamilik
Dijital Gruplar arasi 1.602 3 .534 2.959 .033* C-A
Okumanin Gruplar ici 36.636 203 .180 C-B
Ozellikleri Toplam 38.238 206
Dijital Gruplar arasi 1.531 3 .510 2.397 .069
Okuma Gruplar ici 43.224 203 .213
Tercihleri Toplam 44.756 206
Toplam Gruplar arasi 1.108 3 .369 3.924 .009* B-A
Gruplar ici 19.101 203 .094 C-A
Toplam 20.209 206

*p<.05A:1;B:2; C:3; D:4

Tablo incelendiginde sinif 6gretmeni adaylarinin sahip olunan dijital arag sayisi ile dijital okumanin
ozellikleri alt boyutu arasinda anlamli bir farklilik oldugu belirlenmistir (F= 2.959; p.05). Dijital okuma
toplam puanlari ile sahip olunan dijital ara¢ sayisina gére anlamli bir farklihk bulunmustur (F=3.924,
p<.05).Toplam puanda farkliligin hangi gruplar arasinda gerceklestigini tespit etmek amaci ile LSD testi
yapilmistir. Buna gore, iki dijital ara¢ sahibi olanlarla bir dijital arag sahibi olanlar arasinda anlamli farklihk
bulunmaktadir. Ayrica Ug dijital arag sahibi olanlarla bir dijital arag sahibi olanlar arasinda anlamli farklilik
bulunmaktadir.
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Tablo 7
Giinliik internet Kullanim Siiresine Gére DOT Puanlari Boyutlar ve Boyutlarin Toplamini Gésteren Tek
Yonlii ANOVA Sonuglari

Boyut Kareler sd Kareler F p
Toplami Ortalamasi
Dijital Gruplar arasi .382 3 127 .684 .563
Okumanin Gruplar ici 37.856 203 .186
Ozellikleri Toplam 38.238 206
Dijital Gruplar arasi 247 3 .082 .375 771
Okuma Gruplar ici 44.509 203 .219
Tercihleri Toplam 44.756 206
Toplam Gruplar arasi 221 3 .074 .748 .524
Gruplar ici 19.988 203 .098
Toplam 20.209 206

Tablo 7 incelendiginde dijital okuma tutumlari ve alt boyutlar gilinlik internet kullanim siiresi
degiskenine gore anlamli bir fark yoktur (F=.748; p> .05).

Dijital Okuryazarhga Ait Bulgular

Sinif 6gretmeni adaylarinin dijital okuryazarliklari; cinsiyet, sinif diizeyi, sahip olunan dijital arag sayisi
ve glnlik internet kullanim siliresine gore incelenmistir. Bulgular tablolarda belirtilmistir.

Tablo 8

Cinsiyete Gére DOY Puanlari Boyutlar ve Boyutlarin Toplamini Gésteren Bagimsiz Orneklem T-Testi
Tablosu

Boyutlar Cinsiyet N X Ss Sd t p
Etik ve Sorumluluk Kadin 157 4.01 0.860 75.23  -0.379 .706
Erkek 50 4.07 0.968
Toplam 207
Genel Bilgiler ve islevsel Kadin 157 2.90 0.758 71.22 -3.714  .000*
Beceriler Erkek 50 3.43 0.925
Toplam 207
Giinliik Kullanim Kadin 157 3.88 0974 9354 -2.020 .046*
Erkek 50 4.17 0.848
Toplam 207
Profesyonel Uretim Kadin 157 2.29 1.020 205 0.038 .970
Erkek 50 2.29 0.995
Toplam 207
Gizlilik ve Guvenlik Kadin 157 3.97 0941 205 -1.160 .247
Erkek 50 4,15 0.935
Toplam 207
Sosyal Boyut Kadin 157 3.14 0.829 72.30 0.334 .739
Erkek 50 3.09 0.988
Toplam 207
Toplam Kadin 157 3.51 0.631 76.08 -1.813 .074
Erkek 50 3.71 0.699

Toplam 207

* 5 <.05
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Tabloya gore dijital okuryazarliklarinda kadin( X=3.51; Ss=0.631), erkek( X=3.71; Ss= 0.699) arasinda
anlamli bir fark yoktur [t (76.08)=-1.813; p>0.05

Tablo 9

Sinif Diizeyine Gére DOY Puanlari Boyutlar ve Boyutlarin Toplamini Gésteren Tek Yénlii ANOVA Sonuglari

Kareler Kareler
Boyut Toplami Sd Ortalamasi F P
Etik ve Gruplar arasi 2.819 3 .940 .523 311
Sorumluluk Gruplar ici 158.913 203 .783
Toplam 161.732 206
Genel Bilgiler Gruplar arasi .202 3 .067 1.200 .962
ve islevsel Gru